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1. Read the text and choose the most suitable heading from the list A-E, for

each part (1-5).

A. Development of human emotions.

B. Theories of emotion that influence current thinking.

C. The main classes into which human emotions are categorized.

D. Dimensions on which to measure emotional experience.

E. How well can we recognize emotions in others?

TEXT

1 To be systematic in our description, measurement, and classification of the
various emotions, we must use one set of terms and agree on their meaning. We have
chosen the following four dimensions on which to measure emotional experience: (1)
Intensity of feeling is the dimension of the strength of the emotion, as well as the degree
to which the entire self is involved. (2) Level of tension is a measure of the person’s
impulse toward action-running, fighting, screaming, and so forth. (3) Hedonic tone
refers to an emotion’s position on a scale that ranges from almost unbearably unpleasant
to superlatively pleasant. (4) Degree of complexity is related to the extent to which an
emotion is mixed with other, sometimes contradictory, emotions.

2 We have chosen five classes into which to categorize human emotions: (1)
Anger, fear, grief, and joy are generally called the basic or primary emotions, because
they are decidedly central to the self. These four emotions tend to be goal-directed, have
a high level of intensity, and are often quite complex. (2) Pain, disgust, and delight all
involve the senses and are the main examples of emotions which pertain to sensory
stimulation. One might see these as the sensory counterparts of the appreciate emotions.
(3) Feelings of success and failure, of shame, pride, guilt, and remorse are emotions,
which involve a person’s appraisal of his own behaviour (or basic worth) in relation to
his internal standards, clearly, are socially determined in the first instance. (4) Love and
hate and a great many other emotions, ranging from positive to negative, and some of
the subtle and highly complex, are those which pertain to other people. (5) The
appreciate emotions include all our aesthetic feelings, wonder, and awe, as well as the
world of humor.

3 As with other aspects of human development, the course of emotional
expression runs from lesser to greater differentiation, from generalized excitement to
more variety and finer discrimination, and finally, to more control in the sense that the
frequency and intensity of feelings decrease. Not only children, but adults, too, develop
increasing control over their emotions, and it appears that with old age the levels of
emotional intensity, tension and hedonic tone may be generally lower than in the
younger years. Since emotional expression is an important form if communication,
recognizing emotion in others is essential for social living. In judging another’s
emotions, one might use various cues: the person’s stated feelings, behavior, facial
expressions, gestures, voice, posture, and so forth, or certain physiological changes.
These four indexes do not always agree, however, nor are people consistent in the way
they express their emotions from time to time. Most research indicates that joy and pain
are easiest to judge from expressive cues, fear and sadness more difficult while pity and
suspicion are more difficult still.



4 Children tend to interpret expressive cues differently from adults. The most
accurate judgments are made when people observe others from their own culture, but
some ways of expressing emotion seem to be universal and instinctive (as suggested by
Darwin). Nevertheless, learning plays a significant role, and it may be that its major
contribution lies in our learning to hide our feelings or to express them in ways
expected and approved by society, rather than in the ways favored by our biological
past. Bodily responses, taken singly, are unreliable indictors of emotion, but than
together they are more useful. Certain primary emotions can be, to an appreciable
degree, detected and differential through examining patterns of bodily or physiological
responses.

5 Theories of emotion are better seen as generalized points of view rather than as
comprehensive analyses of emotional phenomena. The current theories can be roughly
divided in two groups — those that see very little function in emotions, and those that
give emotions an important part to play in behavior. The first view, which regards the
emotional experience as incidental, considers it but a byproduct of certain physiological
disturbance. These theorists maintain that emotion can only interfere with, or disrupt,
the normal factors (drives, motives, habits, rational thought, and so on) which influence
and direst behavior. Other theorists of pretty much the same point of view hold that
emotion serves no other purpose than that of arousing the individual, getting him started
at which point the “normal factors” take over to direct his behavior. The opposite point
of vies maintains that emotions are important in themselves and that the serve useful
and essential biological as well as social and psychological functions. Two proponents
of this view are Leeper and Tompkins. Leeper considers emotions to be representational
processes that, combining the aspect of perceptions and motives, not merely arouse, but
direct complex, socially important behavior in specific ways. In Tomkin’s view
emotions are primary motives. He defines them as basic, innate wants (positive
emotions) and don’t-wants (negative emotions) which are already evident in infant
behavior and become elaborated during later development.

2. Read the text again and decide whether the following statements are true or

false.

1 Anger, fear, grief and joy aren’t generally goal-directed.

2 Interpretation of expressive cues is universal and instinctive.

3 Measurement of emotional experience is impossible.

4 Bodily responses, taken singly, are reliable indicators of emotions.

5 Disgust involves senses and pertains to sensory stimulation.

6 With old age emotional intensity, tension and hedonic tone usually increase. 7
People are consistent in the expression of their emotions.

3. Match the key terms (1-17) with their explanations (a-q)

1. appreciative emotions a) the view that emotions can serve as
primary drivers

2. bodily cues b) bits of behavior that convey information
about an individual’s emotional state




3. degree of complexity

c) a class of emotions characterized by a
person’s responding toward objects and
events in his world

4. emotion as a representational process

d) the view that emotions cause
breakdowns in physiological functioning
and behavior

5. emotion as arousal

e) the dimension of emotional experience
having to do with its degree of pleasantness
and unpleasantness

6. emotion as disruptive

f) the view that emotion joins with
perception, learning, and motivation as an
integral part of a single unified process

7. emotion as primary motives

g) the dimension of an emotion which
measures the degree to which an
individual is involved in the emotional
experience

8. emotions pertaining to other people

h) relatively mild emotional states that tend
to color and pervade a person’s entire
experience

9. emotions pertaining to selfappraisal

1) a class of emotions which have to do
with inner standards of conduct

10. emotions pertaining to sensory
stimulation

J) physiological changes accompanying
emotional experience

11. expressive cues

k) the extent to which a feeling is mixed
with other often conflicting emotions

12. hedonic tone

) the dimension of an emotional
experience which measure the impulse to
action

13. intensity of feeling

m) emotions which are decidedly central to
the self

14. level of tension

n) this term has the same meaning as
bodily cues

15. moods

0) the view that identifies all emotion as
involving a generalized state of
physiological arousal

16. primary emotions

p) a class of emotions arising mainly in
connection with the person’s perceived
relations with other people

17. somatic cues

gq) emotions linked with pleasant or
unpleasant
stimulation of the senses

4. Fill in the correct word from the list:



Primary, innate, main, internal, emotional, entire, current, physiological, rational,
sensory, social, roughly, hedonic, biological, goal-directed.

1 experience 6 living 11 emotions

2 self 7 disturbance 12 tone

3 examples 8 thought 13 past

4 counterparts 9 wants 14 theories
5 standards 10 divided 15 motives

5. Fill in the correct verb from the list:

Appears, tend to interpret, tend to be, involve, divided, maintains, refers, observe,
serves, runs, ranges, decrease, indicates, hold.

1 Children expressive cues differently from adults.

2 Hedonic tone to an emotion’s position on a scale that from

almost unbearably unpleasant to superlatively pleasant.

3 Anger, fear, grief and joy goal-directed. 4 Some emotions a

person’s appraisal of his own behavior.

5 The course of emotional expression from lesser to greater
differentiation, and finally, to more control in the sense that the frequency and intensity
of feelings decrease.

6 It that with old age the levels of emotional intensity may be lower
than in the younger years.

7 Most research that joy and pain are easiest to judge from expressive
Cues.

8 The most accurate judgments are made when people observe others
from their own culture.

9 The current theories can be roughly into two groups.

10 Some theorists that emotion no other purpose than that of

arousing the individual.

6. Match the words with their opposites:

grief hate
disgust failure
success pride
shame joy
love delight

7. Fill in the gaps with the adjectives derived from the words in brackets,
using the suffixes: -ful, -less, ing, -ed, -ions.

1. She was with him for keeping her waiting (anger).

2. What a waste of time (fear).

3. This child will do anything — she seems totally (no fear).

4. Imagine the scene when they reunited with their lost daughter (joy).
5.I’d be to come (delight). Thanks for your invitation.

6. Last year they had a holiday in Alps (delight).



7. The funeral supper was a affair (no joy).

8. It must have been very for you to tell her about the accident (pain).
9. The sight of rotting bodies was (disgust).
10. His strange behavior made the police (suspicion).
11. The sick animals were in a condition (pity).
12. He has no mercy — he is a tyrant (no pity). 13. I don’t like our
football team’s performance in the cup final (shame).
14. His behavior is openly immoral — he is (no shame).
Tect Ne2

1. Read the text and choose the most suitable heading from the list (A- F), for
each part (1- 6).

A. Information processing in reference to memory theory.

B. What is the Freudian view of forgetting?

C. How do we organize and why do we forget some long- term memories.

D. Short-term memory.

E. In what ways do the three main memory systems differ?

F. The characteristics of sensory memory.

TEXT

1 The scientific investigation of human memory began in Germany with the study
of verbal learning. Hermann Ebbinghaus, who started these studies, felt that there were
major difficulties in working with meaningful material, so he invented the nonsense
syllable. Nonsense syllables are constructed by putting together a “no-sense” sequence
of consonant — vowel — consonant. Examples would be “tob”, “duf”, “yad”. While these
syllables may not be completely nonsensical, they are less familiar and have fewer
associations among them than a collection of meaningful words. In the past hundred
years, the study of human memory has gone far beyond Ebbinghaus, but the emphasis
on verbal memory (now including meaningful verbal material) remains.

Psychologists are in some agreement that there are three different kinds of
memory: sensory, short-term, and long- term. Whether there are three or more (or
fewer) kinds of memory, however, the theorists of today generally agree that before any
experience can be stored in your memory, it must be coded into one or another kind of
information. The process of coding and storing experiences (during which the nature of
the information may be changed) is referred to as information processing.

2 Sensory memory, the simplest of the three, is of brief duration, has a relatively
large capacity, and processes and encodes information in a direct, non-distorted manner.
The visual afterimage is an ideal example of a sensory memory store. Sensory memory,
it is clear from all this, accounts for very little (or perhaps now) of what most people
mean by the term “memory”.

3 Short-term memory, the system next in line of complexity, lasts for only a
minute or so. Looking up a telephone number, closing the book, and then dialing the
number is an example of short-term memory at work. It is believed that all memories,
except sensory memories, start as shortterm memories. These short-term memories are
forever lost within a minute or so unless they are reprocessed into long-term memories.



This must occur almost immediately and can be done by internal rehearsing or some
other form of consolidation means the end of that memory.

We can improve our short-term memory by organizing material into smaller, more
manageable groups. One name for this is chunking. Chunking requires that the material
be coded appropriately, before being stored. Unlike sensory memory, coding in short-
term memory need not faithfully reflect the stimulus material. There is some evidence
that words and letters, whether spoken or written, tend to be coded according to sound
rather than appearance.

4. Long-term memory, which stores massive amounts of material for several
minutes or many years, must have an efficient coding system. We do not fully
understand this system, but much is known about it. For example, words are coded by
clustering. This is a way of organizing material into meaningful groups and thereby
making it more manageable.

Other material is also organized by clustering. New facts or experiences attach
themselves to appropriate groups already in memory storage, which means that
grouping and regrouping, organizing and reorganizing are constantly going on.

You can improve your memory by imposing your own organization on the material
you want to remember, instead of leaving the organizational process to chance
association. By thinking over your experiences and ideas, weaving them into systematic
relations with each other, you can consolidate them into long-lasting memories.

Long-term memories are forgotten in many ways, depending in part on the
conditions under which the memories were first processed. One theory holds that
experiences are forgotten because the memories are interfered with by what happens
after the material is learned, as well as by what happened beforehand. In the first case,
the interference is called retroactive inhibition; in the second, it is proactive inhibition.

5 Freud saw certain kinds of forgetting as being motivated by the forgetter’s need
to avoid unbearably painful memories. Though this kind of forgetting, repression, is
purposeful in that sense, the forgetter does not repress consciously. Repression is
automatic and unconscious.

Laboratory experiments on Freudian forgetting theory are few and not very
convincing, but it may well be that because of its very nature, repression does not lend
itself to laboratory analysis.

Bartlett was the first to suggest that forgetting is a very active and, in fact, creative
process. We can see how Bartlett approached the problem of memory by describing one
of his major experiments. He asked his subjects, British university students, to read to
themselves a 300-word North American Indian folk tale and then to read it again.
Fifteen minutes later and at various intervals after that, he tested his students for literal
recall. These are some of the things he found:

1. The general form of the students’ first recall was preserved throughout their
future retelling of the tale.

2. Elements of the original story (phrases or words) were changed so as to make
sense to them.

The phrase “hunting seals” was remembered as “fishing”; the more familiar “boat”
replaced the original “canoe”.



3. Various new details were invented by the subjects which made the story hang
together better and also made it fit in better with British speech patterns, British
customs, and British values. The final story the students remembered was often quite
different from the original one. The motive for
“creative forgetting” here is intellectual, because the purpose of Bartlett’s students in
forgetting
“creatively” was to make the material more meaningful.

6 The three main memory systems differ in the time they can span, in how much
they can carry, in their type of coding, and in their forgetting mechanisms. Sensory
memory lasts but a fraction of a second. It can handle as much as the sense organ can
register. It depends on a fairly direct coding of the image, which, after its fleeting
instant, decays.

Short-term memory lasts less than a minute or so and can encompass very few
items. Its coding is indirect, a good deal of it apparently based on sound, and involves a
significant amount of organization. It, too, simply decays or fades away.

Long-term memory can last for several minutes or many years and its capacity is
almost unlimited. It typically makes use of very complex coding which involves
clustering, meaningful thought systems, and so forth. For all the organization in our vast
memory store, our memories are nonetheless lost through interference and repression or
changed through creative forgetting.

Studies in the future will depend largely on an increased understanding of the
physiological bases of memory. This, among other things, may enable us to make
effective use of drugs in aiding memory-particularly in cases of mental retardation and
senility.

2. Read the text again and decide whether the following statements are true or

false.

1. In Bartlett’s major experiment the original story was remembered
unchanged.

2. Any experience is stored and then coded into one or another kind of
information.

3. Short- term memories can be reprocessed into long- term ones.

4. Grouping and regrouping, organizing and reorganizing are constantly
going on in memory storage.

5. Forgetting long-term memories doesn’t connect the conditions under which
the memories were first processed.

6. A forgetter represses painful memories unconsciously.

7. The three main theories have no difference in their type of coding.

3. Match the key terms with their explanations.

1. Chunking a) The disruptive effect on recall of a
person’s having learnt other material
between his learning of the original material




and its attempted recall.

2. Clustering b) Organizing of items in memory into
smaller groups
3. Coding c) The tendency to recall items in

meaningfully related groups, even though
the items were originally learned in random
order.

4. Information processing

d) The system with an extremely large
capacity and complex organization that is
assumed to account for relatively enduring
memories.

5. Interference

e) The memory system that stores stimulus
information directly but for a duration of
less than a second.

6. Long-term memory

f) The disruptive effect of material on recall
as a result of a person’s having learnt such
material before his first learning of the to-
be-recalled material.

7. Proactive inhibition

g) The process of changing and organizing
material for suitable storage in memory.
The type of coding differs for each of the
memory systems.

8. Repression

h) The active process assumed to be
necessary to keep information in short-term
memory and permit its transfer to long-
term memory.

9. Retroactive inhibition

i) The presentation on a graph, of the
change in performance during the learning
process. It may apply either to an individual
or to a group.

10. Sensory memory

J) The blocking of the recall of material by
materials or activities that are learned or
experienced either before or after the
memory is processed.

11. Short-term memory

k) A combination of consonants and vowels
presumed to be of low meaningfulness.
Invented by Ebbinghaus, a German
psychologist, and used in verbal leaning
experiments.

) An instrument that makes possible
extremely brief

and precisely timed exposures of visual




material.

m) The operations of coding and storage
which take place during the different stages
or systems of memory.

n) The exclusion from consciousness of
experiences that would arouse anxiety and
strong, unpleasant emotions. This occurs
automatically, through processes of which
the individual is unaware.

0) The systems with a limited capacity that
accounts for memories of very short
duration.

4. Match the adjectives in (A) with the words in (B):

meaningful
systematic
verbal
scientific
information
brief

visual
immediate

. manageable
10. memory
11. unlimited
12. creative
13. effective
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B
a) forgetting
b) material
c) afterimage
d) memory
e) use
T) system
g) capacity
h) investigation
1) consolidation
1) groups
K) processing
) relations
m) duration

5. Read the list of adverbs and match them with the words from the text:

-generally
-immediately
-appropriately
-unbearably
-fairly
-faithfully
-particularly

6. Fill in the gaps with the correct prepositions from the list:

with  on
1 to begin

2 the emphasis
3 to mean

by

into

in through



interference

to improve something

to be forgotten many ways
to weave experiences

to consolidate something

to be motivated

10 experiments

11 to differ

12 to be based

13to be lost
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7. Fill in the correct verb from the list: encompass enable attach stores requires
invented agree
doesn’t lend

1 Short-term memory very few items.

2 Hermann Ebbinghaus the nonsense syllable.

3 the theorists of today that any experience must be coded into some kind of
information.

4 Chunking that the material be coded appropriately.

5 Long- term memory massive amounts of material.

6 Drugs may us to aid memory.

7 Repression itself to laboratory analysis.

8 New fact or experiences themselves to appropriate groups.

IIpumepHbIe TEMBI JOKJIAI0B U COOOIIEHU I

Tema. Higher Education in Russia
3.1 Higher education in Russia and
abroad.

3.2 How cultures differ.
Tema Psychology as a science

3.3 Main approaches in psychology

3.4 Maslow’s hierarchy of needs

3.5 Biography of Sigmund Freud Tema Theories of Personality 3.6 Stereotypes

and stereotyping Tema Motivation.
3.7 Functions of Interpersonal Communication
3.8 Differences between verbal and nonverbal communication

IIpuMepHbIi MepeYeHb JeKCHUYECKHUX eIMHHUII J1JIs1 JIEKCHYeCKOro JUKTAHTA.
Tema: Intelligence
1. OTAMYMTENbHAS YepTa, KaueCTBO, CBOMCTBO
ayTH3M
aTpuOyIus; MPUIMUCHIBAHUE, OTHECEHUE (K YeMY-I1.)
auarpamma, cxema, 4epTex, Tabaumna
OITBEPKIATh
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6. 1. BBICTaBISATh; MOABEPraTh BO3IEUCTBUIO; 2. PACKPHIBATH (TallHy U T.1I.)
7. PacCMOTPETH JEJI0 CO BCEX CTOPOH
8. TpaHb, aCIIEKT
9. meIaroru4eckoe pyKoBOACTBO
10. IPOMEXKYTOYHBIN, TTEPEXOTHBIN
11. B3auMoaeicTBue HaKTOpPOB
12. 4aCTUYHO COBNAJATh, YACTUYHO NIEPEKPBIBATH IPYT APyra
13. OTHOCUTEJILHO
14. 1. cchuika (Ha KOTOJI., 9YTO-J1); 2. YIIOMHUHAHUE, CHOCKA (B KHUTE);
15. IpOHUIATENILHOCTD, CIOCOOHOCTh MPOHUKHYThH B CYTh
Tema Memory and Attention
1. nenaTp SCHBIM, IIPOSCHATH, BHOCUTH SICHOCTD
2.1. rpynma, cKoIieHHe, 2. Trpynmna TEepPEMEHHBIX, CBSI3aHHBIX KaKUM-JIHMOO
MPU3HAKOM
3.1. oTBNEKaTh BHUMAaHUE; 2. COUBATH C TOJKY, CMYIIaTh; PaCCTpauBaTh
4. xoaupoBaHue, muppoBaHue
5.MHOTOKpaTHOE MOBTOPEHUE [JIsi COXpaHeHUs HHOOpPMalUU B JIOJITOBPEMEHHOMN
MaMsTH
6. dIIU30ANYECKas 1aMSTh
7.aCCOLMATUBHBIN TECT
8. 1OJIrOBpEMEHHAs [TaMSTh
9. MaHHUAKAJLHOJEIIPECCUBHOE 3a00JICBAHNE
10. TOBTOPEHHME JIJIsI COXpaHEHUsT HH(GOPMAIMKN B KPATKOBPEMEHHON MTaMsTH
11. mpouenypHas naMaThb
12. maMATh y3HaBaHUS
13. BOCCTaHABJIMBATH B MAMSITH, BOCIIPOU3BOINUTD
14. ceMmaHTHYECKAas ITaMAITh
15. ABJICHUE «Ha KOHYHUKE S3bIKaY
Tema Motivation
[J[J mocTukeHwue, ycrex, nooena
[ moaxoasiui, yMECTHBINH, COOTBETCTBYIOIINM; 2. CKIIOHHBIN, TOBEPKEHHBIN; 3.
CIIOCOOHBIN, TOHATINBBIN
(101 1. obs13aTenbCTBO; 2. Bpy4eHHE, Iepeaada
1] OBITh KOMIIETEHTHBIM
[J[J 1. cTOSATH MPOTUB; 2. CTATKUBATHCSI, BCTPETUTHCS JIULIOM K JIUILY
1] 3aammaThes (1eminbo)
[J1J yHMKaTh, pOHATH JOCTOMHCTBO
[1[] mopoxaaTh, BBI3bIBaTh, BO30YKIATh
(][] obaeryarp, TIOMOraTh
I cocpenoTaunBarh (BHUMAHHUE)
[J[J 1. paccTpanBath, CpbIBaTh, HAPYIIATh; 2. A€JIATh TIIETHO, CBOJIUTh HA HET
[ mopnarommics ynpaBiaeHHIO, JIETKO YIIPABJISEMbIH, BBITTOIHUMBIN



() BHYTpeHHSIs/ BHEITHSS MOTHBAIIUS
L[] moTHUBaLMA JOCTUXKEHUS
[0 moOysxaeHue, o0y IuTeIbHbIH MOTHUB.

IIpumepHble meMbl 2pynno8uIX ducKycculi
Tema Character
1. What is the aim of manipulating human emotions?
2. What aspects of human behavior can be regulated by means of classical
conditioning? Tema Temperament
3. What dimensions of temperament are used in psychological research? Tema
Imagination
4. What can be included into self-image of a person?

3.1.5 IlpumepHbIe TeMbI PE3CHTALMH

Tema Memory and attention

1. Representation of knowledge in memory.

2. Retrieval: getting information out of memory.
3. Implicit versus explicit memory.

Tema Theories of personality

4. Freud’s theory of personality.

5. Key concepts in psychological testing.

6.3.2. TunoBble 3agaHWsi [JISI NPOBEACHUS TPOMEXKYTOYHON aTTecTaluu
00y4Yarmuxcs
TunosBbie BONPOCHI K 3a4eTam:

1. Higher education in Russia.

2. My university: entrance requirements, faculty members, leisure time
activities.
Psychology as a science.
Psychology as a science.
Careers in psychology.
Main approaches in psychology.
Memory and attention
Emotions.
. Temperament.
10. Intelligence.
11. Creativity.
12. Imagination.
13. Culture and Interpersonal Communication
14. How cultures differ
15. Family problems
16. The Russian soul
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Tunosbie BOIIPOCHI K JK3aMCHY
- Psychoanalysis as a theory and a therapy
- Biography of Sigmund Freud
- History of Behaviorism
- Cognitive movement in psychological thought of the 20th century
- Humanistic approach and psychology of Carl Rogers
« Maslow’s hierarchy of needs [] Social Psychology
- Stereotypes and stereotyping
- Social pressure and perception
- Interpersonal Relationships [J Stress at work [] Stress management.
- Communication Styles
« Functions of Interpersonal Communication
« Verbal Communication. The Conversational process.
- Communication of the job.
- Differences between verbal and nonverbal communication [ Theories of
personality
- Depression.
- Classification of mental disorders

IIpumepHbIe TEKCTHI AJIS NepeIa4d OCHOBHOI'O COACPKAHUA
Social Pressure and Perception

Imagine yourself in the following situation: you sign up for a psychology
experiment, and on a specified date you and seven others whom you think are also
subjects arrive and are seated at a table in a small room. You don't know it at the time,
but the others are actually associates of the experimenter, and their behaviour has been
carefully scripted. You're the only real subject.

The experimenter arrives and tells you that the study in which you are about to
participate concerns people's visual judgments. She places two cards before you. The
card on the left contains one vertical line. The card on the right displays three lines of
different length.

The experimenter asks all of you, one at a time, to choose which of the three lines on the
right card matches the length of the line on the left card. The task is repeated several
times with different cards. The other "subjects” unanimously choose the wrong line. It is
clear to you that they are wrong, but they have all given the same answer.

What would you do? Would you go along with the majority opinion, or would you

trust your own eyes?

In 1951, the social psychologist Asch used this experiment to examine how the
pressure from other people could affect one's perceptions. In total, about one third of the
subjects who were placed in this situation agree with the majority.

Some of the subjects indicated after the experiment that they assumed the rest of
the people were correct and that their own perceptions were wrong. Others knew they



were correct but didn't want to be different from the rest of the group. Some even
insisted they saw the line lengths as the majority did.

Asch concluded that it is difficult to maintain that you see something when no one

else does. Pressure from other people can make you see almost anything.
How Do Psychologists Study the Mind?

Psychology is the science of the mind and behaviour. The human mind is perhaps
the most complex and unique field of study, and has been a puzzle to humankind for
hundreds of years. The human mind is the source of all thought, behaviour, emotions,
Interactions, and it determines how we conduct ourselves in society.

The mind is highly complex and enigmatic. Many wonder how psychologists can study
such an abstract and extremely sophisticated thing. Even if scientists look inside the
brain, as in an autopsy or during a surgical operation, all they see is gray matter (the
brain). Thoughts, cognition, emotions, memories, dreams, perceptions, etc. cannot be
seen physically, like a skin rash or heart defect.

Experts say that the approach to psychology is not that different to other sciences. As in
other sciences, experiments are devised to confirm or disprove theories or expectations.
For a psychologist, human behaviour is used as evidence - or at least an indication - of
how the mind functions. We are unable to observe the mind directly; however, virtually
all our actions, feelings and thoughts are influenced by the functioning of our minds.
That is why human behaviour is used as raw data for testing psychological theories on
how the mind functions.

German psychologist Wilhelm Wundt opened the first experimental psychology labs in
the late 1800s. Since that time we have learned an enormous amount about the
relationship between brain, mind, memory and behaviour.
Careers in Psychology

There are many careers in psychology. Psychology includes both research, through
which we learn fundamental things about human and animal behaviour, and practice,
through which that knowledge is applied in helping people to solve problems.
Psychology is an extremely varied field. Psychologists conduct research, serve as
consultants, diagnose and treat people, and teach future psychologists and other types of
students. They test intelligence and personality.

As scientists, psychologists use scientific methods of observation, experimentation and
analysis. But psychologists also need to be creative in the way they apply scientific
findings.

Psychologists are frequently innovators, inventing new approaches to people and
societies. They develop theories and test them in their research. As they collect new
information, these findings can be used by practitioners in their work with clients and
patients.

As practitioners psychologists work in laboratories, hospitals, courtrooms, schools



and universities, prisons and corporate offices. They work with business executives,
performers, and athletes to reduce stress and improve performance. They advise lawyers
on jury selection and cooperate with educators on school reform. Immediately following
a disaster, such as a plane crush or bombing, psychologists help victims and bystanders
recover from the shock of the event.

Involved in all aspects of our world, psychologists must keep up with what is
happening around us. When you are a psychologist, your education never ends.

Most psychologists say they love their work. They say that they have a variety of
daily tasks and the flexibility of their schedules.

The study of psychology is a good preparation for many other professions. Many
employers are interested in the skills of collecting, analyzing and interpreting data, and
their experience with statistics and experimental design.

Psychology is a very diverse field with hundreds of career paths. We all know
about caring for people with mental and emotional disorders. Some other jobs like
helping with the design of computer systems are less well-known. What all
psychologists have in common is an interest in the minds of both humans and animals.

What Is the Difference Between a Psychologist and a Psychiatrist?

The work of psychologists and psychiatrists has much in common. Both
psychologists and psychiatrists can provide psychotherapy and counseling services.
Both psychologists and psychiatrists are trained to diagnose neuropsychological
disorders and dysfunctions plus psychotic, neurotic and personality disorders and
dysfunctions. Both professionals are granted the right to make such diagnoses by law
while other doctors cannot. Both psychologists and psychiatrists help people maintain
and enhance their physical, intellectual, emotional, social and interpersonal functioning.

However, there are some important differences in training and special skills.
Psychiatrists, as medical doctors, can prescribe medications for psychological distress.
Psychologists do not prescribe medications, instead focusing their treatment on
psychotherapy. In addition, psychologists are the only mental health professionals who
are fully trained and qualified to use psychological tests.

The education of psychologists provides knowledge of psychological and
emotional problems, personality, and human development, integrated with specialized
training in how to apply this knowledge to helping people with emotional distress and
other problems in living. The psychologist's training in research allows them to evaluate
the best ways to help people and to make decisions on what helps and what doesn't help
different people with various situations.

Psychologists also specialize in psychological testing. Psychological tests are used
in situations where there are questions about what a person's particular problem is. For
example, a psychologist may use psychological tests to determine whether a child has a
learning disorder. Psychologists also use psychological tests in legal cases or any time
there is uncertainty about what is troubling an individual Psychological tests can include
assessments of personality styles, tests of emotional wellbeing, intellectual (or "1Q™)
tests, tests of academic achievement and tests for possible brain damage. The use of
psychological tests requires years of training that involves not only learning how to give



the tests, but also how to integrate all the information from a variety of tests,
background information, interviews, and knowledge of theories, research, psychological
problems, personalities, and human development. Psychologists are the only mental
health professionals who are fully trained and qualified to use psychological tests.

It is important to be aware that there can be broad differences in training and
philosophy among psychologists, psychiatrists, social workers, and other therapists
which can often lead to widely differing treatment approaches and understandings of
psychological and emotional problems.

Body language

Body language (sa3eix mena (nesepbanvhvie cpedcmea  KOMMYHUKAYUU,
sKIIOYAOWUe Hcecmol, no3vl U Op. HesepbanvHble 3naxu)) 1S a broad term for forms
of communication using body movements or gestures instead of, or in addition to,
sounds, verbal language, or other forms of communication. It forms part of the
category of paralanguage, which describes all forms of human communication that
are not verbal language.

Paralanguage (mapas3bik (mepegaya MHGOPMAIIUU 32 CUET ONPEEICHHON MaHEPHI
TOBOPUTH (HAMp., MpYU NOMOIIM TeMIa pedyH, TeMOpa U TPOMKOCTH Tojioca, TOHA, €ro
MOAYJIIHUA U OP., 4 TAKIKC 3a CUCT TaAKHUX HeB€p6aJ'II>HI>IX CpCACTB, KaK KCCThl, MUMHKaA
u T. 1.))), including body language, has been extensively studied in social psychology.
In everyday speech and popular psychology, the term is most often applied to body
language that is considered involuntary, even though the distinction between voluntary
and involuntary body language is often controversial. For example, a smile may be
produced either consciously or unconsciously.

Voluntary body language refers to movement, gestures and poses intentionally
made by a person (i.e., conscious smiling, hand movements and imitation). It can apply
to many types of soundless communication. Generally, movement made with full or
partial intention and an understanding of what it communicates can be considered
voluntary.

Involuntary body language quite often takes the form of facial expression, and has
therefore been suggested as a means to identify the emotions of a person with whom
one is communicating.

The relation of body language to animal communication has often been discussed.
Human paralanguage may represent a continuation of forms of communication that our
non-linguistic ancestors already used, or it may be that it has been changed by co-
existing with language. Body language is a product of both genetic and environmental
influences. Blind children will smile and laugh even though they have never seen a
smile. Iraneus Eibl-Eibesfeldt claimed that a number of basic elements of body
language were universal across cultures and must therefore be fixed action patterns
under instinctive control.

Some forms of human body language show continuities with communicative



gestures of other apes, though often with changes in meaning. More refined gestures,
which vary between cultures (for example the gestures to indicate «yes» and «no»),
must be learned or modified through learning, usually by unconscious observation of
the environment.

Body language is important in one-on-one communications, and may be even more
Important in group communications. In group situations, often only one person at a time
Is speaking, while non-verbal communication is coming from each individual in the
group. The larger the group, the more impact body language may have.

Character Comes by Learning
“The worst of all deceptions is self-deception.” (Plato)

Who am 1? I have a name, and that’s how people know me. But how am I known? Am |
funny, serious, friendly, or angry? Do I have lots of friends...or none at all?

Our personality traits [(character) trait — wuyepra (xapakrtepa)] make up our
character. And our character was shaped by those influences that had close contact with
our life. For some that may be mother and father, for others, they may not even know
their parents. School, friends, music, and media also have great influence on how we
choose to live our life.

A good character comes from good influences, and bad ones are just the opposite.
While none of us could ever choose where and what living circumstances we were born
into, we must all, at some point, take responsibility for who we are. Putting the past
aside, forgetting about blame, now we must choose what course and influences will
direct our life.

A very wise man once said: “Do not be misled; bad company corrupts good
character” (Paul the Apostle). Who do you keep company with? Who do you spend lots
of time with? Is it your friends...music... TV? Stop now for a moment and ask yourself
this question: what messages are you getting from these sources about life?

Think carefully about what kind of person you want to be in 5 years...in 10 years?
What do you need to do now to start being that kind of person? Think about these
things!

Family Life: Plan For Your Future
The influences we receive while young dramatically shape our character. They

affect the very core of our being. While none of us can choose to be born into a great,
loving and secure family, we all must learn to live and adapt to life as it is given to us.
Much of your future will be decided by the choices you make in life. Career, marriage
and family are all important decisions that you will face one day. Practice making good
decisions early in life. Consequences follow our choices. Poor choices lead to bad
consequences, some of which may affect your entire life. One day you may choose to
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have a family of your own. Who will raise your children and give them their sense of
values? Will you be able to give your children a stable home where they can live in love
and security with a mother and father?

Consider these facts in how you choose to live your life: Living together before
marriage is becoming increasingly common in America. But research has shown that
the chances for divorce are almost twice as high for couples living together before
marriage, as those who don’t.

Children of divorced parents are statistically more likely to show behavior
problems, emotional difficulties, and lower academic performance.

What kind of home do you want to provide for your future family? Will it be better
or worse than your own? Do you want a lasting marriage and children who can grow up
in a stable home? What kinds of influences help move you toward this goal? This is
important...read on.

Difference Between Animals And Humans

If you pick up a starving dog and make him prosperous, he will not bite you. This
is the principal difference between a dog and a man.

The term Animal as described in the dictionary means a living organism other than
humans which feeds and usually has sense organs and a nervous system and can move.
Animals include a vast majority of species. Humans belong to Homo Sapiens and are
bipedal species. This means that the humans walk around using their two rear limbs.

Animals would normally only include multi cells and complex organisms.
Organisms like the bacteria will not be included in the animal kingdom. In most animals
the dietary habits are very limited which means that they would either be vegetarians or
non-vegetarians. The Humans on the other hand are omnivorous which means that they
are able to consume both vegetarian and non-vegetarian foods.

Animals cannot talk or communicate with each other. In some species that the
skills have been found these are very basic and undeveloped. Humans on the other hand
are the only known species with highly developed communication skills.

Animals merely feed to survive and reproduce. They have not developed any skills
that go beyond their survival needs. The Humans are known for their curiosity to
understand and to try and influence and change their environment. It is this curiosity in
the Humans that has lead to the development of advanced tools, technology and science.
The human behavior is much different from the animals as we have set purposes in life
that go beyond the survival needs of day today.

The Humans are highly social beings and live in large colonies. The Humans are
the only known species that has the ability to domesticate animals and engage in
agriculture. With the invention of advanced techniques and technology the Humans
have been able to colonise all the continents. Through this colonization the humans have
infringed on the land where these animals once survived and created a problem of
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existence for them.

le/IMeprIe TEKCTHI IJIsI MIUCbMEHHOI'0 IEpEeBOAAa

Colour Psychology

By David Johnson

Why are people more relaxed in green rooms? Why do weightlifters do their best in
blue gyms?

Colors often have different meanings in various cultures. And even in Western
societies, the meanings of various colors have changed over the years. But today in the
U.S., researchers have generally found the following to be accurate.

Black Black is the color of authority and power. It is popular in fashion because it
makes people appear thinner. It is also stylish and timeless. Black also implies
submission. Priests wear black to signify submission to God. Some fashion experts say
a woman wearing black implies submission to men. Black outfits can also be
overpowering, or make the wearer seem aloof [mangmennsiii] or evil. Villains, such as
Dracula, often wear black.

White Brides wear white to symbolize innocence and purity. White reflects light
and is considered a summer color. White is popular in decorating and in fashion because
it is light, neutral, and goes with everything. However, white shows dirt and is therefore
more difficult to keep clean than other colors. Doctors and nurses wear white to imply
sterility.

Red The most emotionally intense color, red stimulates a faster heartbeat and
breathing. It is also the color of love. Red clothing gets noticed and makes the wearer
appear heavier. Since it is an extreme color, red clothing might not help people in
negotiations or confrontations. Red cars are popular targets for thieves. In decorating,
red is usually used as an accent. Decorators say that red furniture should be perfect since
it will attract attention.

The most romantic color, pink, is more tranquilizing. Sports teams sometimes
paint the locker rooms used by opposing teams bright pink so their opponents will lose
energy.

Blue The color of the sky and the ocean, blue is one of the most popular colors. It
causes the opposite reaction as red. Peaceful, tranquil blue causes the body to produce
calming chemicals, so it is often used in bedrooms. Blue can also be cold and
depressing. Fashion consultants recommend wearing blue to job interviews because it
symbolizes loyalty. People are more productive in blue rooms. Studies show
weightlifters are able to handle heavier weights in blue gyms.

Green Currently the most popular decorating color, green symbolizes nature. It is
the easiest color on the eye and can improve vision. It is a calming, refreshing color.
People waiting to appear on TV sit in "green rooms” to relax. Hospitals often use green
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because it relaxes patients. Brides in the Middle Ages wore green to symbolize fertility.
Dark green is masculine, conservative, and implies wealth. However, seamstresses
[mBesi] often refuse to use green thread on the eve of a fashion show for fear it will
bring bad luck.

Yellow Cheerful sunny yellow is an attention getter. While it is considered an
optimistic color, people lose their tempers more often in yellow rooms, and babies will
cry more. It is the most difficult color for the eye to take in, so it can be overpowering if
overused. Yellow enhances concentration, hence its use for legal pads [61oxHOT
pasmepom 8,5 Ha 14 A10WMOB C OTPHIBHBIMH CTPaHHUIIAMHU U3 KEITOW JTUHOBAHHOM
Oymarw, 6e3 0010xkH, nomysiper B CIHA.]. It also speeds metabolism.

Purple The color of royalty, purple connotes luxury, wealth, and sophistication. It
Is also feminine and romantic. However, because it is rare in nature, purple can appear
artificial.

Brown Solid, reliable brown is the color of earth and is abundant in nature. Light
brown implies genuineness while dark brown is similar to wood or leather. Brown can
also be sad and wistful [Tockyrommii]. Men are more apt to say brown is one of their
favorite colors.

Food for Thought

While blue is one of the most popular colors it is one of the least appetizing. Blue
food is rare in nature. Food researchers say that when humans searched for food, they
learned to avoid toxic or spoiled objects, which were often blue, black, or purple. When
food dyed blue is served to study subjects, they lose appetite.

Green, brown, and red are the most popular food colors. Red is often used in
restaurant decorating schemes because it is an appetite stimulant.

Dealing with Culture Shock

You have stepped off the plane into a new cultural world. Initially you may
experience a sense of overwhelming fascination and awe. Everything around you is
new: a different language, different dress, or a confusing transit system. Slowly you
begin to adapt. You begin to notice certain cultural nuances. This process takes time.

Culture is "an integrated system of learned behavior patterns (oOpa3mpl
nosenenus) that are characteristic of the members of any given society. Culture refers to
the total way of life of particular groups of people. It includes everything that a group of
people thinks, says, does and makes - its systems of attitudes and feelings. Culture is
learned and transmitted from generation to generation."

You may have heard these words - Culture Shock (kynbprypHBIN 110K
(mcuxostornveckasi TpaBMa B Pe3yJIbTaTe CTOJKHOBEHHS C KYJbTYPOH, PE3KO OTIUYHON
ot cobctBenHoit)) - already and possibly within a negative context. Conflict in our lives,
however, does not have to be negative. It can be used as a source of motivation,
introspection, and change.

Culture shock is defined as a psychological disorientation that most people
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experience when living in a culture markedly different from one’s own. Culture shock
occurs when our "...cultural clues, the signs and symbols which guide social interaction,
are stripped away. ...A difficult part of this process for adults is the experience of
feeling like children again, of not knowing instinctively the ‘right’ thing to do."

Symptoms of culture shock include: homesickness (Tocka o jgoMy, HOCTaJIbIHS),
boredom, withdrawal, excessive sleep, compulsive eating/drinking, irritability,
stereotyping host nationals, hostility towards host nationals.

Everyone experiences culture shock in different ways, at different times and to
different degrees. Usually the cultural adjustment process follows a certain pattern. At
first, you will be excited about going to starting a new adventure. When you first arrive,
everything will appear new and exciting. However, after some time, you may start to
feel homesick and question why the Swiss (or Italians or French) do things differently
than we do. You may even become irritated with these differences. However, you will
eventually get used to this new way of life. And before you know it, you will be getting
excited about the return home to your family and friends.

People from different cultures have different values (uennoctn). You may find
your own values questioned, just as you are questioning those of the Swiss (or Italians,
Germans, French, Hungarians, etc.). For example, a visitor from India to the US
observed: "Americans seem to be in a perpetual hurry. Just watch the way they walk
down the street. They never allow themselves the leisure to enjoy life; there are too
many things to do."

Sometimes our values and beliefs will conflict and sometimes they will converge
with the cultures we visit. The better you are able to adjust to the differences, the greater
the ability you will have in empathizing and communicating with those with whom you
come in contact. The result will be a better understanding of your own values and the
values of the people you will encounter (Bctpeuats).

Graphology — Science or Fiction?

Graphology (rpadosorus, nydenue modyepka (yudeHrue o Mouepke, UCCISTOBAHUE
€ro € TOYKMH 3pCHHUA OTPAXKAIIIMUXCA B HEM CBOMCTB M ICHUXWYECKUX COCTOSIHHUHU
nuIynero. TecTbl mo rpadosIoruyd 4acTo MPUMEHSIOTCS TPU 0TOOpE MepcoHana)) IS a
branch of a diverse group of sciences of «character reading». Since ancient times, man
has been intrigued by human variability and uniqueness of the individual. Graphology
in particular focuses on interpreting individual's character and personality traits by
analyzing their handwriting. Using graphology to analyze personality and character is
one thing; changing ones behavior by changing handwriting is another — this is referred
to as graphotherapy.

Graphology is a now becoming a more widely accepted science. As most of you
will agree that the human subconscious manifests itself one way or another, art, music
etc. Graphology interprets this manifestation, using the most commonly used human
subconscious-world interface, handwriting! Here is my first example, where this can be
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used. Long final strokes say a lot about individuals. We can use graphology to
understand what one is conveying through long strokes? The long final strokes show
how cautious one is. Using graphology we know that the writer is inclined to be
cautious and careful. This reduces the tendency to be impulsive and minimizes risk in
decision making.

Another example where we can use graphology to tap into one's subconscious
(moaco3naTenbHOE). | am sure you have seen this somewhere, a consistent left ward
slant. Do you know this person? Is this you? Using graphology, we know that writing
with a leftward slant is a sign of an introvert. The writer rarely expresses feeling and
makes logical unemotionally decisions. Would you have known that if it were not for
graphology?

Trusting or not-trusting? Graphology differentiates one from another. Long narrow
loops in y's and g's. The size of the loop (not the down stroke) reveals the amount of
trust and imagination as it relates to people. Graphology tells us that the narrow loop
reveals some trust, but these people are selective in who they let in their inner circle.
Who does graphology tell us to be careful of? Using graphology | can tell you that the
person with a hot temper is one where the t-bar crossed predominantly on the right of
the stem. The more this is to the right the easier it will be to annoy this person. If this is
combined with a rightward slant, they will lose temper even quicker.

So in summary graphology can be used to determine a complete personality and
character profile of any individual. Besides the examples given above graphology can
be also be used to determine aggressiveness, analytical thinking, attention to detail,
curious, dual personality, emotionally responsive, extravagant, jealous, loyalty,
perfectionist, controlling, stubborn nature among others. If the art of graphology is
learned efficiently one can use it to their advantage and help them understand their
friends, partners and family in-depth.

The impact of austerity on schools and children’s education and well-being

Cutbacks in government-sponsored services, growing inequality and falling real
wages, and changes in housing and income support are impacting upon the lives of
children and creating major challenges for schools and colleges in the UK. Mark K
Smith explores some key areas of concern and growing worries about the effects of
direct cuts to school budgets.

As one Oxfam Report on austerity put it, in the UK many people are experiencing a
‘perfect storm’:

The combination in the UK of economic stagnation and public spending cuts is
causing substantial hardship to people living in poverty. This amounts to a “Perfect
Storm” of falling incomes, rising prices, public service cuts, benefit cuts, a housing
crisis, and weak labour rights. By making different political choices, the government



can both protect people in poverty and help to stimulate economic recovery in the short
term, and set the UK on the way towards economic, social and environmental
sustainability in the long term. The UK is the sixth richest country on earth yet one in
five of its people lives in poverty. Before the financial crisis and the economic recession
prosperity was not shared. The UK is one of the most unequal rich countries in the
world, with the poorest 10th of people receiving only 1% of the total income, while the
richest 10th take home 31%. (Haddat 2013)

At the time of writing, assessments of the impact of austerity on schooling and
children’s education were beginning to appear (e.g. Lupton et. al. 2015b). However,
from talking to heads and a number of people involved broadly with inclusion and child
protection in schools, it was already clear that cutbacks in government-sponsored
services, falling real wages, and changes in housing and income support were impacting
on the lives of children and creating major challenges. In this piece we outline some key
areas causing concern for education but first we review the general situation facing
individuals and families living under austerity in the UK.

Austerity
In the immediate period after the near collapse of the banking system in 2008 the

costs involved in propping up and rescuing banks — and paid for by governments — was
not that obvious to many people. Governments poured money into the system, a
meltdown was averted or at least postponed, and many benefitted. However, there was
always a time when it had to be paid for. In the UK with the arrival of coalition
government in 2010 that moment came more quickly than necessary. The coalition
government made ‘fiscal austerity its raison d’étre, to differentiate itself from — and fix
the blame for the crisis upon — its predecessor’ (Wolf 2014: 39). The crisis in Eurozone
finances which led to retrenchment in member countries gave further impetus and
‘frightened policymakers elsewhere into following their example’ (op. cit.).

In economic terms, ‘austerity’ is usually used to describe the measures taken by a
government ‘during a period of adverse economic conditions, to reduce its budget
deficit using a combination of spending cuts or tax rises’ (Financial Times undated).
Mark Blyth has described austerity as ‘a form of voluntary deflation’. In it: ...the
economy adjusts through the reduction of wages, prices, and public spending to restore
competitiveness, which is (supposedly) best achieved by cutting the state’s budget,
debts, and deficits. Doing so, its advocates believe, will inspire “business confidence”
since the government will neither be “crowdingout” the market for investment by
sucking up all the available capital through the issuance of debt, nor adding to the
nation’s already “too big” debt. (Blyth 2012: 2)

Blyth believes ‘austerity’ is a dangerous idea as what may be a common sense
action when taken by individuals and organizations — can make a lot less sense if all do
the same. In fact — in this case — it makes no sense. As Martin Wolf has argued, a gap



between the amounts governments take in via taxes etc. and expenditure (a so called
‘fiscal deficit”) did not crowd out spending by the private sector.

On the contrary, the private-sector cutbacks crowded in the fiscal deficit via the
decline in GDP and consequent rise in spending and fall in revenue: thus, the austerity
forced on private individuals and businesses by the financial crisis caused rising fiscal
deficits, as private spending, output and government revenue fell, while spending on
unemployment benefits and other adverse consequences of recessions automatically
rose. (Wolf 2014: 40)

The adoption of austerity measures by governments in the hope that ‘balancing the
books’ would stabilize the situation and bring about real economic growth proved to be
wrong. While there was been some recovery there is not likely to be significant growth
for some years — and many will remain poorer in real terms than they were before the
banking crisis. The slump (and we could say austerity measures), ‘has converted
unequal economies into unequal communities, hammering happiness and putting strain
on families across great swathes of both the UK and the US, and most particularly their
poorest streets’ (Clark and Heath 2014: Kindle Locations 199-201).

Government ministers claimed that drastic cuts to public spending were fair and
reform of the welfare state necessary, but this was, in fact, also a fallacy (O’Hara 2014:

Kindle Location 165):

What was implemented was a regime that disproportionately affected the most
vulnerable people in society while leaving the well-off unscathed... [P]olicies were
deftly propped up by a shrewd political narrative which both painted cuts as inevitable
and depicted people who were living in poverty, out of work or who were victims of
austerity as ‘scroungers’, to blame for their own predicament. (O’Hara 2014: Kindle
Locations 166-172).

The result of government austerity measures in the UK — when combined with
growing inequality in wealth and changes in the work such as the increase in the
number of part- as against full-time jobs; the growth of zero-hour contracts; and wages
that have not kept pace with inflation (ONS 2014) — has meant that:

- By 2011/12, 13 million people in the UK were living in poverty. For the first
time more than half of these people lived in a working family. (Joseph Rowntree
Foundation 2013).

~ The proportion of children that are living in poverty in the UK has risen from
24% in 2008 to 27% in 2012/3. However, this proportion will increase. According to
the Child Poverty Action Group the 3.5 million children living in poverty in 2012/13
will be joined by another 600,000 by 2016, with the total rising to 4.7 million by 2020
(CPAG 2014). UNICEF has reported a strong relationship between the impact of the
‘Great Recession’ on national economies and a decline in children’s well-being since



2008. Children are suffering most, and will bear the consequences longest, in countries
where the recession has hit hardest. The poorest and most vulnerable children have
suffered disproportionately (UNICEF 2014).

— The gap between rich and poor is, at the time of writing, at its highest level in 30
years in most OECD countries. In the UK this rising inequality reduced growth. The
economy grew by around 40% during the 1990s and 2000s but this would have been
almost 50% had inequality not risen. (OECD 2014).

- In England, local government spending (excluding police, schools, housing
benefit) was set to fall by nearly 30 per cent in real terms between 2008 and 2015; an
equivalent figure for Scotland is 24 per cent. As funding covers some new service
burdens, the underlying cut in funding for existing services is even higher. Cuts in
spending power and budgeted spend have been systematically greater in more deprived
local authorities than in more affluent ones... in both England and Scotland; cuts are
also generally greater in the North and Midlands than in the south of England, and in
the west rather than the east of Scotland (Hastings et. al. 2013).

Given this background it becomes clear why schools and colleges are finding more
children and young people arriving at school hungry; more carers and parents unable to
buy the necessary equipment or uniform; and a growing level of stress among their
students.

Hunger in the classroom
On the one hand, the cost of food is relatively cheap in historical terms, on the

other in the past decade the proportion of household income required to meet
expenditure on food has risen — an unprecedented postwar phenomenon (Forsey 2014:
16).

The proportion of household income spent on food and non-alcoholic drink
increased from 16% in 2003 to 17% in 2011 (this includes a decrease by 1 percentage
point to 15% in 2005 before increasing again in 2006). If we were to be guided by this
measure alone, we could reasonably conclude that the likelihood of households
experiencing hunger has risen over the previous decade — the first time this has
happened since the Second World War. (op. cit.)

There is a direct impact on children. Research sponsored by Kellogg’s (and
undertaken by YouGov) has suggested that around 1 in 7 children were going to school
hungry (Kellogg’s 2012). In addition there also appears to be problem in education both
with changing eligibility for free school meals and the take up of them. For example,
Forsey (2014: 50) reports that estimates from the House of Commons Library suggest
that ‘1.5 million poor children are automatically disqualified from receiving free school
meals because their parents are in work’. The All-Party Parliamentary Inquiry into
Hunger in the United Kingdom (2014: 31) found that up to 38% of poor children in
some parts of Britain are not receiving free school meals — even though they are entitled
to them.



The Kellogg’s report concluded:

Hunger in the classroom is increasing. Problems like squeezed food budgets,
increasingly busy parents and a growing problem of food poverty in the UK are
contributing to the reasons why children are arriving at school already hungry.

- This in turn is putting an extra burden on teachers, who are spending more time
dealing with the effects of hunger in the classroom and less time teaching.

« Going without food in the morning has a direct impact on children’s behaviour
and concentration in lessons, making them less likely to reach their full potential at
school and could in turn affect their future prospects.

One of the main responses in schools has been the development of breakfast clubs
(see Gentleman 2012). In Wales, for example, primary schools are required to provide
free breakfasts. However, the situation in England and Scotland is varied with patchy
provision and schools charging different amounts for participation. The take-up of such
services is causing some concern — with the cost putting off some, and children from
more disorganized or pressured family environments often missing out (Dorsey 2014:
49). Dorsey comments: ‘One possible solution to this might be the provision of free
school breakfasts, accompanied by home interventions from schools’ pastoral staff to
ensure children are able to benefit from this provision’.

Austerity and children’s access to books, equipment, uniform and extra-
curricular activities
Research, undertaken by the Child Poverty Action Group, British Youth Council,

Kids Company, and National Union of Teachers (NUT) and published in 2014, found
there was a significant impact upon parents and carers ability to pay for uniform,
equipment and extra-curricular activity like school trips (Farthing 2014). The key
findings were that: [ Some subjects, especially ‘creative subjects’ (art, design and
technology, photography) require extra materials and therefore cost more to study. 27
per cent of students on free school meals (FSM); 14 per cent of low-income students;
and 8 per cent of better-off students chose not to study arts or music due to the
associated costs.

The price of food left many young people going hungry during the school day.
25 per cent of students on FSM; 55 per cent of low-income students; and 13 per cent of
better-off students said that they were going hungry at school because they could not
afford to eat. They reported that going hungry left them unable to concentrate at school.
- Many young people reported missing school trips because they were
prohibitively expensive. 57 per cent of low-income students and 28 per cent of better-
off students said that they had missed at least one school trip because of the price and
this had had some impact on them. The impacts of missing school trips included the
ability to socialise and make friends, and learn new skills.



35 per cent of students on FSM; 25 per cent of low-income students; and 5 per
cent of better-off students identified cost as preventing them from having a full school
uniform. Those unable to have a full uniform said that this got them into trouble and
made them feel different to their peers.

Most young people reported not having all the books and equipment needed for
their studies. 21 per cent of students receiving FSM; 14 per cent of students from low-
income households; and 5 per cent of students from better-off families suggested that
cost was to blame. A lack of books, revision guides and stationery meant that their
ability to study was reduced.

- 9 per cent of young people questioned did not have access to a computer at
home or were denied internet access.

19 per cent of young people on FSM; 12 per cent of young people from low-
income families; and 19 per cent of young people from better-off households reported
not participating in after school clubs and extracurricular activities due to either the cost
of the club itself or the cost of transport to the club.

Some schools have used special funds — for example those generated by Parent
Teacher Associations
(PTAs) or by voluntary termly giving by parents and carers via things like ‘Governor
Funds’ to support students in these areas.

Head teachers in schools across the country say they are spending education money
on purely welfare items to ensure that pupils, and their parents, are fed, have sufficient
clothes and the facility to wash them, and have enough coins to feed their electricity
meters. (Tickle 2014).

A significant number within education have taken advantage of things like Pupil
Premium money — additional funding for disadvantaged pupils — but this should only
really be spent to raise educational attainment and achievement. Some schools may face
problems in this area when inspected our audited as there is little specific data currently
that demonstrates the link between, for example, students not having access to a decent
uniform and educational achievement. In addition, as Sam Baars at the education think-
tank LKMco has commented, the Department for Education in England has warned
against using the Pupil Premium °‘to fill in for expired social welfare programmes’
(quoted by Tickle 2014). This is significant as changes to the way in which (Sosu and
Ellis 2014). eligibility for free school meals is assessed in England appear to have
impacted negatively on a number of children and families. Heads are increasingly
reporting that the children who are losing out are often those whose parents earn
marginally more than the cut-off.

Austerity and children’s academic achievement
We already know that an ‘attainment gap’ develops prior to beginning schooling
and continues to be a problem in education. Tefler (undated) highlights the following



dimensions:

16. Tests at age 3 show a significant gap between more affluent children and
the poorest fifth.

17. Lower-achieving but more affluent children overtake the highest low-
income achievers by age 7.

18.Poorer children are half as likely to go to university as their more affluent
peers.

19. Across ethnic groups, white young people do less well than their peers
from many minorities. But the performance and treatment of black Caribbean and
Traveller children raise serious concerns.

20. For minority ethnic groups poverty is twice as likely, despite improved
qualifications.

Children’s socio-economic background appears to have more influence on
educational attainment than the school attended. Indeed, what happens in the home and
local community could account to up to 80 per cent of the difference in how well
children do at school. In Scotland, for example, where the gap between children from
low-income and high-income households is 10-13 months by age 5:

Lower attainment in literacy and numeracy is linked to deprivation throughout
primary school. By age 12-14 (S2), pupils from better-off areas are more than twice as
likely as those from the most deprived areas to do well in numeracy.(Sossu and Ellis
2014).

If we look at children from better-off backgrounds’ experiences of ‘’early
childhood caring environments’ we find there were significant differences in poorer
children’s and their mothers’:

- health and well-being (e.g. birth-weight, breastfeeding, and maternal depression);

- family interactions (e.g. mother—child closeness);

- the home learning environment (e.g. reading regularly to the child); and

- parenting styles and rules (e.g. regular bed-times and meal-times). (Goodman and

Gregg 2010).

Differences such as these impact on the attainment gap and their experience of
education more generally — but a much larger proportion of the gap remains
unexplained, or ‘appears directly related to other aspects of family background (such as
mother’s age, and family size) that were not explained by differences in the early
childhood caring environment’ (0p. Cit.).

The rising number of children living in poverty combined with the additional
stresses and strains experienced by parents and carers brought about by cuts in services
(like Sure Start) and changes in benefit arrangements and income support etc. will
impact on, for example, health and well-being in the home. The number of children



under-achieving is likely to increase. However, this may take a little time to feed
through into the educational statistics — and then be a matter for some debate as the
indicators that we have like the take-up of free school meals and achievement in
GCSE’s each have their problems.

We may also find another confusing movement. While the numbers of children
under-achieving may increase, the attainment gap may decrease. For example, across
the UK in the five year period following the banking crisis of 2008 it appears that there
was a small decrease of around one per cent in the educational attainment gap between
those eligible and ineligible for free school meals. ‘Of those eligible for free school
meals in 2013, 61.9% did not achieve at least 5 GCSEs A* to C (including English and
Maths) compared to 35.2% of pupils not eligible for free school meals’ (JRF 2014).
However — and very significantly — this trend was reversed in 2014 (Adams 2015).
‘Using the previous measure, the gap in GCSE pass rates was 26.7 percentage points in
2013, and crept up to 27.2 percentage points (in 2014)’. As we noted above, all figures
like these need treating with care as the basis on which they are calculated has changed.
There will always be arguments around the way they are adjusted. This said, there is
still strong evidence that the performance of students receiving free school meals
worsened. (The official data can be found on the National Statistics site).

Last, it is worth noting that while there had been an apparent rise in GCSE
attainment at the 5 A*-C level between 2010 and 2014 this can be accounted for ‘by
lower attaining students gaining additional vocational qualifications or ones of higher

league table value, or by having several attempts at assessment’ (Lupton and Thomson
2015: 43).

Austerity and the need for early intervention and family support
A major review of the Coalition’s social policy record summarized the position of

early education and care as follows:

Spending on early education, Sure Start and the childcare element of Working Tax
Credit fell by 21 per cent between 2009-10 and 2012-13, with falls of 11 per cent for
early education, 29 per cent for targeted support for childcare and 32 per cent for Sure
Start. Child Tax Credit and Child Benefit payments were frozen in cash terms. The
income threshold at which families cease to be eligible for the family element of Child
Tax Credit was lowered substantially, so that CTC became a more tightly targeted
benefit. Universal Child Benefit was removed from families that included a higher-rate
taxpayer. At the same time, the number of children under five rose by around 6 per cent,
with the result that real spending per child fell by around a quarter, from £2,508 in
2009-10 to £1,867 in 2012-13. (Lupton et. al. 2015: 21)

This has had a direct impact on children as they enter the schooling system. In
addition, with cuts to income support, community-based support services and to the
funding of voluntary groups and services, parents and carers — according to the senior
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leadership members | talked to when preparing this piece — have been increasingly
turning to schools for help. A significant number have not been able to access the sort of
advice and aid needed for both for their children and themselves. More and more
requests are being made for support with parenting; assistance with meeting the costs of
education and schooling; and around how to deal with issues around learning and
behaviour.

At the same time there has been a significant rise in the number of children
referred to children’s social care (657,800 in England in 2013/4 — up 10.8% on the
previous year) (DfE 2014) and by over 70% since 2007 (All Party Parliamentary Group
on Social Work 2013). Over 4 years there had been a 23.5% increase in the number of
children who were the subject of a child protection plan (48,300) (op. cit.). Needless to
say there has not been a matching increase in the number of social workers who have to
deal with vulnerable children (in fact the numbers have yo-yoed slightly over the period
with the numbers of full-time equivalent social workers remaining around the 22,000-
23,000 mark). One of the results is that caseloads have become heavier (All Party
Parliamentary Group on Social Work 2013) and the bar has been raised on the
acceptance of referrals. Schools have, thus, had to take on a significant amount of early
intervention work with children and young people. With continuing cutbacks to local
authority expenditure — and pressure to increase support for older people — we can
expect further claims being made on schools’ resources — in much the same way that a
relative decrease in expenditure on local care services has led to substantially increased
demand for hospital services.

The situation has also been exacerbated by the growing administrative and
procedural demands of child protection over the last ten years or so. There has been a
significant rise in the paperwork and number of people and agencies involved. At the
same time administrative support for social workers has been cut. The
Munro Review found ‘social workers spend too much time on administrative tasks and
too little time undertaking effective direct work with children and families to help them
change’ (Munro 2011: 114-5).

The upshot of these austerity measures is that schools have to develop multi-
disciplinary teams to deal with early intervention work and the support of children and
families experiencing difficult times. It is now not uncommon to find registered nurses,
professionally trained informal and community educators and youth workers,
counselors. These teams are similar to those envisaged in the USA model of full-service
schooling (Dryfoos 1994).

Direct cuts to school budgets
Governments within the UK have tried to protect (‘ringfence’) current expenditure

on schools since the banking crisis of 2008. However, capital expenditure has been cut
sharply — and this adds up, according to the Office of the Children’s Commissioner
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(2013: 44), to an 11 percent cut in overall expenditure in the period 2010-15. Schools
will face further major cuts to current expenditure over the next few years. These are
likely to lead to falling educational standards. In Wales, for example, even though the
Welsh government increased spending above the block grant received from the UK
government, it has become clear that schools have financed some of their work by
digging into reserves (Jones 2014). Heads have argued that schools could face severe
financial hardship. A typical secondary school in Wales, the Association of School and
College Leaders (ASCL) argued late in 2014, will be driven into deficits of more than
£1m (op. cit.). In Northern Ireland officials in the Department of Education are
suggesting that in the financial year beginning in 2015 there will at least 2,500 job
losses in schools and 500 in colleges because of cuts (BBC News Northern Ireland
2014). A similar picture is emerging in Scotland. Scottish local authorities are expected
to spend £4.1 billion in 2014-15 — which is down five per cent over the previous three
years (MacNab 2015). The number of teachers has fallen by around 4000 since 2007 to
just over 51,000 in 2013. The Convention of Scottish Local Authorities (Cosla) is
indicating that there are likely to be further significant reductions in the number of
teachers from 2015 (op. cit.).

While some education budgets were ‘protected’, in real terms it appears that UK
spending from 2009-10 to 2013-14 on primary education experienced a small cut,
secondary education a much more significant loss of money. ‘It fell in real terms in each
year ... and by 2013-14 had lost 8% of its real value’ (Bolton 2014: 3). However, there
Is some debate around the figures. There is little doubt that overall expenditure
(including nursery, higher and further education as well as schools) on education in
England has been reduced. It

.fell £3.6 billion (4per cent) in real terms between 2009/10 and 2013/14. The
average annual growth rate was -1.7 per cent over the period, although with a large fall
in spending in 2011-12 being compensated for somewhat by an increase in spending
2013-2014. (Lupton and Thomson 2015: 24)

When we come to look at schools then the situation is cloudier. According to data
from the Department for Education (and again covering England):

Total school funding, including both current spending (which accounted for 86 per
cent in 2009/10) and capital, increased by just £0.5bn,from £46.1bn in 2009/10 to
£46.6bn in 2013/4 (in real terms in 2009/10 prices). (op. cit.)

Conservative members of the Coalition government have said only that they would
ring-fence the NHS and foreign aid budgets if they were to win power in the 2015
elections — but not education budgets. An initial analysis made by the House of
Commons library of the spending figures announced by George Osborne, the
Chancellor of the Exchequer, suggested they would cut around £13.3 bn. per year from



the education budget. The analysis reports that ‘more than £9bn would be cut from
schools funding, about £640m from the extra pupil premium for disadvantaged children,
about £775m from early years education and more than £1.6bn from the budget for 16-
to 19-year-olds’ (Mason 2014). These figures assumed that government departments
(other than those concerned with health and foreign aid) take an equal percentage share
of the cuts. Given that the total annual budget for school funding is around £65 bn., in
crude terms schools would face a cut of around 14-17 percent of their budgets by the
end of the next Parliament (and in real terms this could be significantly larger).
Subsequently, David Cameron, the Prime Minister, announced that the amount of ‘cash
per pupil” will not be cut — but given that schools will have to pay 5 per cent more in
teacher pension and national insurance costs, and that this funding is not inflation-
proofed, this looks like a cut of at least 7 per cent according to the Institute for Fiscal
Studies and is more likely to be 10 per cent by the end of the next Parliament (Weale et.
al. 2015). Capital budgets are not protected, and this is a particular worry as we are
currently experiencing a significant growth in the school age population. We can expect
problems around the provision of adequate classroom space and school places and this
in turn will add to the scale of the real cut involved in school funding.

Staffing costs account for the vast majority of a school’s spending (on average
primary schools spend 79% of their budgets on staffing and secondary schools spend
78%) (DfE 2103) and will become the main target for cuts. The result will be larger
class sizes, a reduction in support services, and a narrowing range of subjects and
opportunities on offer. The staffing of areas like music, drama and arts and crafts will be
under considerable pressure. The number of specialist educators, pedagogues and
workers concerned with the wellbeing of students and with early intervention and
family support is likely to be significantly reduced — if the same pattern of cuts is
repeated in schools as has happened in local authorities. This would be especially
problematic for children, families and the functioning of schools as the need for their
particular expertise and ways of working has increased greatly — and will continue to
increase.

Cuts in non-staff costs are likely to lead to a more restricted range of extra-
curricular activity like trips; less attention being given to the fabric of the building and
the quality of the teaching environment; and aging IT, scientific and technical
equipment. In some cases — especially where schools are new or have had a major
rebuild — the room for manoeuvre around the building and technical services will be
limited by long-term contracts that have been required by governments in exchange for
investment in plant. This will, in turn, mean increased downward pressure on teaching
costs.

All this is happening in the context of growing pressures within the schooling and
education system flowing from demographic change — in other words there is a growing



school age population. So far this has not had the same impact as an aging population
had on the National Health Service, but as the growth gains momentum we can expect
the pressures to become more visible.

In conclusion — austerity and children’s well-being
Jonathan Bradshaw and Gillian Main (2014) have argued that, ‘The burden of

austerity has fallen particularly heavily on children. As yet we lack the data to provide a
full analysis of the impacts of this, but the evidence we do have suggests worrying
trends’. A UNICEF review of the impact of the economic crisis on child well-being in
rich countries concludes that there is a ‘strong and multifaceted relationship between the
impact of the Great Recession on national economies and a decline in children’s well-
being since 2008’. They continue, ‘Children are suffering most, and will bear the
consequences longest, in countries where the recession has hit hardest’ (2014: 2). They
report that:

- Child poverty has increased in most countries; [J Young people have
been hit ‘extremely hard, with the NEET (not in education, employment or
training) rate rising dramatically in many countries’; and

- Feelings, on the part of children and young people, of insecurity and
stress have risen in many countries.

They also comment that the poorest and most vulnerable children have suffered
disproportionately in rich countries. ‘Inequality has increased in some countries where
overall child poverty has decreased, suggesting that tax changes and social transfers
intended to help the poorest children have been relatively ineffective’ (UNICEF 2014:
3)

UNICEF (Adamson 2013) has ranked the well-being of children in rich countries.
They looked at five dimensions:

- Material well-being.

- Health and safety.

- Education.

- Behaviours and risks.

- Housing and environment.

At the top of list for well-being are countries like the Netherlands, Norway,

Iceland, Finland and Sweden. At the bottom are Greece, the United States, Lithuania,
Latvia and Romania.

The UK is mid-table overall with regard to well-being — but poor with regard to
educational well-being (24™ out of 29 countries). In part this is due to relatively high
numbers of young people not in education, employment and training (NEET) — but also
linked to low participation rates in further education. Other headline results include high
rates of teenage pregnancy; one of the highest alcohol abuse rates among 11-15 year



olds; and relatively high infant mortality rates (Adamson 2013).

These figures show that the UK had moved up the league table in overall well-
being, since 2010, but UNICEF UK has noted that ‘the downgrading of youth policy
and cuts to local government services are having a profound negative effect on young
people age 15-19°. (UNICEF UK undated). The UK was in the top fifth of the rich
countries in terms of cuts in public expenditure (UNICEF 2014).

While there has been some interest within the Coalition in looking at the impact of
policies upon wellbeing and happiness, the practice in government activity has been
rather different. Lupton and Thomson (2015: 22) comment on the significance of the
change in departmental name from the Department for Children, Schools and Families
(DSCF) to the Department for Education (DfE). It signalled, they argue:

. a narrowing of intent which was accompanied by the dropping of policies
relating to wider children’s well-being (notably Every Child Matters), much multi-
agency and area-based working (although areas must still have multi-agency Local
Safeguarding Children Boards), and a focus on marginalised groups which had
developed in the former DCSF since 2007. (op. cit.)

As we have seen here, there has been a ‘worrying trend’ with regard of the impact of
austerity upon schooling and learning. Things are likely to get significantly worse over
the years to 2020. With increased poverty, cuts to school budgets and further depletion
of community provision and local welfare services we can expect a widening
‘attainment gap’, heavier demands made of schools to support struggling families, and
an intensification and extension of the need to make more complex interventions to
support learning.

Ethics and research methods in education

Ethical problems arising from research methods used in educational contexts occur
passim in Burgess’s (1989a) edited collection of papers, The Ethics of Educational
Research, and the book is recommended to readers for their perusal. Burgess himself
considers ethical issues emerging from ethnographic research (1989b). Similar themes
characterize Riddell’s paper in which she examines feminist research in two rural
comprehensive schools. Her work illustrates how feminist investigations raise questions
about honesty, power relations, the responsibility of the researcher to the researched,
and collaboration. Corresponding topics are broached for action researchers by Kelly
(1989b), who was co-director of the ‘Girls into Science and Technology’ project, a
study focusing on girls’ under-involvement in science and technology. A range of
questions are considered—researcher power and values, the problem of informed



consent, and the manner in which research data are presented to the participants in the
project with respect to empirical research are considered in the second part of the book.

Reflection on the articles in Burgess (1989a) will show that the issues thrown up by the
complexities of research methods in educational institutions and their ethical
consequences are probably among the least anticipated, particularly among the more
inexperienced researchers. The latter need to be aware of those kinds of research which,
by their nature, lead from one problem to another. Serial problems of this sort may arise
in survey methods or ethnographic studies, for example, or in action research or the
evaluation of developments. Indeed, the researcher will frequently find that
methodological and ethical issues are inextricably interwoven in much of the research
we have designated as qualitative or interpretive. As Hitchcock and Hughes note:
Doing participant observation or interviewing one’s peers raises ethical problems that
are directly related to the nature of the research technique employed. The degree of
openness or closure of the nature of the research and its aims is one that directly faces
the teacher researcher. (Hitchcock and Hughes, 1989:199)

They go on to pose the kinds of question that may arise in such a situation. “Where for
the researcher does formal observation end and informal observation begin?’ ‘Is it
justifiable to be open with some teachers and closed with others?’ ‘How much can the
researcher tell the pupils about a particular piece of research?” ‘When is a casual
conversation part of the research data and when is it not?” ‘Is gossip legitimate data and
can the researcher ethically use material that has been passed on in confidence?’ As
Hitchcock and Hughes conclude, the list of questions is endless yet they can be related
to the nature of both the research technique involved and the social organization of the
setting being investigated. The key to the successful resolution of such questions lies in
establishing good relations. This will involve the development of a sense of rapport
between researchers and their subjects that will lead to feelings of trust and confidence.
Mention must be made once again in this particular context of the work of Fine and
Sandstrom (1988) who discuss in some detail the ethical and practical aspects of doing
fieldwork with children. In particular they show how the ethical implications of
participant observation research differ with the age of the children. Another feature of
qualitative methods in this connection has been identified by Finch who observes that:

there can be acute ethical and political dilemmas about how the material produced is
used, both by the researcher her/himself, and by other people. Such questions are not
absent in quantitative research, but greater distancing of the researcher from the
research subjects may make them less personally agonizing. Further, in ethnographic
work or depth interviewing, the researcher is very much in a position of trust in being
accorded privileged access to information which is usually private or invisible. Working
out how to ensure that such trust is not betrayed is no simple matter... Where
qualitative research is targeted upon social policy issues, there is the special dilemma
that findings could be used to worsen the situation of the target population in some way.



(Finch, 1985)
Kelly’s (1989a) paper would seem to suggest, as we have noted elsewhere in this
chapter, that the area in qualitative research where one’s ethical antennae need to be
especially sensitive is that of action research, and it is here that researchers, be they
teachers or outsiders, must show particular awareness of the traps that lie in wait. These
difficulties have been nowhere better summed up than in Hopkins when he says:

[The researchers’] actions are deeply embedded in an existing social organization and
the failure to work within the general procedures of that organization may not only
jeopardize the process of improvement but existing valuable work. Principles of
procedures for action research accordingly go beyond the usual concerns for
confidentiality and respect for persons who are the subjects of enquiry and define in
addition, appropriate ways of working with other participants in the social
organization. (Hopkins, 1985:135) Box 2.8 presents a set of principles specially
formulated for action researchers by Kemmis and McTaggart (1981) and quoted by
Hopkins (1985).

We conclude by reminding readers who may become involved in action research that
the problem of access is not resolved once one has been given permission to use the
school or organization. The advice given by Hammersley and Atkinson with respect to
ethnographic research is equally applicable to action research. As they say: [having]
gained entry to a setting...by no means guarantees access to all the data available
within it. Not all parts of the setting will be equally open to observation, not everyone
may be willing to talk, and even the most willing informant will not be prepared, or
perhaps even able, to divulge all the information available to him or her. If the data
required to develop and test the theory areto be acquired, negotiation of access is
therefore likely to be a recurrent preoccupation for the ethnographer. (Hammersley and
Atkinson, 1983:76)

As the authors observe, different kinds of data will demand different roles, and these in
turn result in varying ethical principles being applied to the various negotiating stances.

Ethics and teacher evaluation

After our brief excursus into the problems of ethics in relation to action research, an
approach to classroom activities frequently concerned with the improvement of teacher
performance and efficiency, it would seem logical to acknowledge the role and
importance of ethics in teacher evaluation. The appraisal of teacher and headteacher
performance is one that is going to play an increasingly important part as accountability,
teacher needs, and management efficiency assume greater significance, as governments
introduce pedagogic and curricular changes, and as market forces exert pressure on the
educational system generally. By thus throwing teacher appraisal into greater relief, it
becomes very important that training appraisal programmes are planned and designed in
such a way as to give due recognition to the ethical implications at both school and LEA



levels. With this in mind, we briefly review some basic principles and concepts
formulated in the USA that may sensitize all those involved in appraisal procedures to
the concomitant ethical factors.

Box 2.8
Ethical principles for the guidance of action researchers

Observe protocol: Take care to ensure that the relevant persons, committees, and
authorities have been consulted, informed and that the necessary permission and
approval have been obtained. Involve participants: Encourage others who have a
stake in the improvement you envisage to shape and form the work.

Negotiate with those affected: Not everyone will want to be directly involved; your
work should take account of the responsibilities and wishes of others. Report
progress: Keep the work visible and remain open to suggestions so that unforeseen
and unseen ramifications can be taken account of; colleagues must have the
opportunity to lodge a protest to you. Obtain explicit authorizations: This applies
where you wish to observe your professional colleagues; and where you wish to
examine documentation. Negotiate descriptions of people’s work:. Always allow
those described to challenge your accounts on the grounds of fairness, relevance
and accuracy.

Negotiate accounts of others’ points of view (e.g. in accounts of communication):
Always allow those

involved in interviews, meetings and written exchanges to require amendments
which enhance fairness, relevance and accuracy.

Obtain explicit authorization before using quotations: Verbatim transcripts,
attributed observations, excerpts of audio and video recordings, judgements,
conclusions or recommendations in reports (written or to meetings).

Negotiate reports for various levels of release: Remember that different audiences
require different kinds of reports; what is appropriate for an informal verbal report
to a faculty meeting may not be appropriate for a staff meeting, a report to council,
a journal article, a newspaper, a newsletter to parents; be conservative if you cannot
control distribution. Accept responsibility for maintaining confidentiality.

Retain the right to report your work: Provided that those involved are satisfied with
the fairness, accuracy and relevance of accounts which pertain to them, and that the
accounts do not unnecessarily expose or embarrass those involved, then accounts
should not be subject to veto or be sheltered by prohibitions of confidentiality.

Make your principles of procedure binding and known: All of the people involved
in your action research project must agree to the principles before the work begins;
others must be aware of their rights in the process.

Source Adapted from Kemmis and McTaggart (1981) and quoted in Hopkins

(1985)

Strike (1990), in his paper on the ethics of educational evaluation, offers two broad
principles which may form the basis of further considerations in the field of valuation.



These are the principle of benefit maximization and the principle of equal respect. The
former, the principle of benefit maximization, holds that the best decision is the one that
results in the greatest benefit for most people. It is pragmatic in the sense that it judges
the rightness of our actions by their consequences or, as Strike says, the best action is
the one with the best results. In British philosophical circles it is known as utilitarianism
and requires us to identify the particular benefits we wish to maximize, to identify a
suitable population for maximization, specify what is to count as maximization, and
fully understand the consequences of our actions.

The second principle, that of equal respect, demands that we respect the equal worth of
all people. This requires us to treat people as ends rather than means; to regard them as
free and rational; and to accept that they are entitled to the same basic rights as others.
Strike then goes on to list the following ethical principles which he regards as
particularly important to teacher evaluation and which may be seen in the light of the
two broad principles outlined above:

1 Due process Evaluative procedures must ensure that judgements are reasonable:
that known and accepted standards are consistently applied from case to case, that
evidence is reasonable and that there are systematic and reasonable procedures for
collecting and testing evidence.

2 Privacy This involves a right to control information about oneself, and protects
people from unwarranted interference in their affairs. In evaluation, it requires that
procedures are not overtly intrusive and that such evaluation pertains only to those
aspects of a teacher’s activity that are job related. It also protects the confidentiality of
evaluation information.

3 Equality In the context of evaluation, this can best be understood as a
prohibition against making decisions on irrelevant grounds, such as race, religion,
gender, ethnicity or sexual orientation. 4 Public perspicuity This principle requires
openness to the public concerning evaluative procedures, their purposes and their
results.

5 Humaneness This principle requires that consideration is shown to the feelings
and sensitivities of those in evaluative contexts.

6 Client benefit This principle requires that evaluative decisions are made in a
way that respects the interests of students, parents and the public, in preference to those
of educational institutions and their staff.

This extends to treating participants as subjects rather than as ‘research fodder’. 7
Academic freedom This requires that an atmosphere of intellectual openness is
maintained in the classroom for both teachers and students. Evaluation should not be
conducted in a way that chills this environment. 8 Respect for autonomy Teachers are
entitled to reasonable discretion in, and to exercise reasonable judgement about, their
work. Evaluations should not be conducted so as to unreasonably restrict discretion and
judgement. Strike has developed these principles in a more extended and systematic
form in his article. Finally, we note the three principles that Strike applies to the task of



conflict resolution, to resolving the differences between teachers and the institutions in
which they work as a result of the evaluation process. He recommends that where a
conflict has to be resolved, remediation is to be preferred, where possible, to
disciplinary action or termination; mediation is to be preferred, where possible, to more
litigious forms and solutions; and that informal attempts to settle disputes should
precede formal ones. We have seen throughout this chapter and in this particular section
how the codification and regulation of ethical principles is proceeding apace in the
USA; and that this is occurring at both a formal and informal level. In this next,
penultimate, section we look a little closer at these matters and their implications for the
UK.

What makes us happy?

Happiness is all about every day, normal activities, psychologists have argued, but
do we intuitively understand what strategies increase happiness or not? To find out if
students knew, Tkach and Lyubomirsky (2006) asked 500 undergraduates about the
strategies they used to increase their happiness.

Below are the strategies students reported using, starting with the most frequently
used, down to the least. Also, for each strategy Tkach and Lyubomirsky looked at the
relationship between its use and students' reported levels of happiness to see if those
who used a particular strategy were actually happier.

Keep in mind that this is a correlational study. That means it can only tell us that
two things - like having a social life and happiness - are related, not that one definitely
causes the other. That said, there are other studies which do provide evidence of
causality in some categories.

1. A social life

Social affiliation (mpucoeaunenue; npuem, nIpuHATHE B WieHbI) - hanging around
with friends, helping others - was the most frequently reported method of increasing
happiness. It also had the strongest relationship with student's actual happiness. No
surprises here. Experiments manipulating people's social activity have found that when
increased it leads to more happiness. It's gratifying to see that the number 1, most
frequently used strategy probably does work!

2. Acting happy

Direct strategies like 'acting happy' and 'smiling' were the second most popular.
While there is some experimental evidence to back this one up, Tkach and Lyubomirsky
are cautious. I'd be cautious as well. 'Acting happy' might be useful as a short-term
strategy but I'm not so sure about its useful in the long-term.

3. Achieving long-term goals

The students were pretty keen on setting themselves long-term goals for personal
achievement, and then sticking to them. This was a relatively popular strategy for
increasing happiness and there are also a good few studies to back up this finding. Well
done to the students!

4. Passive leisure pursuits (3austue)

Here's the first bad boy. Passive leisure, like watching TV or playing video games,



while relatively popular, showed no connection with happiness. Experimental studies
back this up finding few benefits for happiness from passive leisure activities. So, once
again, it's time to chuck out the idiot box and the Xbox.

5. Active leisure pursuits

No question about this one. It's very well established that active leisure pursuits
like running or cycling increase happiness. What's worrying is that these pursuits come
lower down the list than passive leisure pursuits.

6. Religion

This was a relatively unpopular strategy for increasing happiness, although it is
reasonably well-established that religion and being happy go together. Tkach and
Lyubomirsky suggest the reason for this connection could be to do with social
connectedness, having a sense of purpose in life or even reduced alcohol consumption.

7. Partying and clubbing

Perhaps surprisingly amongst university students this was relatively unpopular as a
happinessenhancing activity. It's just as well since those who partied more weren't any
happier, once their extraversion was taken into account.

8. Mental control

This is the second bad boy. It centres around thinking bad thoughts: both
contemplating them and trying to suppress them. This category was significantly
associated with being unhappy. Indeed, previous research has found that both
ruminating on negative thoughts and trying to suppress negative thoughts leads to
unhappiness.

A (mostly) positive message

This last category of mental control really stands out: what on earth is it doing on a
list of strategies to increase happiness? Statistically it was the strongest predictor of
unhappiness. This suggests that a significant minority of people have exactly the wrong
idea about what strategies increase happiness.

Passive leisure pursuits is the other category that stands out. All the other
categories in the top 6 have at least some connection with happiness. This one has none
and yet there it is at number 4 in the list.

The positive message is that generally the strategies that people use to increase
their happiness do actually work. We're relying on self-reports here, so people could
well be misrepresenting what they actually do - but at least they mostly know what
they're supposed to be doing.

The id, the ego, and the superego

Freudian psychological reality begins with the world, full of objects. Among them
is a very special object, the organism. The organism is special in that it acts to survive
and reproduce, and it is guided toward those ends by its needs — hunger, thirst, the
avoidance of pain, and sex.

A part — a very important part — of the organism is the nervous system, which
has as one its characteristics a sen-si tivity to the organism's needs. At birth, that
nervous system is little more than that of any other animal, an «it» or id. The nervous
system, as id, translates the organism's needs into motivational forces, which are
instincts or drives. Freud also called them wishes. This translation from need to wish is



called the primary process.

The id works in keeping with the pleasure principle, which can be understood as a
demand to take care of needs immediately. Just picture the hungry infant, screaming
itself blue. It doesn't «kknow» what it wants in any adult sense; it just knows that it wants
it and it wants it now. The infant, in the Freudian view, is pure, or nearly pure id. And
the id is nothing if not the psychic representative of biology.

Unfortunately, although a wish for food, such as the image of a juicy steak, might
be enough to satisfy the id, it isn't enough to satisfy the organism. The need only gets
stronger, and the wishes just keep coming. You may have noticed that, when you
haven't satisfied some need, such as the need for food, it begins to demand more and
more of your attention, until there comes a point where you can't think of anything else.
This is the wish or drive breaking into consciousness.

Luckily for the organism, there is that small portion of the mind we discussed
before, the conscious, that is hooked up to the world through the senses. Around this
little bit of consciousness, during the first year of a child's life, some of the «it» becomes
«I», some of the id becomes ego. The ego relates the organism to reality by means of its
consciousness, and it searches for objects to satisfy the wishes that id creates to
represent the organisms needs. This problem-solving activity is called the secondary
process.

The ego, unlike the id, functions according to the reality principle, which says
«take care of a need as soon as an appropriate object is found*. It represents reality and,
to a considerable extent, reason.

However, as the ego struggles to keep the id (and, ultimately, the organism) happy,
it meets with obstacles in the world. It occasionally meets with objects that actually
assist it in attaining its goals. And it keeps a record of these obstacles and aides. In
particular, it keeps track of the rewards and punishments meted out by two of the most
influential objects in the world of the child — mom and dad. This record of things to
avoid and strategies to take becomes the superego. It is not completed until about seven
years of age. In some people, it never is completed.

There are two aspects to the superego: One is the conscience, which is an
internalization of punishments and warnings. The other is called the ego ideal. It derives
from rewards and positive models presented to the child. The conscience and ego ideal
communicate their requirements to the ego with feelings like pride, shame, and guilt.

It is as if we acquired, in childhood, a new set of needs and accompanying wishes,
this time of social rather than biological origins. Unfortunately, these new wishes can
easily conflict with the ones from the id. You see, the superego represents society, and
society often wants nothing better than to have you never satisfy your needs at all.

Freud's therapy has been more influential than any other, and more influential than
any other part of his theory. Here are some of the major points:

Relaxed atmosphere. The client must feel free to express anything. The therapy
situation is in fact a unique social situation, one where you do not have to be afraid of



social judgment or ostracism. In fact, in Freudian therapy, the therapist practically
disappears. Add to that the physically relaxing couch, dim lights, sound-proof walls, and
the stage is set.

Free association. The client may talk about anything at all. The theory is that, with
relaxation, the unconscious conflicts will inevitably drift to the fore. It isn't far off to see
a similarity between Freudian therapy and dreaming. However, in therapy, there is the
therapist, who is trained to recognize certain clues to problems and their solutions that
the client would overlook.

Resistance. One of these clues is resistance. When a client tries to change the topic,
draws a complete blank, falls asleep, comes in late, or skips an appointment altogether,
the therapist says «aha». These resistances suggest that the client is nearing something
in his free associations that he — unconsciously, of course — finds threatening.

Dream analysis. In sleep, we are somewhat less resistant to our unconscious and
we will allow a few things, in symbolic form, of course, to come to awareness. These
wishes from the id provide the therapist and client with more clues. Many forms of
therapy make use of the client's dreams, but Freudian interpretation is distinct in the
tendency to find sexual meanings.

Parapraxes. A parapraxis is a slip of the tongue, often called a Freudian slip. Freud
felt that they were also clues to unconscious conflicts. Freud was also interested in the
jokes his clients told. In fact, Freud felt that almost everything meant something almost
all the time — dialing a wrong number, making a wrong turn, misspelling a word, were
serious objects of study for Freud. However, he himself noted, in response to a student
who asked what his cigar might be a symbol for, that « sometimes a cigar is just a
cigar». Or is it?

Other Freudians became interested in projective tests, such as the famous
Rorschach or inkblot tests. The theory behind these test is that, when the stimulus is
vague, the client fills it with his or her own unconscious themes. Again, these could
provide the therapis

How Culture Affects The Recognition Of Emotions

April 2008 - Research from the University of Alberta, Canada and Hokkaido
University, Japan published in the Journal of Personality and Social Psychology has
found significant differences in how people from eastern and western cultures assess
interpersonal situations.

In the course of two studies, participants viewed group photographs comprising
one central and four background figures. Researchers manipulated the facial emotions
of all five (happy, angry, or sad) and asked participants to determine the dominant
emotion of the central figure. The study found that 72 per cent of Japanese participants
reported that their judgment was influenced by emotions displayed by all the figures in
the group, while a similar percentage of North Americans reported not being influenced
by the background figures at all.

Co-author Takahiko Masuda, a psychology professor from the University of Alberta
said:



"What we found is quite interesting. Our results demonstrate that when North
Americans are trying to figure out how a person is feeling, they selectively focus on that
particular person's facial expression, whereas Japanese consider the emotions of the
other people in the situation."

Researchers confirmed these findings by monitoring participants' eye movements
demonstrating that Japanese looked at the surrounding people more than their western
counterparts. While both groups looked to the central figure during the first second of
viewing, Japanese participants immediately switched to the background figures while
westerners continued to focus on the central figure.

Takahiko Masuda commented:

"East Asians seem to have a more holistic pattern of attention, perceiving people in
terms of the relationships to others. People raised in the North American tradition often
find it easy to isolate a person from its surroundings, while East Asians are accustom to
read the air 'kuuki wo yomu' of the situation through their cultural practices, and as a
result, they think that even surrounding people's
facial expressions are an informative source to understand the particular person's
emotion."

Recognizing and Remembering Faces

December 2010 - The ability to recognize and remember faces is best when we are
aged 30-34 - ten years later than most of our other mental abilities - according to
research to be presented in the journal Cognition.

Laura T. Germine and Ken Nakayama of Harvard University and Bradley
Duchaine of Dartmouth College have found that face recognition may require years of
practice to perfect. According to Laura Germaine:

"We all look at faces, and practice face-watching, all the time. It may be that the
parts of the brain we use to recognize faces require this extended period of tuning in
early adulthood to help us learn and remember a wide variety of different faces."

The researchers tested 44,000 volunteers ages 10 to 70 on recognition of computer-
generated faces using the web-based Cambridge Face Memory Test. While skill at
mental tasks such as remembering names was best between the ages of 23 and 24, skill
at face-recognition ability rose sharply from age 10 to 20 and then improved slowly
through the 20s to reach a peak between 30 and 34. Similar results were found in
another experiment with computer-generated children's faces. The best results were
shown by individuals in their early 30s, with face recognition declining slowly with
older people. The ability of 65-year-olds roughly matched that of 16-year-olds.

Laura Germine concluded:

"Research on cognition has tended to focus on development, to age 20, and aging,
after age 55. Our work shows that the 35 years in between, previously thought to be
fairly static, may in fact be more dynamic than many scientists had expected."

Why Do We Never Forget a Face?

January 2007 - A study by researchers from Vanderbilt University published in
Psychonomic Bulletin and Review has found that we are able to remember more faces
compared to other objects and that faces are retained best in our short-term memory.
They suggest that our expertise in remembering faces allows them to be packaged better
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for memory.

Kim Curby, post-doctoral researcher at Yale University and primary author
compared this to packing a suitcase:

"How much you can fit in a bag depends on how well you pack it. In the same
way, our expertise in 'packaging' faces means that we can remember more of them."

The study focuses on visual short-term memory (VSTM), a component with
limited capacity that helps us process and briefly remember images and objects.
Participants were asked to study up to five faces displayed on a screen for varying
lengths of time to a maximum of four seconds. Later they were presented with a single
face and asked to decide if it was part of the original group. Results were compared with
other objects such as watches or cars.

The researchers found that when displays were studied for half a second, more
objects than faces were stored in VSTM. They suggest that more time was needed for
encoding because faces have greater complexity. However, when given four seconds, an
advantage for faces emerged. This outcome was only obtained for faces encoded in the
familiar upright orientation; those encoded upside-down showed no such advantage.
They suggest that experience leads to upright faces being encoded using the whole
configuration not just the parts.

Isabel Gauthier, associate professor of psychology and co-author said:

"Our results show that we can store more faces than other objects in our visual
short-term memory. We believe this happens because of the special way in which faces
are encoded."

The authors suggest that this research has practical implications for the way we use
VSTM, for example in complex social situations or in training people in other
categories of objects. They point out that short-term memory is vital to continuity of
understanding, serving as temporary storage for information in current use.

Isabel Gauthier explained:

"Our work is the first to show an advantage in capacity for faces over other objects.
Our results suggest that because experience leads you to encode upright faces in a
different manner (not only
using the parts, but using the whole configuration) you can store more faces in

VSTM." Kim Curby said:

"What's striking about this is that some of the most prominent, current theories
suggest that the capacity of VSTM is set in stone, unalterable by experience. However,
our results clearly show that expert learning impacts VSTM capacity."

The authors plan to study VSTM capacity in experts in other complex objects, such
as cars. They also intend to use brain imaging to identify mechanisms in the brain by
which faces are encoded more efficiently than other objects.

Perceiving Emotions

October 2010 - Research from the Waseda Institute for Advanced Study in Tokyo,
published in Psychological Science, compared how Japanese and Dutch people assess
another's emotions. The study found that Japanese people pay more attention to the tone
of voice than facial expression. The reverse was the case for Dutch participants.

Researchers recorded Japanese and Dutch actors expressing the neutral phrase 'is



that so?' in angry and happy ways. Videos were edited to match angry tone with happy
facial expression and vice versa. Japanese and Dutch volunteers watched the videos in
both languages and were asked to assess whether the person was happy or angry. The
study found that Japanese participants paid more attention to vocal tone, even when
instructed to concentrate on facial expression. Researchers suggest this reflects different
ways of communicating that may lead to misunderstandings.

Researcher Akihiro Tanaka commented:

"I think Japanese people tend to hide their negative emotions by smiling, but it’s
more difficult to hide negative emotions in the voice."

Japanese people may be used to listening for emotional cues. A Dutch person used
to the voice and face matching may see a Japanese person smiling and overlook the
upset tone, thereby reaching the wrong conclusion about the person's mood. Detecting
false smiles

Research by Masaki Yuki (Hokkaido University), William Maddux (INSEAD) and
Takahiko Masuda (University of Alberta) published in theJournal of Experimental
Social Psychology in 2007 compared Japanese and American interpretations of
computerized icons and human images showing a range of emotions.

Findings suggest that where emotional control is the cultural norm (e.g. Japan)
eyes are the key to interpretation. In cultures where there is more open expression of
emotion (e.g. USA) the mouth is the main focus.

Takahiko Masuda commented:

"We think it is quite interesting and appropriate that a culture that tends to masks
its emotions, such as Japan, would focus on a person's eyes when determining emotion,
as eyes tend to be quite subtle. In the United States, where overt emotion is quite
common, it makes sense to focus on the mouth, which is the most expressive feature on
a person's face."

Researchers also detected these differences in interpretation of computer
emoticons, used in email and text messaging. Japanese emoticons distinguish happiness
and sadness in depiction of the eyes, while American emoticons use direction of the
mouth. The results suggest that Japanese may be better at detecting "false smiles".

Takahiko Masuda said:

"These findings go against the popular theory that the facial expressions of basic
emotions can be universally recognized. A person's culture plays a very strong role in
determining how they will perceive emotions and needs to be considered when
interpreting facial expression."

***k

Tect o aucuumianue «Hemenkuu A3bIK»
WNucTpyKkuus: U3 Npeaio)KeHHBIX BAPUAHTOB BHIOEPHUTE OJIUH MIPABIIIbHBIN OTBET.

0. Besnie 1 npaBuiibHO o Be3sze.
ITOMECYECHBI e He Be3ne.
3BE30UYKOM HAa3BAHMS
HEMEIKHX OYKB?




1. 1 | Hemenxas OykBa ‘@’ Hemenkas Oyksa ‘@’
Ha3bIBAETCS Ha3bIBACTCSI
* [ei], mo-pyccku * [ei]
[mudToHT 3u] o [&]
* [@] , mo-pyccKku * [a:]*
[mmpoxoe 3]
* [a:]* , mo-pyccku
[monrwii a]
2. 2 | Hemenkas Gyksa ‘b’ Hewmenkast Gyxsa ‘b’
Ha3bIBaeTCs Ha3bIBaCTCSI
* [biZ] * [bi:] , mo-pyccku
* [be:]*, mo-pyccku [mosnruii u)
[y3Kwuii 3] « [be:]*, mo-pyccku
[y3kmii 3]
3. Hewmernkas 6yksa ‘C’ Hewmernkas 6ykBa ‘C’
Ha3bIBaeTCsI Ha3bIBACTCSI
* [si:] mo-pyccku [cu] | *[es]
* [es], mo-pyccku [ac] | * [si:]
* [se], mo-pyccku [ca] | *[Se]
* [tse]* , mo-pyccku * [tse]
[1o]
4. Hewmerkast 6yksa ‘d’ Hewmerxas 6yksa ‘d’
Ha3bIBACTCSI Ha3bIBACTCSI
* [di:] , mo-pyccku e [di:]
[m] * [de]
* [de]*, mo-pyccku
[mo]
5. Hewmernkas 6yksa ‘e’ Hewmerkas 6ykBa ‘e’
Ha3bIBACTCSI Ha3bIBACTCSI
* [i:], mo-pyccku [u] * [i:]* , mo-pyccku
* [e]*, mo-pyccku [H]
y3Kui [3] * [€], mo-pyccku
* [je], mo-pyccku [i3] | y3koe [3]
* [je], mo-pyccku [#3]
6. Hemenxas 6yksa ‘f’ Hewmenxast 6yksa ‘f’
HA3bIBACTCS Ha3bIBACTCS
* [ef]*, mo-pyccku * [fe]
[>] * [fi’]
* [fe], mo-pyccku [pa] | © [ef]
* [fi:], mo-pyccku [du]
7. Hewmenxas 6yxsa ‘g’ Hewmenxas 6yksa ‘g’
Ha3bIBACTCSI Ha3bIBACTCSI
* [d3i:] mo-pyccku * [dzei]
[oxu] * [9¢]
* [d3ei] no-pyccku * [dzi:]
[mxdu]
* [ge]* mo-pyccku [13]
8. Hewmerkast 6yksa ‘h’ Hewmerxas G6yksa ‘h’
HA3bIBACTCS Ha3bIBACTCS
* [eit[] mo-pyccku * [ha:]
[5mu] ¢ TBEpABIM «u» | ¢ [eit[]
* [ha:], mo-pyccku * [ha:], mo-pyccku
[xa] ¢ memeBbIM «x» [xa] ¢ meneBsIM «X»
* [ha:]*, mo-pyccku * [ha:]*, mo-pyccku
[xa] c BELHOXOM «X» [xa] c BELHOXOM «X»
* [af], mo-pyccku [am] |  [af]], mo-pyccku
[ar]
9. Hewmerkas 6yksa ‘i’ Hewmerikas Oyksa ‘i’

Ha3bIBaeTCs
* [ai] mo-pyccku [au]
* [i], mo-pyccku
[xpaTkwmit u)

o [i:]*, mo-pyccku
[monruit u)

Ha3bIBACTCS
- [i]

* ]

* [ai]




10. | Hemeuxkas Gyksa j’ Hewmeuxkas 6yksa j’
Ha3bIBAETCS Ha3bIBACTCSI
* [d3ei], mo-pyccku * [d3ei]
[moxsm] * [d3i:]
* [d3i:], mo-pyccku * [jot]
(k]
* [jot]*, mo-pyccku
[#oT]
11. | Hemenxkas 6yxsa ‘k’ Hewmenkast Gyxsa ‘K’
Ha3bIBaCTCsI Ha3bIBaCTCSI
* [kei], mo-pyccku * [ka:]
[x3u] o [kei]
* [ka:]*, mo-pyccku * [ke]
[xa]
* [ke], mo-pyccki [k3]
12. | Hemernxkas Oyksa ‘I’ Hewmerikas Gyksa ‘I’
Ha3bIBACTCS Ha3bIBACTCS
* [el]*, mo-pycckn * [el]
[311B] o [le]
* [lg], mo-pyccku [113]
13. | Hememnxkas OyxBa ‘m’ | Hemenkas Oykea ‘m’
Ha3bIBACTCS Ha3bIBACTCS
* [em]*, no-pyccku * [me]
[om] - [em]
* [me], mo-pyccku
[mo]
14. | Hemernxkas Oyksa ‘n’ Hewmernkas 6yxBa ‘n’
Ha3bIBACTCS Ha3bIBaETCS
* [en]*, mo-pyccku ¢ [en]
[oH] * [ne]
* [ng], mo-pyccku [HA]
15. | Hemermxkas Oyxsa ‘0’ Hewmeuxas 6yksa ‘0’
Ha3bIBACTCS Ha3bIBACTCS
* [au], mo-pyccku [Oy] | *[0]
* [0], mo-pyccku * [o:]
[xpatkoe o] e [au]
* [0:]*, mo-pyccku
[monroe o]
16. | Hemeukas Oyxsa ‘p’ Hewmerkas Oyxsa ‘p’
Ha3bIBACTCS Ha3bIBaETCS
* [pi:], mo-pyccku [mu] |  [pi:]
* [pe]*, mo-pyccku * [pe]
[mo]
17. | Hememxkas Oyxsa ‘Q’ Hewmeuxas 6yksa ‘q’
HA3bIBACTCS Ha3bIBACTCS
* [kju:], mo-pyccku * [ku:]
[kBr0] e [Kju:]
* [ku:]*, mo-pyccku
[xy]
18. Hewmenkas Oyksa ‘r’ Hemeunkas Oyksa ‘r’

Ha3bIBACTCA

* [a:], mo-pyccku
nonroe [a]

* [ea], mo-pyccku
u¢TOHT [3a]

* [a:r], mo-pyccku [ap]
* [er]*, mo-pyccku
[op]

Ha3bIBACTCS

* [a:]

* [&9]

* [a:r]

* [er]*, mo-pyccku
[op]




19. | Hemenxkas Oyksa ‘S’ Hemeukas Oyksa ‘S’
HA3bIBACTCS Ha3bIBACTCS
* [es]*, mo-pyccku * [jes]

[ac] * [sea]
* [jes], mo-pyccku * [es]
[#iec]

* [Sea], mo-pyccku

[c3a]

20. | Hemenkas 6yksa ‘t’ Hewmenxas Oyksa ‘t’
Ha3bIBAETCS Ha3bIBaeTCS
o [ti:], mo-pyccku [tu] | © [ti:]

* [te]*, mo-pyccku [13] | ° [te]

21. | Hemeukas Oyksa ‘U’ Hewmernkas 6yxBa ‘U’
Ha3bIBAETCS Ha3bIBaETCS
* [ju:], mo-pyccku [ity] | © [ju:]

* [u:]*, mo-pyccku o [u]
noaroe [y]

22. | Hemenkas O6yksa ‘v’ Hewmeuxas 6yksa ‘v’
Ha3bIBACTCS Ha3bIBACTCS
* [vi:], mo-pyccku [Bu] | © [Vi:]

* [ve], mo-pyccku [B3] | * [Ve]
* [fau]*, mo-pyccku * [fau]
[day]

23. | Hemenkas 6ykBa ‘W’ Hewmernkas 6yxBa ‘W’
Ha3bIBACTCS Ha3bIBaETCS
* [,dabl'ju:]*, mo- e [,dabl'ju:]
pycckH [1abmbio] * [,dubl've]

* [,dubl've], mo-
pyccku [1y6ibB3]
* [Ve], mo-pyccku [B3]

24. | Hemenkas Oyksa ‘X’ Hewmeuxas 6yksa ‘X’
Ha3bIBACTCS Ha3bIBACTCS
* [eks]*, mo-pyccku * [eks]

[axc] * [iks]
* [iks], mo-pyccku

[uxc]

* [hi:], mo-pyccku [xu]

25. | Hememnkas O6yksa ‘Y’ Hewmerkas Oyxsa ‘y’
Ha3bIBACTCS Ha3bIBaETCS
* ['ypsilon]*, mo- o [wai]

PYCCKH [AyTICHIOH] * ['i 'grek]

* [wai], mo-pyccku * ['ypsilon]*, mo-
[yau] PYCCKH [AYIICHIIOH |
* ['i 'grek], no-pyccku

[rp5x]

26. | Hememnxkas Oyksa ‘Z’ Hewmeukas Oyksa ‘2’
HA3bIBACTCS Ha3bIBACTCS
* [zed], mo-pyccku * [zed]

[301] * [zi1]
* [zi:], mo-pyccku [3u] | © [tset]
* [tset]* mo-pyccku

[oT]

27. | Kakoe Ha3BaHue Kaxkoe na3zpanue
OykBbI B ? OyKBBI [ HamcaHo ¢
«Eszett» OLIHOKOH?
«scharfes s» «Eszett»

«Doppel-S»
«Buckel-S»
«Rucksack-S»
«Abildung S»

«scharfes S»
«Doppel-S»
«Buckel-S»
«Rucksack-S»
«Abildung S»
(mpaBuIIEHO

Abbildung S)




28. CnoBo CioBo
’buchstabieren’ ’buchstabieren
TIEPEBOANTCS: MEePEBOANTCA:

* Ha3BaTh Bce OyKBHI U | * HA3BaTh BCe
JpYTHE CHMBOJIBI B OYKBBI M Apyrue
COCTaBE CII0Ba WIIN CHMBOJIBI B COCTaBe
CJIOBOCOYETAHUS OT cJ10Ba WIH

HaJasa JJo KOHIIA C CJ10BOCOYETAHMSA OT
yKa3aHUueM HayaJja 10 KOHIA ¢
ocoOeHHOCTEeH yKazaHueMm
HaIMCaHUs ocoOeHHoOCTel
(Hanpumep, HaNMCaAHUS
3aryaBHasi, IBOMHas, (nanpumep,
npo0er, anocTpod u 3arJjiaBHas,

ap.) ABoiiHas1, mpode.,

* IOMEHATh HEMELIKUE | amocTpod u Ap.)
OyKBBI Ha PyCCKHE * IOMEHSITh

WA Ha000pOoT, HeMenKkne OyKBEI Ha
Hampumep, Vater > PYCCKHE WiIH

darep Hao0opoT

® IIPpEACTAaBUTH * [IPpCACTaBUTH
MIPOM3HOLICHHUE CIIOBA | ITPOM3HOLICHUE

Ha MUChME C CJIOBA HA TIHCHME C
MIOMOIIBIO CHMBOJIOB | ITOMOIIBIO CHMBOJIOB
(oHeTnuecKoi (oneTnueckon
TPAHCKPHUIIIUHI TPaHCKPHITLIUH

29. | Korna na3zBansl Bce Korna Ha3zBaHbI Bce
OYKBEI 10 TIOCIIETHEH, | OYKBBI 10O
TIPUHSTO: MOCJICIHEH, TIPUHSATO:
* IPOM3HECTH * IPOM3HECTH
LIEITUKOM CJIOBO TI0- LeJTHKOM CJIOBO MO-
HEMEKN™ HEeMeUKH
* HUYETO He * 1aTh MIEPEBO/I CIIOBA
J00aBIATh Ha SI3BIK
* 1aTh MEPEBOJ] CJIOBa | cOOeceHMKA.

Ha SI3BIK COOECeTHHKA.

30. «Tpancnurepanus» «Tpancnurepanusd»

O3HaYaeT: O3HaYaeT:

* Ha3BaTh BCE OYKBHI U
JIpyTHUE CUMBOITBHI B
cOCTaBe CJI0Ba OT
Havaya J0 KOHIa C
0COOCHHOCTSIMHU
HamucaHus*

* IEPEeBECTH
HeMelKHue OYKBBI B
pycCKue Wiu
Hao00poT

* IPE/ICTABUTH
MIPOU3HOIICHHE CI0Ba
Ha IHCHME C
ITOMOIIIBI0 CHMBOJIOB
(hoHeTHYECKOM
TPaHCKPHIIIUU

* Ha3BaTh Bce
OyKBBI U Apyrue
CHMBOJIBI B COCTaBe
CJI0BA OT HAYAJIA 10
KOHIA C
0CO0CHHOCTAMH
HANUCAHUS

* IEPEBECTH
HEeMelKHie OYKBHI B
pyccKue UiH
Hao000pOT

* IPEJICTaBUTH
MPOU3HOLIEHUE
CJIOBA HA TIHCHME C
MOMOIIBIO CUMBOJIOB
(hoHeTHUECKOM
TPaHCKPHITLIH




31.

«TpaHCKPHITLIHS»
03HaYaeT:

* Ha3BaTh BCe OYKBHI U
JpyTUe CUMBOJIBI B
COCTaBe CIJIOBa OT
Hayaya 10 KOHIa ¢
0COOCHHOCTSIMU
HaIMCaHUs

* [IepeBeCTH
HeMelKHe OyKBBHI B
PYCCKHE WK
HA000POT

* [IPEACTaBUTh
MIPOM3HOLIEHHUE CIIOBA
Ha IIHChME C
MIOMOIIBIO CHMBOJIOB
(hoHETHUECKOH
TPAHCKPUIILUH, KaK
Ha3BaHUs OyKB B
HavaJie JaHHOTO
Tecta*

«TpaHCKpHUIILIUS»
O3HayYaer:

* Ha3BaTh BCe OYKBBI
U IpyTHE CUMBOJIBI B
COCTaBE CJI0Ba OT
Havasa Ji0 KOHIIa C
0COOCHHOCTSIMU
HaINMCaHUS

* [IepeBECTH
HeMelKH1e OyKBBHI B
pyccKHe Win
HA000POT

* IpeACTaBUTH
NPOM3HOIIEHHE
€J10Ba HA NMHCbMe ¢
NOMOIIbIO
CHMBOJIOB
¢oneTuyeckoi
TPAHCKPHUIIUH, KaK
Ha3BaHHUs OyKB
ajpaBuTa B HaYajIe
JAAHHOTO TecTa

32. VYMeHue Ha3BaTh YMeHue Ha3BaTh
OyKBBI B CJIOBE, OYKBEHI B CJIOBE,
TPaHCIUTEPAITHS, TpaHCIUTEPAITHS,
TpaHcKkpumus. Kakoi | TpaHCKPHITIHSL.
M3 OTHX HABBEIKOB Kakoii u3 3tux
MOMOTaeT Mpu HAaBBIKOB IIOMOTAeT
pa3IUyueHHH CII0B [P pa3IUueHUN
«UHCIIO», TO ECTH cioB «date» u «day
«mara» (das Datum), of the week»?
U «JieHb Hepenu» (Tag | ¢ creITuHT
der Woche)? * TpaHCAUTEPALHUS
* CIEJUIMHT * TPAHCKPHIILIUS
* TPAHCIUTEPALIUS
* TPAHCKPHIIIIHUS

33. Jnst 0603HaueHus Jliist 0603HaYCHUS

yAapeHus npu
TPAHCKPHUIILINU
HEMELIKHX CIIOB
HCTONb3yeTCs:

* BEPTUKAJIBHBIN
wTpux ['], Hapumep,
['0:na] (6e3)

* HAKJIOHHBIA HITPUX
HaJl
COOTBETCTBYIOLIEH
IJIaCHOM OyKBOH,
HaTpumep,
«pYyCCKUit»,
«MockBa»

* COOTBETCTBYHOILAs
3aryaBHas OykBa,
Hanpumep, «TBopOry,
«3BOHUTY,
«xpacliBee»

yAapeHus Ipu
TPAHCKPHUITLIUU
HEMELIKHX CIOB
UCTIONB3YeTCs:

* BEpTHKAIbHBII
wTpux ['], Hapumep,
['0:na] (6e3)

* HAKJIOHHBIN IITPUX
Haj
COOTBETCTBYIOIIEH
riacHoi OyKBOii,
Hampumep,
«PYCCKUNY,
«MockBa»

* COOTBETCTBYIOILAS
3arjaBHas OyKBa,
Hanpumep,
«1BOpOI»,
«3BOHUTY,
«kpaclBeey




34.

BepHo 111 Ha3BaHEI
OYKBBI B HA3BaHUH
SI3BIKA, TI0 KOTOPOMY
BrI ceftuac cmaére
3a4€T:

* [das 'gro:so 'de:] [&:]

BepHo nu Ha3BaHbI
OYKBBI B HA3BaHUU
SI3BIKA, TT0 KOTOPOMY
Beri cefiuac cnaére
3a4ET:

* [das gro:ss de:]

[u:] [te:] [es] [tse:] [e:] [u:] [te:] [eS]
[ha:] [tse:] [ha:]

o [de:] [e:] [u:] [te:] o [de:] [e:] [u:] [te:]
[es] [tse:] [ha:] [es] [tse:] [ha:]

* [en] [e] [em] [e] [et] | « [en] [e] [em] [e] [et]
[es] [ka:] [i] [jot] [es] [ka:] [i] [jot]

35. | Beibepute Bri6epute
[IpaBUJIbHBIN [IpaBUIbHBINA
BapHaHT BapHUaHT
TPAHCKPUIILIUH TPAHCKPUIILIUH
CJIOBa cJI0Ba
Haar (Bomoc) [ha:e]

[ha:e] [har]
[har] [haar]
[haar]

36. | Beibepure BribepuTte
MPaBUJIbHBIN MpaBUIbHBINA
BapHaHT BapHUaHT
TPAHCKPUIILIUH TPAHCKPHIILIUH
CcJIOBa CJI0Ba
Meer (Mope) Meer (mope)
[me:e] [me:g]

[mer] [mer]
[meer] [meer]

37. | Beibepure BribepuTte
HpaBUIIbHBIN [IpaBUIIbHBINA
BapHaHT BapHaHT
TPAaHCKPHIILIUH TPaHCKPUIILIUH
CJIOBa cJoBa
Moor Moor
(6070T0) (60110T0)

e [mo:e] e [mo:e]
e [mor] e [mor]
e [mug] e [mug]

38. | Beibepure BribepuTte
HpaBUIIbHBIN MIpaBUIIbHBINA
BapHaHT BapHaHT
TPaHCKPHIILIUH TPaHCKPHIILUH
CJI0Ba cJoBa
Jahr (rom) Jahr (rox)

[a:e] liae]
[d3a:] [d3a:]
[dza:r [dza:r
[yahr] [yahr]

39. | Beibepure BriGepuTe
MpaBUIIbHBIN MIpaBUIbHBINA
BapHaHT BapHaHT
TPAHCKPHITLUH TPAHCKPHIILUH
CJIOBa cioBa
sehr (o4ens) sehr (o4enn)
[se:] [se:]

[ze:¢] [ze:¢]
[ze:] [ze:]
[zea] [ze3]




40. | Beibepure Bri6epute
MIPaBUJIBHBIN MpaBUIBHBIN
BapHaHT BapHUaHT
TPAHCKPUIILIUH TPAHCKPUIILIUH
CJIOBa cJI0Ba
Uhr (gacsr) Uhr (gacsr)
[ur] [ur]

[u:e] [u:e]
[uhr] [uhr]
[jur] [jur]

41. | Beibepure Bri6epute
[IpaBUJIbHBIN [IpaBUIbHBINA
BapHaHT BapHUaHT
TPAHCKPUIILIUH TPAHCKPUIILIUH
CJIOBa cJI0Ba
Ihr (eé, eit) Ihr (eé, eit)

[ia] [ia]
[i:r] [i:r]
[ir] [ir]
[i-e] [i:e]

42. | Beibepure BribepuTte
[IpaBUJIbHBIN [IpaBUIIbHBINA
BapHaHT BapHUaHT
TPAHCKPUILIUH TPAHCKPHIILIUH
CcJIoBa cJoBa
ohne (6e3) ohne (6e3)
['o:na] ['o:n2]

[Ona] [Ona]
[‘0:mo] ['0:na]
[ona] [6na]

43. | Beibepure Bribepute
HpaBUJIbHBIN [IpaBUIIbHBINA
BapHaHT BapHaHT
TPaHCKPHIILIUH TPaHCKPHIILUH
CcJIOBa cJoBa
Hahnchen (xypumia) | Hahnchen
['haenfan] (KypuIia)
["he:ngan] ['haenfan]
['ha:ntfan] ['he:ngan]
['hengan] ['ha:ntfan]

['hencan]

44. | Bribepure BribepuTte
HIpaBUJIbHBIN MIpaBUIIbHBINA
BapHaHT BapHUaHT
TPAaHCKPHIILIUH TPaHCKPUIILIUH
CcJIOBa cJoBa
Sohne (ChIHOBBS) Séhne (ceiHOBBS)
['za:na] ['zo:na]
[z3:n9] ['z3:n9]

[sanz] [sanz]
['su:ns] ['su:na]
['so:na] ['so:na]




45. | Bribepure Bribepute
MIPaBUJIBHBIN MpaBUIBHBIN
BapHaHT BapHUaHT
TPAHCKPUIILIUH TPAHCKPUIILIUH
CJIOBa cJI0Ba
frih (pano) frih (pano)
[fey:] [fey:]

[fry:] [fry:]
[fru:] [fru:]
[fru] [fru]

46. | Beibepure Bri6epute
MPaBWIbHBIN MPaBUWIbHBIN
BapHaHT BapHUaHT
TPAaHCKPUIILIUH TPAHCKPUIILIUH
CJIOBa cJI0Ba
Stralle (ynwua) Stralle (yauma)
[ Jtra:ss] [ Jtra:ss]
['ftga:so] [ ftsa:ss]
['ftgaSa] [ Jtgasa]

[stri:t] [stri:t]

47. | Beibepure Bribepute
MPaBUJIbHBIN MpaBUIbHBINA
BapHaHT BapHUaHT
TPaHCKPHITIUH TPaHCKPHITIUH
cJIOBa CJIOBa
Gruf} (mpuserctBue) | Gruld
[grus] (mpuBeTCTBHE)
[gru:s] [grus]

[gra:s] [gBu:s]
[gras] [gra:s]
[gras]

48. | Beibepure Bribepute
MPaBUJIbHBIN MpaBUIbHBINA
BapHaHT BapHaHT
TPaHCKPHITLIH TPAHCKPHIILIUH
cioBa grofd ciosa grof
(6ompIIONT) (GombIIOiT)
[graus] [graus]

[gro:s] [gso:s]
[gros] [gros]
[gros] [gxos]

49. | Beibepure Bribepute
MPaBUJIbHBIN MpaBUIbHBINA
BapHaHT BapHaHT
TPaHCKPHITIUH TPaHCKPHIIITUH
crioBa Gefal cnosa Gefald
(cocym) (cocyn)
[go'fes] [go'fes]
[go'fe:s] [go'fe:s]

[go fis] [go fis]
[go'fi:s] [go'fi:s]




50.

Bri6epure
MIPaBUJIBHBIN
BapHaHT
TPAHCKPUIILIUH
CJIOBa

Siif} (cmamkuit)

[sy:s]

Bribepute
MpaBUIBHBIN
BapHaHT
TPAHCKPUIILIUH
cJI0Ba

Siif} (cmamkuit)

[sy:s]

[si:s] [si:s]
[zy:s] [zy:s]
[sys] [sys]

51. | Breibepure Bribepute
MPaBWIbHBIN MPaBUWIbHBIN
BapHaHT BapHaHT
TPAHCKPUIILIUH TPAHCKPUIILIUH
CJIOBa cJI0Ba
Sie (Bn1) Sie (Bn1)

[si:] [si:]
[si] [si]

[zi:] [zi:]
[sio] [sio]

52. | Beibepute Bribepute
MPaBUJIbHBIN MpaBUIbHBINA
BapHaHT BapHaHT
TPaHCKPHUIIIUU TPaHCKPHITIUH
cJIOBa CJIOBa
Spiel (urpa) Spiel (urpa)
[spial] [spial]

[spaioal] [spaial]
[/pial] [fpial]
[/pi:1] [Ipi:1]

53. | Bribepure BribepuTe
MPaBUJIbHBIN MpaBUIbHBINA
BapHaHT BapHUaHT
TPAHCKPHUIIITUT TPaHCKPHIIITUH
clIoBa CJI0Ba
Bier (rimBo) Bier (ruBo)
[bize] [oi:g]

[bir] [bir]
[bais] [bais]
[bair] [bair]

54. | Beibepute BribepuTte
MPaBUJIbHBIN MpaBUIbHBINA
BapHaHT BapHUaHT
TPaHCKPHUIIITUT TPaHCKPHIIITUH
CJI0Ba cjloBa

Ziehen (tsmnyTn)
[‘tsi:an]

Zichen (TsHyTh)
[tsizan]

[zian] [zion]
[zaion] [zaion]
['tsigan] [tsigan]




55. | Breibepure Bribepute
MIPaBUJIBHBIN MpaBUIBHBIN
BapHaHT BapHUaHT
TPAHCKPUIILIUH TPAHCKPUIILIUH
CJIOBa cJI0Ba
Erziehung Erziehung
(BocruTanue) (BocruTaHue)
[eg tsiion] [eg tsi:on]

[ex tsizon] [ex tsizon]
[er'tsizon] [er'tsizon]
[:'tsi:un] [€:'tsi:un]

56. | Beibepute Bri6epute
[IpaBUJIbHBIN IIpaBUIbHBIN
BapHaHT BapUaHT
TPAHCKPUIILIUH TPAHCKPUIILIUH
CcJIOBa cJ0oBa
Vieh (ckoTuHa) Vieh (ckotuna)
[vi9] [vio]

[vai] [vai]
[vi:] [vi:]
[fi:] [fi:]

57. | Beibepute Bribepute
HIpaBUJIbHBIN [IpaBUIIbHBINA
BapHaHT BapHUaHT
TPAHCKPUIILIUH TPaHCKPHIILIUH
CcJIOBa CJI0Ba
mir (MHE) mir (MHE)
[mi:x] [mi:x]

[mi:e] [mi:g]
[mi:k] [mi:k]

58. | Bwibepure BribepuTe
MPaBUJIbHBIN MpaBUIbHBINA
BapHaHT BapHUaHT
TPaHCKPHITIUH TPaHCKPHIIITUH
clIoBa CJI0Ba
nur (TOJBKO) nur (TOJIBKO)
[nu:g] [nu:g]

[nuze’] [nu:g’]
[nu:e] [nu:e]

59. | Beibepute Bribepute
HIpaBUJIbHBIN MIpaBUIIbHBINA
BapHaHT BapHUaHT
TPaHCKPHIILIUH TPaHCKPHIILUH
CJI0Ba cjloBa
Tor (Boporta) Tor (Boporta)
[to:e] [to:¢]

[to:] [to:]
[tau] [tau]
[to:¥] [to:¥]




60. | Beibepute Bri6epute
MIPaBUJIBHBIN MpaBUIBHBIN
BapHaHT BapHUaHT
TPAHCKPUIILIUH TPAHCKPUIILIUH
CJIOBa cJI0Ba
geben 'ge | ben geben 'ge | ben
(maBath) (maBatp)
['ge:bn] ['ge:bn]
['gi:bn] ['gi:bn]
['gebn] ['gebn]

[ ge:ban] ['ge:ban]

61. | Beibepute Bri6epute
[IpaBUJIbHBIN IIpaBUIbHBIN
BapHaHT BapHUaHT
TPAHCKPUIILIUH TPAHCKPUIILIUH
CcJIOBa cJ0oBa
holen 'ho | len holen 'ho | len
(mpuHOCHTB) (TpUHOCHUTH)
['ho:lan] ['ho:lan]
['ho:lin] ['ho:lin]
['houlan] ['haulon]
['ho:lin] ['ho:lin]

62. | Bwibepure BribepuTe
HIpaBUJIbHBIN [IpaBUIIbHBINA
BapHaHT BapHUaHT
TPAHCKPUIILIUH TPAHCKPHIILIUH
CJIOBa cioBa
Bruder 'Bru | der Bruder 'Bru | der
(Gpar) (Gpar)

‘bru:de ‘bru:de
"bry:ds: ‘bry:ds:
‘bru:doe ‘bru:doe
'byu:do ‘byu:do

63. | Bwioepure BribepuTe
MPaBUIbHBIN MpaBUIbHBINA
BapHaHT BapHUaHT
TPaHCKPHITIUH TPAHCKPHITITUH
CJIOBa cjloBa
malen 'ma | len malen ‘ma | len
(pucoBatp) (pucoBarp)
‘ma:lon ‘ma:lon
‘ma:lin ‘ma:lin
‘meilon ‘meilon
‘meilin ‘meilin

64. | Bwioepure BribepuTte
MPaBUJIbHBIN MpaBUIBHBIN
BapHaHT BapHaHT
TPaHCKPHITITUH TPaHCKPHITITUH
CcJIoBa CJIOBa
Prifung 'Prii | fung | Prafung 'Pri | fung
(ax3ameH) (3K3ameH)
['pry:fon] ['pry:fon]

[ pyu:fun] [ pyu:foy]
[ 'pei:fon] ['pEi:fon]
[ 'pro:fun] ['pro:fun]




65. | Beibepure Bri6epute
MIPaBUJIBHBIN MpaBUIBHBIN
BapHaHT BapHUaHT
TPAHCKPUIILIUH TPAHCKPUIILIUH
CJIOBa cJI0Ba
Hdoren 'ho | ren Hdoren 'ho | ren
(cpImaTh) (CITBITIIaTh)
['ho:gan] ['ho:gan]
['h3:gon] ['h3:gon]
['ho:gan] ['ho:gan]
['he:gon] [ he:san]

66. | Beibepute Bri6epute
[IpaBUJIbHBIN IIpaBUIbHBIN
BapHaHT BapHUaHT
TPAHCKPUIILIUH TPAHCKPUIILIUH
CcJIOBa cJ0oBa
bestétigen bestatigen
be | ‘std | ti | gen be | “std | ti | gen
(moaTBepxIaTh) (moaTBEPKAATD)
[ba'Jtitign] [ba'Jtitign]

[ba’ fti:tign] [ba'fti:tign]
[ba’ fteitign] [ba' fteitign]
[bo' fte:tign] [ba’fte:tign]

67. | Bwioepure BribepuTe
MPaBUJIbHBIN MpaBUIbHBINA
BapHaHT BapHUaHT
TPaHCKPUILIUH TPaHCKPHIIUH
CcJIOBa CJI0Ba
Weg — Wege Weg — Wege
Weg — ‘We | ge Weg — ‘We | ge
(myTh) (IyTh)

[vek] [vek]

[vek] [ve:k]
[veek] [veek]
[veik] [veik]

68. | Beibepute Bribepute
HpaBUIIbHBIN MIpaBUIIbHBINA
BapHaHT BapHaHT
TPaHCKPHIILIUH TPaHCKPHIILIUH
CJIOBa cjloBa
Glas — Glaser Glas — Glaser
Glas —'Gla | ser Glas —'Gla | ser
(cTakaH) (cTakaH)

[glas] [glas]
[gls] [gls]
[gleis] [gleis]
[gla:s] [gla:s]

69. | BwiOoepure Bribepute
MPaBUJIbHBIN MpaBUIBHBIN
BapHaHT BapHUaHT
TPaHCKPHITITUH TPAHCKPHITITUH
clIoBa CJIOBa
Plan — Pléane Plan — Pléane
Plan —'PI& | ne Plan —'PI& | ne
(man) (mman)

[plan] [plan]

[plein] [plein]
[pleen] [pleen]
[pla:n] [pla:n]




70. | Beibepute Bri6epute
MIPaBUJIBHBIN MpaBUIBHBIN
BapHaHT BapHUaHT
TPAHCKPUIILIUH TPAHCKPUIILIUH
CJIOBa cJI0Ba
Alter ‘Al | ter Alter 'Al | ter
(BO3pacT) (BO3pacT)
[(a:to] [‘a:to]

['o:lto] ['o:lta]
[‘alte] [ alte]
[‘a:lto] ['a:lta]

71. | Beibepure Bribepute
[IpaBUJIbHBIN IIpaBUIbHBIN
BapHaHT BapHUaHT
TPAHCKPUIILIUH TPAHCKPUIILIUH
CcJIOBa cJ0oBa
Morgen Mor | gen Morgen Mor | gen
(yrpo) (yTpo)
['mo:kgn] ['mo:rgn]
['mokgn] ['moxgy]
['muggn] ['musgy]

[ mu:kgn] [ mu:kgn]

72. | Bwibepure BribepuTe
HIpaBUJIbHBIN [IpaBUIIbHBINA
BapHaHT BapHUaHT
TPAHCKPUIILIUH TPAHCKPHIILIUH
CJIOBa cJoBa
Konto ‘Kon | to Konto ‘Kon | to
(cuér, akKayHT) (cuét, akKayHT)
[ 'kontau] [ 'kontau]

[ 'konto] ['kanto]
[ 'kontu] [ 'kontu]
[ 'kontau] [ 'kontau]

73. | Buiboepure BribepuTe
MPaBUJIbHBIN MpaBUIbHBINA
BapHaHT BapHUaHT
TPaHCKPHITIUH TPAHCKPHITITUH
CJIOBa cJoBa
Mann (My>X4rHa) Mann (myx4nHa)
[man] [man]

[meen] [meen]
[ma:n] [ma:n]
[ma:n] [ma:n]

74. | Beibepute BribepuTe
HIpaBUJIbHBIN MIpaBUIIbHBINA
BapHaHT BapHUaHT
TPaHCKPHITITUH TPaHCKPHITITUH
CJIOBa cioBa
Essen (ena) Essen (exa)
['esn] [ 'esn]

[‘e:sn] [‘emsn]
['isn] ["isn]
[i:sn] [izsn]




75. | Beibepure Bribepute
MIPaBUJIBHBIN MpaBUIBHBIN
BapHaHT BapHUaHT
TPAHCKPUIILIUH TPAHCKPUIILIUH
CJIOBa cJI0Ba
Tasche (cymka) Tasche (cymka)
['ta:fs] ['ta:fo]

[ taf>] [ tafo]
['tefo] ['tefo]
['teifs] ['teifs]

76. | Beibepute Bri6epute
MPaBWIbHBIN MPaBUWIbHBIN
BapHaHT BapHUaHT
TPAHCKPUIILIUH TPAHCKPUIILIUH
CJIOBa cJI0Ba
noch (emg) noch (emé)
[nox] [nax]

[natf] [natf]
[naf] [no/]
[na:x] [na:x]

77. | Beibepute Bribepute
MPaBUJIbHBIN MpaBUIbHBINA
BapHaHT BapHUaHT
TPaHCKPHITIUH TPaHCKPHITIUH
cJIOBa CJIOBa
Jacke (xyprtka) Jacke (kypTka)
['jako] ['jaka]
[ja:ka] [ja:ka]
['dzaks] ['dzaka]

[ 3aka] [3ako]

78. | Bwiboepure BribepuTe
MPaBUJIbHBIM MpaBUIbHBINA
BapHaHT BapHUaHT
TPaHCKPHITIUH TPaHCKPHIIITUH
clIoBa CJI0Ba
Taxi (Takcu) Taxi (takcu)

[ 'taksi] ['taksi]
[ "teksi] ['teksi]
['ta:ksi] ['ta:ksi]
[ 'tecksi] ['teeksi]

79. | Buibepure BribepuTte
MPaBUJIbHBIN MpaBUIbHBINA
BapHaHT BapHUaHT
TPaHCKPHITIUH TPaHCKPHIIITUH
CJI0Ba cjloBa
Text (TexcT) Text (Tekct)
[tekst] [tekst]

[teikst] [teikst]
[te:kst] [te:kst]
[teekst] [teekst]




80.

Bri6epure
MIPaBUJIBHBIN
BapHaHT
TPAHCKPUIILIUH
CcJIOBa

Praxis (mpakruka,
KaOMHET YacTHOH

Bribepute
MpaBUIBHBIN
BapHUaHT
TPAHCKPUIILIUH
cJI0Ba

Praxis (mpakTuka,
KaOMHEeT YacTHOU

TIPAKTHKH) MIPaKTHKH)
['praksis] [ 'psaksis]
['praksis] ['pya:ksis]
['paeksis] [ 'preeksis]
[ 'preksis] [ 'peksis]

81. | Bribepure BribepuTe
MPaBWIbHBIN MPaBUWIbHBIN
BapHaHT BapHaHT
TPaHCKPHUIILIUU TPaHCKPUIILIUU
cioBa von (ot) cioBa von (ot)
[fon] [fan]

[phon] [phon]
[fo:n] [fo:n]
[pho:n] [pho:n]

82. | Beibepute Bribepute
HIpaBUJIbHBIN [IpaBUIIbHBINA
BapHaHT BapHaHT
TPaHCKPHUIIIUU TPaHCKPHIILIUU
CcJIoBa cJoBa
mit (c) mit (c)

[mi:t] [mi:t]
[mit] [mit]
[myt] [myt]
[my:t] [my:t]

83. | Beibepure Bribepute
HIpaBUJIbHBIN MIpaBUIIbHBINA
BapHaHT BapHaHT
TPaHCKPHIIUU TPaHCKPHITLUU
CcJIoBa cJoBa
was (41o) was (4to)
[was] [was]

[vas] [yas]
[va:s] [va:s]
[vas] [vas]

84. | Beibepure Bribepute
HIpaBUJIbHBIN MIpaBUIIbHBINA
BapHaHT BapHaHT
TPaHCKPHUIIIUU TPaHCKPHIILUU
CcJIoBa cJoBa
dem (aTOMY) dem (aToMy)
[de:m] [de:m]

[dem] [dem]
[deem] [deem]
[du:m] [du:m]




85. | Beibepute Bri6epute
MIPaBUJIBHBIN MpaBUIBHBIN
BapUaAHT BapUAHT
TPaHCKPUIILIUU TPAHCKPUIILUU
cJoBa cJ0Ba
gut (XopomIo) gut (Xopor1Io)
[gu:t] [gu:t]

[gud] [gud]
[gut] [gut]
[gu:d] [gu:d]

86. | Beibepute Bri6epute
MPaBWIbHBIN MPaBUWIbHBIN
BapUaHT BapUAHT
TPaHCKPUIILIUN TPAHCKPUIILUU
cjoBa cJ0Ba
Lid (BEKO) Lid (Beko)

[li:d] [li:d]
[li:t] [li:t]
[lit] [lit]

[lid] [lid]

87. | Beibepute Bribepute
MPaBUJIbHBIN MpaBUIbHBINA
BapUaHT BapUaHT
TPaHCKPHUIILIUU TPAHCKPUIIIIUU
CJI0Ba cJ0Ba
Typ (rum) Typ (tum)

[ty:p] [ty:p]
[typ] [typ]
[tip] [tip]
[ti:p] [ti:p]

88. Yro HeoOX0o1uMO Yro HeoOX0IMMO
CKa3ath MocJIe TOro, CKa3ath MocJie Toro,
Kak Bce OyKBBI B Kak Bce OyKBBI B
cJI0BE OBLIM Ha3BaHbI? | CJIOBE ObUTH
* IIPOU3HECTU BCE Ha3BaHbI?

CJIOBO HJIN ¢ IPOU3HECTH BCé

CJIOBOCOYECTAHHUC CJI0OBO MJIHU

IIOJIHOCTBIO CJIOBOCOYECTAHUEC

¢ TpaHCIUTCPUPOBATH MMOJHOCTBIO

CJIOBO KPIpPIJ'IJ'IPII.[CfI u * TpaHCIIUTCPUPOBATH

TONBITATHCA MPOYCCTh CJIOBO KUPpHUJIJIMLCH U

€ro no-pycckKH, TIOIBITATHCS

HaTpumep, MIPOYECTh €ro I10-

«OMHACIITPUXDY, pYyCCKH, Halpumep,

«anoctpoh», «aac «OAHIEIITPUXEY,

rpocs a» «anocTpod», «aac

* 1aTb PYCCKUil rpocs ax»

MEPEeBOJ ATOTO CI0Ba | * JaTh PYCCKHM

HWJIn CJIIOBOCOYCTAaHUA MEPEBOJ 3TOIO CJI0Ba

WJIA CJIOBOCOYCTAHMUA

89. Hcnone3yercs mu Hcnone3yerca au

HAKJIOHHBIX ITPUX B
HEMEIKHX CIIoBax ?
* BCcera

* HUKOTIa

* B 3aMMCTBOBAHUAIX
u3 (ppaHIry3cKoro
tumna café,résumé

HAKJIOHHBIX MITPHUX B
HEMCIKHX CJIOBax?

* Bcerza

* HUKOTa

°B
3aHMMCTBOBAHUSIX U3
¢paHy3cKoro TuNa
café, résumé.




90.

Jlns 0003HaueHUS
yJapeHust TIPH 3aIHCH
TPAaHCKPUIIIUT
HEMEIKHUX CIIOB
UCTIONB3YeTCS:

* BEpPTUKAJIBHBIN
mTpux ['] mepen
YAAPHBIM CIIOTOM,
Hampumep, ['englif]

* HAKJIOHHBIN IITPUX
Hal
COOTBETCTBYIOLICH
riacHoi OyKBO#i, KaKk
B PYCCKOM SI3BIKE,
CHEMELKHUIN,
«pyccKuity,
«MockBa»

* COOTBETCTBYIOMIAS
3arjaBHas OyKBa, KaKk
B PYCCKOM SI3BIKE,
«tBOpOTY», «3BOHUTY,

J1st 0603HaUSHUS
yAapeHus npu
3aIcu
TPaHCKPHUITLIUH
HEMEIIKHX CIIOB
UCTIONB3YETCS:

* BepTUKAJIBHBII
mrTpux ['] mepen
YAApPHBIM CJIOTOM,
Hanpumep, ['englif]
* HAaKJIOHHBIN IITPUX
Haj
COOTBETCTBYIOIIECH
rJIacHOW OyKBOH, KaK
B PYCCKOM SI3BIKE,
«HEMELIKHID,
«pYCCKHID,
«MockBa»

* COOTBETCTBYIOIIAS
3arnaBHas OykBa, KaKk
B PYCCKOM SI3BIKE:

«xkpacHBee» «1tBOpOry,
«3BOHUTY,
«xpaclisee»

91. Kak npaBunsHO Kak mpaBunbsHO
3amucaTh OyKBaMu 3armMcaTh OyKBaMu
YHCIUTEIBHOC B YUCIUTEIBHOE B
3arosoBke «Lektion 3arojioBke «Lektion
1»? 1»?
~ein ~ein
~ eins/Eins ~ eins/Eins
~eines ~eines

92. Haiinure HEMEIKOE Haiinure
CYIIECTBUTEIBHOE, HE | CYIIECTBUTENLHOE,
COOTBETCTBYIOIICE HE COOTBETCTBYIOIIICE
OCTaJIbHBIM TI0 POJY: OCTaJILHBIM 10 POAY:
Tisch cmon Tisch cmon
Stuhl emyn Stuhl emyn
Schrank wxagp Schrank wixag
Stift kapanoaw Stift kapanoaw
Computer Computer
Komnviomep Komnviomep
Zug noeso Zug noezo
Ubung ynpaosicuenue Ubung ynpascnenue
Mensch venosex Mensch uenosex
Lehrer yuumens Lehrer yyumens

93. Haiinure Hemerkoe Haiigure nemerkoe
CYIIECTBUTEIBHOE, HE | CYIIECTBUTENLHOE,

COOTBETCTBYIOIIIECE
OCTAJIbHBIM TI0 POLY:
Lampe zamna
Tasche cymka
Blume ysemox
Vase Baza

StralRe yruya

Ubung ynpaosicuenue
Bild xapmuna
Zeitung eazema
Zeitschrift sxypuan

HE COOTBETCTBYIOIIIEE
OCTAIBHBIM 10 POJY:
Lampe ramna
Tasche cymxa
Blume ysemox

Vase Baza

Strale yruya

Ubung ynpaoicuenue
Bild xapmuna
Zeitung cazema
Zeitschrift sxxypuan




94.

Haiigure HEmMelkoe
CYIIECTBUTEIBHOE, HE
COOTBETCTBYIOIIEE
OCTAJILHBIM TI0 POLY:
Buch kxuea

Bild kapmuna
Zeitung cazema
Wort cioBo

Haus oom

Zimmer komnama
Kind pe6enox
Madchen oesouxa
Spielzeug uepywixa

Haiigure Hemenkoe
CYILECTBUTEIBHOE,
HE COOTBETCTBYIOIIEE
OCTAJBHBIM TI0 POJY:
Buch kruea

Bild kapmuna
Zeitung zazema
Wort ciioBo

Haus oo

Zimmer komnama
Kind pebenox
Madchen oesouxa
Spielzeug uepyuixa

95. Kakoe Hemerxoe Kakoe Hemerkoe
CYIECTBUTCIIBHOC BO CYIIECTBUTCIIBHOC BO
MHOXECTBCHHOM MHOXCCTBECHHOM
YUCJIC HAIIUCAHO C YHUCJIC HAITUCAHO C
OIINOKOM? OIINOKOM?
der Tisch-die Tische der Tisch-die Tische
cmoavl der Stift - die Stifte
der Stift - die Stifte der Stuhl - die Stiihle
KapaH/aaIu der Mann - die
der Stuhl - die Stiihle Manner
cmynvs, Kpecia der Wald -die Wélder
der Mann - die der Mensch - die
Manner myorcuuno Menschen
der Wald -die Walder | der Junge - die
neca Junge (npaBuibHO
der Mensch - die die Jungen)
Menschen aroou der Student - die
der Junge - die Junge | Studenten
MONOObLE 00U
der Student - die
Studenten cmyodenmoi

96. Kakoe Hemerxoe Kakoe Hemenkoe

CJIOBO
rpaMMaTU4YECKU
HEBepHO?

Sind ihr Studenten?
Br1 - ctynenTs1?

Ist eure Universitat
grolR? Baw
YHUBepcumem
b6ovuon?

Sind eure Lehrer
qQut? Bawu
yuumerns,
npenodasamenu
xopowiue?

Sind eure Zimmer
schén?

CJIOBO
FpaMMaTI/I‘IeCKI/I
HEBEpHO?

Sind ihr Studenten?
(mpaBHIBHO
Seid...) Ber -
CTYAEHTHI?

Ist eure Universitat
grolR? Baw
VHUBepcumem
oonvuon?

Sind eure Lehrer
gQut? Bawu
yuumeis,
npenooasamenu
xopowue?

Sind eure Zimmer
schdn? Baww
KOMHAMm®sl XOpOWM@?




97.

Kakoe nemernxoe
npujaraTeJbHOC 1aHO
HEBEepHO?

der neue Computer
HOBbLI Komnbsiomep
dieser alte Schrank
amom cmapulil wKagp
die neue Lampe
Hoeas iamna

diese alte Vase sma
cmapas easa

das neues Buch
Hoeasl KHuza

dieses alte Bild sma
cmapas kapmuHa

Kakoe Hemerkoe
npujiarateJibHOC
JIaHO HEBEPHO?

der neue Computer
HOBblIL Komnbvromep
dieser alte Schrank
amom cmapbwiil WKagp
die neue Lampe
Hoeda:s i1amna

diese alte Vase ama
cmapas 6asa

das neues Buch
Ho6Aasl KHUza
(IpaBHIBHO NEUE)
dieses alte Bild sma
cmapas kapmuHa

98.

Kaxkoe Hemenkoe
CJIOBO
IrpaMMAaTUYCCKN
HEBEpHO?

ich habe

du hast
er/sie/es hat

wir haben

ihr hat

sie haben,

Sie haben

Kakoe HeMmenkoe
CJIOBO
I'paMMaTHYICCKA
HEBEpHO?

ich habe

du hast

er/sieles hat

wir haben

ihr hat (mpasmibHO:
habt)

sie haben,

Sie haben




99.

Yro B JaHHOM
CIIUCKE HEBEPHO?
Substantive

m

Vater, Vater omey
Bruder, Bruder
opam

Sohn, S6hne cein
Onkel, = 05204
Beruf, -e
npogheccus

von Beruf no
npogeccuu
Fernseher, =
menesu3op

Brief, -e nucomo
Hund, -e cobaxa
f

Familie, -n cemba
Mutter, Mitter
Mama

Schwester, =
cecmpa

Tochter, Tochter
004b

SMS, = CMC-
coobwenue
Tante, -n mems
Frau, -en orcenwuna,
Jlcena

Katze, -n xowka
Wohnung, -en
Keapmupa

n

Klavier, -s nuanuno,
POsib

Auto, -s
asmomoouib
Mobiltelefon, -e
MOOUNbHBLU
menepon
E-Mail, -s
INEKMPOHHOE
NUCbMO
Landhaus,
Landhduser
3a20pOOHBIL OOM

Plural (ynomp. 6o
MH.Y.)

Eltern pooumenu
GroReltern oeoyuxa
u babywra
Geschwister 6pamobs
u cecmpbol

Yro B 1aHHOM
CIIMCKE HEBEPHO?
Substantive

m

Vater, Vater omey
Bruder, Briider
opam

Sohn, Séhne cuin
Onkel, - 0202
Beruf, -e
npogheccus

von Beruf no
npogeccuu
Fernseher, =
menesuszop

Brief, -e nucemo
Hund, -e cobaxa
f

Familie, -n cemssa
Mutter, Miitter
Mambo

Schwester, = (. e.
Schwester)
cecmpa
(mpaBHIBHO -N)
Tochter, Téchter
00ub

SMS, = CMC-
coobuenue
Tante, -n memsa
Frau, -en
JICCHUUNA, IHCEeHA
Katze, -n xowxa
Wohnung, -en
Keapmupa

n

Klavier, -s
NUAHUHO, POSUTb
Auto, -s
aemomooUb
Mobiltelefon, -e
MOOUNBHBIU
menepou
E-Mail, =s
INEKMPOHHOE
NUCbMO
Landhaus,
Landhéuser
3a20pOOHbLIL OOM

Plural (ynomp. so
MH.Y.)

Eltern pooumenu
GroReltern
dedyuika u
babywxa
Geschwister 6pamps
u cecmpbol




100.

Yto B 1aHHOM
CIIUCKE HEBEPHO?

Uto B JaHHOM
CIIMCKE HEBEPHO?

ich fahre ich fahre
du fahrst du fahrst
er/sie/es fahrt er/sie/es fahrt
wir fahren wir fahre
ihr fahrt (mpaBmbHO fahren)
sie fahren ihr fahrt
Sie fahren sie fahren
Sie fahren

Onucanue nokasaresjiei u KpUTEepUueB OLICHUBAHUSA KOMHeTeHHHﬁ, ONMMCaHHue IIKAJ OUCHUBAHUA

OuneHuBaHHE YCTHOTO ONpoca (MHAHBHAYAJIbHOT0, GPOHTAIBLHOIO0)

4-0ajutbHAs HIKAJIA

Ilokazarenn

Kputepuu

OTianaHO

1. IIpaBUIBHOCTD

COZlepKaHUs KaTeropui;
* 2. OTpaxkeHue

MPOLIECCOB U SIBJIEHUH,

(OpMYIMPOBOK U PACKPBITHS

3aKOHOMEPHOCTEH pa3BUTHS

3aaHue peleHo caMoCTOATeIbHO. [IpH
3TOM COCTAaBJIEH MPABUILHBINA aJITOPHUTM
pelICHUA 3adaHus, B JIOTUYCCKUX
paccyICHHUSX, B OTBETaX HET OIIUOOK,
MOJTyYEeH BEPHBII OTBET, 3aJaHUC PEIICHO
PaIMOHATIBHBIM CIIOCOOOM.

Xopomio PacKphITHE IPHYUHHO- 3aaHne pemeHo ¢ MOMOIIBI0
CJICZICTBEHHBIX CBSI3€iHi; IperoiaBaTes.
* 3.CaMOCTOSTETFHOCTD * IIpu aTOM CcOCTaBIIEH NPaBUIIBHBIN
CYXJIEHHI 110 OTACTbHBIM ITOPHUTM pEIICHHS 3aaHus, B JOTHYECKOM
npobiaemam; paccyXJICHUH U PEUICHUH HET
* 4. AprymMeHTanus aBTOPCKOM CYIIIECTBEHHBIX OITHOOK;
MO3UIINY; * eCTb 00BSICHEHHE PEICHUs, HO 3a/1aHue
5. HarnspHocTs 1 pelIeHO HepaluOHAIBHBIM CIIOCOO0M HITH
WUTIOCTPATUBHOCTH IPUMEPOB; JIOMYIIEHO He Ooee IBYX
6. MaTerpamus 3HaHui u3 HECYIIECTBEHHBIX OMNOOK, MOJTy4YeH
MEKANUCIUILUTMHAPHBIX 00JIacTe; | BEpHBIN OTBET
V 10BJIETBOPHUTETHLHO 7. Hannuue cBs3eit 3ajiaHue PEIEHO ¢ TOACKa3KaMu
TEOPETUUECKUX MOJOXKEHUH ¢ NpernoaBarelis.
npakTUKoi (Oyaymiei o [Ipu 5TOM 3a/1aHHE MOHATO NIPABUIIBLHO, B
npo(ecCHOHAIBHON JIOTUYECKOM PACCYKICHUH HET
JESITEIbHOCTBIO). CYIIECTBEHHBIX OIIMOOK, HO JOITYICHBI
CYIIIECTBEHHBIE OIMOKN B BBIOOpE
0OBSICHEHHS; 3aJ]aHUE PEIICHO HEe
MTOJTHOCTBIO WU B
* 001I1EM BUJIE.
HeynoBieTBopUTEIbHO 3aaHne He pelIeHo.

OueHuBaHME MOATOTOBKH JOKJIA/1a, COOOIICHHUS ¢ ITPe3eHTALHeH

popabOTKU MPOOIIEMBI;
* 3. [IpeacraBienue
nH(popMaIuy,

* 4. lupopMaTHBHOCTD U
odopmienue
MPE3eHTAIINH;

5. OTBETHI Ha BOIPOCHI.

4-6anipHas mKaia [Tokazarenu Kputepun
OTnaHO 1. PackpbITHE TEMBI; Tema packpbITa NOJHOCTBIO.
* 2. ['nyOuna [IpoBoaUT aHANM3 TEMBI C IPHUBJICUEHUEM

JIOTIOJTHUTENBHOU JTUTEPATYPHI.

Br1Bos1bI 060CHOBaHEL. JleMOHCTpUPYET MIOHUMAaHUE
3HAYMMOCTH PacKpbIBaEMOM

TEeMBI, 000CHOBEIBAET TEMY.

[IpoBoauT TIIyOOKMit U A€TANBHBIN aHATH3 TEMEI C
OTIOpPOH Ha aBTOPUTETHEIE, IOCTOBEPHEIE
WCTOYHHKH U TUTEPATypy, UHTEpHET-PECYPCHI.
Paboty conpoBoxkaaeT mpuMepamu,
WLTIOCTPUPYIOIUMHU TITyOOKOE ITOHUMaHHE
00y4YarOLUMHUCS CYTH ITOCTABJICHHOHN MPOOJIeMBbI,
JIOTUKH €€ U3JI0KECHHUSI.




Xoporiio

yZ[OBJ'IeTBOpI/ITCJ'IBHO

HeynoBieTBOpUTEIBHO

[pencrasnsemas uHpopMaITUSI
CHUCTEMATH3UPOBAHAa, TIOCIEI0BaTEeNbHA U
JIOTUYECKH CBSA3aHA.

Hcnonp3zoBanb! mpodeccHoHAIbHBIE TEPMHUHBI.
WNudopmartus 1o 3asBISHHON TeMe N3II0KECHA
IIOJIHO U YETKO.

OTCYTCTBYIOT (paKTHUYECKHE OMIMOKH U OIIHOKH B
npeacrapiasieMort wHbopmanuu. [upoko
WCTIOJIb30BaHbl HH(OPMALMOHHBIE TEXHOIOTUH
(PowerPoint).

OTBeTHI Ha BOIIPOCHI MTOJTHBIE C PUBEACHUEM
MPUMEPOB W/WIIN TTOSICHEHUH.

Tema B 11€710M pacKphITa.

[IpoBOUT aHATIN3 TEMBI C IPUBJICYCHUEM
JIOTIOTHUTENBHOM TUTEpaTyphl.

BriBoap! 060cHOBaHEL. JleMOHCTpUPYET HIOHUMaHHUE
3HAYUMOCTH PaCKpbIBAEMO

TEeMbI, 000OCHOBBIBACT TEMY.

[IpoBoauT aHAMN3 TEMBI C OLIOPON HA UCTOUHUKU U
mutepatypy, UaTepHeT-pecypchl. Paboty
COIIPOBO’KAAET MPUMEPAMH, WILTFOCTPUPYIOLIUMHU
MOHUMaHNe 00YYaIOIIMMHUCS CYTH MTOCTAaBICHHON
POOJIEMBI, JIOTUKH €€ H3JI0KEHHS.
[IpencraBnsiemast nHpoOpMaLUs B LEIOM
CHUCTeMAaTH3UpOBaHa, Iocie0BaTeIbHa U
JIOTUYECKH CBS3aHa.

Hcnonb3oBanbl poecCHOHANBHBIE TEPMUHBL.
Wudopmarus mo 3asBISHHON TeMe 3I0XKEeHa
YETKO.

OTCYTCTBYIOT (paKTHUYECKHE OMIMOKA U OIIHOKH B
npezncrasisieMoit nHGopmannu. Llupoko
WCTIOJIb30BaHbl HH)OPMAIIMOHHBIE TEXHOIOTUH
(PowerPoint).

OTBeTHI Ha BOIIPOCHI MOJIHBIE C IPUBEACHUEM
MPUMEPOB W/WIIN TIOSICHEHUH.

Tema He TOTHOCTBIO packpeITa. OTCYTCTBYIOT
BBbIBOJIbl. He mOHMMaeT 3HaUMMOCTh pacKpbIBAEMOM
TEMBI, HE MOKET €e 000CHOBATh. AHAJIN3 TEMBI
MOBEPXHOCTHBIN, OTCYTCTBYIOT IPHUMEPHI, OIIopa
Ha OJJUH HCTOYHUK.

[pencrasnsemas nHGOPMAITUS TOTHYECKH HE
cBsizaHa. He ncnonp3oBaHbl mpodeccHoHambHbIE
TepMuHbl. HbOpMaLus, n3noxxeHHas B
MPE3eHTAlNH, HE COOTBETCTBYET 0003HAUEHHOM
TeMe. B Texcre u nmpe3eHTanny NPUCYTCTBYIOT
cepbE3HbIe OMMOKH, MHPOPMALHS HETOCTATOYHO
CTpyKTypupoBaHa. HeT oTBETOB Ha BONPOCHI.

3agaHue He BBIIOIHEHO.

OunenuBanue

BBINNOJIHCHUA TECTOB

4-0ajuibHAs IKAJIA

Iloxa3zaTenu

Kputepun

OTianyHO

Xopowo

1. ITonmHOTA
BBIIOJTHCHHSI

* TECTOBBIX 3aJIaHUS;

* 2. CBOEBPEMEHHOCTh

Brimonneno 90 u 6onee % 3amaHuii
MIPEIIOKEHHOTO TECTa, B 3aJaHUSIX OTKPBITOTO
TUIA JaH MOJHBIN, pa3BepHYTHIA OTBET HA
MOCTaBJICHHBIA BOIIPOC

* BBINIOJIHCHMSI 3a/1aHUS;
* 3. IIpaBMIBHOCTH

Brmonaeno 70 u 6oinee % 3aganunii
MPEIIOKEHHOI'0 TeCTa, B 3aJJaHUSIX OTKPHITOIO




OTBETOB Ha BOIPOCHI;
e 4. CaMOCTOATEILHOCTD
* TECTUPOBAHMSI;

5.uT.nm. JIp.

THUIA JaH TOJIHBIN, pa3BEPHYTHI OTBET HA
MOCTaBJICHHBIN BOIIPOC; OJTHAKO OBLIM JIOMYIICHBI
HETOYHOCTH B ONPECICHUU MTOHSITHI, TEPMUHOB U

VY 10BIIETBOPUTEIBHO

Brmomaeno 50 u 6oaee % 3amaHuii
MPEIOKEHHOTO TECTa, B 33aHUIX OTKPBITOTO
THITIA JaH HENOJIHLIM OTBET Ha MOCTaBIECHHBIH
BOIIPOC, B OTBETE HE MPUCYTCTBYIOT JIOKa3aTeIbHbIC
MPUMEPBI, TEKCT CO CTHIIUCTHYCCKUMH U
opdorpapudeckuMu OMUOKaMH.

HeynosnerBopurensHo

Brimotreno 49 u menee % 3ananuit
MPENIOKESHHOTO TECTa, HA MOCTABICHHBIE BOMPOCHI
OTBET OTCYTCTBYET HJIU HETIOJIHBIN, JOMYIICHBI
CYIIECTBEHHBIC OMIMOKH B TEOPETUYCCKOM
Marepuaie (TepMUHAX, TOHITHSIX )

OuneHnBaHMe IK3aMeHa/ 3a4eTa ¢ OLEeHKO

No ®opma IIpouexypa oueHuBaHust Ikana u KpuTEpUU OLEHKHU, 0aJLT
n/m KOHTpOJIst/
KOJbI
OLIeHHBaeMbIX
KOMIIETEHIH i
1. JK3aMeH [IpaBUIBHOCTH OTBETOB HA BCE BOIPOCHI | OLIEHKA «OTIMYHO» - OOydaromuics
(BepHOE, YETKOE M JJOCTATOYHO TITyOOKOE | JOJIKEH JIaTh TMIOJIHBIE,

M3NIOKEHUE WJeH, TOHATHH, (HaKTOB H
T.1.);

Coueranue MONHOTH M JIAKOHMYHOCTHU
OTBETA;

Hanmume mnpakTHdecknx HABBIKOB TI0
TUCIUIUIMHE  (pelieHue 3amad  Wiu
3aJIaHHH );

OpuentupoBanue B y4eOHOH, HAYYHOH U
CIIeLIMAJIbHOM JIUTEpATYPE;

Jloruka u apryMEHTUPOBAHHOCTh
U3JI0KECHUS,
I'pamotHOE KOMMEHTHPOBAHHUE,

MIpUBEICHUE IPUMEPOB, AHATOTHIA;
KynsTypa oTBeTa.

HACYEPNBIBAIOIINE OTBETHl HA BOIPOCHI
Ounera, B YacTHOCTH, OTBET JOJDKEH
npeanojaraT  3HaHWE  OCHOBHBIX
MIOHATHA W UX OCOOCHHOCTEW, yMEHHe
MIPaBUIIGHO  OMPENENATh CHelH(pHUKy
COOTBETCTBYIOIINX OTHOUIEHUH,
MPaBUJILHOE PELICHUE MPAKTUYECKOTO
3a/1aHHUS. OueHka «OTIIUYHO»
npeanojiaraeT  HaJu4ue  CUCTEMBI
3HaHUH 0 MPEeMETY, YMEHUE H3JlaraTh
MaTepuan B JIOTUYECKOU
[OCJIEI0BATEIBHOCTH, CUCTEMATHUYHO,
TPaMOTHBIM SI3BIKOM;
OLICHKa «XOpOLIO» -
JOJDKEH JaTh IIOJIHbIE OTBETHI Ha
BOMPOCHI, yKa3zaHHble B  Ouiere.
JlormmyckatoTcsi HETOYHOCTH TPH OTBETE,
KOTOpbIE BCE K€ HE BIUAIOT Ha
MpaBUIBHOCTh OTBeTa. OTBET JOJKEH
npeanojaraT  3HaHHE  OCHOBHBIX
MOHATHA U UX OCOOCHHOCTEH, yMEHHE
MPaBUIIEHO  OMPEJENATh CHEeIH(PHUKY
COOTBETCTBYIOIINX OTHOILIEHUM.
OueHka  «XOpOLIO»  MOpEeAIoJiaraet
Halu4yhe  CUCTEMbl  3HAHMM  TIO
MpeaIMeTy, YMEHHE H3j1araTb MaTepual
B JIOTUYECKOW TIOCIIEA0BAaTENbHOCTH,
CUCTEMATUYHO, TPAMOTHBIM SI3BIKOM,
OJIHAKO, JIOTTYCKAIOTCS
HE3HAYHUTETLHBIC OIMTUOKH, HETOYHOCTH
[0 Ha3BaHHBIM KPUTEPUSM, KOTOpbIE
BCE K€ HE  MCKaXalwT  CyTH
COOTBETCTBYIOIIETO OTBETA;

OIICHKA «YJOBJIETBOPUTEIHLHO -

oOyJarommiics




0OyJaromnuiicss MOJDKEH B IICJIOM JaTh
OTBETHI Ha BOMPOCHI, MPEATOKCHHBIC B
OwieTe, OPUCHTHUPOBATHCS B CHCTEME

JUCTTATUTAHBI «Metonpr
TICUXOCOIUAIbHOM KOppEKIUU
JTUYHOCTH, 3HATh OCHOBHBIC
KaTeTOPHH MpeaMeTa. Orenka
«YIOBIETBOPUTEIFHO» TIPEATIONAraer,

YTO MaTepual B OCHOBHOM H3JIOKEH
TPaMOTHBIM SI3BIKOM;

OLICHKA «HEYIOBIICTBOPHTEIHLHO
npeamnonaraeT, 4ro o0yyaromumcs
n10o0 He JAaH OTBET Ha BOMpPOC OWJeTa,
60 o0yyaromuiics He 3HaeT
OCHOBHBIX KaTE€TOpWi, HE MOXET
OMPEeICNIUTh MPEIMET AUCIHIUIMHBL

TecrtupoBanue

IlonHoTa  3HaHUKW  TEOPETUYECKOTO
KOHTPOJIUPYEMOIO Marepuana.
KomnyectBo MMpaBUJIbHBIX OTBETOB

«OTJMYHO» - TPOLEHT NPaBHIBHBIX
oTBeTOB = > 90%);

«XOpOWUIO» - TPOIEHT NPaBUIBHBIX
OTBETOB = > 69%;
«Y/10BJIETBOPUTEJbHO» - TIPOLEHT
MPaBUIIBHBIX OTBETOB = > 50%);
«HEY/I0BJIETBOPUTEJBHO» - TPOLEHT
MIpaBUIBHBIX 0TBETOB < 50%.
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KJIIOYHA ITPABHUJIBHBIX OTBETOB K ®OHY OHEHOYHbIX CPEJICTB (Tecry)

Howmep 3ananus [IpaBuibHBINA OTBET
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