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1 esin 0cBOCHUSA TUCHUTIMHBI (MOYJIA)

HenssmMu  ycBoeHus JucUMIUIMHBL  "MIHOCTpaHHBIM s3BIK B MPO(EeCCHOHATBHON
NESTENIbHOCTH"  SIBISIOTCSA: CHOCOOHOCTh IPUMEHSATH COBPEMEHHBIE KOMMYHUKAaTHUBHBIC
TEXHOJIOTMM, B TOM 4YHCJIE Ha HMHOCTPAHHOM(BIX) s3bIKe(ax), IS aKaJIeMHYEeCKOro |
pohecCHOHaNBFHOT0 B3aUMOJICHCTBHS; CIOCOOHOCTh aHAJIM3UPOBATh M YUUTHIBATh Pa3HOOOpasue
KYJbTYP B IIPOLIECCE MEXKKYJIBTYPHOIO B3aUMOJICHCTBUSI.

2 MecTo TuCHMILTHHBI(MOIYJIS]) B CTPYKTYpe 00pa3oBaTeibHOI MPOrpaMMbl

JucuuruinHa VHOCTpaHHBIM SI3BIK B MPO(ECCHOHATBHOW JESATENbHOCTH BXOIHUT B
00s13aTeNIbHYI0 YacTh y4eOHOro MIaHa 00pa30BaTeIbHOW IPOTrPaMMBlI.

Jnist u3y4yeHus: AUCHUILTMHBI HEOOXO0 MBI 3HaHUs(YMEHHUSI,BIIaIeHuUs ), COOPMHUPOBAHHBIC
B Pe3yJIbTaTe U3Y4YECHUS AUCHUILINH/TIPAKTHK:

3HaHusA(yMEHHUSI,BIAJICHNSI), TIOMyUYEeHHBIE MPH W3YYCHHH NAHHOW IUCIMILIUHBI OYyIyT
H€06XO[[I/IMI)I AJI N3YUCHUA I[I/ICIII/IHJII/IH/HpaKTI/IKI

[TpodeccronanbHO-1€I0Bass KOMMYHHKAIIHSI: TCOPHS U IPAKTHKA

[Tpou3BoCcTBEHHAS-TIPAKTUKA IO TOJYYCHUIO NMPO(ECCHOHAIBHBIX YMEHUH W OIbITA
poEeCCHOHAIBHON NeATETHHOCTH

3 Komnerenuun odyyaromierocsi, popmupyembie B pe3yibTaTe OCBOCHHS

AUCHMILIMHBI(MOYJISI)H IJIAHUPYEMbIe pPe3yJibTaThl 00y4eHus!

B pesynprate  ocBoeHuss — gucuumimHb(Moaynsi)  «MHOCTpaHHBIM  S3BIK B
NpOoPECCHOHAIBHON ~ JIEATEIbHOCTHY  OOydYaloIuiicss  AOKeH o0jafaTh  CIEAYIOIIUMU
KOMIETEHIHSIMHU:

Kon Nuaukatop JOCTUKEHUS] KOMIIETEHIUH
WHINKATOpa

YK-4Crnioco6eH MpuUMEHSITh COBPEMEHHbIE KOMMYHUKATHBHBIE TEXHOJOTHH, B TOM YHUCIIEe Ha
HHOCTPaHHOM(BIX)SI3bIKe(ax), IS aKaJeEMUYECKOro ¥ MPpodheCcCHOHATILHOI0 B3aUMOAECHCTBHUS
YK-4.1 VYcTaHaBnuBaeT KOHTaKThl W OpraHu3yeT oOOIIeHHE B COOTBETCTBUU C
MOTPEOHOCTSIMU ~ COBMECTHOM  JEATENIbHOCTH,  HUCIONB3ysS  COBPEMEHHBIE
KOMMYHHKAITMOHHBIC _TEXHOJIOTHHU

YK-4.2 CocraBisieT IeTOBYIO TOKYMEHTAIIMIO, CO3/IaeT Pa3InYHbIe aKaJleMUYECKUE WITH
npodeccroHanbHbIe TEKCTHI HA PYCCKOM U MHOCTPAHHOM SI3bIKaX

VK-4.3 [IpeacraBnsieT pe3ysbTaTbl UCCIEIOBATEIBCKON U MPOEKTHOM NI€ATEIbHOCTH Ha
pa3IUYHBIX MYOJUYHBIX MEPONPHUATHUIX, Y4YaCTBYeT B aKaJEeMUUYECKHX U
npoeccHOHANBHBIX JUCKYCCUSX Ha PYCCKOM U MHOCTPAHHOM SI3BIKAX

VYK-5Cnocoben  aHanmu3upoBaThb W YUYMTBHIBaTh pa3HOOOpazue KyJlabTyp B  IIpoLecce
MEXKYJbTYPHOTO B3aUMOJICHCTBUS

YK-5.1 OpueHTHpyeTCS B MEXKKYJIbTYPHBIX KOMMYHHMKAIMSX HA OCHOBE aHalIM3a
CMBICJIOBBIX CBSI3€i COBPEMEHHOW MOJIMKYIbTYPhI U TOJUS3bIUUS
VK-5.2 Biameer  HaBbIKaMM ~ TOJEPAaHTHOIO  MOBEAEHUS  IIPU  BBINOJHEHUU

po(heCCUOHAILHBIX 3a1a4




4.CTpyKTypa, 00HEM H COIEPKAHUE TUCHUIIIMHBI(MOLYJIs1)
OO0mast TpyJJ0OEMKOCTh JUCHUIUIMHBI COCTABISET 2 3a4€THBIX €IWHHUIl 72 aKaJ. 4acoB, B TOM

HHUCJIC:

—KOHTaKTHas pabora—30,]1 akazn. yacos:
—ayautopHas—30 akaj. 4acos;
—BHeayauTopHas—0,1 akaj. 4yacos;
—caMocTosTeNbHas pabota—41,9 akaa. yacos;
—B opMe IpaKTUYecKoi MoAroToBku — 0 akaj. yac;
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5 O0pa3oBaTeibHbIE TEXHOJOTHH

[Tpu m3ydyenun qucuuruHbl « THOCTpaHHBIN A3BIK B IPO(PECCUOHATBHOMN eI TEITbHOCTI
UCMONB3YIOTCS  cllefylolue oOpa3oBaTelbHble, WMHTEPAaKTUBHbIE U  HMH(OPMAIMOHHBIE
TEXHOJIOTMH: TPAJUIIMOHHBIE 00pa30BaTEIIbHBIE TEXHOJIOTUN (JIEKLUS, IPAKTUYECKOE 3aHATHE),
TEXHOJIOTUH NTPOOJIEMHOr0 00y4yeHus (KeiicMeTo/1), THTEpaKTUBHbBIE TEXHOJIOTUH (IIPAKTUYECKOE
3aHATUE—UCKYCCHs), HH(POPMAIIMOHHO-KOMMYHHUKATUBHBIE 00pa3oBaTelIbHbIE TEXHOJIOTHU
(MpakTUYecKoe 3aHATHE B JOpME MIPE3CHTALIHNH ).

6 YueOHO-MeTOAUYeCKOe o0eceyeHrne cCaMOCTOATEbHOI PadoThl 00y4a0IMXCs
[IpencraBneHo B mpuiaoxeHuu 1.

7 OneHOYHBIECPEACTBAAIANPOBEACHUANIPOMEKYTOYHONATTECTALMH
[IpencraBieHsl B IpUIOKEHUH 2.

8 YueOHo-MeTOAUYeCcKOEe U MH(POPMAITMOHHOE o0ecTieyeHre JUCHMIITHHBI(MOTYJIs)
a) OcHoBHas JHMTEpaTypa:
1. MHOCTpaHHBIH SI3bIK B TPOPECCUOHATBHON JEATEILHOCTH : yueOHoe rmocodue / JI.
U. Autponosa, T. U. IpoBoBo3s, T. 0. 3anaBuna, JI. A. lllopoxosa ; MI'TV. -
Marnutoropck, 2014. - 103 c. : un. - URL:
https://host.megaprolib.net/MP0109/Download/MObject/3620 (mara oOpameHwus:
30.01.2026). - MakpooOBeKT. - TeKCT : 3JIeKTPOHHBIH.

0) JlonmoJiHUTEIbHASA JINTEPATYpa:

1) ApramonoBa, M. B. Let's Read and Speak about Culture : yue6HO€ ocobue [
By30B]. Part 1 / M. B. Apramonoga, JI. B. I1aBnosa, U. P. Ilynexa ; MI'TY. -MaruuToropck :
MI'TY, 2019. - 1 osnekrpon. ont. auck (CD-ROM). - 3arn. ¢ tutyn. skpana.- URL:
https://host.megaprolib.net/MP0109/Download/MObject/2410 (mara obpamenus:30.01.2026).
- MakpooObekT. - TekcT : 3neKTpoHHBIH. - CBefeHus 1ocTynHbl Takke Ha CD-ROM.

2)ApramonoBa, M. B. Let's Read and Speak about Culture : yue6Hoe nmocobue [t
By30B]. Part 2 / M. B. ApramonoBa, JI. B. IlaBnosa, 1. P. [lynexa ; Marautoropckuii roc.
texuuueckuid yH-T uMm. I'. . HocoBa. - Maruutoropck : MI'TY um. I'. . Hocosa, 2020. -
IanexTpoH. ont. auck (CD-ROM). - ISBN 978-5-9967-1984-6. - 3arn. ¢ tutyn. skpana. -URL:
https://host.megaprolib.net/MP0109/Download/MObject/2876 (mata obpamenus: 30.01.2026).
- MakpooObeKT. - TeKCT : aeKTpoHHBbIN. - CBefieHus AocTynHbI Takke Ha CD-ROM.

B)MeToanuyeckue yKasaHusi:

CamocrodrenbHas paboTa CTyI€HTOB By3a : npakTukyM / coctaButenu: T. I'. Heperuna,
H. P. Ypazaesa, E. M. PazymoBa, T. ®. OpexoBa ; MarHUTOropcKuii roc. TEXHUYECKUN YH-T UM.
I'. . Hocosa. - Marauroropck : MI'TY um. I'. UI. Hocosa, 2019. - ICD-ROM. - 3arux. ¢ Tutyi.
skpana. - URL: https://host.megaprolib.net/MP0109/Download/MObject/2391 (mara
oOpareHus:
30.01.2026). - MakpooOnekT. - TekcT : dnekTpoHHBINA. - CBemeHHs MOCTYIHBI TakKe Ha

r)[Iporpammuoe ob6ecneuenue u UHTepHeT-pecypcenli:
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[Touckoas cucrema AxanemusiGoogle(GoogleScholar) |URL:https://scholar.google.ru/
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9MaTtepuajibHO-TEXHHYECKOeo0ecnedeHH e CHUIIMHBI(MOILYJIs1)

MaTepI/IaJII)HO-TCXHI/I‘-IGCKOG obecrieueHue JUCHUITIIIMHBI BKJIFOYACT:

1.Y4yeOHble ayauTOpuUM [UIS TPOBEACHMS 3aHATUN JeKUMOHHOro tuma: Jlocka,
MYJbTHMEIMHHBIE CPEICTBA XPAaHCHHUS, TIEpEIavyy U TPEACTaBICHUS HH)OpMAIIH

2.YuyeOHble ayauUTOPUU JJIA TPOBEACHUSA MPAKTUYECKUX 3aHATUH, TPYMIOBBIX U
WHJVBHIyQJIbHBIX KOHCYJIbTAllMH, TEKYLIErO0 KOHTPOJISA U IPOMEXYTOYHOU arrectauuu : Jlocka,
MYJIbTUMEAUHHBIN TPOEKTOP, IKPaH.

3.Ilomemiennss a8 CcaMOCTOSATENbHOW  pabOThl  0OydYarOIIMXCS:  MEPCOHAJIbHBIE
KommbloTepsl ¢ makerom MSOffice, BbixoqoM B MHTEpHET M € JOCTYHNOM B 3JIEKTPOHHYIO
HH(POPMaAIIMOHHO-00Pa30BATENBHYIO CPEly YHUBEPCHUTETA.

4.Ilomemienue Uil XpaHEHUs U TNPO(UIAKTUYECKOTO OOCITYyXHBaHHUA Y4eOHOTrO
000pyIOBaHUS: CTEIUIAXKHU JIJIsl XpaHEHUsI Y4eOHO-HATJISITHBIX TOCOOUM M y4eOHO-METOIMUECKON
JIOKYMEHTAIUH.



MNPUJIO)KEHHUE 1
YueOHO-MeTOANYECKOE O0ecTieYeHre CAMOCTOSITeIbHOM padoThl 00y4aromuxcs
Jns  ycmemHoro ycBOeHMs 3HaHMM 1o npeamery  «MHOCTpaHHBIM  A3BIK B
npodeCCHOHATBHOMN e TETLHOCTI» HEOOXO0IUMO:
1) o3HaKOMIIEHHE C MaTepUalaMU MPEIIOKEHHBIX TEKCTOB U CTATEH;
2) akTuBHas paboTa Ha MPAKTHUYECKUX 3aHATHSAX M BBIIOJHEHHWE CAMOCTOSTEIHHON
paboTHI.
1. Paznen: English as a global language.
1.1. Tema: British boarding schools: past and present

OTBeThTE HA BOIPOCHI.

1) What schools in Britain are called public schools?

2) What do they call state schools in Britain?

3) What do they call such schools in the USA?

4) What makes parents send their children to boarding schools?

5) What is the social background of such children?

6) What are the common principles of upbringing in boarding schools?

[IpounTaiite npUIOKEHHBIE TEKCThL. lCMoNb3ysh COBpeMEHHbIE KOMMYHHUKATHBHBIC
TEXHOJIOTHH, cIesialiTe coobmenue 00 oqHoM ux VIP, yrmoMsHyTBIX B TEKCTE.

While many agree that private education is at the root of inequality in Britain, open
discussion about the issue remains puzzlingly absent. In their new book, historian David Kynaston
and economist Francis Green set out the case for change
The existence in Britain of a flourishing private-school sector not only limits the life chances of
those who attend state schools but also damages society at large, and it should be possible to have
a sustained and fully inclusive national conversation about the subject. Whether one has been
privately educated, or has sent or is sending one’s children to private schools, or even if one
teaches at a private school, there should be no barriers to taking part in that conversation.
Everyone has to live — and make their choices — in the world as it is, not as one might wish it to be.
That seems an obvious enough proposition. Yet in a name-calling culture, ever ready with the
charge of hypocrisy, this reality is all too often ignored.

For the sake of avoiding misunderstanding, we should state briefly our own backgrounds
and choices. One of our fathers was a solicitor in Brighton, the other was an army officer rising to
the rank of lieutenant-colonel; we were both privately educated;, we both went to Oxford
University; our children have all been educated at state grammar schools, in neither case did we
move to the areas (Kent and south-west London) because of the existence of those schools, and in
recent years we have become increasingly preoccupied with the private-school issue, partly as
citizens concerned with Britain’s social and democratic wellbeing, partly as an aspect of our
professional work (one as an economist, the other as a historian).

In Britain, private schools — including their fundamental unfairness — remain the elephant
in the room. It would be an almost immeasurable benefit if this were no longer the case. Education
is different. Its effects are deep, long-term and run from one generation to the next. Those with
enough money are free to purchase and enjoy expensive holidays, cars, houses and meals. But
education is not just another material asset: it is fundamental to creating who we are.

What particularly defines British private education is its extreme social exclusivity. Only
about 6% of the UK’s school population attend such schools, and the families accessing private
education are highly concentrated among the affluent. At every rung of the income ladder there
are a small number of private-school attenders, but it is only at the very top, above the 95th rung
of the ladder — where families have an income of at least £120,000 — that there are appreciable
numbers of private-school children. At the 99th rung — families with incomes upwards of £300,000
— six out of every 10 children are at private school. A glance at the annual fees is relevant here.
The press focus tends to be on the great and historic boarding schools — such as Eton (basic fee
£40,668 in 2018—-19), Harrow (£40,050) and Winchester (£39,912) — but it is important to see the



private sector in the less glamorous round, and stripped of the extra cost of boarding. In 2018 the
average day fees at prep schools were, at £13,026, around half the income of a family on the
middle rung of the income ladder. For secondary school, and even more so sixth forms, the fees
are appreciably higher. In short, access to private schooling is, for the most part, available only to
wealthy households. Indeed, the small number of income-poor families going private can only do
so through other sources: typically, grandparents’ assets and/or endowment-supported bursaries
from some of the richest schools. Overwhelmingly, pupils at private schools are rubbing shoulders
with those from similarly well-off backgrounds.

They arrange things somewhat differently elsewhere: among affluent countries, Britain’s
private-school participation is especially exclusive to the rich. In Germany, for instance, it is also
low, but unlike in Britain is generously state-funded, more strongly regulated and comes with
modest fees. In France, private schools are mainly Catholic schools permitted to teach religion:
the state pays the teachers and the fees are very low. In the US there is a very small sector of
non-sectarian private schools with high fees, but most private schools are, again, religious, with
much lower fees than here. Britain’s private-school configuration is, in short, distinctive.

Some of the public figures of the past 20 years to have attended private schools (I-r from
top): Tony Blair, former Bank of England governor Eddie George, Princess Diana, Prince
Charles, Charles Spencer, businesswoman Martha Lane Fox, Dominic West, James Blunt, former
Northern Rock chairman Matt Ridley, Boris Johnson, David Cameron, George Osborne, Jeremy
Paxman, fashion journalist Alexandra Shulman, footballer Frank Lampard, Theresa May, Jeremy
Corbyn and cricketer Joe Root. Composite: Rex, Getty

And so what, accordingly, does Britain look like in the 21st century? A brief but expensive
history, 1997-2018, offers some guide. As the millennium approaches, New Labour under Tony
Blair (Fettes) sweeps to power. The Bank of England under Eddie George (Dulwich) gets
independence. The chronicles of Hogwarts school begin. A nation grieves for Diana (West Heath),
Charles (Gordonstoun) retrieves her body, her brother (Eton) tells it as it is. Martha Lane Fox
(Oxford High) blows a dotcom bubble. Charlie Falconer (Glenalmond) masterminds the
Millennium Dome. Will Young (Wellington) becomes the first Pop Idol. The Wire’s Jimmy
McNulty (Eton) sorts out Baltimore. James Blunt (Harrow) releases the bestselling album of the
decade. Northern Rock collapses under the chairmanship of Matt Ridley (Eton). Boris Johnson
(Eton) enters City Hall in London. The Cameron-Osborne (Eton-St Paul’s) axis takes over the
country, Nick Clegg (Westminster) runs errands. Life staggers on in austerity Britain mark two.
Jeremy Clarkson (Repton) can’t stop revving up; Jeremy Paxman (Malvern) still has an attitude
problem; Alexandra Shulman (St Paul’s Girls) dictates fashion; Paul Dacre (University College
School) makes middle England ever more Mail-centric; Alan Rusbridger (Cranleigh) makes
non-middle England ever more Guardian-centric; judge Brian Leveson (Liverpool College) fails
to nail the press barons; Justin Welby (Eton) becomes top mitre man, Frank Lampard
(Brentwood) becomes a Chelsea legend; Joe Root (Worksop) takes guard; Henry Blofeld (Eton)
spots a passing bus. The Cameron-Osborne axis sees off Labour, but not Boris Johnson+Nigel
Farage (Dulwich)+Arron Banks (Crookham Court). Ed Balls (Nottingham High) takes to the
dance floor. Theresa May (St Juliana’s) and Jeremy Corbyn (Castle House prep school) face off.
Prince George (Thomas'’s Battersea) and Princess Charlotte (Willcocks) start school.

IIpounTaiite TEKCT M OINpPEAEINTE COLUMAIBHBIN cTaryc aBTOopoB. Haiigurte B Tekcre

JICKCHUYECKUE MapKephbl, YKa3bIBAIOIIHE HA COIIMATbHBIN CTATyC aBTOPOB.

a) Boarding schools warp our political class — I know because I went to one

Like Boris Johnson, [ was sent away. These are institutions of fear, cruelty and trauma, and
they create terrified bullies
‘Early boarding is based on a massive misconception: that physical hardship makes you
emotionally tough. It does the opposite.” Photograph: Christopher Furlong/Getty Images
There are two stark facts about British politics. The first is that it is controlled, to a degree
unparalleled in any other western European nation, by a tiny, unrepresentative elite. Like almost



every aspect of public life here, government is dominated by people educated first at private
schools, then at either Oxford or Cambridge.

The second is that many of these people possess a disastrous set of traits: dishonesty, class

loyalty and an absence of principle. So what of our current prime minister? What drives him?
What enables such people to dominate us? We urgently need to understand a system that has
poisoned the life of this nation for more than a century.
1 think I understand it better than most, because there is a strong similarity between what might
have been the defining event of Boris Johnson’s childhood and mine. Both of us endured a
peculiarly British form of abuse, one intimately associated with the nature of power in this
country: we were sent to boarding school when we were very young.

Staff looked on with indifference — they thought we should sink or swim (the same
philosophy applied to swimming)

He was slightly older than me (11, rather than eight), but was dispatched, as so many boys
were, after a major family trauma. I didn’t think a school could be worse than my first boarding
school, Elstree, but the accounts that have emerged from his — Ashdown House — during the
current independent inquiry into child sexual abuse, suggest that it achieved this improbable feat.
Throughout the period when Johnson was a pupil, the inquiry heard, paedophilia was normalised.
As the journalist Alex Renton, another ex-pupil, records, the headmaster was a vicious sadist who
delighted in beating as many boys as possible, and victimised those who sought to report sexual
attacks and other forms of abuse.

Johnson was at first extremely hostile to the inquiry, describing it as money “spaffed up a

wall”. But he later apologised to other former pupils. He has accepted that sexual assaults took
place at the school, though he says he did not witness them. But a culture of abuse affects
everybody, one way or another. In my 30s, I met the man who had been the worst bully at my first
boarding school. He was candid and apologetic. He explained that he had been sexually abused by
teachers and senior boys, acting in concert. Tormenting younger pupils was his way of reasserting
power.
The psychotherapist Joy Schaverien lists a set of symptoms that she calls “boarding school
syndrome”. Early boarding, she finds, has similar effects to being taken into care, but with the
added twist that your parents have demanded it. Premature separation from your family “can
cause profound developmental damage”.

The justification for early boarding is based on a massive but common misconception.
Because physical hardship in childhood makes you physically tough, the founders of the system
believed that emotional hardship must make you emotionally tough. It does the opposite. It causes
psychological damage that only years of love and therapy can later repair. But if there are two
things that being sent to boarding school teach you, they are that love cannot be trusted, and that
you should never admit to needing help.

On my first night at boarding school, 1 felt entirely alone. I was shocked, frightened and
intensely homesick, but I soon discovered that expressing these emotions, instead of bringing help
and consolation, attracted a gloating, predatory fascination.

The older boys, being vulnerable themselves, knew exactly where to find your weaknesses.
There was one night of grace, and thereafter the bullying was relentless, by day and night. It was
devastating. There was no pastoral care at all. Staff looked on with indifference as the lives of the
small children entrusted to them fell apart. They believed we should sink or swim. (The same
philosophy applied to swimming, by the way: non-swimmers were thrown into the deep end of an
unheated pool in March.)

Iwas cut off from everything I knew and loved. Most importantly, I cut myself off from my
feelings. When expressions of emotion are dangerous, and when you are constantly told that this
terrible thing is being done for your own good, you quickly learn to hide your true feelings, even
from yourself. In other words, you learn the deepest form of dishonesty. This duplicity becomes a
habit of mind: if every day you lie to yourself, lying to other people becomes second nature.

You develop a shell, a character whose purpose is to project an appearance of confidence
and strength, while inside all is fear and flight and anger. The shell may take the form of steely



reserve, expansive charm, bumbling eccentricity, or a combination of all three. But underneath it,
you are desperately seeking assurance. The easiest means of achieving it is to imagine that you
can dominate your feelings by dominating other people. Repressed people oppress people.
In adulthood you are faced with a stark choice: to remain the person this system sought to create,
Justifying and reproducing its cruelties, or to spend much of your life painfully unlearning what it
taught you, and learning to be honest again: to experience your own emotions without denial, to
rediscover love and trust. In other words, you must either question almost nothing or question
almost everything.

Though only small numbers of people went through this system, it afflicts the entire nation.
Many powerful politicians are drawn from this damaged caste: David Cameron, for example, was
seven when he was sent to boarding school. We will not build a kinder, more inclusive country
until we understand its peculiar cruelties.

b) A moment that changed me: being sent away to my loveless boarding school

When I was 11 my parents split up, I lost my teddy bear and I was exiled. It was like falling
off a cliff with no one to catch me at the bottom
‘A few months before I left for my new life I lost my teddy bear ... as my parents said goodbye,
there was nothing to cling to.” Photograph: Niall McDiarmid/Alamy

My childhood as I had known it changed forever when I was sent to a girls’ boarding

school in the seventies. My parents were in the process of splitting up, and my mother had gone
abroad to look after my terminally ill granny — neither subject was discussed with me.
A few months before I left for my new life, aged just 11, I lost my teddy bear at an airport. The
small bear had been my constant companion, and as my parents said goodbye there was nothing to
cling to. The first night away, I sobbed in the small, unfamiliar bed. It was like falling off a cliff into
the unknown with no one to catch me at the bottom.

The school was a former stately home situated in 25 acres of parkland that also contained
a Saxon church and Italian gardens. The Jacobean-like exterior was huge and imposing. When we
drove up the grand drive at the beginning of the autumn term, it was the first time I had actually
seen the school.

I remember the heavy sense of impending doom as my parents said goodbye. I would see
them on just two Saturday nights and for one short half term over the next three months. We
communicated by letter, which we were obliged to write on a Sunday — the rumour being that the
housemistress read and censored them all. It was a brutal way to live, supervised by embittered
middle-aged women who didn’t appear to like children.

We were often cold and always hungry. The food was inedible, mostly. I remember oily
pilchards, a disgusting dish of tinned tomatoes and crumble, slivers of hard meat that resembled
pieces of leather, scrambled egg made from powder, pink bacon with more fat than meat. It was
like being given a punitive sentence that never seemed to end.

Despite the “privileged” education we were being given, conditions were spartan: there

were no curtains on our bedroom windows, we had one small drawer to store our personal items,
and we were allotted three tepid baths a week. Every evening we stood in a line and sang vespers,
which we had to learn off by heart. We wore enormous grey pants over our underwear, and every
morning the matron would make us lift our skirts to check we were wearing them.
I remember interminable boredom. There was nothing to do after lessons or at weekends. At first I
missed my mother desperately and wanted her to take me away. I wrote her tragic letters, which
must have been hard to read. When I realised that she couldn’t save me, I gave up trying to
succeed. I had been a happy, productive student at primary school, and had been made head girl
in my final year. I enjoyed cycling, acting, reading, writing and climbing trees. My best friend from
that time reminds me that [ was pretty academic.

My gang of friends and I loathed our boarding school. We tried to rebel against the petty
rules that prevented us being individuals. We began smoking at the age of 14 out of boredom and
lost interest in anything but counting down the days until the end of term, when we would be



released back into the real world for a short spell of freedom. None of our group achieved what we
should have done academically.

We left at 16 and went to other schools for A-levels, but I railed against authority for years
to come, and shirked anything that smacked of commitment or routine. After five years of heavy
restraint, I wanted to be free to do exactly what I liked. Even the thought of university felt too
restrictive, and I delayed going until my mid-twenties.

1 think the worst aspect of that life, apart from being ripped from home, was the way we fell
out of the habit of confiding in our parents. I was bullied for a year by a housemistress with rolling
eyes and a wobbling lip who made it clear that she disliked me. Almost every night she ordered me
to stand in dark corridors for talking after lights out (everyone chatted in the dormitory, but she
singled me out). She would leave me there for what seemed like hours, and would finally return,
claiming she had forgotten me. One day she sent me to sleep on my own in a large empty dormitory
for several weeks, which was terrifying. I didn’t tell my parents, but felt intensely persecuted and
wretched.

Luckily, times have changed: parents, for whatever reason, still send their children to
boarding school, but those institutions are far more accountable, and children have many ways to
stay in touch with their parents. In those days we had access to one telephone box for more than
300 girls.

Living away from my parents greatly affected me. For many years, I lacked confidence and
would too easily feel abandoned. Children need to be taken care of by people who truly love them
as only parents can.

HanumuTte 3cce IIpo IpOCTOC U HACTOAIICC 6pI/ITaHCKI/IX YaCTHBIX HIKOJI.

1.2. Tema: Teachers' problems at school

OTBeThTE HAa BOIPOCHI.

1) What is a letter of admission?

2) What is a letter of motivation?

3) What are the main reasons for British teachers’ leaving Britain for other countries?
4) What problems do Russian teachers face at work?

[IpounTaiite Tekct. CocTaBbTE CaMMapy TEKCTA.

A quarter of teachers in England work more than 60 hours a week, far in excess of their
counterparts elsewhere in the world, research reveals.

The study by the UCL Institute of Education said that five years of government initiatives to reduce
excessive workload, introduced by three different education secretaries, have done nothing to cut
the total number of hours worked by teachers which have remained high for two decades.
Researchers found that teachers in England work 47 hours a week on average during term time,
including marking, lesson planning and administration, going up to about 50 hours in the summer
during the exam season.

That is eight hours more than teachers in comparable industrialised OECD countries,
though the disparity with some countries is even greater. While the average full-time secondary
school teacher in England in 2018 worked 49 hours per week, the equivalent teacher in Finland
clocked up 34 hours.

The study revealed that two out of five teachers in England usually work in the evening and
one in 10 at the weekend. Full-time secondary teachers report they spend almost as much time on
management, administration, marking and lesson planning (20.1 hours a week) as they do
teaching (20.5 hours).

The findings are based on data from more than 40,000 primary and secondary teachers in
England collected between 1992 and 2017. The lead author, Prof John Jerrim said: “This is the
first study to attempt to track the working hours of teachers over such a long period of time.
“Successive secretaries of state for education have made big commitments to teachers about their
working hours — how they are determined to reduce the burden of unnecessary tasks and how they
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will monitor hours robustly. Our data show just how difficult it is to reduce teacher workload and
working hours.”

The education secretary, Gavin Williamson, has already spoken about the need to address
teachers’ workload, while his predecessor Damian Hinds promised to “strip away” workload that
did not add value and called on teachers to “ditch the email culture” and embrace Al to help to
reduce their workload.

Jerrim said: “It is early days in terms of judging the effectiveness of the policies put
forward over the past year. We’d like to see much closer monitoring of teachers’ working hours,
so that the impact of policy can be assessed as soon as possible.

“Overall, bolder plans are needed by the government to show they are serious about

reducing working hours for teachers and bringing them into line with other countries.”
Teaching unions accused ministers of doing more to drive teachers out of the profession than to
retain them. “Excessive teacher workload is a persistent problem because governments constantly
raise the bar on what they expect schools to do,” said Geoff Barton, the general secretary of the
Association of School and College Leaders.

“Various initiatives have been launched to reduce workload in recent years but schools
have been swamped by changes to qualifications and testing, relentless pressure on performance
and results, and funding cuts which have led to reductions in staffing and larger class sizes.”
The National Education Union, which represents more than 450,000 teachers in the UK, said
excessive workload was one of the key reasons why a third of newly qualified teachers quit English
classrooms within five years. “There is no reason to suppose this will change. In our most recent
members’ poll, 40% predicted they will no longer be in education by 2024, said Kevin Courtney,
its joint general secretary.

A Department for Education spokesperson said: “As today’s report shows, the number of
hours teachers work has remained broadly unchanged over the last 25 years. We have, however,
been making concerted efforts to reduce workload driven by unnecessary tasks - 94% of surveyed
school leaders report they have taken action to reduce workload related to marking and more than
three-quarters say they have addressed planning workload.”

[Tpounraiite TekcT. Ilepeuncnure npodIEMBl, MO KOTOPHIM OpUTAHCKUE YUUTENS
MOKHJIAIOT CTPaHYy.

Thousands of teachers who honed their skills in cash-strapped English comprehensives are
now working abroad. What’s behind the brain drain?

‘It provides you with the opportunity to focus on quality of teaching rather than crowd
management,’ says one teacher of her job at Institut auf dem Rosenberg in St. Gallen, Switzerland.
Perched high on a hill above the historic Swiss city of St Gallen, set in 25 acres of private
parkland, sits one of the most expensive boarding schools in Europe. Costing up to £100,000 for
an academic year, the Institut auf dem Rosenberg is more than twice as expensive as Eton college
and educates the offspring of some of the wealthiest people in the world. Most of whom, it turns
out, will be taught by teachers who trained in the cash-strapped classrooms of UK state schools.
Those teachers who find themselves in Rosenberg’s five-star setting are a small subset of the
thousands leaving their students in Oldham and Lewisham, Liverpool and Leicester, and heading
for Switzerland, China, Canada, Dubai, Australia, Thailand, Mexico, Nepal and numerous other
international education destinations.

When the Guardian visits, the quaint art nouveau villas that form the school campus are
shrouded in a bleak mountain mist — making it look more A Series of Unfortunate Events than The
Sound of Music. The 230 pupils of more than 40 different nationalities are just back after their
half-term break — the younger children are cute and chatty, while the older pupils sidle by with
barely a glance.

The Rosenberg offer could not be further removed from your average state school in the
UK. Certainly it makes uncomfortable viewing for an education correspondent more familiar with
our overstretched comprehensives and academies. While schools in England and Wales have been
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forced to cut jobs and close early to save money, here pupils are invited to bring their own horses,
and meals are served in a high-end restaurant catering for every dietary requirement.

For sports and recreation there is skiing every weekend in the winter, golf training by pros, a
health and fitness club, and tennis courts. While teachers in England deliver lessons to 30-plus
pupils in each class, the average class-size in Rosenberg is just eight. In England, headteachers
are asking parents to donate toilet rolls and glue pens, here the children’s bathrooms are
marble-lined and each new younger student is given a Steiff teddy bear to share their pillow. The
school is discreet about alumni — apart from the Mexican Nobel laureate Mario J Molina, after
whom the school’s science centre is named — but it is happy for you to know it includes European
royalty and Silicon Valley entrepreneurs.

Among Rosenberg’s plum teaching recruits is Alex McCarron, from the Wirral. As a
physics teacher, he is educational gold dust. According to the National Foundation for
Educational Research’s 2019 report into the teacher labour market, recruitment to teacher
training in physics is more than 50% below the numbers required to maintain supply. The son of a
physics teacher, McCarron trained in a mixed comprehensive and an all-boys grammar and loved
every minute of it, but says Rosenberg offered him the opportunity to teach his subject at A-level,
which would not have been open to him as a newly qualified teacher in England, so he jumped at
the chance.

Besides, here there’s less time spent managing behaviour and more time doing what
teachers love — teaching their subject. At home, he says, his work was results- and Ofsted-driven.
Here he feels he can be more creative, more independent. “In the UK you are constantly having to
report to certain people about certain things. Here you are trusted to do what you think is best for
the student.”

Eilish McGrath is head of social studies at Rosenberg and echoes McCarron’s sentiments.
She began her teaching career at Hathershaw college in Oldham, a comprehensive with a large
number of disadvantaged pupils, followed by a sixth-form college in Macclesfield. She enjoyed the
work, but having spent much of her childhood in the Middle East and Asia, she moved to Dubai,
where she taught at Repton school, one of a growing number of British independent schools that
are opening international branches overseas.

“For me, the weather was quite a big thing,” says McGrath. After seven years she left the

United Arab Emirates and moved to her current post in Switzerland. “We are very fortunate,” she
says. “If I have an idea I can really make it happen.” She likes the outdoor life available to her in
Switzerland, and the class sizes are small. “It provides you with the opportunity to focus on quality
of teaching rather than crowd management.”

Rosenberg may not be exactly typical of the overseas schools that UK teachers are flocking
to, but it is attracting them for the same reasons. A call-out to Guardian readers for their
experiences has drawn more than 300 responses — many heartfelt — from teachers who reluctantly
left their jobs in the state sector in the UK to teach abroad, usually in well-funded private
institutions. Often exhausted by their experiences in the UK, they complain of excessive
workload, stress, a lack of work-life balance, funding cuts, a dread of Ofsted, an obsession with
paperwork, accountability measures, poor behaviour, children bringing weapons to school, high
staff turnover ... the list goes on.

The diversity of destinations is remarkable. Teachers have contacted us from Vietnam,
New Zealand, Hong Kong, Azerbaijan, Qatar, Spain, Italy, Slovakia, Colombia, Sweden and
Germany. They wrote from France, Bali, Singapore, Seychelles, Tanzania, the US, South Korea,
Brunei, Japan, Hungary, Belgium, Oman, Jordan, the Czech Republic, Bahrain, Ghana, Ireland,
Russia, Zambia, Luxembourg, Cyprus, India, Latvia, Ecuador, the Philippines, the Netherlands,
Israel, Uganda, Kuwait, Borneo, Peru, Austria, Kazakhstan and Hungary. Not forgetting
Ascension Island, Egypt, Myanmar, Norway, Saudi Arabia and Moldova.

The benefits of working abroad, they say, don’t just include sunshine, free accommodation
and tax-free earnings, but small classes, more resources, better work-life balance, freedom to
travel, capacity to save, private healthcare, free flights home and no Ofsted. Their strength of
feeling is eye-opening. “I would burn in hell before returning to teach in an English school,” says
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one teacher who moved to the Netherlands. “Teaching in the UK is exhausting,” says a secondary
school art and design teacher who moved to an international school in Thailand.

Though few of the teachers who contact us are motivated by money, one 33-year-old left her
primary school in Tower Hamlets, east London, for an international school in Yangon in Myanmar
because she couldn’t make enough money to survive in London. Now she earns £5,000 more, plus
a yearly bonus, in a package topped off with free accommodation, flights and medical insurance.
“Working conditions are better, with sizes that are half of a UK class. It would be insane for me to
return to the UK.”

Janet Birch, a science teacher, left the UK for Two Boats, the government school on

Ascension Island, a British Overseas Territory in the south Atlantic. In her north London
secondary, she felt that the workload was excessive, pupils were poorly behaved, resources were
tight and the job was stressful. “I could be earning more in England but I would not be able to save
as much,” she says. She described her new situation: “The pupils are delightful, the classes are
small, resources are plentiful, workload is reasonable, staff work well together.” Island life suits
her — she dives, walks and is a projectionist for the local cinema.
The alarm bells have been ringing for some time about the exodus from our classrooms. One poll
by the National Education Union (NEU) this year found that one in five teachers (18%,) expects to
quit in less than two years, and two in five want to quit in the next five — most blame “out of
control” workload pressures and excessive accountability.

“We know that teachers have a strong social mission and they want to make the world a
better place, and work with disadvantaged children,” says Mary Bousted, joint general secretary
of the NEU. “But the reality is we are making teaching just too hard to do.”

Louise Sturt, an English teacher with 25 years experience in the state sector in England,
would agree. She finally quit her comprehensive near Bristol after years of funding cuts,
restructuring and deteriorating behaviour. Staff numbers had been reduced dramatically, she
says. She now works at the private Dubai English Speaking college. “We’ve got a nice place to
live. We've got sunny days every day. It feels like an adventure.” After so many years in state
education, she feels sad she has finally “gone over to the other side. I would go back to it. There
are not that many people I speak to who would.”

On the other side of the planet, Katy Bull is thriving in her role as head of kindergarten in
a small international school in Tequisquiapan, a popular tourist town in central Mexico. “I
remember spending weekends in the UK sat inside planning, marking, assessing, worrying ... Now
L actually have a life. [ would still say I work extremely hard, but extremely hard on the things that
count. I feel intrinsically motivated to be an outstanding teacher, and not because Ofsted
inspectors are pressuring me.”’

Modern foreign language teacher Mary McCormack, who quit her job at a school in
Wolverhampton for Canada, has similar memories of weekends and “the piles of books that
needed to be corrected every three weeks — robbing me of my Sundays”. And in Quebec? “Little to
no lesson observations. Complete trust as a professional. I am paid more, but the high taxes mean
that my take-home is slightly less than what it would be in the UK. This being said, I would never
consider coming back to a British classroom.”

In the run-up to a general election in which education is likely to be a key battleground, all
parties have pledged more money for schools. The Tories have promised increased starting
salaries for teachers of £30,000, while Labour pledged an end to high-stakes school inspections,
but whether any of it is enough to stem the exodus of teachers remains to be seen.

Prof John Howson, an authority on the labour market for teachers, says it is classroom
teachers with between five and seven years’ experience that are being lost in greater numbers than
ever — the very people who should be moving into middle leadership positions. And while once
upon a time they might have gone abroad to work in the international sector temporarily, Howson
fears these days they may prefer what they find overseas and not return.

What’s more, a significant increase in the number of secondary school pupils is projected
over the next few years. This means we will need more teachers, not fewer, just at the time the
international schools market is booming and will be trying to lure British teachers in ever greater
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numbers to fill its classrooms overseas. According to the Council of British International Schools,
the sector will require up to 230,000 more teachers to meet staffing needs over the next 10 years.
“I fear that we may have to go looking elsewhere around the world for teachers to come and work
here,” says Howson.

In Switzerland, McGrath contemplates a different future, away from the exclusive
surroundings of the Institut auf dem Rosenberg, back to her classroom in Oldham. “Would I go
back and teach in the UK?” She sits back and reflects. “When I worked in Oldham, I really liked
the challenges of the students I was working with. Now working here, I would find it very hard to
go back.”

O6cyaute npo0ieMbl, YIIOMSIHYThIE B TEKCTE.

Hanummre scce 0 mpobiiemax pycCKUX yUUTENCH.

Hanummre kpuTH4ecKyro CTaThio 0 MpodieMax OpUTAHCKUX YUUTEICH.

Hamnuimire MOTHBAalIMOHHOE MUCHMO, C LIETBIO TPYI0YCTPONUCTBA B OPUTAHCKYIO LIKOTY.

2. Pazmen: Teaching in Multicultural Classroom

2.1. Tema: Multicultural Challenges in a classroom

OTBeThTE HA BOIIPOCHI.

1) What are the main characteristics of an ideal teacher?

2) Should a teacher have any set of moral rules his classroom?

[TpounTaiite otpeiBok u3 crath Csillik E. “Intercultural Challenges of Teaching in
Multilingual/ Multicultural Classrooms”.
KaknenpobneMpImpuxoauTCApeniaTbydnTeIIMBUHTEPHAIIMOHATIbHORAY TUTOPUH.

Based on more than twelve years of professional experiences an English as a New
Language teacher in New York City, the author will focus on the five major problem areas
previously specified that are interculturally challenging for today’s teachers of
multilingual/multicultural classrooms (Csillik, 2018). Therefore, the author will further bring into
focus those intercultural challenges; (1) cultural and demographic issues and problem areas, (2)
teacher related issues and problem areas, (3) language learner related issues and problem areas,
(4) curriculum related issues and problem areas, and (5) assessment related issues and problem
areas. Also, the author will take a close look at the above-mentioned problem areas one by one
and will attempt to offer some best practice ideas to target these challenging issues.

Multilingual/multicultural education is a global concern, not limited to one culture or
society. One obvious effect of the globalization phenomenon is that diverse cultural communities
have become interconnected due to the changing demographic flow of people immigrating to
various well-developed countries. Their goal is to either seek out better life opportunities, or to
find peace since many have fled from war-zones. Eventually, they become permanent residents in
the host countries. Also, through tourism many tourists and short-term visitors become long-term
residents, deciding to reside for a longer period than they originally planned. It is a challenge for
many people to live, work, learn a new language in a new cultural environment, and to adapt to the
new cultural norms and values of the new environment. The need to provide differentiated
education for these newly arrived people is not only a human right, but also a social justice issue.
Since people come to New York City from many different parts of the world, they have
already-learned or established hidden differences, such as values, norms, assumptions, religious
views, etc. Their social and individual identities might be seen differently in the host culture due to
existing stereotypes. People from the host country characterize new-comer people with
‘personality words’, such as, “emotional”, “shy”, “reserved”, “friendly”, “hard-working” or
“lazy”. It makes it hard for people to ‘fit in’ if people in the host country are less accepting and
unaware of cultural differences. People should remember that these ‘personality’ words might
characterize the individual but should not be used to generalize and describe a certain cultural
group. These ‘personality words’ tend to be either complementary or pejorative. For example,
most people would rather be called “friendly” than “shy “or “hard-working” than “lazy”. So, if



we use these words too often when we refer to one culture opposed to another, we end up favoring
one culture over the other.

By using these words, we build a hidden cultural bias into our description because the
words are judgmental rather than simply being descriptive. In such a diverse multilingual and
multicultural melting pot as New York City’s educational setting is, where 162 different languages
and cultures co-exist (English Language Learner Demographics Report for the 2015-16 School
Year), ‘personality words’ should not be used to describe a culture in order to avoid preference of
one dominant culture over the others, and the preference of one dominant language over the
others.

No language should be held in higher esteem than others because they happen to be the
so-called “standard” or “dominant” language, whether it is Spanish, English, French, Arabic, or
Chinese, just to name a few. So, what should be the language of instruction in a multilingual
classroom be, where maybe the “dominant” language is not even spoken by one language learner
in the classroom? For example, what if everyone in the class learned the “dominant” language as
their second, or even third, language? Many times, English will be the language of choice, as it is
the lingua franca of the globalized world (Grucza, Olpinska-Szkielko, & Romanowski, 2016a).

Meanwhile, any language could be used as the lingua franca with anyone from any
country. Then, what happens to low-incidence languages that are also presented in a multilingual
classroom, such as Tagalog, Urdu, Polish, Italian, Burmese, Tibetan, Hungarian, or Japanese,
just to name a few? Does it mean that the speakers of these low-incidence languages may get
marginalized in the classroom since their native language is not the “dominant” one in the
culturally diverse classroom? The word “dominant” does not always refer to the majority of the
speakers. All languages and language speakers should be equally accepted in the
multilingual/multicultural classroom and represented in the community since it is the indisputable
right of all human beings to access education in their own language, therefore, the recognition of
different languages in the school setting is the minimum that educators can do.

However, a valid question here is, how can one teacher integrate multiple languages in
one classroom setting to represent all humans’ rights at the same time? Also, how can participants
of the multilingual/multicultural classroom deal with the constant and rapid changes of the
classroom’s cultural diversity due to the continuous flow of migration?

Hanummure scce o mpobiemax pycCcKUX yduTesled B MyJIbTH HAllMOHAJIbHOW ayJUTOPHUHU.
[Tpenyioxxute criocoObl X pereHus.



INPHJIO’KEHUE 2
OneHoYHBIE cpeICTBa S POBe/IeHUsI IPOMEKYTOYHOM aTTeCTAUN

IIpomexxyTouHast —arrecTaldss HMMEET LEIbI0  ONPEACIUTb CTENEHb  JOCTHUKEHUS
3alUIAaHUPOBAHHBIX ~ PE3yJIbTaTOB O00ydeHHs Mo JucuuivinHe «MHOCTpaHHBIA — A3BIK B
npodeccuoHaIbHON AEATEIPHOCTHY B (hOpME 3aueTa.

a) [lnanupyemble pe3yibTaThl OOyYeHHS M OLCHOYHBIE CpEICTBA JUIsl IMPOBEICHUS
IIPOMEKYTOUYHOM aTTECTALUU:

Nunukarop
Kon nnaukaropa JOCTUKEHUS

OueHouHble CpeCcTBa
KOMITETCHIIUH

YK-4: Cnoco6eH npuMeHsITb COBPpeMeHHble KOMMYHHUKATHBHbIE TEXHOJIOTMH, B TOM 4YHCJIE HA
HHOCTPAHHOM(bIX) si3bIKe(aX), Il AKAJAeMU4eCKOIro H NPo(hecCHOHATbHOI0 B3aNMOAeHCTBHUSA

YK-4.1 YcranaBnuBaeT TeopeTnyeckue BOIPOCHI:
KOHTAKTBI 1| 1) Whatis a register?
opramusyer obienue B | 2) How many registers are there in English?
COOTBETCTBHH ©13) What defines a register?
MOTPEOHOCTSIMH
COBMECTHOM
[IpakTrueckue 3agaHus:
JIeSITETbHOCTH, n .
— pOYMTANTE CIIETYIONIME TEKCTHI U ONIPEEIINTE UX
COBpEMEHHEIE perucTp: _ '
xommynnkanuonnsre )10 2006 an American big-game hunter from Idaho
TEeXHOJIOIMH shot and killed the first documented wild

polar-grizzly bear hybrid, a mostly

white male covered in patches of brown fur with
long grizzly-like claws, a humped back, and eyes
ringed by black skin. Four years later a
second-generation “pizzly” or “grolar” was shot.
After hearing reports of the bears, Brendan Kelly,
then an Alaska-based biologist with the National
Oceanic and Atmospheric Administration, started
to wonder which other species might be
interbreeding as a result of a changing Arctic
landscape.

(from Katherine Bagley, “Climate Change Is
Causing Some Mixed-Up Wildlife”)

2) The renovation of the County Courthouse is
progressing on schedule and within budget.
Although the cost of certain materials is higher
than our original bid indicated, we expect to
complete the

project without exceeding the estimated costs
because the speed with which the project is being
completed will reduce overall labor expenses.
(from Tran Nuguélen, project engineer)

3) Every day you walk on it, your baby crawls
across it, and your
dog rolls around on it. Your child may accidentally
drop a piece of candy on it and eat the candy
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anyway. All the while you are unaware that your
floor is made with a toxic chemical that has proven
to cause various types of cancer and other serious
health risks. Vinyl flooring — one of today’s most
affordable, durable, and easily installed flooring
options — is manufactured using vinyl chloride.
From Mina Raine, student, “The Real Dangers of
Vinyl Chloride™)

4) Once upon a time there was a small,
beautiful, green and graceful country -called
Vietnam. It needed to be saved. (In later years no
one could remember exactly what it needed to be
saved from, but that is another story.) For many
years Vietnam was in the process of being saved by
France, but the French eventually tired of their
labors and left. Then America took on the job.
America was well equipped for country saving. It
was the richest and most powerful nation on earth.
It had, for example, nuclear explosives on hand and
ready to use equal to six tons of TNT for every
man, woman, and child in the world. It had huge
and very efficient factories, brilliant and dedicated
scientists, and most (but not everybody) would
agree, it had good intentions.

(from The Sierra Club, “Vietnam Defoliation: A

Fable for Our Times™).

KomrekcHbie mpoOieMHbIE 3a/1aHNUS:

Writers create and control tone in their writing in
part through the words they choose. For example,
the words laugh, cheery, dance, and melody help
create a tone of celebration. Make a list of the
words

that come to mind when considering each of the
following tones:

humorous authoritative tentative

angry triumphant repentant

Compare your lists of words with those of others in
the class. What generalizations can you make about
the connotations associated with each of these
tones?




Nupuxarop

Kon nnnukaropa JOCTIKEHUS
O1eHOYHBIE CPEJICTBA
KOMITETCHITHH
YK-4.2 Cocragnsier aenoByto | TeopeTndeckre BOIPOCHI:
JMOKYyMEHTALHUIO, 1)What are the means of expressing
CO3MACT  PA3IIMIHBIC | facyal/esthetic and conceptual information?
AKA/ICMIHCCKHC M 2)When is factual information necessary?
npodeCCHOHATbHBIC 3) What £ d s lack estheti
TEKCTHI HA PYCCKOM H )' a 'ypes of documents lack esthetic
MHOCTPaHHOM information?
SI3BIKAX 4)
[IpakTryeckue 3aaHus:
Find the texts which a) contains esthetic
information/factual information; b) lacks esthetic
information/conceptual information.
KommuiekcHbie ipoOIeMHbIE 3aJaHHS
Makeup dialogues to illustrate the wuse of
factual/esthetic/cognitive information.
YK-4.3 [Ipencrapmser Teopemuueckue sonpocwl.
Pe3yJIbTaThI 1) What is a register?
MCCICNOBATCILCKOM | D) How many registers are there in English?
" TTPOCKTHOM 3) What lexical and grammatical means are used
JESITEIbHOCTH Ha y ol i fion?
e —— to express factual/conceptual information:
nyOIUYHBIX
MEpONPUATHAX, Hpakmuqecmte 300aHUA:
y4acTBYET B|Read the text and find examples of
AKaACMUICCKUX M | factual/conceptual information:
pO(eccHOHANbHBIX ‘Of course,’ the man in the brown hat said, ‘there
HCKYCCHSIX Ha . .
JHCEY are good policemen and there are bad policemen,
pycckoM u i
UHOCTPaHHOM you know.
SI3BIKAX You're right,” the young man said. ‘Yes. That’s

very true. Isn’t it, Julie?’ He looked at the young
woman next to him.

Julie didn’t answer and looked bored. She closed
her eyes.

Julie’s my wife,’ the young man told the man in the
brown hat. ‘She doesn’t like trains. She always
feels ill on trains.’

‘Oh yes?’ the man in the brown hat said. ‘Now my
wife — she doesn’t like buses. She nearly had an
accident on a bus once. It was last year ... No, no,
it wasn’t. It was two years ago. I remember now. It
was in Manchester.” He told a long, boring story
about his wife and a bus in Manchester.

It was a hot day and the train was slow. There were
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seven people in the carriage. There was the man in
the brown hat; the young man and his wife, Julie; a
mother and two children; and a tall dark man in an
expensive Suit.

The young man’s name was Bill. He had short
brown hair and a happy smile. His wife, Julie, had
long red hair and very green eyes — the colour of
sea water. They were very beautiful eyes.

The man in the brown hat talked and talked. He
had a big red face and a loud voice. He talked to
Bill because Bill liked to talk too. The man in the
brown hat laughed a lot, and when he laughed, Bill
laughed too. Bill liked talking and laughing with
people. The two children were hot and bored. They
didn’t want to sit down. They wanted to be noisy
and run up and down the train.

‘Now sit down and be quiet,’ their mother said. She
was a small woman with a tired face and a tired
voice.

'l don’t want to sit down,’ the little boy said. ‘I'm
thirsty.’

‘Here. Have an orange,’ his mother said. She took
an orange out of her bag and gave it to him.

‘I want an orange too,’ the little girl said loudly.
‘All right. Here you are,’ said her mother. ‘Eat it
nicely, now.’

The children ate their oranges and were quiet for a
minute.

Then the little boy said, ‘I want a drink. I'm
thirsty.’

The tall dark man took out his newspaper and
began to read. Julie opened her eyes and looked at
the back page of his newspaper. She read about the
weather in Budapest and about the football in
Liverpool. She wasn’t interested in Budapest and
she didn’’t like football, but she didn’t want to listen
to Bill and the man in the brown hat. ‘Talk, talk,
talk,” she thought. ‘Bill never stops talking.’

Then suddenly she saw the tall man’s eyes over the
top of his newspaper. She could not see his mouth,
but there was a smile in his eyes. Quickly, she
looked down at the newspaper and read about the
weather in Budapest again.
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The train stopped at Dawlish station and people
got on and got off. There was a lot of noise.

‘Is this our station?’ the little girl asked. She went
to the window and looked out.

‘No, it isn’t. Now sit down,” her mother said.
‘We're going to Penzance,’ the little girl told Bill.
‘For our holidays.’

‘Yes,” her mother said. ‘My sister’s got a little hotel
by the sea. We're staying there. It’s cheap, you
see.’

‘Yes,’ the man in the brown hat said. ‘It’s a nice
town. I know a man there. He’s got a restaurant in
King Street. A lot of holiday people go there. He
makes a lot of money in the summer.” He laughed
loudly. ‘Yes,” he said again. ‘You can have a nice
holiday in Penzance.’

‘We’re going to St Austell,’ Bill said. ‘Me and
Julie. It’s our first holiday. Julie wanted to go to
Spain, but I like St Austell. I always go there for my
holidays. It’s nice in August. You can have a good
time there too.’

Julie looked out of the window. ‘Where is
Budapest?’ she thought. ‘[ want to go there. I want
to go to Vienna, to Paris, to Rome, to Athens.” Her
green eyes were bored and angry. Through the
window she watched the little villages and hills of
England.

The man in the brown hat looked at Julie. ‘You're
right,” he said to Bill. ‘You can have a good time on
holiday in England. We always go to Brighton, me
and the wife. But the weather! We went one year,
and it rained every day. Morning, afternoon, and
night. It’s true. It never stopped raining.” He
laughed loudly. ‘We nearly went home after the
first week.’

Bill laughed too. 'What did you do all day, then?’
he asked.

Julie read about the weather in Budapest for the
third time. Then she looked at the tall man’s hands.
They were long, brown hands, very clean. ‘Nice
hands,’ she thought. He wore a very expensive
Japanese watch. ‘Japan,’ she thought. ‘I’d like to
go to Japan.’ She looked up and saw the man’s
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eyes again over the top of his newspaper. This time
she did not look away. Green eyes looked into dark
brown eyes for a long, slow minute.

After Newton Abbot station the guard came into the
carriage to look at their tickets. ‘Now then,’ he
said, ‘where are we all going?’

‘This train’s late,” the man in the brown hat said.
‘Twenty minutes late, by my watch.’

‘Ten minutes,’ the guard said. ‘That’s all.” He
smiled at Julie.

The tall dark man put his newspaper down, found
his ticket, and gave it to the guard. The guard
looked at it.

You're all right, sir,” he said. ‘The boat doesn’t
leave Plymouth before six o’clock. You’ve got lots
of time.’

The tall man smiled, put his ticket back in his
pocket and opened his newspaper again.

Julie didn’t look at him. ‘A boat,” she thought.
‘He’s taking a boat from Plymouth. Where’s he
going?’ She looked at him again with her long
green eyes.

He read his newspaper and didn’t look at her. But
his eyes smiled. The train stopped at Totnes station
and more people got on and off.

‘Everybody’s going on holiday,” Bill said. He
laughed. ‘It’s going to be wonderful. No work for
two weeks. It’s a nice, quiet town, St Austell. We
can stay in bed in the mornings, and sit and talk in
the afternoons, and have a drink or two in the
evenings. Eh, Julie?’ He looked at his wife. ‘Are
you all right, Julie?’

‘Yes, Bill,’ she said quietly. ‘I'm OK.’ She looked
out of the window again. The train went more
quickly now, and it began to rain. Bill and the man
in the brown hat talked and talked. Bill told a long
story about two men and a dog, and the man in the
brown hat laughed very loudly.

‘That’s a good story,” he said. ‘I like that. You tell
it very well. Do you know the story about . . .” And
he told Bill a story about a Frenchman and a
bicycle.

‘Why do people laugh at these stories?’ Julie
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thought. ‘Theyre so boring!’

But Bill liked it. Then he told a story about an old
woman and a cat, and the man in the brown hat
laughed again. ‘That’s good, too. I don’t know.
How do you remember them all?’

‘Because’, Julie thought, ‘he tells them every day.’
‘I don’t understand,’ the little girl said suddenly.
She looked at Bill. ‘Why did the cat die?’

‘Shhh. Be quiet,” her mother said. ‘Come and eat
your sandwiches now.’

‘That’s all right,” Bill said. ‘I like children.’

The man in the brown hat looked at the children’s
sandwiches. ‘Mmm, I'm hungry, too,” he said. ‘You
can get sandwiches in the restaurant on this train.’
He looked at Bill. ‘Let’s go down to the restaurant,
eh? [ need a drink too.’

Bill laughed. ‘You're right. It’s thirsty work, telling
stories.’

The two men stood up and left the carriage.

The little girl ate her sandwich and looked at Julie.
‘But why did the cat die?’ she asked.

‘I don’t know,’ Julie said. ‘Perhaps it wanted to
die.’

The little girl came and sat next to Julie. ‘I like
your hair,” she said. ‘It’s beautiful.’ Julie looked
down at her and smiled.

KomrnekcHbie mpoOieMHbIe 3a/1aHNUS:
Write a letter to a friend.

Write a business letter.

Write a summary of a scientific article.

YK-5: Cnocoben

MEKKYJbTYPHOI0 B3aMMO/1elicTBUS

aHATM3UPOBATL M YYMTHIBATHL Ppa3HooOpa3ue KyJIbTYp B mpoillecce

VK-5.1

OpueHTupyercs B
MEXKKYJIBTYPHBIX
KOMMYHHKAIIUSX  Ha
OCHOBE aHaIM3a
CMBICJIOBBIX CcBsI3ei
COBpPEMEHHOM
MOJUKYJIBTYPBI u
TOJTHSI3BIYHS

Teopernyeckue BOIPOCHI:

1) What makes parents send their children to
boarding schools?

2) What is the social background of such children?
3) What are the common principles of upbringing
in boarding schools?

[IpakTrueckue 3aganus:

Read the texts and state the social class of the
writers.

a) Boarding schools warp our political class — 1
know because I went to one
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Like Boris Johnson, I was sent away. These are
institutions of fear, cruelty and trauma, and they
create terrified bullies

‘Early boarding is based on a massive
misconception: that physical hardship makes you
emotionally tough. It does the opposite.’
Photograph: Christopher Furlong/Getty Images
There are two stark facts about British politics. The
first is that it is controlled, to a degree
unparalleled in any other western European
nation, by a tiny, unrepresentative elite. Like
almost every aspect of public life here, government
is dominated by people educated first at private
schools, then at either Oxford or Cambridge.

The second is that many of these people possess a
disastrous set of traits: dishonesty, class loyalty
and an absence of principle. So what of our current
prime minister? What drives him? What enables
such people to dominate us? We urgently need to
understand a system that has poisoned the life of
this nation for more than a century.

[ think I understand it better than most, because
there is a strong similarity between what might
have been the defining event of Boris Johnson'’s
childhood and mine. Both of us endured a
peculiarly British form of abuse, one intimately
associated with the nature of power in this country:
we were sent to boarding school when we were
very young.

Staff looked on with indifference — they thought
we should sink or swim (the same philosophy
applied to swimming)

He was slightly older than me (11, rather than
eight), but was dispatched, as so many boys were,
after a major family trauma. I didn’t think a school
could be worse than my first boarding school,
Elstree, but the accounts that have emerged from
his — Ashdown House — during the current
independent inquiry into child sexual abuse,
suggest that it achieved this improbable feat.
Throughout the period when Johnson was a pupil,
the inquiry heard, paedophilia was normalised. As
the journalist Alex Renton, another ex-pupil,
records, the headmaster was a vicious sadist who
delighted in beating as many boys as possible, and
victimised those who sought to report sexual
attacks and other forms of abuse.

Johnson was at first extremely hostile to the
inquiry, describing it as money ‘“spaffed up a
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wall”. But he later apologised to other former
pupils. He has accepted that sexual assaults took
place at the school, though he says he did not
witness them. But a culture of abuse affects
everybody, one way or another. In my 30s, I met the
man who had been the worst bully at my first
boarding school. He was candid and apologetic.
He explained that he had been sexually abused by
teachers and senior boys, acting in concert.
Tormenting younger pupils was his way of
reasserting power.

The psychotherapist Joy Schaverien lists a set of
symptoms that she calls “boarding school
syndrome”. Early boarding, she finds, has similar
effects to being taken into care, but with the added
twist that your parents have demanded it.
Premature separation from your family “can cause
profound developmental damage”.

The justification for early boarding is based on a
massive but common misconception. Because
physical hardship in childhood makes you
physically tough, the founders of the system
believed that emotional hardship must make you
emotionally tough. It does the opposite. It causes
psychological damage that only years of love and
therapy can later repair. But if there are two things
that being sent to boarding school teach you, they
are that love cannot be trusted, and that you should
never admit to needing help.

On my first night at boarding school, I felt entirely
alone. I was shocked, frightened and intensely
homesick, but I soon discovered that expressing
these emotions, instead of bringing help and
consolation, attracted a gloating, predatory
fascination.

The older boys, being vulnerable themselves, knew
exactly where to find your weaknesses. There was
one night of grace, and thereafter the bullying was
relentless, by day and night. It was devastating.
There was no pastoral care at all. Staff looked on
with indifference as the lives of the small children
entrusted to them fell apart. They believed we
should sink or swim. (The same philosophy applied
to swimming, by the way: non-swimmers were
thrown into the deep end of an unheated pool in
March.)

I was cut off from everything I knew and loved.
Most importantly, I cut myself off from my feelings.
When expressions of emotion are dangerous, and
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when you are constantly told that this terrible thing
is being done for your own good, you quickly learn
to hide your true feelings, even from yourself. In
other words, you learn the deepest form of
dishonesty. This duplicity becomes a habit of mind.:
if every day you lie to yourself, lying to other
people becomes second nature.

You develop a shell, a character whose purpose is
to project an appearance of confidence and
strength, while inside all is fear and flight and
anger. The shell may take the form of steely
reserve, expansive charm, bumbling eccentricity,
or a combination of all three. But underneath it,
you are desperately seeking assurance. The easiest
means of achieving it is to imagine that you can
dominate your feelings by dominating other
people. Repressed people oppress people.

In adulthood you are faced with a stark choice: to
remain the person this system sought to create,
Justifying and reproducing its cruelties, or to spend
much of your life painfully unlearning what it
taught you, and learning to be honest again: to
experience your own emotions without denial, to
rediscover love and trust. In other words, you must
either question almost nothing or question almost
everything.

Though only small numbers of people went through
this system, it afflicts the entire nation. Many
powerful politicians are drawn from this damaged
caste: David Cameron, for example, was seven
when he was sent to boarding school. We will not
build a kinder, more inclusive country until we
understand its peculiar cruelties.

b) A moment that changed me: being sent away to
my loveless boarding school

When I was 11 my parents split up, I lost my teddy
bear and I was exiled. It was like falling off a cliff
with no one to catch me at the bottom

‘A few months before I left for my new life I lost my
teddy bear ... as my parents said goodbye, there
was nothing to cling to.” Photograph: Niall
McDiarmid/Alamy

My childhood as I had known it changed forever
when I was sent to a girls’ boarding school in the
seventies. My parents were in the process of
splitting up, and my mother had gone abroad to
look after my terminally ill granny — neither
subject was discussed with me.
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A few months before I left for my new life, aged just
11, I lost my teddy bear at an airport. The small
bear had been my constant companion, and as my
parents said goodbye there was nothing to cling to.
The first night away, [ sobbed in the small,
unfamiliar bed. It was like falling off a cliff into the
unknown with no one to catch me at the bottom.
The school was a former stately home situated in
25 acres of parkland that also contained a Saxon
church and Italian gardens. The Jacobean-like
exterior was huge and imposing. When we drove
up the grand drive at the beginning of the autumn
term, it was the first time I had actually seen the
school.

1 remember the heavy sense of impending doom as
my parents said goodbye. I would see them on just
two Saturday nights and for one short half term
over the next three months. We communicated by
letter, which we were obliged to write on a Sunday
— the rumour being that the housemistress read and
censored them all. It was a brutal way to live,
supervised by embittered middle-aged women who
didn’t appear to like children.

We were often cold and always hungry. The food
was inedible, mostly. I remember oily pilchards, a
disgusting dish of tinned tomatoes and crumble,
slivers of hard meat that resembled pieces of
leather, scrambled egg made from powder, pink
bacon with more fat than meat. It was like being
given a punitive sentence that never seemed to end.
Despite the “privileged” education we were being
given, conditions were spartan: there were no
curtains on our bedroom windows, we had one
small drawer to store our personal items, and we
were allotted three tepid baths a week. Every
evening we stood in a line and sang vespers, which
we had to learn off by heart. We wore enormous
grey pants over our underwear, and every morning
the matron would make us lift our skirts to check
we were wearing them.

I remember interminable boredom. There was
nothing to do after lessons or at weekends. At first [
missed my mother desperately and wanted her to
take me away. I wrote her tragic letters, which
must have been hard to read. When I realised that
she couldn’t save me, I gave up trying to succeed. |
had been a happy, productive student at primary
school, and had been made head girl in my final
year. | enjoyed cycling, acting, reading, writing
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and climbing trees. My best friend from that time
reminds me that I was pretty academic.

My gang of friends and I loathed our boarding
school. We tried to rebel against the petty rules
that prevented us being individuals. We began
smoking at the age of 14 out of boredom and lost
interest in anything but counting down the days
until the end of term, when we would be released
back into the real world for a short spell of
freedom. None of our group achieved what we
should have done academically.

We left at 16 and went to other schools for A-levels,
but [ railed against authority for years to come,
and shirked anything that smacked of commitment
or routine. After five years of heavy restraint, |
wanted to be free to do exactly what I liked. Even
the thought of university felt too restrictive, and |
delayed going until my mid-twenties.

I think the worst aspect of that life, apart from
being ripped from home, was the way we fell out of
the habit of confiding in our parents. I was bullied
for a year by a housemistress with rolling eyes and
a wobbling lip who made it clear that she disliked
me. Almost every night she ordered me to stand in
dark corridors for talking after lights out (everyone
chatted in the dormitory, but she singled me out).
She would leave me there for what seemed like
hours, and would finally return, claiming she had
forgotten me. One day she sent me to sleep on my
own in a large empty dormitory for several weeks,
which was terrifying. I didn’t tell my parents, but
felt intensely persecuted and wretched.

Luckily, times have changed.: parents, for whatever
reason, still send their children to boarding school,
but those institutions are far more accountable,
and children have many ways to stay in touch with
their parents. In those days we had access to one
telephone box for more than 300 girls.

Living away from my parents greatly affected me.
For many years, I lacked confidence and would too
easily feel abandoned. Children need to be taken
care of by people who truly love them as only
parents can.

KoMruiekcHbIe TpOOIeMHBIC 3a/TaHHUS
Find in the texts the lexical makers which indicates
the social background of the writers.

YK-5.2

Bnaneer HaBBIKaMu
TOJIEPAHTHOT'O

TeopeTnyeckue BOMPOCHI:
1) What are the main characteristics of an ideal




Nupuxarop

Kon nnnukaropa JOCTIKEHUS
O1eHOYHBIE CPEJICTBA
KOMIICTCHIHH
TIOBEICHHSI npu | teacher?
BBITIOJTHCHAH 2) Should a teacher have any set of moral rules
npodeccuoHabHBIX | his classroom?
3a1a4

[IpoOnemHbIe 3a1aHMs:

Read an excerpt form the article by Csillik E.
“Intercultural  Challenges of Teaching in
Multilingual/Milticultural Classrooms”. What are
the challenges a teacher have in the multilingual
classroom?

Based on more than twelve years of professional
experiences an English as a New Language
teacher in New York City, the author will focus on
the five major problem areas previously specified
that are interculturally challenging for today’s
teachers

of multilingual/multicultural classrooms (Csillik,
2018). Therefore, the author willfurther bring into
focus those intercultural challenges; (1) cultural
and demographic issues and problem areas, (2)
teacher related issues and problem areas, (3)
language learner related issues and problem
areas, (4) curriculum related issues and problem
areas, and (5) assessment related issues and
problem areas. Also, the author will

take a close look at the above-mentioned problem
areas one by one and will attempt to offer some
best practice ideas to target these challenging
issues.

Multilingual/multicultural education is a global
concern, not limited to one culture or society. One
obvious effect of the globalization phenomenon is
that diverse cultural communities have become
interconnected due to the changing demographic
flow of people immigrating to various
well-developed countries. Their goal is to either
seek out better life opportunities, or to find peace
since many have fled from war-zones. Eventually,
they become permanent residents in the host
countries. Also, through tourism many tourists and
short-term visitors become long-term residents,
deciding to reside for a longer period than they
originally planned. It is a challenge for many
people to live, work, learn a new language in a new
cultural environment, and to adapt to the new
cultural norms and values of the new environment.
The need to

provide differentiated education for these newly
arrived people is not only a human right, but also a
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social justice issue.
Since people come to New York City from many
different parts of the world, they have
already-learned or established hidden differences,
such as values, norms, assumptions, religious
views, etc. Their social and individual identities
might be seen differently in the host culture due to
existing stereotypes. People from the host country
characterize new-comer people with ‘personality
words’, such as, “emotional”, “shy”, “reserved”,
“friendly”, “hard-working” or “lazy”. It makes it
hard for people to ‘fit in’ if people in the host
country are less accepting and unaware of cultural
differences. People should remember that these
‘personality’ words might characterize the
individual but should not be used to generalize and
describe a certain cultural group. These
‘personality  words’ tend to be either
complementary or pejorative. For example, most
people would rather be called ‘friendly” than
“shy” or “hard-working” than “lazy”. So, if we
use these words too often when we refer to one
culture opposed to another, we end up favoring one
culture over the other.
By using these words, we build a hidden cultural
bias into our description because the words are
Jjudgmental rather than simply being descriptive. In
such a diverse
multilingual and multicultural melting pot as New
York City’s educational setting is, where 162
different languages and cultures co-exist (English
Language Learner Demographics Report for the
2015-16 School Year), ‘personality words’ should
not be used to describe a culture in order to avoid
preference of one dominant culture over the others,
and the preference of one dominant language over
the others.
No language should be held in higher esteem than
others because they happen to be the so-called
“standard” or “dominant” language, whether it is
Spanish, English, French, Arabic, or Chinese, just
to name a few. So, what should be the language of
instruction in a multilingual classroom be, where
maybe the “dominant” language is not even
spoken by one language learner in the classroom?
For example, what if everyone in the class learned
the “dominant” language as their second, or even
third, language? Many times, English will be the
language of choice, as it is the lingua franca of the
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globalized world (Grucza, Olpinska-Szkielko, &
Romanowski, 2016a).

Meanwhile, any language could be used as the
lingua franca with anyone from any country. Then,
what happens to low-incidence languages that are
also presented in a multilingual classroom, such as
Tagalog, Urdu, Polish, Italian, Burmese, Tibetan,
Hungarian, or Japanese, just to name a few? Does
it mean that the speakers of these low-incidence
languages may get marginalized in the classroom
since their native language is not the “dominant”
one in the culturally diverse classroom? The word
“dominant” does not always refer to the majority
of the speakers. All languages and language
speakers should be equally accepted in the
multilingual/multicultural classroom and
represented in the community since it is the
indisputable right of all human beings to access
education in their own language; therefore, the
recognition of different languages in the school
setting is the minimum that educators can do.
However, a valid question here is, how can one
teacher integrate multiple languages in one
classroom setting to represent all humans’ rights
at the same time? Also, how can participants of the
multilingual/multicultural classroom deal with the
constant and rapid changes of the classroom’s
cultural diversity due to the continuous flow of
migration?

KommiekcHbie ipoOIeMHBIE 3aJaHHS

Write an essay about Intercultural Challenges a
Russian teacher may have in a classroom. Suggest
ways of solving

the problems.

0) Ilopsanoxk mpoBeneHUs] NMPOMEKYTOYHONH ATTECTALMHU, MOKA3aTeJIHM M KPUTEPHHU
OLICHUBAHMSA:

Iloka3aTesin M KpUTEpPUH OLICHMBAHUSA HA 3a4eTe:

Ha ouenky «3a4TeHO» — CTYJEHT JOJDKEH I0Ka3aTh BHICOKUN YPOBEHb 3HAHUW HA YPOBHE
BOCIPOM3BEICHUS, OOBSICHEHHS] HH(POPMAIIUH, MHTEJUIEKTYaJIbHbIe HaBbIKW pEIIeHUs MpoOIeM U
3aja4, HaXOXJEHHUs OTBETOB K IpoOJieMaM, OLIEHKM M BBIHECEHHS] KPUTHUYECKUX CYXKIEHHH,
CTYJEHT JOJKEeH OOOCHOBAaHHO OTBETUTH HA BOIPOC, J1aTh ONPEEICHNUE MMOHATHIO, PEIIUTh TECT
WJIU BBITOJIHUTD 33/1aHHUE;

Ha oneHky «He 3a4TeHO» — CTYACHT HE MOXET II0Ka3aTb 3HAHMS Ha YpPOBHE
BOCIIPOM3BECHUS U O0BSICHEHUSI MHPOPMALIUHU, HE MOXKET IMOKa3aTh UHTEJUICKTYaJIbHbIC HABBIKU
pEeIIeHus IPOCTBIX 3a/1a4, CTYJEHT HE OTBEYACT Ha BOIIPOC, HE AAET ONPEACICHUE MOHATHIO, HE
pelaeT TeCT UiIU He BBIINOJHACT 3aJaHueE.







