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INTRODUCING DIFFERENTIATION METHOD TO BUILD AN INCLUSIVE
CLASSROOM AMONG 7™M GRADERS’ ENGLISH LESSONS

Abstract. In today’s highly diverse classrooms, effective instruction must recognise and respond to the different
readiness levels, interests and learning styles of students. This article examines how a differentiated instruction (DI)
method can be introduced in the 7th-grade English curriculum at an IB school in Astana to build a more inclusive
classroom. Drawing on the theoretical foundations of differentiation and inclusive pedagogy, literature on DI in
English as a Foreign Language (EFL) settings, and a proposed phased implementation model (pre-lesson, lesson
delivery, post-lesson/reflection), the article provides a framework for tailoring English lessons to a heterogeneous
group of students. The framework addresses differentiation by phase, knowledge of English proficiency, student
interest, and learning styles. When teachers proactively design content, process and product options, and monitor
student engagement and outcomes, students with varied needs can access the curriculum, feel valued, and participate
meaningfully. The article concludes with implications for practice at school contexts and recommendations for further
research.

Key words: differentiation, inclusive classroom, 7" grade, heterogeneous, learning style, interest, readiness,
phase.

Introduction

The modern classroom is characterised by learner diversity in multiple dimensions: prior
knowledge and language proficiency, cultural and linguistic backgrounds, interests, motivations,
and preferred learning styles. In the context of English language education among early adolescents,
such as 7th graders, this diversity presents both challenges and opportunities. The school serves a
multilingual and multicultural student body in Astana, Kazakhstan, where English is taught as an
additional language and learners arrive with varying levels of proficiency, motivation and
background. For 7th-grade English classes at school, simply delivering a one-size-fits-all lesson
risks excluding some learners—those who are either ahead or behind, those whose interests differ, or
who learn best through different modalities.

Inclusive education demands that all students — regardless of their proficiency, interest or
preferred way of learning — should have equitable access to meaningful learning opportunities [1].
Differentiated instruction (DI) is widely recognised as a pedagogical approach that enables teachers
to respond to learner diversity while maintaining high expectations for all students [2]. By
differentiation along the dimensions of content (what students learn), process (how they learn) and
product (how they demonstrate learning), DI helps to ensure that each learner can engage, progress
and succeed.

In the specific context of 7th-grade English lessons, this article proposes a structured
differentiation method organised by instructional phase (pre-lesson, during lesson, post
lesson/reflection), by students’ English knowledge/proficiency, by interest, and by learning styles.
The objective is to build an inclusive classroom in which every student has multiple pathways to
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access the curriculum, engage with it, and demonstrate their learning. The rest of the article is
structured as follows: a review of key literature on DI and inclusive instruction in EFL contexts;
presentation of the differentiated framework; discussion of implementation at school’s 7th grade;
and conclusion with implications and recommendations.

Literature Review

Differentiated Instruction and the Inclusive Classroom

Education today faces the vital task of addressing learners’ diverse needs in increasingly
heterogeneous classrooms. Differentiated instruction (DI) has emerged as a pedagogical framework
that promotes equity and inclusion by adapting teaching methods, materials, and assessments to suit
varying readiness levels, learning preferences, and interests. According to Tomlinson, DI is not a set
of strategies but a philosophy of teaching that begins with the recognition of student diversity as an
opportunity for responsive instruction. In inclusive classrooms, where learners of differing
linguistic, cognitive, and socio-emotional backgrounds learn together, differentiation plays a critical
role in fostering engagement and academic success for all.

This literature review examines key theoretical foundations and research findings related to
DI in inclusive education settings. It highlights conceptual understandings of differentiation,
explores its relationship with inclusive teaching practices, and synthesizes evidence from recent
studies, including those of [3], [1].

Theoretical Background of Differentiated Instruction

Tomlinson’s framework defines differentiation as proactive modification of content, process,
product, and learning environment in response to learners’ differences in readiness, interest, and
learning profile [4]. The central assumption is that all students can learn effectively when
instruction aligns with their individual learning needs. Differentiation, therefore, is grounded in
constructivist and learner-centred theories, in which students construct understanding through
meaningful interaction with content [5].

Dale and Wearness further emphasize that differentiation must involve systematic variation in
tasks and supports to enable mastery learning [6]. They argue that effective differentiation prevents
the marginalization of lower-performing students and promotes self-efficacy through accessible
challenges. Similarly, Tomlinson and Imbeau note that differentiation should not mean
individualized instruction for every learner but the creation of flexible pathways that allow all
students to progress toward shared learning goals [7].

Differentiation and Inclusive Education

While numerous studies describe the structure and strategies of DI, its broader value lies in its
capacity to promote inclusive learning environments. Rather than focusing on implementation
barriers, current research highlights DI as a proactive framework that supports equity by valuing
learner diversity. By tailoring instruction to multiple readiness levels and abilities, teachers create
classrooms where all learners—regardless of background or capacity—access the curriculum
meaningfully. This conceptual alignment forms the bridge between differentiation and inclusion.

Inclusive education seeks to provide equitable opportunities for all learners, including those
with special educational needs, linguistic differences, or varied socioeconomic backgrounds.
According to UNESCO [8], inclusion entails removing barriers to participation and ensuring that
every learner feels valued and supported. Differentiated instruction provides a pedagogical
mechanism for achieving these goals.

Gheyssens et al. [3] assert that inclusive differentiation should not be understood as a reactive
strategy but as a systematic, school-wide commitment to student diversity. Their study across
European classrooms revealed that when DI is embedded in lesson planning, assessment, and
collaboration, students with differing abilities engage more confidently and demonstrate stronger
academic outcomes. Celik [1] similarly observed that differentiated approaches in language
teaching promote inclusivity by allowing students to participate at varying proficiency levels while
sharing common communicative objectives.

Tomlinson [2] stresses that inclusive classrooms are characterized by flexibility, respect for
individual growth trajectories, and continuous formative assessment. Differentiation operationalizes
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these principles by ensuring that instruction responds dynamically to learners’ evolving needs. As
Dale and Werness [6] argue, the essence of inclusion is not uniformity but accessibility;
differentiation serves as the practical means to achieve that accessibility.

The benefits of differentiated instruction are evident in its ability to enhance student
engagement and motivation, build a positive classroom rapport, and improve academic
achievement. [9] found that differentiated environments improve learners’ self-esteem, autonomy,
and sense of agency through opportunities for choice and appropriate challenge. Differentiation also
fosters positive classroom relationships; when students collaborate in mixed-ability groups, they
develop empathy and cooperation skills [10], [1]. reported that differentiated practices strengthen
language outcomes and create more cohesive classroom communities. In inclusive contexts, flexible
assessment methods as portfolios and performance tasks, allow teachers to recognise individual
progress, ensuring aquitable learning opportunities for all [3]. Overall, the literature highlights
differentiated instruction as an effective and equitable approach that promotes engagement,
autonomy, and access to learning for every student, viewing diversity as a valuable classroom
resource.

Phased Implementation and Classroom Practices

Practical models of DI typically focus on three key instructional dimensions: content, process,
and product [2]. Teachers may differentiate content by varying texts, resources, or complexity
levels to ensure accessibility for all learners. Process differentiation involves adapting learning
activities and grouping structures to align with students’ learning styles or multiple intelligences
[11]. Product differentiation allows learners to demonstrate understanding through diverse outputs,
such as written reports, oral presentations, or creative projects.

Effective differentiated instruction is often structured through phases: planning (pre-lesson),
implementation (during lesson) and reflection/assessment (post-lesson). In the planning phase, the
teacher anticipates student needs, designs varied tasks and materials. During the lesson, the teacher
uses flexible grouping, scaffolds tasks, offers choice and monitors student progress. In
reflection/assessment, students may choose how to demonstrate learning, and the teacher uses
formative feedback and adjusts subsequent instruction accordingly (Gheyssens & Van Den Brande).
The literature underscores that differentiation is the most successful when it is embedded in the
instructional cycle rather than treated as episodic.

Building on the literature reviewed above, this article proposes a differentiated instruction
framework designed for 7th-grade English lessons. The framework addresses four major axes:
phase (pre-lesson, during-lesson, post-lesson/reflection), student knowledge of English (readiness
levels), student interests, and student learning styles. Each axe will guide the teacher’s planning,
delivery and assessment of instruction.

Pre-Lesson Stage

In the pre-lesson planning phase, the teacher should conduct phasing test to identify students’
English level (e.g., vocabulary, grammar, reading comprehension, writing) and meet their interests
and preferred learning styles. According to Kolb’s learning style theory, learners may prefer visual,
auditory, read/write, or kinesthetic modes of learning [12]. When planning lessons, these
preferences are taken into account. For example, when preparing slides, teachers can add pictures
alongside new vocabulary or short videos to introduce a topic. Reading and writing tasks can be
included in every lesson, while these is space for hands-on activities, such as creating booklets on a
given topic, allow students to engage kinesthetically.

Based on this data, the teacher will group students into approximate group (for example:
Phase 1 — less progressive, Phase 2 — more progressive) and design content, learning process and
summative assessment accordingly:

Content differentiation: For the less progressive students, the teacher may provide
scaffolded vocabulary list, simplified texts, visuals, writing templates with ready to use phrases; for
the more improved group of students, a teacher can offer an original text with or without pictures;
independent task, writing templates without phrases but questions to answer.
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Process differentiation refers to the adaptation of teaching and learning activities (the
process of learning) to accommodate students’ diverse needs, abilities, and learning styles. In other
words, it involves varying the ways in which students engage with content and develop
understanding. Effective process differentiation allows learners to access the same curriculum
through different levels of support and challenge. In practice, this can be achieved through a variety
of classroom strategies. For instance, for the teaching process, teachers may prepare different
handouts for students according to their proficiency levels, such as simplified texts or vocabulary
definitions for less advanced learners.

Product differentiation: Students are given a choice of how to demonstrate their learning:
e.g., write a short story, record a podcast, create a poster, or present a dialogue. The tasks differ in
complexity (tiering) but address the same language objectives (e.g., use of Present Simple, Present
Continuous, topical vocabulary, persuasive phrases). For example, students study «Travelling and
Adventure» and they can show their learning results by choosing a city and creating either a poster
or an e-presentation.

Learning environment: The teacher plans for flexible seating, partner/triad groupings,
stations differentiated by readiness and style, and establishes expectations and supports for
groupings.

During-Lesson Stage

During the lesson, the teacher organizes the class in flexible groupings (homogeneous or
heterogeneous depending on task) and monitors student progress. Key practices include:

Differentiation in the classroom can be effectively implemented through a combination of
strategies that address students’ varying readiness levels, interests, and learning profiles. Tiered
assignments allow different groups to work on tasks of varying difficulty or scaffolding levels, all
aligned with the same learning objective. Similarly, choice boards give students autonomy to select
from a range of activities that match their interests or learning styles, promoting engagement and
ownership of learning.

Teachers can provide scaffolded support by pulling less-progressive students for guided
practice while allowing more proficient learners to work on extension tasks or engage in peer
teaching. Ongoing formative tasks or assessment play a key role, as teachers continuously monitor
progress, ask probing questions, and adjust lesson pacing or task complexity based on students’
responses—reflecting the «output = input» principle described by Gheyssens and Van Den Brande.

In addition, differentiation can be strengthened through multiple modalities, such as visual
(charts, diagrams), auditory (recordings), kinesthetic (role-plays, movement), and collaborative
learning tasks that accommodate diverse learning preferences. Activities should also connect to
students’ interests, especially those relevant to 7th-graders—such as cities, favorite movies, computer
games, or social media—to sustain motivation. Throughout these practices, teachers can offer extra
guidance and scaffolding for those needing support while granting greater independence to
advanced learners. Pair and group work further encourage collaboration and peer learning, allowing
students to learn from one another.

Post-Lesson Phase

After the main instructional activities, students engage in reflection and demonstrate their
understanding through differentiated product options. To support this process, the teacher integrates
several assessment and feedback strategies. Students complete self- or peer-assessments, reflecting
on their task choices, evaluating their performance, and setting personal goals for improvement. The
teacher conducts formative and summative assessments using rubrics tiered by achievement level
but aligned with shared learning objectives to ensure fairness and consistency.

Feedback is personalized according to each student’s readiness, interests, and learning
preferences—for example, a visually oriented learner who needs support in writing may receive
visual scaffolds combined with a peer conference. Finally, the teacher uses insights from student
work, engagement levels, and reflections to plan the next lesson, adjusting groupings, scaffolding,
and task options as needed. This continuous process sustains the cycle of differentiation, ensuring
instruction remains responsive to learners’ evolving needs.
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Phase-by-phase considerations in the current study context

In the planning phase, the teacher can administer a brief online diagnostic through the
school’s LMS to determine students’ English proficiency levels. To better understand learners’
interests, the teacher may also collect interest profiles (for example, via Google Forms) to identify
preferred topics such as music, sports, travel, gaming, or social media. Additionally, learning-style
inventories can offer useful insights into whether students respond best to visual, auditory,
kinesthetic, or reading/writing tasks.

During the lesson, the teacher takes advantage of the school’s well-equipped classrooms—
including interactive whiteboards and computers—to provide multimodal learning experiences. For
example, proficient learners might create a short English «travel vlog», developing learners could
perform a collaborative role-play at activity stations, and emerging learners might work with
scaffolded graphic organizers and peer-supported reading. The teacher circulates to observe, record
notes on a tablet, and uses short exit slips to gauge understanding.

After the lesson, students upload their completed work to the LMS and respond to short self-
reflection prompts (e.g., «What choice did I make? Why? What will I do next time to improve?»).
The teacher reviews the submissions using a tiered rubric aligned with common learning goals and
provides individual or pair feedback to help students set personalized improvement targets. These
reflections and assessments then inform planning for the next lesson, with adjustments such as
regrouping students, modifying tasks, or introducing new interest-based activities to maintain a
responsive and differentiated learning cycle.

Addressing students’ readiness within differentiation

Differentiation by readiness means tasks and scaffolding must align with their current level but
still aim toward the same objective (e.g., «Use past simple to describe a holiday»). At the school of
current study, 7th-grade students may vary from early-intermediate to advanced levels of English.
Therefore, for emerging students: simplified text, scaffolded sentence starters, peer-group support; for
developing students: standard text with optional extension questions; for advanced students: richer
text, optional challenge tasks (e.g., adding modal verbs or reported speech). Importantly, the common
goal remains constant, so no students are “left behind” or given a trivial task.

Differentiation by interest

Interest-based differentiation motivates students and supports engagement. At IB school, a
teacher might offer activity options tied to topics students care about: e.g., travel, favourite sports
teams, digital media, environmental issues. The choice board might include tasks such as writing a
travel blog, creating a sports commentary in English, or making an infographic about climate
change. By aligning tasks with interest, the teacher taps into intrinsic motivation, which is known to
enhance engagement (Widayanti et al.).

Differentiation by Learning Styles

While the concept of «learning styles» is debated, it remains pedagogically useful to vary how
content is delivered and how students demonstrate learning. The teacher can structure learning
stations and tasks that reflect visual, auditory, kinesthetic, social/solitary preferences. For example:
a visual station uses mind-maps/infographics; an auditory station uses audio recordings and peer
discussion; a kinesthetic station uses role-play or movement-based tasks; a solitary station uses
individual reflection and writing. This variety helps ensure that students with different
predispositions can engage meaningfully.

Benefits and Challenges

Research shows that DI supports social inclusion, self-concept and well-being in
heterogeneous classrooms. For instance, Pozas et al. found positive association of perceived teacher
DI practice with students’ school well-being and inclusion. In EFL classes, Purnamaningwulan and
Purwanto documented students’ positive perceptions of DI in a 7th-grade EFL context: increased
motivation, better collaboration and improved learning experience. In the current study context,
such benefits may translate into improved student engagement, a stronger sense of belonging in the
English classroom, and higher achievement across proficiency levels.
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However, implementing differentiated instruction has challenges. Gheyssens and Van Den
Brande highlight that often DI is implemented only partiallythat is, only one dimension is
differentiated or only occasionallyrather than embedded as a pedagogical model. Teachers require
time, professional development, and planning support. In an international school, teacher workload,
class size, and resource constraints may impede full implementation. Moreover, data collection (on
interest, learning style, readiness) and grouping logistics require systems and flexibility.

Monitoring and Continuous Improvement

The teacher this school should maintain a differentiation log or journal: key data include
number of students in each readiness band, task choices made (by interest/learning style), student
engagement levels (observed and self-reported), outcomes (via formative worksheets, exit tickets,
products), and reflection outcomes (student reflections, teacher notes). Over time (say one unit
spanning 4-5 weeks) this data can inform adjustments: e.g., more scaffolding for emerging students,
different interest options for low-engagement students, alternative grouping strategies for
kinesthetic-preferencing learners.

Moreover, involving students in decision-making builds ownership. For example, at the end
of a unit, a class discussion or survey: «Which activity did you choose and why? How did it help
you? What other choice would you like next time?» This supports metacognitive development and
inclusion. A study on differentiated instruction in writing activities found increased learner
autonomy when students were offered choice and reflected on their preferences.

Conclusion

This article has presented a differentiated instruction framework tailored to 7th-grade English
lessons at an IB school in Astana. By structuring differentiation across four axes — phase (pre-
lesson, during-lesson, post-lesson/reflection), readiness (students’ English proficiency/knowledge),
interest, and learning styles — teachers can design inclusive, responsive lessons that meet diverse
learner needs while maintaining high expectations for all.

The theoretical foundations demonstrate that differentiated instruction supports inclusive
education by enabling access, engagement and meaningful progress for every student (Celik, 2016;
Tanjung & Ashadi, 2019) and is effective in EFL/EAL settings (Purnamaningwulan & Purwanto,
2025; Hidalgo-Camacho et al., 2019) [14]. The practical framework aligns with these findings.

In the current study context, several enabling conditions exist (international school
environment, diverse learner body, resources) but also challenges (time for planning, grouping
logistics, gathering accurate interest/style data, differentiated assessment). Addressing these through
professional development, planned reflection, data-informed instruction and student involvement
fosters sustainable implementation.

Recommendations for Practice

To sustain effective differentiation, schools can implement a structured cycle of professional
development, planning, and reflection. Leadership can schedule regular workshops and
collaborative planning sessions for English teachers to share differentiated strategies and materials.
Each unit should begin with a diagnostic assessment and interest/learning style survey, supported
by continuous tracking of students’ readiness and task choices. A flexible materials bank—including
scaffolded readings, challenge texts, infographics, and video-creation tasks—would allow teachers to
quickly tailor lessons to diverse needs. Students should have opportunities for reflection and choice,
selecting tasks that match their interests and evaluating their learning process. Ongoing formative
assessment through exit slips, observations, and peer/self-assessment enables teachers to adjust
scaffolding and groupings dynamically. Finally, regular review and refinement of differentiation
logs help identify which strategies and interest-based options are most effective for future planning.

Recommendations for Further Research

Given the relative scarcity of studies conducted in Kazakhstan or Central Asian international
schools, future research could investigate how DI implementation at IB school affects student
outcomes (proficiency gains, engagement, self-concept) via action-research or quasi-experimental
design. Moreover, longitudinal studies could assess how student choice and differentiated tasks
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influence motivation and language retention over time. Finally, exploring the intersection of digital
tools with DI offers promising avenues for resource-rich international schools.

In conclusion, introducing differentiated instruction in the 7th-grade English classroom at the
IB School is both feasible and aligned with inclusive education imperatives. With careful design,
ongoing reflection and institutional support, DI can transform a mixed-ability, multicultural class
into a dynamic, engaging, inclusive learning community where every student has a pathway to
success.
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7-CbIHBIII OKYIBIJIAPBIHBIH AFBIJIIIIBIH TIJII CABAKTAPBIHIA
HNHKJIIO3UBTI CBIHBIII KAJIBIIITACTBIPYFA APHAJIFAH
CAPAJIAII OKBITY 9JICIH EHT'I3Y

Anoamna. Byeinei mayoa apmypai ColHbINMApOa Muimoi OKbImMy — OKYULLIAPOLIH OAUbIHObIK OeH2eUnepiH,
Kbl3bL2YUbLILIKMAPBIH JCIHE OKY CMUIbOEPIH ecKepe Omulpbln JHCypeizinyi xasicem. Byn maxana Acmanadaser IB

193



«I1loxopiM yHUBepcHUTETIHIH Xabapuibichl. Puionorus cepusace» Ne4 (4) 2025

«Bulletin of Shakarim University. Philology series» Ne4 (4) 2025

MeKkmeOiHiy 7-CblHbINMAavl azblIublH mini Oazoapiramaceina capananean okeimy (CO) 20iciH eHei3y apkbiivl
UHKTIO3UBMI 0Ky OpMACHIH  KAIbINMACmbulpyosl Kapacmuipaosl. Maxana capananzan oKblmy MeH UHKIIO3UGMI
neoazocuKanbly MeopusiilK Hezizoepine, wem mini peminoe agvimusin minin (EFL) oxvimyoaser CO mypanvl
a0ebuemmepee JicoHe Ke3eHOIK eHei3y yaeicine (cabaxka Oetiinei OaublHObIK, cabax emkizy, cabakmau Keuinei
manoay/pegpnexcus) cyiienedi. Onoa ap mypii Oeneetioeei oKyuibliapea Oeuimoeneer agblIWblH Ml cabaKmapult
YUbIMOACbIPY2A APHANEAH KYPbLIbIM YCbIHbIAA0bI. Byn xypulivim capanayoviy KezenoepiH, aebliwblh Mili MeHeepy
OeneelliH, OKYUbLIAPObIY Kbl3bl2YUbLIBIKIMAPLIH JHCIHE OKY CMUAbOepiH Kammuovl. Myzanimoep MasmyHObl, OKblmY
NPOYECIH HCIHe HIMUCENIK OHIMOepOl aNObIH ANlA HCOCNAPLAN, OKVUbLIAPObIH KAMbICYbl MeH Hemicmikmepin yHemi
bakwiian omwlpca, ap Mypii Kasxcemminikmepi 6ap OKyubLiap OKy 6ag0apiamdcblHa MONbIK KAMbICHIN, 630epiH
bazanaumelnvin ce3inin, Oencendi Kamvica anadvl. Makana mexmen #a20aublHOA CAPANAHEAH OKbIMYObl eHi3YO0iH
MaKHCIpUbeniK ManbI3blH JdHCoHEe OONAUIAK 3epmmeyiepae apHANRAH YCbIHbICMAPObl KOPbIMbIHOLLIALUOb.

Tipex co30ep: capanay, UHKIIO3USMI CbIHbIN, 7-CbIHLIN, dPMEKMi, 0Ky CHUMi, Kbl3bleYUIbLIbIK, OalbIHObIK
Oeneelil, gasa.
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BHEJPEHUE METO/JIA TU®®EPEHIIMALIMM 1151 CO3TAHUS
WHKJIIO3UBHOTI'O KJIACCA HA YPOKAX AHIJIMACKOT O SI3BIKA
B 7-X KJIACCAX

Annomayun. CogpemeHHbIX Kiaccax 3¢pgexkmusnoe oOyueHue OOMNHCHO YUUMbBIBAMb U peasuposamv HA
PA3IUYHbIE YPOGHU 20MOBHOCIU, UHMEPeCchl U CIMUIU 00yyenus yuawuxcs. B dannoii cmamve paccmampusaemcs, kaxk
Memoo oupgepenyuposarnnozo obyuenus ([O) mocem 6vimb 6HeOPEH 8 YUeOHYIO NPOSPAMMY NO AHSTULICKOMY A3bIKY
onsa 7-20 knacca 6 IB wixone 2.Acmanvl ¢ yenvio co30anus 6onee UHKIIO3UBHOU 00pa3zoeamenvHoll cpedvl. Onupasce Ha
meopemuyeckue OCHO8bl Ou@epenyuayuu U UHKIIO3UGHOU nedazo2uxy, uccreooganus []O 6 Koumexcme
npenooasanus aHeIulcKko2o A3vika Kaxk unocmpanunoco (EFL), a maxoce Ha npeonodcenHylo NOIMAnuyio Mooeisb
HeOpeHUsl (N0020MOBUMENbHBILL IMAN, NpoGedeHue Ypokd, dman nocie Ypoka/pegiexcus), cmamvs npeoidzaem
CIPYKMYpy adanmayuu ypoKo8 aHeAUlCK020 5A3bIKA 05l HeOOHOPOOHOU epynnul yuawjuxcs. B oanmoti cmpyxmype
ompasicensl achekmsl Ouggepenyuayuyu no IMaAnam, YpogHio 81A0EHUS AHSTUNCKUM A3bIKOM, UHMEPecam U CMuiam
obyuenus yuawuxca. Koeda yyumens 3apanee npoexmupyiom 6apuaHmel coOepicaHus, npoyecca u npooykmd, a
makoce OMCAeHCUBAIOM B08NEUEHHOCb U  Pe3VIbMAmsl YYEHUKOS, Yuawuecs ¢ pAasIuyHbIMU NOMpeoHOCmAMU
noayyaom O0oCmyn K Y4eOHOU npozpamme, YY8CMEYIOM C80I0 3HAYUMOCMb U MO2YM AKMUBHO YYdCME08amv 6
obyuenuu. B 3axnmouenuu cmamvu paccmampusaromcs npakmuueckue 6bi800bl 015l WKOIbHO20 KOHMEKCMA U Oaubvl
pexomeHOayuy 05 OANbHeUX UCCAEO08AHUIL.

Knrueevte cnosa: oughpepenyuayus, uHKIO3USHBIU Kiacc, 7-U KIACC, PAZHOPOOHBIU, CMUTb 00VUeHus,
unmepec, 20mosHocmy, ¢asa.
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OPTA MEKTEIITE OKbIJIBIM JIAT'IBIJIAPBIH KAJIBIIITACTBIPY MOCEJIECI

AHnoamna. Maxanaoa oxwlibiM 0AgObICHIH OAMbBIMY Maceaeci min yupemy 20icmemeciniy Mayvl30bl 6A&bIMbl
peminde Kapacmuoipvligat. OKbLIbIM — OKbIPMAH MeH MIMIH ApacbiHOagbl KypOeii KOMMYHUKAMUSMIK dpeKem peminoe
AHLIKMANLIN, OHBIY O0AMYbL JHCAH-JCAKMblL OLiM MeH Mindi mepey meHeepyoi manan ememini kopceminedi. Oxvlivim
0agobICHIH HCEMINOIPY KORAMHBIY 0aMy OeHeeline Calikec 032epin Omulpamuvitbl, KaA3aK MiliH OKblmMy0debl OKbLIbIMEA
KOUbLIAMbIH MAIANMapobly KypoeneHin, OKblIamblh MaminOepOiy mypaepi, Kypoeinieli MeH KoaieMiHiy o32epy ypoici
manodanaovl. 3epmmeynep Hamudicecinoe Min yupeny yoepici coiliey apeKeminiy Oapivlk mypiepin — MblHOAIbIM,
AUMBLIBIM, JCA3BIILIM HCIHE OKbLIBIMObL KAMIMYbl MUIC eKeHI 2blIblMU HecizoenceH. Anaiida OKuLiblM apeKkemi
a0icmemenix MYpablOan JHCemKLIKmi OeHeelioe KapacmulpulIMau omulp, couneyliy OHiMOi popmanapvimen
CABICMBIPRAHOA HA3APOAH MBIC KALYbIN OMbIP2AHObIZbL aHblkmanovl. Jeeenmen, U.A. ['pysunckas, O.H. Koganw dcane
A.A. Muponro6o6 cuskmol a0ickepiep OKbLIbIMObL COlIeY HCIHe MILJIK 0a20bliapobl KAAbINMACMbIpy MeH 0AKbIAAYObIH
Manwbi30bl Kypanwl oen Kapacmuipaosl. OKy mexHuKacvlh Meneepy, OKbLIbIMHbIY CUHIMEMUKAIbIK HCIHE AHATUMUKATbIK
mypaepi, (poHemuKanvlK 3aHObLLILIKMAPObL U2EPY CUSIKNBL 20ICTED OKbLIBIM Od8ObICHIH KAILINMACMbIPY0agbl He2i3i poil
amxapamviibl 0271€10eHOI.

OKbLILIMHBIY, MIA0IK KOPObL, SPAMMAMUKATILIE JHCIHE dHCaA3y 0A20bLIAPLIH Jcemindipyee acepi, aknapammoi
Jlcane Oinim Oepy Kwvizmemmepin amxapy epexuienikmepi anvikmanovl. OKblLIbIM MomMiHOepiH manoay KesiHoe mil
yupenywinepoiy Oinim OeHeelnepi, Kaxicemminikmepi MeH Kbi3bl2yUWbLIbIKMApbl ecKepinyi muic exeHi Kepceminoi.
Convimen 6ipee, OKbLIbIM ANOLIHOASbL JCIHE KeUiH2l Manculpmanapovly KHcyueni YublMOACMbIPbLIYbl, MAZMYHObIK
0az20b1apobl damvimyea 6Oasblmmanean cmpameusnap — 060ax4cay, 6U3VAIOAHOBIPY, OAULAHBLICMbBIPY, CYPAK KOO,
HAKMbLIAY, HCUHAKMAY HCIHe 0A2ANAY OKbLIbIMHbIY MUIMOLIIZIH apmmulpaosi.

Kamvicoimovix 6az0apnvl a0icmemenix macin OKbLIbIM 0a20bICbIH 0amblmyoa Heeizel wapm 00bin madbLiadbl HCIHe
MINOIK KAMbIHACKA KOJl JHCEMKIZyOiH COHEbl MAKcamvl peminde Kapacmulpbuliaosl. Ocbliaiiuid, OKbLIbIMObL MEeHeepmy mil
yipemy ypoiciniy unmecpamuemi 60sici peminoe CO30iK KOp MeH cPAMMAMUKAHLL Jcemindipyee, couney apekemmepin
damvimyea, COHbIMEH Kamap aknapammol Kaobulioay men oHoeyoi jcemindipyee 6aeimmanzan KeuieHoi npoyecc peminoe
YCbIHbLIA0bL. Maxanada oxblibiM 0a20bICblH OAMbINY2ad KAMbICIbL SbLILIMU MYACLIPLIMOAP MeH 20ICIeMeniK YColHbIMOap
bepine omuipwin, OY1 basvimmaswl 3epmmeynepoi api Kapail mepeyoemy Kadlcemminici aman 6mineeH.

Tipek co30ep: Oxvlivim 0agovIchl, Min yupemy adicmemeci, KamuvlcbiMOblK 0a20ap, MIMIHOI MYCIHY, OKbLIbIM
cmpamezusiapul, miidik KamviHac.

Kipicne

Tinal OKBITYABIH HETI3r1 MaKcaThl — COMIICY OpeKeTiH urepy ekeHi Oenrumi. Timmi yipery
YAepiciHae ceiliey opeKeTiHIH HeTi3ri TypJepi — OKbUIBIM, THIHAAIBIM, KA3bUIbIM JKOHE alTBLIBIM
JaFIbUTapbIH  ©3apa OalilaHbpiCTa JaMBITy VJIKEH MaHbI3fra ue. byn marmsuiapaplH  OipTyTac
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