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INVESTIGATING THE EFFECT OF PEER ASSESSMENT ON STUDENTS’ READINESS
AND ACHIEVEMENT IN SAU AND SAT SPEAKING

This study explores the effect of peer assessment on students’ readiness and achievement in Summative
Assessment of the Unit (SAU) and Summative Assessment of the Term (SAT) speaking assessments in an
English as a Foreign Language (EFL) context at Nazarbayev Intellectual School (NIS) Almaty-Nauryzbay.
The aim was to examine whether structured peer assessment could enhance students’ understanding of
assessment criteria, reduce speaking anxiety, and improve their speaking performance. Peer support and
feedback tables based on SAU/SAT speaking rubrics were implemented during several preparatory lessons
with 8th- and 10th-grade students. Students were engaged in evaluating each other’s speaking tasks,
providing constructive feedback, and discussing assessment criteria. Mini online surveys were conducted to
capture students’ perceptions, while speaking scores from current and previous SAU/SAT assessments were
compared to track changes in performance. The findings suggest that peer assessment fostered greater
engagement among less confident students and promoted collaborative support from more proficient peers.
Students reported that peer feedback helped them better understand scoring criteria, increased their
confidence, and reduced speaking-related anxiety. Moreover, their subsequent SAU/SAT speaking scores
showed noticeable improvement compared to earlier results. The findings indicate that peer assessment can
be an effective and low-cost strategy to enhance students’ readiness and achievement in high-stakes speaking
assessments.
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Introduction

In language education, peer assessment has become an effective classroom practice that
encourages students to take an active role in evaluating and improving their own learning. It is
generally understood as a process where learners assess and provide feedback on each other’s work
based on shared criteria or rubrics. Instead of depending entirely on teacher evaluation, students are
encouraged to think critically about what makes a good performance and to apply this
understanding to their own work. Research has shown that involving learners in assessment
supports self-regulation, engagement, and a deeper understanding of learning goals [1-3].

In English as a Foreign Language (EFL) classrooms, peer assessment brings particular
benefits. It gives students the chance to practice communication, compare their speaking
performance with peers, and receive feedback in a more relaxed environment than in formal
assessments. Studies have demonstrated that structured peer feedback helps students become more
reflective, independent, and responsible for their progress [4, 5]. It also promotes collaboration
rather than competition, as students start to see learning improvement as a shared process. When
guided by clear rubrics and teacher support, peer assessment can strengthen both speaking ability
and confidence [6, 7]. However, in many EFL classrooms, speaking remains one of the main
sources of anxiety, especially for learners who worry about being judged or making mistakes. Such
anxiety often limits classroom participation and prevents students from reaching their full potential.
This issue is closely connected to the concept of Foreign Language Classroom Anxiety (FLCA)
developed by Horwitz, Horwitz, and Cope [8]. Their framework highlights that communication
apprehension and fear of negative evaluation are two major emotional barriers that interfere with
language learning and speaking performance. When learners experience this type of anxiety, they
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tend to avoid speaking opportunities and become less confident in assessments, even when they
have the necessary knowledge.

Within the Nazarbayev Intellectual Schools (NIS) network in Kazakhstan, assessment practices
emphasize reflection, transparency, and learner autonomy. The Summative Assessment of the Term
(SAT) plays an important role in measuring students’ progress and academic achievement.
However, many students still report feeling nervous and uncertain before speaking assessments.
These difficulties often arise from a limited understanding of the assessment criteria and a lack of
experience in analyzing what makes strong or weak performance. Introducing peer assessment into
preparatory speaking lessons can help to address these challenges. By working with rubrics,
observing peers, and giving feedback, students can become more familiar with the criteria, more
confident in their abilities, and less anxious about the evaluation process.

The main purpose of this research is to explore how peer assessment influences students’
readiness and achievement in SAT speaking tasks at NIS Almaty—Nauryzbay. The study focuses on
two aspects: changes in students’ SAT speaking performance after the introduction of peer
assessment and their attitudes toward this approach based on a short online survey.

The research addresses the following questions:

1. To what extent did the implementation of peer assessment influence students’ SAT speaking
performance compared to their results prior to its introduction?

2. What insights do students’ survey responses provide about their perceptions of peer
assessment as a tool for improving readiness and confidence in SAT speaking assessments?

A mixed-method approach was applied to answer these questions. Quantitative data were
collected from SAT speaking results before and after the peer assessment activities, while
qualitative data came from a mini online survey exploring students’ feelings, confidence, and
experiences. The teaching tools used included SAT speaking rubrics, peer feedback tables, and
short reflection sheets that guided students in observing and commenting on each other’s
performance. Before the peer review began, students received short instructions on how to use the
rubrics and how to give feedback politely and constructively.

Although peer assessment has been widely studied internationally, little research has been done
in Kazakhstani EFL contexts—especially in relation to official summative assessments like the
SAT. Most studies focus on informal classroom activities rather than on structured assessments
used for grading. This research fills that gap by exploring how peer assessment affects both
students’ attitudes and actual SAT speaking results in a real classroom setting.

In conclusion, this study aims to show that peer assessment can serve as an effective and low-
cost strategy for improving learners’ preparation and confidence in speaking assessments. By
combining performance data and students’ reflections, the research hopes to offer practical insights
for teachers who want to make speaking assessment more transparent, supportive, and inclusive for
all learners.

Research design and instruments

This study used a mixed-method approach, combining both quantitative and qualitative data.
This design was chosen because it gives a more complete picture of what happens in a classroom.
Numbers alone can show whether students’ speaking scores changed, but they cannot explain how
students felt about the process or what they learned from it. As Creswell and Plano Clark point out,
using mixed methods helps researchers capture both the measurable results and the personal
experiences behind them [9]. In this study, the quantitative part focused on comparing SAT
speaking scores before and after peer assessment, while the qualitative part explored students’
perceptions of peer assessment and speaking anxiety through a short online survey.

Research Design. The study followed a quasi-experimental pre-test/post-test design, which
allowed the comparison of two sets of SAT speaking results — one before and one after peer
assessment was introduced. This approach was considered suitable because random group
assignment was not possible in a real school environment. Cohen, Manion, and Morrison note that
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quasi-experimental designs are often the best option in authentic educational settings where
researchers aim to track progress within existing classes [10].

Research Site and Participants. The research was conducted at Nazarbayev Intellectual School
(NIS) Almaty-Nauryzbay, which follows a student-centered approach and uses a criterion-based
assessment system. Participants included 48 students: 25 from Grade 8 and 23 from Grade 10. All
students studied English as a Foreign Language and had previous experience with SAT speaking
assessments. Their proficiency levels ranged from B1 to B2 on the CEFR scale.

The school was selected because it represents a setting where both formative and summative
assessments play an important role, and where developing student autonomy is part of the learning
culture. Participation in the research was voluntary, and survey responses were anonymous to
encourage honesty and openness.

The intervention. The intervention took place over several preparatory lessons before the
official SAT speaking assessment. During these sessions, students worked in pairs and small groups
to evaluate each other’s speaking using peer feedback tables based on the SAT rubric. The table
below represents one of the instruments used with the 8" graders after the target grammar had been
introduced and practiced (Figure 1).

While your partner is speaking, listen and check!

My partner used at least three modal verbs. He
used

My partner used at least three new topic related | He

words/phrases. used

My partner asked and answered the questions. m 8
& :

One thing my partner did well: Uﬁg

One thing to improve: @

Figure 1 - Peer Assessment Instrument for Speaking

Clear instructions were given before these instruments were applied. They were encouraged to
discuss what makes a good answer, identify common challenges, and give constructive comments.
The teacher guided the process to ensure feedback was respectful, accurate, and meaningful.
Research by Rahmatillah and Fajrita highlights that students’ motivation, proficiency level, and
relationship bias affect the success of peer assessment [11]. These factors were managed through
teacher support, such as explaining its benefits, pairing students of similar levels, and using
anonymous evaluation.

Materials and research methods

Two main sources of data were used: 1) SAT speaking results; 2)
an online survey.

The SAT speaking results provided the quantitative data for this study. Students’ scores from
two consecutive SAT speaking assessments were compared: one taken before peer assessment was
introduced and one after. Both assessments were graded using the same official SAT rubric, which
evaluates task achievement, coherence, pronunciation, vocabulary, and grammar. This allowed a
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fair comparison and helped identify any improvement that might be linked to the peer assessment
practice.

To ensure confidentiality, students’ names were not used in the analysis. Instead, each student
was assigned a number code so that no personal information could be traced. Only group averages
and anonymous scores were presented in the report.

The second instrument was a short online survey that gathered information about students’
feelings and experiences. The questions were based on the concept of Foreign Language Classroom
Anxiety (FLCA) developed by Horwitz, Horwitz, and Cope, which highlights communication
apprehension and fear of negative evaluation as key emotional barriers to language learning [8].
The survey aimed to understand whether participating in peer assessment helped reduce these
negative feelings and increased confidence before speaking assessments.

The survey included the following six statements rated on a five-point Likert scale (1 =
Strongly Disagree, 2 = Disagree, 3 = Not Sure, 4 = Agree, 5 = Strongly Agree):

1. | feel nervous when | have to speak English in front of my classmates.

2. | get worried when | cannot find the right English words.

3. | feel more relaxed if | know my answer is correct before speaking.

4. | feel embarrassed if | make mistakes in English.

5. | get nervous when the teacher asks me to answer without warning.

6. | feel confident speaking English if my partner supports me.

After the peer assessment sessions, students completed the survey online. Their answers helped
identify patterns related to anxiety, confidence, and perceived usefulness of peer feedback. As
Maclintyre explains, understanding emotional factors alongside performance outcomes provides a
more complete view of students’ language learning experiences [12].

Ethical Considerations. Ethical procedures were carefully followed throughout the study.
Participation in the survey was completely voluntary, and students were informed that they could
withdraw at any stage without any negative consequences. The online survey was anonymous, and
no identifying details such as names or email addresses were collected. In analyzing the SAT
results, only number codes were used instead of student names to protect confidentiality. All data
were stored securely and used only for research purposes. The research was conducted in line with
the ethical standards of classroom-based studies, ensuring respect, privacy, and transparency for all
participants.

Data Analysis. The SAT scores were analyzed descriptively to see if there was a noticeable
improvement in average performance after peer assessment. The survey responses were
summarized to identify trends in students’ attitudes and feelings. Any written comments students
added were reviewed qualitatively to highlight common opinions or recurring themes.

Limitations. Several limitations should be acknowledged. First, because there was no control
group, improvements in speaking scores cannot be attributed solely to peer assessment — other
factors such as practice or teacher guidance may also have contributed. Second, the sample size was
relatively small and limited to one NIS campus, so the findings may not represent all students in
other schools. Finally, the survey relied on self-reported data, which may sometimes reflect what
students think they should say rather than what they truly feel. Despite these limitations, the study
provides valuable insight into how peer assessment can support both performance and emotional
readiness in EFL speaking assessments.

Results and Discussion
This study aimed to explore the effect of peer assessment on students’ readiness and
achievement in speaking. The findings were obtained through students’ performance results from

the Speaking Assessment Unit (SAU) and the Summative Assessment for the Term (SAT), as well
as from a survey that examined learners’ attitudes, confidence, and anxiety related to speaking
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English. Overall, both quantitative and qualitative results indicate that peer assessment had a
positive impact on students’ speaking performance and emotional readiness to speak in class.

1. Quantitative Findings: Improvement in Speaking Achievement

The comparison of students’ SAU and SAT results before and after peer assessment revealed
noticeable improvement in speaking performance among both 8th and 10th graders. Although the
changes were not dramatic, they showed a consistent upward trend across all groups.

For 10th graders, Class X demonstrated slight but meaningful progress. Before peer
assessment, two students achieved the highest score (6/6), while after the intervention, this number
increased to three. Additionally, the number of low scores decreased, showing that peer evaluation
may have helped weaker students perform better. In the SAT results of the same class, there was
also a visible improvement in the middle range, as more students achieved 5/6 after peer assessment
compared to before.

Class Z of the same grade showed even stronger progress. The number of students scoring 5/6
increased from four to six in the SAU results, and fewer students received low marks. In the SAT,
the number of students with 5/6 rose from one to seven, which suggests that the overall group
performance became more balanced and consistent. These changes imply that peer assessment not
only helped high achievers maintain their performance but also supported average learners in
improving their scores.

Among 8th graders, similar tendencies were observed. In Class T, students’ results were
already high before peer assessment, but slight improvements were still recorded. More students
achieved 6/6 after the intervention, and fewer had lower grades. In Class S, the number of students
with 5/6 increased slightly, and low scores became less common. Overall, the results of both grades
show that peer assessment helped stabilize students’ speaking performance and reduced the gap
between stronger and weaker learners.

Taken together, the quantitative data demonstrate that peer assessment had a generally positive
influence on speaking achievement. The most notable improvements appeared in the middle score
range (4-5 out of 6), which means that peer feedback was especially beneficial for students who
were not yet fluent but had the potential to improve through regular feedback and observation of
their peers.

2. Qualitative Findings: Students’ Feelings, Confidence, and Anxiety

The survey results provided additional insight into how students felt about speaking English
and how peer assessment might have influenced their emotions. Overall, students showed a mix of
confidence and nervousness, which reflects the natural challenges of speaking in a foreign
language.

The first item, “I feel nervous when I have to speak English in front of my classmates,”
revealed that most students (over 70%) disagreed or strongly disagreed. This suggests that the
majority did not feel strong anxiety during speaking tasks. Similarly, in the second item, “I get
worried when I cannot find the right English words,” responses were more balanced, with about
one-third agreeing. This means that while some students still worried about vocabulary, most were
learning to handle such situations calmly.

The third statement, “I feel more relaxed if I know my answer is correct before speaking,”
received the highest level of agreement. Around 80% of students agreed or strongly agreed,
showing that preparation and reassurance play a key role in reducing anxiety. Since peer assessment
involves checking and discussing answers with partners, this activity likely helped students feel
more confident before performing.

Items four and five focused on embarrassment about mistakes and nervousness when
answering unexpectedly. Here, around half of the students expressed some level of discomfort,
showing that while peer assessment helps, fear of public mistakes still exists. Finally, the sixth
statement, “I feel confident speaking English if my partner supports me,” received very positive
responses—around 70% of students agreed or strongly agreed. This result clearly indicates that
collaborative work and peer support contributed to higher confidence and motivation (Figure 2).
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6. | feel confident speaking English if my partner supports me. Scale: 1 = Strongly Disagree | 2 =
Disagree | 3 = Not Sure | 4 = Agree | 5 = Strongly Agree

46 oTBETOB

30

23 (50 %)

20

9 (19,6 %) 9(19,6 %)
2 (4,3 %)

3 (6,5 %)

Figure 2 - Online Survey Responses to Question 6

3. Discussion

The combination of test results and survey data indicates that peer assessment had a positive
impact on both students’ speaking performance and emotional readiness. After participating in peer
feedback sessions, students generally achieved slightly higher grades, showed more confidence, and
demonstrated reduced nervousness about speaking English.

These findings align with previous research suggesting that peer assessment promotes learner
autonomy and reflection [1], [4]. When students take part in evaluating each other’s performance,
they become more aware of assessment criteria and learn to notice their own strengths and
weaknesses. In this study, students benefited from observing their peers, receiving constructive
comments, and practicing self-evaluation, all of which contributed to gradual improvement in their
speaking skills.

The survey findings also highlight the emotional benefits of peer assessment. The strong
agreement with the statement about partner support shows that students valued collaboration and
felt more confident when they were not alone. Peer feedback appears to create a friendly and
encouraging environment that reduces speaking anxiety and motivates learners to participate more
actively. However, the fact that many students still felt nervous when called on unexpectedly
suggests that peer assessment does not completely remove communication anxiety. Teachers may
therefore continue combining peer feedback with other confidence-building activities.

4. Summary of Key Findings

Consistent improvement — Students’ speaking results in both SAU and SAT showed overall
progress after peer assessment.

Higher confidence — Most students felt more confident speaking in English, especially when
supported by peers.

Reduced anxiety — Nervousness about speaking decreased, although fear of unexpected
questions remained.

Positive classroom atmosphere — Peer assessment encouraged cooperation, mutual support, and
active participation.

In conclusion, the findings demonstrate that peer assessment is an effective tool for enhancing
both the academic and emotional aspects of speaking development. It helps students not only
perform better in formal assessments but also feel more comfortable and motivated when using
English in class.
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Conclusion

This study aimed to investigate the effect of peer assessment on students’ readiness and
achievement in SAU and SAT speaking tasks. The results clearly demonstrated that peer assessment
had a positive impact on both students’ confidence and their overall performance. Most students
showed improvement in their post-test results, suggesting that giving and receiving feedback helped
them understand the assessment criteria better and focus on specific areas for improvement.

Another important finding was the increase in students’ motivation and responsibility. Through
the peer assessment process, learners became more active participants in their own learning rather
than passive recipients of teacher feedback. They started noticing their own strengths and
weaknesses, which made them better prepared for speaking assessments. In addition, students
developed stronger collaboration skills and greater awareness of what constitutes effective
communication.

Overall, the findings suggest that peer assessment is a valuable and practical approach to
enhance both readiness and achievement in speaking tasks. It supports the development of self-
reflection, independence, and confidence — skills that are essential for success not only in language
learning but also in future academic and professional contexts. Therefore, it can be concluded that
implementing peer assessment regularly in speaking classes can significantly improve students’
performance and readiness.
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JA.P. AnimeBa

BKB JKOHE TKB ANTBLIBIM BOJIIMIEPTHAETT CTYAEHTTEPIIH JAWBIHIBIK
JEHTEWMI MEH KETICTIKTEPIHE O©3APA BAFAJIAY/IbIH OCEPIH 3EPTTEY

byn 3eprrey AnmMatbl KanmaceiHmarel, Haypeiz0aii aynansiHmarsl HazapOaeB 3usATKepiIik MekTeOiHme
(H3M) aFbUIIIBIH TiTL TIET TLTI peTiHIE OKBITHIIATHIH opTafa bexim Ooiipiama 6aranay (bXb) sxone Tokcan
Ootipiama Oaramay (TXKB) emTuxanmapeiHoa aWThUIBIM OOWBIHIIA 63apa OaranayIblH OKYIIBLIApABIH
JMAHBIHIBIK JTEHrell MEH JKEeTICTIKTepiHe ocepiH 3epTTeiai. 3epTTeymaiH MakcaThl — KYPBUIBIMIAQIIFaH e3apa
Oaranmay OKyIIBUIApABIH Oarayiay KPUTSPUUIIEPIH TYCIHYIH apTTBHIPHIN, COHICY Ma3achI3IbIFBIH a3alThIIl,
celijiey JarfbUIapblH KAKCApTy JIeHTeHiH aHbIKTay. 8 jxoHe 10-CBIHBIN OKYIIBLIAPBIMEH JaWbIHJIBIK
cabakrapsiaaa BXKb xone TXKb pyOpukanaps! Herizinge Kypbulra Kepi OailnaHblic KecTelaepi KON AaHbUIIbL.
Oxkymsiap Oip-OipiHiH celiyiey TanceIpMaiapblH Oarainar, Kepi Oainanpic Oepim, Oaramay KpUTepUHIIEpiH
Tankpiaapl. OnapAblH MIKipJepiH aHbIKTay YIOIH OHJIAHH cayalHamallap JKYPTi3iiil, aFbIMIarbl >KoHE
OYpBIHFBI EMTHXAH HOTIKENEpi CalbICTHIphUIIABL. HoTikenep KepceTKeHIew, e3apa Oaranay CEeHIMCi3
OKYIIBUTAPABIH OCJICEHIUIITIH apTTHIPHIN, YATepiMi JKOFaphl CHIHBINITACTAPBIHAH KOJAAY adyFa MYMKIHIIK
Oepmi. OKymbuTap Kepi OaiIaHBICTRIH KPUTSPUAIIEP Il )KAKCHI TYCIHYTE, 031He CEHIMAI 0OTyFa jKOHE Couiey
Ke3iH/Ie Ma3achI3JIbIKTHI a3aiiTyra KeMeKTeckeHiH aiTThl. COHbIMEH KaTap, kehinri SAU/SAT Hotmxkenepi
JKakcapranbpl Oaiikanapl. Jlemek, e3apa Oaranay »KOFaphl IEHICHII coiiey eMTUXaHAapblHa TaWBIHABIK TEH
JKETICTIKTEePAl apTThIPYABIH THIML 9pi YHEMI ofici Oosa amaabl.

Tyidinai ce3nep: aiiTbUIBIMIBI Oaranay, e3apa Oaranay, TalbIH/IBIK JIEH€Hi, OKBITY YIIIiH Oarasay.

J.P. AnueBa

HNCCJIEJOBAHUE BJIMSIHAA B3BAUMHOI'O OHEHUBAHUSI HA TOTOBHOCTD U
YCIHHEBAEMOCTDB CTYJAEHTOB B YCTHOU YACTH 3K3AMEHOB COP U COY

B nmaHHOM HCCnenoOBaHUM U3y4YaeTcs BIMSHHE B3aUMHOIO OLIEHMBAHMS HA TOTOBHOCTH M YCIIEBAEMOCTh
YYaIIuXxcsl TMPH BBIIOJHEHWH YCTHBIX 3aAaHuii B paMkax CyMmmaTuBHOTO oreHuBaHus 3a pazaen (COP) u
CymmatuBHOTO oOlleHHBaHms 3a 4deTBepTh (COU) B KOHTEKCTE NpENOAaBaHUs AHTIHICKOTO S3BIKA Kak
uHocTpanHoro B HazapbaeB MutemektyansHoit mkone (HUIL) Anmarei-Haypeiz6aid.  Llenbro
HCCIIEIOBaHUS OBUIO OIPENENUTh, MOXKET JI CTPYKTYPUPOBAaHHOE B3aMMHOE OLICHMBAaHHME CIIOCOOCTBOBAThH
JTy4IIeMy TOHUMAaHHIO YYaIllUMHUCS KPUTEPHEB OLEHUBAHMS, CHUKEHHUIO TPEBOKHOCTH TPU YCTHBIX OTBETax
U YIYYLICHUIO MX PEYeBHIX HAaBHIKOB. TaOMUIbI B3aMMHOW MOAJIEPKKH U OOpaTHOM CBs3M, pa3paOOTaHHBIE
Ha OCHOBE KpHTEpHeEB olleHMBaHHMA YCTHBIX 3amaHuii COP/COY, ObuiM BHEOPEHBI B XOJ€ HECKOIBKHUX
MTOATOTOBUTEIHHBIX YPOKOB ¢ ydammuMucs 8-x u 10-x kijaccoB. Yuammecs OBLIM BOBJIEYEHBI B IPOIIECC
OLICHWBAaHUS YCTHBIX 3aJaHUN JpyT Jpyra, NPEJOCTaBICHHS KOHCTPYKTHUBHONW OOpaTHOH CBsI3U U
00CYXIICHUS KpUTEPHEB OLEeHHMBaHMA. [y M3yueHHs BOCHPHATHS ydalluxcsi ObUIM MPOBENEHBI KpaTKHe
OHJIAWH-OTPOCHI, a PE3yIbTAThl YCTHRIX 3aMaHuil TeKymux u npeapiaymmx COP/COY Obumi cOTIOCTaBIICHBI
JUIS OTCJIEKUBAHHUS AMHAMUKH YCIEBAeMOCTH. Pe3ynbTaThl HCCIIEOBaHHUSA CBHIETENBCTBYIOT O TOM, YTO
B3aMMHOE OLICHMBAHHE CHOCOOCTBOBAJIO OOJIbIICH BOBIICUEHHOCTH MEHEE YBEPEHHBIX B ceOe ydaluxcs H
COJCHCTBOBAIO COBMECTHOM IOANEPIKKE CO CTOPOHBI 00je€e MOATOTOBJICHHBIX CBEPCTHHUKOB. Ydalluecs
OTMETHJIM, YTO OOpaTHasi CBSI3b OT CBEPCTHHKOB IIOMOIJIA WM JIy4II€ TOHSATh KPUTEPHUH OIEHWBaHUS,
MOBBICHJIA UX YBEPEHHOCTh B ce0€ M CHU3MIIA TPEBOKHOCTH, CBSI3aHHYIO C YCTHBIMH OTBeTaMu. bornee Toro,
WX TIOCIIEAYIOIIe pe3ybTaThl yeTHBIX 3ananuii COP/COY nmoka3anu 3aMeTHOE yITydIlIeHrne 10 CPaBHEHUIO C
npenpiymuMi. [lomydeHHble maHHBIE YKa3plBalOT HAa TO, YTO B3aWMHOE OIIEHWBAHHUE MOXKET OBITh
3G GEKTHBHOW W Malo3aTpaTHOM CTpaTerueil MOBBIMIEHHS TOTOBHOCTH M YCIIEBAEMOCTH YYalllUXCS TPH
BBITIOJTHEHNHU YCTHBIX 33/1aHUH C BBICOKMMHU CTaBKaMH.

KiroueBble cji0Ba: OLEHUBaHHE TOBOPEHHSA, B3aMMHOE OLEHMBAaHHWE, TOTOBHOCTh YYECHHKOB,
OTICHUBAHUE JJIs1 OOyICHHUS.
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