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WELCOME MESSAGE

We are delighted to welcome all the readers, contributors, and professional community
members!
We express our sincerest congratulations on the publication of the new version of the
Journal of Main Issues of Pedagogy and Psychology – from now on to be published in
English. It is meant to make the scientific achievements in the respective sphere of
expertise in Armenia more comprehensible and coherent in the world of Pedagogy and
Psychology, thus, contributing to further integration within the professional circles and
special interest groups.
The current reality in the domain entails specific changes in the role assumed by
teachers and teaching methodology experts, among other aspirations, gradually
enhancing the traditional mission of sheer knowledge transmission with more elements of
child’s personality development. Consequently, an innovative mindset in the respective
fields of Pedagogy and Psychology grows into an urgent demand.
Our journal aims to contribute to the dissemination of modern pedagogical and
psychological knowledge and practices obtained and implemented for the improvement
and progress of the educational system both in Armenia and abroad.
This scientific journal will present the results obtained by leading researchers and
scientific centers in the realm of modern Pedagogy and Psychology.
The Editorial Board would appreciate your suggestions and comments, which will
definitely be of invaluable assistance in the endorsement of the objectives that the Journal
is heading for.

Sincerely,

Ruben Mirzakhanyan
Doctor of Philosophy in History, Professor
Rector of Khachatur Abovyan Armenian State Pedagogical University
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CHAPTER 1.
PSYCHOLOGY

7

UDC 616.89
David J. COOKE

PSYCHOPATHY
Definition
Psychopathy is an important forensic construct: it has relevance for assessment,
treatment and management of offenders, indeed, in the context of violence risk
assessment failure to assess psychopathy could constitute professional negligence (Hart
1998).
Psychopathy is a personality disorder, that is, a chronic disturbance in an individual’s
relations with self, others and their environment resulting in distress or failure to fulfil social
roles and obligations (American Psychiatric Association, 2000). Personality disorders
affect how individuals think, feel and behave: disturbance and dysfunction are typically
long standing in nature, starting in adolescence or early adulthood. Specifically,
psychopathic personality disorder (PPD) can be regarded as having six aspects.
Interpersonally, those with PPD are not only pathologically dominant, being described as
antagonistic, domineering, deceitful and manipulative, but also, they may suffer from
attachment difficulties being detached, uncommitted and unemphatic. In terms of
emotional functioning they can be characterized as lacking anxiety, empathy and
emotional depth, while cognitively they may be suspicious, intolerant and inflexible. Their
sense of self is frequently distorted; they may be self-centered and have a sense of being
invulnerable, unique or entitled. Behaviorally they are unreliable, reckless and aggressive
(Cooke, Hart, Logan, & Michie, 2006).

Significance in forensic contexts
PPD has broad forensic significance. Group studies indicate that PPD may be
associated with future violence (Leistico, Salekin, Decoster, & Rogers, 2008) and is thus
relevant to violence risk assessment in prisons, forensic psychiatric settings, workplace
violence and child access assessments (but see below for important caveats). Those
suffering from PPD are less amenable to standard forms of treatment; in general, their
engagement with treatment is limited – they frequently drop out – they make poorer
progress and they may interfere with the treatment of others. Critical features of the
disorder include deceptiveness, impulsivity and failure to stick to rules can make those
8

PPD hard to interview, manage and monitor.

Origins of the construct
The association between psychopathic-like traits and violence has long been
recognized, relevant accounts are available in the Bible and the Icelandic Sagas
(Hoyersten 2001). The pattern has been recognized in many societies including preindustrial societies, for example, the unlit of North West Alaska and the Yoruba tribe of
Nigeria (Murphy, 1976). Systematic clinical descriptions- albeit inchoate descriptions – can
be identified in the case studies of Pinel and Pritchard. The fundamental contribution of
these monologists was to argue that mental disorder may be present even where reason
can be shown to be intact (Berrios 1996). Other clinicians in the 19th century described
mental disorders characterized by disturbance of volition or emotion, variously described
as mania san desire, monomania, moral insanity, and folia lucid (Millon 1981). These
descriptions had a purpose that was essentially forensic. To ensure the relevance of their
testimony the 19th century alienists –or “mad” doctors –had to extend their boundaries
beyond “total insanity” to include other forms of disorder. In the 20th century a number of
authors provided rich clinical descriptions of PPD (e. g., Cleckley, 1976; Henderson, 1939;
Schneider, 1958). Modern methods of evaluation have evolved from these descriptions.

Methods of evaluation
Psychopathy and cognate constructs can be assessed using a variety of procedures
including, self-report (e.g., Psychopathic Personality Inventory; Lilienfeld & Andrews,
1996), clinical criteria (e. g., DSM-Ivor ICD -10; American Psychiatric Association, 2000;
World Health Organization, 1992) or, most commonly in forensic arena, the Psychopathy
Checklist Revised (PCl–R; Hare, 2003) and Psychopathy Checklist: Screening Version
(Hart, Cox, & Hare, 1995; Hart & Wilson, 2008). Professional opinion warns against the
use of self-report methods for assessing any personality disorder in forensic practice
(British Psychological Society 2006); this concern is heightened when PPD is concerned
because deceptiveness is a key diagnostic feature. A major contribution of the PCL-R has
been the development of systematic ways of making judgments based on multiple of
systematic ways of making judgments based on multiple sources – file review and
interview – in order to combat deceptiveness and to provide a life-time diagnostic
perspective.
The PCL-R is used extensively in forensic practice; indeed, Tolman and Mullendore
(2003) suggested that it is the most frequently used tool in risk assessment. Its use has
9

increased dramatically (Walsh & Walsh, 2006). Hare (2003) contended that “Perhaps the
PCL-R saves lives, because it helps to keep very dangerous people in prison” (p. 16,
emphasis in original). Others have been less sanguine suggesting that PCL-R scores
potentially have profoundly prejudicial effects (Bersoff, 2002; DeMatteo & Edens, 2006;
Freedman,2001; Leygraf & Elsner, 2007). The key issue in forensic settings is that expert
evaluators should be aware of, guard against and acknowledge limitations of the PCL-R.
This is particularly important given the serious nature of decisions that take account of
PCL –R scores (Edens & Petrila, 2006. Just three potential limitations or concerns will be
considered here; namely, problems with reliability in clinical settings, limitations of
comparison groups, and the challenge of bridging the gap between group findings and the
individual case.
One area of increasing concern is the level of reliability of ratings that may typically
be achieved in forensic practice (Cooke & Michie, 2007; Edens & Petrila, 2006; Murrie,
Boccaccini, Johnson, & Janke, 2007). Ethical forensic practice requires practitioners to
maximize their reliability and here four steps may assist. The first step is ongoing
education and training, not only regarding the research base of the instrument, but also
regarding advanced clinical skills. These advanced clinical skills would include techniques
for interviewing these challenging individuals to ensure the collection of relevant
information and would also include techniques for generating case formulations to ensure
the appropriate application of the information collected (Logan & Johnstone 2008). The
second step is ensuring the availability of comprehensive file information; the quality of file
information influences both the magnitude and reliability of scores. The third step is the
use of multiple raters in high stakes cases; average ratings should be eschewed;
consensus ratings should be sought. The fourth step is the implementation of audit
systems – including peer review – for the detection of rater drift.
A second area of concern is the fact that the impact of gender, age, culture, comorbid disorders- amongst other things on scores remains unclear (e.g., Cooke & Michie,
1999; Nicholls, Odgers, & Cooke, 2007; Salekin, 2006; Nichita & Buchley, 2007).(See
Hare, 2003, for another perspective).
A third area of concern is not peculiar to the PCL-R but is endemic in forensic
psychology; the problem of moving from group findings to inferences about an individual
for the purposes of a court or other tribunal. There is an important disjunction between the
perspective of science and the perspective of the law; while science seeks universal
principles that apply across cases, the law seeks to apply universal principles to the
10

individual case. Bridging these perspectives is a major challenge for psychology (Faigman,
2007). Statistical predictions at the individual level are unreliable (Cooke & Michie, 2007;
Leygraf & Elsner, 2007). Other approaches are necessary.
For psychological evidence concerning PPD to be relevant to decisions about future
risk it must, in the opinion of the expert, cause, to some degree, the risk for future violence
in this individual (Grisso, 1986; Heilbrun, 2001; Hart, 2001; Morse, 1978). One of the
reasons that the PCL-R is associated with future violence (e.g., Leistico et al., 2008). – at
the aggregate level – is because it captures a number of potential risk processes for
violence (Cooke, 2008). The assessor in their risk formulation must disaggregate these
processes and identify those which apply to the individual they are managing. For
example, the nature of the risk – and the risk management plan – of an individual who
posed a violence risk because he is pathologically dominant, possesses a sense of
entitlement, and who construes others as having malevolent intent towards him would be
different to the management strategy for someone who is callous, reckless and impulsive.
Both individuals may pose a risk as a consequence of their specific psychopathic traits,
however, the psychological processes, the topography of their risk – and thereby the
interventions required – would be quite different. While traditionally the PCL-R has been
used as a psychometric instrument in forensic evaluations it can, and perhaps should, be
interpreted qualitatively as a form of structural professional judgement.
A final area of concern is conceptual rather than practical. The tautology inherent in
defining psychopathy with reference to criminal behavior has long been recognized.
Blackburn (1988) observed that to understand the relationship between personality
disorder and criminal behavior the two constructs must be measured separately. It has
been argued elsewhere that the inclusion of criminal behavior in models and measures of
psychopathy cannot be supported either empirically (Cooke, Michie, & Skeem, 2007) or
conceptually (Skeem & Cooke, in press, a; Skeem & Cooke, in press, b).

Conclusions
Psychopathic personality disorder has long been recognized as an important forensic
construct. It has relevance for violence, treatability and manageability. It is a construct that
can have a disproportionate influence on decision making and ethical forensic practice
requires practitioners to take cognizance of the limitations of our current assessments.

Additional reading
Comprehensive overviews of the construct of psychopathy and its forensic relevance
11

can be found in Patrick (2006) and Felthous and Sass (2007a; 2007b).
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UDC 159.922.7
Asbed ARYAN

CLINIC AND PSYCHOANALYTIC PRACTICE WITH PUBESCENTS AND
ADOLESCENTS1

Introduction
When we intend to order the clinical material of adolescents the first impression we
get beyond each patient’s uniqueness, is the fact that there is no nosography which covers
the diversity of these situations or the one of their daily life. It could be a psychiatric
approach, psychopathological or psychoanalysis. It also highlights the fact that any
psychoanalytic approach becomes difficult, when the adolescence is not considered as an
intersubjective2 experience where the endogamous infantile link is in transition towards a
link with the exogamous world.
Similarly, I consider their analytical session. I have been mainly inspired on this by
authors such as Liberman, the last Meltzer the “bionian” 3, Piera Aulagnier and the
Argentine contributions to the psychoanalysis of the linking configurations. In no way
this would mean ignoring the contribution of many other authors of various guidelines
who have made and continue making important contributions to the study of the clinic
on adolescents. Although all these authors differ with one another in their theoretical
frameworks, I privilege those who share the concern of giving answers to clinical
situations which they consider experiences shared with the analyst, that the field
created at the session will always be an expression of analyzed and analyst,
separately and jointly shaping up the field of transference where new experiences take
place and where what the past brings up to present is expressed.
Based on an open circuit model for the psychic life, David Liberman 4,5 states that
the evolution of the transference in the analytical process is an unpublished, creative
fact where both participants are involved, it is not just a repetition of childhood, nor a
1

This is the last article written during the authaor's lifetime.
In terms objective: linking, where the partaking of the presence of the other is defining and absolutely
irreplaceable for the constitution and con tin us complexity of the individual subjecti vity and for certain psychic
functioning.
3
Meltzer, D. W: Extended Metapsychology, Edit. Spatia, Bs. Aires 1990
4
Liberman, D: Lingüística, interacción comunicativa y proceso psicoanalítico Galerna, 1970.
5
Liberman, D: Lenguaje y Técnica Psychoanalytical, Kargiem an, 1976, p. 73.
2
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return to the first stages through a regression, it is not a reminiscence. He does not
see the patient as a child in bond with parental figures represented by the analyst. He
criticizes this approach saying: “the patterns of infantile interaction become instruments
of a science assistant, an evolutionary psychology which is not the analysis in itself” 6.
He thought that the drives, as well as affective and discursive conditions in childhood,
are also present in analysis and not necessarily by evoking the past. “The analysis is
not to discover… But to restructure or create and invent”7 (Liberman, D 1970, page
426). Delia T. Aryan considers that this is a second definition of the transference
brought up by David Liberman (Delia T. de Aryan)8. She adds that Liberman points out
that emphasizing the unconscious determinism and intra psychic conflicts within a
unipersonal conception limits the understanding of the patient since the personal
characteristics of the analyst and their referential scheme are the elements which will
decide the direction of the transference in the process. In the analytical process the
interaction is a joint creation.
This is the way I see it when I think of it as and inter subjective experience.
In this context, I will take psychoanalytic general concepts relevant to this topic,
reconsidering them and applying them to the puberty-adolescence.

Existential problem
A central issue for the young man coming out to reach exogamy is to know and
understand his new reality, both the understanding of himself and his specific
problems of any kind that he will resolve day by day; also, the whole understanding of
his existence inserted at the time and the world and what is expected of him.
The first important shock and disappointment that triggers the pubertal emotional
experience is that despite having foundational beliefs rooted in the certainty of meanings
granted by the alleged omniscience of parents, the adolescent will not dispose of
meanings fixed somewhere and forever, ready “to be discovered”, apprehended and
applicable as a technique which can be reached through some dark, bitter and
disturbing mastering and at a slow pace realizing that such thing does not exist, that
he might not grasp a complete guaranteed and conclusive understanding of the world.
This pushes him into hatred or retreat, although there may be moments of maniac

Liberman, D: Lenguaje y Técnica Psicoanalítica, Kargieman, 1976, p. 73.
Liberman, D: Lingüística, interacción comunicativa y proceso psicoanalítico Galerna, 1970.
8
Torres de Aryan, D. “La in terpretación en el pen sa mien to de David Liber man” www.apdeba.org / Qué es el
psychoanalysis /authors important /rioplatenses. In this important paper the author presents her way of understanding
Liber man’s thoughts about transference in three stages.
6
7
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triumphalism.
This is the reason why sexuality is what he is most concerned about, sexuality as
a new daily task to which he is fully committed and sexuality as an existential matter. Both
conceptions must be taken over by himself. That is to say, no longer in reference to
parents, as the essence of the infantile sexuality governed by the Oedipus Complex,
but to take over his/her own sexual position (man or woman) as regards his/her body,
in the symbolic field.
In 1985 I defined adolescence as “a state of complete significance of the infantile
world because two basic elements will be added: the ability to drive the erotic life and
the capacity of procreating, both of which will be finally reflected in a sense of identity
and autonomy, and the practice of an exogamic social life with an awareness of
temporality” (Aryan, A. 1985).
At present, I would add that the sexual drive accompanying this huge psychic
work is the psychobiologic effect, felt as an urgency to take action, related to the
concerns about self- understanding and understanding the relationship with himself
and the world as well.
The uncertainty and confusion suffered by the young affect his capacity to think
and clearly convey his demands, as well as knowing exactly what and how to
understand and interpret in what is perceived. This situation is reflected in an
impressive way in the analytical session. The illusory omniscience awarded to
parents, which he considered to be an heir to, collapses when he discovers that his
existing in the world as well as having an original possibility with the totality of the
meanings and functions is not enough, but it depends on the circular structure of his
relation with the understanding. This means, that although things are provided to him
with a meaning and a role they already bring along, without knowing it he will
understand such things just when inserting them in a context which on the other hand,
he will not end up framing properly.
The adequate contextually is directly related to the link between the notion of
meaning and its instrumentality. This fact also pushes the young man to the almost
compulsive experimentation in search of meanings. He discovers that everything
stands as an opening and a possibility. He also discovers that he himself is present in
the world as a draft, subject to all type of developments and changes. That he should
permanently elaborate the constituent relationship with the world constituting him.
These living and existential discoveries, as they are not totally subject to his will and
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conscience, also take him to manipulate the knowledge and interpretation of things, as
well as their instrumentality. Then he tries to separate himself from what he finds
around and transforms it into an object he can be the subject of, trying to control it by
“getting to know it”.
In the analytical situation these circumstances are deployed in the reception and
transmission of messages where the youngster is mainly concerned about the way to
designate the facts and how to locate himself regarding the interpretations that will
come up. However, the particular point in this exchange is that the youngster speaks
or expresses himself, without knowing what he is transmitting and is totally unaware of
the fact that he wants to do it. At that moment he only feels the impetus to control and
manipulate information. Sometime will pass until he feels the confident enough to
“associate freely”.
In order to sustain this characteristic of analytical dialogue it is important that the
analyst when listening through his floating attention structures within the manifested
significant, a second signifier he will assign a semantic dimension to. This signifier will
give the intervening analyst the possibility to let the patient know what he meant
without his awareness.
Due to these multiple characteristics of understanding and communicating,
analyzing and to be analyzed appear as complex activities. As both involve a lot of
unconscious experience any of the participants can contribute to the failure of the
objectives of the dialogue if the extreme sensitivity of the steps of these operations is
not seriously considered. It is a unique band and exchange namely crafts work. It is not
only affected by the amount of sharing of codes according to the seriousness in each
case, but also by the personality of the analyst, the degree of their experience and
particularly the framing and the personal style offered. As regards this topic the
contributions of the Argentinean School, Liberman at first and presently psychoanalysis
of the linking configurations is invaluable9,10,11, 12.

The practice
During my clinic practice which is also extended to adolescence I have always
found M. Klein´s affirmation true. She states that “the difference between our methods

Liberman D. y Labos, L.; Fantasía Inconsciente, Vínculo y Estados Psicóticos. Kargieman, 1982. Pág. 157
Beren s tein, I. and Puget, J.: Lo vincular. Clínica y técnica psicoa n alítica, Buenos Aires, Paidos 1997
11
Revista de A.A.P.P.G. en su 45 a niversario: La Perspectiva Vincular en Psicoa n álisis, Buenos Aires, 1999
12
A.A.P.P.G. en s u 50 a niversario: Pensamie n to Vinc ular, u n recorrido de medio siglo, Buenos Aires, Edic.Del
Candil, 2004
9
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of analysis [of children] and analysis of the adult is purely technical and not of
principles and we reach the same results. The only difference is that we adapt their
procedures to the mind of the child ". (The underlined words belong to me) (Klein, M.13
Psychoanalysis of Children, Edit Paidos, p. 34).
So that paraphrasing her, I say that the study of the mind of the adolescent will
show us the right way for the adaptation of the analytical procedures to make them
accessible and therapeutic to early youth.
From the psychoanalytical point of view, it can be considered that the mental
state of puber/ adolescent is that of confusion of the temporal-space categories which
unable him to organize the positioning of himself and the other. In order to study the
final structuring of the mental apparatus (and the various psychic disturbances), it is
crucial to carry out a careful study of the imbrications (interplay) between the
narcissistic object relation, dyadic, and the triangular situation set by the Oedipus
Complex. This approach addressing the clinic is also consistent with
psychoanalytic

therapeutic

target

which

is

causal

and

not

the

descriptive-

phenomenological of symptoms or organized through syndromes.

Analytical attitude in the clinic with adolescents
In our environment, during the 80’s it was still common to consider as an ideal
analyst the one who best resembled a screen of the projective identifications of the
patient. Thus, he had to seek a “neutrality” to achieve greater control of the therapeutic
process, only through verbal interpretations pronounced with the highest serenity and
neutral pitch possible.
Such approach intended to assimilate the analytical experience to the scientific
principles of modernity and in particular the positivism – the paradigm of hard
sciences- where the model of understanding of the analyzed/analyst relation, was the
one of an observers exploring an object of knowledge, in a relationship of mutual
outsiders. It was stated that the personality of the researcher-analyst did not have any
effect on what he was observing and understanding, furthermore, any kind of effect
was considered an indicator of pathology of the patient or inexperience and limitations
in the side of the analyst. Freud himself, a typical representative of modernity, idealized
this model, of absolute force at his time. His insistence (1912, 1913) 14 on abstinence,

Klein, M., (1926) “Th e psychological Principles of early a n alysis”, in Love, guilt and reparation and other works,
Lon don, Hogart h Press, 1975.
14
Freud: Papers of Technique: “The Dynamics of Transference” and “Recommendations to physicians practicing
13
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neutrality, anonymity, objectivity, etc. from the analyst were to keep observer and
observed apart. In this way “the inside of the session” had to be kept the most stable
and conditions “as objective as possible” to study or explore the unconscious, the only
“object” under study in the psychoanalytic session15.
Based on this scientific-ideological position, the central concepts of the practice
transference, repetition and resistance respected those two independent spaces, each
with

its

psychic

character,

corresponding

to

its

designed:

role

object

of

cognition/expert subject, transference /counter transference, repetition/projective
screen, resistance/resisted truth. And interpretations of the analyst had to be
exclusively verbal expressions referring to unconscious fantasies gathered in a filedeposit of the analyzed. The omnipotence granted to the explanatory capacity of the
theories was such that the psychoanalyst sustained he could provide a position close
to certainty.
I would anticipate that as far as I could learn, Freud spoke of the rule of…
principle of… abstinence, not of neutrality as a concept. He alluded rather to counter
transference situations such as “therapeutic pride”, “educational pride” where his
operative recommendation could be understood as neutrality. In Vocabulary de
Psychoanalyze of Laplanche and Pontalis16 we read: “the neutrality does not allude to
the real person of the analyst, but to his role”. So, an analyst may (and in the case of
adolescents it is advisable to do so) adopt any attitude and perform any act, as long as
it proves useful to the place and role of the analyst.
The paradigm of the positivist objectivity could be maintained while only the
psychic reality of the analyzed was considered, with free association and the analystscreen in floating attention. That is to say that the analyst’s abstinence resided in not
giving the patient instructions such as to collect his memories or to think of a certain
period of his life and not conveying his religious, moral and social values. Obviously,
this went to extreme situations as literalizing such rich concepts as “analyst without
memory and without desire” (Bion)17 or disregarding others as “maternal révèrie”
(Bion)18, “the analyst creates the setting with the patient” (Meltzer)19 or “transitional
psychoanalysis” (1912), SE vol. 12 page 97- 120 and “On beginning the treatment” (1913) SE vol 12, pp. 121- 144.
15
But Freud himself, who always h ad an absolute faith in science and the conviction that the scientific man would
finish dominating, not only the nat u re but also the ma n himself, towards the end of his work understood the psychic
reality as a much more complex era (Freud, 1937).
16
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17
Bion, W. Attention and interpretation (1970), chapters 3, 4, 5 , 6, 7, 12. New Cork: Basic Books. Cogitations (1992,
18
Bion, W. “Reverie m a tern a” en Learning from experience, chapter XII n 9, 10, 11 y note n º5, (I am thankful to Lic.
Marta Martinez for her bibliographic searching of these two concepts of Bion).
19
Meltzer, D: “The psycho-analytical process”, chap. VIII, London: Heinem ann 1967
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space and transitional objects” (Winnicott)20 and many other concepts, considering
them environmentalists or behaviorists.
As a matter of fact, when this conception was extended to children and to
pubescent and adolescents, M. Klein´s recommendation quoted above was being
forgotten, as he stated that the difference between the analysis of a child and of an
adult is purely technical and not of principles and that the only difference is that we
adapt its procedures to the mind of the child. That is, the invariant constitute the
psychoanalytic principles and we must adapt the procedures to the mind of the child
and not the child to the procedures. On the other hand, it is thus implied that the classic
technique was conceived and refined for the transference neuroses of adults and we
need a meth psychological study of the adolescent mental state which constitutes a
mosaic of neurotic, perverse-polymorph and psychotic operations in permanent
movement.
Trying to cover the diversity of these clinical situations, which are a consequence
of the multiple and variable mental state of the pubescent and the adolescent, it is
desirable to understand the psyche as an open system and to have an analytical
attitude guided by the conceptualizations and ideas of the theory of complexity, which
considers the one and the multiple, where the paradox, uncertainty, the fate will
always be present such concepts which become absolutely necessary during the
development of the adolescent’s claim of omnipotence and omniscience: the fact that
nothing is unanimous nor definitive, that there are situations with no solution at all, that
not everything is guaranteed and that not everything is predictable. The analysis is not
only based on the events of childhood in order to avoid repetition. Our knowledge about
the unconscious fantasy and the mechanism of projective identification proves useful
yet insufficient in order to grasp a clearer understanding and comprehensiveness of
the vicissitudes of the psychic reality not entirely located in the single subject, and of the
fact that his forced exit to the external world, bears the presence of another one fixing
the limits for him. By joining his peer group, the teenager will have the opportunity to
slowly realize that he cannot reduce the presence of the other in the bond to the
fantasy he has of such person. In those links he will alternately rehearse different roles
one by one, the one of the leaders, the close friend, the opponent, the submissive, the
marginal and others, assuming some and delegating others. He will leave behind part
of his own infantile ideals and take distance from the primary objects of identification
20
Winnicott D.W: (1953) “Transitional objects and transitional phenomena”, in Through pediatrics to psychoanalysis,
chap. 18.
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and will create new meanings among his present links which will produce subjectivity.
The rest of the members in his group will make him go through his own draft of
historization again and again and they will increase the complexity placing him not
only in his drive structure, but also in the linking structure he belongs to. Different
kinds of DES- identifications and reidentifications will take place constituting himself
and the others. Only this way he will be able to take the definition of his sexual
position on himself, sorting out the issue of his drive in the field of symbolism.

Place, function and position of the analyst of pubescent and
adolescents
In my Introduction I explained that I consider any psychoanalytic approach
extremely difficult unless the adolescence is taken into account as and inter subjective
experience. The prospect of “linking” psychoanalysis along with the contribution of
some other authors of different theoretical guidance “props me up” in my practice. I
think my tools and qualifications must be proportional to the diversity of the subjective
states of the teenagers.
First of all, I think that the analytical encounter must have as a background the
irreducible difference between the fantasy they have of each other and what the
encounter actually produces for both pubescent and analyst. No doubt obviously the
place of analyst imposes the role to contain this difference, that is to say, once the
analyst leaves behind the surprise he may go through at a certain moment he must
sustain the abstinence and discrimination of the difference at stake. This difference
will cause an effect in each again and again contributing to the process of desidentification and production of new subjectivity. It is the framework of subject, link and
everything cultural represented by the other.
So, the effort of the analyst from the first interview will be to listen to the
youngster and his relationship with his unconscious, and in turn work, infer and
eventually operate with the linking plots.

With the pubescent
The outbreak of puberty is extremely traumatic both in its somatic and psychic
aspects, and requires the confirmation and inter subjective propping of the analyst. In
the puberty new problems arise but not clear solutions. The analyst’s “attitude of
listening” is therefore extremely important as it moderates the mistrust and facilitates
the pubescent need of idealization of the object, his need for loving and to be loved as
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a whole.
Both the sexually matured body and the narcissistic identifications with the parent
of the same sex as a holder and prop up before starting with the oedipal rivalry with
him, puts the youngsters in contact with phantasmagoric experiences with no language
where the presence of the analyst will become very important. Due to this they seem
to be going through borderline situations. In terms of P. Aulagnier, new pictograms
need to be covered with fantasies and put into circulation by representations which at
the same time when put in contact with the language in the Preconscious stage, will
enable the expression of the oedipal rivalry and the one of heterosexual desires
(image).
But if the sexual maturation of the body is too traumatic because of the difficulty
in its figurability, the symbolization process will stop before the novelty and the
complexity of the mental apparatus will take vicarious ways and it will be inexorably
shaped into a mosaic of infantile, latent and adolescent aspects.
In his important lack of words or expressions, the pubescent will need the analyst
not only to give up his maniac defenses of latency pseudo-maturity21, but also to find
the necessary words to emotionally sustain his speech during the elaboration. This is
not repressed; it needs to be constructed. Thus, the analyst will not only have the task of
interpreting, linking causality between an experience of the past and the transferencial
experience, but also and especially, he will have to create the space for figurability for
new, psychic and somatic appearing novelties. This means, acts of word, sometimes
mumbled the closest possible to the first representations of the corporal thing and to
the pictographic representations as a minimal psychic activity with which the
youngster imagines the state of necessity undoubtedly suffered by both his body and
psyche since the earliest stage of childhood. Due to such emotional impact, if the early
suffering has been excessive, a fantasy as causal interpretation will not be able to be
interposed as to what is happening in his body. The representation of the painful
affection accompanying the new and unexpected corporal events, including accidents
and surgeries cannot be attributed to anyone’s desire and will be the reason for
demorphophobia. Hence the fragility, helplessness and mental pain we often observe in
the clinic. In this function of figuration creator, the analyst will also need his counter
transferencial emotional registry and his intuition.
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P. Aulagnier22 thinks that we are unaware of the fact that we have some blanks in
our thinking, the mark of some scars where nothing will be ever written on. While they
are only few, we can ignore them, but if they cross certain threshold, they manifest
themselves as a kind of inhibition. If these blanks are multiplied and concern to sectors
where the body, the pleasure and desire are thought of, parts of those sectors will be
excluded from the person’s thinking and thus he will not be able to make use of those
parts with his body, associated with his pleasure and his desire. This is the temporary
mental state of the pubescent which does not enable him to make up stories threaded
around his corporal new figure with his desires and pleasure as causes.
In the case of very inhibited pubescent or adolescents with turbulent and rugged
life, the proposal of a dialogue, conjectures and confrontations in this respect. have
proved really useful. I think that to accompany the patient is not only making use of the
thought and the affection, which go together, but also of the erogenous body of the
analyst. In addition, considering the associations (verbal, graphic material and
repeated acting’s), floating attention and interpretations, each time that allusions
regarding the pubescent daily life arise, I propose to discuss it and to see what comes
up. Needless to say, I accept the patient’s proposals, always based on the premise of
facing together what might emerge, with the aim of tolerating the surprising facts…
These are moments of dialogue between two people. A bond in which ideas are
discussed, two people see what they can do together when facing an obstacle which
disrupts both patient and analyst. And open space to multiple verbal, gestural and
corporal discursive acts that can arise in both the analyzed and analyst. Sometimes as
staging’s and others like performances (“acting out”) that, in the limits of analysis,
demand our understanding and interpretation, with the intention of getting into the
process instead of transforming themselves into passages to the act (more or less
surprising dropouts of treatment). It is a dialogue which does not admit the serious
silence of the analyst and the classic question “…and what did you think about it?” we
would make to the neurotic adult. The pubescent needs a permanent dialogue, a
conversational situation similar to the one of playing with the child in the games’ room.
It is the aspect of the analytical space built up between two, where the causes of all
the possible stories will be found and the moment will come when the unconscious
shared experience will become conscious.
I believe that the analyst is not only a screen of projections, but he may also get
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involved and at the same time show himself as another different. There is no analysis if
there is no bond. There is no bond if the analyst does not show as another. The
subjectivity of the analyst is therefore at stake in the treatment. He is another one who
may allow modifications on himself by working with the patient although in a different
way because his subjectivity participates with abstinence and certain criterion of
involvement. At this point of course taking absolute care of the abstinence, when
following the script of the other. The analytical positioning is crucial, as the image, the
voice, the gaze, are at stake and that is actually the drive in his permanent driving in
transference. It is the body of the analyst in act that may slide to the megalomaniacsuperego attitude and action or educational action.
Summing up, it is easy to conclude that the implementation of the concepts of
transference neurosis and technical tools will not be enough to deal with them, starting
from the hypothesis that, similar to the pre- oedipal period, the mental state of the
teenager is a chaotic combination of all the psychopathological categories in
permanent movement and emotional instability, by the “breach” of the pseudoadulthood of the latency and the resurgence of uncertainty as regards multiple
differentiations (internal-external, adult-child, good-bad, and male-female) within the
framework of the disappointment and unbelief of parents. This state of complete remeaning of the infantile world, to which he adds the ability to conduct his erotic life and
the ability to pro-create, needs a second reverie, for which the design of psyche as an
open system renders crucial, where the drive is constituted in the field of the other and
the subjectivities consolidates itself in successive inter subjective experiences where
the youngster will metabolize the effects of new relationships outside the shelter and
compensation offered by his parents and is now in charge of the new bonds which
with a density of their own, write a new history with him which will be different and will
also belong to him.
This perspective changes the idea of transference; it would not only be the
pattern of transferences-counter transferences. David Liberman thought there are
facts and situations which are not transferencial re-editions but arise from the
psychoanalytic interaction and are especially triggered by the real person of the
analyst and his referential schemes. (Joel Zac Apdeba. 1985 1, 2, p. 28,). The
analytical situation proposes a scene which in spite of containing and unfolding the
unconscious fantasy, has never taken place before. The transference or better said,
what is transferred is contained in the bond with the analyst, being this one of the
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components of such tie… Another component of the bond is the area we might call “free
of transferred past”, “virgin” opportunity of the present in which there will be something
new, not entirely predictable. This opportunity which will give way to a new experience
may or may not be significant for both the analyzed and the analyst as it usually
happens with any other experience… Therefore, it will also institute the unconscious.
In this way the originally can be thought of not only in the infantile, but also in each
significant situation for the subject, which can build up the unconscious.
As I see it, this may also be considered as installing counter transference and
contributing to the development of the transference. Until now we have referred to
counter transference as the reactivated past of the analyst, as well as the experience
lived with the analyzed, in the present. On the other hand, working on the linking
tissue and on the relationship of internal objects also contributes to the evolution of the
transference-counter transference, working with the creative possibilities of the bond.
The understanding of the aforesaid has led me to the decision of not adopting an
exclusive type of setting, which does not mean I promote `thoughtlessness and
carelessness within the change of meaning in different kinds of treatment 23.
Being consistent with Liberman I can see it as the prospective dimension to the
transference relationship.
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Abstract
The article is devoted to the evaluation of perspectives of interdisciplinary
researches using in psychological science in modern conditions. There are formulated
approaches that let to improve the efficiency of interdisciplinary researches. Although this
issue has received considerable attention of researchers, the problem is not solved at the
moment. The theory of complex psychological researches as a scientific concept,
reflecting the specificity of psychological research has not been developed yet. The reason
for this is that researchers try to develop the principles of organization and procedure of
this kind of researches. It is possible to develop the methodology and theory of complex
psychological researches, based on the understanding of the subject of psychology. It is
alleged that at present time the most adequate understanding of the subject of psychology
is his interpretation like the subjective world of human.

Keywords: psychology, the efficiency of interdisciplinary researches, the
methodology and theory of complex psychological researches.

Introduction
Nowadays the organization of complex psychological researches is facing significant
challenges, so that comprehensive research and development are significantly less
effective than it was anticipated. We emphasize the fundamental nature of the problem,
because the complex of research effectiveness within psychology (interaction between the
branches of psychology) and the organization for interdisciplinary researches (interaction
of psychology and other sciences) depends on its solution. Although this issue has
received considerable attention of researchers, the problem is not solved at the moment.
Theory of complex psychological researches as a scientific concept, reflecting the
specificity of psychological research has not yet been developed. The reason for this is
that researchers tend to develop procedures and principles of this kind of studies. We
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assume that it is possible to develop a methodology and theory of complex psychological
research, based on the understanding of the subject of psychological science. The
effectiveness of a comprehensive study in psychology is largely driven by the level of
conceptual overlap of understanding and interpreting the subject of psychology in research
approaches in those subject areas that will interact in this study, which actually is not
included in the currently presented concept of integrated studies in psychology.
Consequently, the methodological grounds (and based on the theory of them) should
disclose the method of interpretation of the subject matter presented in the scientific
approach, realized in a comprehensive study. The novelty of the approach lies in the fact
that it is implemented to develop a methodology and theory of complex psychological
research, based on psychological science subject understanding.
The development of science, as is well known, as a complex process that includes
and differentiation, and integration of knowledge. It is currently a large number of
independent scientific disciplines. On the place of psychology in the sciences, to a large
extent depends on the solution of two very important issues.
Solving of two very important questions depends on what place role psychology has
in the system of sciences: 1) what can psychology give other sciences, 2) to what degree
can psychology use the results of research in other sciences. There is no possibility in the
present text to follow the evolution of ideas about the classification of sciences and
psychology of the place within this classification. We only note that this is a very interesting
and promising story.

Methodological problems of interdisciplinary research in psychology
B.G. Ananyev (1969) in “Human as an object of knowledge” considered the
connection between psychology and other disciplines. An analysis of these relationships
within Ananyev’s concept of integrated human science led to come to the conclusion that
psychology synthesizes the achievements of other sciences. Famous domestic
psychologist B.F. Lomov in the book “Methodological and theoretical problems of
psychology” said: “The most important function of psychology in the general system of
scientific knowledge is that it synthesizes the achievement a number of other fields of
scientific knowledge, and is an integrator of all (or at least most) of scientific disciplines,
which research object is the human being. As Ananyev noted this is its historical mission,
connected with it the prospects of its development. Psychology integrates data about a
person at the level of specific scientific knowledge. A higher level of integration is the task
of philosophy, of course” (Lomov, 1984, p. 19). Lomov (1984) notes that the interaction of
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psychology and other sciences is made through psychological science spheres: in the
social sciences through social psychology, in natural – through psychophysics,
psychophysiology, comparative psychology, in medical sciences – through medical
psychology, abnormal psychology, neuropsychology et al., with educational – in
developmental psychology, educational psychology, etc.., with technical – in engineering
psychology, etc. An important factor in the differentiation of psychology is precisely
relations with other sciences.
Today, at the beginning of the second decade of the XXI century we can we can say
that psychology is undoubtedly acquired the status of an independent scientific discipline,
although the actual leading central position among other sciences have not received yet. It
must be noted in general that the forecasts and expectations were not justified: the status
of psychology at all is not so high, and the impact on other disciplines is not as much as it
follows from the definition of psychology as a science, which has a special position among
others. The publication of A.L. Zhuravlev (2007) “Features of interdisciplinary research in
modern psychology” an important event was. The paper is devoted to extremely relevant
methodological problems, since in psychology traditionally important place belongs to
interdisciplinary research. A.L. Zhuravlev said: “At present, the priority is increasingly
becoming a multi-disciplinary research, and this applies not only to the socio-psychology
or the humanities, but also to the whole science in general” (Zhuravlev, 2007, p. 15).
Interdisciplinary studies have particular importance for psychology, because “... The
problem of mental itself is inherently interdisciplinary. There is no monopoly in its study in
psychological science: the phenomenon of the mind in its objective nature involves
interdisciplinary study” (Zhuravlev, 2007, p. 17).
According to the above-mentioned materials we can make some generalizations that
are essential for the theme of our research.
- Future prospects and development of psychology directly depends on its
interdisciplinary connections.
- Interaction of psychology and other sciences is made through the branches of
psychology.
- Psychology synthesizes the achievements of other sciences.
- Psychology integrates data about a person at the level of specific scientific
knowledge.
- It can be identified the most promising areas for the organization of interdisciplinary
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research: in the social sciences through social psychology, with natural - through
psychophysics, psychology, comparative psychology, medical sciences - through medical
psychology, abnormal psychology, neuropsychology, etc., With teaching - through
psychology development, educational psychology, etc., with technical - in engineering
psychology, etc.
- The most effective interdisciplinary approaches can be considered those that were
made in the late XX - early XXI century and led to the formation of psychology branches.
Refersing to the following psychological science branches: engineering psychology
(psychology!) as a technical specialty, clinical psychology as medical, social psychology as
sociology, psychophysiology as medical and biological specialties.
- Interdisciplinarity in psychology is inevitable, trying to understand the nature of the
psychic is fundamentally interdisciplinary, in fact.
- Wrongfully to understand that interdisciplinary research - the only one form of
research in psychology.
- The costs are inevitable, that is, negative consequences of interdisciplinary
research for the psychology (e.g., reduction of mental to non-mental).
- The idea of levels of interdisciplinary psychology is extremely important is.
- Psychology integrates data about a person at the level of specific scientific
knowledge.
- It can be identified long-term prospects for organizing and conducting
interdisciplinary research. It is necessary to develop and to take into account the results of
the study of a number of other problems, such as psycho-evolutionary, psycho-historical,
psycho-genetic, psycho-morphological, etc., the content of which is not only three wellknown problems (psycho-physical, psycho-physiological and psycho-social). We can
assume that in the future these and some others (e.g., psychochemical) will be the most
relevant areas of research on the nature of the psychic.
- It can be identified the complexity and difficulties of interdisciplinary researches
(pluralism of knowledge, which causes difficulties in the integration of the gained
knowledge; interdisciplinary studies have low compatibility used languages of different
sciences, interdisciplinary research programs include a variety of methods, but often of
different levels of their development, etc.).

Methodological problems of interdisciplinary research and the problem
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of the subject of psychology
Another important area of research on the problems of this article was studies on the
development of problems subject which is matter of psychology. The idea of the need to
introduce of the context of the development problems of methodology of integrated and
interdisciplinary research as a subject matter of psychology is not obvious, therefore there
are required additional clarifications. In our opinion, the popularity of reductionism in
psychology is directly related to the limited understanding of the subject of psychology.
Lets consider this issue in more detailed. Main methodological problem of modern
psychology is to develop a new understanding of the subject of psychology. This is
necessary to maintain a single subject field of psychology. This idea also needs to be
clarified. Try to do it. And researchers in the field of psychophysics, and researchers in the
field of transpersonal psychology are researches of one science - psychology. Now it
seems that they are representatives of completely different sciences, as all of it is different.
Therefore, understanding of the psychology subject must be so that there was a place as
for one as for the other both of them. Only such understanding will enable to combine
developments of psychologists of different schools and directions. Without such an
understanding it is impossible to generalize huge amount of psychology knowledge. This is
a very difficult task. It is, incidentally, the total for the domestic and world psychology (no
matter how different approaches to the study of the psyche). Correlation and streamlining
the existing material on the basis of a new understanding allow psychology to become
fundamental science.
The situation with the subject in general is a source of constant misunderstandings.
Indeed, in modern psychology, we are dealing with a “multi-step” subject (“declared”,
“rationalized”, “real”). It is important to emphasize that, “closing” the problem without giving
it much importance (as is often the case), we lose hope for the establishment of a common
understanding of psychology. To have the latest allegations did not seem excessive
dramatization of the situation, try to explain it. To illustrate the use of the classics of the XX
century psychology J. Piaget (1966). J. Piaget in the chapter devoted to the problem of
explanation in psychology, observes: “In fact, it is wondering how many of the major
psychologists use negligent physical concepts when they speak about consciousness.
Janet uses the expression “the power of synthesis” and “psychological strength”. The term
“psychic energy” has become widespread, and the expression “work” even beaten. So,
one of two things: either at the same time in a latent form they imply physiology and it is
remains only to specify, or rather, to measure, or talk about consciousness and resort to
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metaphor because of the absence of any definition of these concepts, comparable with the
concepts that are in physical laws and physical causality. In fact, all these concepts are
directly or indirectly involving the concept of mass or substance, which makes no sense in
the field of consciousness” (Piaget, 1966, p. 190). J. Piaget continues: “... the concept of
causality does not apply to consciousness. This concept is applicable, of course, to the
behavior of activity and even; hence the different types of causal explanation, which we
differ. But it is not “under the jurisdiction” of consciousness sphere, because one state of
consciousness is not the “cause” of another state of consciousness, but it is under other
categories. From the seven forms of explanation we have listed before only abstract
models [...] are applicable to the structure of consciousness, precisely because they can
ignore the fact that we call the real “substrate. The reason involves the use of the
deduction for such a substrate, and the difference of the substrate from most of deduction
is that it is described in terms of material (even when it comes to behavior and activities).
Moreover (and this is a test of our hypotheses), the theory of interaction difficulties arises
precisely from the fact that it is trying to extend the scope of reason on consciousness
itself” (Piaget, 1966, p. 190). This means that real subject is divided between two spheres,
that’s why it is not surprising that the “animating communication” (Goethe) is also broken
and it is not possible to “eavesdrop life” (as always happens in such cases). It remains to
take care of that psychic didn’t not become an epiphenomenon once again: “All of this
raises, therefore, a serious problem, and to the solution, which consists in recognizing of
the existence of two “parallel” or isomorphic series could really satisfying create our need
for explanation, we would like to see no one of these series are lost of its functional
significance, but rather to make it clear, at least, than these disparate ranks that do not
have each other causal interaction, nevertheless complement each other” (Piaget, 1966, p.
189).
Of course, Descartes did a lot for psychology, he created methodological possibilities
for the emergence of modern psychology. But it is probably not right to absolute its
contribution (at the beginning of the third millennium): dualism allowed psychology to
become a science, but it is currently prevents become true science - not only independent,
but original (counting the uniqueness of its subject). Mental and physiological thus appear
in modern psychology broken spaced. It's not even the fact that in this case there is a
temptation that as history of psychology has shown it was extremely difficult to overcome
in the early days of scientific psychology: the temptation to explain the cause each other’s
expense. In modern science scientists have learned to resist such temptation. J. Piaget
that was already cited in our paper notes: “These insurmountable difficulties pushing most
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of the authors to ensure that assume the existence of two different sets of events, one of
which is formed by states of consciousness, and the other accompanying nervous
processes (and every state of consciousness corresponds to such a process, and the
reverse would be true). Communication between members of one of the series and the
other members of the other series is never a causal relationship, and there is a simple
correspondence, or as people usually say, “parallelism” (Piaget, 1966, p. 188). There is
one step to the recognition of mental epiphenomenon. It is requiring an effort to keep from
doing so: “In fact, if consciousness is only the subjective aspect of nervous activity, it is
unclear what is its function, since this one is enough nervous activity” (Piaget, 1966, p.
188). The fact that this kind of gap between mental and physiological two “parallel”
spheres produced in a way that makes mental lifeless, devoid of self-motion (due to the
postulated mental simplicity). Therefore, psychic needs to get the “explanation”, through
which the mind should get the “movement”: it will be made from the outside, due to the fact
“what is” the psychic will be explained (it is not important in this case will it be explained
“organismically” or “social”). It can be otherwise, in this logic (because it supposed that the
subject of “intrinsically simple”!). This seems to be a fatal mistake. Mental exists objectively
has a logic of its own motion (as C.G. Jung has shown convincingly). Therefore, the wellknown rule of E. Spranger psychologica – psychological” (to explain psychical through the
psychical) is a logicaly justified: if the mental has its own logic of movement, the
explanation should occur “within psychology” (in order to save the qualitative features of
the psychological explanation). Let us recall that E. Spranger, being a disciple of W.
Dilthey, thought that merit of the last one is liberation of psychology from the tyranny of
naturally scientific thought. Note that the approach of Jung to the explanation of
psychological reality is radically different from the reductionist explanations. It suffices to
compare the traditional reductionist approach with Jung amplification method (Jung, 1994).
Amplification – is the part of Jung's method of interpretation. "With the help of the
association, Jung tried to establish a personal context of the dream; through the
amplification, he connected it with universal images. Amplification involves the use of
mythic, historical and cultural parallels to clarify and enrich the content of the metaphorical
character of the dream ... Speaking about amplification, Jung compares it with weaving of
“psychological fabric”, which is woven image" (Jung, 1994а, р.19). As William James
wisely noted at the time, the psyche is “pre-adapted” to the conditions of life, so perhaps
the “logic of explanation” should not be causal, “reducing” but other...
All the difficulties that are fixed in the work of J. Piaget, have a common “origin”:
modern scientific psychology unsuccessfully defines its own subject. As we think, a new
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understanding of the subject, that is free from the above drawbacks, makes the problem of
reductionism in psychology irrelevant. On the other hand, it is clear that the traditional
interpretation of the subject closes the way for effective interdisciplinary research, for
example, with the physiology. We can say the same about the relationship with other
disciplines (e.g. with sociology, cultural studies, etc.).
Not being able to justify implemented approach because of the limited space of
paper, briefly discuss only the basic provisions established in previous studies of the
author:
1. Insufficient developed communicative methodology and corresponding conceptual
apparatus prevents the development of integration processes in psychological science. In
the paper the presence of pretheory as preliminary knowledge prior to the conduction of
research (often it is not formulated by the researcher, so do not be reflected in the text)
(Mazilov, 2003) is shown. Reconstruction of real content of pretheory is a prerequisite for
meaningful correlation of psychological concepts.
2. A study on the development of a framework of communicative methodology aimed
at establishing a model It was carried out that let to correlate the actual various
psychological concepts (Mazilov, 1998, 2006). It was formulated the main directions of
communicative methodology use that has created a real basis for the implementation of
integrative processes. The most important results of this phase of the study was that it had
proposed a particular technology of various psychological concepts correlation, it was
described as method of determining the real and imaginary spectrum of values of basic
psychological concepts developed in the light of a layered approach.
3. Another important stepping stone was the development of a methodology focused
on the integration of psychological knowledge, and supporting the methodological
constructions, creating a foundation for building a specific technology of the integration of
psychological knowledge implementation (Mazilov, 2001).
4. It has been shown that the level approach to the understanding of the psychology
subject is necessary. It was identified the levels of subject (declared, rationalized, real),
were define a function that must fulfill by the concept of “subject of psychology” in the
structure of psychological knowledge. It has been shown that a limited understanding of
the subject of psychology, that is characteristic for modern science in general, leads to
difficulties in the organization of interdisciplinary researches and inevitably leads to
reductionism in one form or another (Mazilov, 1998, 2007, 2006).
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5. It the cognitive methodology was, is developed which provides the inclusion of
private methodological concepts: the subject of psychology, its method, psychological
theory, explaining in general methodological space that opens up new prospects,
particularly for complex investigations. Important methodological basis in the development
of the theory of complex psychological researches is the concept of integrative cognitive
methodology, the general methodology of psychology, in which the individual
methodological categories are correlated in a single semantic space. Exactly in their
conceptual correlation a new provision of methodological research and development is
seen.
6. It has been shown that the efficiency of complex psychological research is largely
determined by how close is the understanding of the subject in the scientific approaches of
different branches of psychology. This makes it necessary to consider the differences in
the understanding of the subject in the time-personal areas of psychology within the
organization of a comprehensive study.
In the subject matter of psychology, the main findings can be summarized as follows.
There are developed the formal requirements for the subject matter of psychology, refined
functions that perform the subject of psychology are developed, the basic characteristics of
the subject. It is developed the approach that allow specifying the level understanding of
the subject matter of psychology is developed carried out. It is developed the broad
understanding of the subject matter of psychology, allowing “non-reductionistic”
correlateing different subject areas of psychology. It substantive content of the construct
"inner human world" with regard to the formal requirements of the subject of psychology is
carried out.
In view of the special importance of this research for this project we will focus on this
issue in more detail. It is our deep conviction that is necessary to develop the concept of
the subject. The problem of the subject of psychology is the most important
methodological problem, which is complex and confusioning (in our opinion). The
complexity is “objective” because of the complexity of the object of science. Probably the
psyche is the most difficult of what people should comprehend (and, we think, in a very
great extent will comprehend in the future). Confusion, on the other hand, comes from the
“subjective” reasons. There are many contexts in which different actors use the term the
subject of psychology. It is used in different cases for different purposes, which generates
a set of understandings and interpretations. The reluctance of the psychological
community to organize and deal with these issues only exacerbates the severity of the
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problem.
The confusion begins with the fact that the subject of science and its object are
“linked” closely: recall that the subject itself is defined through the object (lat. Objectum –
“in front of me”). However, in some languages (including, for example, Russian or
German) the ability to dissolve the object and the subject exists. As far as we can judge,
the concept of “subject” (of course, we are interested in the gnoseological sense) was
introduced by the Austrian philosopher R. Amezeder in 1904) to designate some integrity,
isolated from the world of objects in the process of human activity and knowledge.
Amezeder distinguished subject and object: a unified theory of the object can be created
by adding the substantive sections (Baronene, 2002).
In domestic science methodology it has developed the distinction of the subject and
the object of science: the object of science is part, an objective existing reality fragment,
the subject - an object that is interpreted in terms of one or another a science. This
distinction (with all its conventions) is useful for psychology: hence, in particular, it follows
that the human psyche is (or could be) the object of many sciences (psychology has not a
monopoly on the study of the psyche), but each of Sciences highlights in psyche its own
subject, correlating with the conceptual framework of this science. For psychology, this
turns into a paradox: in fact, to highlight the subject of psychology (and it often anyway
interpreted psyche) in the object psyche, it first must be set. We believe, following Jung,
that psychology is not yet fully aware of this paradox: “Sometimes I even think that
psychology has not yet realized the volume of its tasks, as well as a complex, confusing
nature of psyche. We just begin to aware more or less clearly of the fact that something
that is understood by us as a mental is an object of scientific research” (Jung, 1994, pp.
12-13). Here we just note that the mind can be studied by various sciences, so within the
organization of complex interdisciplinary research, it is important to take into account
differences in the interpretation of the subject.
First of all, note that there may be many subjects. Understanding (interpretations) of
the subject varies depending on what purpose science stands the subject. Without
claiming completeness, let’s identify several objectives, according to which can be given
the interpretation of the subject of psychology.
1.The subject is given to constitute of psychology as a science. Physiological
psychology of Wundt could be the example of science about direct experience. Wundt
introduces the concept of direct experience as the subject of psychology in order to
proclaim psychology as independent science that is different from philosophy.
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2. The subject is given to determine the area of research. This is the most common
case. When as a subject of psychology is believed, for example, consciousness or
behavior, the concept of the subject is used in order to specify the scope of the study.
3. Differentiation of the object in order to clarify the research positions (and to
achieve the necessary scientific ideals). For example, F. Brentano distinguishes in
consciousness as in a research subject acts of consciousness (in opposition to their
content, which, in his opinion, is not a subject of psychology), and E. Titchener from
consciousness as the subject of psychology leaves only the mental processes, eliminating
the subjectivity which he qualifies as a stimulus error.
4. The subject of science is a means of objectifying of the problem. An example is
I.P. Pavlov, who saw in the conditioned reflex the richness of psychic life, or M.
Wertheimer, who in stroboscopic effect (“phi” – phenomenon) saw the reality of the
phenomenal field.
Another aspect that complicates the problem of psychology subject discussion is the
principle of multiple approaches to the analysis of the subject of psychology. This is worth
dwelling in more detail. Do not attempt to provide an exhaustive listing, we point out that
there are possible the various approaches to the analysis of psychology subject.
It is possible the theoretical analysis of the subject. In our opinion, this is one of the
main objectives of the methodology of psychological science. One of the first in the recent
history of Russian psychology the need for such an analysis has noted I.P. Volkov (2003).
In our opinion, the theoretical analysis of the psychology subject should answer the
question, what are the functions of the psychology subject in modern science, what should
be the main features of the subject of psychology. Note that this approach to the analysis
of the subject with all its urgency is developed in the least degree. Such an analysis was
tried to make earlier in several papers (Mazilov, 1998a, 2006, 2007) and further (in the
present text) we will focus on the prospects of this approach in more detail.
It is possible to analyze psychology subject meaningfully. This is the most common
and most developed approach. Each original direction in psychology creates its own
understanding of the subject (what is included in the subject and how it is treated). In the
history of psychology (with a Brentano light hand (Brentano, 1874) it is determined by the
expression “from the point of view”: “from an empirical point of view”, from “the standpoint
of a behaviorist”, etc. It can be analyzed in terms of the philosophy of science, when
psychological issues of subject and object determination is treated on the basis of general
scientific approach. An example is the analysis, carried out by well-known methodologist of
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science E.G. Yudin (1978).
It can be realized the comparative-historical approach to the analysis of the subject of
psychology. This is a retrospective analysis, which aims to capture the changes in the
understanding and treatment of the subject of psychology at different stages of
development). This approach is widely represented in the historical-psychological literature
(Yaroshevskiy, 1985), and others.
Theoretical analysis of the subject, in our opinion, involves first identifying of the
functions that should be undertaken by the subject of psychological science, as well as its
main characteristics.
It seems that we can talk about the next functions.
1. The constituting of science. This is the main function of the subject. The
understanding of the subject of science makes possible the existence of some field of
knowledge as an independent scientific discipline, independent and distinct from other
(Mazilov, 1998).
2. Maintenance of work of the “machine of subject”. It is understood that the subject
must be capable of movement in the subject field of psychological science at the expense
of intrasubject correlations and research procedures to produce growth of objective
knowledge.
3. Providing the function of subjective “operationally table” (M. Foucault), which would
allow to correlate real the results of studies carried out in different approaches and
schools.
4. Didactic function associated with the construction of the content of school subjects.
Here are the main characteristics of the subject.
1. The subject should exist really, should not be “artificially” constructed (in order to
be the subject of science in the true sense of the word), i.e., it should not be the property
of any other items, and should be investigated psychic reality (in other words, the object
must have ontological status).
2. The subject should be internally complex enough to contain essential that identify
their own laws, existence and development, rather than a simple set of internal mental to
something externality, thus providing a reduction of the psychic.
3. Understanding of the subject should allow making the science of psychology to
develop its own logic, without reducing deployment psychological content to psychology
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alien logic or hermeneutic of natural knowledge.
Understanding of psychical as a property of matter makes impossible to study the
mental as objectively existing reality.
“Closure” of psychical on physiology (meaning attempts committed with persistence
worthy of a better cause) deprives the mental of self-propulsion, energy characteristics.
Therefore, it is absolutely inevitable to discovery “causes” in biology, in society, in the
logic. The result is that the mental is deprived of its own laws: to the mental are transferred
or mechanical (chemical, thermodynamic, synergies and so on.) or hermeneutical laws.
But the main thing is that in this approach the psychological inevitably boils down to not
psychological.

Meanwhile,

the

well-known

requirement

of

Eduard

Spranger

(“psychologica-psychological”) is still relevant for psychology. Needless to say, that while
mental understood as a reflection, there is no real possibility of correlation studies that
examined, for example, the response to a given signal, and, for example, transpersonal
phenomena, although they certainly belong to different one problematic fields of science psychology.
The situation with the subject in general is a source of constant misunderstandings. It
is important to emphasize that, “closing” the problem (as is often the case), we lose hope
for the establishment of a common understanding of psychology. It seems that the
problem is now central to the subject of psychology. And it is necessary not only case
studies that discuss a particular interpretation of the subject, but the actual development of
the concept of the subject.
Recall that the problem of the subject has another difficulty. We have already
touched on this point, try to give further explanation. For many years, our psychology was
in a state of ambivalence. Let us explain this. The official subject of psychology has been
of psyche. We call this the declared object. The analysis shows that the subject of
psychology has a complex structure. Its original foundation is a basic understanding of
“Psyche”. As it is often with the case of the fundamental assumptions, they may not be
aware of the researcher, and their place may take this or that “rationalization”. Thus, there
is a division on the subject of the declared (“Psyche”), streamlined and real. The declared
subject (more precisely, its interpretation) is important for psychology, primarily because
implicitly but effectively defines the possible range of spaces of psychic reality. The fact
that within the same understanding of course is a mental phenomenon worthy of study,
while the other is an artifact, an accident, or absurd, and as a scam would not exist at all.
For example, transpersonal phenomena are unquestionable reality for supporters of
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analytical psychology and “absolutely impossible phenomenon” for natural scienceoriented psychologist, is considered a mental phenomenon only “property of the brain”.
Between declared and rationalized subjects (in the case where it exists) develops such an
attitude: he (“rationalized”) “draws” captures a particular interpretation of “Psyche”. The
real subject - is that really should be studied (an infinite number of options in the
“consciousness / unconsciousness - activity / behavior” system).
We have already written that the impartial analysis can reveal an amazing picture.
For example, a researcher-psychologist believes that studying the psyche (the declared
subject). Rationalized subject may be a reflection (our researcher is studying, for example,
the perception – “holistic reflection of objects, situations and events that occurs when the
direct effects of physical stimuli on the receptor surface ...” (Petrovskiy, Yaroshevskiy,
1990, p. 66). Note that at the level of rationalized subject the whole multidimensionality of
psyche (and spiritual, and emotional) is reduced to reflect. But the most interesting thing is
coming. Because it is studying the real subject. And as a real subject or phenomena acts
the self-consciousness in one form or another, or, in general, behavioral (in the broad
sense). But this is only the subject of science. Psychologist during the research, as we
know, is dealing with the subject of the study. The subject of the research must conform to
the subject of science ... We can say that it is constructed by the subject of science.

Conclusion
Currently it is obvious that the interpretation of psychical as just a reflection is not
complied with the requirements of psychological knowledge, creates insurmountable
difficulties in the development of psychology. It is needed a new understanding of the
subject, allows to include in the scope of research psychic reality in all its forms. In our
opinion, creation of such an understanding can be based on the concept of the subject of
psychology, we believe that it is the most important task of the methodology of psychology
at the present stage of its development. And researchers in the field of psychophysics, and
researcher in the field of transpersonal psychology presents one science - psychology.
Now it seems that they are representatives of completely different sciences, because all is
different. Therefore, understanding of the psychology subject should be such that there
was a place as for one and for the other. Only such an understanding makes it possible to
combine the achievements of psychologists of different schools and directions. Without
such an understanding it is impossible to generalize the huge amounts of knowledge of
psychology. This is a very difficult task. It is, the common for the domestic and world
psychology (no matter how different approaches to the study of the psyche). Correlation
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and streamlining of the existing materials on the basis of a new understanding will allow to
psychology to become fundamental science. In solving of this problem, there are two
aspects, or rather, two steps to solve it. The first stage - the formal description of the
subject (what functions it must perform, what criteria match). The second stage - the
substantive content of the concept "subject of psychology". In this direction the work is
carried out. How exactly will this new subject have called? It seems that the most
successful is the term “human inner world”.
It allows, in our opinion, to carry out substantive content, instead of the whole psychic
reality in its entirety. Many methodological problems of psychology generated by the
unresolved of main problem - to develop a new understanding of the subject. Confronting
of paradigms, the differences between the sciences and the humanistic orientations in
psychology, etc. - these major problems are consequences of unresolved fundamental
question of psychology. The problem of the subject - it is really, basic question of all,
especially of modern psychology. Without its solution it is difficult to hope for a qualitative
progress of comprehensive research. Note that this content can overcome traditional
psychology difficulties.
In recent years, new approaches to the study of the individual appeared. In our
opinion, it is an interesting attempt to consider the person's inner world as the basis of
personality. The potential of this approach stems from the fact that allows you to “build
bridges” between the mental processes, on the one hand, and the individuality and
personality of the other. It is no secret that the traditional understanding of the subject of
psychology, they largely are “broken”, and from the “sentencing” of the word psyche
special “convergence” is usually not exist. Moreover, today it is clear that academic
psychology, as “the heir to direct” of Cartesian dualism cannot explain the activity of the
psyche. If it still manages to make in the field of knowledge somehow, in the field of
personality psychology difficulties become almost insurmountable.
Correlation and streamlining of the existing material on the basis of a new
understanding will be the important stage in the establishment of psychology as
fundamental science and, on the other hand, a prerequisite for making effective integrated
studies.
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PEREZHIVANIE (LIVE THROUGH) AS A PHENOMENON AND A CONCEPT:
QUESTIONS ON CLARIFICATION AND METHODOLOGICAL MEDITATIONS24

Abstract
This paper is an attempt to show possible ways to unpack the theoretical content of the
concept of perezhivanie by clarifying the place and role of this concept within cultural-historical
theory and examining the connections of this concept with other concepts, principles, and laws
of the theory. There is an important distinction between the two meanings of perezhivanie
presented in Vygotsky’s original texts — perezhivanie as a psychological phenomena/process
which can be empirically observed and studied and perezhivanie as a concept, a theoretical tool
for analysis of the process of development. This distinction is an important step forward in
developing the generative understanding of the concept of perezhivanie within the culturalhistorical theoretical framework. Perezhivanie as a concept is not about a phenomenon how the
particular child interprets, understands and relates to a certain situation. Perezhivanie as a
concept is not about what the particular child experiences in a particular situation. Perezhivanie
as a concept has its own theoretical content within the theory. Questions on clarification and
methodological meditations are in line with Vygotsky’s ideas on perezhivanie as a concept,
which relates to the process of development, the role on social environment and the laws of
development.

Keywords: Perezhivanie, cultural-historical theory, social situation of development, unit
of analysis, drama.

Introduction
Over the past two decades, the concept of perezhivanie has attracted increasing attention
by various researchers working within the cultural-historical tradition (Antoniadou, V., 2011,
Daniels H. 2008, Mahn H. John-Steiner V. The gift of confidence: A Vygotskian view of
emotions. In Wells G. (eds.), 2002, Rieber R., Wollock J., 1997, Smagorinsky P. ,2011).
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Recently published literature signifies an interest to this concept in the field of education. Thus,
the research of Brenan is focused on applying the concept of perezhivanie as an analytical tool
to study infant adult interactions (Brennan M., 2014) some researchers undertake interesting
studies in applying perezhivanie in theorizing play in early childhood (Fleer M., 2013), parentchild interactions and emotion regulation in child care settings (Fleer M., Hammer M., 2013).
International Research in Early Childhood Education journal (IRECE) has recently published a
special issue devoted to various aspects of understanding and discussions on and around this
concept25. However, as Veresov and Fleer claim “…an understanding of perezhivanie as a
concept remains elusive” (Veresov N., Fleer, M., 2016). According to Smagorinsky
(Smagorinsky P., 2011), “perezhivanie thus far remains more a tantalizing notion than a
concept with clear meaning” (Smagorinsky P., p. 339). The movement from a tantalising notion
to a concept with clear meaning remains a challenge and requires collaborative theoretical
investigation. This paper is an attempt to show possible ways to unpack the theoretical content
of the concept of perezhivanie. I will briefly present possible ways to discover theoretical content
of the concept of perezhivanie. I will do this by clarifying the place and role of this concept within
cultural-historical theory and examining the connections of this concept with other concepts,
principles, and laws of the theory. In doing this, I will concentrate mainly on Vygotsky’s original
texts to show the possible ways of developing a generative understanding of the psychological
content of this concept.

Clarifying meanings: P1 and P2 Clarification 1: Perezhivanie as a
phenomenon (P1) and a concept (P2)
In 1931 Vygotsky defined perezhivanie as follows: Perezhivanie (переживание) is a
common name for direct psychological experience26. From a subjective perspective, every
psychological process is perezhivanie. In every perezhivanie we distinguish: firstly, an act, and
secondly the content. The first is an activity related to the appearance of certain perezhivanie;
the second is the content (composition) of what is experienced (Varshava B., Vygotsky
L.,1931, p. 128).
This definition drew from a Psychological Dictionary and reflects the traditional classical
meaning of the term perezhivanie as it existed in psychology at that time. This meaning
encompasses a variety of psycho- logical phenomena; it is a notion, a phenomenological
definition. However, what is important is that the same word might mean a process (act, activity)
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08
26
Opyt (опыт) in the Russian original text.
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and a content; in other words, perezhivanie is “How I am experiencing something” and “What I
am experiencing.” For example, in The Problem of Environment (1994) Vygotsky defines
perezhivanie as “how a child becomes aware of, interprets, and emotionally relates to a certain
event” (Vygotsky L.S. 1994, p. 340—341). Perezhivanie therefore, should not be reduced to
emotional experiences and emotional relation to social environment; it is not merely emotional
attitude to environment, but rather a complex nexus of psychological processes that includes
emotions, cognitive processes, memory and even volition.
In the Lectures of Pedology in 1933/34 (Vygotsky, 1994) perezhivanie is introduced in a
different way: perezhivanie is a concept which allows us to study the role and influence of
environment on the psychologi- cal development of children in the analysis of the laws of
development (Vygotsky L.S., 1994, p. 343).
The meaning here is radically different from the first one. Firstly, perezhivanie is presented
as a concept, not a notion or a definition. Secondly, it is presented in relation to the process of
development. Thirdly, it is related to the role of the environment on development. And finally, it
has a strong reference to the psychological laws of development. In following sections of this
article, I will take this Vygotsky’s quotation as a starting point for clarifications and
methodological meditations. I believe this might be a productive way, as the direction of my
questions on clarification and methodological meditations is in line with Vygotsky’s ideas on
perezhivanie as a concept which relates to the process of development; the role on social
environment and the laws of development.

Methodological meditation on P1 and P2.
When these two meanings of perezhivanie in Vygotsky’s original texts are considered, then
we have a complex picture. Meaning number one (P1) is a common name of all psychological
processes and experiences, which can be labelled an “ontological” or “phenomenological”
meaning as it covers a huge variety of phenomena and reflects their ontological status and
nature. Accordingly, perezhivanie as a process could be labeled as P1.1 and perezhivanie as
content would be P1.2.
Meaning number two (P2) is not about the general name of various psychological
phenomena, it is a theoretical concept related to the process of development, the role of
environment and laws of development. Here perezhivanie is a theoretical tool, an analytical lens
to study the process of development within a system of other con- cepts of cultural-historical
theory. In other words, the meaning of P2 is theoretical. Perezhivanie as a concept (P2) is not
about how the particular child interprets, understands and relates to a certain situation.
Perezhivanie as a concept is not about what the particular child experiences in a particular
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situation. Perezhivanie as a concept has its own theoretical content within the theory. The
challenge is to not only distinguish two meanings of perezhivanie, but to distinguish the
theoretical, conceptual content of P2 from the phenomenological content of P1.
Perezhivanie as a phenomenon (P1) is completely individual; however, perezhivanie as a
concept (P2) is different - concepts have theoretical content and their place within the theory. In
other words, in relation to the concept of perezhivanie the question is not about where
perezhivanie is located phenomenologically, but how this concept is related to other concepts
within the theo- ry. The question is not about ontology, but about epistemology. Perezhivanie as
P1 are observable phenomena, that can be captured and collected as experimental or empirical
data. Perezhivanie as P2 is a concept, which is an analytical tool; a theoretical lens of the
analysis of the role and influence of social reality on the course of a child’s development. The
following section is focused on relations of the concept of perezhivanie and the concept of social
environment and sociocultural genesis of mind.

Social, individual and perezhivanie as a prism. Clarification 1: psychological
dimension of social genesis of mind
The process of human development as a subject-matter of cultural-historical theory is the
process of so- ciocultural genesis of mind, the process of “how social becomes the individual”
(Vygotsky L.S., 1998, p. 198). However, what are the specific psychological dimensions of this
general process? What does it mean from psychological perspectives to understand how social
becomes an individual?
The answer, which could clarify this point, is the general law of cultural development:
“...every function in the cultural development of the child appears on the stage twice, in two
planes, first, the social, then the psychological, first between people as an intermental category,
then within the child as a intramental27 category... Genetically, social relations, real relations of
people, stand behind all the higher mental functions and their relations…every higher mental
function was external because it was social before it became an internal strictly mental function;
it was formerly a social relation between two people (Vygotsky L.S.,1997a, p. 106).
The message is clear: every higher mental function appears not in social relations, but as a
social relation. Here “social” is considered not as a factor or a group of factors, but as a source
of mental development. The process of psychological development is how inter-psychological
becomes intra-psychological; internalization is viewed as intra-lisation (from inter- to intra-), as a
process of becoming intra-psychological as a unique combination of higher mental functions

27

Inter-psychological and intra-psychological in Russian original text
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(psychological systems) of an individual within social contexts. From here, “an individual” is a
unique unity of higher mental functions in motion in its dialectical becoming.

Clarification 2: perezhivanie and the process of development of higher mental
functions.
What is the place and role of perezhivanie in the process of development? The social
becomes the individual, but the dialectical character of this becoming is that only those
components of the social environment that are refracted by the perezhivanie of the individual,
achieve developmental significance (Vygotsky L.S.,1998, p. 294). In other words, the
environment influences the process of development of the individual through the individual’s
perezhivanie of the environment. No particular social factors in themselves define the
development, only factors refracted through the child’s perezhivanie (Vygotsky L.S., 1994, p.
339-340). The perezhivanie of an individual is a kind of psychological prism, which determines
the role and influence of the environment on development (Vygotsky L.S., 1994, p. 341). Social
environment as a source of development defines individual development; perezhivanie
determines this process.
Taking perezhivanie as a refracting prism, do we mean that perezhivanie is a component of
an inter-psychological plane, or it is part of an intra-psychological dimension? Vygotsky’s words
confirm that “perezhivanie is an individual attitude to social reality” (Vygotsky L.S., 1994, p. 340341) which might mean that perezhivanie is a kind of internal (intrpasychological) magic prism
which refracts external social influences. However, the whole picture is not as simple.
Traditionally, “the social” and “the individual” are considered as oppositions as a psychological
dimension of general opposition of external and internal. Cultural-historical theory offers a
different vision: it looks at social and individual as a dialectical unity where perezhivanie is an
important component. “It is quite native to understand the social only as collective, as a large
number of people. The social also exists where there is only one person with his individual
perezhivanie” (Vygotsky L.S.,1986, p. 314). Perezhivanie as a phenomenon refracts social
influences; perezhivanie as a concept in relation to the process of sociocultural genesis of
human mind, shows a dialectical unity of social within the individual and individual within the
social. Social situation of development is the concept which theoretically reflects the dialectics of
social and individual in a process of development of human mind. I will come to this concept in
the next section of this paper.

Clarification 3: development, contradiction, drama
Speaking on development, we have to have in mind that the view of development in
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cultural-historical psychology originates in German philosophical tradition. Two aspects are
important in this respect: (1) development is not possible without dialectical contradictions:
contradiction is a moving force of development; (2) development is a process of qualitative
reorganization of a certain system. To put it in a simple way - there is no development without
dialectical contradictions and there is no development without qualitative reorganization of the
system.
However, neither principle of “how social becomes an individual” nor general genetic law of
cultural develop- ment say anything about contradictions or reorganization. On the contrary, the
process of how social becomes an individual look like a linear (or non-linear?) transition from
“inter” to “intra” or as a process of transformation of “inter” into “intra”. Yet, we can find
something in Vygotsky’s approach that would help. “The basic principle of the functioning of
higher functions (personality) is social, entailing interaction of functions, in place of interaction
between people. They can be most fully developed in the form of drama” (Vygotsky L.S.,
1929/1989, p.59; Original emphasis). The social, inter-psychological form of the child’s higher
mental functions is shown as a dramatic interaction between people. It was conceptualized by
Vygotsky as a drama that was both intra-psychologically interpreted by the child at the same
time as being experienced by the child inter-psychologically (Vygotsky L.S., 1929/1989, p. 69),
resulting in the development of the child’s personality. Thus, the” intra-psychological” consists of
internalized dramatic social interactions showing that “the dynamic of the personality is drama”
(Vygotsky L.S., 1929/1989, p. 67). Here, an abstract dialectical idea of a contradiction as a
moving force of development, obtains its concrete psychological content in the concept of the
drama of life, as a moving force in the development of human personality (Veresov N., 2016a,
p. 248).

Clarification 4: development as reorganisation
The process of mental development is not a simple linear transformation of intrapsychological to inter-psychological, because development: is not conﬁned to the scheme
“more less,” but is characterized primarily and speciﬁcally by the presence of qualitative
neoformations that are subject to their own rhythm and require a special measure each
time” (Vygotsky L.S.,1998, p. 189).
“Neoformation” is a result of reorganisation of the whole system of functions, a new
type of construction of consciousness and mental functions (Vygotsky L.S.,1998, p. 190).
This new type of construction is the result of qualitative reor- ganisation of the whole
system. Hence: Higher mental functions are not built up as a second story over elementary
processes, but are new psychological systems that include a complex merging of
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elementary functions that will be included in the new system, and themselves begin to act
according to new laws; each higher mental function is, thus, a unit of a higher order
determined basically by a unique combination of a series of more elementary functions in
the new whole (Vygotsky L.S., 1999, p. 43). Thus, not a new function in itself, or even a
new higher mental function, but a qualitatively new structure of functions is what
characterizes the result of development.
This dialectical understanding orients research to focus on transformations as an
important aspect of the process of development. However, not every transformation is of a
dialectical nature and not every transformation is a qualitative change of the whole system;
there are transformations, which happen within the system as reconfiguration of existing
components, parts and elements. Developmental transformation is a qualitative change of
the whole system where a new component brings reorganisation to the whole system in
such a way that the new (reorganised) system becomes a unit of a higher order and
begins to act according to new laws. Distinguishing two types of transformations allows us
to study the process of social formation of the human mind in two interrelated aspects - 1)
as a quantitative change and 2) as a qualitative reorganisation.

Methodological meditation on refraction
Perezhivanie is a prism, which refracts environmental moments and determines the
influence of these environmental moments on the course of child development. One could
understand “refracting prism” as a metaphor; however, if this is not a metaphor, what
methodological consequences follow? I think that perezhivanie as a refracting prism
introduces a new fundamental principle, which is the principle of refraction. This new
fundamental principle challenges the principle of reflection, a foundational principle of
psychology in Vygotsky’s time. The dualistic principle of reflection connects stimul and
responses, external and internal, as two separate domains, whereas the principle of
refraction shows dialectical relations of social and individual. The principle of refraction
indicates how the same social environment differently affects the unique developmental
trajectories of different individuals.
However, if a prism is a metaphor, it specifically challenges a mirror as a metaphor of
the principle of reflection; mirror reflects, prism refracts. The light goes through the prism,
the child emotionally and intellectually lives through the social situation. In line with this
argument is another extract, which highlights the developmental content of the concept of
perezhivanie:
To state a certain, general, formal position it would be correct to say that the
52

environment determines the development of the child through perezhivanie of the
environment. …the child is a part of the social situation, and the relation of the child to the
environment and the en- vironment to the child occurs through perezhivanie ... of the child
himself; the forces of the environment acquire a controlling significance because the child
perezhivayet28 them (Vygotsky L.S., 1998, p. 294).
Social environment as a source of development of the individual is not something,
which exists outside the individual. It exists only when the individual actively participates in
this environment, by acting, interacting, interpreting, understanding, recreating and
redesigning it.

Methodological meditation on contradiction and re-organisation: introducing
dramatic perezhivanie
Is there any concept related to two fundamental aspects of a dialectics of development
- (1) its contradictory nature and (2) qualitative reorganization of the whole system of
mental functions as a developmental outcome? I think the concept of dramatic (critical)
perezhivanie is the answer. First, dramatic perezhivanie is related to the contradictory
nature of human development. There is no development without contradictions, dramas
and dramatic events being refracted through dramatic perezhivanie. They not only affect
the child in a concrete social situation, but can create turning points in the whole course of
the child’s development. Vygotsky’s famous story of three children from one family is an
example of dramatic perezhivanie where social drama in the family affected the children
developmental trajectories in different ways (Vygotsky L.S., 1994, p. 339-340). Second,
dramatic perezhivanie is related to development in such a way, that it becomes a
theoretical tool for the analysis of qualitative reorganization of the whole system of higher
mental functions. Dramatic perezhivane of a dra- matic social situation might reorganise
the whole system of child’s mental functions. The unique architecture and hierarchy of
higher mental functions of human beings is the result of the unique inter-psychological
dramatic collisions that have happened in their lives and of the process of human beings
overcoming them (Veresov N., 2016a).
There is no development without qualitative reorganization and there is no
reorganization of the system of higher mental functions without social dramas refracted
through the prism of dramatic perezhivanie. I think this is absolutely in line with Vygotsky’s
words that the dynamics of personality is drama (Vygotsky L.S. ,1929/1989, p. 67).
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Perezhivayet is a verbal form from the noun perezhivanie.
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In other words, dramatic perezhivanie is a theoretical tool for analysis of the complex
process of sociocultural genesis of human mind in two key dialectical aspects (1)
contradictions and (2) qualitative reorganization. An individual’s dramatic perezhivanie
makes a social situation into a social situation of development.

Social situation of development and perezhivanie as a unit. Clarification 1:
what is social situation of development? Zooming out
Vygotsky defines social situation of development (SSD) as follows: ...at the beginning
of each age period, there develops a completely original, exclusive single and unique
relation specific to the given age, between the child and reality, mainly the social reality,
that surrounds him. We call this relation the social situation of development at given age.
The social situation of development represents the initial moment for all dynamic changes
that occur in development during the given period. It determines wholly and completely the
forms and the path along which the child will acquire ever newer personality
characteristics, drawing them from the social reality as from the basic source of
development, the path along which the social becomes the individual. Thus, the first
question we must answer in studying the dynamics of any age is to explain the social
situation of development (Vygotsky L.S., 1998, p. 198).
This core concept in some sense connects two important aspects of development: (1)
social environment as a source of development and (2) the process of development as a
path along which the social becomes individual. What is highlighted here is that SSD is a
unique relation between the child and social reality.
Let us now “zoom out” a little from this particular quotation and look at the whole
chapter of the Problem of Age (Vygotsky L.S., 1998) where this concept was introduced.
The whole chapter is about the psychological structure and dynamics of age from a
cultural-historical perspective where each age is divided into two stages - critical period
(age crisis) followed by lytical (stable) period. Three concepts are presented as theoretical
tools for analysis of age in terms of its psychological structure and dynamics - (1) social
situation of development, (2) age crisis and (3) psychological neo-formations (Vygotsky
L.S., 1998, pp. 187—297). From this it follows that SSD is related exclusively to the first
period, that is, to the beginning of each age in child development. This means that SSD is
related only to critical stages, and critical stages (age crises) are what every age begins
with. Age crisis is what stands “at the beginning of each age period” (Vygotsky L.S., 1998,
p.198). From this, it does not follow that SSD (as an analytical tool) is applicable only when
our research is about children whose age is at these age periods of development. From
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this however, it follows that SSD is a concept (as Vygotsky puts it) to investigate the
dynamics and psychological structure of age in a long-term perspective. In line with what
was discussed in the previous section, we now have to come back to the concept of drama
and dramatic collision as an inter-psychological form of existence of higher mental
functions, according to the general genetic law of cultural development.
Yet, does this mean that SSD exists only in critical periods (age crises)? Is
development interrupted when age crises are over? If it is not, what possible ways might
there be to advance the concept of SSD in line with Vygotsky’s theoretical conception and
methodological framework?

Clarification 2. What is Social situation of development: zooming in
Social situation of development existing at times of age crisis (critical stage of age)
and in an inter-psychological form of social dramatic collisions, defines long- term
developmental trajectories and reorganization of higher mental functions (psychological
neoformations). I would call it “macro social situation of development”. However, in the
child’s everyday life there are lots of “micro-dramas” and “micro-crises” which define
changes to the child’s developmental trajectory from a short-term perspective; however,
the reorganisation, of the whole system of psychological functions might be significant. In
this sense, every lytical period contains a series of micro-dramas and micro-crises that we
can define as “micro social situations of development”. They do not necessary relate to
age crises and are not specific to the given age but are mostly the result of changes in
social environments as the child is always part of a certain social situation (Vygotsky L.S.,
1998, p. 294).
Yet, does this mean that every social situation is a social situation of development?
What makes social situation into a social situation of development? My answer is that a
social situation becomes (or does not become) a social situation of development
depending on what components of this situation are refracted through perezhivanie and
how they are refracted. Introducing the concept of micro social situation of development
provides the opportunity to study the process of development as one of macro- and microgenesis. This however, brings another question for clarification: what is perezhivanie in a
social situation of development.

Clarification 3: SSD and perezhivanie
SSD is neither an attitude of the child to social environment, nor a relation of the child
to the social reality; it is a relationship between the child and social environment. Here,
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social environment is not taken as an “aggregate of objective conditions existing without
reference to the child and affecting him by the very fact of their existence” (Vygotsky L.S.,
1998, p. 198). It reflects the influence of a social reality on a child’s development, and at
the same time, foregrounds what a child brings to the social environment. SSD is a
system, a unity of an individual and social, but individual and social are not components of
this system. As discussed earlier, the social and individual in cultural-historical theory are
not oppositions, but a dialectical unity, and yet, what is the psychological content of this
unity? Are there any ways to study this unity and are there any tools of analysis of the
structure and dynamics of this unity? I believe, perezhivanie as a concept is such a tool, as
perezhivanie is a unit of individual and environmental characteristics. Before coming to this
point however, it is necessary to explain the difference between three terms, namely
“unity”, “unit” and “element”.
There are two terms in Russian - единство (unity) and единица (unit). The first,
единство [edinstvo] (unity), is used when we speak about a complex whole, a complex
system consisting of a number of parts, components, elements etc 29. One of the meanings
of the second term, единица [edinitsa] (unit), is a part, a component of a certain complex
whole. In other words, “unity” (единство) is used in relation to the whole, whereas “unit” is
often related to the parts of the whole. If we put it in a general way, we could say that a
certain system (the complex whole) in its unity (единство) consists of certain units
(единица).
Very often all these terms - parts, components, units, elements - are used as
synonyms. Vygotsky however, clearly distinguished two main types of analysis in
psychology, which underlie two main approaches to the investigation of mental formations
(Vygotsky L.S, 1987). The first is the decomposition of the complex mental whole into its
elements. This type of analysis can be compared with a chemical analysis of water in
which water is decomposed into hydrogen and oxygen. The essential feature of this form
of analysis is that its products are of a different nature than the whole from which they
were derived. The elements lack the characteristics inherent in the whole and they
possess properties that the whole unity does not possess (Vygotsky L.S, 1987, p. 45).
When researchers approach development of a complex whole, a decomposition of the
whole into elements may be unproductive: ...he adopts the strategy of the man who resorts
to the decomposition of water into hydrogen and oxygen in his search for a scientific

For example, in Russian “consciousness is a unity of affect and intellect” is “сознание есть единство аффекта и
интеллекта».
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explanation of the characteristics of water, its capacity to extinguish fire or its conformity to
Archimedes law for example. This man will discover, to his chagrin, that hydrogen burns
and oxygen sustains combustion. He will never succeed in explaining the characteristics of
the whole by analyzing the character- istics of its elements (Vygotsky L.S, 1987, p. 45). An
entirely different form of analysis is the partitioning of the complex whole into units.
In contrast to the element, the unit possesses all the basic characteristics of the
whole, and is a “vital and further indivisible part of the whole” (Vygotsky L.S, 1982, p. 15)30.
The key to the explanation of the characteristics of water lies not in the investigation of
its chemical formula but in the investigation of its molecule and its molecular movements.
In precisely the same sense, the living cell is the real unit of biological analysis because it
preserves the basic characteristics of life that are inherent in the living organism (Vygotsky
L.S, 1987, p. 46).
What does this mean for psychology and psychological analysis? The conclusion
Vygotsky drew was that a psychology concerned with the study of the complex whole must
comprehend the necessity of analysis by units and not elements. In other words,
psychology must identify those units in which the characteristics of the whole are present
(Vygotsky L.S, 1987, p. 47).
Let us look at two quotations from Vygotsky’s key works that relate to perezhivanie.
The first quotation is from The Problem of Environment: Perezhivanie is a unit where, on
the one hand, in an indivisible state, the environment is represented, i.e. that which is
being experienced - perezhivanie is always related to something which is found outside
the person - and on the other hand, what is represented is how I, myself, am experiencing
this, i.e., all the personal characteristics and all the environmental characteristics are
represented in perezhivanie.... So, in perezhivanie we are always dealing with an
indivisible unity of personal characteristics and situational characteristics, which are
represented in the perezhivanie (Vygotsky L.S, 1994, p.342).
At first glance, it looks controversial as perezhivanie is presented as a unit (in the first
sentence) and as a unity (in the last sentence). However, there is no contradiction here. In
a molecule of water, we deal with an indivisible unity of oxygen and hydrogen. This makes
a molecule of water a unit of analysis of the whole unity (water). The living cell is a unit of
biological analysis as in this unit we are dealing with a unity of the living organism. In line
with this, perezhivanie is not the unity of personal characteristics and situational
Here Vygotsky’s words “далее неразложимыми живыми частями этого единства” were mistakenly translated as
“irreducible part of the whole”
30
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characteristics, rather it is a unit a “vital and further indivisible part of the whole”. This unity
of personal and situational characteristics retains all the unit’s basic features and qualities.
Perezhivanie itself is not the unity, but in perezhivanie we are dealing with an indivisible
unity of personal and situational characteristics like in a molecule of water we deal with the
unity of oxygen and hydrogen (water).
The second quotation is from The Crisis at Age Seven (Vygotsky L.S.,1984).
A unit31 can be noted in the study of personality and environment. This unit32 in
psychopathology and psychology has been called perezhivanie 33. The child’s perezhivanie
is also this kind of very simple unit34 about which we must not say that in itself it represents
the influence of the environment on the child or the individuality of the child himself;
perezhivanie is the unit35 of the personality and the environment as it is represented in
development. Thus, in development, the unity of environmental and personality factors
happens in a series of perezhivanie of the child. Perezhivanie must be understood as the
internal36 relation of the child as a person to one factor or another of reality (Vygotsky L.S.,
1984, p. 382).
So, there is nowhere that Vygotsky speaks about perezhivanie as a unity of personal
and situational characteristics; perezhivanie is presented not as a unity (единство), but as
a unit (единица) of the personality and the environment; as an internal relation to reality.
Series of perezhivanie bring the unity of individual and environment factors and makes it
happen in a process of development in the same way as a living cell in its development
creates the unity of a living organism.
The social situation of development is a unique relation of the child to the
environment. What makes it unique is the unity of environmental components and child’s
personal characteristics. It should however, not be treated as a system which consists of
the child and the social environment as interacting elements. Interactions should not be
treated as mechanical forms of interaction between elements. Dialectical and holistic
understandings require a logic of analysis by units and their organic relations within the
whole, rather than a logic of elements and mechanical interactions. Perezhivanie is such a
unit.

Clarification: perezhivanie as a unit of consciousness
Here the Russian word единица (unit) was translated as unity in English edition
The same, unity in English translation
33
Perezhivanie is translated as an experience in English edition of this quotation
34
The same, unity in English translation
35
The same, unity in English translation
36
Internal relation (внутреннее отношение) was translated as an external relation in English edition of 1998
31
32
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Perezhivanie was introduced by Vygotsky as a unit of human consciousness. Every
perezhivanie is always a perezhivanie of something. There is no perezhivanie that would
not be a perezhivanie of something just as there is no act of consciousness that would not
be an act of being conscious of something. But every perezhivanie is my perezhivanie. In
modern theory, perezhivanie is introduced as a unit37 of consciousness, that is, a unit in
which the basic properties of consciousness are given as such, while in attention and in
thinking, the con- nection of consciousness is not given. Attention is not a unit of
consciousness, but is an element of consciousness in which there is no series of other
elements, while the unity of consciousness as such disappears, and perezhivanie is the
actual dynamic unit of consciousness, that is, the consciousness consists of perezhivanie
(Vygotsky L.S., 1984, p. 382).
The English text does not say anything about perezhivanie as a unit of human
consciousness, it positions perezhivanie as a unity and therefore the difference between
“unity”, “unit” and “element” is not captured in the English translation. The original Russian
text gives a fuller picture of perezhivanie. With a more comprehensive reading of unit, unity
and elements in the original text, it can be argued that, 1) consciousness is a unity and
perezhivanie is a unit of consciousness; 2) attention and thinking are not units since the
basic properties of consciousness are not given, they are elements of consciousness,
whereas perezhivanie is a dynamic unit of consciousness.
Given that perezhivanie is a unit of the environmental and personal characteristics as
discussed in the previous section of this paper (we could name it Unit 1 for clarity), and it
was shown by Vygotsky to be a unit of human consciousness (Unit 2), could we conclude
that in Vygotsky’s understanding, consciousness and the unity of environmental and
personal characteristics, is the same unity? Or to put it another way: is human
consciousness and the unity of environmental and personal characteristics one and the
same complex living whole? And, if not, how is it possible that perezhivanie is a unit of
analysis of both? How is it possible that the same unit is a unit of two different complex
wholes (unities)?
We do not have any evidence in Vygotsky’s published texts on the similarity between
the two unities. Yet, there is a difference. It seems the way to recognize the difference is to
look at a concept as a result of a generalization: “At any stage of its development, the
concept is an act of generalization” (Vygotsky L.S., 1987, p. 169). In other words, concepts
are the result of generalizing, that is, conceptualizing a certain phenomenological reality. A
37

Translated as unity in English edition. (Vygotsky L.S., 1998, p. 294)
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concept has its theoretical content however, and conceptualization never happens in an
empty space. What we conceptualize is not less important than how we conceptualize.
As we do have two meanings of P1 - 1) perezhivanie as an act, a process of
experiencing and 2) perezhivanie as the content, as what is experienced, we might
presume that Unit1 is a result of conceptualization of P1.1 and Unit 2 is a result of
conceptualisation of P1.2. This difference, the difference between P1.1 and P1.2, might be
illustrated by an analogy of thinking - how we think (the process of thinking) is not the
same as what we think (the content, thoughts). From here Unit1 is related to the process
of experiencing and therefore is a unit of analysis of the unity of environmental and
personal characteristics. Unit 2 is a result of conceptualisation of perezhivanie as the
content of what happens in individual consciousness and this makes it a unit of
consciousness.

Methodological meditation 1: why unity and unit?
The concept of perezhivanie as a unit is of a dialectical nature; it is a theoretical tool
for the analysis of dialectical character of development as the the path along which the
social becomes the individual. Why however, has Vygotsky rejected the logic of analysis
by elements?
What stands behind this methodological transition? When the whole is analyzed into
its elements, these characteristics evaporate. In his attempt to reconstruct these
characteristics, the investigator is left with no alternative but to search for external,
mechanical forms of interaction between the elements” (Vygotsky L.S.,1987, p. 45).
The key words here are “mechanical forms of interaction between the elements”; here
Vygotsky speaks about two types of systems (complex wholes) - mechanical systems and
organic (living, developing) systems15 and about two types of connection within these
systems - mechanical connections and organic connections. To support this statement, we
can refer to Vygotsky’s own words: “Thus, the detection of the significant connec- tion
between the parts and the whole, the ability to view the mental process as an organic
connection of a more complex integral process; this is dialectical psychology’s basic task”
(Vygotsky L.S.,1997, p. 115).
Human mind is not a mechanical system by its nature; it develops as a complex
organic system and because of this it should not be analysed by elements and mechanical
forms of interaction between the elements. Perezhivanie represents the minimal unit of the
whole, the organic unity of the personality and the environment as it is represented in its
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process of development. Perezhivanie of a child is what makes a social situation into a
social situation of development.
However, one could say that there is a discrepancy here - social situation of
development is a system of relationship of child and social environment, but perezhivanie
is an internal attitude to social reality and therefore it cannot be its unit. Even more, is
perezhivanie as a prism, the same as perezhivanie as a unit? This advance of the concept
of perezhivanie, which I present in this paper corresponds to Vygotsky’s own claim:
…pedology does not investigate the environment as such without regard to the child, but
instead looks at the role and influence of the environment on the course of development. It
ought to always be capable of finding the particular prism through which the influence of
the environment on the child is refracted, i.e. it ought to be able to find the relationship
which exists between the child and its environment, the child’s...perezhivanie, in other
words how a child becomes aware of, interprets, and emotionally relates to a certain
event. This is such a prism which determines the role and influence of the environment on
the development of...the child’s character, his psychological development, etc. (Vygotsky
L.S.,1994, p. 340).

In conclusion: a danger of playing with concepts
The aim of this paper is to initiate a further discussion on the theoretical content and
context of the concept of perezhivanie as a possible (and I think, necessary) step forward
in the transformation of a tantalizing notion into a concept with clear meaning
(Smagorinsky P., 2011, p. 339). In doing this we have to make an important distinction
between the two meanings of perezhivanie presented in Vygotsky’s original texts perezhivanie as a psychological phenomena/process which can be empirically observed
and studied (P1) and perezhivanie as a concept, a theoretical tool for analysis of the
process of development (P2). I think this distinction is an important step forward in
developing the generative understanding of the concept of perezhivanie within the culturalhistorical theoretical framework.
This paper is an attempt to disclose the theoretical content of perezhivanie as a
concept (P2) in two main directions: (1) how this concept perezhivanie is related to the
process of cultural development, and (2) what the place of this concept is in the system of
other concepts and principles of cultural-historical theory. In other words, the aim of this
chapter is to unpack Vygotsky’s words that “perezhivanie is a concept which allows us to
study the role and influence of environment on the psychological development of children
in the analysis of the laws of development” (Vygotsky L.S.,1994, p. 343).
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Following my way of asking questions on clarification, one could ask: “Why do we
need to come back to Vygotsky to reconstruct the original theoretical content of the
concept of perezhivanie? Why not to focus on its further theoretical advances?”
My answer could be expressed in the following arguments. Developing the concepts
means developing their theoretical content. However, before developing or advancing the
theoretical content we should first clarify and describe what is the original theoretical
content of the concept we want to develop.
Specificity of concepts of the cultural-historical theory is that they are they are not
generalizations of observable and reproducible empirical facts, but theoretical instruments
of studying the process of sociocultural genesis of human consciousness in all its
dialectical dynamics and complexity. There is nothing empirical in theoretical content of
concepts of cultural-historical theory. The theoretical content of each concept can be
unfolded in to two interrelated aspects - (1) which fundamental dialectical aspect of the
process of sociocultural development of human mind this concept is related to and (2)
what are theoretical relations of this particular concepts with other concepts of the theory?
For example, the concept of perezhivanie is related to the concept of a social situation of
development. Separation of one concept from others eliminates its theoretical content
since concepts have their theoretical content only within the theory as a system of
interconnected and interrelated concepts. In E=mc 2 the theoretical content of C does not
mean purely the speed of light, it shows that the nature of M (mass) and E (energy) is the
same despite their empirical difference. Taken from the theory, separated from the theory,
the concept becomes theoretically empty and therefore useless as a theoretical analytical
tool. Theoretical concepts are not “toys” to play with by changing their contents whatever
you like, they are not words with different meanings, they are heavy and powerful tools
with definite and strong theoretical content.
Concepts of cultural-historical theory as theoretical tools of analysis of the process of
development of higher mental functions reflect dialectical nature and the character of the
process of development; they are focused on the discovery of the dialectics of
developmental process including quantitative changes, qualitative reorganisations and
contradictions. To put this in a simple way, they reflect the complexity of dialectics of
development. Fundamental dialectical categories and principles stand behind concepts of
cultural-historical theory. The philosophical categories of dialectical contradiction as a
moving force of development and the category of qualitative reorganisation is what stands
behind this psychological concept of dramatic perezhivanie. Inaccurate playing with this
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concept might destroy its dialectical content. Any attempt to develop the theoretical
content of the concept should include a serious analysis of how this new improvement
enriches the dialectical content of the concept in order to make it a better tool for analysis
and the study of the process of development.
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RESOURCES IN EMERGENCY SITUATIONS

Abstract
A person lives and works in society. Out of the socio-cultural environment, it is
impossible to imagine any aspect of a person's life. In many cases, the characteristics of
the social environment expressed in the appropriate cultural forms depend on the means
and interaction of the person's psychological resources.
A person uses different resources at different stages of life. A good share of these
resources in the majority of cases are not appreciated and perceived as ordinary means of
life. In some cases these resources cannot be reached because of conflict with negative
psychological phenomena, whether it is a traumatic or negative past experience or an
irrational thinking. This is why the appropriate trainings for reducing the impact of these
negative phenomena and providing stress-resistance are of much importance. On the
other hand, the knowledge and skills gained during the trainings can be useful and
applicable in process of overcoming possible conflicts and coping with potential
emergencies. Due to psychological resources, helping to adapt to stress, and formating of
positive socio-cultural environment it is easier to get out of the stressful situation.

Keywords: Psychological resources, socio-cultural environment, cognitive coping
resources, emotional coping resources, behavioral coping resources, socio-psychological
stability, cultural marginality.

Introduction
The socio-psychological factor in structure of mental health of a person is presented
by three-dimensional model of adaptive psychological resources, existence of which
allows the person to define the adaptation term as a psycho-social adaptation mechanism.
In this review the following types of psychological resources are identified:
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• cognitive coping resources, applying positive thinking to the cause of stress and
ways to overcome (constructive and destructive cognitive effects of adaptation);
• emotional coping resources;
• behavioral coping resources.
Cognitive Coping Resources present the capabilities and knowledge of a person in
emergency situations, and then, in the process of overcoming these situations and in selftransformation into regular life. Secondly, in the case of destructive cognitive impairment,
there will be weakness of attention, expression of rejection of society, and will indicate the
inability of a person to move to a regular course of life.
Emotional Coping Resources present awareness and perception of person’s own
feelings and emotions. Here, too, we can highlight the emotional structural effects of
adaptation, as well as the sophisticated emotions, controlling the dynamics of emotion and
guiding both the positive emotions, and such types of destructive effects as fear, sadness,
anxiety and impotence.
Behavioral Coping Resources provide the expression of the first two types in a
person's vital activity. Based on the logic of the structured classification of the abovementioned psychological resources, we can also take the behavioral factor into the same
pattern and examine as cognitive behavioral and emotional behavioral resources. The first
of these would indicate behavioral features that are largely driven by cognitive resources.
The conceptual framework of emotional behavior, in turn, will constitute a manifestation of
behavior resulting from the person's emotions. Each type of behavior, similarly, will be
subject to general infrastructure classification as constructive and destructive components
of cognitive or emotional behavior, expressed in constructive and destructive forms of
social behavior.

Materials and methods
It is known that a certain socio-cultural environment forming immediately after
emergency situation influences on the person adaptation process and allows creating the
coping mechanisms. The main form of revealing the positive socio-cultural coping
mechanisms is social support.
Many researchers say that the positive socio-cultural environment (family, friends,
customs, habits) can contribute to the preservation and strengthening of a person's stressresistance. In this regard, the socio-cultural environment is seen as a socio-psychological
resource to overcome stress. In his turn, B. G. Anan’ev writes about the impact and
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significance of moral support and compassion on other people's socio-psychological
stability (Anan’ev 1998).
F. Novice also revealed the interconnection between stress and social assistance and
support. Many psychologists point out that in the case of social immediate support and
formation of positive socio-cultural attitude, a person is able to overcome stress faster
(Ensel, Lin 1991; Nadler 1991).
N. Weinstein believes that after the emotional stress, a person's mental health is
endangered when there is a feeling of powerlessness when a person feels alone
(Weinstein, Klotz, Sandman 1988). That's why social support can be viewed as a
mechanism to minimize stressful adverse effects.
Social support forms are separated according to the following ones:
• institutional (state or administrative),
• workplaces (corporate),
• trade unions, NGOs, groups of interests or the “other corporate”
• informal (family, friends and other).
In general, the material, emotional and informational forms of social support are
distinguished. Social support helps to prevent distress development. Many studies have
discovered that people with social support are less depressed. It is also a fact that women
tend to seek support from other women, but not less important is the acquisition of social
support for men.
Psychological literature has quite a variety of psychological resources definitions
(Janof Bulman, Lang-Gunn 1988; Philips 1968; Kobasa, Puccetti 1983). Thus, N.E.
Vodopianova (Vodopianova 2009) in terms of psychological resources includes skills and
knowledge, experience and capabilities, constructive behavior models, actual abilities that
give the person the opportunity to be more adaptive and stress-resistant, successful and
satisfied quality of life. The majority of the authors distinguish the terms of internal
(personal) and external resources. The latter classification can be used as a
methodological basis for the stress trainings organization and development.
Some authors view the issue of person's behavior in the context of adaptation theory.
Adaptation is understood as both the process and the result of a person’s behavior vis-àvis internal changes and new conditions. The adaptive abilities of body represent the
criterion for maintaining the natural functioning in inadequate environment. At the
individual level, it is important to maintain vital functions of the organism or to switch to
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other inadequate functions. An important factor in the adaptation process to the
environment is mental adaptation. It is dynamic process of maximizing compliance with the
individual and the surrounding environment, which enables a person to satisfy his needs
and to meet the environment's requirements. Psychological adaptation is divided into
allografts and intravenous units, the first of which means the adaptation at the external,
behavioral level, and the second, the psychological self-protection mechanisms. In
stressful situations, such defensive mechanisms often complicate the self-regulation
process of person's personality, distorting perceptions about the individual (Berezin, 1988).
From the perspective of adaptation, emergency situations can be short-term and
long-term. In the first case, the primary protection mechanisms for personal protection are
activated. In case of long-term emergencies, there is a need for adaptive reconstruction of
the whole human functional system. In other words, long-term stress is associated with the
cost of adaptive storage, may be hidden, only in the alteration of the adaptation indicators.
In this case, adaptation can be successful if a person adapts to the conditions of a longterm emergency, mobilizes his deep, hidden resources (Kalaikov, 1984). As examples of
such long-term stress may be suggested the high-risk areas of natural disasters,
prolonged war situations, political and economic crises, and so on. In such stressful
situations, the author suggests a special type of stressor that requires specific adaptation
mechanisms. On the other hand, long-term stresses form the perception of these
situations as an "ordinary" phenomenon; there are adaptive levels that weaken the stress
perception and contribute to the normal functioning of a person in such conditions. In this
case there is appearing the phenomenon of marginal status of a person who presents the
corresponding features of marginal thinking and behavior. In other words, the long-term
emergency situations are helping to form the marginal socio-cultural environment.
Therefore, marginality of culture is viewed in two opposite contexts: a complex of
socialization and de-socialization processes, which interconnects between the Center and
the Periphery (Rogovsky, 2001).
In general, the marginalization sphere in emergency situations is enlarged on the
moral-ethical basis of culture and is a consequence of imitation of authority or center. This
form of marginalization is qualified as secondary marginality and is considered to be the
most marginalized form of the center, as it is characterized by imitation of the latter and not
the opposite. And the primary or absolute form of marginality is the opposite of the society,
which is characterized by oppositional tendencies. The differences between these two
types of society include all the layers of the society and are centered on socialization,
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concentration, and centrism / decentralization, decentralization. Meanwhile, there are two
socio-cultural trends, both centrist and centrifugal. Hence, as a result of the weakening or
elimination of cultural centers in the long-term emergency situations, the "self-cultural
outline" increases, leading to cultural marginalization. The course of contemporary history
can be characterized by the same tendencies when a general image of globalization and
migration weakens and even disappears from the cultural center - borders of outer areas
and conditioned by cultural decentralization. This process often leads to the growth of
secondary marginalization, which is based on external imitation, unlike the primary,
structural marginality existed in each society (ethnic and other minorities, unemployed,
etc.) and cultural directions and subcultures. E. Gidens rightly points out the style of
science in the field of proper attention to the study of phenomena of socialization (Gidens,
1999). N. Luman considers that incomplete studies of the processes of socialization in the
long-term emergency situations are the result of confusion with the socialization process
identification (Luman, 2006).
Meanwhile, the key to deeply exploring the field of culture marginalization is, first and
foremost, the clear definition and distinction of these two processes, and, on the other
hand, the definition of marginality under the emergency processes. The latter, of course, is
a unique field of society, which, in its existence, reveals the positive meaning of culture as
an alternative source of adaptation and innovation. In addition, socialization is often part of
the centrifugal tendencies. Cultural marginality is definitely not the only pathological
phenomenon in the case of long-term emergency situations. This phenomenon involves
both objective situations and subjective, personality attitudes, moral-esthetic orientations,
or direct referential intentions. To describe these processes, Brice suggests using the
terms "valuation" and "devaluation" (English "value"), which are interpreted as
"culturalization-socialization" terms. Indeed, many emergency situations are accompanied
by complete or partial de-traditionalization of traditional concepts, which is typical for
structural marginality or, in the case of centrally oriented positions of entities with recourse.
From here, B. Gross emphasizes the cultural marginality as a source of innovation,
creativity and new potential opportunities (Gross, 1993). The study of these processes
requires an explanation of the concepts of "center" and "outer space" that will express their
socio-psychological point of view. The sociological-cultural point of view of the aforementioned concepts has revealed a number of authors. The term "center-periphery" is
derived

from

the

power

and

anomaly

terms

by

K.

Mangeym,

through

socialization/valuation, desocialization/devaluation, the unconscious by Z. Fried and
through space and time actualization by Z. Bauman (Mangeym, 1994).
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There is a permanent exchange of values between "central" or "traditional" or "super"
or "innovative" parts of culture during the emergency situations - as short-term as longterm ones. Under the force of the center, the innovative thinking or behavior is
marginalized, receives a contradictory, often non-destructive or nihilistic image
characterized by the deformation of traditional values. Marginalization of culture is a
dynamic process, which, according to A. Oganov, occurs in the following order: center /
traditional values / devaluation - valuation of outer space - creation of alternatives,
innovations - self-centering through local centers or subculture - a new identity. It is clear
that socialization can also occur outside the center, especially in multicultural communities,
but often involves the loss of tradition, heredity. And without that characteristic, the
person's identity is not complete.
Structural marginality is characterized by rejection of the values of the center, in other
words, a denial approach to socialization, which leads to the new identification of a person
in the emergency situation. These phenomena have been examined in the E. Sutherland's
theory of Differential Association.
The following forms of stress revealing in the long-term emergency situations can be
observed through culture marginalization / devaluation: 1) European Nihilism, Avangard
Currents in Art; 2) Creation of massive commercial culture, expressed in center dynamism
and mobility, constant variation of streams, styles, traditions and values; 3) denial, "return"
to nature, as well as contradicting religious and spiritual values to modern civilization; 4)
stratification of society, behavior personalization as a new way of self-expression; 5)
psychological aspect, "Van Gogh complex" as a form of self-sacrifice for the sake of
creative and professional goals.
Gerry Hiley-Young, in his turn, sets out stress management or adaptation factors
such as the degree of readiness for natural disasters, social support immediately after the
disaster, the surrounding socio-cultural environment, disaster periodicity, and the urgent
help of professionals, psychologists, psychiatrists, rescuers and social workers (HileyYoung, 1994).
Let us also note that certain studies (R. Lazarus's spelling behavior (Lasarus,
Folkman, 1984), J. Lotman’s culture theory (Lotman, 2001), S. Nartova-Bochaver’s coping
behavior (Nartova-Bochaver, 1997)) point out the dependence of person’s adequate stress
in stressful situations on the individual's adaptive capabilities, on the peculiarities and
appreciation of the situation. The choice of behavior in this or that orientation can be done
both at unconscious and conscious levels, and the effectiveness of the strategy chosen
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depends largely on the extent to which the particular situation is under the control of a
person. This conclusion was also made by S. Madde, who pointed out cases when a person, taking responsibility for himself, has managed to control the situation in some way,
thus becoming more resistant and resilient (Madde, 2002). In modern Russian psychology,
the concept of personality appreciation has also been revealed which is responsible for
adaptation of a person, such as the concept of personalized adaptation potential of A.
Maklakov (Maklakov 2001, 16-24) and D. Leontev (Leontev, 2002).
Personality adaptation capabilities are assessed at the level of development of a
person's psychological characteristics, which is more remarkable for regulation of a
person's mental activity including the higher level of these characteristics, the greater
likelihood of person adaptation and the significant external adaptive factors. The
psychological peculiarities of a person are his/her personal adaptation potential that
includes nervous-psychological stability, self-esteem, social support, personality conflict,
and social interoperability. A. Maklakov describes all characteristics of assessment and
prediction of the significant adaptation, as well as in the restoring the person's mental
balance.
D. A. Leontev uses the term "personal potential" which is an integral characteristic of
personal maturity. The basic forms of expression of personal maturity are the concept of
self-regeneration and self-esteem. The potential of the person reflects the efforts of the
person to overcome the emergency situation. Consequently, overcoming can be person's
protective function. If the psychological overcoming, based on person's endurance, leads
to the development of self-centeredness, an intermediate link will appear in a kind of
transformation that is specific to a person in the state of emergency or socialization. So,
the overcoming is a skill that appears in course of the person's socialization. In the case of
such personal qualities, it is also possible to define the person’s ability to endure life, which
is being formed during difficult life situations, particularly, in overcoming emergencies.
Different ways of internal adaptation or defensive behavior can be viewed as a type of
overrun, based on other resources and skills. Personal resources in this case have a
secondary role: they can even be excluded from the overcoming process. In this case,
psychological overcoming is not defined by purely personal qualities, they are presented
simultaneously. The predominant use of protection mechanisms can lead to personalized
integration, but in emergencies, when it is necessary to directly influence the individual's
integration and adaptation skills, such mechanisms are extremely useful and contribute to
a person to "assemble by force" and to invest in the mature transformation resources. The
71

person's resources are the main adaptation resources. Even their direct availability
ensures the activation of the person's adaptive function, which is expressed in the sense of
identity identification, self-esteem and self-confidence. As an adaptation resource, you can
consider everything that a person uses to meet the needs of the environment and
overcomes difficult life situations. In modern psychology, two types of resources are
distinguished: individually or internally and externally or internationally. Sometimes they
are called psychological and social resources. Psychological resources include personal
skills and abilities, and environmental resources reflect institutional, ethical, cultural and
emotional access to the social environment. The success of stress management and
adaptation depends largely on the nature of available and accessible resources. Thus,
moral stability promotes endurance in emergency situations, and faith in its effectiveness,
in demonstrating persistence in solving problems. The availability of material resources
allows access to information, legal, medical, and other forms of professional assistance, as
access to social resources is different, and it can be assumed that more vivid picture of the
powerlessness and vulnerability of people with low economic status in emergencies is the
economically sound and sustainable living-class layers. It is also clear that people who
lack resources are often choosing an exclusive strategy compared to those who have
different resources. It should be noted that this separation is unequivocal and many cases
are known when a person experiences a lack of resources in the presence of a variety of
resources. In other words, the resources remain unused. In this case, it is extremely
important to identify obstacles that lead to inefficient use of resources. Such obstacles
include cultural peculiarities, traditions, public opinion, personal qualities. Experimental
studies conducted by a number of authors have shown that the stereotype of seeking help
in an emergency situation is related to respect for one's own self, respect for the sense of
independence, factors that conceal his/her own weakness and powerlessness (Greenfield,
Bruner 1969).
In the summary of different approach analysis, it is possible to identify some of the
external, interpersonal relationships and some purely psychological characteristics that
increase the person's sustainability on stress and psychological factors. Such
psychological characteristics can be defined as psychological resources for adaptation to
personal emergency situations. Different types of adaptation are separated from those
related to the person's perceptions about the world and his personality, about the
importance of his existence. Additionally, as a person's resource, the application of the
knowledge and conduct of the person in emergency situations is observed. The oftenperceived idea of the research relates to the phenomenon of the control of the person in
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emergency situations (Norris, F.H., & Kaniasty, 1996). The person's status internally is
expressed in the ability and willingness of the person to overcome the difficulties of life. In
contrast to this pole, a certain position of a person's powerlessness appears,
characterizing the inability of a person to make decisions and take responsibility. This
phenomenon is called "socialized powerlessness" and characterizes person's adaptation
mechanism based on the utilization and spending of external socio-cultural resources and,
at the same time, on the maximum preservation and conservation of psychological
resources. Like the psychological resources, the "freezing" mechanism, being parasitic in
its nature, can only provide for person's protection over a certain period of time. This
phenomenon can be described as "a social adaptation twist". The person gradually begins
to learn about his position of being powerless and the necessity of social support, which, in
the case of its periodicity or interruption, has psychological effects. Accordingly, the
cultural basis of this phenomenon is gradually developing, which is often expressed in the
marginalization of culture and the de-socialization of the individual. In contrast, those with
an international outlook believe that the situation with them is largely driven by their
activities, and, accordingly, their sense of responsibility towards their personality and
surroundings increases.
In this regard, let us present the position of V. Frankl that in extreme situations the
person is more resistant, if he realizes his/her meaning, that is, if a person realizes that
he/she is living all the difficulties of life (Frankl, 1990).
J. Crumbaugh, presenting his observations on the psychological consequences of
natural disasters, also points to the fact that those who see the meaning and purpose of
their lives have been overcome with more difficult living conditions. Thus, the realization of
the meaning and purpose of life, the meaning of its own "I" is a powerful factor aimed at
raising the person's stability and outward adverse conditions. Foreign research also
includes works devoted to the role of values in psychological situations (Crumbaugh,
1968).
The psychological maturity of a person, expressed through the concept of
"psychological age," affects the ability of a person to effectively counteract the most
challenging situations. Mature attitudes toward their own life and, on the contrary,
significant deviations from psychological and chronological age testify to the discontinuity
of mechanisms to counteract mental traumatism. Let us note another fact: the future
planning in terms of raising the person's sustainability to the psychological situation. The
lack of such planning is a test of stress in a traumatic situation.
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Thus, one of the key features of the coping strategy is the inclusion of the given
situation in its own vital experience and a rational assessment of that experience, which
contributes to the further valuation of the future.
Turning to the factors of person adaptation, R. Lazarus and S. Folkman point out the
necessity of recognizing the regularity of the ongoing processes (Lasarus, Folkman, 1984).
Knowledge of the rules of behavior in emergency situations is a cognitive resource of
coping, based on personality knowledge about the patterns of occurrence and the
mechanisms of occurrence and overcoming of these phenomena. The importance of
understanding the processes taking place in such situations is also mentioned by M.
Mamardashvili (Mamardashvili, 2000). Understanding allows a person to "fill" the matter
with personal meanings. H. Kelly assumes that the impact of the subjective planning of
processes on all sides of physiological processes, but also on the individual's life cycle
(Kelley, 1967). Likewise, L. Antziferova believes that the person's ability to plan situations
and the knowledge of the underlying patterns of these processes are the most important
factor in reducing the traumatic effects of sudden emergencies (Antziferova 1994, 3-18).
Mental regulation is impossible without the planning of present and possible future
coincidences, so it can be seen as the principle of optimal management based on mental
adaptation, physiological systems, based on the expected image of future events.
Consequently, the ability a person to effectively adapt to an emergency directly depends
on his/her ability to plan the future.
Along with the above resources, the person also possesses behavioral resources.
These are, first of all, behavioral skills during and after the emergency.
It is important to note that the above-mentioned psychological resources are
periodically supplemented and formulated throughout life. Psychological resources for
adaptation and overcoming are presented as the main characteristics of a person who not
only describe, but also mediate the impact of adverse conditions.
A person is adapted to a wide range of stress situations. J. Picou points out that the
resistance to stress is perceived by the source of stress, the state of emergency (Picou,
2004).
According to the sources, three types of emergency situations can be identified:
• The source of stress is independent of the individual and is fundamentally
unpredictable (natural disasters).
• The source of stress is the mentality of the individual.
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• The state of emergency is created by other people (war, terrorist acts).
Psychologically, the situations in which other people are guilty of and the overcoming
of which are not primarily dependent on the person who is in that situation, psychologically
"the lightest" in the emergency situations is the situation that does not depend on anyone's
will. Natural disaster, but in this case the overcoming of this situation largely depends on
the person's activism and the ability to use psychological resources if it is not accompanied
by a large number of victims. Here's another peculiarity of natural disasters. They occupy
large areas and often disrupt the infrastructure of the social structure, which also leads to
the increase in the number of victims and destructions. However, some authors,
nevertheless, point out that large-scale techno-genic emergencies have a more profound
social and psychological impact than natural disasters.

Results
A

three-dimensional

(cognitive,

emotional,

behavioral)

model

of

adaptive

psychological resources is a socio-psychological factor in mental health.
The psychological resources of a person in emergency situation are of compensatory
nature, which is expressed by a positive social adaptation strategy. This definition of
psychological resources nature was discovered due to modification of “cultural-evaluative
differential” method by G. Soldatova (Soldatova 1998, the questionnaire idem).
Psychological resources were evaluated in accordance with cognitive, emotional and
behavioral indicators shown below. During the experimental investigation of this
hypothesis several groups of respondents living in the capital of the Republic of Armenia
(102 men and 110 women) were involved in the process of describing the psychological
resources’ structure and their evaluation. The results of the investigation are the following.
Cognitive resources evaluation indicators are disproportionate and can only be
attributed to the dominant preparation training feature as a major security factor, and are
not connected with the external information feature. Although these indicators are
characterized as one structural integrity, they are perceived individually and suggest that
the security of the external sociо-cultural environment needs additional safeguarding. In
this regard, a broad field opens up for further study of the field to identify the peculiarities
of person's value system, the national mentality. At this stage of investigation, we can
assume that this disproportionate craving of resources is conditioned by the need for
personal security in an emergency situation and is compensated by a more vigorous
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expression of emotional and behavioral resources, such as optimism and usefulness
(Figure 1).
Figure 1. Cognitive Resources Evaluation Indicators
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Functional cooperation and positive correlation between adaptive optimism and
usefulness as emotional resources have been registered in an emergency. And vice versa,
the growth of adaptive pessimism is accompanied by an increase in the sense of
powerlessness in all sample groups (Figure 2).

Figure 2. Emotional Resources Evaluation Indicators
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The index of behavioral resource of self-support for injured persons is accompanied
by caution in an emergency situation and is consistent with the position of cognitive
resources, that is based primarily on their own experience in an emergency and has a
weak social support. The growth of collaboration and, respectively, resoluteness, was
observed in the qualification groups of experts (psychologists, doctors), relatives (a family,
friends of injured person) and community (society), which testifies to the group76

collaborative nature and adaptation of social support about the interconnection of
constructive mechanisms and institutions of socialization (Figure 3).
Figure 3. Behavioral Resources Evaluation Indicators
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Structural interconnection of emotional and behavioral features is compensated by
some distorted images and disproportionate manifestations of cognitive attributes. This
conclusion can serve as a visual-methodological basis for psychotherapeutic and
psychological work aimed at the person's social constructive adaptation process.
Additionally, there is determined the importance and significance of the emotional
environment for the development of constructive mechanisms for the adaptation of the
person to the emergency situation.
The responses of community representatives acting as the "observers" have been
remarkably prominent with moral high standards. Indicators of adulteration have been
registered in two stages depending on the participation of psychological trainings after an
emergency. The first stage of the registered indicators reflected the degree of social-role
units' adaptability before the trainings and psychological conversations, and the second
stage recorded the change of adaptability of the same socio-role units after participating in
trainings. As it is seen from graphics of adaptability, almost all indicators have a tendency
of growth, expressed in the results of the second round of psychological trainings and
conversations. An exception is the graphic representing moral norms, which shows the
almost unchanged results of that indicator. This is how publicly accepted social, national
and cultural stereotypes are consolidated in the person's socialization and represent the
key role of a person's identity.
So, constructive Adaptation Process is possible in the case of complex operation with
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the person's psychological resources when the consciousness or understanding of the
emergency situation is accompanied by an emotional well-being, which is gradually
becoming dominant in the organization of personal behaviors. This interaction is of mutual
nature and ensures the transformation of "cognitive-emotional" bipolar changing into
constructive adaptation, expressed in the appropriate behavior. Otherwise, there is a
process of marginalization of the socio-cultural environment leading to desocialization of
the individual. Personality begins to be perceived as a social and cultural marginal, which
does not go beyond its disadvantaged state and gradually receives an social assessment
of the "alien or strange person".
Almost all respondents in socio-role groups emphasized the importance of access to
external information. The respondents find the need for external information in the
implementation of adaptive mechanisms. This trend of responses to the next cogitation
resource, the overwhelming majority of respondents prefer to prepare in advance of
emergency situations, such as prior knowledge of situations, familiarization with the rules
of behavior in emergency situations, and knowledge of ways to get help. Similar indicators
have been recorded in the relatives’ group. Taking into account the relevance of their own
experience, their estimates almost coincide with answers of the victims. The responses of
the group's members are somewhat different. The majority of respondents also point out
their own experience based on the adaptation effectiveness and not the availability of
external information. This indicator is interpreted as being "witnesses" and unaware of the
danger to their own identity. That is why the assessment of this group of attitudes is
consistent with the following "community" responses.
At this stage of the analysis we can mark the following observations: In almost all the
groups distorted perception of psychological cognitive resources and their transfer to the
emotional and behavioral field are recorded. Simultaneously, the certainty and demand for
answers to the socio-cultural adaptation are noticeable. Adaptation group-to-peer
component is the most important in the immediate emergency and the organizational and
institutional component is highlighted in the post-stage and has a long-term effect. These
considerations can serve as a basis for the study of a person's socialization process, as it
expresses the key expectations of a person after the emergency, which are mainly related
to the post-traumatic organization and reaction to the social institutions.
The following are the results of the socio-psychological transformation of adaptation,
when in the post-stage phase almost all the electoral groups have a tendency not to adapt
their adaptation process to the external environment, but rather to adapt the socio-cultural
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environment to the new socio-role status acquired by a person. This mechanism of a
"socialized powerlessness" is based on the "freezing" of psychological resources when a
person gradually begins to adapt himself to the new position and expects the long-term
social support of his new injured status.

Conclusion
Summarizing the investigation of the relationship between psychological resources
and social adaptation of the person, one can draw the following conclusions.
Adaptation to emergency situations is included in a person's socialization system.
•

Psychological resources of an individual are important in terms of adaptation to

newly emerging social structures due to emergency situations (types of cognitive,
emotional and behavioral resources of a person's psychological resources).
•

In the case of constructive expression of cognitive resources, the person's

abilities and knowledge are taken into account in emergency situations overcoming it and
moving to the regular life.
•

In the case of destructive effects of cognitive resources, the marginal mentality

of thinking is reflected and a person is unable to move to a regular course of life forming
the marginal culture.
•

Constructive effects of emotional resources are expressed in the possession of

socio-metric feelings, controlling the dynamics of emotion and guiding the positive
emotions.
•

The destructive manifestations of the adaptation emotional resources are the

emotions expressed in the form of fear, sadness, anxiety and depression.
•

Adaptation behavioral resources provide the expression of the above-mentioned

cognitive and emotional strains in person's life. Based on the logic of the psychological
resource’s classification, one can also engage in the same pattern of behavior as the
cognitive behavioral and emotional behavioral resources. The first of these would indicate
the forms of behavior that are largely driven by cognitive resources. The conceptual
framework of emotional behavior, in its turn, will constitute a manifestation of behavior
resulting from the person's emotions. Each type of behavior, similarly, will be subject to
general infrastructure classification as constructive and destructive components of
cognitive or emotional behavior, expressed in person’s socio-cultural behavior.
•

The mechanism of adaptation of a "socialized powerlessness" has been

discovered, which is based on the utilization principle using of external resources and, at
the same time, maximum protection of psychological resources and "freezing". This
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mechanism has been described as a "social adaptation transformation into the sociocultural marginality" when a person gradually begins to adapt to his position of
powerlessness and the mandatory presence of social support and expects the social
acceptance of his new status taken in the emergency situation. In case of termination or
interruption of social support, such position will have destructive psychological impact.
•

One of the main features of the emergency response strategy is the inclusion of

the situation into a rational assessment of this experience, which contributes to the
valuation of future life.
•

Certain planning of the future is particularly important in terms of improving the

person's sustainability. The lack of such planning is a test of stress in a traumatic situation.
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ROLE AND VALUE OF COMMUNICATIVE COMPETENCE OF FUTURE
MILITARY PSYCHOLOGIST DURING PROFESSIONAL DEVELOPMENT

Abstract
The psychological problem of the formation of communication competence of a military
psychologist is conditioned by the unity of the problems faced by our army and the
educational programs. It focuses on the process of formation and development of
communication skills of the future military psychologist in the field of professional
communication, in which the emphasis is on the direction of the future specialist in
communication. Based on the results of the research, it is proposed to ensure the principle
of uniformity of joint activities in the curricula and the introduction of training and innovation
methods for communicative competence formation.
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Introduction
Recent reforms in the sphere of modern education make us reconsider approaches
which are the bases for all social areas for preparation of young specialists. It is caused by
the choice of teaching and training methods which promote the successful achievement of
student's educational outcomes.
Professional activity in psychology is based on the various relations between objects.
In this context, communication competence is considered one of the priorities. The real
relationship between

communication competence

and

the

effectiveness of

the

psychologist's professional activity makes the complete formation of professionalism of
future specialists very important. It is also a basis for professional and personal growth.
The modern system of professional education is based on the competence approach.
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The competency is an achievement of the activity of specialists, which means an
expression of knowledge, abilities, skills and personal qualities of the person.
The competency is an acquisition of a system of competences by the person. One of
the most important issues is the improvement of the system of the Armed Forces of the
Republic of Armenia and of the process of professional preparation of the military
psychologists. Level of communicative competence of future military psychologists
determines the level of their professional activity in the army which, in its turn, promotes
the purposeful solution of the tasks facing Armed Forces.
The relevance of research is caused by the unity of our statehood army problems and
educational programs. We value correlation of future military psychologists' communicative
competence and adaptation of the military service. It can increase the efficiency of fighting
tasks in military units. In this context, two fundamental problems are united and became a
system of psychological analysis. The analysis of scientific literature is considered in three
aspects for studying the professional activity of human (Bodalyov, 1983: Kunicina, 2001).
• A philosophical - methodological approach to communication and interpersonal
communication (Abulxanova-Slavskaya, 2012; Kagan, 1988: Parigin, 1999, Rubinstein,
2010.);
•

The psychology and pedagogical analysis of human’s communicative activity

(Ananyev, 1980; Andreyeva, 1984; Bodaylov, 1983; Kolominsky, 2010; Kunitsyna, 1985;
Lomov, 1984; Myasishchev, 2005),
• Study of the process of professional, communicative competence formation and
development (Verbitsky, 1999; Zimnyaya, 2009; Lukyanova, 1996).

Materials and methods
Based on the abovementioned, as well as the necessity of unification of the Armed
Forces policy and of educational programs improvement, we have conducted research.
The research objective is to study the development of communicative competence. The
research objective is to study the development of communicative competences in the
process of preparation of military psychologists.
This emphasizes the importance of innovative approaches in the process of military
psychologists’ training. That is especially relevant for effective interaction of future military
psychologists and the military personnel under various circumstances and situations, in
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the context of developing communicative, organizational, reflexive abilities and skills
(Margaryan, 2009; Abulxanova-Slavskaya, 2012; David H. Marlowe, 2001). The
communicative competence is a set of components such as the ability to estimate, predict
and manage the process of communication. It also consists of the ability to improve the
communicative orientation, which is necessary for effective communication and adequate,
a full understanding of relationship (Petrovskaya, 2012; Abulxanova-Slavskaya, 2012).
Based on this analysis, the research was conducted generally in 2017-2018. 38
students took part in the research from Khachatur Abovyan Armenian state pedagogical
university after KH. Abovyan.

They were 1-2-year students of the master degree and

thee 3rd and 4th-year students from the bachelor degree of the faculty of the military
psychology. Communication and organizational skills are leading among the skills of
involvement, consolidation of group members and the ability to direct their activities.
Therefore, to study the communicative competence of future military psychologists, we
used V. Sinyavsky’s and B. Fedorishin’s methods of assessing the communicative and
organizational inclination during the initial professional consultation /see the fig. 1/. We
also used the methodology of S. L. Bratchenko to identify the individual in the interaction.

Results
As we mentioned above we used V. Sinyavsky’s and B. Fedorishin’s methods of
assessing the communicative and organizational inclination during the initial professional
consultation for studing the communicative competence of future military psychologists
/see the fig. 1/,.
Communication skills, as well as their orientation, are Central to those professions that
are associated with the interaction between people.
Figure 1. Evaluation of communicative and organizational aptitudes at the initial
professional consultation / average dates/
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Analysis of the results shows that the indicator of organizational inclinations on
average is 1.42 (according to the scale of the methodology), and communication
inclinations-2.57. It means that the rate of communication and organizational inclinations
are low and below the average.
The distribution of communication and organizational tendencies among students is
shown in Figure 2.
Figure 2. Distribution of Communication and Organizational Skills among
Students (in percentage)
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According to the results, 57.14% of respondents have lower than the average level of
communicative

inclination,

28.57%

of

respondents

have

an

average

level

of

communicative inclination, and among 14.28% of respondents we could not identify high,
low and very high levels of communicative inclination.
Based on the logic of the hypothesis and the purpose of the study, we also applied S.
L. Bratchenko's methodology of the orientation of personality in interaction /Figure 3/.
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Figure 3. Personality Orientation Averaged data on methodology results
The orientation of personality in interaction /100 %/
18 %
29 %
altero-centric orientation
Authoritarian orientation
Indifferent orientation
22 %

comformist orientation
Manipulative orientation

23 %
8%

According to the results of the applied methodology (Figure 3), the main orientation is
the manipulative orientation (29%). Next is the conformist orientation (23%). The
authoritarian orientation is demonstrated for 1% less than the conformist orientation (22%).
The alterocentric orientation is expressed by 18%. And the lowest rate (8%) has been
recorded as an indifferent orientation.

Discussion
According to the analysis, they do not tend to communicate, get confused in the
group, have difficulties in getting new acquaintances, also show low social activity and
prefer not to make independent decisions.
The educational process of the mentioned staff is organized in the university and at
the Military Aviation University after A Khamperyanc, where there are statutory relations.
We assume that the existence of statutory and legislative relations in the military school
impedes the development of communicative competence of the future military psychologist
in the field of professional activity.
The proportion of data indicates that manipulative orientation of the person prevails in
the communication process, i.e., that is to say, to make the opposite side and the whole
communicative process serve for own purposes. According to this direction, the person
strives to understand the other person to use and manage his or her behavior and to
obtain the necessary information.

Conclusions
The results of the research allow us to focus on the following ideas:
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1. We need effective communicative skill formation that is imperative for future
specialists.
2. It is necessary to have united principle with RA Armed Forces in the process of
preparing specialists.
3. It is important to include elective courses of the development of communicative
competence in master's degree programs of military psychologists. Innovative teaching
methods, which are the base of the above-mentioned courses, will serve to increase the
motivation of future specialists. It will allow choosing different strategies for their own
actions in different situations and areas of activity as well. The involvement of the abovementioned courses and the game-based teaching

methods as well as the socio-

psychological training, will contribute to the formation and development of communicative
competence of future military psychologists.
4. This process can also be a chance to develop professional training programs for
military psychologists and the staff of the Armed Forces of Armenia.
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STUDYING THE PROCEDURE COMPONENT OF LEARNING MOTIVES OF
STUDENTS WITH DIFFERENT GPA (ON THE EXAMPLE OF STUDENTS OF
KHACHATUR ABOVIAN. ASPU)

Abstract
The article focuses on the study of the procedural component of students' learning
motives from the faculties of humanities of ASPU. As an academic task has been taken
reading comprehension, and reading comprehension actions have been considered as
procedural components of learning motives.
The focus group method was chosen as an effective method for studying the abovementioned issue. The results of the focus group study, that's the variety of reading
comprehension actions of students with different GPA (Grade Point Average) were
revealed and grouped. The actions or strategies of medium and especially low GPA
students are poor for ensuring deep comprehension of academic texts, which in its turn
decreases learning motivation, while students with high-GPA mainly perform mental
actions of different complexity levels for ensuring text comprehension which in turn
increases intrinsic learning motivation.

Keywords: procedural component, learning motivation, learning actions, reading
comprehension, focus group.

Learning motivation, as a key component of the learning process, are constantly
changing due to reforms in higher education. As a result, the requirements for students are
regularly modified and shifted. Perhaps one of the main ones is emphasizing the
importance of students' individual/autonomous work throughout the entire study. In the
context of increasing the share of autonomous work, the study of the students' learning
motivation becomes more important, especially from the procedural point of view that is
advanced approach (Bodrov V.A., Lozhkin G.V., Pljushh A.N., 2001).
Traditionally motivation to learn is connected with student's goals, interests,
expectations, self-efficacy, etc., but never with learning actions. In the context of the
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Psychological Theory of Activity learning actions and operations are considered as the
process components of the motivation. Perception, understanding and learning of the
academic material stands as the operational component of learning motivation, which
provides the actual performance of the academic achievement.
According to another approach, success in academic performance depends on the
students' learning strategies, which are skills and abilities to acquire and internalize
knowledge effectively (Schellings, Gonny, 2011).
So, we think that learning actions and learning strategies have the same meaning
and functions, therefore can be used as synonyms.
Understanding and mastering academic or scientific texts, scholarly articles, or
internet publications is commonin higher pedagogical education. That's why Reading
Comprehension is identified to be the most important part of the learning process. Simply
put, in this study, individual Reading Comprehension actions/strategies appear as a
procedural component of learning motivation.
Obviously, the reading comprehension depends on the effectiveness of analysis,
comparison, synthesis, criticize, promotion of new ideas, etc. Therefore, for motivated
learning, it seems necessary for the student to perform complex learning actions.
The problem reading comprehension is relevant throughout the world. It stands as a
research object for many scientists (Doblaev, L.P., Davydov, V.V., Tikhomirov, O.K.,
Znakov, V.V., Chistyakova, G.D., Pearson, P.D., Anderson, R.C., Gallagher, M.C., Spiro,
R.J. etc.). Researches (Royer, Marchant, Sinatra, & Lovejoy, 1990) have shown that
students' academic performance mainly depends on their understanding of academic
texts. Research we conducted has also revealed that the growth of intrinsic learning
motivation depends on how effectively students cope with academic text comprehension
(Karapetjan V.S., Kelojan M.A., 2014).
The research goal is to identify reading comprehension actions/strategies
of low, medium, and high GPA students.

Sample of the study
The overall sample consists of low, medium, and high GPA 153 students (1st year
36, 2nd year 33, 3rd year 45, 4th year 39) from the Humanities stream of the Armenian State
Pedagogical University.
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Explanation and justification of the research method
The method of focus groups has been chosen as an adequate method for the goal
and objectives of this study. The rationale for the selection has been served thorough
examination of the existing methods, approaches and expert opinions on this issue.
Of course, there are various scales, questionnaires (Studentapproachesto learning
(SAL), The Study Process Questionnaire (SPQ) etc.), which are implemented to conduct
similar studies. However, many experts in this field (Veenman, 2003; Hopfenbeck, 2009,
etc.) are of the opinion that the choice of method depends on the specific research task.
For example, Veenman believes that the questionnaires after additional processing may
provide adequate reliability, but their convergent validity remains low (Veenman, M.V.J.,
Prins, F.J., & Verheij, J., 2003). Hopfenbeck, when conducting similar studies, advocates
the use of qualitative methods, in particular, interviews.
Moreover, there are two approaches to study the work with academic text: on-line
(research is conducted in the learning process) and off-line (research is conducted before
or after training) methods. The first group of studies includes the think-aloud method,
behavior observation, eye movement measurement, trajectory analysis, and performance
assessment. The second group of methods includes questionnaires, oral interviews,
scales, portfolios. Today, researchers prefer the methods of the second group, since the
results obtained using the methods of the first group cannot be generalized for all tasks. In
addition, online methods are time-consuming in terms of both implementation and
processing of results, and in the case of a large sample, their use is impractical (Veenman,
M.V.J., Prins, F.J., & Verheij, J., 2003). In view of the above, we have chosen the focus
group method.
The grade and academic performance have been chosen as the criteria for the
formation of a homogeneous focus group. 8-12 students have been included in each
group. The duration of focus groups ranged from 35-45 minutes and was protocoled (video
recording was not carried out according to the student's request).
The objective analysis of the results has been made according to the requirements
of the qualitative research analysis (Mel'nikova O.T., Khoroshilov D.A., 2010, pp. 12-19).
Preliminary preparation and the very procedure of conducting focus groups were carried
out on the basis of approaches Belanovsky, С.А. and Melnikov, O.T. (Belanovskij S. A.,
2001, Mel'nikova O.T. ,2007).
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Results and discussion
The results of the focus group study show that first-year students of the humanitarian
stream with “high” academic performance used to divide the text into parts and read slowly
or visualize the content during reading (see tab. 1.).
In the second-year students also establish connections between different topics and
draw parallels, use other sources of information. The third year, students add to existing
actions new ones: “compare and analyze”, “differentiate the primary from the secondary
meaning in the text”. In the fourth year, students understand the text more deeply. A
summary of the results obtained allows us to conclude that students with “high” academic
performance mainly use metacognitive actions of different complexity levels (see tab. 1.).
Table 1. Learning actions of high GPA students (from 1 st to 4th grade)

Grade Learning actions

Percentages

1st

Divide into parts and slowly read

50%

Read slowly and visualize

50%

Use other sources of information

50%

Read slowly and visualize

25%

Make connections between topics and draw parallels

25%

2nd

Make connections between different topics and courses 37,5%

3rd

4th

Read slowly and visualize

25%

Compare and analyze

12,5%

Differentiate primary and secondary information

12,5%

Draw parallels

12,5%

Read slowly and reproduce with comprehension

55,6%

Make connections between different topics and courses 22,2%
Use other sources of information

11,1%

Compare and analyze

11,1%
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First-year students of the humanitarian stream with “medium” GPA mostly read the
text several times, then reproduce in own words. They also make notes, underline the
main meaning in the text and write out it in brief. Not very popular actions are learning by
examples and using dictionaries (see tab. 2).

Table 2. Learning actions of medium GPA students (from 1st to 4 th grade)
Grade Learning actions

1st

2nd

3rd

4th

Percentages

Read several times and reproduce in own words

33,3%

Make notes and underline

29,1%

Divide into parts and read

16,7%

Use dictionaries

8,4%

Write out the text in brief

8,4%

Learn by example

4,2%

Read and reproduce in own words

68,75%

Make notes and underline

12.5%

Write out the text in brief

12,5%

Use a dictionary

6,25%

Read and reproduce the text word for word

26,3%

Make notes and underline

21,1%

Write out the text in brief

15,8%

Divide into parts and read

15,8%

Learn by example

10,5%

Simplify material

5,25%

Explain in own words

5,25%

Divide into parts and read

25%

Make notes and underline the main parts

16,6%

Read, visualize and reproduce in own words

16,6%
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Write down unclear parts to find out

16,6%

Write out the text in brief

8,4%

Connect with past knowledge

8,4%

Use of pictures, charts, schemes to understand and memorize 8,4%
Sophomores use nearly the same actions that use freshmen. The 3rd and 4th year,
students write down unclear parts of the material, simplify and connect it with the past
knowledge using pictures, charts, schemes for better understanding and memorizing. They
already reproduce the content of the material in their own words, which can be considered
as a criterion of understanding. This action is inherent to students with "high" GPA (see
tab. 2).
First and second-year students with “low” academic performance mostly read and
reproduce the text with the words of the author, nearly by heart. They also ask for help
from a lecturer or friends when faced with difficulties (see tab. 3). Students of the 3rd and
4th years partly differ from the actions performed on previous courses: they tend to read
aloud or in mind, separate comprehensible parts and try to remember, make records and
listen many times. At the graduation course, these students are already beginning to apply
the actions inherent to students with a “medium” academic performance: “make notes and
underline the main parts”, “divide into parts and read” and “write out the text in brief”.
Table 3. Learning actions of low GPA students (from 1st to 4th grade)
Grade

Learning actions

Percentages

1st

Read and reproduce the text word for word

62,5%

Ask for help from a lecturer

12,5%

Ask for help from friends

12,5%

Learn by heart

12,5%

Read

70%

Try to learn by heart

20%

Ask for help from a lecturer and friends

10%

Read aloud or in mind

66,6%

Read and reproduce the text word for word

11,2%

2nd
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3rd

4th

Ask for help from lecturers and friends

11,2%

Separate comprehensible parts and try to remember

5,5%

Divide into parts and read

5,5%

Read aloud or in mind

72,4%

Write out the text in brief

11,1%

Read and try to recall

5,5%

Make records and listen

5.5%

Make notes and underline the main parts

5,5%

Thus, it becomes clear that students with “high” GPA while working with text
perform complex mental actions, which leads to an understanding of the material, students
with “medium” GPA mainly perform verbal and practical actions, while to students with
“low” performance tend to mechanical memorization and text reproduction.
It was also revealed that students with "low" academic performance do not realize
the difference between understanding and reproducing an educational text: at best, they
perform actions that ensure the reproduction of material close to the text, which does not
mean its understanding at all. The results of the study indicate that the problems in text
comprehension directly affects the students' learning motives since it impedes the
achievement of academic success (Karapetjan V.S., Kelojan M.A., 2014, Kelojan M. A.,
2014).

Conclusions
Summarized results of the reading comprehension action in different academic
achievement groups prove that:
(a) students with high-GPA mainly perform mental actions of different complexity
levels (“Make connections between knowledge and draw parallels”, “Make connections
between different topics and courses”, “Read slowly and visualize”, “Compare and
analyze”, “Differentiate primary and secondary information”, “Read slowly and reproduce
with comprehension”, “Use other sources of information” etc.);
(b) students with medium GPA do verbal and practical actions (“Read several times
and reproduce in own words”, “Make notes and underline”, “Divide into parts and read”,
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“Use dictionaries”, “Write out the text in brief”, “Learn by example”, “Simplify material”,
“Explain in own words”, “Write down unclear parts to find out” (“Connect with the past
knowledge”, “Use of pictures, charts, schemes to understand and memorize” etc.), that, of
course, have cognitive elements;
(c) students with low GPA are used to read the texts and try to reproduce with text
words (“Read and reproduce the text word for word”, “Learn by heart”, “Ask for help from a
lecturer and friends”, “Read aloud or in mind”, “Separate comprehensible parts and try to
remember”, “Make records and listen” etc.).
Comparing the reading comprehension actions in different grades of learning it is
identified an insignificant dynamic of actions, e. g. some low GPA students on the 4th
grade become use such actions (“Write out the text in brief”, “Make notes and underline”)
that are typical for medium GPA students.
Thus, we can notice that the actions or strategies of medium and especially low GPA
students are poor for ensuring deep comprehension of academic texts, which in its turn
decreases learning motivation.
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A COMPARATIVE STUDY OF CREATIVITY AND THE ROLE OF CHESS IN
ITS DEVELOPMENT

Abstract
The article presents research data from 2004-2009. The creativity of younger schoolage children was examined. There has been a pattern here; the age of the child increases
creativity decreases. The study was repeated in 2019. This time we got some interesting
data. Creativity decreases at the beginning of junior school age, but increases at the end
of age. I think this explanation should be explored, but the only change in the Armenian
educational system is the introduction of the "Chess" subject. We believe that it has had a
positive impact on the development of children's creativity.

Keywords: creativity, convergent thinking, divergent thinking, intelligence,
giftedness, development,

Introduction
Before discussing the problem of creativity, let's understand what it means from the
scientific point of view. The term "creativity" has been widely spread by J. Guilford’s works
(Guilford, 1950). He mentions two different thinking actions: convergent and divergent
thinking. Convergent thinking operates in the case when a person who is solving a
problem needs to find the only correct solution in different conditions. Although there may
be some specific solutions, it is always limited. J. Guilford identified the convergencethinking ability of intellect tests, that is, the tests that measured the intelligence coefficient
(IQ) (Guilford, 1959).
In a wider sense, creativity is regarded as an activity that is carried out in an
uncertain situation and is aimed at achieving results where there is objective or subjective
innovation. If we look at it from this point of view, creativity is not necessarily related to the
types of activities that are traditionally creative, writing music, poems, painting and more. It
is available in all cases when it is necessary to act in an uncertain situation when there are
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no ways to solve a problem and it is impossible to predict the changing conditions.
This problem has been further developed in research of Terman’s work (Terman,
1925) on the characteristics and behavior of gifted students, there have been many
debates and discussions centering around the notion of ‘‘giftedness.’’ The most famous
life-span study is Terman's which started in the 20s and is still ongoing (Terman, 1925).
His 1528 subjects (672 girls and 856 boys) were selected on the basis of an IQ score of
135 or higher. His selection was based on IQ as the only crucial factor of giftedness.
Actually, his selection was very careful and he did try to apply the high scientific standards
of that time. In spite of the many deficits of such pioneering approach, his data provided us
with rich material and new perspectives on the development of gifted subjects.
In 1926, Terman and K. Kock analyzed the biographies of 282 well-known people
and based on their success, in the age between 17 and 26, tried to estimate the IQ. At the
same time, they were based on Binets scale to evaluate intelligence at a childhood
(Terman & Oden, 1951). They found that children with intellectual giftedness were two
years more advanced from their peers.
The intelligence coefficient was inspected in three stages: 1927-1928, 1932-1940,
and in 1951-1952. The latest research was carried out by D. Feldman 60 years after the
start of the research (Feldman 1979). He checked the successes of people chosen by
Terman.
800 men, who were among those chosen and had 135 intellectual capacity, had 67
books (21 artistic and 46 monographs) printed at the age of 50, 78 of them were doctors of
philosophy, 48 were doctors of medicine, and so on. 47 male names were included in the
guide “1949 American Best Citizens”. These figures were 30 times higher than the
benchmarks of the comparative group. It should be noted that the children separated by L.
Terman, were differed with early development (early, walk, speak, read, write, etc.). All
intellectual children have successfully completed the school, most of them have received
university education, and 200 people become Doctor of Science. Comparative research on
the knowledge and skills of well-known people has shown that their intelligence coefficient
is fairly high (Feldman, 1979).
However, as regards the results of creative success, they were not so definite. No
one early intellectual chosen by Terman have ever been shown in any of the talented
creators. None of them has made a significant contribution to the development of world
culture (Feldman, 1979).
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Thus, an intellectually developed child is successfully adapted to society. Intellect is
not an obstacle but a prerequisite for succeeding in a democratic society. But the high
level of intelligence does not mean that this person will reach creative heights. However,
there is also an opinion that there is some correlation between intelligence and creativity.
Terman, convinced by his own empirical data, came to the conclusion that
intelligence is important, a necessary condition, but that a supportive home and school
environment as well as high achievement motivation contribute in an essential way to the
realization of high potential. More important creative abilities to create universal values
(Feldman, 1979).
We conducted our research from 2004 to 2009. The purpose of the research was to
identify gifted children, as the theme of my dissertation was "Causality of the Psychological
Alienation in the Relationships of Gifted Children and Psychological Methods for
Overcoming, so we had the task to identify gifted children, and the scientific criterion of
giftedness was two: a high level of intellect and creativity. We have studied a large number
of children aged 5-9 to choose from them gifted children. As a result of this research, we
had a large number of research data related to creativity and intelligence. The study
included 993 schoolchildren - 567 boys and 426 girls. The children were students of the A.
Shirakatsi Lyceum- 472 children, from school number 87 - 209 children, and school
number 31 - 312 children.

Materials and methods
For the study of creativity, we used the modified version of E. P. Torrance,
"Differential Thinking" or Test of Creativity / Williams Modification, as well as various tasks
have been selected by us, which were aimed to discover creativity. These tasks can have
different solutions and original approach.
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Figure 1.

Results and discussion
During the analysis of the results of the creativity, we noticed regularity. As you can
see from the graph, parallel to the age, the level of creativity decreases. This means that
creativity in the group of younger children is higher than in older age groups. The reasons
can be very different. However, we can conclude that the compulsory school programs
Traditional approaches to teaching do not contribute to the development of such an
important quality, such as creativity. We also think that nobody is skeptical of the idea that
people with such capacities can develop science and technology, as well as through them
humanity will overcome the challenges. In 2019, we have tried to re-explore the level of
creativity, because changes have taken place in the educational system in Armenia: chess
has become a mandatory subject in 2011, and our goal is to find out whether the
introduction of this subject has any impact on creativity. The research has been organized
and is being implemented in several schools in Yerevan – number 67, 2, 8, 150, 137, 129,
as well as in some schools of Artashat and Echmiadzin. At this moment have been
researched 201 schoolchildren - 109 boys and 92 girls.
To ensure the reliability of the research has been applied the same methods - E. P.
Torrance’s test of “Divergent thinking” or creativity and same tasks. Now we are going to
present the results by percentage and graphic expression, as well as compare with
previous results.
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Figure 2.

In the graph we can see, the data has changed. 6 and 7-year-olds about creativity
level are reduced. We assume that the reason for these changes in the age to go to
school. In other words, during the initial study they were going to school at the age of
seven, and today at age 6. As the child has a problem with adapting to a school situation,
it affects creative thinking. But the continuation of the development is encouraging. The
creativity gradually rises, though slightly. The downward trend is observed in the ages of 6
and 7, but comparing with the previous years, we see that there is a tendency of growth.

Conclusions
Of course, one can argue and discuss reasons, what factors can have affected this
change, but in the system of education in Armenia, crucial changes didn’t happen and only
the change is a chess subject’s input as a compulsory.
We suppose that chess in education influences the development of creative thinking
of children, which is very important.

References
Feldman, D., (1979). The Mysterious Case of Extreme Giftedness (p. 57). Chicago.
Guilford, J., (1950). Creativity. American Psychologist, (5), pp. 444-454.
103

Guilford, J., (1959). Traits of Creativity, Creativity and its Cultivation (p. 3) New York.
Terman, L., (1925). Mental and Physical Traits of a Thousand Gifted Children. Genetic
Studies of Genius (vol.1, p. 522) Stanford, CA.
Terman, L. M., & Oden, M. H., (1951). The Stanford studies of the gifted (p. 20-45), NYC:
D. C., Heath.

104

CHAPTER 2.
PEDAGOGY
(EDUCATION)

105

UDC 37.014:316.4
Tigran MIKAYELYAN

CRISIS AND EDUCATION: IN SEARCH OF A FUNCTIONAL PARADIGM

Abstract
The paper refers to the most recurrent concepts that are to be involved in the
development of educational philosophy – relevant to emergency contexts, i.e. crises of
social impact. The article aims to compile the set of key concepts that seem to be
indispensable for the respective paradigm – necessary to define the required framework
for overcoming the difficulties and tackling the issues caused by crises. The article makes
use of a variety of concepts of philosophical discourse to cover all the possible instances
of the educational realm.
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Introduction
The contradictory perception of responsibility that is assumed by educators appears
to infer the significance commonly attributed to this domain of human society, on the one
hand, and the severest allegations, blame, and criticism which are likely to rise, at the
most critical moments or emergencies. Therefore, the rundown of the respective paradigm
of educational philosophy is persistently on the agenda of educators, education managers
and all the stakeholders of the sphere. The paper is an attempt to offer some alignment for
the search of some priority concepts which, dependent of the situation and/or case, might
become vectors and even axes for building up the necessary conceptual edifice for further
progress.

Formats matter
Any scope of educational activity might be observed as a process, network or
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system. Education as a process comprises any actual teaching/learning process with the
respective transfer of information on the knowledge and skills required, as well as on the
formation of the corresponding competences. Networking has always existed in the
sphere of education. Recently, network-based education has mainly been promoted due to
the variety of information and communication channels that foster the educational activities
and enhance them both quantitatively and qualitatively. In the modern world, the key
concept of networking has recorded drastic changes: geographic expansion of a variety of
educational communities, associations, and interest groups and deeper professional
intercourse formats – with instant interaction and facilitated assistance and counselling.
System-based education is the institutionalised educational sector with the respective
standards and norms prioritised. This format is aimed at embracing educational ideas,
practices, and experiences for further testing and endorsement. The key concept within
this format is the respective rationale for community-based activities – developed out of
actual needs and in value-specific ways.

Educator’s insight within crises
The educator’s insight that might be assigned with specific prospects of positive
development could be grouped under the following priorities:
(a) Detecting the character of current educational activities,
(b) Detecting crises;
(c) Observing education as a tool,
(d) Observing education as a process struck by a crisis,
(e) Observing education as a possible reason for a crisis.
Once all the insights are considered, one should refer to the areas of vulnerability,
which similar to Achilles heel, are the standpoints from which the possible crisis might be
both observed and, unfortunately, spread (e). The managerial viewpoint (a) offers not only
the respective angle of vision but also the potential failure in objectivity. As for the
diagnostic standpoint (b), it is likely to encounter hurdles related to measurability. The
instrumental perspective (c) appears to become a victim of inadequacy. The education
struck by a crisis (d) might easily fall to а disarray caused by the given crisis. Therefore,
every single aspect tends to contain areas of vulnerability which, quite contradictorily,
comprises not only the ability to perceive the subject matter scope of issues but also to
grow into a possible epicentre of the crisis. Such dual function of standpoint reminds the
statement by renowned Greek philosopher Evanghelos Moutsopoulos (Moutsopoulos,
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2017), “The more the historical consciousness of a society is aware of its eventual
capacity to take advantage of its past, the more it is susceptible of being subject to crises.”
(p. 25)
All these areas of vulnerability are there to be considered through the scope of
managerial duties (for instance, foreseeing), philosophical prospects (for example, overall
understanding and obtaining wellbeing), and cultural vision (for instance, a system of
values).
Thus, the scope of educational tasks introduced above might be hindered or become
an epicentre of crises because of the following potential issues:
(a) Managerial insight – inappropriate administration issues,
(b) Diagnostic insight – imprecise criteria of measurability,
(c) Instrumental insights – disproportioned methodological standards,
(d) Observing education as a process struck by a crisis – unfocused or misfocused
efforts applied,
(e) Observing education as a possible cause of the crisis – inappropriate educational
content.

Locating pedagogy within the context of crisis
The Greek Thinker (Moutsopoulos, 2017) mentioned above also states, “What
remains to be defined and understood in such an ocean of crisis is not the nature of a
concrete order of crises, but that of the very idea of crisis, whose every other crisis is a
specific manifestation.” (p. 26)
The speculations on the relations between education and crisis have been unfolding
for a rather long period. The intrinsic nature of “crisis”, as a notion, has comprised a wide
range of concepts – failure, interruption, dead-end, lack (of knowledge, skills,
competences, provision and resources), apathy, and critical moment to precede some
changes. The same Philosopher (Moutsopoulos, 2017), in the same volume, compiles the
comprehensive

paradigm

of

the

concepts

characterising

a

crisis

phenomenologically and dynamically perceived (p. 27-28):
1. from epistemological perspectives – comparison and discrimination;
2. from the reversive or conflicting standpoint – criterion;
3. from ontological perspectives – discontinuity.
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–

both

Despite the continuous explorations in the field, we still come across primordial
viewpoint issues: Should we (a) formulate crisis in coordinated conjunction with education
(crisis and education), (b) observe education instrumentally, i.e. as a means of overcoming
a crisis, and (c) detect a crisis as a phenomenon occurring within the process of
education? The relations or possibly compatible links between these concepts derive from
the standpoints stated below:
a. Education as a means of preparing people for crises,
b. Education for critical situations, cases, failures, etc.,
c.

A crisis within the realm of education.

The standpoints comprise a paradigm typical of ethical and methodological
discourses. The third standpoint, however, occurs within the instrumental discourse.

Educational activities scheduled to face a crisis
The readiness for crisis is an objective tackled within general educational mission
framework aimed at educating people to face a crisis – detecting, analysing,
reacting/solving and realising the experience gained for a better/improved/effective
reaction to a similar situation. Therefore, education as a domain might generate the
following managerial schedules:
PRE-crisis schedule: The parties involved in the context are anticipating some
issues of stressful nature and the educational community is required to prepare the society
for possible hardship. Thus, the primary function of educational mind must be either
oriented towards the already existing models for a critical situation or emergency or any
experience in the past. What educators deal with is a series of hypothesising, measuring,
and sampling activities. This phase pretty much reminds the being and anticipating states
of the mind, with particular reference to the philosophical and spiritual growth described by
Thomas Metzger (Adler, 2008) as “the naturally given phases of the mind” (p. 83) –
comprising the phases ranging from the balanced starting point of contemplation to explicit
act of self-expression. As Joseph A. Adler (Adler, 2008) summarises in his research, the
first state, i.e. “total stillness” in which the mind has access to the “good cosmic force
represented by “Heaven” (Chinese: tian – 天); it is the aspect of mind that Zhu Xi calls the
“moral mind” (Chinese – daoxin 道心) or it is the principle (Chinese li – 理) of the mind
which is human nature (Chinese – xing 性);….” (p. 58).
This stage – deciphered in terms of spirituality – as for educational realm, in
particular, consists of harmoniously established statuses: stability (stemming from the
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previous experience and based on currently enacted standards), contemplation
(functioning on endorsed or recommended measurability bases), and anticipation or
expectancies (visualised in terms of already established systemic relations and/or
regularities observed). It is a must to state that all these statuses are present within all the
schedules introduced here.
WHILE-crisis schedule: The context is ardent, and the educational community is
expected to guide the society serving as an orienting force and conducting the social pace.
This phase, above all, assumes the complete paradigm of choice – of tools, ways,
participants, those responsible, priorities, etc. Quite symbolic of the schedule might seem
King Lear’s question addressing her daughters, “Which of you shall we say doth love us
most?” This question, may we say, might serve as a metaphor of an educator’s (at least, of
a competent and diligent one) choice which focuses on all the possible aspects of
education while searching for a solution to the series of questions emergent within the
context of a crisis. Here is where we must necessarily insist on a cluster of approaches,
principles and guidelines to apply. Logically, these approaches should be of broader
coverage, principles of tested measurability, and guidelines of acute efficiency. Hence,
within the always reciprocal flow of teaching and learning the variety of mutual testing,
accepting and rejecting might ensue, quite similar to King Lear’s and his daughters case,
from, at least, three possible standpoints: the eloquence of experience (Gonorel’s
answer), the wisdom of obedience (Regan’s reply), and harshness of objectivity
(Cordelia’s laconic remarks).
As any educational function infers, the eloquence of experience is required for the
explicitness of methods and their efficiency, the wisdom of obedience is the precondition
of compliance, and, finally, the harshness of objectivity is the impartiality in the choice of
measures or means.
POST-crisis schedule: The context is stressful and social issues are to be tackled,
and the solutions should be contributed to by the educational community. The schedule is
both managerial (to complete the PDCA cycle) and conceptual (to revise the previous
paradigm). The most inspiring idea that we consider as opportune to quote here belongs to
Danish philosopher Søren Kierkegaard (Kierkegaard, 1941), “For in order to be aware of
oneself and God imagination must enable a man to soar higher than the misty precinct of
the probable, it must wrench one out of this and, by making possible that which transcends
the quantum satis of every experience, it must teach him to hope and fear, or to fear and
hope.” (p. 43).
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The theological concept of hope, used in the quote in its obviously religious sense,
might be substituted by the concept of vision of the future, the possible planning of the
pathway based on the segment covered. As for fear, it might be relevant to reformulate it
as prudence which must necessarily assume the diligence, watchfulness, impartiality and
cooperativeness.

Educational philosophy layout dealing with crises
In order to commence a more-or-less compatible layout for further enactment, the
following questions are to be covered:
(i)

How can education prepare for any crises?

(ii)

How can education help to overcome any specific crisis?

(iii)

What can education take advantage of a crisis?

As introduced by one of the accessible online educational sources (Beth, 2019), for
an exhaustive definition of one’s educational philosophy, i.e. for a vision of necessary
depth and coverage, an educator should think of the following domains:
(a) the aim of education that goes in line with the generic social and/or community
interests,
(b) the role that the educator is ready to assume within the standard-based (e.g.
curricular) framework,
(c) the vision of the efficiency of learning through methodological applications,
(d) the way that an educator should get the students involved in community life,
(e) the self-evaluation of professional qualities,
(f) the omnipresence of learning abilities among students,
(g) the possibly complete spectrum of responsibilities assumed by the educator and
owed to their students,
(h) the broader personal frame goals assumed by the educator,
(i) the ability and methods of engaging students in learning,
(j) the professional (technical enhancement and methodological reinforcement)
progress of the educator. (https://www.thoughtco.com/design-your-educational-philosophy2081733)
The aspect of watchfulness must necessarily imply the coverage of all the possible
aspects of education and increasing involvement of as many participants as possible in
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order to provide the process with the plurality of viewpoints, understanding, managing, and
doing.

Completing the framework of the possible paradigm
The Greek philosopher quoted above – Evanghelos Moutsopoulos (2017) – at the
end of his chapter in “Crises in History: A Philosophical Approach” in Philosophy and Crisis
Volumes 1, Responding to Challenges to Ways of Life in the Contemporary World (Ser. IV,
Vol. 11) by Golfo Maggini (Author), Vasiliki P. Solomou-Papanikolaou (Author), Helen
Karabatzaki (Author), Konstantinos D. Koskeridis (Author), University of Ioannina, Sector
of Philosophy, 2017, outlining the crises experienced by universities and university
education in general, claims that the variety of crises that the university system is currently
facing is of “specific” character: with the already conceptualized issues that have always
been there – “generation gap” and “degeneration” – as for the personal integrity of
participants, on the one hand, and the generic liberalisation tendencies (“democratisation”)
mutually imposed by the society (as we think, out of progress necessity) and by the
university community (if it might be allowed to say so, out of the scholarly confidence in
knowledge, skills, and competences) (pp. 35-36). The same Greek thinker refers to the
outer and inner aspects of the academic set-up of universities claiming that the outer
countenance of universities must necessarily be developed in line with their inner premises
substituting the half-measures with a complete and harmonious alignment (p. 36).
As for the agentive function of university community members in the solution of
issues of social impact, it might be justified making use of Roger Deacon’s (Deacon, 2006)
insight on Michel Foucault’s educational perceptions. Deacon, among other key terms
offered by Michel Foucault, refers to the “implications for contemporary educational
institutions and practices of a model of education as a “block of capacity – communication
– power” which factually delineates the kernel logic of the social responsibility assumed by
the participants of educational domain (p. 177).
Universities are the cradles of changes – hopefully of progressive ones. Thus, there
is a constant need in supporting advanced studies which are likely to cause quality
changes in the long run. Whereas, as so wisely observed by Evanghelos Moutsopoulos,
one of the possible prospects of university education format is its transformation into
research centres. These possible prospects are far less desirable as Universities are
centers which deal with education as (a) research centres (through institutional formats),
(b) premises for further development (process dynamics), (c) “bridges” that keep both the
timeline and the space coverage within the frames of the given society uninterrupted
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(networking logic). That is why we totally agree with the Greek Academician as for the
currently observed and definitely destructive trend of substituting the idea of vocation with
quite a vague conception of professionalism: it does seem destructive as it appears to
obliterate all the necessary premises for tackling issues of crises. What we would claim as
of absolute priority is paradigmatically determined “channelling” between the educational
realm, trying to cover all the possible formats and social systems, engaging every single
aspect, function and infrastructure present.
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DIFFERENCES IN USING LMS OR SOCIAL NETWORKS IN EDUCATION

Abstract
In recent years, the use of the learning management system (LMS) in the educator’s
practical work is becoming more popular and has many advantages: it allows students to
get knowledge faster and deeper, facilitates interaction between students and educators.
In addition, the LMS use increases the students’ number in distance education. Academic
group in the social network Facebook is used both in the students’ daily life, and is
considered as an educational tool. The social network can easily be adapted as an
additional learning management system due to the fact that virtual space become a part of
our lives and it can be used efficiently to solve much problems “on the spot”. However, the
full impact of the academic group in Facebook on learning has not been studied, especially
when compared with the use of other training management systems. According to the
study results, the Facebook group members surpassed academically those who used
Moodle. Moreover, Facebook users held a positive attitude towards learning and
interaction, higher motivation to learn compared to Moodle users. This article provides an
implementation analysis and possible limitations in the use of the training management
system. The study results may be of great interest to educators who suggest taking
Facebook as one of the training management systems.

Keywords: learning management systems, social networking technologies, higher
education, distance education, online platform integration, education tools, communication
tools.

Learning Management System (LMS) is a software for creating and managing sites
for training (Li L., Pitts J. P., 2009). Each LMS has its own interface, however, most LMS
have the same functions:
▪ Image. LMS allows you to download training resources (text documents, multimedia
files and Internet resources). Resources can be organized according to learning needs,
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such as topics and training schedule.
▪ Interaction tools. LMS provide a means of communication: announcements, forums
and messages for individual and group interactions.
▪ Tools for monitoring and evaluating the quality of management. Student
participation in exams, group work, feedback and certification training activities.
The adoption of a learning system (LMS) has become common in higher education
and has many advantages in both teaching and learning (McCarthy J., 2010). Accordingly,
the developed training systems (LMS) provide an environment that allows you to actively
study and facilitates the interaction between students and teachers (Wang Q., 2008). In
addition, the use of learning system (LMS) increases the number of students of distance
education.
However, the use of existing commercial and free Learning Management Systems
(LMS) often poses limitations. The following are examples.
Commercial Learning Management Systems (LMS) are expensive, which is
becoming a “burden” for institutions that host and support these systems. Teachers cannot
create courses or discussion groups, as these functions are available to system
administrators (Coats H.J.R., Baldwin G., 2005).
When learning system (LMS) are free, teachers must use the technical knowledge to
fill the system. Resources in the Learning System (LMS) are not available to students after
completing or completing the course, or when replacing the Learning System (LMS).
Internet social networking tools with built-in Web 2.0 concept became popular in
everyday life (Ajjan H., Hartshorne R., 2008, Kop R., Fournier H., Mak J. S. F., 2001,
DeSchryver M., Mishra P., Koehler M., Francis A., 2009).
People tend to develop social relationships with friends, classmates, colleagues, and
family members using social networking technologies such as Facebook, Twitter, Tumblr,
Instagram, and microblogging (Shih R., 2011). Easy access and social connections using
social networking technologies facilitate distance learning.
According to Facebook (Facebook, “Investor Relations: Facebook Reports First
Quarter 2014 Results), more than 1.28 billion active users shared files and communicated
in groups using Facebook. In addition, Facebook is a free and popular resource where the
content of training is available after the completion of the course, and teachers do not
need special technical knowledge to install this LMS. Facebook is considered to be a
training tool (Nunes M.B., McPherson M., 2003)., which promotes interaction, learning,
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motivation to learn and of classroom climate:

Facebook: engagement and classroom climate
Allows students to share, reflect and learn, increasing the effectiveness of student
learning (McCarthy J., 2010). The academic group provided an environment in which they
share their impressions, thoughts, resources, and comments, which contributes to the
learning process. Lee and (Pitt Li L., Pitts J.P., 2009)., Hewitt and Forte (Hewitt, Forte A.
Crossing boundaries: identity management and students/faculty relationships on the
Facebook), Mather, Murphy and Symonds (Mazer J.P., Murphy R.E., Simonds C.J., 2007).
noted that Facebook groups improve the relationship between students and teachers, and
promote a positive attitude towards courses and teachers. Interactions in online
discussions help learning and provide a supportive learning environment for student selfeducation.

Facebook: learning and motivation
Schroeder J. and Green Bowe T. (Schroeder J., Green Bowe T. (2009) reported that
students in social groups in Facebook discussing complex topics and gave detailed
answers and discussion in Facebook groups contribute to the development of critical
thinking.
Facebook affects students because the usage rate is over 90% per year (Facebook,
“Investor Relations: Facebook Reports First Quarter 2014 Results”). However, before
Facebook was not widely used in higher education, Facebook academic groups can be
used as learning systems (LMS), the impact of Facebook groups on learning compared to
a learning system (LMS) like Moodle remains limited. Kop (Kop R., Fournier H., Mak
J.S.F., 2011) described the use of the academic group on Facebook, which was created
and supported by participants in massive open online courses for self-study, determining
that some students chose the Moodle forum instead of Facebook because they could get
more background information (Wang Q., Woo H.L., Quek C.L., Yang Y., Liu M., 2012). The
Facebook group was used as an additional tool for some students.
The need to collect additional data on the differences in learning outcomes between
Moodle and Facebook has become decisive in connection with the rapid growth of mobile
technologies [19]. Mobile Facebook allows students to share learning resources: the effect
of learning Facebook on mobile devices was not compared with the results of other types
of LMS (Sаnchez R.A., Cortijo V., Javed U., 2014). In some studies, the Facebook mobile
group was compared with the Moodle training system (LMS) in terms of academic
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performance, attitude to learning, interaction, learning motivation, as well as learning
efficiency and teacher readiness.

Objective
Three groups of masters took part in this study. The study was conducted on the
course "IT programming".

The purpose of the study
To determine whether academic groups on Facebook can be used as LMS. For
comparison, two types of LMS were used: Facebook and Moodle. It was decided to check
whether the academic results and preferences of students using different LMS are
different.
As an analysis of the results was carried out private interviews (random face-to-face),
on the experience of students in the appropriate use of LMS in practical classes. The
purpose of the interview is to determine students' attitudes to using LMS and
recommendations for improving LMS.
Quantitative data are scores and LMS survey results. Qualitative data was collected
from the interview. Next, the integration of the Facebook group into the lives of students
was investigated. The difference in attitude to learning, to interaction and motivation of
students using different LMS (Facebook and Moodle). Students' experience in using
different LMS (Facebook and Moodle) in their learning.

Materials and research methods
The academic IT group Facebook was created on the basis of the social network
Facebook: initially the group was open, and users had concerns about the security of
personal data. The Facebook group was subsequently set up as private, and only for
group members: training resources and discussions are available only to them.
The Web 2.0 tool, Quibblo, was used to conduct a practical quiz on the Facebook
group. The teacher creates quizzes and places a link on the wall on Facebook, after
completion, students receive a recommendation (suggestions, comments) and statistics on
learning outcomes. The system provides a platform on which users download
assignments, training resources, publish and respond to messages, participate in practical
quizzes and discuss group news.
The popular and free LMS - Moodle, used at most universities, provides similar
features, as well as downloading and downloading files. In this study, two Learning
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Management Systems (LMS) were randomly selected: the Facebook academic group and
the Moodle group. Students could access the academic group Facebook and Moodle
using the Facebook and Moodle Mobile applications, respectively, on tablet PCs; since this
course was relatively new, all participants had limited experience using LMS (Roselli R.J.,
Howard L., Brophy S., 2006).
To evaluate the three key functions in LMS, the teacher uploaded the training
resources, and the students completed the tasks in formats such as Word, PowerPoint,
pdf, jpg-files and web addresses on the “Walls on Facebook”, “Theme page” page "Moodle
and Learning Materials" for students to read. All participants had to read the
announcements in the group and answer weekly discussion questions, as well as the
publications of other classmates to interact with the groups in Events in Facebook, forums
and discussions in Moodle. Student participation in weekly discussions was appreciated.
The training was conducted for 8 weeks. Participants had to undergo a preliminary
general survey before and after to determine the difference in learning outcomes and
interaction.
The first factor is “Attitude towards learning using different types of LMS”. The second
factor is “Attitude towards interaction using different types of LMS”. The third factor is
“Technological Efficiency and Readiness to Use LMS”. The fourth factor is “Learning
motivation when using different types of LMS”.

Research results and discussion
Differences in Academic Performance Among Learning Management Systems
(LMS). The average academic group score on Facebook was significantly higher than the
average Moodle group score. The questionnaire included four indicators: relevance to
learning using various types of LMS; relation to interaction using various types of LMS;
technological efficiency and readiness to use LMS; learning motivation when using
different types of LMS.
Attitude towards learning and interaction when using different learning management
systems. The number of students in the Facebook academic group was significantly higher
than that of students in the Moodle group. Technological efficiency, motivation and
willingness to use Learning Management Systems (LMS). The willingness to apply the
Facebook academic group in further work was significantly higher than that of students in
the Moodle group. Facebook Academic Group: Simple but disjoint discussions. The
students felt that Facebook presented a simple environment in which they could upload
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and edit: “The interface of the Facebook academic group is clear to me, I can easily find
the course materials, the wall and the discussion area. It’s convenient for me to study
using general publications on topics.”
Using Facebook groups to interact with other people is common for students and is a
convenient approach: “I use Facebook daily, and if a new message is published, it
automatically appears on the Facebook group wall. I don’t need to log in to another system
or remember another website.”
Students identified some flaws in using Facebook academic groups. Often it was
reported a drawback when messages may not be within the scope of the discussion topic:
"messages are not processed, it is difficult to find and read related messages, especially
when there are too many messages."
Since Facebook was designed for social purposes, students can be distracted, read
news, play and chat with other people instead of learning: “I felt like I spent a lot of time
reading messages and watching videos and photos that weren’t related to learning. There
were too many things that distracted me from learning.” The Facebook academic group
was open at the start of the study. Further, privacy settings were used, some students
expressed concern that their personal information might be available: “I don’t feel that
participating in the Facebook academic group is safe.” Moodle: technical problems,
possible participation in discussions.
Most students agreed: "I learned a lot from others, they shared their experience and
resources." In addition, most students agreed that their interaction with others improved: “I
interact with others quite a bit on the Facebook system and felt very comfortable in this
learning environment. Joint training with others benefits me and motivates me to further
develop myself! ”In addition, students noted that downloading files was easy and
participating in discussions was convenient:“ I can easily download materials, share
resources with others and discuss topics with other students ".
Some students spent a considerable amount of time getting to know the interface.
Most agreed that Moodle provides a simple and convenient interface with which you can
study and participate in discussions: “It took me a while to get used to Moodle, in general,
it is easy to use.”
However, some students complained that the interface is too simple and based on
the text: “I do not like the interface. It looks too boring, so I would not want to use this
system. "
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Finally, Moodle was used only for the academic community. Therefore, students used
this system when they were required to complete assignments: “I used the system when I
needed to prepare and pass an assignment. In the main time I did not check the system
and did not use it”; “I don’t use Moodle every day, only when necessary, I often miss
participation in discussions.”
However, individual users encountered technical problems. Some students noticed
that not all Internet browsers support the full Moodle functionality: “I can’t download files
using the built-in Android browser - this is very inconvenient”; “The message font size is
only 6 pins, and it's hard to read.” The system automatically registers the user. But there is
a limitation: if it is idle for a certain period of time, the student must register again in the
system: “I am not happy when the system asks to enter the account again after I have
already logged in, due to inactivity for a period of one minute".

Conclusions
An analysis of the use of Facebook (compared to other types of LMS) confirmed that
Facebook academic groups are suitable for higher and distance education.
Members of the Facebook academic group showed a positive attitude towards
learning, a higher level of interaction and motivation than in the Moodle groups. Members
of the Facebook academic group noted that using Facebook provides a convenient
environment in which they can share resources and discuss topics with others. Moreover,
they used Facebook in everyday life and agreed that Facebook makes it easy to improve
social connections and does not require an additional special system. All this contributes
to a positive attitude towards learning and active interaction in the academic group
Facebook than in the group Moodle.
The Facebook group has demonstrated a high level of technological effectiveness as
an LMS in higher education, but with a number of some limitations. Below are the main
findings of the study:
The social network and the academic group on Facebook have become part of
students' lives and provide a simple, convenient, easy learning environment. However, the
number of participants in the academic community of Facebook should be limited to
guarantee a quality management process; teachers and students were worried about the
lack of attention: participants spent too much time reading messages and watching videos
that were not related to the course, so necessary and consistent regulation was required;
confidentiality is one of the problems for users of the academic community on Facebook:
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many were worried that their personal information and course activities might be available
to strangers; It focuses mainly on masters using Facebook for academic purposes.
Similar studies can be conducted to examine the impact of using the Facebook group
on students at different levels and subject areas. Since Facebook is not intended for
educational purposes, there are more powerful LMS, for example, Canvas (Canvas.
Choosing an LMS comes down to 3 simple questions) which provide more management
functions, such as evaluation app, privacy and security control, guarantee and automatic
load management.
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STRUCTURAL TYPES OF ARMENIAN LANGUAGE VARIANT- UNITS IN
THE TRANSLATION BOOKS OF THE BIBLE

Abstract
The correlative study of variants’ form and meaning in the Bible books shows that
some types of variants; word-variants, phonetic-variants, grammatical variants, that give
some idea about present linguistic reality from the synchronic point. The marginal
components of word variants are words which have different manifestations of the form.
Phonetic variants have been formed through sound- interchange. Grammatical variants
are formed by different declensional forms.
The results of the investigation can serve as a means of comparison for both the
interlinguistic and interlinguistic typological investigation. From the subject of the study, we
can conclude that variant-units found in the Bible are a heritage from the prewritten period.
They have been transferred to old Armenian with the lexical structure of prewritten
Armenian and were reflected in the first Armenian translation manuscript- in the Bible.

Keywords: variant-unit, word variant, phonetic variant, grammatical variant, sound
alternation, augmentative, synthetic form, analytical form, declensional stems, verb stems.

The variants are units of language lexical fund, structural-formal periodization of the
root or root stems, that have structural-semantic and functional proximity or similarity
(Astuatsaturean, T. V., 1895, Jahukyan, G., 1989, Mkrtchyan, E., Khachatryan, L., (2016).
The survey of variant-units at the level of Old Armenian from the synchronic point of
view has certain scientific-theoretical significance; first, it’s necessary to reveal the
structural types of those units, which are found in the Bible - the first bibliographic
composition of the written period of Armenian. On the other hand, findings of such a
survey can become a starting point in terms of a comprehensive study of that reality at the
level of 5th century (Astvatsashunch matean hin ev nor ktakaranac, 1997).
The variant-units in the original work of the matter under investigation can be
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presented through particular grouping and structural types in order to organize their
systematic investigation by making use of the ways of the descriptive method.
Considering the comparative examination of variant-units, used in the translational
and independent literature of Armenian, as a separate research subject, we return to the
study of variant-units, found in the translation books of the Bible. Thus, during the
classification of those variants, we have taken into account the following standards of the
formation of the constituent parts of these variant-units.
a.

The word expression of variant-units’ margins. Root words, compositions with

augmentation, synthetic-analytic forms, derivative structures etc., are observed here.
b.

The sound interchange of variant-units’ margins. The simplification, the

complication of sounds, sound-dropping, diphthong simplifications etc., are observed here.
c.

The grammatical manifestations of variant-units margins. The displays of

declensional stems, singular – non-singular contrasts, verb stems’ displays, are observed
here (Astuatsaturean, T. V., 1895).
According to the above-mentioned standards and principles, the selected variantunits can be introduced in the following groups; word variants, phonetic variants,
grammatical variants.
At the same time, it is worth mentioning that the borders of such kind of divisions are
elastic at some positions. Sometimes into one group are located such variants which can
meet the demands required for being included in this group. In these cases, we are guided
by the principle of dominant grouping.
The possible displays of the types of variants in the Bible’s translation books
according to mentioned categorisation are:
A. Word variants - The marginal components of such variants are words which
have
different manifestations of the form. They have some sub-types, which are classified
according to the structural factor of the classification of variant-units’ constituent parts.
Word variants are presented in the following subclasses;
B. root variants; The second component of such units is the variant of the first stem.
The following root variants are found in the Bible; like մեռ (Ելք. ԺԵ. 23) - մահ (Ծնն.
Է.17); mer-mah (death), յաւեժ (Եսթեր. ԺԶ. 4)- յաւետ; haverzh – havet (forever) (Ծնն. Դ.
22), արագ (Բ. Մակ. Ե. 21)- երագ (Սիրաք. ԻԷ.4); arag – erag – fast, quickly:
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Without paying attention to the etymology of root variants, it is worth mentioning that
the second margin of variants’ components is formed by vocalic alternation or interchange
of the phonetic element of the initial root, e.g.
The following variants are formed by sound alternation, e. g. գաղ(տ) (Ելք. ԺԱ.2) –
գող (Ելք. ԻԲ. 2); gagh – gogh (thief), կեր (իլ) (Եզե. ԻԱ. 29) – կուր (արկանել) (Գ. Մակ.
Ե. 18); ker – kur (arkanel) (to eat):
There are reduplicative compounds with this kind of variants in the Bible, e.g.,
գաղտագողի - gaghtagoghi (secretly, in secret) (Եզե. ԺԲ. 12), կերակուր – kerakur (food,
meal) (Ծնն. Ա. 29).
With root reduplication of the second components of variants “փայլ-փող” -payl-pogh(shine) is formed the compound փողփողել (Բ. Մակ. ԺԵ. 21) – poghpoghel (to glitter):
There are variants formed with vocalic alternation and interchange, (ն)շոյլ (Բ. Մակ.
Ա. 32) – շող (Բ. Մակ. Ա. 22) – (n)shoyl – shogh – (ray, flash of light).
The variants ջեռ (ուցանել) (Ա. Թագ. ԺԱ. 10) (jer)- ջեր(անել) (Ա. Մակ. Ա. 6)
(jer(anel))- ջերմ (Ա. Թագ. ԻԱ. 6) (jerm) - ջերմն (Մատ. Ը. 15) – jermn (warm, fever) are
formed with interchange and surplus particles.
The variants ուրախութիւն (Ա. Մնա. ԺԵ.16) – խրախութիւն (Ա. Եզր. Գ. 1)
(urakhutyun – khrakhutyun (joy, gladness)) are also formed by the result of vocal
interchange [1, 429], com. Թողեալ զգինի իմ և զուրախութիւն (Դատ. Թ. 13): Էր
խրախութիւն ի տան նորա (Ա. Թագ. ԻԵ. 36).
Comp. the following formations with the root “ուրախ>խրախ” in the Bible;
խրախճան (Եսայ. ԻԳ. 7)- khrakhchan (joy), խրախճանակից (Բ. Պետ. Բ. 13)
khrakhchanakits (joy-friend), խրախճանութիւն (Բարուք. Դ. 34)- khrakhchanutyun (joy).
a. Variants with augmentatives. augmentatives are extra elements which do not
affect the meaning and the function of the root when added to the root (root-stem) in
contrast with affixes. In the case of augmentative, the root remains within the borders of
the root [6, 33]:
The second component takes the genitive case (in postpositional positions) and
countervails the augmentative root. The variants found in the Bible are used with տ ⁄ կ ⁄ ծ ⁄
ք forms; e.g. քերել (Ղեստ. Զ. 28) – քերծուլ (Ծնն. Լ. 37); qerel –qertsul

(scrape),

բեկ(ան)ել (Գ. Թագ. ԺԳ. 26) – բեկտել (Իմաս. Գ. 5); bek(an)el – bektel (annul, reverse),
ձգել (Ելք. ԺԵ. 12) – ձգտել (Գ. Մակ. Գ. 12); dzgel – dzgtel (seek), ճեղ (Ղեւտ. ԺԳ. 41) –
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ճեղքիլ; chegh-cheghqil (chink, rift) (Գործ. ԻԳ. 10), ապուր ( ապրիլ – Հեսու. Ժ. 28) –
պրծիլ (Բ, Մակ. Ժ. 32); apur – prtsil (to live). In such variants, the component with verb
augmentative demonstrates semantic nuances. Comp. Զդուռն ձգեաց զկնի իւր (Ծնն. ԺԲ.
6) – քաշել: Ձգէր քարինս Դաւթի (Բ. Թագ. ԺԶ. 6) – նետել: Մի´ ձգտիր … ընդ մեծարան
(Առակ. ԻԳԿ) – ձգտել:
b. Variants with verb-formation; the components of these variants used in the Bible
are synthetic and analytic verbs. The verbs առնել, ունել կալ and verb stems with
auxilary meaning are used as components of analytic verbs; e.g. արգելուլ (Բ. Թագ. ԺԳ.
13) – արգել առնել (Գ. Մակ. Ա. 9); argelul – argel arnel (forbid), այպանել (Գ. Թագ. ԺԸ.
27) – այպն առնել (Ա. Մակ. Թ. 26); aypanel – aypn arnel (to jeer, to laugh), ժամանել (Ա.
Թագ. Ի. 25) – ժաման առնել (Սաղ. Ի. 4); zhamanel – zhamar arnel (arrive), զգուշանալ
(Բ. Օրէնք. Բ. 3) – զգոյշ կալ (Առակ. ԻԲ. 3), zgushanal – zguysh kal (be careful),
զուարթանալ (Բ. Թագ. ԺԳ. 28) – զուարթ կալ ( Բ. Տիմո. Դ. 5); zuartanal –zuart kal (be
joyful, cheer up), ընդդիմանալ (Ա. Եզր. Ա. 27) – ընդդեմ կալ (Յուդիթ. Զ. 3); ænddimanal
– ænddem kal (resist, counteract).
In these variants of verb-formation, we come across some supplementary elements,
comp. Զտունս մեծամեծա աւերեաց (Սիրաք. ԻԸ. 18): Ոչ առնէր տիեզերս… աւերակ
(Եսայ. Ե. 9):
In the analytic verb form can be vocalic alternation positions, like, Յիշեաց
Աստուած զՆոյ (Ծնն. Ը. 1): Զքաջութիւն Տառն յուշ արարից (Եսայ. ԿԳ. 7):
One of the verb variant-units’ displays is the contrast analytic verb- form vs causative
verb- form. These variants from the other point of view can be described as a word – word
form variants; taking into consideration that combinations with causative affix are
grammatical forms - word forms. The following examples are found in Bible, դարձ առնել
(Ծնն. ԼԱ. 55) – դարձուցանել (Ծնն. ԻԸ. 15); dardz arnel – dardzucanel (make into),
բարձր առնել (Ելք. ԺԵ. 3) – բարձրացուցանել (Յեսու, Գ. 7); bardzr arnel –
bardzratsutsanel (lift, heighten), զարմանք կալնուլ (Յովբ. ԺԷ. 8) – զարմացուցանել
(Ղուկ. ԻԴ. 22); zarmanq kalnul – zarmactsutsanel (to surprise).
The verbs “առնել” and “կալնուլ” become verb indices of analytical forms of these
variants. Verb variants can have expansions of the quantitative structure at the expense of
synonymous units. Իրաւ առնել − [ Ի զօրութեան քում իրաւ արա ինձ (Սաղ. ԾԳ. 3)] –
իրաւունս առնել [Արար նման Տէր իրաւունս ի ձեռաց թշնամեաց (Բ. Թագ. ԺԸ. 19)] –
իրաւացուցանել [Զաղքատն ոչ իրաւացուցիչ (Երե. ԻԲ. 16)]:
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c. Derivative variants. The margins of these variants are the different forms of the
same root- with affixes and without them. These variants can be verbal and
substantive. Derivative variants are formed with equivalent affixes −իք, −ք, պարտք (Բ.
Օրէնք, ԻԴ. 1) – պարտիք (Ա. Մակ. ԺԳ. 37); partq – partiq (debt, obligation).
The affix “−ան−“is found in their verb variants, արգելուլ (Ա. Թագ. Զ. 10) արգելանել
(Իմաս. ԶԺ. 3); argelul – argelanel (forbid), զղջալ (Առակ. Ե. 11) – զղջանալ (Երե. ԺԸ.
10); zghjal - zghjanal (repent regret), շնալ (Ելք. Ի. 13) − շնանալ (Եզե. ԻԳ. 43), shnal –
shnanal (fornicate).
The affix “−ան−“shows the notion of continuance (aspect continuance). Արծարծել
զշնորհսն Աստծոյ (Ծնն. ԽԵ. 27): Կայծակունս արծարծանէ (Եսայ. ԾԴ. 16):
In the substantive subgroup of derivative variants are the affixes –ական, -եայ, -ումն;
ex. օրհաս (Բ, Մակ. ԺԳ. 7) – օրհասական (Եսայ. ԾԹ. 10); orhas – orhasakan (fatal),
փախուստ (Ա. Մակ. Թ. 83) – փախստեայ (Ղեւտ. ԻԶ. 17); pakhust – pakhstea (escape),
փղոսկր (Երգ. Ե. 14) – փղոսկրեայ (Եզե. Իէ. 6); pghoskr – pghoskrya (ivory).
In substantive variants the derivative margin can take an extra particle. E.g.
Սրեցից իբրեւ զփայլակ զսուսեր իմ (Բ. Օրէնք. ԼԲ. 41): Եղին փայլատակմունք և
ձայնք (Հայտ. ԺԶ. 18):
One of the components of derivative variants can become a variant margin through
stem- reduplication. Comp. Լսել զհեծութիւն կապելոց (Սաղ. ՃԱ. 21) (hetstutyun-sob):
Բազմացուցից զտրտմութիւնս քո և զհեծեծութիւնս քո (Ծնն. Գ. 16) (hetsetsutyun- sob):
d. variants with a connective vowel. The margins of these variants show the contrast
connective vowel-without connective vowel, ex.
ոտնկապ (Սիրաք. Զ. 25) – ոտնակապ (Մատ. Ե. 4); votnkap – votnakap (foot
chain),
ոտնհարութիւն (Ելք. ԼԲ. 25) – ոտնահարութիւն (Սիրաք. Զ. 4); votnaharutyun –
votnaharutyun (violation).
This type of variants is comparatively scarce in the Bible. They are absolutely
equivalent from the perspective of the meaning. The study of subgroups of variants shows
that in the Bible they have a significant functional frequency, which is conditioned the fact
that language has the potential of expressing the same meaning of the word through
different word forms.
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C. Phonetic variants - A considerable group of variants found in the Bible has been
formed utilizing sound interchange. In variant forms, sound complication, sound
simplification, metathesis, sound-dropping.
Such types of sound changes acquire word-formation value. The variant forms are
described as dependent and independent roots, and at word-formation level, they acquire
the value of derivative stem.
Variants are formed by the following factors;
a.

The complication of sounds.

թշուառական (Գ. Մակ. Ե. 21) – չուառական

(Դատ. Ե. 27); tshuarakan – chuarakan (wretch, poor), թշուառանալ (Երե. Դ. 20) –
չուառանալ (Զաքա. ԴԱ. 2); tshuaranal – chuaranal – to become poor, թշուառացուցանել
(Եսայ. ԼԳ. 1) – չուառացուցանել (Եսայ. ԻԵ. 11); tshuaracucanel – chuaracucanel (to
make poor).
b.

Simplification of sounds. պիղծ (Ղեւտ. Ե. 2) – պղտոր (Ամբա. Բ. 15); pights –

pghtor
(foul, unclean), ճանաչ (Ղուկ. Դ.Գ. 16) – ծանոթ (Հռութ. Բ. 1); chanach – tsanot
(familiar, known), արած(ել) (Ծնն. ԻԹ. 7) – արօտ (Յովել. Ա. 18); aratsel – arot (graze,
pasture), պարծ(իլ) (Առակ. Լ. 29) – հպարտ (Երե. Ծ. 31); parts(il) – hpart (proud).
c.

Sound-dropping is expressed with the presence or absence of the ending vowel

–ի. Comp. ծարաւի (Դատ. Դ. 19) – ծարաւ (Սաղ. ԿԳ. 22); tsaravi – tsarav (thirsty),
արծուի (Ելք. ԺԹ. 4) – արծիւ (Եզե. Ա.10); artsui – artsiv (eagle), դալարի (Գ. Թագ. ԺԲ.
26) – դալար (Ծնն. Ա. 30); dalari – dalar (green, fresh), կարասի (Ա. Թագ. Ժ. 22) –
կարաս (Առակ. ԻԳ. 27), karasi – karas (pitcher, wine jar), հիւսիսի ( Ղեւտ. Ա. 11) – հիսիս
(Ծնն. ԺԳ. 14), hyusisi – hisis (north).
The form “կարասի” also has the meaning “wealth”,

comp. Մի´ փոխանակեր

բարեկամ ընդ կարասւոյ (Սիրաք. Է. 20). The compound “կահ կարասի” (kah karasi)
derives from that stem (that passed into modern Armenian), comp. բառնալ զկահ եւ
զկարասի (Յուդիթ. Բ. 8).
According to historical lexicography data, in words of such types, the dropping of the
vowel “–ի” is considered a result of the historical (spontaneous) sound interchange.
Meanwhile, the examples of the Bible testifies that the presence and the absence of vowel
–i in the form of the same word are phenomena of synchrony.
d. Thematic vowels. կով (Ծնն. ԼԵ. 15)- կոգի (Բ. Թագ. ԺԷ, 29); kov – kogi (cow),
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լամբար (Առակ. ԻԱ. 4) – ղամբար (Եզե. Ա. 13); lambar – łambar (lamp)
ապահով (Եզե. ԼԸ. 11) – անհոգ (Դատ. Ը. 11); apahov – anhog (safe)
արեւ (Ելք. ԻԲ. 3)− արեգ(ակն) ( Ծնն. ԺԹ. 23); arev – areg (sun).
Root variants are equivalents and can replace each other;
Հանդեպ գնացեալ եկաք ի կով (Գործ. ԻԱ. 1): Ա´ռ կոգի և կաթն և զորթն (Ծնն. ԺԵ.
Տ):
Word-forms taken together form a unique stylistic means, redundancy; by means of
intensifying the structure of word- meaning , comp. Կոգի կովուց… (Բ. Օրէնք. ԼԲ. 14):
Units with variant vowels (letters) can be included in this subgroup.
ամօթղած (Սիրաք, ԻԶ. 18)– ամօթխած (Սիրաք. ԽԲ. 1); amotghats – amotkhats
(shy)
սանդուղ (Ծնն. ԻԸ. 12) – սանդուխ (Եզե. Խ. 26); sandugh – sandukh (stairs)
խոնջ(իլ) (Սիրաք. Զ. 20) – խոնճ (Յուդիթ. ԺԳ. 2); xonj(il) – xonch (tiredness)
կրտսեր (Ծնն. ԺԹ. 35 ) – կրցեր (Ծնն. ԺԹ. 31); krtser – krzer (junior)
e. Simplification of diphthongs - շիւղ (Ղուկ. Զ. 42) – շիղ (Գործ. ԺԵ. 22) – shyugh –
shigh (branch), փայլիւն (Ղեւտ, ԺԳ. 23) – փայլուն (Դանի. Ժ. 3) – paylivn – paylun
(splendour).
Though the sound combination “եայ” is not considered as triphthong (does not sound
as a triphthong), it can interchange into vowel and form variants - միջօրեայ – միջօրէ:
Հմմտ. Աղաղակ ի միջօրէայ ժամանակի (Երե. Ի. 16) – Նստեր առ դուրս ի միջօրէի
(Ծնն. ԺԸ. 1):
Variants conditioned by different sound-interchange factors together with their
subgroups are widely used in the Bible. It is the witness of the fact in written and prewritten
periods of language sounds (phonemes) as meaningless morphemes have had wordformation value and have participated in variant formation.
D. Grammatical variants have their unique place among variants that are used in
the Bible. Declensional stems of noun, noun singular-non-singular forms, verb stems, etc.
become components of variants. According to this, grammatical variants can be divided
into following subgroups
a.

Declensional stem variants are formed with nominative or other case forms,
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այրուձի (Բ. Եզր. Դ. 23) – առնուձի (Գ. Մակ. Դ. 9); ayrudzi – arnudzi (cavalry),
նաւակատիք (Ա. Մակ. Դ. 59) – նաւակատիս (Ա. Թագ. ԺԱ. 14); navakatiq – navakatis
(inauguration)
b.

Singular-nonsingular form variants. these forms show that either non-singular

forms have eroded and turned into singural forms or singular forms took pluralforming paricles and functioned as bearers of plural meaning; շնորհ (Իմաս. Ը. 21) –
շնորհք (Եսթեր. Ե. 8); shnorh – shnorhq (favour, grace) պահ (Ելք. ԺԴ. 24) – պահք (Գ.
Մակ. Ե. 13); pah – pahq (fasting) օրէն (Ղեւտ. Թ. 17) – օրէնք (Բ. Մակ. Դ. 10); oren –
orenq (rule) բարձ (Մարկ. Դ. 38) – բարձք (Եզե. Ա. 7); bardz – bardzq (pillow).
At the syntactic level it is difficult to differentiate between these variants, when the
singular form is used in plural (if there are no differential particles, like զպարտս –
զպարտիս – zparts- zpartis (debts)): Comp; Որպէս գրեալ է ի գիրս օրինացն Մովսիսի
(Գ. Թագ. ԺԴ. 6): Գրեաց Յիսուս ի գիրս օրինաց (Յեսու, ԻԴ. 26):
c.

Verb-stem variants. in verbal system such variants are formed in the first

(present) and second (past) stems. As can be seen from the correlative study of the form
and meaning of the variants present in our selection, the first and the second stems of
irregular verbs form stem-variants, which as derivative stemshas also have word-building
value; ունել (Ծնն. Ը. 11) – կալնուլ (Ելք. ԺԵ. 14); unel – kalnul (to haven) ընթեռնուլ (Ելք.
ԻԴ. 18) – ընթերց(ուած) (Բ. Կորն.14); ænternul – ænterc (uac) (read) երթալ (Ելք. Ե. 18)
− չոգ(ալ) (Դատ. Թ. 50); ertal – chogal (go) լսել (Ծնն. ԽԱ. 15) – լուիլ (Գ. Մակ. Դ. 10); lsel
– luil (hear) դնել (Ելք. ԺԶ. 33) – եդ (Յեսու. ԻԱ. 42); dnel – ed (put) ճանաչ(իմ) (Սաղմ.
ՁԷ. 3) – ծան (Եսայ. ԿԱ. 9); chanach(im) – took (recognise).
In such variants sometimes, verb stems (with root value) can form a reduplicative
compound բարդություն, ex. առնել – արար – arnel- arar (to make) ։ Առնել զպտուղ ըստ
ազգի (Ծնն. Ա. 11) – Արար Աստուած զերկինս (Ծնն. Բ. 4).
Thus, the correlative study of variants’ form and meaning in the Bible books shows
that some types of variants; word-variants, phonetic-variants, grammatical variants that
give some idea about present linguistic reality from the synchronic point of view.
From the subject of the study, we can conclude that variant-units found in the Bible
are a heritage from the prewritten period of view. They have been transferred to old
Armenian with the lexical structure of prewritten Armenian and were reflected in the first
Armenian translation manuscript. The genealogical study of such units is possible to carry
out with the etymological method, while with the methods of historical lexicology, it is
133

possible to interpret the chronological issues of their formation.
The results of the investigation can serve as a means of comparison for both the
intralingustic and interlingusitics typological investigation.
It is possible to make both synchronic and diachronic investigations (within the
borders of the same way of existence of language) and diachronic investigation (between
the different ways of existence of language).
At interlinguistic level, it is possible to decide the typological characterization of
variant-units by revealing their similarities and peculiarities.
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Abbreviations
Ամբա. – Ամբակում – Prophecy of Habacuc
Առակ – Առակ - Book of Proverbs
Բարուք – Բարուք – Prophecy of Baruch
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Գիրք թագավորութեանց, Ա, Բ, Գ – Book of kings 1,2,3
Գործ – Գործք առաքելոց - The Acts of the Apostles
Դանի – Դանիէլ, Prophecy of Daniel
Դատ – Դատաւորք - Book of Judges
Ելք – Ելք – Book of Exodus
Եզե.– Եզեկիէլ- Prophecy of Ezechiel
Եզր. – Եզրաս Ա. Բ - First Book of Esdras
Եսայ – Եսայի - Prophecy of Isaias
Երե. – Երեմիա – Prophecy of Jeremias
Երգ – Երգ երգոց - Song of Songs
Եսթեր – Եսթեր - Book of Esther
Զաքա. – Զաքարիա – Prophecy of Zacharias
Իմաս. – Իմաստութիւն Սողոմոնի - Book of Wisdom
Ծնն – Ծննդոց – Book of Genesis
Կորն – Թուղթ առ Կորնթացիս Բ. – The Second Epistle of St. Paul to the
Corinthians
Հռութ – Հռութ - Book of Ruth
Ղեւտ. – Ղեւտականք - Book of Leviticus
Ղուկ. – Ղուկաս, The holy Gospel of Jesus Christ, According to St. Luke
Մակ. – Մակաբայեցւոց Ա, Բ, Գ, Book of Machabees first, second, tird
Մատ. – Մատթէոս, The holy Gospel of Jesus Christ, According to St. Matthew
Մարկ. – Մարկոս, The holy Gospel of Jesus Christ, According to St. Mark
Մնա . – Մնացորդաց Ա. - First Book of Paralipomenon
Յայտ. – Յայտնութիւն Յովհաննու – The Epistle of St. John the Apostle
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Յեսու – Յեսու - Prophecy of Osee
Յուդիթ – Յուդիթ, Book of Judith
Յովբ. – Յովբ - Book of Job
Յովել – Յովել- Prophecy of Joel
Պետ. – Պետրոս Բ. - The Second Epistle of St. Peter the Apostle
Սաղ. – Սաղմոս - Book of Psalms
Տիմո. – Տիմոթէոս Բ. - The Second Epistle of St. Paul to Timothy
Օրէնք Բ. – Երկրորդումն Օրինաց - Book of Deuteronomy
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GOOLDEN PAGES
THE PURSUIT OF HAPPINESS

"Use your signature strengths and virtues in the service of
something much larger than you are." ~ Martin Seligman (2002, p.
263)
Martin Seligman is a pioneer of Positive Psychology (the
term itself was coined by Abraham Maslow), not simply because
he has a systematic theory about why happy people are happy, but because he uses the
scientific method to explore it. Through the use of exhaustive questionnaires, Seligman
found that the most satisfied, upbeat people were those who had discovered and exploited
their unique combination of "signature strengths," such as humanity, temperance and
persistence. This vision of happiness combines the virtue ethics of Confucius, Mencius
and Aristotle with modern psychological theories of motivation. Seligman's conclusion is
that happiness has three dimensions that can be cultivated: the Pleasant Life, the Good
Life, and the Meaningful Life.
The Pleasant Life is realized if we learn to savour and appreciate such basic
pleasures as companionship, the natural environment and our bodily needs. We can
remain pleasantly stuck at this stage or we can go on to experience the Good Life, which
is achieved through discovering our unique virtues and strengths, and employing them
creatively to enhance our lives. According to modern theories of self-esteem life is only
genuinely satisfying if we discover value within ourselves. Yet one of the best ways of
discovering this value is by nourishing our unique strengths in contributing to the
happiness of our fellow humans. Consequently the final stage is the Meaningful Life, in
which we find a deep sense of fulfilment by employing our unique strengths for a purpose
greater than ourselves. The genius of Seligman's theory is that it reconciles two conflicting
views of human happiness, the individualistic approach, which emphasises that we should
take care of ourselves and nurture our own strengths, and the altruistic approach, which
tends to downplay individuality and emphasizes sacrifice for the greater purpose.
The very good news is there is quite a number of internal circumstances [...] under
your voluntary control. If you decide to change them (and be warned that none of these
changes come without real effort), your level of happiness is likely to increase lastingly.
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(Seligman 2002, p. xiv)
Some detractors have criticized Positive Psychology as being intentionally oblivious
to stark realities. And though Seligman ventures into the area of pleasure and gratification
through his research in the area of positive emotion, there is much more to his work
beyond this. In his study of the Good Life (cultivating strengths and virtues) and the
Meaningful Life (developing meaning and purpose), positive psychology seeks to help
people acquire the skills to be able to deal with the stuff of life in ever fuller, deeper ways.
Martin Seligman: A Little Background
Born in 1942, Seligman is credited as the father of Positive Psychology and its
efforts to scientifically explore human potential. In Authentic Happiness (2002), he explains
that his journey towards this new field in psychology started off in a study on learned
helplessness in dogs.
During the course of the study, he noticed that, in spite of numerous configurations,
some dogs would not quit and did not "learn" helplessness. This intrigued and excited the
self-proclaimed pessimist and he drew parallels between dogs and learned helplessness
with depression in humans (Seligman 2002, p. 20-23). This shaped his work and he has
since become one of the most often-cited psychologists not only in positive psychology but
psychology in general.
A significant moment in Seligman's life was his landmark speech in 1998, at the
time of his inauguration as the president of the American Psychological Association (APA)
when he declared that psychologists need to study what makes happy people happy! He
noted, "The most important thing, the most general thing I learned, was that psychology
was half-baked, literally half-baked. We had baked the part about mental illness [...] The
other side's unbaked, the side of strength, the side of what we're good at." (Address,
Lincoln Summit, Sep. 1999.) In many ways, this signaled the opening of a new perspective
for the field of psychology.
One of Seligman's forerunners, Abraham Maslow, helped to call attention to
humanistic psychology, which focused on human strengths and potential rather than
neuroses and pathologies. Yet, Maslow was an intuitively inspired theorist with little
methodologically sound, empirical evidence to support his claims. The next generation of
psychologists such as Seligman, Ed Diener and Mihaly Csiskzenmihalyi are working to
scientifically study the effects of positive emotions and the ways in which they affect
health, performance and overall life satisfaction. More importantly for us, their studies have
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shown that happiness can be taught and learned.
The Three Dimensions of Happiness
[Positive Psychology] takes you through the countryside of pleasure and
gratification, up into the high country of strength and virtue, and finally to the peaks of
lasting fulfillment: meaning and purpose (Seligman 2002, p. 61).
According to Seligman, we can experience three kinds of happiness: 1) pleasure
and gratification, 2) embodiment of strengths and virtues and 3) meaning and purpose.
Each kind of happiness is linked to positive emotion but from his quote, you can see that in
his mind there is a progression from the first type of happiness of pleasure/gratification to
strengths/virtues and finally meaning/purpose.
The Pleasant Life: Past, Present & Future
Seligman provides a mental "toolkit" to achieve what he calls the pleasant life by
enabling people to think constructively about the past, gain optimism and hope for the
future and, as a result, gain greater happiness in the present.
Dealing with the Past
Among Seligman's arsenal for combating unhappiness with the past is that which
we commonly and curiously find among the wisdom of the ages: gratitude and forgiveness.
Seligman refers to American society as a "ventilationist society" that "deem[s] it honest,
just and even healthy to express our anger." He notes that this is often seen in the types of
therapy used for issues, problems and challenges. In contrast, Seligman extols the East
Asian tendency to quietly deal with difficult situations. He cites studies that find that those
who refrain from expressing negative emotions and in turn use different strategies to cope
with the stresses of life also tend to be happier (Seligman 2002, p. 69).
Optimism about the Future
When looking to the future, Seligman recommends an outlook of hope and
optimism.
Happiness in the Present
After making headway with these strategies for dealing with negative emotions of
the past and building hope and optimism for the future, Seligman recommends breaking
habituation, savoring experiences and using mindfulness as ways to increase happiness in
the present.
The Role of Positive Emotion
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Many studies have shown that positive emotions are frequently accompanied by
fortunate circumstances (e.g., longer life, health, large social networks, etc.). For example,
one study observed nuns who were, for the most part, leading virtually identical lifestyles.
It seemed that the nuns who expressed positive emotions more intensely and more
frequently in their daily journals also happened to outlive many of the nuns who clearly did
not. Another study used high school yearbook photos of women to see if the ultimate
expression of happiness (a smile) might also be used as an indicator as to how satisfied
they might be 20 years later. When surveyed, those who were photographed with genuine,
"Duchenne" smiles were more likely to find themselves, in their mid-life, married with
families and involved in richer social lives. In short, positive emotions are frequently paired
with happy circumstances. And while we might be tempted to assume that happiness
causes positive emotions, Seligman wonders, instead, whether positive emotions cause
happiness. If so, what does this mean for our life and our happiness?
The Good Life: Embodying the 6 Virtues & Cultivating the 24 Strengths
The strengths and virtues [...] function against misfortune and against the
psychological disorders, and they may be the key to building resilience (Seligman 2002, p.
xiv).
Virtues
One notable contribution that Seligman has made for Positive Psychology is his
cross-cultural study to create an "authoritative classification and measurement system for
the human strengths". He and Dr. Christopher Peterson, a top expert in the field of hope
and optimism, worked to create a classification system that would help psychologists
measure positive psychology's effectiveness. They used good character to measure its
efficacy because good character was so consistently and strongly linked to lasting
happiness. In order to remain true to their efforts to create a universal classification
system, they made a concerted effort to examine and research a wide variety of religious
and philosophical texts from all over the world (Seligman 2002, p. 132).
They were surprised to find 6 particular virtues that were valued in almost every
culture, valued in their own right (not just as a means to another end) and are attainable.
These 6 core virtues are:
1. wisdom & knowledge
2. courage
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3. love & humanity
4. justice
5. temperance
6. spirituality & transcendence
Strengths
For Seligman, the strengths are the "route" through we achieve virtues in our life.
Seligman clarifies the difference between talents and strengths by defining
strengths as moral traits that can be developed, learned, and that take effort. Talents, on
the other hand, tend to be inherent and can only be cultivated from what exists rather than
what develops through effort (Seligman 2002, p. 134). For example, many people consider
musical ability as more or less inherent and can only be strengthened. On the other hand,
one can cultivate the strength of patience, which can lead to the virtue of temperance.
Seligman provides a detailed classification of the different virtues as well as a
strengths survey that is available on his website: www.authentichappiness.org.
Seligman sees the healthy exercise and development of strengths and virtues as a
key to the good life – a life in which one uses one's "signature strengths every day in the
main realms of your life to bring abundant gratification and authentic happiness." The good
life is a place of happiness, good relationships and work, and from this point, Seligman
encourages people to go further to seek a meaningful life in the continual quest for
happiness (Seligman 2002, p. 161).
The Meaningful Life
Meaning & Flow
Positive emotion alienated from the exercise of character leads to emptiness,
inauthenticity, depression and, as we age, to the gnawing realization that we are fidgeting
until we die (Seligman 2002, p. 8).
Here Seligman states, rather dismally, that there are no shortcuts to happiness.
While the pleasant life might bring more positive emotion to one's life, to foster a deeper
more enduring happiness, we need to explore the realm of meaning. Without the
application of one's unique strengths and the development of one's virtues towards an end
bigger than one's self, one's potential tends to be whittled away by a mundane,
inauthentic, empty pursuit of pleasure.
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Seligman expands on the work of his contemporary and colleague, Mihaly
Csikszentmihalyi, in the area of "flow" to explain, in part, what he means by the meaningful
life. Investing oneself into creative work creates a greater sense of meaning in life and
accordingly, a greater sense of happiness.
Altruism
Seligman goes one step further than Csikszentmihalyi by exploring the experience
of flow and the loss of self-consciousness that is involved in acts of altruism and of
kindness.
Kindness [...] consists in total engagement and in the loss of consciousness
(Seligman 2002, p. 9).
The exercise of kindness is a gratification in contrast to pleasure. As a gratification,
it calls on your strengths to rise to an occasion and meet a challenge, particularly in the
service of others.
How can we use our strengths and virtues to achieve a meaningful life? One
example could be a gifted martial artist who experiences great pleasure in perfecting her
skills in karate and winning prizes in tournaments. Yet then she discovers that one autistic
child she is teaching shows signs of enormous improvement. This makes her feels so
good that she opens a class for children with special needs. Seeing these children
overcome their challenges gives her still greater happiness. Finally, she becomes so
absorbed in the happiness of these children that she forgets about her own happiness!
This situation enables her to enrich the lives of others while engaging her own
strengths and virtues.
Conclusion
•

The pleasant life: a life that successfully pursues the positive emotions about
the present, past, and future.

•

The good life: using your signature strengths to obtain abundant gratification
(through activities we like doing) in the main realms of your life.

•

The meaningful life: using your signature strengths and virtues in the service of
something much larger than you are. (Seligman 2002, p. 249).

Here Seligman succinctly describes his formula for happiness in life.

142

References
Seligman, Martin E.P. (1991). Learned Optimism: How to Change Your Mind and Your
Life. New York, NY: Pocket Books.
Seligman, Martin E.P. (1996). The Optimistic Child: Proven Program to Safeguard
Children from Depression & Build Lifelong Resilience. New York, NY: Houghton
Mifflin.
Seligman, Martin E.P. (2002). Authentic Happiness: Using the New Positive Psychology
to Realize Your Potential for Lasting Fulfillment. New York, NY: Free Press.
Seligman, Martin E.P. (2004). "Can Happiness be Taught?" Daedalus, Spring 2004.
Seligman, Martin E.P. Doing the Right Thing: Measuring Well Being for Public
Policy. International Journal of Wellbeing Vol. 1, No. 1. (2011).

Recommended reading:
Seligman, Martin E.P. (1991). Learned Optimism: How to Change Your Mind and Your
Life. New York, NY: Pocket Books.
Picture credits: Dog on stand by idaeggen / SXC.hu; Karate dojo by Jjskarate /
Wikipedia.

143

CONFERENCES IN 2020
Pedagogy (Education) Conferences
1.

ICDEE 2020: Distance Education and eLearning Conference, Rome (Jan 16-17, 2020)

2.

ICDEEQ 2020: Distance Education and Educational Quality Conference, Rome (Jan 16-17,

2020)
3.

ICDEI 2020: Designing Effective Instruction Conference, Bangkok (Jan 16-17, 2020)

4.

ICDELM 2020: Distance Education and Learning Methodologies Conference, Bangkok (Jan

16-17, 2020)
5.

ICEEEL

2020:

Educational

Environment

and

Enhancing

Learning

Conference, Bangkok (Jan 16-17, 2020)
6.

ICEQE 2020: Educational Quality and ELearning Conference, Bangkok (Jan 16-17, 2020)

7.

ICEQECE

2020:

Educational

Quality

and

Early

Childhood

Education

Conference, Rome (Jan 16-17, 2020)
8.

ICEQEMS

2020: Educational

Quality and Education

in

a

Multicultural Society

Conference, Rome (Jan 16-17, 2020)
9.

ICEQLA 2020: Educational Quality and Learning Analytics Conference, Rome (Jan 16-17,

2020)
10. ICEQLL 2020: Educational Quality and Language Learning Conference, Bangkok (Jan 16-

17, 2020)
11. ICEQSSN

2020:

Educational

Quality

and

Students

with

Special

Needs

Conference, Bangkok (Jan 16-17, 2020)
12. ICESIP 2020: Educational Science and Innovative Pedagogy Conference, Bangkok (Jan

16-17, 2020)
13. ICISDE

2020:

International

and

Sustainable

Developments

for

Education

Conference, Bangkok (Jan 16-17, 2020)
14. ICLSCE 2020: Learning Sciences and Continuous Education Conference, Rome (Jan 16-

17, 2020)
15. ICLSDE 2020: Learning Sciences and Distance Education Conference, Rome (Jan 16-17,

2020)
16. ICLSOC 2020: Learning Sciences and Online Courses Conference, Bangkok (Jan 16-17,

2020)
17. ICLSPE 2020: Learning Sciences and Primary Education Conference, Bangkok (Jan 16-17,
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2020)
18. ICNLTM 2020: New Learning and Teaching Models Conference, Rome (Jan 16-17, 2020)
19. ICOELM 2020: Open Education and Learning Mathematics Conference, Bangkok (Jan 16-

17, 2020)
20. ICOEPECE

2020:

Open

Educational

Practics

and

Early

Childhood

Education

Conference, Bangkok (Jan 16-17, 2020)
21. ICSDETM 2020: Sustainable

Developments for Education and Teaching Models

Conference, Rome (Jan 16-17, 2020)
22. ICTEL 2020: Theory of Education and Learning Conference, Bangkok (Jan 16-17, 2020)
23. ICTETM 2020: Technology Education and Teaching Models Conference, Bangkok (Jan 16-

17, 2020)
24. ICTL 2020: Teaching and Learning Conference, Rome (Jan 16-17, 2020)
25. ICVLE 2020: Virtual Learning and E-Learning Conference, Rome (Jan 16-17, 2020)
26. ICVLEQ 2020: Virtual Learning and Educational Quality Conference, Bangkok (Jan 16-17,

2020)
27. ICALSCE

2020:

Advanced

Learning

Sciences

and

Childhood

Education

Conference, London (Jan 20-21, 2020)
28. ICAPSEP

2020:

Advanced

Pedagogical

Sciences

and

Educational

Policies

Conference, London (Jan 20-21, 2020)
29. ICDETM 2020: Distance Education and Teaching Methodologies Conference, London (Jan

20-21, 2020)
30. ICEEECE

2020:

Educational

Environment

and

Early

Childhood

Enducation

Conference, Amsterdam (Jan 20-21, 2020)
31. ICEETM

2020:

Educational

Environment

and

Teaching

Models

Pedagogical

Science

Childhood

Education

Conference, Amsterdam (Jan 20-21, 2020)
32. ICEIPS

2020:

Educational

and

Innovative

Conference, Amsterdam (Jan 20-21, 2020)
33. ICELMCE

2020:

Effective

Learning

Methods

and

Conference, Amsterdam (Jan 20-21, 2020)
34. ICEMSEL

2020: Education

in a

Multicultural Society and Enhancing Learning

Conference, London (Jan 20-21, 2020)
35. ICEPP 2020: Educational Policies and Pedagogy Conference, London (Jan 20-21, 2020)
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36. ICEQDE 2020: Educational Quality and Distance Education Conference, London (Jan 20-

21, 2020)
37. ICEQEL 2020: Educational Quality and Enhanced Learning Conference, London (Jan 20-

21, 2020)
38. ICEQOC 2020: Educational Quality and Online Courses Conference, Amsterdam (Jan 20-

21, 2020)
39. ICEQTIE

2020:

Educational

Quality

and

Technological

Issues

in

Education

Conference, Amsterdam (Jan 20-21, 2020)
40. ICESTD 2020: Educational Science and Teacher Development Conference, London (Jan

20-21, 2020)
41. ICGSDE

2020:

Global

and

Sustainable

Developments

for

Education

Conference, London (Jan 20-21, 2020)
42. ICLSA 2020: Learning Sciences and Analytics Conference, London (Jan 20-21, 2020)
43. ICLSECE

2020:

Learning

Sciences

and

Early

Childhood

Education

Conference, London (Jan 20-21, 2020)
44. ICLSM 2020: Learning Sciences and Models Conference, Amsterdam (Jan 20-21, 2020)
45. ICLSOEP

2020:

Learning

Sciences

and

Open

Educational

Practics

Conference, London (Jan 20-21, 2020)
46. ICLSVL 2020: Learning Sciences and Virtual Learning Conference, Amsterdam (Jan 20-21,

2020)
47. ICMET 2020: Mathematics Education and Teachers Conference, London (Jan 20-21, 2020)
48. ICOEM 2020: Open Education and Mathematics Conference, Amsterdam (Jan 20-21,

2020)
49. ICPITM 2020: Pedagogic Innovations and Teaching Models Conference, London (Jan 20-

21, 2020)
50. ICPTM 2020: Pedagogy and Teaching Models Conference, Amsterdam (Jan 20-21, 2020)
51. ICSDE 2020: Sustainable Developments for Education Conference, Amsterdam (Jan 20-

21, 2020)
52. ICSSE 2020: Students and Science Education Conference, London (Jan 20-21, 2020)
53. ICVLEF 2020: Virtual Learning and Educational Foundations Conference, Amsterdam (Jan

20-21, 2020)
54. ICVLTM 2020: Virtual Learning and Teaching Models Conference, Amsterdam (Jan 20-21,

2020)
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55. ICWCATM

2020:

Web

Classroom

Applications

and

Teaching

Models

Conference, London (Jan 20-21, 2020)
56. ICDEWCA

2020:

Distance

Education

and

Web

Classroom

Applications

Conference, Paris (Jan 23-24, 2020)
57. ICEATM 2020: Education and Advanced Teaching Methods Conference, Paris (Jan 23-24,

2020)
58. ICEETM 2020: Educational Environment and Teaching Models Conference, Paris (Jan 23-

24, 2020)
59. ICEFEMS 2020: Educational Foundations and Education in a Multicultural Society

Conference, Paris (Jan 23-24, 2020)
60. ICELTM 2020: Enhancing Learning and Teaching Models Conference, Paris (Jan 23-24,

2020)
61. ICEPLM 2020: Educational Policies and Learning Methods Conference, Paris (Jan 23-24,

2020)
62. ICEQEL 2020: Educational Quality and Enhancing Learning Conference, Paris (Jan 23-24,

2020)
63. ICEQVL 2020: Educational Quality and Virtual Learning Conference, Paris (Jan 23-24,

2020)
64. ICESDEI

2020:

Educational

Science

and

Designing

Effective

Instruction

Conference, Paris (Jan 23-24, 2020)
65. ICIPTM 2020: Innovative Pedagogy and Teaching Models Conference, Paris (Jan 23-24,

2020)
66. ICLSCE 2020: Learning Sciences and Childhood Education Conference, Paris (Jan 23-24,

2020)
67. ICLSTE 2020: Learning Sciences and Technology Education Conference, Paris (Jan 23-24,

2020)
68. ICVLSDE

2020:

Virtual Learning

and

Sustainable

Developments for Education

Conference, Paris (Jan 23-24, 2020)
69. ICVLSE 2020: Virtual Learning and Science Education Conference, Paris (Jan 23-24,

2020)
70. ICAETS 2020: Advanced Educational and Teaching Systems Conference, Sydney (Jan 30-

31, 2020)
71. ICAPSEES 2020: Advanced Pedagogical Sciences and Effective Education Strategies
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Conference, Istanbul (Jan 30-31, 2020)
72. ICATI 2020: Advanced Teaching Instructions Conference, Istanbul (Jan 30-31, 2020)
73. ICATIL 2020: Advanced Teaching Instructions and Learning Conference, Sydney (Jan 30-

31, 2020)
74. ICCEDI 2020: Childhood Education and Designing Instructions Conference, Sydney (Jan

30-31, 2020)
75. ICCEITM

2020:

Childhood

Education

and

Innovative

Teaching

Methods

Conference, Sydney (Jan 30-31, 2020)
76. ICDEEDT

2020:

Distance

Education

and

Ethical

Dilemmas

in

Teaching

Conference, Sydney (Jan 30-31, 2020)
77. ICDEEP 2020: Distance Education and Exchange Programs Conference, Dubai (Jan 30-

31, 2020)
78. ICDELLI 2020: Distance Education and Language Learning Innovations Conference, New

York (Jan 30-31, 2020)
79. ICDETIE

2020:

Distance

Education

and

Technological

Issues

in

Education

Conference, Dubai (Jan 30-31, 2020)
80. ICDEWCA

2020:

Distance

Education

and

Web

Classroom

Applications

Conference, Sydney (Jan 30-31, 2020)
81. ICEEDE 2020: Educational Environment and Distance Education Conference, New

York (Jan 30-31, 2020)
82. ICEEELE

2020:

Educational

Environment,

Enhancing

Learning

and

Education

Conference, Dubai (Jan 30-31, 2020)
83. ICEEF 2020: Educational Environment and Foundations Conference, Dubai (Jan 30-31,

2020)
84. ICEESDE 2020: Educational Environment and Sustainable Developments for Education

Conference, Sydney (Jan 30-31, 2020)
85. ICEFE 2020: Educational Foundations and Environment Conference, New York (Jan 30-31,

2020)
86. ICEIE 2020: Ethical Issues in Education Conference, New York (Jan 30-31, 2020)
87. ICEITS 2020: Effective and Innovative Teaching Strategies Conference, Dubai (Jan 30-31,

2020)
88. ICEPELM

2020:

Educational

Policies

Conference, Dubai (Jan 30-31, 2020)
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89. ICEQCK 2020: Educational Quality and Circulating Knowledge Conference, Sydney (Jan

30-31, 2020)
90. ICEQE 2020: Educational Quality and Environment Conference, Sydney (Jan 30-31, 2020)
91. ICEQEAS

2020:

Educational

Quality

and

Educating

in

Academic

Systems

Conference, Dubai (Jan 30-31, 2020)
92. ICEQLM 2020: Educational Quality and Learning Models Conference, New York (Jan 30-

31, 2020)
93. ICEQPE 2020: Educational Quality and Primary Education Conference, Sydney (Jan 30-31,

2020)
94. ICEQS 2020: Educational Quality and Standards Conference, Dubai (Jan 30-31, 2020)
95. ICETM 2020: Education and Teaching Methods Conference, Dubai (Jan 30-31, 2020)
96. ICGDETM

2020:

Global

Developments

for

Education

and

Teaching

Models

Conference, Sydney (Jan 30-31, 2020)
97. ICGEMEA 2020: Global Education and Mobile Education Applications Conference, New

York (Jan 30-31, 2020)
98. ICIEES 2020: Instructions and Effective Education Strategies Conference, Istanbul (Jan 30-

31, 2020)
99. ICILE 2020: Information Literacy in Education Conference, New York (Jan 30-31, 2020)
100. ICLSEL 2020: Learning Sciences and Enhancing Learning Conference, Dubai (Jan 30-31,

2020)
101. ICLSM 2020: Learning Sciences and Methodologies Conference, Dubai (Jan 30-31, 2020)
102. ICLSSDE 2020: Learning Sciences and Sustainable Developments for Education

Conference, Sydney (Jan 30-31, 2020)
103. ICMELS 2020: Mathematics Education and Learning Sciences Conference, Sydney (Jan

30-31, 2020)
104. ICOECL 2020: Open Education, Cognition and Learning Conference, Sydney (Jan 30-31,

2020)
105. ICOEPCE

2020:

Open

Educational

Practics

and

Childhood

Education

Conference, Dubai (Jan 30-31, 2020)
106. ICOERP 2020: Open Educational Resources and Practices Conference, Sydney (Jan 30-

31, 2020)
107. ICPSELS

2020:

Pedagogical

Sciences

Conference, Istanbul (Jan 30-31, 2020)
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108. ICVLCK 2020: Virtual Learning and Circulating Knowledge Conference, Dubai (Jan 30-31,

2020)
109. ICVLDE 2020: Virtual Learning and Distance Education Conference, Dubai (Jan 30-31,

2020)
110. ICVLECE 2020: Virtual Learning and Early Childhood Education Conference, New

York (Jan 30-31, 2020)
111. ICVLTE 2020: Virtual Learning and Technology Education Conference, Sydney (Jan 30-31,

2020)
112. ICBLC 2020: Building Learning Communities Conference, Bangkok (Feb 03-04, 2020)
113. ICDELL 2020: Distance Education and Language Learning Conference, Melbourne (Feb

03-04, 2020)
114. ICDEVL 2020: Distance Education and Virtual Learning Conference, Melbourne (Feb 03-

04, 2020)
115. ICECET 2020: Early Childhood Education and Teaching Conference, Bangkok (Feb 03-04,

2020)
116. ICEEEIE

2020:

Educational

Environment

and

Ethical

Issues

in

Education

Conference, Melbourne (Feb 03-04, 2020)
117. ICEEEMS 2020: Educational Environment and Education in a Multicultural Society

Conference, Melbourne (Feb 03-04, 2020)
118. ICEITM 2020: Education and Innovative Teaching Methods Conference, Bangkok (Feb 03-

04, 2020)
119. ICELSE 2020: E-Learning and Software for Education Conference, Melbourne (Feb 03-04,

2020)
120. ICEPLS 2020: Educational Policies and Learning Sciences Conference, Bangkok (Feb 03-

04, 2020)
121. ICEQITM

2020:

Educational

Quality

and

Innovative

Teaching

Models

Conference, Melbourne (Feb 03-04, 2020)
122. ICGEEL 2020: General Education and Enhancing Learning Conference, Melbourne (Feb

03-04, 2020)
123. ICLEEP 2020: Literacy Education and Educational Policies Conference, Bangkok (Feb 03-

04, 2020)
124. ICLSDEI

2020:

Learning

Sciences

Conference, Bangkok (Feb 03-04, 2020)
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125. ICPBER 2020: Practice-Based Education and Research Conference, Bangkok (Feb 03-04,

2020)
126. ICSTE 2020: Science and Technology Education Conference, Melbourne (Feb 03-04,

2020)
127. ICTPE 2020: Technology, Pedagogy and Education Conference, Bangkok (Feb 03-04,

2020)
128. ICVLITM

2020:

Virtual

Learning

and

Innovative

Teaching

Models

Conference, Melbourne (Feb 03-04, 2020)
129. ICHSSE 2020: Humanities and Social Studies Education Conference, Mumbai (Feb 06-07,

2020)
130. ICIED 2020: Indigenous Education and Decolonization Conference, Lisbon (Feb 06-07,

2020)
131. ICIES 2020: Innovative Educational Systems Conference, Lisbon (Feb 06-07, 2020)
132. ICIPME 2020: Innovative Pedagogy and Moral Education Conference, Mumbai (Feb 06-07,

2020)
133. ICLEEI 2020: Language Education and Effective Instructions Conference, Mumbai (Feb 06-

07, 2020)
134. ICLSD 2020: Literacy and Sustainable Development Conference, Amsterdam (Feb 06-07,

2020)
135. ICLSSE 2020: Learning Sciences and Science Education Conference, Mumbai (Feb 06-07,

2020)
136. ICMESP

2020:

Mathematics

Education

and

Student

Performance

Conference, Mumbai (Feb 06-07, 2020)
137. ICPBEL 2020: Practice-Based Education and Learning Conference, Amsterdam (Feb 06-

07, 2020)
138. ICPBEP 2020: Practice-Based Education and Pedagogy Conference, Lisbon (Feb 06-07,

2020)
139. ICSECD 2020: Science Education and Curriculum Development Conference, Mumbai (Feb

06-07, 2020)
140. ICTQL 2020: Teacher Quality and Learning Conference, Mumbai (Feb 06-07, 2020)
141. ICCCALLD 2020: Cross-Cultural Approaches to Language and Literacy Development

Conference, Kuala Lumpur (Feb 10-11, 2020)
142. ICIIES 2020: Islamic Information and Education Sciences Conference, Kuala Lumpur (Feb
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10-11, 2020)
143. ICAE 2020: Audiovisual Education Conference, London (Feb 13-14, 2020)
144. ICCE 2020: Cognition and Childhood Education Conference, Istanbul (Feb 13-14, 2020)
145. ICCME 2020: Civics and Moral Education Conference, Istanbul (Feb 13-14, 2020)
146. ICDEIETS 2020: Designing Effective Instructions and Effective Teaching Strategies

Conference, Istanbul (Feb 13-14, 2020)
147. ICDPELS 2020: Digital Pedagogy and E-Learning Systems Conference, Dubai (Feb 13-14,

2020)
148. ICECLTA

2020:

E-Collaborative

Learning

Technologies

and

Applications

Conference, Dubai (Feb 13-14, 2020)
149. ICEPE 2020: Educational Policies and Education Conference, Istanbul (Feb 13-14, 2020)
150. ICLCE 2020: Language and Childhood Education Conference, Istanbul (Feb 13-14, 2020)
151. ICMEEP 2020: Mathematics Education and Educational Policies Conference, Istanbul (Feb

13-14, 2020)
152. ICTID 2020: Teaching for Individual Differences Conference, Istanbul (Feb 13-14, 2020)
153. ICTQSE 2020: Teacher Quality and Science Education Conference, Istanbul (Feb 13-14,

2020)
154. ICDP 2020: Digital Pedagogy Conference, Male (Feb 17-18, 2020)
155. ICPHE 2020: Psychology in Higher Education Conference, Male (Feb 17-18, 2020)
156. ICCL 2020: Cooperative Learning Conference, Tokyo (Feb 27-28, 2020)
157. ICDIETS

2020:

Designing

Instructions

and

Effective

Teaching

Strategies

Conference, Tokyo (Feb 27-28, 2020)
158. ICLS 2020: Literacy and Society Conference, Sydney (Feb 27-28, 2020)
159. ICDPEL 2020: Digital Pedagogy and E-Learning Conference, Rio de Janeiro (Mar 02-03,

2020)
160. ICSCL 2020: Sustainable Change and Literacy Conference, Barcelona (Mar 05-06, 2020)
161. ICAPELM

2020:

Advanced

Pedagogy

and

Effective

Learning

Methods

Conference, Madrid (Mar 26-27, 2020)
162. ICDETI 2020: Designing Effective Teaching Instructions Conference, Madrid (Mar 26-27,

2020)
163. ICECDSE

2020:

Early

Childhood

Conference, Madrid (Mar 26-27, 2020)
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Education

164. ICESTI 2020: Educational Sciences and Teaching Instructions Conference, Madrid (Mar

26-27, 2020)
165. ICMSE 2020: Mathematics and Science Education Conference, Madrid (Mar 26-27, 2020)
166. ICPSE 2020: Pedagogy and Science Education Conference, Madrid (Mar 26-27, 2020)
167. ICEPMIT

2020: Education, Pedagogy, Management, Innovation and Technology

Conference, Cancun (Apr 06-07, 2020)
168. ICATLS 2020: Advanced Teaching and Learning Systems Conference, Athens (Apr 09-10,

2020)
169. ICCI 2020: Curriculum Innovation Conference, Athens (Apr 09-10, 2020)
170. ICEP 2020: Education and Pedagogy Conference, Venice (Apr 09-10, 2020)
171. ICHETL 2020: Higher Education Teaching and Learning Conference, Venice (Apr 09-10,

2020)
172. ICPE 2020: Physics Education Conference, Athens (Apr 09-10, 2020)
173. ICPSELM

2020:

Pedagogical

Sciences

and

Effective

Learning

Methods

Conference, Athens (Apr 09-10, 2020)
174. ICSET 2020: Science Education and Teaching Conference, Athens (Apr 09-10, 2020)
175. ICCIP 2020: Curriculum Innovation Processes Conference, Cape Town (Apr 16-17, 2020)
176. ICDIEES

2020:

Designing

Instructions

and

Effective

Education

Strategies

Conference, Lisbon (Apr 16-17, 2020)
177. ICDPLT 2020: Digital Pedagogy and Learning Technologies Conference, Paris (Apr 16-17,

2020)
178. ICDTIT 2020: Designing Teaching Instructions and Teachers Conference, Lisbon (Apr 16-

17, 2020)
179. ICECEETS

2020:

Early

Childhood

Education

and

Effective

Teaching

Systems

Conference, Paris (Apr 16-17, 2020)
180. ICECLT 2020: E-Collaborative Learning Technologies Conference, Paris (Apr 16-17, 2020)
181. ICEELS 2020: Education and Effective Learning Strategies Conference, Lisbon (Apr 16-17,

2020)
182. ICQRSEHS 2020: Qualitative Research in Sport , Exercise and Health Sciences

Conference, Lisbon (Apr 16-17, 2020)
183. ICAOSLTS 2020: Advanced Pedagogical Sciences, Learning and Teaching Strategies

Conference, Tokyo (Apr 23-24, 2020)
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184. ICDPED 2020: Digital Pedagogy and Educational Design Conference, London (Apr 23-24,

2020)
185. ICDPLT 2020: Digital Pedagogy in Learning and Teaching Conference, Boston (Apr 23-24,

2020)
186. ICECLS 2020: E-Collaborative Learning Systems Conference, London (Apr 23-24, 2020)
187. ICECLTEP

2020:

E-Collaborative

Learning

Technologies

and

E-Pedagogy

Conference, Boston (Apr 23-24, 2020)
188. ICAESME

2020:

Advanced

Educational

Sciences

and

Moral

Education

Conference, Istanbul (Apr 24-25, 2020)
189. ICAPSELTS 2020: Advanced Pedagogical Sciences and Effective Language Teaching

Strategies Conference, Istanbul (Apr 24-25, 2020)
190. ICAPSETS 2020: Advanced Pedagogical Sciences and Effective Teaching Strategies

Conference, Istanbul (Apr 24-25, 2020)
191. ICAPSME

2020:

Advanced

Pedagogical

Sciences

and

Moral

Education

Conference, Istanbul (Apr 24-25, 2020)
192. ICDPPM 2020: Digital Pedagogy and Pedagogical Models Conference, Istanbul (Apr 24-25,

2020)
193. ICECLD 2020: E-Collaborative Learning and Design Conference, Istanbul (Apr 24-25,

2020)
194. ICPELTS

2020:

Pedagogy

and

Effective

Language

Teaching

Strategies

Conference, Istanbul (Apr 24-25, 2020)
195. ICPSELTS 2020: Pedagogical Sciences and Effective Language Teaching Strategies

Conference, Istanbul (Apr 24-25, 2020)
196. ICPSETS

2020:

Pedagogical

Sciences

and

Effective

Teaching

Strategies

Conference, Istanbul (Apr 24-25, 2020)
197. ICPSME 2020: Pedagogical Sciences and Moral Education Conference, Istanbul (Apr 24-

25, 2020)
198. ICEPTER

2020: Education,

Pedagogy,

Technology,

and

Educational Resources

Conference, Jerusalem (Apr 27-28, 2020)
199. ICLS 2020: Learning Sciences Conference, Jerusalem (Apr 27-28, 2020)
200. ICAPSSE

2020:

Advanced

Pedagogical

Sciences

and

Science

Conference, Rome (May 04-05, 2020)
201. ICCDP 2020: Critical Digital Pedagogy Conference, Rome (May 04-05, 2020)
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202. ICDPLT 2020: Digital Pedagogy and Learning Theory Conference, Rome (May 04-05,

2020)
203. ICDPOE 2020: Digital Pedagogy and Online Education Conference, Singapore (May 04-05,

2020)
204. ICPSDEI

2020:

Pedagogical

Science

and

Designing

Effective

Instructions

Conference, Rome (May 04-05, 2020)
205. ICSETT 2020: Science Education and Teaching Technologies Conference, Rome (May 04-

05, 2020)
206. ICAECLT

2020:

Advances

in

E-Collaborative

Learning

Technologies

Conference, Istanbul (May 07-08, 2020)
207. ICDPOLM 2020: Digital Pedagogy and Online Learning Models Conference, Istanbul (May

07-08, 2020)
208. ICECL 2020: E-Collaborative Learning Conference, Istanbul (May 07-08, 2020)
209. ICAECLS

2020:

Advances

in

E-Collaborative

Learning

Systems

Conference, Amsterdam (May 14-15, 2020)
210. ICAESE 2020: Advanced and Effective Science Education Conference, Paris (May 14-15,

2020)
211. ICAPDEEI 2020: Advanced Pedagogy and Designing Effective Educational Instructions

Conference, Paris (May 14-15, 2020)
212. ICDIT 2020: Designing Instructions and Teaching Conference, Paris (May 14-15, 2020)
213. ICDPETEL 2020: Digital Pedagogy, E-Teaching and E-Learning Conference, Paris (May

14-15, 2020)
214. ICDPOLT

2020:

Digital

Pedagogy

in

Online

Learning

and

Teaching

Education

Systems

Conference, Amsterdam (May 14-15, 2020)
215. ICMEAES

2020:

Moral

Education

and

Advanced

Conference, Amsterdam (May 14-15, 2020)
216. ICPELS 2020: Pedagogy and Effective Learning Strategies Conference, Paris (May 14-15,

2020)
217. ICPSDEES 2020: Pedagogical Science and Designing Effective Educational Systems

Conference, Amsterdam (May 14-15, 2020)
218. ICSIES 2020: Scholarship and Innovative Education Systems Conference, Paris (May 14-

15, 2020)
219. ICELTET

2020:

Education,

Learning,
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Teaching

and

Educational

Transformation

Conference, Sydney (May 18-19, 2020)
220. ICAPSTI

2020:

Advanced

Pedagogical

Sciences

and

Teaching

Instructions

Conference, Vancouver (May 21-22, 2020)
221. ICDEEI 2020: Designing Effective Educational Instructions Conference, Berlin (May 21-22,

2020)
222. ICDPOL 2020: Digital Pedagogy in Online Learning Conference, London (May 21-22, 2020)
223. ICECSE 2020: Early Childhood and Science Education Conference, Berlin (May 21-22,

2020)
224. ICEPS 2020: Educational Policies and Systems Conference, Berlin (May 21-22, 2020)
225. ICESDETI 2020: Educational Sciences and Designing Effective Teaching Instructions

Conference, Vancouver (May 21-22, 2020)
226. ICESDI 2020: Education Systems and Designing Instructions Conference, London (May

21-22, 2020)
227. ICESDTI

2020:

Educational

Sciences

and

Designing

Teaching

Instructions

Educational

Instructions

Conference, Vancouver (May 21-22, 2020)
228. ICPDEEI

2020:

Pedagogy

and

Designing

Effective

Conference, Vancouver (May 21-22, 2020)
229. ICPSDEEI 2020: Pedagogical Science and Designing Effective Educational Instructions

Conference, Vancouver (May 21-22, 2020)
230. ICPSDI

2020:

Pedagogical

Science

and

Designing

Instructions

Educational

Instructions

Teaching

Instructions

Conference, Vancouver (May 21-22, 2020)
231. ICPSEI

2020:

Pedagogical

Science

and

Conference, Vancouver (May 21-22, 2020)
232. ICPSTI

2020:

Pedagogical

Sciences

and

Conference, Vancouver (May 21-22, 2020)
233. ICSEETS

2020:

Science

Education

and

Effective

Teaching

Strategies

E-Collaborative

Learning

Conference, London (May 21-22, 2020)
234. ICDPECL

2020:

Digital

Pedagogy

and

Conference, Barcelona (May 22-23, 2020)
235. ICDPELET

2020:

Digital

Pedagogy,

E-Learning

and

E-Teaching

Conference, Barcelona (May 22-23, 2020)
236. ICECEDI

2020:

Early

Childhood

Conference, Copenhagen (Jun 11-12, 2020)
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237. ICEPATS

2020:

Educational

Policies

and

Advanced

Teaching

Strategies

Conference, Copenhagen (Jun 11-12, 2020)
238. ICLSPI 2020: Learning Sciences and Pedagogic Innovations Conference, Tokyo (Jun 11-

12, 2020)
239. ICPELM 2020: Pedagogy and Effective Learning Methods Conference, Copenhagen (Jun

11-12, 2020)
240. ICPSCT

2020:

Pedagogical

Sciences,

Cognition

and

Teaching

Conference, Copenhagen (Jun 11-12, 2020)
241. ICCEEI 2020: Childhood Education and Educational Instructions Conference, Vienna (Jun

18-19, 2020)
242. ICCIPI 2020: Curriculum Innovation, Planning and Implementation Conference, Riga (Jun

18-19, 2020)
243. ICETT 2020: Education, Teaching and Technology Conference, Toronto (Jun 18-19, 2020)
244. ICPES 2020: Pedagogy and Educational Sciences Conference, Vienna (Jun 18-19, 2020)
245. ICPSSE 2020: Pedagogical Sciences and Science Education Conference, Vienna (Jun 18-

19, 2020)
246. ICSEET 2020: Science Education and Effective Teaching Conference, Vienna (Jun 18-19,

2020)
247. ICSES 2020: Scholarship and Education Systems Conference, Vienna (Jun 18-19, 2020)
248. ICASEP 2020: Advanced Science Education and Pedagogy Conference, Oslo (Jun 25-26,

2020)
249. ICEPTT 2020: Education, Pedagogy, Teaching and Technology Conference, Oslo (Jun 25-

26, 2020)
250. ICESELM

2020:

Educational

Sciences

and

Effective

Learning

Methods

Conference, Oslo (Jun 25-26, 2020)
251. ICETL 2020: Education, Teaching and Learning Conference, Oslo (Jun 25-26, 2020)
252. ICL 2020: Literacy Conference, Paris (Jun 25-26, 2020)
253. ICSTEME

2020: Science, Technology, Engineering, and

Mathematics Education

Conference, Oslo (Jun 25-26, 2020)
254. ICTEL 2020: Teaching, Education and Learning Conference, Oslo (Jun 25-26, 2020)
255. ICDOE 2020: Distance and Open Education Conference, London (Jun 29-30, 2020)
256. ICETS 2020: Educational and Teaching Systems Conference, London (Jun 29-30, 2020)
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257. ICSETS 2020: Science Education and Teaching Strategies Conference, London (Jun 29-

30, 2020)
258. ICCBST 2020: Computer-Based Sport Training Conference, Singapore (Jul 06-07, 2020)
259. ICCIPI 2020: Curriculum Innovation Planning and Implementation Conference, Ottawa (Jul

13-14, 2020)
260. ICPPEM

2020:

Pedagogy,

Psychology

and

Educational

Management

Conference, Ottawa (Jul 13-14, 2020)
261. ICSE 2020: Science Education Conference, Tokyo (Jul 14-15, 2020)
262. ICCAES 2020: Content Analysis in Educational Sciences Conference, Copenhagen (Jul 15-

16, 2020)
263. ICPECE 2020: Pedagogy and Early Childhood Education Conference, Copenhagen (Jul

15-16, 2020)
264. ICCEIES 2020: Civics Education and Innovative Education Systems Conference, Bali (Jul

16-17, 2020)
265. ICCLI 2020: Cooperative Learning and Interaction Conference, Toronto (Jul 16-17, 2020)
266. ICEMSTM

2020:

Education

in

a

Multicultural

Society

and

Teaching

Models

Conference, Bali (Jul 16-17, 2020)
267. ICPEI 2020: Pedagogical and Educational Instructions Conference, Stockholm (Jul 16-17,

2020)
268. ICTBLT 2020: Team-Based Learning and Teaching Conference, Toronto (Jul 16-17, 2020)
269. ICEPP 2020: Education, Pedagogy, and Psychology Conference, Helsinki (Jul 17-18, 2020)
270. ICICBST

2020:

Implementation

of

Computer-Based

Sport

Training

Conference, Helsinki (Jul 17-18, 2020)
271. ICCLCT 2020: Cooperative Learning and Critical Thinking Conference, Paris (Jul 20-21,

2020)
272. ICTBCL 2020: Team-Based and Cooperative Learning Conference, Paris (Jul 20-21, 2020)
273. ICCLE 2020: Cooperative Learning and Education Conference, Rome (Jul 23-24, 2020)
274. ICCLPS 2020: Cooperative Learning and Pedagogical Sciences Conference, London (Jul

23-24, 2020)
275. ICECLD 2020: Early Childhood Learning and Development Conference, London (Jul 23-24,

2020)
276. ICEITM 2020: Education and Innovative Teaching Models Conference, London (Jul 23-24,
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2020)
277. ICEMS 2020: Education in a Multicultural Society Conference, Berlin (Jul 23-24, 2020)
278. ICTBLCT 2020: Team-Based Learning and Critical Thinking Conference, Rome (Jul 23-24,

2020)
279. ICTBLE 2020: Team-Based Learning and Education Conference, London (Jul 23-24, 2020)
280. ICTBL 2020: Team-Based Learning Conference, Zurich (Jul 27-28, 2020)
281. ICAPSES

2020:

Advanced

Pedagogical

Sciences

and

Education

Strategies

Conference, Istanbul (Jul 30-31, 2020)
282. ICAPSLT

2020:

Advanced

Pedagogical

Sciences,

Learning

and

Teaching

Conference, Istanbul (Jul 30-31, 2020)
283. ICCLT 2020: Cooperative Learning and Teaching Conference, Istanbul (Jul 30-31, 2020)
284. ICITMT 2020: Innovative Teaching Methods and Technologies Conference, Istanbul (Jul

30-31, 2020)
285. ICPSEES

2020:

Pedagogical

Sciences

and

Effective

Education

Strategies

Conference, Istanbul (Jul 30-31, 2020)
286. ICPSES 2020: Pedagogical Sciences and Education Strategies Conference, Istanbul (Jul

30-31, 2020)
287. ICPSLTS

2020:

Pedagogical

Sciences,

Learning

and

Teaching

Strategies

Conference, Istanbul (Jul 30-31, 2020)
288. ICPSSEES 2020: Pedagogical Sciences, Students and Effective Education Strategies

Conference, Istanbul (Jul 30-31, 2020)
289. ICPSSES

2020:

Pedagogical

Sciences,

Students

and

Education

Strategies

Conference, Istanbul (Jul 30-31, 2020)
290. ICSEES 2020: Students and Effective Education Strategies Conference, Istanbul (Jul 30-

31, 2020)
291. ICTBLPS

2020:

Team-Based

Learning

and

Pedagogical

Sciences

Conference, Istanbul (Jul 30-31, 2020)
292. ICCLS 2020: Cooperative Learning Strategies Conference, Montreal (Aug 04-05, 2020)
293. ICEEPE 2020: Educational Environment and Primary Education Conference, Montreal (Aug

04-05, 2020)
294. ICAPEES 2020: Advanced Pedagogy and Effective Education Systems Conference, New

York (Aug 10-11, 2020)
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295. ICAPSEES 2020: Advanced Pedagogical Sciences and Effective Education Systems

Conference, New York (Aug 10-11, 2020)
296. ICAPSETS 2020: Advanced Pedagogical Sciences and Effective Teaching Systems

Conference, New York (Aug 10-11, 2020)
297. ICETI 2020: Education and Teaching Innovation Conference, New York (Aug 10-11, 2020)
298. ICPEES 2020: Pedagogy and Effective Education Systems Conference, New York (Aug

10-11, 2020)
299. ICPETS 2020: Pedagogy and Effective Teaching Strategies Conference, New York (Aug

10-11, 2020)
300. ICPSEES 2020: Pedagogical Sciences and Effective Education Systems Conference, New

York (Aug 10-11, 2020)
301. ICPSETS 2020: Pedagogical Sciences and Effective Teaching Systems Conference, New

York (Aug 10-11, 2020)
302. ICPSTS 2020: Pedagogical Sciences and Teaching Strategies Conference, New York (Aug

10-11, 2020)
303. ICTS 2020: Pedagogical Sciences and Teaching Systems Conference, New York (Aug 10-

11, 2020)
304. ICCTI 2020: Curriculum and Teaching Innovation Conference, Lagos (Aug 13-14, 2020)
305. ICAPE 2020: Andragogical and Pedagogical Education Conference, Bangkok (Aug 20-21,

2020)
306. ICAPECE

2020:

Advanced

Pedagogy

and

Early

Childhood

Education

Conference, Bangkok (Aug 20-21, 2020)
307. ICAPSECE 2020: Advanced Pedagogical Sciences and Early Childhood Education

Conference, Bangkok (Aug 20-21, 2020)
308. ICESIP 2020: Innovative Educational Science and Pedagogy Conference, Bangkok (Aug

20-21, 2020)
309. ICESIPR

2020:

Educational

Science

and

Innovative

Pedagogical

Researches

Conference, Bangkok (Aug 20-21, 2020)
310. ICESME 2020: Educational Sciences and Moral Education Conference, Bangkok (Aug 20-

21, 2020)
311. ICIESPR

2020:

Innovative

Educational

Science

and

Pedagogy

Researches

Conference, Bangkok (Aug 20-21, 2020)
312. ICLLE 2020: Language and Literacy Education Conference, Bangkok (Aug 20-21, 2020)
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313. ICLLLE 2020: Linguistics, Language and Literacy Education Conference, Bangkok (Aug 20-

21, 2020)
314. ICPSECR

2020:

Pedagogical

Sciences

and

Early

Childhood

Education

Conference, Bangkok (Aug 20-21, 2020)
315. ICATIS 2020: Advanced Teaching Instructions and Students Conference, Paris (Aug 27-28,

2020)
316. ICATIT 2020: Advanced Teaching Instructions and Teachers Conference, Paris (Aug 27-

28, 2020)
317. ICESAEI

2020:

Educational

Sciences

and

Advanced

Educational

Instructions

Effective

Educational

Instructions

Conference, Paris (Aug 27-28, 2020)
318. ICESEEI

2020:

Educational

Sciences

and

Conference, Paris (Aug 27-28, 2020)
319. ICPATI 2020: Pedagogy and Advanced Teaching Instructions Conference, Paris (Aug 27-

28, 2020)
320. ICSEAP 2020: Science Education and Advanced Pedagogy Conference, Paris (Aug 27-28,

2020)
321. ICSEP 2020: Science Education and Pedagogy Conference, Paris (Aug 27-28, 2020)
322. ICAPSCT

2020:

Advanced

Pedagogical

Sciences,

Cognition

and

Teaching

Conference, Prague (Sep 03-04, 2020)
323. ICAPST 2020: Advanced Pedagogical Sciences and Teaching Conference, Prague (Sep

03-04, 2020)
324. ICEEES 2020: Education and Effective Education Systems Conference, Prague (Sep 03-

04, 2020)
325. ICESCL 2020: Educational Sciences, Cognition and Learning Conference, Prague (Sep 03-

04, 2020)
326. ICESCT 2020: Educational Sciences, Cognition and Teaching Conference, Prague (Sep

03-04, 2020)
327. ICESCTS

2020:

Educational

Sciences,

Cognition

and

Teaching

Strategies

Conference, Prague (Sep 03-04, 2020)
328. ICESEES

2020:

Educational

Sciences

and

Effective

Sciences,

Cognition

Education

Systems

Conference, Prague (Sep 03-04, 2020)
329. ICPSCTS

2020:

Pedagogical

Conference, Prague (Sep 03-04, 2020)
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and

Teaching

Strategies

330. ICAESDI

2020:

Advanced

Education

Systems

and

Designing

Instructions

Conference, Zurich (Sep 16-17, 2020)
331. ICCIPIP

2020:

Curriculum

Innovation

Planning

and

Implementation

Processes

Conference, Lisbon (Sep 16-17, 2020)
332. ICDEIE 2020: Designing Effective Instructions and Education Conference, Zurich (Sep 16-

17, 2020)
333. ICDIETS

2020:

Designing

Instructions

and

Effective

Teaching

Systems

Conference, Zurich (Sep 16-17, 2020)
334. ICEL 2020: Education and Learning Conference, Lisbon (Sep 16-17, 2020)
335. ICMEES 2020: Moral Education and Education Systems Conference, Zurich (Sep 16-17,

2020)
336. ICMEIES

2020:

Moral

Education

and

Innovative

Education

Systems

Conference, Zurich (Sep 16-17, 2020)
337. ICCIDPI

2020:

Curriculum

Innovation,

Design,

Planning

and

Implementation

Conference, Rome (Sep 17-18, 2020)
338. ICLLC 2020: Literacy, Learning and Culture Conference, Amsterdam (Sep 17-18, 2020)
339. ICACBST

2020:

Advancements

in

Computer-Based

Sport

Training

Conference, Toronto (Sep 21-22, 2020)
340. ICGLD 2020: Global Literacy and Development Conference, Istanbul (Sep 24-25, 2020)
341. ICPCBST 2020: Pedagogy in Computer-Based Sport Training Conference, Dubrovnik (Oct

01-02, 2020)
342. ICPE 2020: Physics and Education Conference, Tbilisi (Oct 01-02, 2020)
343. ICPETL 2020: Physics Education, Teaching and Learning Conference, Dubrovnik (Oct 01-

02, 2020)
344. ICAESEDI 2020: Advanced Education Systems and Effective Designing Instructions

Conference, Tokyo (Oct 05-06, 2020)
345. ICAPEI 2020: Advanced Pedagogy and Educational Instructions Conference, Tokyo (Oct

05-06, 2020)
346. ICCEDEI

2020:

Childhood

Education

and

Designing

Educational

Instructions

Conference, Tokyo (Oct 05-06, 2020)
347. ICDTITQ

2020:

Designing

Teaching

Instructions

and

Teacher

Quality

Conference, Tokyo (Oct 05-06, 2020)
348. ICECEEDI 2020: Early Childhood Education and Effective Designing Instructions

162

Conference, Tokyo (Oct 05-06, 2020)
349. ICPEI 2020: Pedagogy and Educational Instructions Conference, Tokyo (Oct 05-06, 2020)
350. ICDPELM 2020: Digital Pedagogy and E-Learning Models Conference, Istanbul (Oct 22-23,

2020)
351. ICEPALS

2020:

Educational

Policies

and

Policies

and

Advanced

Learning

Strategies

Conference, London (Oct 22-23, 2020)
352. ICEPILS

2020:

Educational

Innovative

Learning

Systems

Conference, London (Oct 22-23, 2020)
353. ICEPITS

2020:

Educational

Policies

and

Innovative

Teaching

Strategies

Conference, London (Oct 22-23, 2020)
354. ICEPL 2020: Educational Policies and Learning Conference, London (Oct 22-23, 2020)
355. ICEPLS 2020: Educational Policies and Learning Systems Conference, London (Oct 22-23,

2020)
356. ICEPTS 2020: Educational Policies, Teachers and Students Conference, London (Oct 22-

23, 2020)
357. ICLDRPP

2020:

Literacy

Development:

Research,

Policy

and

Practice

Conference, Istanbul (Oct 22-23, 2020)
358. ICPILS

2020:

Educational

Policies

and

Innovative

Learning

Strategies

Conference, London (Oct 22-23, 2020)
359. ICAPES

2020:

Advanced

Pedagogy and

Educational

Sciences

Conference, Los

Angeles (Oct 29-30, 2020)
360. ICAPRES

2020:

Advanced

Pedagogy

Researches

and

Educational

Sciences

Conference, Los Angeles (Oct 29-30, 2020)
361. ICECEET 2020: Early Childhood Education and Education Technologies Conference, Los

Angeles (Oct 29-30, 2020)
362. ICECELT 2020: Early Childhood Education, Learning and Teaching Conference, Los

Angeles (Oct 29-30, 2020)
363. ICILMT

2020:

Innovative

Learning

Methods

and

Technologies

Conference, Los

Angeles (Oct 29-30, 2020)
364. ICPRES 2020: Pedagogy Researches and Educational Sciences Conference, Los

Angeles (Oct 29-30, 2020)
365. ICTLS 2020: Teaching and Learning Systems Conference, Los Angeles (Oct 29-30, 2020)
366. ICCIPE 2020: Curriculum Innovation Processes in Education Conference, Amsterdam (Nov
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05-06, 2020)
367. ICEIL 2020: Education and Information Literacy Conference, Istanbul (Nov 05-06, 2020)
368. ICCI 2020: Curricular Innovations Conference, Dubai (Nov 09-10, 2020)
369. ICCIR 2020: Curriculum Innovation and Reform Conference, Dubai (Nov 09-10, 2020)
370. ICILE 2020: Information Literacy and Education Conference, Dubai (Nov 09-10, 2020)
371. ICLE 2020: Literacy and Education Conference, Dubai (Nov 09-10, 2020)
372. ICCIC 2020: Curriculum Innovation and Change Conference, Venice (Nov 12-13, 2020)
373. ICEELA 2020: Educational Environment and Learning Analytics Conference, Venice (Nov

12-13, 2020)
374. ICATEL 2020: Advances in Teaching, Education and Learning Conference, Jeddah (Nov

16-17, 2020)
375. ICECR 2020: Educational Computing Research Conference, Jeddah (Nov 16-17, 2020)
376. ICELSE 2020: E-Learning and Software in Education Conference, Jeddah (Nov 16-17,

2020)
377. ICICE 2020: Innovative Computing Education Conference, Jeddah (Nov 16-17, 2020)
378. ICEITS 2020: Educational and Innovative Teaching Systems Conference, Paris (Nov 19-

20, 2020)
379. ICEPATS

2020:

Educational

Policies

and

Advanced

Teaching

Systems

Policies

and

Innovative

Teaching

Systems

Conference, Paris (Nov 19-20, 2020)
380. ICEPITS

2020:

Educational

Conference, Paris (Nov 19-20, 2020)
381. ICIEPS 2020: Innovative Educational Policies and Systems Conference, Paris (Nov 19-20,

2020)
382. ICIESETS 2020: Innovative Educational Systems and Effective Teaching Strategies

Conference, Paris (Nov 19-20, 2020)
383. ICIESL 2020: Innovative Educational Systems and Learning Conference, Paris (Nov 19-20,

2020)
384. ICIESLS

2020:

Innovative

Educational

Systems

Educational

Systems,

and

Learning

Strategies

Conference, Paris (Nov 19-20, 2020)
385. ICIESTL

2020:

Innovative

Teaching

and

Learning

Conference, Paris (Nov 19-20, 2020)
386. ICIETS 2020: Innovative Educational and Teaching Systems Conference, Paris (Nov 19-
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20, 2020)
387. ICILE 2020: Information Literacy Education Conference, Singapore (Nov 19-20, 2020)
388. ICME 2020: Moral Education Conference, London (Nov 19-20, 2020)
389. ICAEITM

2020:

Advanced

Education

and

Innovative

Teaching

Methods

and

Advanced

Teaching

Methods

and

Innovative

Conference, Jerusalem (Nov 26-27, 2020)
390. ICCEATM

2020:

Childhood

Education

Conference, Jerusalem (Nov 26-27, 2020)
391. ICDEITM

2020:

Distance

Education

Teaching

Models

Conference, Jerusalem (Nov 26-27, 2020)
392. ICDEOC 2020: Distance Education and Online Courses Conference, Jerusalem (Nov 26-

27, 2020)
393. ICECEITM 2020: Effective Childhood Education and Innovative Teaching Methods

Conference, Jerusalem (Nov 26-27, 2020)
394. ICEECE

2020:

Educational

Environment

and

Continuous

Education

Exchange

Programs

Conference, Jerusalem (Nov 26-27, 2020)
395. ICEEEP

2020:

Educational

Environment

and

Conference, Jerusalem (Nov 26-27, 2020)
396. ICEEQ 2020: Educational Environment and Quality Conference, Jerusalem (Nov 26-27,

2020)
397. ICEFTM

2020:

Educational

Foundations

and

Technology

Education

Conference, Jerusalem (Nov 26-27, 2020)
398. ICELS 2020: Education and Learning Sciences Conference, Jerusalem (Nov 26-27, 2020)
399. ICEMSEP

2020: Education in a Multicultural Society and Exchange Programs

Conference, Jerusalem (Nov 26-27, 2020)
400. ICEPP 2020: Educational Policies and Practices Conference, Jerusalem (Nov 26-27, 2020)
401. ICEQEDT

2020:

Educational

Quality

and

Ethical

Dilemmas

in

Teaching

Conference, Jerusalem (Nov 26-27, 2020)
402. ICEQF 2020: Educational Quality and Foundations Conference, Jerusalem (Nov 26-27,

2020)
403. ICEQLS 2020: Educational Quality and Learning Skills Conference, Jerusalem (Nov 26-27,

2020)
404. ICEQTM 2020: Educational Quality and Teaching Models Conference, Jerusalem (Nov 26-

27, 2020)
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405. ICEQTT 2020: Educational Quality and Teacher Training Conference, Jerusalem (Nov 26-

27, 2020)
406. ICESC 2020: Educational Sciences and Childhood Conference, Jerusalem (Nov 26-27,

2020)
407. ICEST 2020: Educational Sciences and Teachers Conference, Jerusalem (Nov 26-27,

2020)
408. ICESTQ 2020: Educational Sciences and Teacher Quality Conference, Jerusalem (Nov 26-

27, 2020)
409. ICLSEE

2020:

Learning

Sciences

and

Educational

Environment

Conference, Jerusalem (Nov 26-27, 2020)
410. ICOEDEI

2020:

Open

Education

and

Designing

Effective

Instruction

Conference, Jerusalem (Nov 26-27, 2020)
411. ICOEP 2020: Open Educational Practices Conference, Jerusalem (Nov 26-27, 2020)
412. ICPSEP

2020:

Pedagogical

Sciences

and

Educational

Policies

Conference, Jerusalem (Nov 26-27, 2020)
413. ICSLD 2020: Sustainability and Literacy Development Conference, Jerusalem (Nov 26-27,

2020)
414. ICTEITM

2020:

Technology

Education

and

Innovative

Teaching

Models

Conference, Jerusalem (Nov 26-27, 2020)
415. ICVLL 2020: Virtual Language Learning Conference, Jerusalem (Nov 26-27, 2020)
416. ICVLOC 2020: Virtual Learning and Online Courses Conference, Jerusalem (Nov 26-27,

2020)
417. ICVLPE 2020: Virtual Learning and Primary Education Conference, Jerusalem (Nov 26-27,

2020)
418. ICVLTM 2020: Virtual Learning and Teaching Methodologies Conference, Jerusalem (Nov

26-27, 2020)
419. ICDEIETS 2020: Designing Effective Instructions and Effective Teaching Systems

Conference, Sydney (Dec 03-04, 2020)
420. ICECET

2020:

Early

Childhood

Education

and

Teaching

Systems

Conference, Sydney (Dec 03-04, 2020)
421. ICEPLS 2020: Educational Policies and Learning Strategies Conference, Sydney (Dec 03-

04, 2020)
422. ICEPS 2020: Educational Policies and Students Conference, Sydney (Dec 03-04, 2020)
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423. ICEPTS 2020: Educational Policies and Teaching Strategies Conference, Sydney (Dec 03-

04, 2020)
424. ICERIP 2020: Education, Research, and Innovation Policy Conference, Sydney (Dec 03-

04, 2020)
425. ICPEL 2020: Physics Education and Learning Conference, Tokyo (Dec 03-04, 2020)
426. ICPETM 2020: Physics Education and Teaching Methods Conference, Sydney (Dec 03-04,

2020)
427. ICPETS 2020: Pedagogy and Effective Teaching Systems Conference, Sydney (Dec 03-

04, 2020)
428. ICCBSTA 2020: Computer-Based Sport Training and Applications Conference, Rome (Dec

10-11, 2020)
429. ICLEP 2020: Learning, Education and Pedagogy Conference, Rome (Dec 10-11, 2020)
430. ICTMPE 2020: Teaching Methods in Physics Education Conference, Rome (Dec 10-11,

2020)
431. ICACBST 2020: Applications of Computer-Based Sport Training Conference, Kuala

Lumpur (Dec 17-18, 2020)
432. ICELSEP 2020: E-Learning and Software in Educational Practice Conference, Dubai (Dec

17-18, 2020)
433. ICLCDCE

2020:

Learner-Centered

Design

of

Computing

Education

Conference, Dubai (Dec 17-18, 2020)
434. ICPET 2020: Physics Education and Technology Conference, Kuala Lumpur (Dec 17-18,

2020)
435. ICACBST 2020: Advances in Computer-Based Sport Training Conference, Vienna (Dec 24-

25, 2020)
436. ICESD 2020: Education for Sustainable Development Conference, Vienna (Dec 24-25,

2020)
437. ICTET 2020: Teaching, Education, and Technology Conference, Vienna (Dec 24-25, 2020)
438. ICCER 2020: Computing Education Research Conference, Paris (Dec 28-29, 2020)

Applied Psychology Conferences
439. ICAPBS 2020: Applied Psychology and Behavioral Sciences Conference, Istanbul (Jan 30-
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31, 2020)
440. ICCSP 2020: Comparative and Social Psychology Conference, Bangkok (Feb 03-04, 2020)
441. ICHGP 2020: Humanistic and General Psychology Conference, Bangkok (Feb 03-04, 2020)
442. ICPLP 2020: Positive and Legal Psychology Conference, Bangkok (Feb 03-04, 2020)
443. ICTPS 2020: Teaching Psychology for Sustainability Conference, Bangkok (Feb 03-04,

2020)
444. ICPSB 2020: Psychology of Sustainable Behavior Conference, Kuala Lumpur (Feb 10-11,

2020)
445. ICCDP 2020: Community Development and Psychology Conference, Male (Feb 17-18,

2020)
446. ICMP 2020: Military Psychology Conference, Male (Feb 17-18, 2020)
447. ICPS 2020: Psychology for Sustainability Conference, Male (Feb 17-18, 2020)
448. ICSPBS 2020: Social Psychology and Behavioral Sciences Conference, Male (Feb 17-18,

2020)
449. ICLP 2020: Language and Psychology Conference, Paris (Feb 20-21, 2020)
450. ICDPE 2020: Developmental Psychology and Education Conference, Rio de Janeiro (Mar

02-03, 2020)
451. ICSP 2020: Sports Psychology Conference, Singapore (Mar 30-31, 2020)
452. ICAPP 2020: Applied Psychology Conference, Barcelona (May 22-23, 2020)
453. ICCCPP 2020: Cross Cultural Psychology and Personality Conference, San Francisco (Jun

05-06, 2020)
454. ICCP 2020: Cultural Psychology Conference, New York (Aug 10-11, 2020)
455. ICCP 2020: Cross Cultural Psychology Conference, Prague (Sep 03-04, 2020)
456. ICCPE 2020: Cultural Psychology and Emotions Conference, Prague (Sep 03-04, 2020)
457. ICPS 2020: Psychological Society Conference, Lisbon (Sep 16-17, 2020)
458. ICPPBS

2020:

Positive

Psychology

and

Behavioral

Sciences

Conference, San

Human

Development

Francisco (Sep 24-25, 2020)
459. ICAPHD

2020:

Applied

Psychology

and

Conference, Amsterdam (Nov 05-06, 2020)
460. ICPPP 2020: Positive Psychology and Psychotherapy Conference, Tokyo (Dec 03-04,

2020)
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Child Psychology Conferences
461. ICCAP 2020: Child and Adolescent Psychopathology Conference, Dubai (Jan 30-31, 2020)
462. ICEMHEW 2020: Child Mental Health and Emotional Wellbeing Conference, Jeddah (Feb

17-18, 2020)
463. ICCPD 2020: Child Psychology and Development Conference, Buenos Aires (Feb 27-28,

2020)
464. ICRTSP 2020: Recent Trends in School Psychology Conference, Buenos Aires (Feb 27-28,

2020)
465. ICSCBS 2020: Social, Cognitive and Behavioral Sciences Conference, Tokyo (Feb 27-28,

2020)
466. ICCMHB 2020: Child Mental Health and Behavior Conference, Sydney (Mar 26-27, 2020)
467. ICCMHP 2020: Child Mental Health and Psychology Conference, Madrid (Mar 26-27, 2020)
468. ICCPP 2020: Child Psychology and Pedagogy Conference, Cancun (Apr 06-07, 2020)
469. ICSEP 2020: School and Educational Psychology Conference, Cancun (Apr 06-07, 2020)
470. ICCMHW 2020: Child Mental Health and Wellness Conference, Venice (Apr 09-10, 2020)
471. ICCMHW 2020: Child Mental Health and Wellbeing Conference, Lisbon (Apr 16-17, 2020)
472. ICCMHD 2020: Child Mental Health and Development Conference, New York (Apr 23-24,

2020)
473. ICCMH 2020: Child Mental Health Conference, Istanbul (May 07-08, 2020)
474. ICBCSS 2020: Behavioral, Cognitive and Sensory Sciences Conference, Copenhagen (Jun

11-12, 2020)
475. ICPECP 2020: Preschool Education and Child Psychology Conference, London (Jun 29-30,

2020)
476. ICPDT 2020: Psychiatry, Diagnosis and Therapy Conference, Prague (Jul 09-10, 2020)
477. ICCPGP 2020: Child Psychology and General Pediatrics Conference, Toronto (Jul 16-17,

2020)
478. ICMHW 2020: Mental Health and Wellness Conference, Toronto (Jul 16-17, 2020)
479. ICMWPMH 2020: Mental Wellness and Positive Mental Health Conference, Paris (Jul 20-

21, 2020)
480. ICPPMH 2020: Psychiatry, Psychopathology and Mental Health Conference, Paris (Jul 20-

21, 2020)
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481. ICRPPN

2020:

Research

in

Psychology,

Psychiatry

and

Neuroscience

Conference, London (Jul 23-24, 2020)
482. ICPPP 2020: Psychological Problems in Pediatrics Conference, Zurich (Jul 27-28, 2020)
483. ICSECP 2020: School, Educational and Child Psychology Conference, New York (Aug 10-

11, 2020)
484. ICPPMH 2020: Pediatric Psychology and Mental Health Conference, Venice (Aug 13-14,

2020)
485. ICCPMH 2020: Child Psychology and Mental Health Conference, Istanbul (Aug 17-18,

2020)
486. ICESCP 2020: Educational, School and Child Psychology Conference, Istanbul (Aug 17-18,

2020)
487. ICTSP 2020: Trends in School Psychology Conference, Istanbul (Aug 17-18, 2020)
488. ICCPDS 2020: Child Psychology and Developmental Science Conference, London (Aug

20-21, 2020)
489. ICESP 2020: Educational and School Psychology Conference, London (Aug 20-21, 2020)
490. ICSNCBS

2020:

Social,

Neural,

Cognitive

and

Behavioral

Sciences

Conference, Bangkok (Aug 20-21, 2020)
491. ICCPAD 2020: Child Psychology and Atypical Development Conference, Paris (Aug 27-28,

2020)
492. ICAPPN

2020:

Advances

in

Psychology,

Psychiatry

and

Neuroscience

Conference, Toronto (Sep 21-22, 2020)
493. ICPPBS

2020:

Positive

Psychology

and

Behavioral

Sciences

Conference, San

Francisco (Sep 24-25, 2020)
494. ICCPO 2020: Child Psychology and Obesity Conference, Dubrovnik (Oct 01-02, 2020)
495. ICCBP 2020: Cognitive and Behavioral Psychology Conference, Los Angeles (Oct 29-30,

2020)
496. ICCCP 2020: Clinical and Counselling Psychology Conference, Paris (Oct 29-30, 2020)
497. ICCPP 2020: Clinical Psychiatry and Psychology Conference, Sydney (Dec 03-04, 2020)

Clinical Psychology Conferences
498. ICIGTDT

2020:

Individual

and

Group

Conference, Bangkok (Jan 16-17, 2020)
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Therapy

for

Depression
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499. ICIOP 2020: Industrial and Organizational Psychology Conference, Rome (Jan 16-17,

2020)
500. ICPLT 2020: Psychology, Language and Teaching Conference, Bangkok (Jan 16-17, 2020)
501. ICPSH 2020: Psychology and Social Harmony Conference, Bangkok (Jan 16-17, 2020)
502. ICCPT 2020: Clinical Psychology and Testing Conference, Amsterdam (Jan 20-21, 2020)
503. ICADP 2020: Anxiety Disorders and Phobias Conference, Istanbul (Jan 30-31, 2020)
504. ICAPBS 2020: Applied Psychology and Behavioral Sciences Conference, Istanbul (Jan 30-

31, 2020)
505. ICBPS 2020: Behavioral and Psychological Sciences Conference, Sydney (Jan 30-31,

2020)
506. ICDMP 2020: Definition of Measurement in Psychometrics Conference, Sydney (Jan 30-31,

2020)
507. ICPNSSC

2020:

Positive

and

Negative

Syndromes

in

Schizophrenia

Conference, Sydney (Jan 30-31, 2020)
508. ICCSP 2020: Comparative and Social Psychology Conference, Bangkok (Feb 03-04, 2020)
509. ICHGP 2020: Humanistic and General Psychology Conference, Bangkok (Feb 03-04, 2020)
510. ICP 2020: Psychiatry Conference, Melbourne (Feb 03-04, 2020)
511. ICPLP 2020: Positive and Legal Psychology Conference, Bangkok (Feb 03-04, 2020)
512. ICPPMH 2020: Positive Psychology and Mental Health Conference, Bangkok (Feb 03-04,

2020)
513. ICTPS 2020: Teaching Psychology for Sustainability Conference, Bangkok (Feb 03-04,

2020)
514. ICCPBS 2020: Cognitive, Psychological and Behavioral Sciences Conference, Kuala

Lumpur (Feb 10-11, 2020)
515. ICCPTA

2020:

Clinical

Psychology

and

Therapeutic

Assessment

Conference, Barcelona (Feb 10-11, 2020)
516. ICPIS 2020: Psychometrics and Interpreting Scores Conference, Barcelona (Feb 10-11,

2020)
517. ICPSB 2020: Psychology of Sustainable Behavior Conference, Kuala Lumpur (Feb 10-11,

2020)
518. ICSEP 2020: Schizophrenia, Epidemiology and Prognosis Conference, Kuala Lumpur (Feb

10-11, 2020)
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519. ICSP 2020: Spirituality and Psychology Conference, Barcelona (Feb 10-11, 2020)
520. ICSCP 2020: Spirituality and Clinical Psychology Conference, London (Feb 13-14, 2020)
521. ICCDP 2020: Community Development and Psychology Conference, Jeddah (Feb 17-18,

2020)
522. ICMP 2020: Military Psychology Conference, Jeddah (Feb 17-18, 2020)
523. ICPS 2020: Psychology for Sustainability Conference, Jeddah (Feb 17-18, 2020)
524. ICSPBS 2020: Social Psychology and Behavioral Sciences Conference, Jeddah (Feb 17-

18, 2020)
525. ICLP 2020: Language and Psychology Conference, Paris (Feb 20-21, 2020)
526. ICPCLS 2020: Psychology, Cognitive and Linquistic Sciences Conference, Buenos

Aires (Feb 27-28, 2020)
527. ICSCBS 2020: Social, Cognitive and Behavioral Sciences Conference, Tokyo (Feb 27-28,

2020)
528. ICSMP 2020: Spirituality and Medical Practice Conference, Sydney (Feb 27-28, 2020)
529. ICCLA 2020: Computational Linguistics and Applications Conference, Rio de Janeiro (Mar

02-03, 2020)
530. ICADPA 2020: Anxiety Disorders and Panic Attacks Conference, Barcelona (Mar 05-06,

2020)
531. ICASS 2020: Anxiety Symptoms and Signs Conference, Rome (Mar 05-06, 2020)
532. ICBPDECD 2020: Biological, Psychological, Social and Evolutionary Causes of Depression

Conference, Barcelona (Mar 05-06, 2020)
533. ICCCD 2020: Causes of Clinical Depression Conference, Barcelona (Mar 05-06, 2020)
534. ICCDET 2020: Clinical Depression and Effective Treatment Conference, Rome (Mar 05-06,

2020)
535. ICDMCP 2020: Definition of Measurement in Clinical Psychology Conference, Rome (Mar

05-06, 2020)
536. ICDSMDC 2020: DSM and Diagnostic Classification Conference, Rome (Mar 05-06, 2020)
537. ICMMD 2020: Major Mood Disorders Conference, Rome (Mar 05-06, 2020)
538. ICOAD 2020: Overview of Anxiety Disorders Conference, Rome (Mar 05-06, 2020)
539. ICPAT 2020: Psychological Assessment and Testing Conference, Barcelona (Mar 05-06,

2020)
540. ICPCG 2020: Psychology, Counselling and Guidance Conference, Barcelona (Mar 05-06,
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2020)
541. ICPDSM 2020: Psychopathology and DSM Conference, Barcelona (Mar 05-06, 2020)
542. ICBNLP 2020: Biomedical Natural Language Processing Conference, London (Mar 12-13,

2020)
543. ICCPPT 2020: Clinical Psychology and Psychological Testing Conference, London (Mar

12-13, 2020)
544. ICDSMDL 2020: DSM and Dividing Lines Conference, Miami (Mar 12-13, 2020)
545. ICGADPD 2020: Generalized Anxiety Disorder and Panic Disorder Conference, Miami (Mar

12-13, 2020)
546. ICPPT 2020: Psychopathology and Psychological Testing Conference, Miami (Mar 12-13,

2020)
547. ICPS 2020: Psychoanalysis and Spirutality Conference, London (Mar 12-13, 2020)
548. ICPTTS 2020: Psychological Testing and Test Security Conference, Miami (Mar 12-13,

2020)
549. ICAPCD 2020: Abnormal Psychology and Clinical Depression Conference, Dubai (Mar 19-

20, 2020)
550. ICAPT 2020: Administration of Psychological Tests Conference, Prague (Mar 19-20, 2020)
551. ICCLCP 2020: Computational Linguistics and Clinical Psychology Conference, Dubai (Mar

19-20, 2020)
552. ICCLTP 2020: Computational Linguistics and Text Processing Conference, Istanbul (Mar

19-20, 2020)
553. ICCMD 2020: Childhood Mood Disorders Conference, Dubai (Mar 19-20, 2020)
554. ICDSMC 2020: DSM and Criticism Conference, Prague (Mar 19-20, 2020)
555. ICDSMCB 2020: DSM and Cultural Bias Conference, Dubai (Mar 19-20, 2020)
556. ICGAD 2020: Generalized Anxiety Disorder Conference, Dubai (Mar 19-20, 2020)
557. ICMDP 2020: Mental Diseases and Psychotherapy Conference, Dubai (Mar 19-20, 2020)
558. ICOMD 2020: Overview of Mood Disorders Conference, Dubai (Mar 19-20, 2020)
559. ICPTTS 2020: Psychological Testing and Testing Standards Conference, Dubai (Mar 19-

20, 2020)
560. ICRECD 2020: Regular Exercise and Clinical Depression Conference, Istanbul (Mar 19-20,

2020)
561. ICSFPT 2020: Schizophrenia, Family and Psychosocial Treatment Conference, Dubai (Mar
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19-20, 2020)
562. ICADDT 2020: Anxiety Disorders, Diagnosis and Treatment Conference, Tokyo (Mar 23-24,

2020)
563. ICDSMM 2020: DSM and Medicalization Conference, Tokyo (Mar 23-24, 2020)
564. ICMDBSF 2020: Mood Disorders and Biopsychosocial Factors Conference, Tokyo (Mar 23-

24, 2020)
565. ICPDT 2020: Psychotherapy for Depression Treatment Conference, Tokyo (Mar 23-24,

2020)
566. ICADBSF 2020: Anxiety Disorders and Biopsychosocial Factors Conference, Madrid (Mar

26-27, 2020)
567. ICADSF 2020: Anxiety Disorders and Sociocultural Factors Conference, Paris (Mar 26-27,

2020)
568. ICBCPS 2020: Behavioral, Cognitive and Psychological Sciences Conference, Madrid (Mar

26-27, 2020)
569. ICCDCA 2020: Clinical Depression and Clinical Assessment Conference, Madrid (Mar 26-

27, 2020)
570. ICDSMRU 2020: DSM, Revisions and Updates Conference, Paris (Mar 26-27, 2020)
571. ICDSMRVC 2020: DSM, Reliability and Validity Concerns Conference, Paris (Mar 26-27,

2020)
572. ICDTRE 2020: Depression Treatment and Regular Exercise Conference, Paris (Mar 26-27,

2020)
573. ICPPA 2020: Psychopathology and Psychological Assessment Conference, Paris (Mar 26-

27, 2020)
574. ICPPS 2020: Psychology and Psychological Sciences Conference, Madrid (Mar 26-27,

2020)
575. ICSOTNRVP 2020: Standardization, Objectivity, Test Norms, Reliability and Validity in

Psychometrics Conference, Paris (Mar 26-27, 2020)
576. ICAPMD 2020: Abnormal Psychology and Mood Disorders Conference, Singapore (Mar 30-

31, 2020)
577. ICCPCA 2020: Clinical Psychology and Clinical Assessment Conference, Singapore (Mar

30-31, 2020)
578. ICCPP 2020: Clinical Psychology and Psychometrics Conference, Singapore (Mar 30-31,

2020)
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579. ICDSMCCCCB

2020:

DSM,

Cross

Cultural

Critics

and

Cultural

Bias

Conference, Singapore (Mar 30-31, 2020)
580. ICECP 2020: Environmental and Cultural Psychology Conference, Singapore (Mar 30-31,

2020)
581. ICSP 2020: Sports Psychology Conference, Singapore (Mar 30-31, 2020)
582. ICSSAD 2020: Signs and Symptoms of Anxiety Disorders Conference, Singapore (Mar 30-

31, 2020)
583. ICCDFS

2020:

Cultural

and

Demographic

Factors

of

Schizophrenia

Conference, Cancun (Apr 06-07, 2020)
584. ICDSMCCC 2020: DSM and Cross Cultural Critics Conference, Athens (Apr 09-10, 2020)
585. ICOPT 2020: Objective and Projective Tests Conference, Athens (Apr 09-10, 2020)
586. ICPP 2020: Positive Psychology Conference, Venice (Apr 09-10, 2020)
587. ICPTS 2020: Psychometrics and Testing Standards Conference, Athens (Apr 09-10, 2020)
588. ICSCSPS

2020:

Schizophrenia,

Causes,

Symptoms

and

Psychological

Stress

Conference, Athens (Apr 09-10, 2020)
589. ICADG 2020: Anxiety Disorders and Genetics Conference, Lisbon (Apr 16-17, 2020)
590. ICADT 2020: Anxiety Disorder Treatment Conference, Paris (Apr 16-17, 2020)
591. ICAPDSM 2020: Abnormal Psychology and DSM Conference, Lisbon (Apr 16-17, 2020)
592. ICBD 2020: Biology of Depression Conference, Paris (Apr 16-17, 2020)
593. ICCPMDD

2020:

Clinical

Psychology

and

Major

Depressive

Disorder

Conference, Lisbon (Apr 16-17, 2020)
594. ICCRPPM 2020: Computational Research in Phonetics, Phonology, and Morphology

Conference, Cape Town (Apr 16-17, 2020)
595. ICDS 2020: Depression and Symptoms Conference, Lisbon (Apr 16-17, 2020)
596. ICDSMRUC 2020: DSM, Revisions, Updates and Criticism Conference, Lisbon (Apr 16-17,

2020)
597. ICPARW 2020: Psychological Assessment and Reporting Conference, Lisbon (Apr 16-17,

2020)
598. ICPMS 2020: Psychology and Management Sciences Conference, Paris (Apr 16-17, 2020)
599. ICPPW 2020: Positive Psychology and Wellbeing Conference, Paris (Apr 16-17, 2020)
600. ICPRW 2020: Psychological Report Writing Conference, Paris (Apr 16-17, 2020)
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601. ICSCN 2020: Social Cognition and Neuroscience Conference, Cape Town (Apr 16-17,

2020)
602. ICAPAD 2020: Abnormal Psychology and Anxiety Disorders Conference, Tokyo (Apr 23-24,

2020)
603. ICCLMT 2020: Computational Linguistics and Machine Translation Conference, Tokyo (Apr

23-24, 2020)
604. ICCPDSM 2020: Clinical Psychology and DSM Conference, New York (Apr 23-24, 2020)
605. ICMDDT 2020: Mood Disorders, Diagnosis and Treatment Conference, London (Apr 23-24,

2020)
606. ICMDSF 2020: Mood Disorders and Sociocultural Factors Conference, New York (Apr 23-

24, 2020)
607. ICPAP 2020: Psychological Assessment and Psychotherapy Conference, New York (Apr

23-24, 2020)
608. ICPAP 2020: Psychological Assessment and Psychometrics Conference, Tokyo (Apr 23-

24, 2020)
609. ICPCA 2020: Psychopathology and Clinical Assessment Conference, London (Apr 23-24,

2020)
610. ICPIP 2020: Psychometrics, Instruments and Procedures Conference, London (Apr 23-24,

2020)
611. ICPT 2020: Psychopathology and Testing Conference, New York (Apr 23-24, 2020)
612. ICPTIP 2020: Psychological Testing, Instruments and Procedures Conference, New

York (Apr 23-24, 2020)
613. ICSPSN 2020: Social Psychology and Social Neuroscience Conference, Istanbul (Apr 24-

25, 2020)
614. ICCDT 2020: Clinical Depression Treatment Conference, Jerusalem (Apr 27-28, 2020)
615. ICPSB 2020: Psychological Sciences and Behaviors Conference, Rome (May 04-05, 2020)
616. ICCSP 2020: Cognitive Science and Psychology Conference, Amsterdam (May 14-15,

2020)
617. ICPARW

2020:

Psychological

Assessment

and

Report

Writing

Conference, Amsterdam (May 14-15, 2020)
618. ICPCD 2020: Psychopathology and Clinical Depression Conference, Amsterdam (May 14-

15, 2020)
619. ICCPD 2020: Clinical Psychology and Depression Conference, Montreal (May 18-19, 2020)
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620. ICDTM 2020: Depression Treatment and Management Conference, Sydney (May 18-19,

2020)
621. ICMDBF 2020: Mood Disorders and Biological Factors Conference, Montreal (May 18-19,

2020)
622. ICPBS 2020: Psychological and Brain Sciences Conference, Montreal (May 18-19, 2020)
623. ICPMD 2020: Psychopathology and Mood Disorders Conference, Sydney (May 18-19,

2020)
624. ICMD 2020: Management of Depression Conference, London (May 21-22, 2020)
625. ICMDG 2020: Mood Disorders and Genetics Conference, Vancouver (May 21-22, 2020)
626. ICMDT 2020: Mood Disorder Treatment Conference, London (May 21-22, 2020)
627. ICPAID

2020:

Psychological

Assessment

and

Individual

Differences

Conference, Vancouver (May 21-22, 2020)
628. ICAPP 2020: Applied Psychology Conference, Barcelona (May 22-23, 2020)
629. ICBCD 2020: Biology of Clinical Depression Conference, New York (Jun 04-05, 2020)
630. ICDDET 2020: Depressive Disorders and Effective Treatment Conference, New York (Jun

04-05, 2020)
631. ICGMD 2020: Genetics of Mood Disorders Conference, New York (Jun 04-05, 2020)
632. ICPTIS 2020: Psychological Testing and Interpreting Scores Conference, New York (Jun

04-05, 2020)
633. ICCCPP 2020: Cross Cultural Psychology and Personality Conference, San Francisco (Jun

05-06, 2020)
634. ICCPPM 2020: Clinical Psychology and Psychological Measurement Conference, San

Francisco (Jun 05-06, 2020)
635. ICBCSS 2020: Behavioral, Cognitive and Sensory Sciences Conference, Copenhagen (Jun

11-12, 2020)
636. ICCNSP

2020:

Cognition,

Neuroscience,

and

Social

Psychology

Abnormal

Psychology

Conference, Barcelona (Jun 11-12, 2020)
637. ICDCAP

2020:

Developing

Countries

and

Conference, Barcelona (Jun 11-12, 2020)
638. ICMTD 2020: Medication Treatment for Depression Conference, Copenhagen (Jun 11-12,

2020)
639. ICPTA

2020:

Psychopathology
177

and

Therapeutic

Assessment

Conference, Copenhagen (Jun 11-12, 2020)
640. ICDTSSN

2020:

Depression

Treatment

and

Strong

Social

Networks

Computational

Linguistics

Conference, Toronto (Jun 18-19, 2020)
641. ICITPCL

2020:

Intelligent

Text

Processing

and

Conference, Riga (Jun 18-19, 2020)
642. ICPM 2020: Psychopathology and Measurement Conference, Toronto (Jun 18-19, 2020)
643. ICSSMD 2020: Signs and Symptoms of Mood Disorder Conference, Toronto (Jun 18-19,

2020)
644. ICPAS 2020: Psychological Assessment Solutions Conference, Venice (Jun 22-23, 2020)
645. ICPNSYS

2020:

Positive

and

Negative

Symptoms

of

Schizophrenia

Conference, Venice (Jun 22-23, 2020)
646. ICTD 2020: Treatments for Depression Conference, Venice (Jun 22-23, 2020)
647. ICCLCLL

2020: Computational Linguistics and Computational Language Learning

Conference, Oslo (Jun 25-26, 2020)
648. ICCLLL 2020: Computational Linguistics and Language Processing Conference, Oslo (Jun

25-26, 2020)
649. ICLLP 2020: Linguistics and Language Processing Conference, Paris (Jun 25-26, 2020)
650. ICLPL 2020: Language Processing and Learning Conference, Oslo (Jun 25-26, 2020)
651. ICPPE 2020: Positive Psychology and Education Conference, Oslo (Jun 25-26, 2020)
652. ICSDD 2020: Schizophrenia and Differential Diagnosis Conference, Paris (Jun 25-26,

2020)
653. ICSPT 2020: Schizophrenia and Psychosocial Treatment Conference, Oslo (Jun 25-26,

2020)
654. ICCLAI 2020: Computational Linguistics and Artificial Intelligence Conference, London (Jun

29-30, 2020)
655. ICDCA 2020: Depression and Clinical Assessment Conference, Singapore (Jul 06-07,

2020)
656. ICSSC 2020: Schizophrenia, Society and Culture Conference, Singapore (Jul 06-07, 2020)
657. ICPPCS 2020: Psychology, Philosophy, and Cognitive Science Conference, Ottawa (Jul

13-14, 2020)
658. ICADET 2020: Anxiety Disorders and Effective Treatment Conference, Copenhagen (Jul

15-16, 2020)
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659. ICPCN 2020: Psychiatry and Clinical Neurosciences Conference, Copenhagen (Jul 15-16,

2020)
660. ICPSC 2020: Psychological Science Research Conference, Copenhagen (Jul 15-16, 2020)
661. ICCDT 2020: Clinical Depression and Treatment Conference, Stockholm (Jul 16-17, 2020)
662. ICCP 2020: Counselling Psychology Conference, Rome (Jul 23-24, 2020)
663. ICRPPN

2020:

Research

in

Psychology,

Psychiatry

and

Neuroscience

Conference, London (Jul 23-24, 2020)
664. ICSCT 2020: Schizophrenia, Causes and Treatment Conference, London (Jul 23-24, 2020)
665. ICCLCHSSH 2020: Computational Linguistics, Cultural Heritage, Social Sciences, and

Humanities Conference, Istanbul (Jul 30-31, 2020)
666. ICPS 2020: Psychology and Sociology Conference, Vancouver (Aug 06-07, 2020)
667. ICCP 2020: Cultural Psychology Conference, New York (Aug 10-11, 2020)
668. ICEP 2020: Experimental Psychology Conference, New York (Aug 10-11, 2020)
669. ICCLL 2020: Computational Linguistics and Literature Conference, London (Aug 20-21,

2020)
670. ICSNCBS

2020:

Social,

Neural,

Cognitive

and

Behavioral

Sciences

Conference, Bangkok (Aug 20-21, 2020)
671. ICSPNS 2020: Schizophrenia, Positive and Negative Symptoms Conference, London (Aug

20-21, 2020)
672. ICDCP 2020: Developing Countries and Psychology Conference, Paris (Aug 27-28, 2020)
673. ICCP 2020: Cross Cultural Psychology Conference, Prague (Sep 03-04, 2020)
674. ICCPE 2020: Cultural Psychology and Emotions Conference, Prague (Sep 03-04, 2020)
675. ICPNSS

2020:

Positive

and

Negative

Symptoms

in

Schizophrenia

Conference, Singapore (Sep 08-09, 2020)
676. ICBPBS 2020: Behavioral, Psychological and Brain Sciences Conference, Lisbon (Sep 16-

17, 2020)
677. ICIDD 2020: Intellectual and Developmental Disabilities Conference, Lisbon (Sep 16-17,

2020)
678. ICPPCBT

2020:

Positive

Psychology

and

Cognitive

Behavioral

Therapy

Conference, Lisbon (Sep 16-17, 2020)
679. ICPS 2020: Psychological Society Conference, Lisbon (Sep 16-17, 2020)
680. ICSPT 2020: Schizophrenia, Prevention and Treatment Conference, Zurich (Sep 16-17,
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2020)
681. ICSTS 2020: Stress and Schizophrenia Conference, Lisbon (Sep 16-17, 2020)
682. ICBEPS

2020:

Behavioral,

Educational

and

Psychological

Sciences

Conference, Paris (Sep 17-18, 2020)
683. ICCLST

2020:

Computational

Linguistics

and

Statistical

Translation

Conference, Amsterdam (Sep 17-18, 2020)
684. ICSCD 2020: Schizophrenia and Cognitive Dysfunction Conference, Paris (Sep 17-18,

2020)
685. ICAPPN

2020:

Advances

in

Psychology,

Psychiatry

and

Neuroscience

Conference, Toronto (Sep 21-22, 2020)
686. ICDBD 2020: Depressive and Bipolar Disorders Conference, Toronto (Sep 21-22, 2020)
687. ICCLSM 2020: Computational Linguistics and Social Media Conference, Vancouver (Sep

23-24, 2020)
688. ICNPSS

2020:

Negative

and

Positive

Symptoms

of

Schizophrenia

Conference, Vancouver (Sep 23-24, 2020)
689. ICPPBS

2020:

Positive

Psychology

and

Behavioral

Sciences

Conference, San

Francisco (Sep 24-25, 2020)
690. ICPSS 2020: Psychological Stress and Schizophrenia Conference, San Francisco (Sep 24-

25, 2020)
691. ICCLDM 2020: Computational Linguistics and Data Mining Conference, Dubrovnik (Oct 01-

02, 2020)
692. ICPA 2020: Psychological Applications Conference, Tokyo (Oct 05-06, 2020)
693. ICPPM 2020: Psychopathology and Psychological Measurement Conference, Tokyo (Oct

05-06, 2020)
694. ICCLTM 2020: Computational Linguistics and Text Mining Conference, New York (Oct 08-

09, 2020)
695. ICPPN 2020: Psychiatry, Psychology and Neuroscience Conference, New York (Oct 08-09,

2020)
696. ICFS 2020: Family and Schizophrenia Conference, London (Oct 22-23, 2020)
697. ICPAD 2020: Psychological Assessment and Diagnosis Conference, London (Oct 22-23,

2020)
698. ICSS 2020: Schizophrenia and Symptoms Conference, Istanbul (Oct 22-23, 2020)
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699. ICCCP 2020: Clinical and Counselling Psychology Conference, Paris (Oct 29-30, 2020)
700. ICSCAN 2020: Social, Cognitive and Affective Neuroscience Conference, Los Angeles (Oct

29-30, 2020)
701. ICSYS 2020: Symptoms of Schizophrenia Conference, Amsterdam (Nov 05-06, 2020)
702. ICCPM 2020: Clinical Psychology and Measurement Conference, Dubai (Nov 09-10, 2020)
703. ICDBSAPD

2020:

Differences

Between

Social

Anxiety

and

Panic

Disorder

Conference, Dubai (Nov 09-10, 2020)
704. ICTMDD 2020: Treating Major Depressive Disorder Conference, Dubai (Nov 09-10, 2020)
705. ICCBN 2020: Cognitive and Behavioral Neuroscience Conference, Jeddah (Nov 16-17,

2020)
706. ICCLSS 2020: Computational Linguistics and Social Science Conference, London (Nov 19-

20, 2020)
707. ICSPN 2020: Social Psychology and Neuroscience Conference, Singapore (Nov 19-20,

2020)
708. ICCPAP 2020: Current Psychological Assessment Practices Conference, Tokyo (Dec 03-

04, 2020)
709. ICCPP 2020: Clinical Psychiatry and Psychology Conference, Sydney (Dec 03-04, 2020)
710. ICNP 2020: Neuroscience and Psychophysiology Conference, Sydney (Dec 03-04, 2020)
711. ICPPP 2020: Positive Psychology and Psychotherapy Conference, Tokyo (Dec 03-04,

2020)
712. ICCLIA

2020:

Computational

Linguistics

and

Information

Analysis

Conference, London (Dec 10-11, 2020)
713. ICCLML 2020: Computational Linguistics and Machine Learning Conference, London (Dec

10-11, 2020)
714. ICCSP 2020: Cognitive and Social Psychology Conference, Vienna (Dec 24-25, 2020)

Cognitive Psychology Conferences
715. ICACL 2020: Applied Cognitive Linguistics Conference, Bangkok (Jan 16-17, 2020)
716. ICPH 2020: Psychology and Health Conference, Bangkok (Jan 16-17, 2020)
717. ICPLT 2020: Psychology, Language and Teaching Conference, Bangkok (Jan 16-17, 2020)
718. ICPSH 2020: Psychology and Social Harmony Conference, Bangkok (Jan 16-17, 2020)
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719. ICAAT 2020: Affordances and Affordance Theory Conference, New York (Jan 30-31, 2020)
720. ICAEA 2020: Affordances and Ecological Approach Conference, Dubai (Jan 30-31, 2020)
721. ICAPBS 2020: Applied Psychology and Behavioral Sciences Conference, Istanbul (Jan 30-

31, 2020)
722. ICCLCS 2020: Cognitive Linguistics and Cultural Studies Conference, Dubai (Jan 30-31,

2020)
723. ICCP 2020: Cognitive Psychology Conference, Istanbul (Jan 30-31, 2020)
724. ICCRT 2020: Counterfactual Reasoning and Thinking Conference, Bangkok (Feb 03-04,

2020)
725. ICEFHD 2020: Executive Functions in Health and Disease Conference, Bangkok (Feb 03-

04, 2020)
726. ICCF 2020: Cognitive Flexibility Conference, Lisbon (Feb 06-07, 2020)
727. ICCFC 2020: Cognitive Flexibility and Complexity Conference, Amsterdam (Feb 06-07,

2020)
728. ICCT 2020: Counterfactual Thinking Conference, Lisbon (Feb 06-07, 2020)
729. ICBEP 2020: Behavioral and Educational Psychology Conference, Barcelona (Feb 10-11,

2020)
730. ICPA 2020: Psychology and Applications Conference, Tokyo (Feb 27-28, 2020)
731. ICADP 2020: Applications of Developmental Psychology Conference, Miami (Mar 12-13,

2020)
732. ICBCPS 2020: Behavioral, Cognitive and Psychological Sciences Conference, Madrid (Mar

26-27, 2020)
733. ICPPS 2020: Psychology and Psychological Sciences Conference, Madrid (Mar 26-27,

2020)
734. ICPSB 2020: Psychological Sciences and Behaviors Conference, Rome (May 04-05, 2020)
735. ICATEA 2020: Affordance Theory and Ecological Approach Conference, Berlin (May 21-22,

2020)
736. ICAPP 2020: Applied Psychology Conference, Barcelona (May 22-23, 2020)
737. ICATEP 2020: Affordance Theory and Ecological Psychology Conference, Tokyo (May 28-

29, 2020)
738. ICAT 2020: Affordance Theory Conference, New York (Jun 04-05, 2020)
739. ICCCPP 2020: Cross Cultural Psychology and Personality Conference, San Francisco (Jun
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05-06, 2020)
740. ICA 2020: Affordances Conference, Barcelona (Jun 11-12, 2020)
741. ICAEP 2020: Affordances and Ecological Psychology Conference, Copenhagen (Jun 11-

12, 2020)
742. ICDCAP

2020:

Developing

Countries

and

Abnormal

Psychology

Conference, Barcelona (Jun 11-12, 2020)
743. ICCLR 2020: Cognitive Linguistics and Research Conference, Toronto (Jun 18-19, 2020)
744. ICIP 2020: Intertrial Priming Conference, Riga (Jun 18-19, 2020)
745. ICCLMR 2020: Cognitive Linguistics and Metaphor Research Conference, Prague (Jul 09-

10, 2020)
746. ICSCN 2020: Social Cognitive Neuroscience Conference, Prague (Jul 09-10, 2020)
747. ICCFDM 2020: Cognitive Flexibility and Decision Making Conference, Copenhagen (Jul 15-

16, 2020)
748. ICEFDH 2020: Executive Functions in Disease and Health Conference, Copenhagen (Jul

15-16, 2020)
749. ICPCRT

2020:

Psychology

of

Counterfactual

Reasoning

and

Thinking

Conference, Copenhagen (Jul 15-16, 2020)
750. ICPSC 2020: Psychological Science Research Conference, Copenhagen (Jul 15-16, 2020)
751. ICCCF 2020: Cognitive Complexity and Flexibility Conference, Berlin (Jul 23-24, 2020)
752. ICCLT 2020: Cognitive Linguistics and Translation Conference, Rome (Jul 23-24, 2020)
753. ICCTR 2020: Counterfactual Thinking and Reasoning Conference, Berlin (Jul 23-24, 2020)
754. ICEFLD 2020: Executive Function and Learning Disabilities Conference, Berlin (Jul 23-24,

2020)
755. ICPCTR

2020:

Psychology

of

Counterfactual

Thinking

and

Reasoning

Conference, Berlin (Jul 23-24, 2020)
756. ICCLP 2020: Cognitive Linguistics and Psychology Conference, Zurich (Jul 27-28, 2020)
757. ICCLCS 2020: Cognitive Linguistics and Cognitive Science Conference, Montreal (Aug 04-

05, 2020)
758. ICPS 2020: Psychology and Sociology Conference, Vancouver (Aug 06-07, 2020)
759. ICCP 2020: Cultural Psychology Conference, New York (Aug 10-11, 2020)
760. ICAAP 2020: Affordances and Action Possibilities Conference, Istanbul (Aug 17-18, 2020)
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761. ICLCT 2020: Language, Culture and Thought Conference, Budapest (Aug 19-20, 2020)
762. ICAPA 2020: Action Possibilities and Affordances Conference, London (Aug 20-21, 2020)
763. ICIPIFPCP 2020: Intertrial Priming and Intertrial Feature Priming in Cognitive Psychology

Conference, Bangkok (Aug 20-21, 2020)
764. ICDCP 2020: Developing Countries and Psychology Conference, Paris (Aug 27-28, 2020)
765. ICCP 2020: Cross Cultural Psychology Conference, Prague (Sep 03-04, 2020)
766. ICCPE 2020: Cultural Psychology and Emotions Conference, Prague (Sep 03-04, 2020)
767. ICIPACP

2020:

Intertrial

Priming

and

Priming

and

Attention

in

Cognitive

Psychology

Conference, Prague (Sep 03-04, 2020)
768. ICIPDWAT

2020:

Intertrial

Dimension-Weighting

Account

Theory

Conference, Singapore (Sep 08-09, 2020)
769. ICIPTDBUA

2020:

Intertrial

Priming,

Top-Down

and

Bottom-Up

Attention

Conference, Tokyo (Sep 10-11, 2020)
770. ICIPBMT 2020: Intertrial Priming, Blocked and Mixed Trials Conference, Lisbon (Sep 16-

17, 2020)
771. ICIPCCVE 2020: Intertrial Priming, Cueing and Cue Validity Effect Conference, Zurich (Sep

16-17, 2020)
772. ICIPIFPVC 2020: Intertrial Priming, Intertrial Feature Priming and Visual Consciousness

Conference, Zurich (Sep 16-17, 2020)
773. ICPPCBT

2020:

Positive

Psychology

and

Cognitive

Behavioral

Therapy

Conference, Lisbon (Sep 16-17, 2020)
774. ICIPA 2020: Intertrial Priming and Attention Conference, Paris (Sep 17-18, 2020)
775. ICIPCS 2020: Intertrial Priming and Conjunctive Search Conference, Rome (Sep 17-18,

2020)
776. ICIPPOS 2020: Intertrial Priming and Pop-Out Search Conference, Paris (Sep 17-18, 2020)
777. ICIPPOSCS

2020:

Intertrial

Priming,

Pop-Out

Search

and

Conjunctive

Search

Conference, Amsterdam (Sep 17-18, 2020)
778. ICPNC 2020: Psychology and Neural Computation Conference, Toronto (Sep 21-22, 2020)
779. ICIPCP 2020: Intertrial Priming in Cognitive Psychology Conference, Vancouver (Sep 23-

24, 2020)
780. ICIPIFP 2020: Intertrial Priming and Intertrial Feature Priming Conference, Vancouver (Sep

23-24, 2020)
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781. ICIPERH

2020:

Intertrial

Priming

and

Episodic

Retrieval

Hypothesis

Conference, Istanbul (Sep 24-25, 2020)
782. ICIPIF 2020: Intertrial Priming and Integrative Framework Conference, San Francisco (Sep

24-25, 2020)
783. ICCLPCS

2020:

Cognitive

Linguistics,

Psychology

and

Cognitive

Science

Conference, Dubrovnik (Oct 01-02, 2020)
784. ICNCN 2020: Neurology and Cognitive Neuroscience Conference, Tbilisi (Oct 01-02, 2020)
785. ICCBP 2020: Cognitive and Behavioral Psychology Conference, Los Angeles (Oct 29-30,

2020)
786. ICBCP 2020: Biological and Cognitive Psychology Conference, Cape Town (Nov 05-06,

2020)
787. ICEMP 2020: Episodic Memory and Personality Conference, Singapore (Nov 19-20, 2020)
788. ICEM 2020: Episodic Memory Conference, Tokyo (Dec 03-04, 2020)
789. ICPCPNC

2020:

Psychology,

Cognitive

Processes

and

Neural

Computation

Conference, Tokyo (Dec 03-04, 2020)
790. ICCLP 2020: Cognitive Linguistics and Pragmatics Conference, Rome (Dec 10-11, 2020)
791. ICNCP 2020: Neural Computation and Psychology Conference, Rome (Dec 10-11, 2020)
792. ICCLM 2020: Cognitive Linguistics and Multimodality Conference, Dubai (Dec 17-18, 2020)
793. ICCNN 2020: Cognitive Neuroscience and Neurology Conference, Kuala Lumpur (Dec 17-

18, 2020)
794. ICNCPCP

2020:

Neural

Computation,

Psychology

and

Cognitive

Processes

Conference, Kuala Lumpur (Dec 17-18, 2020)
795. ICCLP 2020: Cognitive Linguistics and Philosophy Conference, Vienna (Dec 24-25, 2020)
796. ICCTL 2020: Cognitive and Theoretical Linguistics Conference, Paris (Dec 28-29, 2020)

Community Psychology Conferences
797. ICBCPS 2020: Behavioral, Cognitive and Psychological Sciences Conference, Madrid (Mar

26-27, 2020)
798. ICPPS 2020: Psychology and Psychological Sciences Conference, Madrid (Mar 26-27,

2020)
799. ICPSC 2020: Psychological Science Research Conference, Copenhagen (Jul 15-16, 2020)
800. ICPS 2020: Psychology and Sociology Conference, Vancouver (Aug 06-07, 2020)
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801. ICPPCBT

2020:

Positive

Psychology

and

Cognitive

Behavioral

Therapy

Conference, Lisbon (Sep 16-17, 2020)
802. ICPPBS

2020:

Positive

Psychology

and

Behavioral

Sciences

Conference, San

Francisco (Sep 24-25, 2020)
803. ICPPP 2020: Positive Psychology and Psychotherapy Conference, Tokyo (Dec 03-04,

2020)
Counseling Psychology Conferences
804. ICCPAHD

2020:

Counseling

Psychology

and

Applied

Human

Development

Conference, Rome (Jan 16-17, 2020)
805. ICCCP 2020: Counseling and Counseling Psychology Conference, New York (Jan 30-31,

2020)
806. ICPC 2020: Psychology and Counseling Conference, Tokyo (Mar 23-24, 2020)
807. ICCPN 2020: Counseling Psychology and Neuropsychology Conference, Madrid (Mar 26-

27, 2020)
808. ICCPSS 2020: Counseling, Psychology and Social Science Conference, Sydney (Mar 26-

27, 2020)
809. ICPPS 2020: Psychology and Psychological Sciences Conference, Madrid (Mar 26-27,

2020)
810. ICCCP 2020: Clinical and Counseling Psychology Conference, Venice (Apr 09-10, 2020)
811. ICCPHD 2020: Counseling Psychology and Human Development Conference, New

York (Apr 23-24, 2020)
812. ICCPMH 2020: Counseling Psychology and Mental Health Conference, Tokyo (Apr 23-24,

2020)
813. ICCP 2020: Counseling and Psychology Conference, Istanbul (May 07-08, 2020)
814. ICCPP 2020: Counseling Psychology and Psychoanalysis Conference, Amsterdam (May

14-15, 2020)
815. ICCP 2020: Counseling Psychology Conference, London (May 21-22, 2020)
816. ICCPP 2020: Counseling Psychology and Psychotherapy Conference, Tokyo (Jul 14-15,

2020)
817. ICPPBS

2020:

Positive

Psychology

and

Behavioral

Sciences

Conference, San

Francisco (Sep 24-25, 2020)
818. ICPPP 2020: Positive Psychology and Psychotherapy Conference, Tokyo (Dec 03-04,

2020)
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Educational Psychology Conferences
819. ICEMI 2020: Education and Management Innovation Conference, Rome (Jan 16-17, 2020)
820. ICEPBCDP 2020: Educational Psychology, Behavioral, Cognitive and Developmental

Perspectives Conference, Bangkok (Jan 16-17, 2020)
821. ICLET 2020: Learning and Educational Technology Conference, Bangkok (Jan 16-17,

2020)
822. ICPLT 2020: Psychology, Language and Teaching Conference, Bangkok (Jan 16-17, 2020)
823. ICPSH 2020: Psychology and Social Harmony Conference, Bangkok (Jan 16-17, 2020)
824. ICTEL 2020: Theory of Education and Learning Conference, Bangkok (Jan 16-17, 2020)
825. ICDEET

2020:

Distance

Education

and

Educational

Technology

Conference, Amsterdam (Jan 20-21, 2020)
826. ICEPBCP

2020: Educational Psychology, Behavioral and Cognitive Perspectives

Conference, Amsterdam (Jan 20-21, 2020)
827. ICEPDP

2020:

Educational

Psychology

and

Developmental

Perspectives

Conference, London (Jan 20-21, 2020)
828. ICTET 2020: Teaching and Educational Technology Conference, London (Jan 20-21, 2020)
829. ICEDP 2020: Educational and Developmental Psychology Conference, Paris (Jan 23-24,

2020)
830. ICEPCP 2020: Educational Psychology and Cognitive Perspectives Conference, Paris (Jan

23-24, 2020)
831. ICEPS 2020: Education and Psychological Sciences Conference, Paris (Jan 23-24, 2020)
832. ICES 2020: Educational Sciences Conference, Paris (Jan 23-24, 2020)
833. ICESE 2020: Educational Sciences and Engineering Conference, Paris (Jan 23-24, 2020)
834. ICAPES 2020: Applied Psychology and Educational Sciences Conference, New York (Jan

30-31, 2020)
835. ICBPS 2020: Behavioral and Psychological Sciences Conference, Sydney (Jan 30-31,

2020)
836. ICCAP 2020: Child and Adolescent Psychopathology Conference, Dubai (Jan 30-31, 2020)
837. ICCPMH 2020: Community Psychology and Mental Health Conference, Istanbul (Jan 30-

31, 2020)
838. ICEPASP 2020: Applied Social and Educational Psychology Conference, Sydney (Jan 30-
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31, 2020)
839. ICEPBP

2020:

Educational

Psychology

and

Behavioral

Perspectives

Conference, Istanbul (Jan 30-31, 2020)
840. ICET 2020: Educational Technology Conference, Dubai (Jan 30-31, 2020)
841. ICPPR 2020: Psychology and Psychiatric Rehabilitation Conference, Dubai (Jan 30-31,

2020)
842. ICTP 2020: Traffic Psychology Conference, Istanbul (Jan 30-31, 2020)
843. ICERA 2020: Educational Research Applications Conference, Melbourne (Feb 03-04,

2020)
844. ICPEHSS

2020:

Psychological,

Educational,

Health

and

Social

Sciences

Conference, Bangkok (Feb 03-04, 2020)
845. ICDLLT 2020: Distance Learning and Learning Theories Conference, Amsterdam (Feb 06-

07, 2020)
846. ICEP 2020: Educational Psychology Conference, Amsterdam (Feb 06-07, 2020)
847. ICGOEP 2020: Goal Orientation in Educational Psychology Conference, Lisbon (Feb 06-

07, 2020)
848. ICLTTE 2020: Language Teaching and Teacher Education Conference, Amsterdam (Feb

06-07, 2020)
849. ICBEP 2020: Behavioral and Educational Psychology Conference, Barcelona (Feb 10-11,

2020)
850. ICDET 2020: Distance Education Technology Conference, Barcelona (Feb 10-11, 2020)
851. ICDETL 2020: Distance Education, Teaching and Learning Conference, Barcelona (Feb

10-11, 2020)
852. ICE 2020: Education Conference, Barcelona (Feb 10-11, 2020)
853. ICEPS 2020: Educational and Psychological Sciences Conference, Kuala Lumpur (Feb 10-

11, 2020)
854. ICPOB 2020: Psychology and Organizational Behavior Conference, London (Feb 13-14,

2020)
855. ICAPE 2020: Applied Psychology and Education Conference, Rome (Feb 17-18, 2020)
856. ICDLSE 2020: Distance Learning and Special Education Conference, Male (Feb 17-18,

2020)
857. ICETP 2020: Educational Technology and Psychology Conference, Rome (Feb 17-18,
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2020)
858. ICGET 2020: Guidance and Effective Teaching Conference, Jeddah (Feb 17-18, 2020)
859. ICHEEP 2020: Higher Education and Educational Psychology Conference, Rome (Feb 17-

18, 2020)
860. ICHET 2020: Higher Education and Technology Conference, Rome (Feb 17-18, 2020)
861. ICLTE 2020: Learning Theories and Education Conference, Rome (Feb 17-18, 2020)
862. ICSLTDL

2020:

Second

Language

Teaching

and

Distance

Learning

Conference, Rome (Feb 17-18, 2020)
863. ICOBP 2020: Organizational Behavior and Psychology Conference, Sydney (Feb 27-28,

2020)
864. ICPA 2020: Psychology and Applications Conference, Tokyo (Feb 27-28, 2020)
865. ICRTSP 2020: Recent Trends in School Psychology Conference, Buenos Aires (Feb 27-28,

2020)
866. ICPCG 2020: Psychology, Counselling and Guidance Conference, Barcelona (Mar 05-06,

2020)
867. ICADP 2020: Applications of Developmental Psychology Conference, Miami (Mar 12-13,

2020)
868. ICEP 2020: Education and Poverty Conference, Miami (Mar 12-13, 2020)
869. ICEHE 2020: Education and Higher Education Conference, Dubai (Mar 19-20, 2020)
870. ICFME 2020: Funding and Management of Education Conference, Dubai (Mar 19-20,

2020)
871. ICFMFE 2020: Financial Management and Funding in Education Conference, Tokyo (Mar

23-24, 2020)
872. ICBCPS 2020: Behavioral, Cognitive and Psychological Sciences Conference, Madrid (Mar

26-27, 2020)
873. ICEMF 2020: Education, Management and Funding Conference, Madrid (Mar 26-27, 2020)
874. ICEST 2020: Educational Sciences and Technology Conference, Madrid (Mar 26-27, 2020)
875. ICMFE 2020: Management and Funding of Education Conference, Sydney (Mar 26-27,

2020)
876. ICEEE 2020: Education and Educational Engineering Conference, Singapore (Mar 30-31,

2020)
877. ICSEP 2020: School and Educational Psychology Conference, Cancun (Apr 06-07, 2020)
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878. ICAHE 2020: Advances in Higher Education Conference, Athens (Apr 09-10, 2020)
879. ICCPR 2020: Clinical Psychology and Rehabilitation Conference, Tokyo (Apr 23-24, 2020)
880. ICEBS 2020: Education and Behavioral Sciences Conference, Boston (Apr 23-24, 2020)
881. ICEMF 2020: Education Management and Funding Conference, Tokyo (Apr 23-24, 2020)
882. ICCP 2020: Clinical Psychology Conference, Istanbul (Apr 24-25, 2020)
883. ICCPBA 2020: Clinical Psychology and Behavioral Analysis Conference, Istanbul (Apr 24-

25, 2020)
884. ICEPSMCL 2020: Educational Psychology, Student Motivation and Classroom Learning

Conference, Jerusalem (Apr 27-28, 2020)
885. ICPPE 2020: Personality Psychology and Economics Conference, Rome (May 04-05,

2020)
886. ICPSB 2020: Psychological Sciences and Behaviors Conference, Rome (May 04-05, 2020)
887. ICCP 2020: Community Psychology Conference, Amsterdam (May 14-15, 2020)
888. ICEAP 2020: Education and Applied Psychology Conference, Sydney (May 18-19, 2020)
889. ICECSE 2020: Education and Communication Sciences Conference, Barcelona (May 22-

23, 2020)
890. ICBCSS 2020: Behavioral, Cognitive and Sensory Sciences Conference, Copenhagen (Jun

11-12, 2020)
891. ICEPS 2020: Educational and Pedagogical Sciences Conference, Barcelona (Jun 11-12,

2020)
892. ICETML 2020: Educational Technology and Mobile Learning Conference, Barcelona (Jun

11-12, 2020)
893. ICPS 2020: Pedagogical Sciences Conference, Barcelona (Jun 11-12, 2020)
894. ICEHD 2020: Education and Human Development Conference, Vienna (Jun 18-19, 2020)
895. ICEDHI 2020: Education of the Deaf and Hearing Impaired Conference, Paris (Jun 25-26,

2020)
896. ICETL 2020: Education, Teaching and Learning Conference, Oslo (Jun 25-26, 2020)
897. ICTEL 2020: Teaching, Education and Learning Conference, Oslo (Jun 25-26, 2020)
898. ICGOAP 2020: Goal Orientation and Academic Performance Conference, Copenhagen (Jul

15-16, 2020)
899. ICPCN 2020: Psychiatry and Clinical Neurosciences Conference, Copenhagen (Jul 15-16,

2020)
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900. ICPSC 2020: Psychological Science Research Conference, Copenhagen (Jul 15-16, 2020)
901. ICREP 2020: Research in Education and Psychology Conference, Copenhagen (Jul 15-16,

2020)
902. ICESAP 2020: Educational Sciences and Applied Psychology Conference, Helsinki (Jul 17-

18, 2020)
903. ICCP 2020: Counselling Psychology Conference, Rome (Jul 23-24, 2020)
904. ICEEL 2020: Education and E-Learning Conference, Vancouver (Aug 06-07, 2020)
905. ICPS 2020: Psychology and Sociology Conference, Vancouver (Aug 06-07, 2020)
906. ICETI 2020: Education and Teaching Innovation Conference, New York (Aug 10-11, 2020)
907. ICPPH 2020: Personality Psychology and Health Conference, New York (Aug 10-11, 2020)
908. ICSECP 2020: School, Educational and Child Psychology Conference, New York (Aug 10-

11, 2020)
909. ıICPP 2020: Personality Psychology Conference, New York (Aug 10-11, 2020)
910. ICCPPE 2020: Clinical Psychology, Psychiatry and Ethics Conference, Venice (Aug 13-14,

2020)
911. ICESCP 2020: Educational, School and Child Psychology Conference, Istanbul (Aug 17-18,

2020)
912. ICTSP 2020: Trends in School Psychology Conference, Istanbul (Aug 17-18, 2020)
913. ICCB 2020: Consumer Behaviour Conference, Bangkok (Aug 20-21, 2020)
914. ICCPH 2020: Community Psychology and Health Conference, Bangkok (Aug 20-21, 2020)
915. ICCPPH 2020: Community Psychology and Public Health Conference, Bangkok (Aug 20-

21, 2020)
916. ICCPSJ 2020: Community Psychology and Social Justice Conference, Bangkok (Aug 20-

21, 2020)
917. ICEEP 2020: Educational and Environmental Psychology Conference, Bangkok (Aug 20-

21, 2020)
918. ICESP 2020: Educational and School Psychology Conference, London (Aug 20-21, 2020)
919. ICSEP 2020: School and Environmental Psychology Conference, Bangkok (Aug 20-21,

2020)
920. ICECIET

2020: Education, Curriculum, Instructional and Educational Technology

Conference, Zurich (Sep 16-17, 2020)
921. ICPS 2020: Psychological Society Conference, Lisbon (Sep 16-17, 2020)
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922. ICBEPS

2020:

Behavioral,

Educational

and

Psychological

Sciences

Conference, Paris (Sep 17-18, 2020)
923. ICPPBS

2020:

Positive

Psychology

and

Behavioral

Sciences

Conference, San

Learning

and

Education

Sciences

Conference, San

Francisco (Sep 24-25, 2020)
924. ICTLES

2020:

Teaching,

Francisco (Sep 24-25, 2020)
925. ICHER 2020: Higher Education Research Conference, Tokyo (Oct 05-06, 2020)
926. ICPA 2020: Psychological Applications Conference, Tokyo (Oct 05-06, 2020)
927. ICCBP 2020: Cognitive and Behavioral Psychology Conference, Los Angeles (Oct 29-30,

2020)
928. ICCPSC 2020: Community Psychology and Social Change Conference, Cape Town (Nov

05-06, 2020)
929. ICATEL 2020: Advances in Teaching, Education and Learning Conference, Jeddah (Nov

16-17, 2020)
930. ICCPP 2020: Clinical Psychology and Psychotherapy Conference, Jeddah (Nov 16-17,

2020)
931. ICERIP 2020: Education, Research, and Innovation Policy Conference, Sydney (Dec 03-

04, 2020)
932. ICPPP 2020: Positive Psychology and Psychotherapy Conference, Tokyo (Dec 03-04,

2020)
933. ICLEP 2020: Learning, Education and Pedagogy Conference, Rome (Dec 10-11, 2020)
934. ICATLHE

2020:

Advances

in

Teaching

and

Learning

in

Higher

Education

Conference, Dubai (Dec 17-18, 2020)

Neuropsychology Conferences
935. ICAN 2020: Applications of Neuropsychology Conference, Bangkok (Jan 16-17, 2020)
936. ICBNN 2020: Behavioral Neuroscience and Neurosystems Conference, Bangkok (Jan 16-

17, 2020)
937. ICEBRBN

2020:

Experimental

Brain

Research

and

Behavioral

Neuroscience

Conference, Bangkok (Jan 16-17, 2020)
938. ICECN 2020: Experimental and Clinical Neuropsychology Conference, Rome (Jan 16-17,

2020)
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939. ICPLT 2020: Psychology, Language and Teaching Conference, Bangkok (Jan 16-17, 2020)
940. ICPN 2020: Psychology and Neuroscience Conference, Bangkok (Jan 16-17, 2020)
941. ICADMF 2020: Alzheimer's Disease and Memory Formation Conference, London (Jan 20-

21, 2020)
942. ICCAGP 2020: Community Action and General Psychology Conference, London (Jan 20-

21, 2020)
943. ICCEPI 2020: Cognitive Engineering and Psychiatric Illnesses Conference, London (Jan

20-21, 2020)
944. ICDBSEP 2020: Deep Brain Stimulation and Emotion Processing Conference, London (Jan

20-21, 2020)
945. ICMDN 2020: Mental Disorders and Neuropsychology Conference, London (Jan 20-21,

2020)
946. ICMFMH 2020: Memory Formation and Mental Health Conference, London (Jan 20-21,

2020)
947. ICNDP

2020:

Neuropsychology

and

Developments

of

Psychopathology

Conference, London (Jan 20-21, 2020)
948. ICNN 2020: Neurorehabilitation and Neuropsychology Conference, London (Jan 20-21,

2020)
949. ICPDEP 2020: Personality Disorder and Emotion Processing Conference, London (Jan 20-

21, 2020)
950. ICPDNM 2020: Psychiatric Disorders and Neural Modeling Conference, London (Jan 20-

21, 2020)
951. ICANCEM 2020: Applications of Neuropsychology, Cognition, Emotion, and Motivation

Conference, Istanbul (Jan 30-31, 2020)
952. ICCAMH 2020: Community Action and Mental Health Conference, New York (Jan 30-31,

2020)
953. ICCEMD 2020: Cognitive Engineering and Memory Disorders Conference, New York (Jan

30-31, 2020)
954. ICCSN 2020: Cognitive Science and Neuropsychology Conference, New York (Jan 30-31,

2020)
955. ICGPBS 2020: General Psychology and Behavioral Science Conference, New York (Jan

30-31, 2020)
956. ICGPMD 2020: General Psychology and Memory Disorders Conference, New York (Jan
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30-31, 2020)
957. ICNAD 2020: Neuropsychology and Alzheimer's Disease Conference, New York (Jan 30-

31, 2020)
958. ICPAPI 2020: Psychiatry and Approaches to Psychiatric Illnesses Conference, New

York (Jan 30-31, 2020)
959. ICPDP 2020: Objectives and Developments of Psychopathology Conference, New

York (Jan 30-31, 2020)
960. ICPMD 2020: Psychology and Mental Disorders Conference, New York (Jan 30-31, 2020)
961. ICPPCP

2020:

Psychopharmacology,

Pathophysiology

and

Clinical

Psychology

Conference, Sydney (Jan 30-31, 2020)
962. ICEBRN

2020:

Experimental

Brain

Research

and

Neuropsychology

Conference, Bangkok (Feb 03-04, 2020)
963. ICBSMP 2020: Behavioral Science and Media Psychology Conference, Mumbai (Feb 06-

07, 2020)
964. ICEAPI 2020: Ethics and Approaches to Psychiatric Illnesses Conference, Mumbai (Feb

06-07, 2020)
965. ICMHPD 2020: Mental Health and Personality Disorder Conference, Amsterdam (Feb 06-

07, 2020)
966. ICPMDD 2020: Psychology and Major Depressive Disorder Conference, Mumbai (Feb 06-

07, 2020)
967. ICPPD 2020: Psychiatry and Psychiatric Disorders Conference, Mumbai (Feb 06-07, 2020)
968. ICCPBS 2020: Cognitive, Psychological and Behavioral Sciences Conference, Kuala

Lumpur (Feb 10-11, 2020)
969. ICDGP 2020: Fundamentals of General Psychology Conference, Kuala Lumpur (Feb 10-

11, 2020)
970. ICDOP 2020: Developments and Objectives of Psychopathology Conference, Kuala

Lumpur (Feb 10-11, 2020)
971. ICDPBS

2020:

Developments

of

Psychopathology

and

Behavioral

Science

Conference, Kuala Lumpur (Feb 10-11, 2020)
972. ICOBM 2020: Organization Behavior and Management Conference, Barcelona (Feb 10-11,

2020)
973. ICNMD 2020: Neuropsychology and Memory Disorders Conference, Istanbul (Feb 13-14,

2020)
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974. ICNOB 2020: Neuropsychology and Organization Behavior Conference, London (Feb 13-

14, 2020)
975. ICMHD 2020: Mental Health and Disorders Conference, Paris (Feb 20-21, 2020)
976. ICNP 2020: Neuroscience and Psychology Conference, Buenos Aires (Feb 27-28, 2020)
977. ICPIP 2020: Psychiatric Illnesses and Psychopathology Conference, Sydney (Feb 27-28,

2020)
978. ICPNSE 2020: Psychology, Neural Science and Engineering Conference, Buenos

Aires (Feb 27-28, 2020)
979. ICSCBS 2020: Social, Cognitive and Behavioral Sciences Conference, Tokyo (Feb 27-28,

2020)
980. ICCHPCA

2020: Clinical and

Health Psychology of

Children and

Adolescents

Conference, Rome (Mar 05-06, 2020)
981. ICPSPD 2020: Psychology Science and Psychiatric Disorders Conference, Barcelona (Mar

05-06, 2020)
982. ICNPBP

2020:

Neuroscience,

Psychiatry

and

Biological

Psychiatry

Conference, Cancun (Apr 06-07, 2020)
983. ICNS 2020: Neurological Sciences Conference, Cancun (Apr 06-07, 2020)
984. ICMPMH 2020: Music Psychology and Mental Health Conference, Athens (Apr 09-10,

2020)
985. ICPBE 2020: Psychology and Brain Engineering Conference, Venice (Apr 09-10, 2020)
986. ICCCAP 2020: Clinical Child and Adolescent Psychology Conference, Boston (Apr 23-24,

2020)
987. ICNCE 2020: Neuropsychology and Cognitive Engineering Conference, Boston (Apr 23-24,

2020)
988. ICBNCE

2020:

Behavioral

Neuroscience

and

Cognitive

Engineering

Neural

Engineering

Conference, Barcelona (May 22-23, 2020)
989. ICBNNE

2020:

Behavioral

Neuroscience

and

Conference, Barcelona (May 22-23, 2020)
990. ICHBR 2020: Human Brain Research Conference, Barcelona (May 22-23, 2020)
991. ICHBRBN

2020:

Human

Brain

Research

and

Behavioral

Neuroscience

Conference, Barcelona (May 22-23, 2020)
992. ICHBRN 2020: Human Brain Research and Neuropsychology Conference, Barcelona (May

22-23, 2020)
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993. ICNBR 2020: Neuropsychology and Brain Research Conference, Barcelona (May 22-23,

2020)
994. ICNN 2020: Neuropsychology and Neurosystems Conference, Barcelona (May 22-23,

2020)
995. ICTMH 2020: Trauma and Mental Health Conference, San Francisco (Jun 05-06, 2020)
996. ICMP 2020: Music Psychology Conference, Tokyo (Jun 11-12, 2020)
997. ICBNN 2020: Behavioral Neuroscience and Neuropsychology Conference, Riga (Jun 18-

19, 2020)
998. ICNN 2020: Neuropsychology and Neurorehabilitation Conference, Riga (Jun 18-19, 2020)
999. ICPN 2020: Psychology and Neuroimaging Conference, Riga (Jun 18-19, 2020)
1000.

ICPS 2020: Psychological Sciences Conference, London (Jun 29-30, 2020)

1001.

ICSBR 2020: Cognitive Science and Brain Research Conference, London (Jun 29-

30, 2020)
1002.

ICBEST 2020: Brain Engineering, Science and Technology Conference, Prague (Jul

09-10, 2020)
1003.

ICPCN 2020: Psychiatry and Clinical Neurosciences Conference, Copenhagen (Jul

15-16, 2020)
1004.

ICBNAP

2020:

Behavioral

Neuroscience

and

Abnormal

Psychology

Conference, Paris (Jul 20-21, 2020)
1005.

ICBNP

2020:

Behavioral

Neuroscience

and

Psychopharmacology

Conference, Paris (Jul 20-21, 2020)
1006.

ICCBR 2020: Cognitive Brain Research Conference, Paris (Jul 20-21, 2020)

1007.

ICCPN

2020:

Clinical

Psychopharmacology

and

Neuroscience

Conference, Zurich (Jul 27-28, 2020)
1008.

ICNCS

2020:

Neuropsychology

and

Cognitive

Science

Conference, Vancouver (Aug 06-07, 2020)
1009.

ICPNCE

2020:

Psychology,

Neural

and

Cognitive

Engineering

Conference, Venice (Aug 13-14, 2020)
1010.

ICABE 2020: Applications of Brain Engineering Conference, Bangkok (Aug 20-21,

2020)
1011.

ICSNCBS

2020:

Social,

Neural,

Conference, Bangkok (Aug 20-21, 2020)
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Cognitive

and

Behavioral

Sciences

1012.

ICPNC 2020: Psychology and Neural Computation Conference, Toronto (Sep 21-

22, 2020)
1013.

ICPNCSE 2020: Psychology, Neuroscience, Cognitive Science and Engineering

Conference, San Francisco (Sep 24-25, 2020)
1014.

ICPPBS 2020: Positive Psychology and Behavioral Sciences Conference, San

Francisco (Sep 24-25, 2020)
1015.

ICNCN 2020: Neurology and Cognitive Neuroscience Conference, Tbilisi (Oct 01-

02, 2020)
1016.

ICOPM 2020: Odor Perception and Memory Conference, Dubrovnik (Oct 01-02,

2020)
1017.

ICPBR 2020: Psychology and Brain Research Conference, Dubrovnik (Oct 01-02,

2020)
1018.

ICPHBR 2020: Psychology and Human Brain Research Conference, Dubrovnik (Oct

01-02, 2020)
1019.

ICSPD 2020: Sleep Psychology and Dreaming Conference, Dubrovnik (Oct 01-02,

2020)
1020.

ICEAN 2020: Experimental and Applied Neuropsychology Conference, Tokyo (Oct

05-06, 2020)
1021.

ICCEN 2020: Clinical and Experimental Neuropsychology Conference, New

York (Oct 08-09, 2020)
1022.

ICCBP 2020: Cognitive and Behavioral Psychology Conference, Los Angeles (Oct

29-30, 2020)
1023.

ICCCP 2020: Clinical and Counselling Psychology Conference, Paris (Oct 29-30,

2020)
1024.

ICNP 2020: Neuropsychology Conference, Rome (Nov 11-12, 2020)

1025.

ICPEBR

2020:

Psychology

and

Experimental

Brain

Research

Conference, Venice (Nov 12-13, 2020)
1026.

ICOMOP

2020:

Olfactory

Memory

and

Odor

Perception

Conference, Singapore (Nov 19-20, 2020)
1027.

ICSPD 2020: Sleep Psychology and Disorders Conference, Singapore (Nov 19-20,

2020)
1028.

ICABEAP 2020: Applications of Brain Engineering and Abnormal Psychology

Conference, Jerusalem (Nov 26-27, 2020)
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1029.

ICENP

2020:

Educational

Neuroscience

and

Psychology

Conference, Jerusalem (Nov 26-27, 2020)
1030.

ICCPP 2020: Clinical Psychiatry and Psychology Conference, Sydney (Dec 03-04,

2020)
1031.

ICOMP 2020: Odor Memory and Perception Conference, Tokyo (Dec 03-04, 2020)

1032.

ICOMPL 2020: Odor Memory, Perception and Learning Conference, Sydney (Dec

03-04, 2020)
1033.

ICPCPNC 2020: Psychology, Cognitive Processes and Neural Computation

Conference, Tokyo (Dec 03-04, 2020)
1034.

ICPPP 2020: Positive Psychology and Psychotherapy Conference, Tokyo (Dec 03-

04, 2020)
1035.

ICSPN 2020: Sleep Psychology and Neuropsychology Conference, Tokyo (Dec 03-

04, 2020)
1036.

ICSPP 2020: Sleep Psychology and Physiology Conference, Sydney (Dec 03-04,

2020)
1037.

ICTBI 2020: Traumatic Brain Injury Conference, Sydney (Dec 03-04, 2020)

1038.

ICNCP 2020: Neural Computation and Psychology Conference, Rome (Dec 10-11,

2020)
1039.

ICCNN

2020:

Cognitive

Neuroscience

and

Neurology

Conference, Kuala

Lumpur (Dec 17-18, 2020)
1040.

ICNCPCP 2020: Neural Computation, Psychology and Cognitive Processes

Conference, Kuala Lumpur (Dec 17-18, 2020)
1041.

ICSP 2020: Sleep Psychology Conference, Kuala Lumpur (Dec 17-18, 2020)

1042.

ICASP 2020: Applied Sleep Psychology Conference, Vienna (Dec 24-25, 2020)

1043.

ICOM 2020: Olfactory Memory Conference, Vienna (Dec 24-25, 2020)
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NOTES TO CONTRIBUTORS
MANUSCRIPT MUST BE SUBMITTED:

•

in English,

•

printed and in electronic versions: the author is obliged to guarantee the compliance of the
manuscript to the topics of the periodical and provide the final copyright version,

•

in Microsoft Office Word (*.docx or *.doc),

•

page size - A4,

•

font face - Times New Roman,

•

footnotes should be given at the bottom of the page, references - at the end of the article,

•

font size for the text of the article - 12, for the footnotes - 10,

•

line spacing for the text of the article - 1.3, for the footnotes – 1, first line - 0.8 cm.

ARTICLE LENGTH:
not longer than 8000 words.

ARTICLE TITLE:
•

should outline the general scope of the article and not exceed eight words,

•

uppercase,

•

font size-12.

AUTHORS’ DATA:
•

first name(s), last name(s), and CVs of the manuscript author(s)

•

full name and postal address of each author’s workplace, organization,

•

position, rank, academic degree,

•

e-mail and phone number,

•

the surnames and the first letter in names of authors should be full and in uppercase.

ABSTRACT:
•

should not exceed 200 words,

•

should be informative and not contain general words and phrases,
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•

the abstract should describe the research and the results,

•

should reflect the main content of the article taking into consideration the following viewpoints:
subject, purpose, research results and conclusions,

•

information contained in the title should not be duplicated in the abstract,

•

the abstract should provide a good perspective on the final message of the article.

INTRODUCTION SHOULD
•

reflect the article’s contribution to the scopes of philosophy and methodology of science,

•

reflect the current concerns in the area,

•

specify the research objectives.

CONCLUSIONS
•

should be clearly formulated and presented.

KEYWORDS:
•

should be up to ten,

•

should be separated by a comma.

REFERENCES
•

The manuscript should be constructed according to the APA citation System. For instance:
(Soros, 2001, p. 10) (Toulmin, 1958, pp. 56-57) (Hilbert & Bernays, 1934).

The Latin transliteration of all the non-Latin references should be included as well. For
instance:
•

Брутян, Г. А. (1992). Очерк теории аргументации. Ереван: Изд-во АН Армении.

•

Brutian, G. A. (1992). Ocherk teorii argumentatsii (Outline of Argumentation Theory, in
Russian). Yerevan: NAS RA Publication.

For a book by a single author:
Toulmin, S. E. (1958). The Uses of Argument (updated ed., 2003; reprint, 2006). New York:
Cambridge University Press.
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For a book by two authors:
Calfee, R. C., & Valencia, R. R. (1991). APA guide to preparing manuscripts for journal
publication. Washington: American Psychological Association.

For a book by an editor:
Ayer, A. J. (Ed.). (1959). Logical Positivism. Glencoe, Illinois: The Free Press.

For an article in a journal:
•

Jacoby, W. G. (1994). Public attitudes toward government spending. American Journal of
Political Science, XXXVIII (2), 336-361.

•

Djidjian, R. Z. (2016). Paradoxes of Human Cognition. Wisdom, 7(2), 49-58.

For a book section:
O' Neil, J. M., & Egan, J. (1992). Men's and women's gender role journeys: A metaphor for
healing, transition, and transformation. In B. R. Wainrib (Ed.), Gender issues across the life
cycle (pp. 107-123). New York: Springer.

In case of citing various works of the same author published in the same year, it is
necessary to apply to a letter differentiation method i.e. a, b etc.
(Hovhannisyan, 2006a; Hovhannisyan, 2006b; Hovhannisyan, 2006c).

For a website publication:
Texts of the articles submitted in a website usually vary from their printed versions that is why
in case of citing the latter website versions, it is necessary to indicate the appropriate electronic
address, moreover, the citation of the printed version is not accepted:
Djidjian, R. Z. (2015). Understanding Capacity as the Principle Difficulty in Building Artificial
Intellect. Wisdom, 4(1). Retrieved May 26, 2016 from:
http://www.wisdomperiodical.com/index.php/wisdom/article/view/115
Djidjian, R. Z. (2016). Paradoxes of Human Cognition. Wisdom, 7(2), 49-58. doi:10.24234/
Wisdom. v2i7. 137

203

GRAPHS AND DIAGRAMS
If the manuscript contains nonalphabetic characters (e.g. logical formulae, diagrams) then:
•

the PDF version of the text should be attached for the demanded verification,

•

all the images (diagrams, line drawings and photographic images) should be numbered sequentially with Arabic numerals and submitted in electronic form,

•

photo images should be of high quality,

•

all the images should be attached as separate files,

•

diagrams, line drawings, charts should be submitted in EXCEL or EPS format.

VARIOUS KIND OF MANUSCRIPT FORMATTING PECULIARITIES
Publication of Archive Materials and Translation Sources
•

Complete description of archive or publication material, according to which the translation has
been made, should be comprised in the manuscript.

•

A brief prologue under the title Publication Prologue may precede the publication (1-3 pages
long, approximately 4000 characters). Long prologues are regarded articles and should be
written under separate titles.

•

If the publishing source contains references, they are presented as a part of a body text and
are each numbered sequentially and precede the body text-source.

•

Publisher or translator may present references about the publishing source at the end of a
body text.

•

Via the references one may present foreign word translations, explanations of abbreviations
etc. contained in the text may be presented in the source text in square brackets.

•

It is advisable to choose up to 40.000 character source for the publication materials in the
periodical. In case of a large source, it is necessary to shorten (select) for preparing material
for the periodical.

•

Translations and archive sources should have enough comments and full introductions, otherwise they could not be considered scientific publications and could not be submitted for
publication.

Essays of various symposiums and scientific events.
•

Information about the symposium organizers, place and time should be included in the essay.
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•

The symposium members’ name, surname, workplace and city (in brackets) should be
mentioned, and in case of international symposiums, the name of the city is also included.

•

Essays should not coincide with the symposium projects or their final documents.

Reviews and bibliographical essays.
•

The length of a review should be from 5-10 pages (10.000-20.000 characters).

•

Final information, name of a publication and number of pages of a studied book should be
presented before the body text.

•

References are not included in the review.

Argumentative notes, essays, records.
Materials that are written in a free style and are free of demands placed on scientific articles
are accepted for publication. Such kind of works cannot be submitted in the reports about scientific
works as scientific publication.

Attention․ Given the significance of the underlying principle of pluralism over scientific issues and
freedom of speech, IPP’s reminds that the authors carry primary responsibility for the viewpoints introduced in their papers which may not always coincide with those of the Editorial
Board. All articles pass single blind review and checked by https://www.quetext.com.

The scientific perodical is published by the decision of the Scientific Council of the
Armenian State Pedagogical University after Kh. Abovyan.
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