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The article analyzes the fundamental problem, known in philosophy as the problem of universals, and
in psychology as the problem of the essence and types of generalizations. The authors point to the internal
inconsistency and lack of persuasiveness of the traditional interpretation of the nature of generalizations
proposed by Aristotle. All modern psychology, as indicated in the article, remains a prisoner of the empiri-
cal way of generating the general, imposed by the Stagirite. The authors see ways to solve the problem of
generalizations in the paradoxical formula proposed by L.S. Vygotsky, who argued that generalization and
communication are two sides of the same time. According to this formula, as we communicate, so we gen-
eralize, and vice versa.

Guided by the most important principle of the cultural-historical approach — the principle of histori-
cism, the authors consider the origin and essence of generalizations in ontogeny. The article highlights and
discusses six types of sequentially emerging generalizations. The very first generalization that appears in
young children, which can be called primary, sheds light on the inner nature and essence of generalizations,
which are a folded program of actions to achieve the goal generated by the child. The next type and level
of generalizations can be named after L.S. Vygotsky, worldly concepts and ideas. They differ significantly
from the empirical generalizations imposed on children by existing educational methods and programs. Ac-
cording to the authors, the child’s mastery of certain levels and types of generalizations is a natural process
of development of the psyche and consciousness. At the turn of preschool and primary school age, children
develop theoretical thinking with a predominant focus on the mode of action; in the middle grades, they
master functional generalizations and a functional style of thinking. In older adolescence and youthful age,
opportunities open up for them to familiarize themselves with the scientific and philosophical level of think-
ing, thanks to the scientific and philosophical types of generalizations. The development of generalizations
in the cultural-historical theory is an internal, and, therefore, an essential characteristic of the development
of human consciousness.
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B crarbe anaymusupyercst dhyHaaMeHTa bHasg mpobiaema, usBectnas B dumocodun kax npobiema
YHUBEPCAJIHii, a B ICUXOJOTHH — Kak MpobjieMa CYIHOCTH W BUAOB 0000IIeHNIT. ABTOPBI yKa3bIBAIOT
Ha BHYTPEHHIOK [POTUBOPEUYUBOCTH U HEyOEAUTENbHOCTh TPAAUIIMOHHOM TPAKTOBKY IIPUPOABI 0006-
LIEH WL, IPEJIOKEHHOM erle ApucToresieM. ABTOPbI BU/ST [IyTU pelieHust npobiaeMbl 06001eHui B 11a-
panokcaibHoit popmyie, npemnoxkennoii JI.C. Boirorckum, yrBepskaaBiiuM, 4to 06001eHme u o01e-
HUE 9TO JIBE CTOPOHBI 0/1HO#T Measi. CorracHo 310l hopMyJie, Kak Mbl 00TIIaeMCsi, TAaK MbI 1 0000111aeM,
1 Ha00OPOT.

B crarbe BbIIEISIETCS I PACCMATPUBAETCS THECTh BUAOB MOCJAEI0BATENHFHO BO3HIKAIONIIX 0000611e-
nuit. Camoe 1repBoe 06001IIeH e, TOABISIONIEecs Y AeTell PAHHEr0 BO3pacTa, KOTOPoe MOXKET ObITh Ha-
3BAHO [IEPBUYHBIM, IIPOJMBAET CBET HA BHYTPEHHIOW PUPOLY U CYIIHOCTb 0000IIEH I, SIBJSIONIUXCS
CBEPHYTOH TPOrpaMMOi AefcTBHI 10 AOCTUKEHHIO TIOPOKIEHHOI peberkoM tean. Caeayionuil B
u ypoBeHb 000061ennii MoxxeT ObITh HazBaH, Beien 3a JI.C. BpirorckuM, sKUTEHCKUMU TOHITHIMEA 1
npejcrapienusMu. OHU CYNIECTBEHHO OTJINYAIOTCS OT HMIMPUYCCKUX OOOGIIEHUH, HABS3bIBACMbIX
JeTSIM CYIIECTBYIOIIUMEU 00pa3oBaTebHBIMKU METOZaMK U IporpaMMamit. Ha pybeske AOMIKOJIBHOTO U
MJIAZIIIIETO IIKOJIBHOTO BO3pacTa y JieTeil MOSABIAETCSA TeOPEeTUUYEeCKOe MBIIIJIEHNE C IPEUMYIIeCTBeHHON
opHUeHTalueil Ha c1iocod AeiCTBUS, B CPEHUX KJIaccaX OHU OBJIA/eBaOT (hYyHKIIMOHAIbHBIMEI 0600111e-
HUAMU U (QYHKIIMOHAIBHBIM CTHJIEM MBIIJIEHU. B cTapiiem mojpocTKOBOM M IOHOIIECKOM BO3PacTe,
Guaromapst HayaHoMy U unocodckomy BupaMm 0600IeHN, TePpejl HUME OTKPbIBAIOTCSI BO3MOKHOCTU
npuobIennst K HayaHoMy 1 hpuocoGcKoMy ypoBHIO Mblliienus. Pagsurue 06001eH1il B Ky IbTYPHO-
WCTOPUYECKON TEOPUU — 3TO W eCTh BHYTPEHHSS, a, 3HAYNT, CYIIeCTBEHHAsT XapaKTepUCTUKA PA3BUTHS
CO3HAHU YeJIOBeKa.

Kantouesvte cnosa: KyibTypPHO-UCTOPUIECKUI TT0XO0, TIPOOIeMa BUIOB 0600IIEHII 1 IPUPOLIbI YHI-
BepCAJINi, TEOPUS eI TEBHOCTH, Pa3BUBaIollee 00yJYeHre, CO3HAHNE, CMBICJI, 3HAYEHUE, METOOJIOTHSI He-
KJTACCUYECKON TICUXOJIOTHH.

I uurarsr: Kpasyos O.1.,, Kpasuyoes I'.T. Tlcuxonornyeckas npupoza o606mennii // KyabrypHo-uctoprdeckast IICHX0-
sorust. 2023. Tom 19. Ne 1. C. 106—113. DOT: https://doi.org/10.17759 /chp.2023190113

Generalizations are typically interpreted in ways con-
sistent with the historical tradition established by
Aristotle. Almost all academics and practitioners, both in
Western civilization and in Russia, came under the hyp-
notic influence of this tradition. Aristotle had to devise a
convincing method to contrast his philosophy with that
of Plato while deriving the common from the singular el-
ements of the world around. All in all, it was obvious that
the challenge was insurmountable. It is impossible to use
the singular “modes of substance” to derive what belongs
to the ideal world — generalizations. As we know, Ren
Descartes asserted that there are two substances, one
of which has extension as its primary quality while the
other has conceivability. Baruch Spinoza, a student and
adherent of Descartes as he insisted upon calling himself,
states in the very first pages of his Ethics, written geo-
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metrically: “Proposition 2. Two substances, whose attri-
butes are different, have nothing in common.” And then:
“Proposition 3. Things which have nothing in common
cannot be one the cause of the other.” [14, p. 4].

It is reasonable to assume that the man who devel-
oped the formal logical apparatus, to which all sciences
are still subject, was aware that the general cannot, in
principle, be deducted from the singular. Therefore, in
an effort to balance his logical constructs, he opted for
a blatant concept substitution. He used the idea of the
same properties in a certain group of things to substitute
the concept of the common, traditionally understood
as a verbal representation of the essence of this or that
thing. Giving such a group a singular name results in a
typical empirical generalization that is still in wide use
today and is regarded as the only kind that can be made,




Kpasuos O.I'., Kpasuos I'.I'. [Icuxonozuneckas npupooa o00ouenuii

Kravtsov G.G., Kravtsov O.G. The Psychological Nature of Generalizations

with the possible exception of Vasiliy Davydov’s theo-
retical generalization.

The main philosophical issue at hand includes the
problem of generalizations, known as the problem of uni-
versals in the Middle Ages. With his paradoxical claim
that generalization and communication are the same
thing, Lev Vygotskiy was able to shake off the centuries-
old dust from this issue and bring it up correctly. In other
words, how we communicate is how we generalize, and
vice versa; the two are the sides of the same coin. This,
in our opinion, is the only accurate formulation of the
philosophical problem of universals, yet to be resolved.

In accordance with the fundamental tenet of the
cultural-historical approach, stated in its very name,
and known as the principle of historicism, which insists
that the subject of our study must be taken into account
as a part of the history of its natural emergence, forma-
tion, and development, we will attempt to start study-
ing generalizations’ nature and essence in their most
basic, one might even say, embryonic, state. It would
seem that this type of psychological research requires
not complex experimental methods, but rather simple
observation of mundane events, with psychological
analysis and due reflexion.

One family’s newly-taught-to-walk granddaughter
approached her grandfather lounging on the kitchen
couch, took his thumb, and started to pull it, inviting
him to get up and come with her to the next room. The
grandfather, of course, gave in to this request. The fam-
ily’s next room was designated as the library because it
had glass-doored cabinets lined with bookshelves. Many
different figurines, including glass angels, porcelain ani-
mals, oriental beauties, and more, could be found on the
shelves as well. When the grandfather arrived at a specif-
ic cabinet, the girl pulled the door handle while pointing
at him and exclaimed firmly, “Ku-ka.” The grandfather
was aware that she used to refer to dolls (“kukla” in Rus-
sian) in that way, but at that moment, it could very well
mean any other kind of figurine. The grandfather opened
the cabinet door as the granddaughter was not yet tall
enough to reach on her own and began offering her the
figurines standing there, one by one. However, the girl
stretched her arm out again and again, shaking her head,
and kept demanding, “Ku-ka.” A porcelain figurine of
Przewalski’s horse was finally placed in her hands. The
girl, overjoyed, immediately ran off to play with the figu-
rine, leaving her grandfather be.

Every family has probably experienced a similar sce-
nario: a young child draws an adult’s attention in a bid
to enlist the adult’s help in achieving a goal. It would
appear that the child is manipulating the adult; how-
ever, this is merely how things look on the surface. In
actuality, this relationship between the child and the
adult is something altogether different. It all comes
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down to the adult being the one person actually close to
the child. Therefore, the adult cannot be used as a tool
for manipulation or as a means to achieve the child’s
goal. There is no boundary between the consciousness-
es of the child and the adult close to him. They share a
“proto-we” type of consciousness, which Lev Vygotskiy
described as the primary new psychological formation
of the first year of a child’s life. In the case mentioned
above, the grandfather was just as happy with how his
granddaughter and he conducted their “business” com-
munication as she was when she finally got her hands
on the coveted porcelain horse.

Vygotskiy observed that at the autonomous speech
stage, children communicate with close adults in a way
that fosters mutual understanding, largely through
gestures; the peculiar “words” they utter only serve to
supplement their gestures, enriching the semantic con-
text of communication. This gesture to word ratio is re-
versed over time. Adults only use gestures to emphasize
the emotional and semantic aspects of speech; the word
takes center stage. The girl’s gesture — her hand reaching
out toward the cabinet door, along with her turned head
and the demanding gaze at the adult, took center stage in
the above scenario. However, there was also what might
be called a primary meaning to the word “Ku-ka” that
accompanied these movements. It was obvious from the
context that it essentially meant, “Give me a figurine of
a living creature that stands on a shelf.” A word is a sign,
according to Lev Vygotskiy; a sign is a sign because it
has meaning; and meaning is a generalization. He then
asserts, somewhat unexpectedly, that communication
and generalization are two sides of the same coin. From
our perspective, this is the key to resolving the age-old
problem of universals, also known as the problem of gen-
eralizations in the modern era.

The mundane situation under discussion contains
many psychologically relevant elements. It is important
that children can already set goals at this age and work
toward those goals using any means necessary. Their
behavior is built around such goals. They plan out a
series of behavioral acts that will help him get closer
to the end goal he set himself. However, the very phe-
nomenon of being able to lock on the goal shows that
the child is now living in a future-oriented space. He
transformed into an entirely new being with a purpose
and increased self-awareness. Whereas as an infant, he
was entirely at the mercy of the circumstances at hand,
he has now broken the confines of the current environ-
ment and, as some philosophers say, transcended into
another dimension. He now lives in a future that he
himself created. Tt is still unknown in its entirety why
and under what conditions a child develops the capac-
ity for proactive goal-setting. However, this is a key
turning point that separates children into those who
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live primarily in the present at hand and those who live
in the future from an early age. Children fall into these
two categories by the age of three, according to some
experimental data. The quality and nature of commu-
nication between parents and their children is where
we can see the root of this division. Our findings indi-
cate that children lack proactive goal-setting and tran-
scendence into the realm of the future if they have not
fully and completely gone through the stage of living
together with close adults where “proto-we” conscious-
ness rules. For instance, children from these two groups
with qualitatively different mental development have
different speech utterance construction styles. In some,
they are focused on the future, while in others, they are
restricted to the here and now [11, pp. 88—97].

The word the girl used in this situation had the mean-
ing of a condensed intrasubject action program that re-
sulted in the accomplishment of a goal. It is interesting to
note that, bringing an adult to the bookcase and making
him concerned about her goal, the girl did not consider
any specific strategy to reach this goal. The adult simply
started to offer her the figurines that were there, one by
one. This is the first aspect of the girl’s words commu-
nication function. The girl was able to imagine for the
adult the same goal that she had and to outline the broad
contours of how to reach it, which is the second aspect of
this generalizing function of words and gestures. There-
fore, the earliest generalizations that emerge in young
children during the period of vivid autonomous speech
manifestation are condensed behavioral programs in-
tended to accomplish a child-set goal.

The critical period Lev Vygotsky described in his
article, “Crisis of Three Years,” is known to exist be-
tween the early age and preschool age. The child whom
the adult used to lead by hand now pulls the hand away,
both literally and figuratively. The slogan and essence of
this crisis is “I can do it myself!”. Quite often, as noted
by Vygotskiy, the child insists on getting their way not
even because he wants it so much, but simply to make a
point. For parents, this time in their life with their child
is not an easy one. Nevertheless, it is a very important
and meaningful period in a child’s development. Our
data show that children who, for whatever reason, do not
go through the crisis of three years are indeed troubled
children [12].

The child experiences a qualitative shift in the de-
velopment of their psyche, consciousness, and personal-
ity during the crisis of three years, which, according to
Vygotskiy, can last up to a year. A qualitatively higher
level of self-awareness develops in the child. Many child
psychologists hold the opinion that we can only begin
to talk about the child’s personality from this age, and
with good reason. After going through the three-year
crisis, a child establishes their own place in the system
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of their relationship with adults and adopts a stable, pro-
active goal-setting approach as opposed to situational
and episodic. Furthermore, at this age, the system of in-
terfunctional relations undergoes a very significant re-
structuring. The imagination, which we believe children
have in some capacity at all ages, assumes a central role
during this time and stage, serving as the primary new
psychological formation that defines preschoolers’ entire
developmental trajectory. Children’s play, which Lev
Vygotskiy called the dominant activity of the preschool
age period, is produced by imagination, a volitional func-
tion of the psyche. Only in play can a child do things he
is unable to do as part of any other activity because play
is imagination in action [2].

The aforementioned developmental leaps and ac-
complishments of post-crisis children entering the pre-
school stage are a crucial psychological requirement and
condition for the emergence of generalizations that are
more advanced than the early age’s primary generaliza-
tions. We can better comprehend the essence and nature
of these generalizations by drawing an analogy with the
emergence of primary generalizations at an early age,
when generalizations were linked to the manifestations
of autonomous speech. Primary generalizations were
found in words that had neither an accepted pronuncia-
tion nor meaning. A peculiar “whyer” stage during the
preschool years, in our opinion, plays roughly the same
role as early autonomous speech.

Children who have gained some experience and gone
through the “whyer” stage start learning the semantic
underpinnings of normative human interactions and re-
lationships on their own through play. Children’s play
is fundamentally a creative activity, which is its most
important characteristic. The play is immediately ruined
by anything that restricts creativity. In turn, creativity
in play implies that the child is surpassing himself; in
other words, he “reaches up,” exerting voluntary effort.
Play also has the notable quality of not producing any-
thing. A valid question is then raised: why do children
play, and what do they play for? It may look as though
they played a bit and went their separate ways, while
things remained as they always were. Play, however, is
a very appealing activity for children. Just mentioning
the mere opportunity to play to children is sufficient to
get their attention and get them actively demonstrating
how eager they are to participate. This draws us to the
heretical conclusion that play activity, as it is typically
understood in the activity-oriented approach and others
besides it, is not even an activity at all.

According to Aleksey Leontyev’s theory of activity,
the motive, or the object toward which a given activity
is directed, is what defines this distinctive activity. The
closest basis and criterion for differentiating between
activities is motive. Many eminent child psychologists
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have tried to pinpoint the motive behind play. From our
perspective, the fact that all of these esteemed psycholo-
gists were confined to the activity-oriented approach
was the primary cause of these attempts’ failure. Play
lacks a motivation in the form of an activity object be-
cause it is not an activity in and of itself but rather a re-
flexion manifesting as an activity [13].

Reflexion, in its broadest sense, is the focus of con-
sciousness on oneself. An essential component of hu-
man consciousness is self-awareness. William James as-
serts, for instance, that no matter what a person does,
he is always aware that he is doing it [8] in the opening
paragraphs of the personality-focused tenth chapter of
his Psychology. The authoritative philosophical teach-
ings of Oriental cultures prioritize internal conscious-
ness over external consciousness. In Western civiliza-
tion, however, during the New Age, the action-oriented
mindset took over philosophy and popular culture. Karl
Marx, for instance, asserts this attitude in his Theses on
Feuerbach. Governmentalized Marxism provided the
activity-oriented approach in the Soviet Union with
very strong ideological armor.

Returning to the topic of play activity motivation,
we shall cite Daniil Elkonin’s remarkable statement that
play is not preceded by or stimulated by any motives.
Play is motivated solely by intrinsic factors that are cre-
ated during the play process. The question, however,
stands: why do children find play to be so appealing? Af-
ter all, for them, play means not rest and relaxation but
rather the highest possible level of concentration and
volitional effort [16].

From our perspective, the sweet word “freedom”
should be considered as the answer. In pedagogy, chil-
dren’s play falls in the free activities category, and for
good reason. Children truly exercise their free will when
they play.

Upon studying the various forms and characteristics
of human emotions, Baruch Spinoza came to the conclu-
sion that anything that broadens the scope for free action
is followed by positive emotions, while anything that
limits our freedom is followed by negative ones. From
this angle, it is easy to understand why playing children
enjoy the satisfaction of overcoming challenges, the joy
of creativity, and the satisfaction of rising to a higher
level of subjective existence through volitional effort.
Lev Vygotsky defined play as a “school of emotions”; a
person cannot have a fully developed, substantial, adult
(according to Aleksey Losev) personality without a cul-
tivated system of refined feelings and sensations.

Sometime after turning six, some older preschoolers
have either entered or already emerged from the notori-
ous crisis of seven years. Numerous of these kids have
what Elkonin called a theoretical attitude toward a task
situation, based on our experimentally collected data. A
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predominant orientation to the way of action was what
he called “theoretical attitude.” This is the very theo-
retical generalization, in our opinion, that characterizes
the consciousness of younger schoolchildren. Following
Vygotskiy, if preschoolers’ generalizations can be re-
ferred to as mundane concepts, then the next age stage
in a child’s development of consciousness is indicated by
their capacity for theoretical thought [4].

According to Lucia Bertzfai’s research, carried out
under the supervision of Daniil Elkonin, typical pre-
schoolers are “practitioners” in the sense that they are
focused on achieving the set goal, whereas fully devel-
oped schoolchildren are able to push the goal to the side,
as if on the periphery of their consciousness, and focus
on determining the best course of action to take in order
to solve the given task. Elkonin labeled them “theorists.”
Vasiliy Davydov describes Bertzfai’s methodology in
his monograph, Theory of Developmental Teaching
[7, p.187—192], as it was used to assess the third-grade
students’ level of theoretical thinking. According to
Davydov, schoolchildren only develop theoretical gen-
eralizations and theoretical thinking while engaged in
learning activities under the guidance of their teachers.
However, our research has shown that many older pre-
schoolers are fully capable of understanding theoretical
generalizations. It was demonstrated that some older
preschoolers are quite capable of sustained attention fo-
cus on the way of action in the dissertation paper by Bat-
delger Jamerandorjiin, intended to study the personali-
ty-related readiness of children to school. Daniil Elkonin
claims that this type of reflexion on the way of action is a
theoretical attitude to a problem situation [9].

According to Yuliya Bogatyonkova’s master’s thesis
from 2022, there is a conditioning link between children’s
ability to sustainably understand the way of performing
actions and their going through the crisis of seven years.
Therefore, there is strong evidence to support the claim
that the development of theoretical generalizations in
children occurs naturally as a result of the child’s gen-
eral mental and personal development throughout full-
fledged child ontogenesis rather than as a result of the
child taking in information from the teacher [1].

The emergence of functional generalizations in
young children marks the next stage of age-related de-
velopment of consciousness. Felix Klein, a mathemati-
cian, made the logical case that there is a functional way
of thinking. Functional generalization and thinking
are just as significant from our perspective as theoreti-
cal generalization and thinking. The basic idea behind
functional generalization is monitoring and making use
of the dynamic interaction between the dependent and
independent variables.

All students are familiar with the application of the
law of kinematics, expressed by the formula s=0*, in
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typical school problems involving motion from point A
to point B. We will either be dealing with a direct or an
inverse proportional relationship, that is, with a specific
type of functional relation, depending on the circum-
stances of the problem and on which of these three in-
terrelated values is sought. Though schoolchildren start
solving all kinds of motion problems in fourth grade,
modern educational programs maintain that the concept
of functions should only be introduced in the seventh
grade. This equals putting the cart before the horse. As
a result, students must use their wit and ingenuity to
solve motion problems when acting in situations where
there is an insufficient indicative basis for actions, as de-
fined by Pyotr Galperin [5]. Meanwhile, as far back as in
1977, on Vasiliy Davydov’s request, one of the authors of
this article carried out a dissertation study which dem-
onstrated through experiment that fourth-graders were
quite successful at mastering the mathematical concept
of functions. However, mainstream schools never ad-
opted the approach developed as part of this study for
introducing the concept of functions to fourth-grade
students. Our educational system appears to be resistant
to psychological advancements [6].

It stands to reason that students who have mastered
functional generalizations and a functional way of think-
ing are free to enter the realm ruled by scientific con-
sciousness and thought and explore the system of scien-
tific concepts. The scientific method, built around the
corresponding theory that is based on its explanatory
principle, is the cornerstone of scientific generalization
and scientific thinking. All statements and implications
of the expanded theory can be inferred from the explana-
tory principle; vice versa, all facts and statements that
a given theory purports to explain can also be reduced
to this explanatory principle. Any mathematical theory
can therefore be derived from a suitable system of axi-
oms and rules of inference from them. A theory’s corre-
sponding law serves as its explanatory principle in the
natural sciences. One can easily ascertain what occurs
in any area of an electrical circuit where direct current
flows by applying Ohm’s law, for instance. In psychol-
ogy, however, the explanatory principle that satisfies
certain methodological requirements is the central idea,
as Lev Vygotskiy noted in his methodological study,
The Historical Meaning of the Psychological Crisis |3,
pp. 292—436].

The aforementioned kinematics explanatory prin-
ciple, known to students as the law represented by the
formula s=v*t, can serve as the starting point on the path
that leads them into the world of scientific consciousness
and thinking in scientific concepts. The relationship be-
tween the three parameters, which can also be thought
of as a relationship between the three variables, is indi-
cated by this formula. However, in order to use this law
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of mechanics practically to solve any given motion prob-
lem, it must first be converted into a certain mathemati-
cal function that matches the problem’s conditions. The
above law of kinematics is transformed into a direct pro-
portional dependence function, wherein distance is the
dependent variable and the other two parts of the for-
mula are transformed into an independent variable and
coefficient, if the sought value is the distance traveled.
If motion velocity or travel time is the sought value, the
law of kinematics’ formula must be transformed into a
function of inverse proportional dependence, where the
dependent variable, or the function itself, will be either
velocity or time. The dynamic relationship between the
three-variable law and the particular work function
it generates — which is exactly a scientific generaliza-
tion — is what enables one to think in terms of the scien-
tific concept system.

The sixth and the highest category of generalizations
we have identified is referred to as philosophical gener-
alizations. Adolescence is when people start to master
this kind of generalization. Philosophical generalizations
stand out for their internal flexibility and the acceptance
of constructive contradictions, which would be impos-
sible in the realm of scientific knowledge. Every term or
symbol in traditional science has precisely one meaning.
Words may have multiple meanings in common speech,
but ambiguity is inacceptable in science. As a result,
there is only one function value for each value of the ar-
gument. Similarly, contradictions are inconceivable in
science. Science defines a contradiction as a deadlock
which shows that either our reasoning was flawed from
the start or that we made an error along the way.

One might say that contradictions are present ev-
erywhere in philosophy. Zeno’s aporias, which remain
logically unsolved, serve as an example of how we are
unable to consistently model simple physical motion
in concepts. Georg Hegel “overcame” this challenge
by blatantly ignoring the fundamental rule of formal
logic — the law of excluded middle — when confronted
with this reality. He used Existence and Nothing, two
concepts that are mutually exclusive, as the starting
point for his logical constructs. As per certain logic ex-
perts, Hegel’s dialectical logic as presented in his phi-
losophy is not logic at all because it violates the law of
excluded middle, which prohibits contradictions; this
appears convincing in view of the above. We see the
Hegelian dialectic as either empty verbal gymnastics
or, at best, an intriguing heuristic tool for philosophical
exploration and reflexion.

In his lectures on child psychology, Daniil Elkonin
stated that the “individual-society” relationship, which
manifests as the “child-mother” relationship in child psy-
chology, is the starting point for building a psychological
theory of a child’s development [15]. This dyad/monad
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is the one that has the capacity to develop through self-
development. A child sees his mother as the entirety of
society and all of humanity; not as an abstract idea but as
a tangible reality. From this angle, it is clear what “pro-
to-we” consciousness, the main age-related new psycho-
logical formation of the infant period, according to Vy-
gotskiy, is. The child extends “proto-we” consciousness
to other adults in his immediate social circle as he enters
early age. With the grandfather and granddaughter and
their relationship in the above case of Przewalski’s horse,
there was complete understanding from the outset; us-
ing the word “Ku-ka,” the hand extended to the cabinet
door, and the head turned toward the grandfather with
the corresponding facial expression, she eventually suc-
ceeded in “transplanting” the desired action program
from her own head to her grandfather’s. A child’s initial
generalization is therefore an idea that contains a con-
densed mental action program geared toward a goal that
the child has created.

The next category of generalizations, as per Lev Vy-
gotskiy, can be categorized as mundane, and as has al-
ready been mentioned, children are most adept at this
category at the “whyer” age. Children are fascinated by
practically everything. In the world of things, questions
like “What is it?” and “What is it for and who needs it?”
as well as “What do you do with it?” are asked regarding
the meaning and function of various objects. But ulti-
mately, meaning is a generalization, in Vygotskiy’s view.

By the way, theoretical generalizations can also be
referred to as spontaneous if they are viewed as a stable
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The modeling of dynamic relationships between vari-
ables is the main component of the next level of gener-
alization, which we called functional. The presence of
functional style of thinking in students is a crucial indi-
cator of generalizations of this kind.

Scientific generalizations and thinking inherent
to classical-type traditional science first appeared in
mechanics, later spreading to other natural science
branches. As we have already mentioned, the realiza-
tion of the dynamic relationship between a scientific
law with three interrelated parameters and a particular
function with dependent and independent variables, as
derived from this law, lies at the heart of these gener-
alizations.

Philosophy and its categories represent the highest
level of conscious knowledge and thinking that young
people can access as they enter adolescence. Philosophi-
cal generalizations and concepts are tools for the reflex-
ion on existence and the search for ways to obtain true
knowledge.
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