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B crarbe npezicTaBiIe b PeIeAeHTbl peaan3aliii TeOpeTHYecKuX njei, 3amoxeHHbix JI.C. Beirorckum
B HOHSITUHU 30HbI OJIVIKANIIEro PasBUTHSL, B COBDEMEHHOM pa3BuBaioiieM o6pasoBanu. O60CHOBBIBAETCS
BaJKHOCTH PA3BUTHsI B y4eGHOIT IeATebHOCTU PedIeKCUBHBIX 1 KOMMYHUKATHBHBIX CIIOCOOHOCTEH J1eTeil
6—10 ster. YTBepkAaeTcst MOAXO0/ K TIOCTPOCHUIO 30HBI OIMKANIIEr0 Pa3BUTHsI Kak 0c060 OpraHU30BaH-
HOI (hOPMBI KOJIEKTUBHON yueOHOI IeATe/IbHOCTH B3POCJIOTO U JeTel B HauaibHOII kosie. Cucrema pas-
suBatottero ooyuenust /[.B. dubkonuna—B.B. /laBbijioBa paccMaTpUBAETCs Kak IPUMeEp JIesATeJbHOCTHON
TexHoJsiornu, peanusyionieit ngaen JI.C. BBIroTCKOro o COBMeCTHOI eaTebHOCTH Kak hopMe IeTCKOTo pas-
BUTHS 1, 110 CYTH, 30He OJIMKANIIEro pa3BuTist peieKCUBHBIX M KOMMYHUKATUBHBIX CLIOCOOHOCTEH eTeit
6—10 ser. IIpencraBiensl pe3ybTaTbl SKCHEPUMEHTATBHOTO UCCIE/[0BAHNS PA3BUTHS PehIeKCUBHBIX U
KOMMYHUKATHBHBIX CIIOCOOHOCTEN MJIAIIIIX TITKOJBHIKOB B COBMECTHON yUeOHOIT IeATETLHOCTH.

Kantouesvte cnosa: 3oua Giskaiiiero passutus, pehieKCUBHbIE U KOMMYHUKATUBHbBIE CIIOCOOHOCTH,
IESATEJIBHOCTHOE CoZlepsKanne 00PasoBaHIsl, COBMECTHAS KOJUIEKTUBHO-PACIIpe/ieJieHHast yueOHast [esTe b=
HOCTb.

Dunancuposanue. Pabora BblnojaHeHa 1pn HUHAHCOBOI moyiepskke MOCKOBCKOTO TOCYaPCTBEHHOTO IICHXOJIOT0-
I1€/[arOTMYeCKOr0 YHUBEPCUTETA B PAMKaX TeMbl « PasBHTHE KOMMYHHKATHBHO-PedIEKCHBHBIX CIIOCOGHOCTEN Y JleTeil
6—10 JreT B 3aBHCHMOCTH OT CIIOCOOOB OPraHM3AINHN YIeOHBIX B3ANMOICHCTBHI».
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1. The Zone of Proximal Development
as a Methodological Principle of Developing
Education

In the system of terms of the cultural-historical
psychology, the term “Zone of proximal development”
(ZPD) is one of the major. Scientific analysis of the
cultural-historical direction in scientific publications in
2009-2019 showed that the most number of publications
is related to the keywords: “Activity”, “Instrument”, the
“Zone of proximal development” [17]. V.K. Zaretsky
writes that “the zone of proximal development has drawn
an amazing line from a general peripheral moment of the
cultural-historical concept to the important method-
ological principle of diagnostic, pedagogical, correction-
developing and, in last years, psychotherapeutic work”
[9, p. 49].

Scientists” interest to the term the zone of proximal
development can be clearly explained: on the one hand,
this term defines interactions and interrelations between
an adult and a child in education as overall and necessary
form of child development, on the other hand — sets the
general orientations to create psycho-pedagogical condi-
tions of scientific terms, meta subject competences and
personal educational results in children in the education
process. Also, a number of publications on the possibility
to use this term in the educational practice, differences in
the interpretation of its sense and content provide the basis
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for attentive consideration of the texts by L.S. Vygotsky in
which he states the necessity to present this term.

The term “Zone of proximal development” was intro-
duced by L.S. Vygotsky in the middle of the 30es years of
the last century in the context of discussing the problems
of relation of education and mental development. In his
article “The Problem of Education and Mental Develop-
ment in School Age”, L.S. Vygotsky critically analyses
three unsuccessful approaches to solving the problem
and offers his solution. The approach of L.S. Vygotsky
is based on the difference but not on opposition of edu-
cation and development, on accepting his unity but not
equality. He mentions that for scientific understanding
of the relation of education and development, it is neces-
sary to introduce a new, highly important term into sci-
ence without which the issue under discussion cannot be
solved in the right way. The topic concern the so-called
zone of proximal development [5, p. 383]. According to
L.S. Vygotsky, there is no concern about the necessity to
define the level of a child’s development which is the re-
sult of completed cycles of his development (actual level)
to identify the possibility of his education. Nevertheless,
to organize the process of education, it is not enough to
use only the knowledge about the child’s actual level of
development: it is important to know what stays inside
his zone of proximal development, which means what
the child is able to do together with the adult and under
support by the adult. “The difference between the levels




Pyouyoe B.B., Hcaees E.H., Konoxomun A.B. Yueonas desmeasnocme...
Rubtsov V.V., Isaev E.I., Konokotin A.V. Learning Activity...

of the problems to solve which is available together with
the adult, under support by the adult and in separate ac-
tivity defines the zone pf proximal development” [at the
same place, p. 385]. What the child can do today only
under support of the adult, he can do alone tomorrow.
The education arranged in the right way, creates the
child’s zone of proximal development, starts a number of
internal processes of development.

The term of zone of proximal development is ex-
plained by L.S. Vygotsky as a form and method of devel-
oping “historical peculiarities of the human” in the child.
For L.S. Vygotsky, the term of zone of proximal develop-
ment fixes the law of the child’s development, his devel-
opment in education — the child develops in the society
with the adult and peers. The role of an adult (a teacher)
in the zone of proximal development is to organize the
joint activity, relation of his activity with the child’s ac-
tivity. The key issues of the zone of proximal develop-
ment for its creator are 1) development as appearing of
new, potentially new in education, 2) development in so-
ciety with an adult (a teacher) and peers (friends), 3) de-
velopment in school education with the help of learned
scientific terms, 4) individual differences in the levels of
actual and in the zone of proximal development of class-
mates creating the basis for help individualization when
learning a scientific term, 5) priority of defining the zone
of proximal development when diagnosing the level of a
pupil’s mental development.

The precedents of the local practice-oriented stud-
ies including the explaining opportunities of the zone of
proximal development construct, as a rule, are performed
during solving actual problems of developing education
oriented to the exact aspect, sense of this term.

For G.A. Zuckerman, the zone of proximal develop-
ment is a special form of a child and an adult, in which
the action of the adult is focused on the support of the
initiative, separate action of the child. According to the
author, the main idea of the developing education de-
signers is to “prepare the meeting of the child and adult,
a teacher and a pupil in a way it happens directly in the
zone of proximal development of the children’s’ initia-
tives in a new type of interaction” [20, p. 72]. The rela-
tion of the one who can and the one who can not, the
who knows and the one who does not know is an initial
form of joint activity able to create the zone of proximal
development. The developed form of such an interaction
is a cooperation of the equals represented in relation “an
adult — a group of people”. Scientist assume, that the
definition of ZPD as an area of transition from depen-
dence to independence under support of an adult shall
be added with an element “zone of half-dependence” As
an intermediate stage between independently performed
action (as the first stage). Especially in this area, a child
who acts with his peer as with an equal partner, has an
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opportunity to practice traditionally adult actions in
terms of control and evaluation. As a result, the prac-
tice and assumption of all kinds of actions inside the
structure of the educational activities becomes possible.
Thus, the adult’s role is in special organization of the in-
teraction of children which provides the development of
studying ability [20, 21].

Based on L.S. Vygotsky’s ideas about the zone of
proximal development, V.K. Zaretsky developed the
reflexive-activity approach to help children overcome
learning difficulties. “The main idea of the approach, —
writes the author, — is to base on the resource of the child
as the subject of learning activity, its reflexivity and own
development. This means that the task of a teacher — to
help the child feel himself the subject of his own activity
and its reflexivity, help him be in this a partner-colleague,
help him enlarge his own resource. Since the child asks
the adult for help, when is not able to act alone, meaning
in ZPD, the adult is able to support him in a way to do it
on his own, understand what he could do himself, which
difficulty he faced, how exactly the adult helped him and
what he needs to learn to do it on his own in future” [9, p.
51-51]. Reflexive-activity approach is an effective system
of principles and technologies of support of the child’s de-
velopment in the process of his cooperation with adults
and peers, based on the support of the child’s position as
a subject of his activity, its reflexivity, reconstruction and
building of the ways of its implementation.

The profound analysis of the term the zone of proximal
development in psycho-pedagogical studies and approach-
es to its implementation in the domestic and foreign edu-
cational practice was provided by A.A. Margolis [12; 13].
The analysis allowed the researcher to declare that the
concepts and ideas of L.S. Vygotsky put in the term the
zone of proximal development, have not been fully imple-
mented in any of the existing systems of education.

A.A. Margolis mentions that the key idea of L.S. Vy-
gotsky’s ZPD is the development of scientific terms on
the basis of the every-day ones: cooperation of the child
and adult in the process of education is oriented to learn-
ing of scientific terms. ZPD is the scientific term; some-
thing that a child is not able to do. The child enters this
zone with his initial concepts, life ideas, that become the
actual level of his development. The development of sci-
entific terms — a movement in the zone of proximal de-
velopment — occurs on the basis of the development of
every-day concepts. The learning process is the process
of joint activity of the student and teacher on arrang-
ing of the scientific terms, summarised ways of action on
the basis of development, transformation of the existing
spontaneous terms. Based on this view, it can be stated
that during the interaction in the form of ZPD between
the teacher and student, the teacher shall create condi-
tions to develop spontaneous concepts in the students.
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ZPD in this case can be considered as an area (a unit
of learning) in which in the process of specially orga-
nized interaction between the teacher and student (or
the interaction between the students organized by the
teacher), the process of spontaneous concepts and their
transformation into scientific terms is taking place. [13,
p. 22]. Therefore, the development of the methods of de-
velopment in learning scientific terms on the basis of the
initial concepts the children have, with orientation to
the zone of proximal development when organizing the
learning activity of the students, serves as a perspective
direction of psycho-pedagogical studies.

2. Communicative and Reflexive Abilities
as Learning Results of the Primary School

Researchers’ special interest to the construct the
“Zone of proximal development” comes from active dis-
cussing of the goals and content of general education in
the worldwide pedagogy. In the last decade the school
education revises the traditional focus on the subject
knowledge, abilities and skills. The key competences of
21 century become the goals of education. The concept
of the key competences (4K): critical thinking, creativ-
ity, communication, cooperation received a wide ac-
knowledgment in pedagogical community. The abilities
of reflexivity, communication, interaction and coopera-
tion are considered as the educational results of general
education within this conception.

Thus, FGOS of the primary general education de-
fined a wide list of reflexive and communicative abilities
of the primary school graduate as personal and meta sub-
jective learning results:

— Development of cooperation abilities with adults
and peers in different situations, the abilities not to create
conflicts but find solutions out of disputable situations;

— Mastering the ways of problems solving of creative
and searching character;

— Mastering of the initial forms of learning and per-
sonal reflexivity;

— Active use of the speech means and means of in-
formational and communicative technologies for solving
the communicative and learning tasks;

— Readiness to listen to the person and stay in dialogue;

— Readiness to accept the possibility of different
points of view and the right of each and every one to
have his own opinion, express his position, and argue his
point of view and relation to an event

— Ability to define the general goal and ways to
achieve it, agree the functions distribution and roles in
the joint activity

— Readiness to solve the conflicts in cooperative way
considering the interests of the partie [19]. Defining the
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content and methods of mastering these competences, and
the means of the evaluation to reach them belongs to the
actual problems of modern psycho-pedagogical science.

In the latest years, “great ideas” became one of the
remarkable approaches to master the content of general
education. When defining this term, the scientists base
on theoretical best practices of the grater frame “con-
cept-based learning” (CBL). The idea of CBL is reorien-
tation of the education from mastering the lists of facts
and topics to the set of generalizations expressed by the
concepts. When such an education is applied, the facts
and topics are always a part of wider general context rep-
resented by these concepts. The facts and topics play the
role of the linking element of the isolated material into
the general picture [1, p. 3]. Scientists distinguish three
main directions inside which the ideas close to CBL
were expressed: 1) developing education by D.B. Elko-
nin-V.V. Davydov, 2) problem education (I.Ya. Lerner),
3) organization of education through basic meta-subject
terms (Yu.V. Gromyko) [at the same place, p.7].

Admitting in general the possibility to place the pres-
ent directions of the domestic psychology and pedagogy
to the concept of “great ideas”, we shall mention that they
are united mainly by orientation on the activity content
of education — the core of the theory of education activ-
ity as the method of the system of developing education
by D.B. Elkonin-V.V. Davydov [8; 23]. The main ideas
of the cultural-historical psychology of L.S. Vygotsky
were implemented in the theory of education activity
[2; 3; 4; 5]. The key idea was the concept on the process
of education as the children’s zone of proximal develop-
ment by L.S. Vygotsky as a joint activity of children and
adults in the form of the joint learning activity.

3. Development of Reflexive
and Communicative Abilities of Children
in the Joint Learning Activity

The main ideas of the theory of learning activity in the
primary school is specified in the works by V.V. Davy-
dov to the fullest possible extent [6; 7; 8]. Below are the
key ideas:

1) Learning activity — an activity by doing which
the children together with an adult (a teacher) master
scientific (theoretical) terms and corresponding forms of
activities;

2) The children master the ways of activity by solv-
ing special learning problems and doing specific learning
activities: transforming, modelling, model transforming,
controlling and evaluation;

3) The learning activity is built by an adult (adults)
as a group activity — its basis is learning discussion, dia-
logue, open interaction between children and adults;
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4) When solving learning problems and doing learn-
ing activities in the form of the group activity, the ability
to analyse and plan own activities is developed in chil-
dren, and also the reflexion as a special ability to con-
sider own actions in the joint activity with others.

The basis of the activity learning content in the theo-
ry of the learning activity by V.V. Davydov is the scien-
tific term as a generalized way of activity in the defined
area. By mastering the ways of the activity which stay
behind each of meta-subject terms, a pupil develops in
mastering the content of the learning material. Knowl-
edge is mastered by the child simultaneously with the
method of action to acquire it. This is possible provided
that the methods of activity are the goal and subject of
development for the student. Being systematically in-
volved in the implementation of educational activities
to master scientific concepts, the student also masters
the structural elements of educational activity, learns
to learn. Educational activity can become a part of the
content of education, provided that it becomes the sub-
ject of reflection and awareness. In the reflection of their
transformations in the conditions of the learning situa-
tion, students single out and fix a general way of solving
a whole class of specific practical problems. It is reflec-
tion that turns learning activity into the content of edu-
cation, during the development of which the subjective
position of the younger schoolchild, the subjectivity of
his learning activity, becomes and develops.

We shall note a special role of educational subjectiv-
ity of the action of modeling in the development of re-
flection and the formation. The model representation of
the significant relations of the subject area identified in
the course of solving the educational task in the subject,
graphical or alphabetic form and subsequent actions to
transform the constructed model constitute the neces-
sary links in the process of assimilation of theoretical
knowledge and generalized methods [8]. B.D. Elkonin
notes that “the concept-generalization is carried out
in the model. The model is the language of a scientific
concept” [22, p. 32]. When building a model and when
deriving specific practical tasks from the model, the sub-
ject of schoolchildren’s actions is the method of actions,
reflection of their actions and their reasons.

The study of the learning activity as a zone of proxi-
mal development of reflexive and communicative abili-
ties of children aged 6-10 is based on the central method-
ological principle of cultural-historical psychology about
group activity as the initial form of development of human
consciousness, his abilities and personality. With this ap-
proach, initially external collective activity acts as a kind
of “Scene” for the actualization of mental processes, and
the “School” as an institution of training and education
is a culturally organized space of developing communities
and activities of an adult and children (children them-
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selves). The success and result of learning depends on how
these communities and activities are built and developed:
educational trajectories are formed for a particular child,
his abilities are preserved and developed.

Today, the most striking example of the implemen-
tation of the idea of L.S. Vygotsky about cooperation
between an adult and a child, about the interaction of
children with each other in the zone of proximal devel-
opment is the experience of organizing collectively dis-
tributed educational activities of children of primary
school age in the system of developmental education by
D.B. Elkonin-V.V. Davydov. In addition to the learn-
ing activities identified by V.V. Davydov, V.V. Rubtsov
in his research substantiates a system of joint learning
activities related to the coordination, planning and or-
ganization of interactions between students and adults,
students with each other in solving a learning problem
[14; 15; 16; 17; 18]. These actions are performed in the
space of transformation by the learning community of
the ways of action set by adults and modeling of new
patterns of organization of joint learning activities to
achieve a common result based on the processes of com-
munication, reflection and mutual understanding.

In a study on the role of mutual understanding in the
formation of concepts in children, it was revealed that
the necessary condition for the emergence of mutual un-
derstanding between partners in joint activities is the
restructuring of the methods set by adults for organizing
their joint activities, achieved by participants through the
analysis of the possibilities for cooperation of individual
actions and their inclusion into the structure of joint ac-
tion in connection with objectively changing conditions
of activity [16]. If in experimental situations the partici-
pants turned to the analysis of the method of interaction
with each other, tried to correlate their actions with the
actions of their partner, they managed to identify the
principle of organizing the subject area of the task. If the
children were limited to simple control over the external
conditions of the task, the process of the joint work fell
apart, the task was not solved by the participants. It fol-
lows that the process of assimilation of the concept by
students, the discovery of essential principles of organiza-
tion of the studied subject is directly related to the way of
organizing and coordinating the interactions of children
and adults, communication of children among themselves
in the process of solving problems [ 14].

In the experimental study of the joint actions of an
adult with children and children between themselves,
three different ways of organizing a joint action were
identified, depending on its relation to an object or sign.
The first way of organizing the action was built by the
children without taking into account the result of their
partner’s operation. This method of organizing the joint
action turned out to be a characteristic of those groups
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where students were oriented to the external features of
the object and the possibilities of individual action in rela-
tion to solving the problem and did not set themselves the
task of controlling the joint action. The second way of or-
ganizing the action was built considering the result of the
partner’s operation. This happened in those groups of par-
ticipants who were guided by the connection of external
signs. In this case, the selection of the principle of system-
atization of objects occurred through the correlation of
individual operations and the construction of joint action
on this basis. The third way of organizing the joint action
was built considering the links between the individual op-
erations of the participants. Consideration of the organi-
zation scheme of the subject area of the task through the
coordination of individual operations performed by the
participants was specific for these groups was. The solu-
tion of the task for these groups was mediated by a new
task — the organization of joint activities [15].

In each of the above studies, the communication
of children with adults and among themselves, their
“speech production” was subjected to a special analysis.
The authors noted the dynamics of the development of
the joint action: at the initial stages, operations between
children were randomly divided, but later on, individual
operations were distributed and coordinated depending
on the scheme of joint action. As a result, from a discus-
sion in the process of communication of operations with
specific objects, the children moved on to an analysis and
discussion of the very ways of building a joint action. In
addition, the dynamics in the development of communi-
cation between students and the experimenter was not-
ed. In the course of the transition of children to the joint
action, to the analysis of the relationship of individual
actions, they less and less turned to the experimenter
and tried to involve the adult directly in the work of the
group, their approaches to the adult were predominantly
in the nature of demonstrating these possibilities of the
joint actions. These features of communication indicat-
ed a commonality emerging between the participants, in
which the organization of children’s interactions with
each other came to the fore front in relation to the solu-
tion of the objective problem [16].

In studies of this direction, communicative acts car-
ried out by participants in an effective form were identi-
fied and described, for example, when one of the partici-
pants stopped in the process of performing an individual
operation and continued it only after the start of the op-
eration by his partner, as if in response to his action, in
the attempt to anticipate, foreseen and plan for the over-
all intended outcome. Consequently, for the emergence
of mutual understanding between the subjects of the
joint activity, the action situation itself is not enough,
it is necessary for the oncoming movement of subjects
expressing and coordinating their attitudes, intentions
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and points of view regarding the object of action, during
which the positions of each participant will be processed,
rethought and take on the form, which cannot arise out-
side the situation of communication.

In studies of jointly distributed learning activities, it
was shown that the psychological basis of developmental
learning is the inclusion in the joint learning activities of
various models of participants’ actions, as well as mod-
els of the very forms of organizing joint activities. It is
proved that the organization of the joint actions, which
determines the genesis of educational and cognitive ac-
tion, involves the connection of various models of object
transformation (action schemes) and the differentiation
of models with respect to the total product obtained in
the activity. Such an organization initially arises under
the conditions of involving various schemes of actions
with an object in the process of performing common
work and building a model of the action of another par-
ticipant in the activity. It is under these conditions that
the relationship between the scheme of one’s own action
and the corresponding change in the object being studied
can be singled out and fixed by the student himself [18].
The data obtained in the research demonstrated the sig-
nificant potential of a special organization of educational
interactions between students and adults studying with
each other in terms of developing the reflexive and com-
municative abilities of children aged 6—10.

Continuation of studying the joint learning activi-
ties as a zone of proximal development of meta-subject
educational results of younger schoolchildren — the
ability to learn, theoretical thinking — was the study
of the psychological conditions for the development of
personal educational results of children 6—10 years old:
communicative and reflective abilities. We undertook
an experimental study of the process of the formation
and deployment of communicative and reflexive actions
in the joint (paired) activity of primary school children
to complete tasks that involve the coherence and co-
ordination of individual actions to achieve the desired
result. The research procedure, built on extracurricular
material, completely modeled the learning situation in
the search for a common mode of action in a particular
subject area as the starting point of learning activity.

4. Experimental Research of the Zone
of Proximal Development of Reflexive
and Communicative Abilities of Younger
Schoolchildren

Based on the above theoretical positions, as well as
on the results of experimental studies of the collectively
distributed educational activities of younger schoolchil-
dren, we put forward the assumption that the most pro-




Pyouyoe B.B., Hcaees E.H., Konoxomun A.B. Yueonas desmeasnocme...
Rubtsov V.V., Isaev E.I., Konokotin A.V. Learning Activity...

ductive process of developing reflexive and communica-
tive abilities in children aged 6—10 occurs with a special
organization of their educational interactions with an
adult and between themselves, during which a gradual
reorientation of students from the subject content of the
problem being solved to the very method of interaction
and organization of joint action is carried out.

To confirm this assumption, the “Scale” technique
developed by V.V. Rubtsov and L. Martin [16] was ap-
plied. The technique is a round metal platform mounted
on a metal tripod in such a way that the center of the
platform acts simultaneously as the center of grav-
ity. Three scales equally spaced from each other are ap-
plied to the platform on top, on which loads of different
weights were placed. Children in the experiment work
in pairs. They were offered balance problems, the correct
solution of which depended on taking into account the
ratio of the weight factors of the loads and their distance
to the center of gravity. At the same time, the actions
between the participants were distributed in such a way
that one of them could change the weight of the load in-
stalled on his working half of the platform, but could not
change the distance, and his partner, on the contrary,
could change the distance of the load to the center of
gravity, but could not regulate its weight. Each student
worked only on his own half of the platform [11].

A specific feature of this technique is that the nature
of the initial distribution of individual actions does not
allow students to correctly solve the tasks alone, without
involving a partner in the solution process. The activi-
ties of the partners were organized by the adult in such a
way as to actualize the processes of communication and
reflection among students from the very beginning of the
work. As a result, we could directly observe and record
the specific features and dynamics of the transformation
of communicative and reflective processes that unfold
between partners in the course of joint activities and the
construction of a joint educational and cognitive action.

In total, the study involved 42 children of young
schoolchildren (6—10 years old), students in grades 1—4
of 2 secondary schools in Moscow (see Table 1).

The specific features of the communicative and re-
flexive processes were recorded in detail by the experi-

menter in a special protocol for the interaction of the
participants.

The analysis of experimental protocols made it possible
to identify and describe four specific types of child-adult
learning interactions. The structural elements of such
educational interactions were the processes of communi-
cation, reflection, mutual understanding and exchange of
actions. The indicator of the formation of one or another
type of educational interactions was the qualitative origi-
nality and a certain system of hierarchical links between
these processes. In this regard, we had the opportunity to
identify and describe both “horizontal” relationships be-
tween the various elements that make up a holistic educa-
tion — a way of interaction, and “vertical” relationships
that connect with each other through a certain continu-
ity and interpenetration the types of learning interactions
themselves. Let us dwell in more detail on each type of
learning interactions we have identified.

The pre-organizational type of learning interac-
tions is characterized either by the lack of communi-
cation between the participants and the adult, as well
as between the participants, or single statements / ap-
peals that do not affect the content of the problem be-
ing solved and do not aim to include the partner in the
process of joint search for a solution. For example, state-
ments of the following content were noted: “What if I do
this?”, “What will happen if T add one?”, “T will try to put
it here, what will happen then?” etc. Such statements are
not addressed directly to a partner or an adult and are a
manifestation of egocentric speech.

It is also worth noting the significance of the emerg-
ing egocentric speech, which, according to L.S. Vygotsky,
shows the child’s awareness of difficulties in solving a
problem and the emergence of processes associated with
the search for ways to overcome such difficulties. State-
ments for themselves, which the participants demonstrat-
ed, were in this case nothing but a process of reflection
arising and manifesting itself outwardly, i.e. the process of
analyzing the possibilities of one’s own action in relation
to the partner’s action in objectively changing conditions
of the searching for a solution to the problem.

According to the results, the reflection of the partici-
pants was aimed, firstly, at correlating the implemented

Table 1
The Quantity of Students in Classes of Primary Level of Education
Grade
Grade Quantity Percent
15t grade 10 23,8
2 grade 12 28,6
3" grade 14 33,3
4% grade 6 14,3
Total 42 100
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individual modes of action with the results of these actions
(“What happens when I do this?”), secondly, at analyzing
the partner’s action and its result. (“What happens when
HE/SHE does this?”), to an analysis of the possibilities of
correlating the results of one’s own action and the actions
of a partner (What will happen if ME-HE will do this, and
HE/HER will do this?). It was the emerging process of
reflection that became the foundation of the subsequently
formed mutual understanding between the participants.
However, at this stage of the formation of the joint action
of the participants, there was still no mutual understand-
ing between them. This is due, first of all, to the fact that
a special communicative task (as an attempt to evoke in a
partner the same or similar ideas about the subject prop-
erties of the object of action), which mediates the process
of solving the subject task, has not yet arisen for the par-
ticipants. At the same time, the very communicative func-
tion of such statements did not disappear, but only did not
become the subject of awareness of the partners, did not
become arbitrary.

It is important to note the fact that if one of the par-
ticipants uttered a statement for himself, this prompted
the partner to pay attention to his next action, the re-
sult of this action and adjust his action to the changed
objective conditions. These statements became a kind
of equivalent of a pointing gesture: firstly, they began to
organize the actions of partners regarding each other’s
capabilities, and secondly, they drew the participants’
attention to the need to communicate with each other
and coordinate individual actions. The difference be-
tween such statements and the actual pointing gesture
here is that the latter usually acts as a deliberate act of
influencing a partner.

In general, a situation, when the solution of the prob-
lem still remains for the participants the product of their
individual action, but at the same time, for the first time,
an uncoordinated attempt to focus on the result of the
partner’s action appears, there is a prerequisite for the
emergence of cooperation of individual actions, the tran-
sition of participants to the new — organizational — level
of educational interactions. In this regard, the pre-orga-
nizational type of educational interaction can be char-
acterized as a kind of “transitional stage”, the necessary
basis for the joint action that is being formed between
students, within which each of the subjects of the un-
folding situation is faced with individual limitations and
the need to find ways overcoming them.

The organizational type of educational interactions
is characterized by the formation and implementation of
those prerequisites that were outlined at the stage of the
pre-organizational type of educational interactions. Pur-
poseful communication appears between partners, which
is indicative in nature, however, it does not express an
“order” or “ultimate demand” to a partner, but a request
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or advice to perform this or that action. Both partners
begin to actively use non-verbal means of communica-
tion: a purposeful pointing gesture, imitations of actions,
action-expectations, head nods, etc. The communication
of the participants performs the regulatory function of
the interaction process, while it acquires the character of
arbitrariness. A process of reflection arises and develops,
based on the participants’ careful observation not only
of the results of their own actions, but also of the results
of the partner’s actions. Participants try to establish a
correspondence between the individual actions of each
of them and their objective result.

The developing processes of reflection and communi-
cation become the basis for the process of mutual under-
standing that arises between the partners, determined,
firstly, by direct observation of the results of the actions
of each of the partners and the results of various ways
of cooperating individual actions, and secondly, by com-
municative acts, through which the intentions and in-
tentions of the participants are revealed and understood.
A particularly vivid mutual understanding is manifested
through the so-called “wow-effects”, when one of the
participants, in response to an action or appeal from a
partner, says: “Ah-ah ... T understand how you want ...”
or “Exactly, I think that it will be exactly the same either
(about the balance of weighs).

The developing processes of communication, reflec-
tion and mutual understanding allow participants to
transform their character by actions to achieve a com-
mon result: instead of individual activity, consistently
performed actions are recorded with an assessment of the
result of each of them. This essentially distinguishes the
pre-organizational type of educational interaction from
the organizational one — in the changing and meaning-
fully transforming processes of communication, reflec-
tion, exchange of actions, as well as mutual understand-
ing, the orientation of participants to the analysis of each
other’s capabilities in relation to solving problems is
manifested. There was a gradual transition of the partici-
pants from the analysis of the result of each individual
action to an orientation towards joint action, based on
an understanding of the common result as a way of co-
operating individual actions. The structural ratio of the
elements of the activities performed by the participants
also changed. Thus, the individual actions of the par-
ticipants, which earlier, at the pre-organizational stage,
were aimed directly at solving the set task, here acquired
the character of operations that form a larger unit — a
joint action. It was the joint action, as a certain way of
cooperating individual actions, that became for the par-
ticipants a way of solving problems, while the movement
of magnets around the installation and changing their
number become operations performed based on the cur-
rent situation.
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However, it should be noted that a stable learning
community between students has not yet emerged. This is
due to the fact that the mutual understanding that arises
between the participants is situational, largely random in
nature, not associated with the deliberate coordination of
the participants’ individual ideas about the subject prop-
erties of the object of action, and the unfolding communi-
cation, although it performs a function that regulates the
process of interaction, aimed at including a partner in a
joint search for solving problems, does not affect the es-
sential relationships that underlie the object under study.
Nevertheless, as noted above, the type of educational in-
teraction implemented by partners is a step forward in
terms of developing their communicative and reflexive
abilities and the educational activity itself in general,
since they master and test new models of organizing learn-
ing and cognitive actions that are not available for them
earlier in the framework of individual activities.

The next step is carried out by students who demon-
strate a reflexive-analytical type of learning interactions,
which is characterized by a change in the subject of the task
solved by partners in joint activities. In this case, the very
method of interaction became a subject for the participants,
the analysis of which mediated the solution of a specific
practical problem. Such features of the reorientation of par-
ticipants from the analysis of the results of individual action
or from simple cooperation to the identification of signifi-
cant relationships between individual actions and, through
them, the factors of balance, were manifested in the unfold-
ing processes of communication, reflection and exchange of
actions. Thus, communication took on the form of a discus-
sion by the participants of the individual understanding of
the subject properties of the object being transformed, ways
of coordinating and interconnecting individual actions,
ways of interaction, through which a stable mutual under-
standing developed. Reflection, previously based on direct
observation of the results of individual actions of partners,
as well as the product of joint action, at this stage included
the very method of interaction as its subject and its relation
to the identified objective characteristics of the object of
action. Due to this new content, reflection became a means
of modeling the essential relationships inherent in the phe-
nomenon under study, and communication and exchange
of actions became, respectively, the means of organizing
and controlling the verification of this model. The object of
reflection of the participants in this case was not the private
relations of the elements of the problem being solved to the
individual manifestations of the object in a given situation,
but the essential relations revealed through the analysis of
their manifestation in the realized ways of interaction with
the partner.

The features of communicative-reflexive processes re-
vealed in the study also determined the transformation of
the very nature of the joint activity: for the participants,
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their individual actions ceased to exist as independent units
and were not perceived outside of the joint action. When
one of the participants began to perform his action, his part-
ner, as it were, “adapted” to him, performing his action not
sequentially, as in a cooperative community, but in paral-
lel with the partner. Such a merging of the partners’ actions
indicates: 1) the emergence of the joint action that is in-
separable into individual operations, 2) the emergence of a
common emotional and semantic field of the joint action of
the participants, when each of the partners co-experiences a
moment of mutual understanding with a “like-minded per-
son”, i.e. a general understanding of the objectivity in the
objective situation of the task and the possible action of the
partner, aimed at achieving a common goal.

The way of interaction as a specific subject of analy-
sis, as well as the communication and reflection arising
on this occasion, become for children, according to the
results, the basis on which the whole situation of the joint
activity is built. Moreover, it is here that the activity ac-
quires the content of the learning in the full sense of the
word due to the fact that the participants reproduce and
model the content of essential subject relations, acting as
a special collective subject. At the same time, within the
boundaries of this collective subject, each of its partici-
pants fully retains its personal subjectivity, independence
and initiative. The personality is not lost or blurred in the
abstract content of some kind of “over-personal” forma-
tion, but, on the contrary, it fully manifests its active es-
sence, overcoming the boundaries of the zone of proximal
development. In this regard, it is worth recalling once
again how L.S. Vygotsky defined the concept of the “zone
of proximal development” — this is what a child cannot
yet do on his own, but what he is capable of under the
guidance of an adult and in cooperation with him. What a
child can do today in cooperation, tomorrow he will do on
his own. The most important (and perhaps hidden) mes-
sage of this idea is that the child does not master specific
knowledge (a specific task, example, operation), but the
way of organizing his activity, embedded in the way the
child and adult, child and peer, in connection with which
it becomes possible for him to solve /perform a whole spec-
trum of previously inaccessible tasks.

The obtained research data fully confirms precisely
this idea: by implementing and developing the processes
of communication, reflection, exchange of actions and
mutual understanding in the process of solving problems
and encountering restrictions set by adults, the students
model, test and master new ways of educational interac-
tions, which subsequently, in the process of internaliza-
tion, are transformed into individual methods of educa-
tional and cognitive actions. In particular, this also applies
to the communicative-reflexive abilities of students: it is
these processes that become the main means of construct-
ing a situation of productive educational interactions.
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5. From Pre-educational to Educational
Community: Trends in the Development
of Communicative-reflexive Processes
in the “Zone of Proximal Development”

In the course of the experimental study, it was found
that the development and formation of educational inter-
actions in the educational community are based on the
processes of communication and reflection that arise and
qualitatively change as a result of the collision of partici-
pants with specially set difficulties and individual limita-
tions. When we say “learning community”, we mean by this
term socio-psychological education (“integrity”), which is
characterized primarily by the orientation (focus) of the
subjects of the joint activity to identify essential relation-
ships, patterns of functioning of the object/phenomenon
under study (i.e. on the solution of a learning problem)
through the analysis of the methods of interaction with
each other, disclosure of the relationship of individual
actions and design of the trajectory for solving a certain
class of problems through the joint action being built. This
orientation is based on a common emotional and semantic
field emerging between the subjects of the joint activity,
characterized by “co-experiencing” the situation of mutual
understanding with others, sharing the goals and motives
of the joint action. Such a motive for partners in the joint
activities is the coordination of individual actions with a
partner and the construction of a field of possible actions
in the context of changing conditions of the activity.

It is in this respect that it is important to consider the
role of communication and reflection, acting, on the one
hand, as processes that ensure the transition of participants
from the pre-learning community (pre-learning type of in-
teractions), when they are oriented primarily to the situ-
ational features and properties of the object being studied
and the possibilities of individual action, to the actual
learning community (learning type of interactions), on the
other hand, as an emerging ability, i.e. as a result of the
emergence and functioning of such a socio-psychological
education. So, at the first stages of solving experimental
problems, it is still impossible to say that students actually
solve the learning problem. At the forefront, the possibili-
ties of their individual action appear for the participants,
the attempts to solve the problem “on their own”, the re-
flection of the participants is mainly aimed at establishing a
correspondence between the direction of their own action
and its specific result without establishing the relationship
of this result with the partner’s action. Communication as
ameans of ensuring the exchange of actions, planning ways
to jointly search for a solution to the problem does not yet
arise, remains involuntary, goes, as it were, in the “back-
ground”; it is not fixed and is not specially distinguished
in the interaction. Nevertheless, the communicative func-
tion of statements is not lost, it begins to be realized by
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the participants when they are faced with the impossibility
of individually solving problems and overcoming the diffi-
culties that arise. Arising as a purposeful process, commu-
nication, in turn, ensures the transformation of other com-
ponents of the emerging community: reflection, mutual
understanding, exchange of actions. So, the predominance
of “speech for oneself”, egocentric statements is connected
in this case with reflection on one’s own actions and their
results. This is also a plan of individual activity, orienta-
tion in the conditions of the task and the situation itself.

With the emergence of purposeful, arbitrary com-
munication as a necessary condition for overcoming con-
scious limitations, the direction of reflection also changes:
it acquires a bidirectional character. Firstly, due to the
constantly changing conditions of action, each partici-
pant continuously analyzes and establishes a connection
between an individual action and its result, and secondly,
they begin to analyze the relationship between each oth-
er’s actions and their influence on the joint result. This is
facilitated by the very form of communicative acts. For
example, when solving problems of the “Scale” method,
the following communication was recorded:

Participant 1: “You put it here.”

Participant 2 (performs an action requested by a partner).

Participant 1: “And then I will do this” [24].

The action of one participant led to a change in the con-
ditions of the action of the other, which was recorded by his
partner and became the subject of reflexive analysis. There
was a reorientation of participants from individual activity
to cooperation of individual actions. However, the motive
for their actions still remained the direct solution of a spe-
cific practical problem, since in terms of content, neither
communication nor reflection were yet aimed at analyzing
the relationship of their action with the action of another
as a way to find a solution to all problems of this class. The
participants have not yet set themselves a research task, in-
cluding the search for essential conditions of action.

In a situation where the participants discussed the very
method of combining individual actions and the intended
product of this joint action, we can talk about the emer-
gence of a new type of community — the actual learning
community. This type of generality (reflexive-analytical)
is in many ways reminiscent of the research activity of sci-
entists: children put forward their own assumptions (often
in the form of “brainstorming”), discard some of them, and
empirically test the remaining assumptions. The next stage
is the discussion of questions why such and such methods
of combining individual actions turned out to be wrong,
and this and that method was correct, the search for a re-
lationship between the nature of the joint action and the
laws of functioning of the subject of the action.

In this case, the processes of reflection also acquired a
special quality: the participants are no longer simply try-
ing to establish the relationship between objective actions
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and their product, but are trying to understand and analyze
why each of them sees the object of action from this and not
another side. The subject of their analysis is the results of
the reflection of the other, the understanding of the other
about the object/phenomenon under study: “I think that
you understand it this way, while I understand it that way.
Why do we have different ideas? It is here that the actual
learning situation arises: the knowledge of the object jointly
and through another, the study of one’s own ideas through
the prism of the partner’s ideas and, on this basis, the search
for common points of contact — mutual understanding.

In this type of community, the processes of reflection,
which are an internal component of the cognitive activity
of the individual, become the subject of communication
between partners. Analyzing and discussing various ways
of interacting with each other and building a trajectory
of action within the framework of the task in relation to
each other’s capabilities, the participants, thereby, repro-
duce and model the content of the objective relations that
are essential for the task. In such a process of transition of
participants to the solution of the actual learning problem
in the learning community, the formation of communica-
tive and reflective abilities of students takes place.

Conclusion

1. The concept of “Zone of Proximal Development”,
introduced by L.S. Vygotsky to substantiate the idea of
the leading role of education in child development, acts in
modern psychological and pedagogical science as a power-
ful methodological basis for building the practice of devel-
opmental education.

2. The implementation of the main ideas and mean-
ings potentially embedded in the concept of the zone
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of proximal development has been consistently imple-
mented in the system of developmental education by
D.B. Elkonin-V.V. Davydov and his method — learning
activity. Within and on the basis of the learning activity,
the main growth of younger schoolchildren is formed:
the ability to learn and theoretical thinking.
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conditions for constructing the zone of proximal devel-
opment of personal learning results — the reflexive and
communicative abilities of children aged 6—10 years.

4. Experimental studies of joint activity as a zone of
proximal development of reflexive and communicative
abilities of younger schoolchildren revealed three types of
interaction in the process of searching for and identifying a
common mode of action in a situation: pre-organizational,
organizational, reflexive-analytical. Each of these types of
interactions is characterized by a qualitatively specific way
of implementing communicative and reflexive actions.

5. Each type of interaction in a joint activity corre-
sponds to a certain community of its participants. The
actual learning community arises at the reflexive-analyt-
ical level of interaction between participants in a joint
action, when the results of the reflection of another, the
understanding of the situation by the others and the ac-
tions in it, discussion and coordination with the other of
joint actions become the subject of their analysis. This
is where the learning situation appears: the knowledge
of the object jointly and through another, the study of
one’s own ideas through the prism of the partner’s ideas
and, on this basis, the search for common points of con-
tact — mutual understanding. It is possible to speak
about the functioning of communicative and reflexive
actions as abilities only at the reflexive-analytical level
of their development in the educational community.
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