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IMAGE SCHEMAS IN CONTRASTIVE LINGUISTICS: THE CASE OF CONCEPT
EDUCATION IN ENGLISH, FRENCH, UKRAINIAN AND RUSSIAN LANGUAGES

The study focuses on the lexical representation of the concept EDUCATION in the English, French, Ukrainian, and Russian
languages. The concept under analysis is verbalized by the key nouns education, éducation, oceéima, obpaszoeanue and their
derivatives. The objectives of the study are to establish the mental structures of human cognition that underlie the concept
EDUCATION in English, French, Ukrainian, and Russian and to compare the language means of representing the concept
EDUCATION in the languages under analysis. Materials used in the present research include data retrieved from English, French,
and Russian language corpora, newspapers and magazines, books by English, French, Ukrainian, and Russian authors. Conceptual
analysis is the method used to establish the mental structures of human cognition that underlie the concept EDUCATION in English,
French, Ukrainian, and Russian.

Human understanding of the abstract phenomenon of education is based on repeated behavioural or experiential patterns known as
image schemas. The research showed that the representation of the concept EDUCATION relies on the similar set of image schemas
in the languages under analysis. In English, French, Ukrainian, and Russian conceptualization of EDUCATION is based on the
image schemas PROCESS, OBJECT, CONTAINER, and PART — WHOLE. The image schemas are either named directly (image
schema PROCESS) or manifest themselves in the types of relations or attributes associated with a certain image schema. For
example, image schema PART-WHOLE represents concept EDUCATION as a component in the bigger structure or an element that
can be modified.

Quantitative analysis was allowed to establish that the significance of individual image schemas varies across languages under
analysis. In English and French languages there is a tendency to emphasize the procedural component of education. It is evident in
the fact concept EDUCATION relies on image schema PROCESS that allows speakers to transfer experience gained through
perception and motor bodily function to high-level cognition. In Ukrainian and Russian languages the effectiveness or results of
education are important for the conceptualization. In Ukrainian and Russian languages image schema OBJECT became the basis of
representation the concept under analysis.

Key words: Contrastive analysis, Cognitive Linguistics, image schema, conceptualization, concept.

Beasea A. B. O0pa3-cxeMu y KOHTpACTHBHiW JiHrsicruui: anamis konumenty OCBITA B auriiiicbkiii, ¢gpanunysbkii,
yKpaiHcbkiii Ta pociiicbkiii MoBax. CTaTTIO NPHUCBSIYCHO 3iCTaBHOMY aHaji3y 00pa3-cxeM, sKi Pelpe3eHTYIOTh YSBIICHHS PO
OCBITY B aHaji30BaHUX MoOBaX. JlOCHIIKYIOTBCS CTPYKTypa, HAlOBHEHHs Ta LULIXM BepOaiizauii ysBICHb HpPO OCBITY B
PI3HOCTPYKTYPHHX MOBaxX. AHalli3 TEKCTOBHX (PPAarMeHTIB, y IKUX 00’ €KTUBOBAHO 00pa3-cxemu, 3acBiguuB, mio koHuent OCBITA B
aHrIiichKiil Ta (paHIly3bKiii MOBax CIIMPAETHCS 00pa3-CXeMy mpouec, a B yKpalHChKii Ta pOCIChKil MOBax OULIBII HPOIYKTHBHOIO
BUSIBWIIACh 00pa3-cxeMa 00’ekm.

Knrouosi cnosa: konmpacmueHha AiHegicmuKa, KOHIMueHa AiHegiCmuKka, KOHYenm, o6pas-cxemd.
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1. Introduction

The phenomenon of education has always been closely connected to the development of
humanity. Nowadays, education is becoming the value of the knowledge-based society promoting
international cooperation in this sphere. It is reflected in the tendencies towards unification in
education sectors in different countries. However, the differences in understanding and evaluating
the phenomenon of education may be more complex than the mere inconsistencies in the grading
systems or terms used in educational institutions. Analysis of the concept of education aimed at
uncovering the cognitive mechanisms that organize human knowledge about this phenomenon can
help bring forward deeper variation in the ways education is perceived by people. Since natural
language semantics is based on the conceptual system that results from everyday human existence,
language units denoting concepts can provide the key to the speakers’ understanding of and attitude
to real world phenomena [Kurte$ 2006, p. 120]. The meaning of a language unit (e.g. word) is built
of concepts. In this view, semantics gives words significance and relates them to the world. Words,
in turn, are mapped onto conceptual structure [Murphy 2002, p. 388-391]. Concept analysis proves
to be applicable in contrastive language studies because it attempts to establish the structure of
human experience and helps to reveal similarities and culture-specific differences in cognitive
perception. The realization of this approach is linked to the problem of fertium comparationis or
‘common ground’ and foundation for contrastive language research. Cognitive linguistics can help
take universal and specific aspects of language into account by providing a concept system and
concept models than become tertium comparationis uncovering similarities and differences in
language manifestations of the concepts across languages.

This research focuses on the lexical representation of the concept EDUCATION in the
English, French, Ukrainian, and Russian languages. The objectives of the study are to establish the
mental structures of human cognition that underlie the concept EDUCATION in English, French,
Ukrainian, and Russian and to compare the language means of representing the concept
EDUCATION in the languages under analysis. First step in concept analysis is the limitation of the
field to be elaborated. In this paper the concept EDUCATION is seen as a verbalized concept,
which is a concept expressed in the languages by means of words that name it, such as education,
éducation, oceéima, obpazoeanue and their derivatives. The methods used in the study include the
conceptual analysis in terms of image schemas, comparative-typological methods, and quantitative
analysis. Since research looks into several languages analysis of image schemas is carried out for
each of them separately with further comparison and contrast. Even though the analysis of mental
structures in human cognition aims at establishing cognitive universals to use them as tertium
comparationis, ‘“one should cherish no illusions, however, nor should one take the international
character of system of concepts for granted” [Nuopponen 2010, p. 10].

2. Concepts and Image Schemas in Cognitive Semantics

In Cognitive studies human experience, feelings, sensations, and knowledge gained about
the real world phenomena are the basis for the formation of mental categories. Categorization as the
way of organizing knowledge and experience gained through (physical) interaction with the world
can be listed among general cognitive abilities along with abstraction and schematization
[Langacker 1999, p. 25]. Subsequently categories are subject to mental transformation or cognitive-
semantic conversion of systematization and concept formation; the latter can be regarded as mental
structures derived from reality and based on sensations. Concepts can encode knowledge not only
about physical entities or phenomena, but also about abstract notions.

2.1. Concepts as Basic Units of Cognition

Research in Cognitive Linguistics suggests that concepts originally arise as sensory
perceptions and then move to the higher levels of abstraction to become mental images [Yekynait
2006, p. 5-6]. In this view, the formation of concepts is a complex process that relies on the
procedures of category change for the somatic and sensory experience by means of conceptual
metaphoric and conceptual metonymic transfers to the abstract sphere of rational cognitive realm
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[Uexynait 2006, p. 15]. The basis for concept creation and structuring is the selection of the most
relevant attributes obtained from the empirical analysis of the impact that real world phenomena
(entities, objects, events) have on human perception, thinking, and emotions. Thus, the most
significant properties and attributes of phenomena become encoded in concepts. This process of
concept creation follows the mixed associative-linear path. Experience gained through sense
perception is transferred by analogy to the complex abstract concepts that have no physical
counterpart in objective reality. Thus, the influence of certain elements of the real world on the
perceptual or somatic sphere of an individual becomes the foundation of concept creation and
formation of the associative relationship which permits to identify the referent of the concept. The
result of these procedures is the development of the generalized image, mental “footprint” of the
phenomenon from the perspective of an individual who interacts with it [Yekymnait 2006, p. 16].
Concepts are the units of cognition that retain the knowledge about real world phenomena and
abstract notions.

2.2. Concepts and Image Schemas in Cognitive Linguistics

In Cognitive Linguistics concepts are seen as multidimensional structures linked to primary
bodily sensations and perceptions that become units of cognition as a result of abstraction. Through
repeated exposure associative relationship between a phenomenon of the world and the impact it
has on perceptual or somatic sphere of an individual is formed. Concepts emerge as rational
(notional) and perceptual (sensations-based) components of human experience are combined.
Rational (logical) component of the concept is the result of the process of conceptualization; it
reflects the structure and characteristics of the phenomena. The combination of the rational and
perceptual conceptual components is possible through the mental operation of image schema
creation [Johnson 1987, p. 29]. The latter “help to explain how our intrinsically embodied mind can
at the same time be capable of abstract thought. As patterns of sensory-motor experience, image
schemas play a crucial role in emergence of meaning and in our ability to engage in abstract
conceptualization and reasoning that is grounded in our bodily engagement with our environment”
[Johnson 2005, p. 15].

Image schema is an embodiment of pre-linguistic experience motivating conceptual
mappings and operating as a dynamic pattern of relating perceptual interactions or motor programs
that structure human experience. Without such integrating procedure human experience would be
chaotic and difficult to comprehend [Johnson 1987, p. xix; Kdvecses 2006, p. 207]. Image schemas
make it possible to rely on the structure of sensory and motor operations to understand abstract
concepts and draw inferences about them. Image schemas are abstract representations of recurring
sensory-motor experience that structures the way people understand the world [Johnson 1987, p. 29;
Gibbs 1995, p. 349]. Among the main characteristics of image schemas scholar list their
preconceptual, highly schematic, analogous and flexible nature which allows image schemas to
combine information derived from different sources [Hampe 2005, p. 1-2]. Thus, image schemas
are the abstract mental patterns that provide the unity of the concept because they integrate
information from multiple modalities: visual, kinesthetic, auditory, and tactile [Gibbs 1995, p. 349].

Research in cognitive psychology, namely pre-linguistic concept formation in infants, has
demonstrated that image schemas are an umbrella term that includes three stages of
conceptualization and has called for the differentiation between the three different elements: spatial
primitives — image schemas — conceptual integration [Mandler 2014]. Spatial primitives are the first
stages in human perception and include basic spatial notions, e.g. OBJECT, CONTAINER. Image
schemas are stories created with the help of spatial primitives that help conceptualize simple spatial
events, especially movements, such as SOURCE TO GOAL, PATH TO CONTAINER. Conceptual
integration reflects the notions of non-spatial elements blending spatial primitives and image
schemas; it underlies understanding abstract notions [Mandler 2014, p. 12-17]. In this research
image schemas are seen as the combination of reasoning and sensory-motor perceptions providing
the link or analogical transfer between the domain of basic spatial primitives and formation of
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abstract concepts. As the paper focuses on the analysis of language means of reflecting concepts
and image schemas, delineation of spatial primitives, image schemas per se, and conceptual
integration proves to be difficult, if possible, to carry out. Language retains the results, the
outcomes of the process of structuring abstract concepts in cognition on the basis of image schemas
that underwent the procedure of metaphorical extension [Johnson 1987, p. 15]. In Cognitive
Linguistics metaphor is seen as the conceptual operation of mapping the structure of conceptual
source domain onto target domain [Lakoff 1980]. Thus, in the paper metaphorical extension is
treated as the equivalent of the operation of conceptual integration.

Even though image schemas have been the focus of numerous Cognitive Linguistics studies,
there is still no unified approach to singling out and ordering these units. In his seminal work
Johnson (1987) listed such image schemas as: CONTAINER; BALANCE; BLOCKAGE,;
CENTER-PERIPHERY; ATTRACTION; COUNTERFORCE; RESTRAINT REMOVAL;
ENABLEMENT; MASS-COUNT; PATH; LINK; PROCESS; SCALE; PART-WHOLE; NEAR-
FAR; MERGING; SPLITTING; CYCLE; FULL-EMPTY; MATCHING; SUPERIMPOSITION;
CONTACT; ITERATION; SURFACE; OBJECT; COLLECTION [Johnson 1987, p. 126]. Other
scholars made attempts to bring forward the hierarchy of superordinate and subordinate image
schemas claiming that not all image schemas have the same cognitive status [Cienki 1997; Croft
2004; Pefia 1999; Santibanez 2002]. The relevance of some image schemas, namely OBJECT, has
been called into question since not all scholars single it out [Pefia 1999; Santibafiez 2002]. In this
paper we share the view expressed by Santibanez (2002) that OBJECT is a basic image schema.
Ontologically it serves to organize and structure knowledge about physical entities, whose
individual properties are further specified by PART-WHOLE, CENTER-PERIPHERY, and LINK
image schemas. Thus, in the research this image schema belongs to the higher level and includes
conceptually dependent specific image schemas such as PART-WHOLE.

2.3. Cognitive Semantics and Analysis of Concepts

Cognitive Semantics assumes that language reflects conceptual system and can give access
to conceptual structures since language deals with mental representations of the objective reality in
speakers’ mind and not directly with the real world phenomena [Evans 2007, p. 6]. In Cognitive
Semantics meanings are seen as motivated mappings from conceptualization to expression that
reflect, but do not fully coincide with, cognitive structures [Sinha 1999, p. 231]. Even though
language conceptualization is rooted in pre-linguistic schematization, it forms only a subset of the
concepts as mental units. Conceptual structure, in turn, can give access to a vaster repository of
knowledge derived from sensory-motor systems as well as subjective experience. Analysis of
concepts in Cognitive Semantics focuses on establishing cognitive mechanisms that are the
foundation of knowledge about the objective reality and abstract notions. In Cognitive Semantics
conceptual analysis is the method of identifying and studying the structure of verbalized concepts,
that is the results of human cognition reflected by language means. Semantics can give a key to
understanding individual language units and mechanisms of human knowledge about the world.
Since meaning of language units is built of concepts, semantics can relate words to the world.

In Cognitive Semantics there is no universal method of studying concepts. Therefore,
scholars rely on a combination of techniques whose priority is determined by research objectives.
Research procedures used by linguists can be based on:

1) methods borrowed from philosophy and anthropocentric linguistics;

2) knowledge processing analysis. Within the framework of the first approach in order to
study language phenomena linguists utilize logical models, such as frames and scripts, or rely on
metalanguage of universals to describe the meanings of language units [Fillmore 1982; Wierzbicka
1985].

Analysis in terms of the knowledge processing method seeks to establish how human
experience is interiorized by cognition [Clausner 1999]. It relies on conceptual metaphor,
metonymy, and image schemas.
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3. Image Schemas in Conceptualization of Education in English, French, Ukrainian,
and Russian

Materials used in the present research include data retrieved from English, French, and
Russian language corpora (BNC, Oslo Multilingual Corpus (OMC), Leipzig Corpus (LC), National
Corpus of Russian Language (NKR); newspapers and magazines «Jlenp» (Day), «YkpaiHcbka
npasaa» (UP) (1999-2010); literary texts by English, French, Ukrainian, and Russian authors.

3.1. Methods

The study analyzes the contexts in which lexical units naming the concept EDUCATION
appear focusing on such words as: education, éducation, oceima ‘education’, obpazosarue
‘education” and their derivatives in English: education, educate, educated, educational,
educationally, educationist / educationalist, educator, educative, educatee, educatory, edutainment,
educationese, uneducated; in French: éduquer, s’éduquer, educable, éducateur /éducatrice (adj),
éducatif /éducative, éducationisme, éducationniste, éducationniste, coéducation, inéducable,
reéduquer, reéducation, éducationnel, éduqué; in Ukrainian: oceiuysamu, oceimumu,
ocgiuysamucs, OCG8IMUmucs, OCGIYEHHs, OCBIUeHICMb, OCGIYeHUll, OCBIMAHCLKUU, OCBIMAHUH,
oceimaHKa, oceimui; in  Russian:  obpazosamv, o0bpazosanHblll, 0OPAZ06AHHOCMD,
obpazosamenvHblil, 06pazosamuvcs, oopazosamens. Conceptual analysis and the study of its relation
to other knowledge structures is carried out in terms of domain, which provides the cognitive
framework, the basis for the meaning of a language unit, and profile, which stands for meaningful
semantic structure that becomes evident when the language unit is used in communication [Croft
2004, p. 25].

Cognitive Linguistics studies use different terms to refer to the aforementioned mental
structures and cognitive process: profile and base; concept and idealized cognitive model; concept
and image schema; cultural model [Langacker 1987; Lakoff 1987]. In this paper the study of
cognitive representation of education relies on image schemas as the principle of conceptual system
organization in human consciousness based on repetitive patterns of sensorimotor experience of the
individual. The study shares Langacker’s view that language units serve to profile the most
significant part of a concept which becomes the focus of speaker’s attention [Langacker 1987, p.
145]. In language the process of cognitive profiling manifests itself as explicating a seme of the
word. Thus, in the text fragments words or word combinations correspond to the part of the
meaning of the image schema underlying concept EDUCATION.

3.2. OBJECT Image Schema

Image schema OBJECT presents concepts as entities that can be moved, are perceived as a
whole, and can be mentally divided into components [Santibafiez 2002]. Image schema OBJECT is
used in the process of analogical transfer from the sensory-motor experience of physical entities to
the abstract concept EDUCATION. Languages under analysis give evidence that a number of
characteristics of physical objects can be conceptually projected onto EDUCATION. Those
characteristics are: countability, size and shape, location, ability to be moved. In all languages under
analysis EDUCATION is perceived as an object that can be counted, which can be inferred from
the usage of the plural form of the words denoting the concept (educations, éducations, oceimu,
obpazosanus) and its ability to collocate with numerals, especially in Ukrainian and Russian: dpyea
ocsima, 0sa evicuux oopazosanusi. Countability of the analyzed concept is further evident in the
examples: They had sorely missed the excitement of the drills while away, and they counted
education well lost if only they could ride and yell and shoot off rifles in the company of their
friends [Mitchell 1984, p. 7]; La plupart des éducations visent a enseigner la gestion de la défaite
[Werber, p. 216]. By analogy to physical objects concept EDUCATION is represented as a physical
entity of certain size and shape: A suoicy, oopazosanue y nee nevonrvuoe [NKR: 279].

OBJECT image schema is grounded in people’s experience obtained from interaction with
discrete entities of the real world, this interaction includes human ability to move and manipulate
physical objects [Santibanez 2002, p. 186]. In the languages under analysis OBJECT schema
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represents concept EDUCATION as a physical object that can be moved by people, for example:
Langdon’s jail seminar was part of a Harvard outreach program attempting to bring education into
the prison system — Culture for Convicts, as Langdon’s colleagues liked to call it [Brown 2003, p.
100]; Mais pour instruire ce fils, continua I’abbé, elle avait donc recu de I’éducation elle-méme?
[OMC: 254]; Axwo enima xoue KOHCOMIOYBAMUCA HABKONLO i0ei €8PONEUCbKO20 8UOOPY, MO B0HA
mycums  o0amu Hapooy oceimy [UP, 2003]; [lerv neoacoeuueckux Kypcog — 00Cmagumup
nedazozuyeckoe  006pazoanue  MOJNOOLIM — JIOOSAM — 8CeX  COCIOBUL,  NPEUMYUWeCmEeHHO
KPeCmbsAHCKO20, NPABOCIABHO20 UCNOBEOAHUS, JHCENAOWUX NOCGAMUMb Ccebsl  YUUmenbCKou
Odessmenvrocmu 8 Hapoouwix wxonax [NKR: 2070].

In the sentences concept EDUCATION is perceived as a physical object that is given,
delivered, received, shown, and seen. Concept EDUCATION conceptualized by analogy to objects
is capable of changing its location in space through human influence, as an object it is controlled
and manipulated by people. For example: Albanian education was driven underground [LC:
31146]; Adélaide a recu de mon peére I’éducation la plus brillante et de ma mere [’exemple de
toutes les vertus, c’est a Valvedre qu’elle doit le feu sacré, cette flamme intérieure qui briile sans
éclat, cachée au fond du sanctuaire, gardée par une modestie un peu sauvage, le grain de génie qui
lui fait idéaliser et poétiser saintement les études les plus arides [Sand, p. 130]. In English, French,
Ukrainian, and Russian this image schema became source of metaphoric extension that result in
representing education as a vehicle or machine that individuals or groups of people (or state)
operate. Thus, relying on OBJECT image schema EDUCATION is seen as a singular or plural
entity that is controlled and manipulated by people, changes its location and properties as a result of
human influence. In conceptual metaphors based on OBJECT image schema characteristics of
goods, products, materials, instruments, vehicles, machines are mapped onto the domain of
education.

3.2.1. PART-WHOLE Image Schema

In the study image schema PART-WHOLE, as a connection or configuration that combines
parts of a structure or system, is considered to be related to OBJECT image schema. In the
languages under analysis concept EDUCATION is perceived as a WHOLE that includes
constituents or should be made complete using components. For example: Pippi explained it was
part of their education [Puzo 1996, p. 58]; Son pére, un ministre de Sainte-Katrine Church, lui
avait donné une éducation complete, pensant que cela ne peut jamais nuire a personne, pas méme d
un capitaine au long cours [Verne 1994, p. 23]. Languages under analysis give evidence to
conceptual mapping of the properties of WHOLE image schema onto the concept EDUCATION in
the contexts, where the concept under study is perceived as a physical entity that can be (physically)
divided into components. For example: There is too much inflexibility, too much
compartmentalization of education and training systems and not enough bridges, or enough
possibilities to let in new patterns of lifelong learning [OMC: 156]; Tatiana dit qu’elle veut refaire
mon education [Werber 2000, p. 332]; Bonu 3akinuysanu yHigepcumemu, ane ocgima Oyia
depopmosana, 3aideonozizosana, He 0a8aAld NOBHOMU MUCIEHHs, 6HYmMpiwHbo20 ceimy [Day,
2001]; Cpeonee obpazosarue pacmanymo na 13 nem, a Ha 8vicuiee 0CmMasIfnemcs 6ce20 mpu 200d
NKR: 1346].

EDUCATION is metaphorically perceived as physical material that has particular properties
and characteristics (flexibility, solidity), can be modified and altered using tools, while retaining its
overall structure. Traces of PART-WHOLE image schema can be found in floral conceptual
metaphors that map configuration of plants, namely trees, onto the system of education (WHOLE),
which is believed to have roots and branches (PART). On the other hand, education can be regarded
as a part of a broader system of society or state, and therefore properties of PART are mapped onto
the concept: Tomy ti ocsima, i Hayka 6 ybomy NIAHI € IHMEZPAAbHUMU | NOGUHHI 0ONOGHIOBAMU
oona oony [Day, 2009]; “O¢uyuanvnas” meouyuna, “oguyuarvrnas” nayka, “oguyuanrvroe”
obpazosanue 6x00am 6 CMmadUIbHYI0 CUCIEMY, OHU OCBAUIEHbl ABMOPUMEMOM 81ACMU U, 8 C8OU
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uepéo, nocmasnsom et “oguyuanvHulx” dKCnepmos, kax nyoruunslx, maxk u “saxpoimoix”’ [NKR:
38].

PART-WHOLE image schema can also be observed in EDUCATION IS A BUILDING
metaphor, where internal configuration of a building and its components, such as base and floors
are mapped onto the abstract domain of education. For example: The diversity of the education
systems of the EU notwithstanding, there is a European approach to education based on common
historic roots, from which stems the success of cooperation between higher education
establishments, for example, in the ERASMUS programme which has provided mobility for 500,000
young students [LC: 690]; B saxomy we pakypci mpebda, Ha 8aut no2isio, nepedyoogysamu ocgimy?
[Day, 2000]; Poccutickas eummnasus chopmuposanacs 6 JjoHe NpasoCiasHOl 00pa308amenbHOU
mpaouyuu, 20e O0YXO8HO-HPABCMBEHHOE 00pA308aHue NOAAZANOCH 6 OCHO8Y GCell CUCHEMbl
ooyuenus [NKR: 2172].

3.3 CONTAINER Image Schema

CONTAINER image schema represents entities as enclosures that contain other entities
[26]. In this view, conceptualization of EDUCATION relying on the aforementioned image schema
represents it as a holder for physical objects having an inside, an outside, and a boundary between
them. For example: They need to function within an environment of balanced education, supported
by an entire community [LC: 46]; L’acces a I’éducation: une approche internationale, par Frangois
Orivel, économiste, Université de Bourgogne [LC: 2]; Buguarouu s npedmemu, MON*CHA 6X00UMU
minvku 8 «3HanHesy» oceimy [Day, 2006]; He uacmo cetiuac ycaviuuitv, ymoovl MOI0OOU Yen08eK
Vuuics 6 neouHcmumyme, d 3mMo 8aMCHO, umoodwvl 1oou winu 6 oopazosanue [NKR: 375]. The
enclosed space within the container can be penetrated; individuals and objects can move within its
boundaries, its contents can be rearranged. Metaphorical extensions represent concept
EDUCATION as enclosed territory where individuals try to get. This process of penetrating the
enclosed area is often accompanied by difficulties.

3.4. PROCESS Image Schema

In the languages under analysis image schema PROCESS can be expressed directly by the
words process, processus (French), npoyec (Ukrainian), mpoyecc (Russian). For example:
Accordingly, management education is increasingly seen as an ongoing, not once-for-all, process
[LC: 87201]; Au ministére de I’éducation, on est beaucoup plus prudent: “Pour que le processus
soit crédible, il faut qu’on puisse offrir 100 al50 postes a la rentrée 2005 [LC: 45404]; V ckpymmi
yacu 1927 poky mu nodonanu macosy Henucemnicmo, aie y 1995 poyi nnamka oceimu 3108y
3HUBUNACA, A0dCce OP2aHu 61a0U NOYanU MeHuile Npuodilamu ysacu ocgimmbomy npoyecy [Day,
2005]; [nsa moeo, umobwi unopmamuzayus o0Opa308aHUsL COCMOSNACL, HE0DXO00UMO 00yuYeHue
nedazoeudecKux KoJIeKMUBo8 HOBbIM NOOX00aM K O0OVYeHUulo, Haaudue yu@dposvix yueOHbIX
pecypcos, Komopvle no38oaulu 0bl nedazocy 3IPGeKmusHo UCNONb308aMb KOMNbIOMeEp 8
obpazosamenviom npoyecce [NKR: 1].

Instances of indirect representation of the image schema rely on descriptive phrases and use
of metaphors. For example the stages of the process are stresses such as beginning, duration,
termination: finishes, oisrvnicms (Ukrainian), ceoodunoce k noopascanuto (Russian), ewvinonmsn
oena (Russian), and its attribute of controllability gérer ‘manage’ (French) indirectly express image
schema PROCESS in the languages under analysis. For example: When he finishes his secondary
education, Vicente will receive the principal in the fund, which could be put toward college or
starting a business [LC: 388]; Mes parents ont été incapables de gérer correctement mon éducation
[Dantec 2002, p. 9]; Tirvku epaxysasuiu yci menoenyii, a kpawje — nepeddauusuiy ixuitl 6N1U8 HA
Maubymui nooii, mu 3modrcemo 3abe3nedumu eg)eKmusHy oC8imaHCbKY OiANbHICHIb, Pe3YIbmamom
aKoi OyOe ni02omoeneHd, KOHKYPEHMOCHPOMONCHA MOA00d OOUHA, WO NOBHICMIO 8i0N08idae
npoghecitinum i CyCninbHO-2pomMaocbkum eumozam matibymuvoeo xcumms [Day, 2008]; [Jo mozo
obpazosanue c600UNOCL K nooparcanuio. Pebenxa omoasanu macmepy: HUKMO, HAOO CKA3AMb,
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MO0 YYEHUKA HUYeMY He VYU, OH NPOCMO GbINOAHAN Haubolee mpyooemKue u He mpebyroujue
0COOBIX HABBIKOG 0€A: KPACKU pacmupai, ye2o-mo eapui, yeco-mo cmpoean [NKR: 994].

4. Discussion and Conclusion

Nouns that denote concept EDUCATION in languages under analysis are abstract nouns. In
Cognitive Grammar all abstract nouns are the result of reification or the ontological metaphor,
which allows considering processes as objects or situations [Cognitive 2007, p. 84]. Conceptual
process of reification is reflected in language as substantivization, the formation of nouns from
verbs [Cognitive 2007, p. 79]. Abstract nouns formed in this fashion can function as countable or
uncountable, which is reflected in the words naming concept EDUCATION in the languages under
analysis.

Abstract nouns represent the results conceptualization of short-term and long-term or
permanent situations [Cognitive 2007, p. 81-83]. Short-term situations, in turn, include short-term
events and states. Short-term events are limited in time; they may be repeated at regular intervals;
they have beginning, the process itself and outcome; they are usually conceptualized metaphorically
as objects. Short-term states are transitory states such as illness [Cognitive 2007]. Lexical units
denoting concept EDUCATION in the languages under analysis match the criteria of the nouns
describing short-term events. The examples given above reflect the idea of education as a process
that has a beginning and metaphorically is interpreted as an object. Quantitative analysis of image
schemas representing concept EDUCATION by language means in English, French, Ukrainian, and
Russian has established that the significance of individual image schemes varies across languages
under analysis.

The study has established that in the languages under analysis concept EDUCATION can be
explained in terms of image-schematic representation. Since the name of the concept, that is the
word education, does not have physical meaning, the process of conceptual abstraction is required
in order to transfer primary physical meanings to the concept of education. In English and French
languages concept EDUCATION relies on images schema PROCESS to transfer experience gained
through perception and motor bodily function to high-level cognition, 43% and 53% of examples
prove it. In Ukrainian and Russian languages image schema OBJECT became the foundation of
conceptualizing education in 46% and 45% of cases. The results of the study show that in English
and French languages EDUCATION is conceptually seen as interaction, contact and influence
aimed at achieving values and benefits in society, as an ongoing process, while in Ukrainian and
Russian languages it is regarded as a set structure, an object that can be manipulated, that is given,

received and used.
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3ALIHMH 10. A.
(3anopizbkuii HayionanrbHUll yHigepcumem)
JAPABOBCBKA B. A.
([loneywvxuii HayionanvHuu yHigepcumem)

PEAJIIBAIIA CEI'MEHTA “ETHNICITY” JIIHI'BOKYJIbTYPHOI'O KOHLEIITY
«MULTICULTURALISM» 3ACOBAMH ®PA30BUX IHHOBAIIIN XXI CTOJITTA
Y CYYACHOMY AMEPUKAHCHKOMY BAPIAHTI AHI'JIIACHKOI MOBH
(HA MATEPIAJII HABYAJIbHUX TIYMAYHHUX CJIOBHUKIB AHTJIIHCHKOI MOBH
TA IHTEPHET-BUJAHD)

CrarTst IpHUCBSYEHA PO3IIINY CHOCOOIB aKTyamizamii ofHOTO 3 KyJNbTYpHO MapKoBaHUX KoHmentiB cydacHux CIIA, a came —
TiepKOHIIeNTa ethnicity, O BHCTYNAae OJHUM i3 CKIAIHUKIB 0a30BOr0 aMEpHKAaHCHKOTO KoHIenrta multiculturalism, 3acobamu
(pa3oBUX IHHOBAIiN aMEpUKAHCHKOTO BapiaHTa AHTIIIHCHKOI MOBH, IO BHHUKIM Ha ModaTky XXI cTomiTrs. AHami3yeTbcs HHU3Ka
iHTEepHET-BUAAHb I[0JI0 CIOCO0IB Bepbaizallii IbOro KOHILENTa, a TAKOXK HABYAIbHUX TIYMadHHUX CIOBHHUKIB aHTJIHCHKOI MOBH Ha
MpeAMeT 3aydeHHs HOBHX (pa30BUX OAMHHIb-aMEPUKAHI3MIB /10 CIOBHHKOBHX KOpITyCiB. POOHTBCS BHCHOBOK Mpo TIHOOKHIA
JIHTBOKYJIBTYPOJIOTIYHUM MOTEHIal, BIACTHBUI TakuM (hpa30BUM iHHOBALISAM sIK y3yalbHUM 3acobaM akTyamisarii Ta BepOasizamii
OCHOBHHX CKJIA[JHUKIB KOHLIENTA ethnicity 4epe3 IXHIO KyJbTYPHY MapKOBaHICTb, 8 TAKOX PO BAXKIUBICTh YKJIaJaHHS CIOBHUKOBUX
rJocapiiB HaBYAJIEHOTO THUITy Ta BHECEHHS TAKUX OAWHUIB y iXHI peecTpu. IIpomoHyeThcs po3poOKka HOBHX THUIIIB HaBYAIEHHX
TIyMauyHHUX CJIOBHHUKIB, 3J[aTHHX 3a JOIOMOTOI0 ()pa3oBUX IHHOBAiHHMX OJMHUIBL MOBHOLIHHO I HEylepemKeHO BimoOpakaTtu
MIeBHY YaCTKy KOHIIENTYalbHOI KapTUHHU CBITY B aMEepHUKaHCHKOMY BapiaHTi aHIIIIHICEKOI MOBH.

Knouoei cnoea: emmuiynicmo, AiHSBOKYIbMYPONO2is,  NIHSGOKYIbMYPEMA, NIHSGOKYIbMYPHUL KOHYEenm, MYIbMUKyIbmypaiism,
@pasosi innosayii.
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