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Amplification: The Source and Tool of Development
(A Foreword by Guest Editor)

The concept of “amplification of child development” was introduced by A.V. Zaporozhets1 in his later works. The 
word itself (amplification) was borrowed from the European languages, English and French, and literally means ‘ex-
pansion’. In its various meanings it is employed by a number of natural and social sciences, from genetics to linguis-
tics. As for psychology, apart from A.V. Zaporozhets the term was used by C.G. Jung who developed the technique of 
amplification as part of his method of interpretation of the human mind constructs — first of all, dreams. A.V. Zapo-
rozhets understood amplification as the ‘enrichment’ of child development, the ‘broadening’ of the child’s genetic 
perspective, that is, of the zone of proximal and more distant development through the specific ‘child activities’. 
Currently, the principle of amplification lies at the core of the Federal State Educational Standards of preschool 
education (2014).

The opposite of amplification then, in Zaporozhets’ opinion, is simplification: the reduction of the content and forms 
of child development, which reveals itself, for example, in forced speed or artificial acceleration. Hence the (highly 
relevant nowadays) Zaporozhets’ criticism of early education. This criticism may well be extended onto the modern 
educational trend of pursuing academic success at school. In both cases we deal with the “simple way of solving complex 
problems”, much too harmful as for human science, as for various practices of supporting human development.

So why does A.V. Zaporozhets, L.S. Vygotsky’s disciple and a prominent contributor of activity approach, insist 
on ‘amplification’ if the very introduction of the child into the human world, social and cultural, implies by definition 
not only the expansion and enrichment, but also the emergence of a specific potential of development? Throughout 
the education process the child — out of necessity and not because of “certain methodological restrictions” — ac-
quires models, ‘chips’, ‘samples’ of human activity which are of local historical character and are available to the adult 
community of this very epoch and culture for pedagogical adaptation. As we keep saying, the adult talks to the child 
on behalf of the culture, or, more precisely, on behalf of the culture of his/her epoch. And it is only natural. Still, 
by means of these specific historical activity models the child manages to acquire the whole human way of living. 
More often that not, this happens quite spontaneously. There’s good reason A.V. Zaporozhets related the idea of 
amplification with the concept of ‘spontaneity’ of development which represents the cultural form just as much as the 
organised acquisition of activity models.

Here we are dealing with something that A.G. Asmolov called the redundancy of development2. N.N. Poddyakov, 
an outstanding child psychologist, points out to a curious phenomenon of mother-child interaction: when talking 
to their small children, all mothers typically use phrases that are quite complex in their meaning and which cannot 
yet be fully understood by the child; however, as the time passes, the child learns to understand parts of the phrases 

For citation: Kudryavtsev V.T. Amplification — the Source and Instrument of Development. Кul'turno-istoricheskaya 
psikhologiya = Cultural-Historical Psychology, 2022. Vol. 18, no. 1, pp. 4—5. DOI: https://doi.org/10.17759/
chp.2022180100 (In Russ.).

Для цитаты: Кудрявцев В.Т. Амплификация — источник и инструмент развития // Культурно-историческая пси-
хология. 2022. Том 18. № 1. C. 4—5. DOI: https://doi.org/10.17759/chp.2022180100

ВОЗРАСТНАЯ ПСИХОЛОГИЯ
DEVELOPMENTAL PSYCHOLOGY

1 E.g. see: Zaporozhets A.V. Nauchnaya kontseptsiya issledovanii NII doshkolnogo vospitaniya APN SSSR [The scientific concept of research 
of the Institute of Prechool Education of the Academy of Pedagogical Sciences of the USSR]. Psikholog v detskom sadu [Psychologist in kinder-
garden], 2000, no. 2–3, pp. 5–23.

2 Asmolov A.G. Optika prosveshcheniya. Sociokulturnye perspektivy [Optics of enlightenment: socio-cultural perspectives]. Moscow: Pros-
veshchenie, 2012.
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until, finally, he is able to understand them all3. Let’s imagine, just for a second, that mothers would only use simple, 
easy-to-understand language when communicating to the child! Needless to say, this would have resulted in the 
child’s serious mental deficiency. Similarly, Penelope Leach, a British psychologist, recommends parents to increase 
the “level of complexity” in their communication with babies by showing picture books, naming surrounding objects 
and even describing the receipt of the meals while feeding4. All this creates the entire social situation of development 
within which — and only within which — the child’s activity can develop.

It is worth mentioning that the means of amplification suggested by N.N. Poddyakov and P. Leach can be con-
sidered appropriate and effective only while the child is not capable of identifying and focusing on the content-re-
lated aspects of knowledge, that is, in early childhood. At preschool age this may (although not necessarily) lead to a 
somewhat opposite effect: simplification of child development by means of “cognitive overload”. As the philosopher 
G.S. Batishchev puts it, activity involves both liminal and supraliminal content in which the sources of development 
are rooted. What to dismiss as excessive and what to preserve and maintain in any activity — that is truly the hardest 
change for every researcher and practitioner.

A.V. Zaporozhets’ motives for introducing the concept of amplification were also connected with the obvious 
need for an age-specific approach to the study and promotion of activity development in ontogenesis (A.N. Leontiev, 
V.V. Davydov). Zaporozhets argues for a full realisation of child activities over the certain age period. However, ac-
tivities are subject to historical changes (see modern discussions as to whether play has vanished from childhood or 
rather gained new forms), and the 21st century has already seen the emergence of several new types of activity which 
affect social and psychological profiles (for instance, activity on social media). Today, all these factors represent a 
challenge to the activity-based approach to development.

The concept of ‘amplification’ helps to reveal how historical limitations in human development can be eliminated 
in the ontogenetic perspective. It seemed to us that this concept may well be extended beyond preschool age, onto 
other ages, and that was the idea behind this topical issue. Our authors have created a diverse picture of the forms of 
development amplification (not only by educational means), from infancy to old age.

Sadly, while we were working on this issue, we suffered a great loss: Zhanna Markovna Glozman, a renowned 
neuropsychologist, passed away on March 4, 2022. Zhanna Markovna and her co-author, V.A. Naumova, contribut-
ed a life-asserting article on optimal ageing to this very issue, and we hoped that Zhanna Markovna would see her 
manuscript published. Now we would like to dedicate the whole issue to the memory of Z.M. Glozman, a wonderful 
scientist and person, a true advocate of psychological support to all people, young and old.

V.T. Kudryavtsev

3 Poddyakov N.N. Myshlenie doshkolnika [Thinking in preschooler]. Moscow: Pedagogika, 1977. P. 17.
4 Leach P. Your baby and child. Moscow: Pedagogika, 1985.
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В статье представлен теоретический обзор исследований совместного внимания с использо-
ванием методики подсказки взглядом. Совместное внимание рассматривается как совокупность 
способностей обнаружить объект внимания другого человека и содействовать обнаружению им 
объекта своего внимания. Затрагиваются вопросы эволюции совместного внимания в контексте 
развития человеческой коммуникации, рассматриваются этапы его развития в онтогенезе. Под-
робно рассматриваются предполагаемые механизмы совместного внимания и обсуждаются резуль-
таты экспериментов, направленных на выявление этих механизмов. Обсуждается соотношение 
вклада геометрии глаз и контекста, в который включен взгляд подсказывающего (его индивиду-
альных особенностей, ситуации подсказки и т. д.), в эффект подсказки взглядом при решении за-
дач обнаружения целевого объекта в поле зрения. Выделяются основные расхождения в результа-
тах экспериментов и их возможные причины, обозначаются перспективные области дальнейших 
исследований. Анализируются возможности рассмотрения совместного внимания через призму 
культурно-исторического подхода.

Ключевые слова: совместное внимание, пространственная подсказка, подсказка взглядом, соци-
ализация, атрибуция ментальных состояний.
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Введение

В ходе общения и взаимодействия люди коорди-
нируют свое внимание, направляя его на одни и те 
же объекты. Взгляд собеседника используется в ка-
честве источника информации, поясняющего ход его 
мыслей. Способность сонаправить внимание, вклю-
чающая, с одной стороны, способность локализовать 
объект внимания другого человека, а с другой — спо-
собность привлечь его внимание к тому или иному 
объекту в поле зрения или за его пределами, назы-
вается совместным вниманием. Оно появляется в 
раннем детстве и играет ключевую роль в развитии 
человека, в его взаимодействии с окружающими.

Психологи активно изучают механизмы совмест-
ного внимания. Как часто человек наблюдает за на-
правлением взгляда собеседника и находит объект 
его внимания в окружающем пространстве? Каковы 
могут быть последствия в плане как когнитивного, 
так и социально-эмоционального развития, если этот 
механизм не будет сформирован у ребенка? Ответы 
на эти вопросы необходимы для выстраивания стра-
тегий помощи людям с нарушениями совместного 
внимания с целью повышения эффективности ком-
муникации, обучения и решения практических задач.

Совместное внимание и его развитие

Совместное внимание — это внимание, разделенное 
между двумя людьми. Оно может быть зрительным, 
слуховым или жестикуляционным, но в данном обзоре 
мы рассмотрим зрительное совместное внимание.

Согласно определению Дж. Баттеруорта, зри-
тельное совместное внимание — «умение смотреть 
туда, куда смотрит кто-то еще» [17, c. 223], перевести 
взгляд на объект внимания другого человека. Это 
важно, так как человек может не замечать значимых 
элементов окружающей среды, а воспользовавшись 
взглядом другого человека, он обращает внимание на 

игнорируемые им ранее объекты. Такой процесс вза-
имодействия необходим для развития социальных 
навыков (сотрудничества, общения) [58], а также 
для понимания состояний и намерений окружающих 
[42]. Более того, совместное внимание — важный фак-
тор в речевом развитии. Взрослый смотрит на объект 
и называет его, а ребенок, в свою очередь, соотносит 
объект и его наименование [12; 16; 53]. При этом уро-
вень развития совместного внимания (успешность 
следования взгляду взрослого) у ребенка 6 месяцев 
коррелирует с его словарным запасом в 18 месяцев 
[39], а совместное внимание в 20 месяцев коррелиру-
ет с его умственными способностями в 3,5 года [21].

В 1970-х гг. Дж. Брунер и М. Скейф показали, что 
совместное внимание совершенствуется в течение 
первого года жизни (увеличивается процент детей, 
переместивших взор в сторону объекта, на который 
смотрит взрослый), а к году 100% типично развива-
ющихся детей способны перевести взгляд на объект 
внимания взрослого [48]. Исследования, изучающие 
совместное внимание в онтогенезе, проводились так-
же Дж.  Баттеруортом с коллегами [например: 18]. 
В экспериментах принимали участие дети в возрасте 
от 6 до 18 месяцев и их матери. Мать и ребенок сидели 
друг напротив друга, при этом мать должна была сна-
чала установить зрительный контакт с ребенком (смо-
треть ему в глаза), а затем перевести взгляд на один 
из целевых объектов, расположенных в разных местах 
лабораторного помещения. Оценивалось, отыскал ли 
ребенок взглядом объект внимания его матери.

На основании проведенных экспериментов Бат-
теруорт выделил три стадии развития механизма 
совместного внимания. Первая стадия — «экологи-
ческая». Уже в 6 месяцев ребенок умеет улавливать 
взгляд и понимать направление взора значимого 
взрослого, но еще не может определить точное ме-
стоположение объекта, на который смотрит мать. 
Если по линии взора матери встречается какой-либо 
объект, расположенный перед целевым объектом, то 
ребенок шести месяцев останавливает свой взгляд на 

The paper provides a theoretical overview of research on joint attention using the gaze cueing paradigm. 
Joint attention is considered as a set of abilities to detect the object of another person’s attention and to facili-
tate identification of the object of one’s own attention for the others. The evolution of joint attention in the 
context of human communication development and the stages of its ontogenу are outlined. The hypothetic 
mechanisms of joint attention are examined in detail and the results of experiments aimed at identifying these 
mechanisms are discussed. The relative contribution of the geometry of human eyes, on the one hand, and the 
context of the gaze cueing (gaze owner identity, cueing situation, etc.), on the other, to the cueing effect on de-
tecting a target in the visual field is demonstrated. The main inconsistencies in the results of experiments and 
their possible sources are highlighted, and promising areas for further research are indicated. The possibilities 
of research in joint attention through the prism of the cultural-historical approach are analyzed.

Keywords: joint attention, spatial cueing, gaze cueing, socialization, mental state attribution.
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нем. Механизм совместного внимания на данной ста-
дии получил название «экологический», так как сама 
среда способствует тому или иному ответу ребенка 
на взгляд взрослого.

Механизм, развивающийся во время второй, «гео-
метрической», стадии является как бы «надстройкой» 
над предшествующим механизмом. В 9—12 месяцев 
ребенок может определить не только направление 
взгляда взрослого, но и точное местоположение объ-
екта, на который смотрит мать, при условии, что объ-
ект находится в поле зрения ребенка (объекты, рас-
положенные перед целевым, не будут мешать верной 
интерпретации взгляда). На «геометрической» ста-
дии ребенок как бы достраивает линию взгляда мате-
ри до объекта и «вычисляет» необходимый угол сво-
его взора, что способствует верному обнаружению 
объекта, на который направлен ее взгляд.

Способность обнаружить объект внимания взрос-
лого вне своего поля зрения (например, за спиной) 
появляется только на третьей, «репрезентационной», 
стадии. В 18 месяцев ребенок может повернуться с 
целью обнаружения стимула (т. е. способен выстро-
ить образ целостного пространства, или его психи-
ческую репрезентацию). При этом полуторагодова-
лый ребенок верно определяет целевой объект вне 
поля зрения только в том случае, если в поле зрения 
нет других объектов [18]. В обратной же ситуации 
он расценивает взгляд матери как направленный на 
один из объектов, находящихся в поле его зрения. 
Тем не менее, Баттеруорт отметил, что одновремен-
ный и сонаправленный поворот глаз и головы матери 
повышает эффективность интерпретации ее взгляда 
даже во втором случае.

Итак, для ребенка очень важно уметь «пользо-
ваться» взглядом другого человека, понимать, куда 
он смотрит. Именно эта способность позволяет мла-
денцу эффективнее ориентироваться в пространстве, 
определять, где может находиться что-либо потенци-
ально интересное или опасное, а также активно из-
учать окружающую среду, в том числе социальную, 
следуя взгляду взрослого.

Накопленные к настоящему времени данные о со-
вместном внимании и его нарушениях [например: 32] 
позволяют утверждать, что совместное внимание игра-
ет ключевую роль в психическом развитии и социали-
зации ребенка. По сути, это можно рассматривать как 
конкретное подтверждение идей культурно-историче-
ской психологии Л.С. Выготского о том, что в основе 
развития лежат психические функции, разделенные 
между ребенком и взрослым. «Совместное внимание» 
— пример именно такой разделенной функции, в даль-
нейшем определяющей объекты внимания самого ре-
бенка и вооружающей его психологическими орудия-
ми или инструментами для управления собственным 
вниманием и вниманием другого человека.

Строя программу исследований внимания как 
высшей психической функции, Л.С.  Выготский за-
планировал серию экспериментов [1], в которой в 
качестве такого психологического орудия выступил 
указательный жест — один из распространенных ин-
струментов совместного внимания. В этих экспери-

ментах дети младшего и старшего дошкольного воз-
раста должны были угадать местоположение ореха, 
который экспериментатор помещал в одну из двух 
одинаковых чашек, закрытых крышками. На крышки 
были наклеены малозаметные прямоугольники серо-
го цвета, при этом ореху всегда соответствовал более 
темный прямоугольник. Дети не обращали на них 
внимания, и их проигрыши и выигрыши были слу-
чайными. Тогда экспериментатор на глазах у ребенка 
клал орех в чашку, накрывал крышкой и указывал на 
прямоугольник. Дети младшего возраста после этой 
манипуляции не начинали решать задачу лучше, но 
более старшие дети (в возрасте около 5 лет) быстро 
схватывали закономерность и начинали постоянно 
выигрывать. Тем самым средство решения задачи — 
структурные отношения между прямоугольниками, 
один из которых в эксперименте выступал в качестве 
объекта совместного внимания ребенка и взросло-
го  — становилось собственным психологическим 
орудием ребенка, обеспечивающим избирательность 
внимания и успешность решения задачи.

М. Томаселло, развивая взгляды Выготского, под-
черкивает, что в основе совместного внимания лежит 
восприятие другого человека как «интенционально-
го агента», имеющего собственные намерения [53]. 
Именно когда ребенок начинает воспринимать дру-
гих как «интенциональных агентов», он понимает, 
что другие могут избирательно обращать внимание 
на определенные аспекты среды. Совместное вни-
мание является важной составляющей социального 
познания, так как именно благодаря ему мы пони-
маем желания и намерения других людей и можем 
«пользоваться» их направлением внимания, разде-
лять и изменять его. Сформированная способность 
к совместному вниманию знаменует переход от на-
туральных к высшим психическим функциям, ведь 
именно совместное внимание является основой для 
совместной деятельности ребенка и взрослого [8].

Исследование механизмов 
совместного внимания

Центральный вопрос, который возникает в связи 
со зрительным совместным вниманием и его развити-
ем — это вопрос о конкретных механизмах, которые 
стоят за локализацией объекта внимания другого че-
ловека. С одной стороны, и у детей, и у взрослых со-
направление взгляда обычно кажется непроизволь-
ным, что обусловливает, в частности, успешность 
фокусников [51]. С другой стороны, акт совместного 
внимания как функции, разделенной между людьми, 
выступает как высшая психическая функция, соци-
альная по происхождению; при этом направление 
внимания каждого из участников взаимодействия 
опосредствовано направлением внимания друго-
го. Очевидно, что отправной точкой в развитии со-
вместного внимания является чувствительность к 
направлению внимания другого человека (reacting to 
joint attention, RJA). Над ней надстраивается способ-
ность побудить другого к сонаправлению внимания 
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(initiating joint attention, IJA), в которой присутству-
ет мотивационный компонент [подробнее см.: 7] и 
выделяются два последовательных этапа развития, 
связанных со смещением интереса ребенка с самого 
объекта совместного внимания к взаимодействию со 
взрослым [14].

Но насколько базовый механизм совместного 
внимания является «геометрическим», как полагал 
Дж. Баттеруорт, по сути заложив основу моделирова-
ния совместного внимания у роботов [41], и насколь-
ко он испытывает влияние со стороны текущих задач 
субъекта и того контекста, в котором разворачивает-
ся взаимодействие?

С одной стороны, в совместном внимании важную 
роль играет контрастность и геометрия глаз: благода-
ря контрасту маленькой темной радужной оболочки 
и белой склеры мы очень быстро можем определить 
направление взгляда другого [44; 38]. Причем эта 
контрастность и соотношение размеров радужной 
оболочки и склеры, вероятно, имеет эволюционные 
основы. Человек — единственный биологический вид 
с белой склерой и контрастной радужкой. Однако, со-
гласно недавним исследованиям, у человекообразных 
обезьян, в частности у горилл (70%), уже появляется 
депигментация склеры (ближе к белому), у неболь-
шого процента (7%) горилл склера достигает такой же 
степени депигментации, как у человека [37]. При этом 
такая депигментация наблюдается у всех здоровых 
людей. Таким образом, появление белой склеры, кон-
трастирующей с радужной оболочкой, можно считать 
эволюционно выигрышным признаком, способству-
ющим коммуникации и впоследствии становящимся 
основой для механизма совместного внимания, что 
нашло отражение в «гипотезе кооперативного глаза» 
М. Томаселло с коллегами [56].

С другой стороны, механизм совместного внима-
ния — основа способности разделять общую инфор-
мацию, общие цели при выполнении совместных за-
дач, а также понимать намерения и желания другого 
[54], следовательно, их трактовка также может стать 
определяющей при локализации объекта внимания 
другого человека.

В качестве компромиссной позиции было пред-
ложено различать «восходящее» и «нисходящее» 
совместное внимание [3]. В «восходящем» механиз-
ме совместного внимания на локализацию объек-
та внимания другого человека влияет направление 
взгляда, положение тела и расположение визуально 
ярких объектов, в то время как в «нисходящем» ме-
ханизме ключевую роль играет информация о собы-
тиях, которые произошли с человеком, вне зависимо-
сти от визуальной яркости объектов в поле зрения. 
Это различение перекликается с представлениями 
М. Томаселло о «низкуровневой» и «высокоуровне-
вой» моделях мониторинга направления взора, где 
под «низкоуровневой» моделью имеется в виду тен-
денция смотреть в направлении, в котором смотрят 
другие, а под «высокоуровневой» — понимание, что 
другие туда смотрят не просто так, а нечто видят — 
иными словами, наличие определенного психическо-
го переживания [55]. М.В. Зотов и коллеги показали, 

что для интерпретации объекта внимания другого 
человека в условиях высокой нагруженности сцены 
необходимо понимание контекста ситуации: испы-
туемые верно определяли объект внимания другого, 
если знали контекст коммуникативной ситуации, 
вне зависимости от доступности информации о на-
правлении взгляда [4]. Таким образом, у совместного 
внимания предположительно может быть как реф-
лекторный, так и нисходящий, уже не автоматиче-
ский механизм.

Методика подсказки взглядом

В качестве лабораторной модели совместного вни-
мания с конца 1990-х гг. используется так называемая 
«методика подсказки взглядом» (gaze cueing). Это 
адаптированная методика пространственной под-
сказки [43], при которой в качестве подсказывающего 
стимула используется направление взгляда человека 
(например, изображенного на фотографии) или схе-
матическое изображение человеческих глаз, указыва-
ющих в направлении объекта внимания [15; 30; 34].

Классическая методика подсказки М. Познера 
позволяет оценить успешность решения задачи об-
наружения зрительного стимула на периферии поля 
зрения после верной или неверной подсказки [43]. 
Целевой стимул — это объект (например, геометри-
ческая фигура), который предъявляется справа или 
слева от центра поля зрения (на расстоянии 6—7 гра-
дусов от точки фиксации). При этом до появления 
стимула на экране появляется подсказка, которая 
указывает в одно из этих двух мест. Подсказка может 
быть верной, т. е. указывающей туда, где появится 
стимул; неверной, указывающей в противоположном 
направлении; и нейтральной, не дающей никакой ин-
формации о возможном местоположении стимула. 
По характеру и месту предъявления подсказка может 
быть центральной (например, стрелка в центре экра-
на) либо периферической (например, подсветка бу-
дущего местоположения стимула на экране). Задача 
наблюдателя — как можно быстрее ответить, с какой 
стороны появился целевой стимул, фиксируя при 
этом взгляд в центре экрана. Возможна также более 
экологичная задача — как можно быстрее перевести 
взгляд на целевой стимул [например: 57; 52]; в этом 
случае используется регистрация движений глаз на-
блюдателя. Сравнивается время реакции при верной, 
неверной и нейтральной подсказках.

В исследованиях с использованием методики 
подсказки различают два вида внимания на основе 
способа его перенаправления: эндогенное (целена-
правленное) и экзогенное (управляемое внешни-
ми воздействиями) [52]. Центральную подсказку-
стрелку связывают с эндогенным вниманием, так 
как наблюдателю нужно проинтерпретировать знак 
и произвольно перенаправить внимание туда, куда 
он указывает. Периферическую же подсказку свя-
зывают с экзогенным вниманием, так как внимание 
в таком случае привлекается внешним стимулом и 
перенаправляется непроизвольно.
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Центральная подсказка отличается тем, что дает и 
«выигрыш» при правильной подсказке и «проигрыш» 
при неправильной во времени реакции по сравнению 
с нейтральным условием и работает при длительных 
межстимульных интервалах (400 мс). Предположи-
тельно за ней стоит последовательное перенаправле-
ние внимания от одного местоположения к другому. 
Такая подсказка оказывается действенной, когда она 
информативна, т. е. является верной чаще, чем невер-
ной [43]. Периферическая же подсказка связывает-
ся с параллельным механизмом внимания [33]: она 
дает только «выигрыш» при правильной подсказке 
без «проигрыша» при неправильной и работает при 
коротких межстимульных интервалах (150 мс) вне 
зависимости от информативности подсказки [33]; 
иными словами, усиливается обработка той части 
поля зрения, куда указывает подсказка, но обработка 
второго участка останется неизменной, такой же, как 
в отсутствие подсказки [43].

В исследованиях с использованием модификации 
методики Познера в варианте подсказки взглядом 
используется центральное предъявление подсказки, 
но место стрелки занимает изображение человече-
ских глаз, смотрящих в соответствующем направле-
нии, или повернутого к наблюдателю лица (схема-
тического рисунка либо фотографии) со взглядом, 
обращенным вправо или влево [26]. В остальном схе-
ма эксперимента сохраняется: наблюдатель должен 
как можно быстрее локализовать целевой объект, в 
то время как подсказка может быть верной, неверной 
и нейтральной. В качестве измеряемого показателя 
могут выступать также время реакции на появление 
целевого стимула и скорость перевода взора к месту 
его предъявления.

Результаты исследований подсказки взглядом

В целом, исследования указывают на то, что вос-
принимаемое направление взгляда автоматически 
изменяет направление внимания человека [26] и в 
этом плане сродни не центральной, а перифериче-
ской подсказке. Так, даже если подсказка взглядом 
не предсказывает будущего местоположения стиму-
ла, т. е. верна лишь в половине случаев, эффект под-
сказки возникает: при верной подсказке время реак-
ции меньше, чем при нейтральной. При этом время 
реакции при неверной подсказке оказывается рав-
ным времени реакции при нейтральной подсказке — 
иными словами, такая подсказка дает «выигрыш» во 
времени реакции, когда она верна, без «проигрыша», 
когда она неверна (в отличие от центральной под-
сказки-стрелки, которая дает как выигрыш, так и 
проигрыш). Также стоит отметить, что данный эф-
фект появляется при коротких межстимульных ин-
тервалах, начиная от 100 мс, и полностью исчезает 
при интервале свыше 1 с [26].

Кроме того, Фризен и коллеги [28] показали, что, 
даже если подсказка взглядом верна только в 20% 
проб (и об этом сообщают наблюдателям), то эффект 
будет все еще выражен при межстимульном интерва-

ле, равном 300 мс, но станет обратным (меньшее вре-
мя реакции на неверную подсказку) при межстимуль-
ном интервале, равном 1200 мс. Интересно, что при 
межстимульном интервале в 600 мс время реакции 
одинаково для верной и неверной подсказки: в обоих 
случаях оно значимо меньше времени реакции в ней-
тральном условии. То есть при меньшем межстимуль-
ном интервале, вероятно, работает автоматический 
процесс перенаправления внимания в соответствии с 
направлением взора другого человека, при 1200 мс — 
сознательный и произвольный, связанный с ожидани-
ями испытуемого, а при 600 мс могут иметь место оба 
процесса: внимание сдвигается либо непроизвольно в 
соответствии с направлением взгляда-подсказки, либо 
в соответствии с ожиданиями наблюдателя, который 
предвосхищает появление целевого стимула там, где 
он предъявляется чаще [28].

Важно отметить, что эффект подсказки взглядом 
работает даже в случае, если наблюдателю одновре-
менно предъявляются целевой и отвлекающий сти-
мулы. В другом исследовании Фризена и коллег целе-
вым стимулом была определенная фигура (например, 
квадрат), а отвлекающим — любая другая фигура. Обе 
фигуры появлялись с двух сторон от изображения 
глаз, благодаря чему устранялся возможный «эффект 
выскакивания», который мог бы влиять на результа-
ты предыдущих исследований, где появлялся только 
один стимул, который и являлся целевым [27]. На-
конец, если при несовпадении цвета подсказки — изо-
бражения глаз и цвета стимула — эффект подсказки 
наблюдается, то при несовпадении цвета подсказки-
стрелки и стимула эффект пропадает, что указывает 
на автоматический характер подсказки взглядом [47].

Таким образом, подсказка взглядом являет-
ся, вероятнее всего, механизмом, связанным с 
параллельной обработкой информации в поле зре-
ния и с экзогенным (рефлекторным) сдвигом внима-
ния. При этом подсказка работает рефлекторно при 
небольших промежутках времени между подсказкой 
и появляющимся стимулом, но может работать про-
извольно — при увеличении этих временных проме-
жутков [24; 28].

Эту возможность подкрепляют недавние данные, 
демонстрирующие, что эффект подсказки взглядом 
сохраняется, даже когда подсказывающий не пере-
водит взгляд, но наблюдатель предвосхищает, в ка-
кую сторону посмотрит подсказывающий. Напри-
мер, К.  Джойс и коллеги исследовали «подсказку 
взглядом» в контексте ожиданий наблюдателя [34]. 
У испытуемых посредством многократных повторе-
ний формировалось некоторое знание о том, на ка-
кой тип объектов чаще смотрит изображенное лицо. 
В результате определение того, на какой из объектов 
смотрит человек, происходило быстрее в тех случа-
ях, когда объект внимания воспринимался как пред-
почтительный для него, даже если направление его 
взгляда не менялось и он смотрел прямо перед собой. 
Иными словами, подсказка взглядом работала в со-
ответствии со сформированным знанием о привлека-
тельности или непривлекательности потенциальных 
целевых объектов для подсказывающего.

Шевель Т.М., Фаликман М.В. «Подсказка взглядом» как ключ...
Shevel T.M., Falikman M.V. Gaze Cueing as a Key...
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Многократно показано, что механизм совместно-
го внимания менее эффективно работает у людей с 
расстройствами аутистического спектра (РАС), ко-
торые сопровождаются нарушением социальных и 
коммуникативных навыков [13; см. также: 27]. Это 
связано с тем, что люди с РАС избегают прямого зри-
тельного контакта и имеют сложности при исполь-
зовании так называемых «социальных подсказок». 
Нарушение способности к совместному вниманию в 
раннем детстве является одним из первых призна-
ков РАС и может являться их критерием [20; 32]. 
Дети с PAC, в отличие от типично развивающихся 
детей, не переводят автоматически взгляд на объект 
внимания другого человека, что может вызывать 
задержки в раннем речевом развитии. Некоторые 
авторы, впрочем, полагают, что специфическим ме-
ханизмом совместного внимания стоит скорее счи-
тать его инициирование (IJA), которое, в отличие от 
чувствительности к направлению внимания другого 
человека (RJA), чаще подразумевает социальную 
мотивацию [40; 23]. При высокофункциональном 
аутизме с возрастом может сформироваться способ-
ность реагировать на направление внимания дру-
гого, в то время как способность инициировать со-
вместное внимание останется нарушенной [см. 32]. 
Таким образом, даже если ребенок с РАС научится 
«реагировать на совместное внимание», сам меха-
низм в большинстве случаев остается не до конца 
сформированным и требует специальных интервен-
ционных занятий [7].

Результаты экспериментов с использованием 
методики подсказки показывают, что у детей с РАС 
эффект подсказки взглядом идентичен эффекту цен-
тральной подсказки-стрелки [49; см. также: 11], а не 
периферической подсказки. Кроме того, для них не 
характерно автоматическое переключение внима-
ния при предъявлении подсказок взглядом, которые 
только в половине случаев верно указывают на бу-
дущее местоположение стимула, т. е. время реакции 
при верных подсказках равно времени реакции при 
неверных [46]. Все это говорит о том, что при предъ-
явлении изображения глаз механизмы переключения 
внимания у детей с РАС и у типично развивающихся 
детей различаются: у детей с РАС имеет место скорее 
не социальный, а более общий механизм [11].

Геометрия глаза и контекст в возникновении 
эффекта подсказки взглядом

Рассмотренные выше исследования ставят во-
прос о соотношении вклада в эффект подсказки 
взглядом двух факторов: контрастности радужной 
оболочки глаза и склеры, с одной стороны, и опы-
та наблюдателя и контекста зрительной сцены — с 
другой. Очевидно, что быстрая интерпретация на-
правления взгляда другого человека обусловлена 
контрастностью глаза. Показано, что при инвер-
тированном контрасте изображения глаза (когда 
склера изображена черной, а радужка — белой) на-
рушается восприятие направления взгляда [44; 38]. 

Таким образом, интерпретируя направления взгля-
да, мы руководствуемся направлением более тем-
ной его части. Тем не менее, при изображении глаз 
только с «заливкой» радужной оболочки (белой или 
черной) и контуром глаза эффект будет иметь ме-
сто даже при белых радужных оболочках [47]. В ис-
следовании Ш. Андо также показана роль контраста 
радужки и склеры в интерпретации направления 
взгляда другого: при затемнении левой или правой 
части склеры без изменения положения радужки 
направление взгляда воспринимается по более тем-
ной части склеры [10]. Там же была показана роль 
геометрической структуры самого глаза (маленькая 
радужка — большая склера): контурного изобра-
жения глаз (без затемненной радужной оболочки) 
достаточно для верного определения направления 
взгляда [10; см. также: 29].

Однако поскольку механизм подсказки взглядом 
играет важную роль в социализации и обеспечива-
ет эффективность коммуникации, он должен испы-
тывать влияние социальных факторов, связанных с 
взаимодействием между людьми и «моделью психи-
ческого» — представлением о том, что в настоящий 
момент думает и чувствует другой человек.

Для экспериментального выявления этого влия-
ния подсказку взглядом помещают в различные кон-
тексты. Это могут быть схематичные изображения 
лиц, при предъявлении которых возникает стандарт-
ный эффект подсказки взглядом [26]; лица с разной 
расовой принадлежностью, где расовая принадлеж-
ность влияет на выраженность эффекта подсказки 
взглядом: скорость саккад при неверной подсказке 
оказывается выше при предъявлении лиц собствен-
ной расы наблюдателя в отличие от предъявления 
лиц другой расы [5]; лица разного возраста, предъяв-
ляемые испытуемым разных возрастов: длительность 
фиксаций на лице увеличивается при изображении 
человека того же возраста, в отличие от изображе-
ния человека другого возраста, в то время как время 
фиксации на объекте внимания не отличается [25]; 
с разными эмоциональными состояниями: эффект 
подсказки взглядом усиливается при предъявлении 
лиц, выражающих эмоции страха, удивления и зло-
сти по сравнению с нейтральными и счастливыми 
лицами [36].

Согласно результатам исследований, одним из 
наиболее фундаментальных факторов является атри-
буция ментальных состояний, т. е. представление о 
том, что подсказывающий в принципе является субъ-
ектом, обладающим психикой и определенными на-
мерениями. Это закономерно в свете представлений 
об эволюции кооперации и коммуникации, которые 
мы упоминали выше в связи с именем М. Томасел-
ло. Например, в исследовании Визе и коллег [59] 
изучался эффект подсказки взглядом, в котором 
варьировался инициатор этой подсказки: это мог 
быть робот или человек. Кроме того, в инструкции 
испытуемым говорили о том, кто «ответственен» за 
перевод взора. В случае предъявления робота, напри-
мер, сообщалось, что роботом управляет человек или 
что робот, напротив, автономен. В случае же предъ-
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явления человеческого лица в инструкции могло 
сообщаться, что это либо искусственный объект — 
манекен, либо человек. Было показано, что эффект 
подсказки взглядом сильнее в случае более вероят-
ного приписывания ментальных состояний и наме-
рений вне зависимости от того, кто (или что) давал 
подсказку взглядом. То есть в случае информации 
о роботе, которым управляет человек, эффект под-
сказки был выражен ярче, чем в случае информации 
о манекене [59]. Кроме того, в исследовании Петро-
вой, Луняковой и Фаликман было показано, что тип 
намерения («оценивание» или «помощь») влияет 
на силу эффекта [5]. Также установлено, что взгляд 
человека, которому приписывается девиантное пове-
дение и которого наблюдатель считает потенциально 
опасным для себя и окружающих, управляет внима-
нием наблюдателя эффективнее взгляда человека, 
действующего в соответствии с социальными норма-
ми — объект внимания опасного человека локализу-
ется быстрее [19].

Таким образом, приписывание намерений тому, 
кто дает подсказку, а также особенности этих на-
мерений влияют на силу эффекта подсказки взгля-
дом. Кроме того, на этот эффект влияют индивиду-
альные особенности наблюдателя. Так, например, 
оказывается важным пол наблюдателя: эффект 
сильнее выражен у женщин [27]. Это связывают со 
склонностью к эмпатии, в большей степени выра-
женной именно у женщин [9]. Наконец, в недавнем 
исследовании, где использовалась не классическая 
методика подсказки взглядом, а направление взгля-
да подсказывающего обозначалось красной точкой, 
имитирующей показания регистрации движений 
глаз партнера, было показано, что на параметры эф-
фекта подсказки влияет более высокий или более 
низкий социальный статус партнера относительно 
наблюдателя [31].

Тем не менее, атрибуции определенных свойств, 
намерений или ментальных состояний подсказы-
вающему недостаточно для того, чтобы вызвать 
эффект подсказки. В исследовании Кингстоуна и 
коллег наблюдателям предъявлялось видео, в кото-
ром реальный человек поворачивал голову либо в 
сторону целевого объекта, либо в противоположную 
сторону. На лицо человека была надета полнораз-
мерная маска, при этом такая же маска была надета 
на заднюю часть головы. В результате при повороте 
головы были видны обе маски, но реальное лицо че-
ловека было только под одной из них. Несмотря на 
то, что после предъявления проб наблюдатели верно 
оценивали, под какой из масок находится лицо че-
ловека, эффекта подсказки при таком предъявлении 
не возникало: время реакции при верной и неверной 
подсказке было одинаковым [35]. И напротив, если 
наблюдатель видит, что целевой объект скрыт от 
подсказывающего непрозрачной перегородкой, эф-
фект подсказки взглядом все равно наблюдается [22]. 
Таким образом, результаты исследований говорят о 
том, что за эффектом подсказки взглядом может сто-
ять как экзогенный, так и эндогенный, произвольно 
управляемый механизм.

Вместе с тем именно здесь результаты исследо-
ваний подсказки взглядом наиболее противоречи-
вы. Так, Ристик и Кингстоун изучали эффект под-
сказки взглядом, интегрировав изображение глаз в 
изображение машины (колеса машины в виде глаз) 
[45]. Одно и то же изображение интерпретирова-
лось в инструкции либо как глаза под шляпой, либо 
как машина. Результаты исследования подтверди-
ли важность интерпретации изображения: при по-
лученной испытуемыми информации о глазах под 
шляпой прослеживалось уменьшение реакции при 
верной подсказке по сравнению с неверной, в то вре-
мя как при информации о машине такого эффекта 
вообще не обнаружилось. Сходный результат полу-
чили Такахаши и Ватанабе (2013): в их исследова-
нии восприятие неодушевленных объектов как лиц 
напрямую влияло на наличие эффекта подсказки 
взглядом: после проведения эксперимента с исполь-
зованием методики подсказки с центральными объ-
ектами, вызывающими парейдолии (были выбра-
ны объекты, которые могли быть похожи на лица, 
например электрическая розетка), испытуемые 
отчитывались о том, как они проинтерпретирова-
ли объект. Те, кто воспринимал объекты как лица, 
демонстрировали устойчивый эффект подсказки 
взглядом. У остальных же испытуемых такого эф-
фекта не наблюдалось [50].

Заключение

Обобщая рассмотренные выше исследования, 
можно сказать, что на эффект подсказки взглядом 
могут влиять знания о том, кто или что дает эту 
подсказку, а также информация о намерениях под-
сказывающего агента и общее представление о си-
туации, в которой дается подсказка. Тем не менее, 
на эффект подсказки взглядом также оказывает 
определяющее влияние контрастность радужной 
оболочки и склеры глаза, что может быть первич-
ным по отношению к социальному контексту. Не 
исключено, что продуктивным может оказаться 
рассмотрение становления совместного внимания 
через призму культурно-исторического подхода, 
который позволяет различить механизм, которым 
наблюдатель может только пользоваться, автомати-
чески реагируя на подсказку, и механизм, который 
наблюдатель может произвольно адаптировать в 
соответствии со своей трактовкой контекста и на-
копленным опытом, позволяющим предвосхищать 
дальнейшее развитие событий. Иными словами, 
если один из этих механизмов обладает чертами на-
туральной функции (хотя и являющейся продуктом 
переплетения линий биологической и культурной 
эволюции), то второй — особенностями высшей 
[2], выстраивающейся на основе натуральной. Кро-
ме того, до сих пор не проведено прямое экспери-
ментальное сопоставление относительного вклада 
факторов геометрии глаза и контекста подсказки 
взглядом в ее эффект, что может стать предметом 
дальнейших экспериментальных исследований.
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The research is aimed at developing a scale for evaluating the communication signals of an early-age 
child, which can help to assess the predictors of the development of behavioral, cognitive, and socio-emo-
tional skills in a child. This system of fixing the child's communication signals is based on the periodiza-
tion of the ontogeny of communication between M. Lisina and her followers (E. Smirnova, D. Godovikova, 
S. Meshcheryakova, etc.), which allows us to consider specific forms of communication between a child and 
an adult in the new social situation of modern children's development. The materials of an empirical study 
conducted on a sample of dyads of mothers and young children are presented. The study (N=55) involved 
dyads of mothers and children aged 2,4 to 3,3 years (M=2,9; SD=0,40), of which 62% were girls. The study 
included a video recording of a mother's playtime interaction with a child for 15 minutes. The resulting video 
clips were analyzed and encoded using the "Observer-XT 14" program. To evaluate video protocols, experts 
used the evaluation of the child-parent interaction method "Evaluation of child-parent interaction" [ECPI-
2 ed.], the scale of "Child communication signals". The method of main components was used for processing 
expert assessments, which allowed us to distinguish three factors of children's indicators ["Exploratory ac-
tivity"; "Personal autonomy"; "Emotional alienation"]. Based on the results, we can talk about the stability 
of indicators-factors that characterize the child's communication signals. Based on the array of experimental 
data [49,500 seconds of video tape], a model has been developed for analyzing dynamic changes occurring in 
the process of child-parent interaction. All factors are stable over time: autocorrelation dynamic series are 
characterized by high values of correlation coefficients. It is noted that the formation of personal autonomy 
when interacting with a significant adult and the emotional alienation of a child from an adult can ambiva-
lently influence the child's research activity.
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Introduction

Rapid changes in modern society, high intensity of 
the information stream, the shift in communication with 

its transfer to online media — all these has a consider-
able influence on the mental development and formation 
of a child’s personality. That leads to a gap between the 
generations of parents and children as well as to lower 
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Исследование направлено на разработку шкалы оценки коммуникативных сигналов ребенка 
раннего возраста, с помощью которой возможно оценить предикторы развития поведенческих, ког-
нитивных и социально-эмоциональных навыков у ребенка. Данная система фиксации коммуника-
тивных сигналов ребенка опирается на периодизацию онтогенеза общения М. Лисиной и последо-
вателей (Е. Смирновой, Д. Годовиковой, С. Мещеряковой и др.), которая позволяет рассмотреть 
специфические формы общения ребенка со взрослым в условиях новой социальной ситуации раз-
вития современных детей. Представлены материалы эмпирического исследования, проведенного 
на выборке из диад матерей и детей раннего возраста. В исследовании (N=55) приняли участие 
диады матерей и детей в возрасте от 2,4 до 3,3 лет (M=2,9; SD=0,40), из которых 62% были девоч-
ки. Исследование включало в себя видеозапись игрового взаимодействия мамы с ребенком в тече-
ние 15 минут. Полученные видеопротоколы были проанализированы и закодированы с помощью 
программы «Observer-XT 14». Для оценки видеопротоколов экспертами использовалась методи-
ка оценки детско-родительского взаимодействия «Evaluation of child-parent interaction» [ECPI-2 
ред.], шкала «Коммуникативных сигналов ребенка». Для обработки экспертных оценок исполь-
зовался метод главных компонент, позволивший выделить три фактора детских индикаторов 
(«Исследовательская активность» — «Exploratory activity»; «Личностная автономия» — «Personal 
autonomy»; «Эмоциональная отчужденность» — «Emotional alienation»). На основании получен-
ных результатов можно говорить об устойчивости показателей-факторов, характеризующих ком-
муникативные сигналы ребенка. С опорой на массив экспериментальных данных (49 500 секунд 
видеоленты) разработана модель для анализа динамических изменений, происходящих в процессе 
детско-родительского взаимодействия. Все факторы стабильны во времени: автокорреляционные 
динамические ряды характеризуются высокими значениями коэффициентов корреляций. Отме-
чается, что формирование личностной автономии при взаимодействии со значимым взрослым и 
эмоциональная отчужденность ребенка от взрослого могут амбивалентно влиять на исследова-
тельскую активность ребенка.

Ключевые слова: шкала оценки, метод наблюдения, самостоятельность, личностная автономия, 
ранний возраст, видеоанализ, поведение, Observer-XT.
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importance of an adult figure and his or her role in the 
parent-child interaction. This social situation of devel-
opment demands scientific reconsideration and finding 
new ways of assessment of the parent-child interaction 
of “the changing child in the changing world” [12].

Nowadays we can see a surge of interest of foreign re-
searchers in studying interaction by means of videos and 
observation scales. The state-of-the-art review allows us 
to see both advantages and disadvantages of the methods 
of assessment of the early parent-child interaction [13]. 
The assessment of the parent-child relationship NCAST 
(Nursing Child Assessment Satellite Training) studies 
the ability to give clear and precise signals to an adult 
and the ability to demonstrate a reaction to the words or 
actions of the adult [16]. The scale Manchester Assess-
ment of Caregiver-Infant (MACI) marks the child’s be-
havior according to three parameters: child’s attention 
towards the adult, child’s positive affect, child’s liveli-
ness [14]. The evaluation of the psychological interac-
tion of the child and adult in the process of feeding as 
well as of structured and non-structured play, the Par-
ent-Child Early Relational Assessment (PCERA) [17], 
includes 28 characteristics of a child’s behavior.

Speaking of the Russian psychology, the approach 
designed in M.I. Lisina’s scientific school of ontogenesis 
of communication is considered being one of the most 
elaborated and thorough [9; 10]. M.I. Lisina considers 
communication as the process of interaction where ev-
ery subject becomes an object of cognition and gets the 
opportunity to better understanding his or her needs as 
well as to cognizing and evaluating oneself. Thus, com-
munication between the child and the adult becomes the 
basis of personality development in ontogenesis.

The aim of our research is an assessment of commu-
nicative signals of a child of an early age in the process of 
the spontaneous game for designing a scale of assessment 
and defining the dynamics of the intensity of the signal 
towards the significant adult.

The Methodological Basis of the Research

In our research, we are guided by M.I. Lisina’s the-
sis postulating that the most important characteristic 
is the activity of a person, his or her subjective attitude 
reflected in the communication process via initiative 
towards the communication partner and in return reac-
tions to his or her actions. Thus, the quality of interac-
tion, so important at an early age, depends on how the 
partners act in turn and how they perceive the actions 
of each other in the communication process. “If, when 
listening to you, a child looks at your face smiling in re-
sponse to your affectionate words, fastens his or her gaze 
upon your face — you can be sure that communication is 

in progress; but suddenly, attracted by the noise in the 
next room, the child turns away or bends the head while 
watching a beetle in the grass — and communication pro-
cess pauses: it is interrupted by the exploratory activity 
of the child” [10, p. 22]. The given citation illustrates the 
quality of interaction depending on its manifestations in 
the mutual and independent activity.

Based on the principles of the activity approach 
and sharing the views of her teacher A.V. Zaporozhetz 
regarding communicative activity, M.I.  Lisina sup-
poses that “…the communication motives should be 
fulfilled (be made tangible) in those traits of a person 
or other persons for cognition and evaluation of which 
the individual starts interaction with somebody” [9, 
p.13]. She marks out the following group of qualities: 
(1) cognitive qualities: the adult is a source of infor-
mation about the objective world and organizes new 
impressions for the child; (2) liveliness qualities: the 
significant adult is a partner in the mutual activity 
and relays how to act correctly; (3) personality traits: 
the adult shows his or her emotional experience in the 
interaction process.

As for the new formations which effect personality 
development of a child, M.I. Lisina marks out the atti-
tude of the child to the objective world, to other people, 
and to him- or herself. Personality development of the 
child is shown especially brightly during the critical pe-
riods in the mutual influence of those lines. At the same 
time, the shift to the new stage of the interaction of the 
significant adult with the child of an early age occurs.

Considering communication as a special kind of 
activity, it is necessary to define the main structural 
components, to mark its object and main inducing 
needs and motives as well as to characterize the ac-
tions and operations. V.V.  Davydov indicates struc-
tural components of the communicative activity as 
the actions and means of communication [6]. A com-
munication action is a unit of communicative activ-
ity, i.e., the whole act addressed to another person and 
aimed at him or her as at its object. Two main catego-
ries of communication actions are the initial acts and 
the return actions. The means of communication are 
those operations by means of which the communica-
tion actions are performed.

This methodological base predetermines designing 
the scale of communicative signals of a child which al-
lows fixing the manifestations of the child in the process 
of communicative activity with the significant adult.

Research Methods

The assessment of the communicative signals of a 
child has been performed by the technique Evaluation 
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of Child-Parent Interaction (ECPI-2) [4; 5]. The dy-
ads of mothers and children (N=55) in the age from 2,4 
to 3,3 years (M=2,9; SD=0,40) have been taken part in 
the research; 62% of the children are female. The proce-
dure includes the following instruction for the parent: 
“Play with your child the way you usually do at home”. 
15 minutes of the parent-child interaction have been 
documented by means of video recording, which allows 
analyzing the video case and marking micro-actions of 
the child afterward. That gives the opportunity to dis-
cern the signals of the child in the process of interaction 
also it influences the evidence-based approach in the 
process of analysis of the obtained results and design 
recommendations for the parents and specialists taking 
part in the early interventions in the development of a 
child of the early age.

We have managed to get the whole picture of the 
child’s behavior while communicating with the parent 
due to the software the Observer XT-14, providing vi-
sualization of the frequency and length of each indicator 
of the communicative signals of the child and registra-
tion of the medium and general indicators of duration 
as well as quantitative characteristics of each indicator. 
The evaluation protocol of indicators of the communica-
tive signals of the child includes: (a) designing the cod-
ing scheme; (b) statistical analysis; (c) rating analysis 
of validity carried out by several observers in the same 
project; (d) data input. Ethic consents of the parents 
have been obtained. The analysis of the video records has 
been carried out by two behavioral analytics after having 
special training and reaching the indexes of concordance 
of expert marks at 87%-level of results correspondence 
in the independent analysis [3].

Designing the Scale of the Communicative 
Signals of a Child

We have been guided by two main lines of the be-
havior of a child of the early age conditioned by the age 
characteristics: communicative and objective activity. 
The former is aimed at communication with an adult and 
the latter — at studying an object.

While coding the communicative activity we have 
marked the initial acts and response actions towards the 
object and towards the adult expressed by communicative 
signals as the means of communication. For studying the 
communicative signals “child-object (O)” five indicators 
of evaluation of the independent activity of the child have 
been introduced. The communicative signals “child-adult” 
(A) have been studied by five indicators of evaluation of the 
child’s signals aimed at interaction with the adult (Figure 1).

In the process of three-year video-research (2016—2019) 
a coding system allowing to fix an indicator in the process of 
video-case analysis considering the characteristics of that in-
dicator [4; 5] has been designed. Each indicator has either a 
positive or negative value and that corresponds to the substan-
tive characteristics (Table 1). For each indicator, a montage of 
demonstrations has been selected and that allowed to compile a 
video library. This is supposed to be a sufficient advantage and 
significant resource for training specialists working with chil-
dren and parents, especially in the centers of early intervention.

Results

A dynamic model was developed to analyze the re-
sults. It allows you to draw conclusions and build re-

Fig. 1. The scale of evaluation of communicative signals of the child: substantive indicators
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search forecasts based on empirical data obtained as a 
result of measurement procedures. (Table 3).

For all sessions with a total duration of 15 minutes, 
a time series consisting of 1000 intervals of equal dura-
tion was constructed for each of the 20 indicators, and 
the presence (coded 1) or absence (coded 0) of a com-
municative signal from the child corresponding to this 
indicator was recorded on each of them. As a result, 20 

dichotomous (of zeros and ones) time series with 1000 
measurements were presented for analysis. Further, 
each time series (for each indicator) was divided into 4 
equal periods and in each period the proportion of mea-
surements (out of 250 that fell into this period) was 
determined, the result of which was one, i.e. there were 
behavioral manifestations of a communicative signal cor-
responding to this indicator. For each indicator and each 

T a b l e  1
System of Coding Child — Object (CO)

The child sends communicative signals towards the object in the process of 15-minute play with the adult

Indicator Characteristic Indicator Characteristic
O 1. The focus of attention 
on the object «+»

Concentration on the object O 6. The focus of attention 
on the object «—»

Vacant look 

O 2. Initiative towards the 
object «+»

Makes a choice of the object O 7. Initiative towards the 
object «—»

Does not make a choice of an 
object

O 3. Objective activity «+» The child explores an object 
him- or herself

O 8. Objective activity «—» Stereotypic manipulations 
with the object 

O 4. Communication means 
(verbal) «+» 

Sends verbal signals towards 
the object

O 9. Communication means 
(verbal) «—»

Shows poor verbal reactions 
with negative shade 

O 5. Emotional experience
(non-verbal) «+»

Sends positive emotional 
non-verbal signals towards the 
object 

O 10. Emotional experience
(non-verbal) «—»

Shows negative emotional 
reactions 

T a b l e  2
System of Coding Indicators Child — Adult (CA)

The child sends communicative signals towards the adult in the process of 15-minute play with the adult

Indicator Characteristic Indicator Characteristic
A 1. The focus of attention 
on the adult «+»

Concentrates attention on the 
adult’s eyes

A 6. The focus of attention 
on the adult «—»

Does not look at the adult

A 2. Initiative towards the 
adult «+»

Involves the adult into the 
activity

A 7. Initiative towards the 
adult «—»

Does not involve the adult in 
the activity

A 3. Sensitivity to the 
adult’s influence «+»

Supports every adult’s 
initiative 

A 8. Sensitivity to the 
adult’s influence «—»

Does not support adult initia-
tives

A 4. Communication means 
«+»

Sends verbal signals towards 
the adult

A 9. Communication 
means «—»

Demonstrates poor verbal reac-
tions with the negative shade

A 5. Emotional experience 
«+»

Sends positive emotional 
non-verbal signals towards 
the adult 

A 10. Emotional 
experience «—»

Shows negative emotional 
reactions while staying with the 
adult

T a b l e  3
Average Percentage of Communicative Signals for each Indicator for each Time Period

Indicator Positive indicators Negative indicators
Periods 1 2 3 4 1 2 3 4

O 1. Focus of attention on the object 0,536* 0,616 0,567 0,257 0,108 0,093 0,108 0,053
O 2. Initiative towards the object 0,161 0,194 0,183 0,088 0,010 0,005 0,009 0,012
O 3. Objective activity 0,356 0,394 0,371 0,196 0,031 0,037 0,035 0,013
O 4. Communication means 0,042 0,046 0,045 0,026 0,000 0,000 0,001 0,000
O 5. Emotional experience 0,031 0,034 0,025 0,014 0,000 0,000 0,001 0,001
A 1. Focus of attention on the adult 0,054 0,045 0,048 0,037 0,088 0,063 0,056 0,036
A 2. Initiative towards the adult 0,020 0,015 0,017 0,009 0,002 0,002 0,000 0,000
A 3. Sensitivity towards the adult’s 
influence 

0,264 0,273 0,257 0,137 0,067 0,066 0,064 0,027

A 4. Communication means 0,127 0,117 0,137 0,073 0,012 0,019 0,016 0,009
A 5. Emotional experience 0,078 0,059 0,082 0,050 0,010 0,020 0,017 0,010

Note: *The values significantly exceeding corresponding values for another period are marked by the bold font
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of the four time periods, there was a certain proportion of 
presence averaged over all subjects corresponding to the 
indicator of a communicative signal. The results are pre-
sented in table 3. Bold font demonstrates indicators that 
significantly exceed the indicators for the same indicator 
calculated for a different period (marked with the usual 
font). In 11 of the 20 indicators, the least manifestation 
of communicative signals was found in the fourth (last) 
time period. Fatigue probably affects. No significant dif-
ferences were found for 9 indicators, although a general 
tendency to decrease communication signals is present 
in all 20 indicators.

In order to test the possibility of enlarging the indi-
cator system by combining them into more capacious 
categories, a data matrix was formed consisting of 55x4 
rows (for each subject in each of the 4 periods) and 20 
columns, each corresponded to its indicator. Using the 
principal component method, three factors were identi-
fied for indicators of the child’s behavior.

Further, we are going to review the dynamics and 
characterize the indexes of the intensity of the factors.

The first factor is Exploratory Activity.
One can see that the indicators are either positive or 

negative (Table 4). The positive indicators characterize 
the child’s independence in studying the object (objec-
tive activity +, attention focus on the object+, means 
of communication with the object +, initiative towards 
the object +, emotional reactions towards the object +), 
and the negative ones relate to the refusal of interac-
tion (the focus of attention of the adult — , the focus of 
attention on the object —). Figure 2 shows that during 
the periods from 1 to 3, the index corresponding to the 
first factor has been attributed by the experts almost 
the same number of times. Thus, it is possible to speak 
about certain stability of those demonstrations in the 
playing activity during the first three-quarters of the 
session and in the end, fatigue of the child or the parent 
can probably take place.

Fig. 2. Dynamics of the Factor1: Exploratory Activity

Шинина Т.В., Митина О.В. Шкала коммуникативных сигналов...
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T a b l e  4
Factor Loadings of the Indicators of Parent-Child Interaction on Factor 1: Exploratory Activity

Indicator Factor loadings
F1(+)

Objective activity + 0,779
Attention focus on the object + 0,778
Means of communication with the object + 0,622
Initiative towards the object + 0,618
Emotional reactions towards the object + 0,552

F1(-)
Attention focus on the adult - -0,556
Attention focus on the object - -0,319
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The second revealed factor is Personal Autonomy: 
the positive markers are aimed at the adult (emotional 
reactions towards the adult +, means of communication 
towards the adult +, initiative towards the adult +, sen-
sitivity to the adult +, attention focus on the adult+): 
see Table 5. On the chart, we can observe a significant 
reducing shift in the fourth period although the general 
dynamics of the factor is relatively stable (Figure 3).

The third factor, Emotional Alienation, seems to 
have an ambivalent character. In a certain moment, a 
child can feel him- or herself involved into interaction 
with the adult and alienated from him or her (Table 6). 
It is interesting that alienation demands a certain force 
and persistence from the child. We would like to men-
tion that in the fourth period a decline of the curve oc-
curs and that is typical for all the charts (Figure 4).

On the second step of the analysis, we have decided 
to unite all three child’s factors together and design a 
model using several rules: the measured variable of the 
previous period cannot predict the variable of the fol-
lowing period; the measured variable of the following pe-

riod cannot predict the variable of the previous period; 
variables of errors (remainders) from various periods can 
neither predict each other nor correlate with each other; 
the variables of the same period cannot predict each oth-
er. Path analysis was used.

It is interesting to pay attention to the relations be-
tween the child’s factors: they can be presented as a tri-
angle (Figure 5).

Based on the diagram, one can make the following in-
terpretation: the exploratory activity of the child (what 
the parent wants to achieve) in the third period is de-
termined by the initial interaction with the parent, and 
then by alienation from the adult. It can be interpreted 
as distancing from the adult and transfer to independent 
activity. Each of those stages of communication takes 
time; hence, a high level of interruption of the child’s ac-
tions decreases the child’s activity. Analyzing this model 
and the data obtained in the research, one can conclude 
that a high degree of emotional alienation between the 
child and the adult can support the independent explor-
atory activity of the child.

T a b l e  5
Factor Loadings of the Indicators of Parent-Child Interaction of Factor 2: Personal Autonomy

Indicator Factor loadings
F2(+)

Emotional reactions towards the adult + 0,737
Communication means towards the adult + 0,680
Initiative towards the adult + 0,671
Sensitivity towards the adult + 0,661
Attention focus on the adult + 0,601

Fig. 3. Dynamics of the Factor1: Exploratory Activity
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Fig. 5. The relations between the child’s factors during the time periods
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Fig. 4. Dynamics of the Factor 3: Emotional Alienation

T a b l e  6
Factor Loads of the Indicators of Parent-Child Interaction of Factor 3: Emotional Alienation

Indicator Factor load
F3(+)

Emotional reactions towards the adult - 0,902
Communication means towards the adult - 0,839
Sensitivity towards the adult - 0,667
Objective activity - 0,381
Communication means towards the object- 0,218
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Discussion

In the process of results analysis, three factors of the 
child’s indicators reflecting medium values of the factors 
in each period have been marked out. We are going to 
describe the characteristics of each factor.

The first factor, “Exploratory Activity”, reflects 
the indicators characterizing independent studying the 
object by the child.

Interpretation: The child explores the object him- or 
herself, tries to fulfill the need to manipulate with it inde-
pendently, and show initiative towards exploring the object. 
The child examines his or her exploratory abilities; a stimu-
lus to self-development, formation of exploratory compe-
tence, and eagerness to learn something new is being formed.

The second factor, “Personal Autonomy”, reflects 
the indicators characterizing the interaction of the child 
with the adult.

Interpretation: Personal Autonomy relates to a high 
level of integrity and openness to the experience when 
the child is able to express the emotional reactions in-
cluding negative ones openly and that speaks for the 
emotional authenticity of personality. The child is the 
author of his or her actions and acts according to his 
or her internal state. The child’s initiative is connected 
with his or her active subjectivity, freedom of choice of 
actions, ability to present the ways of actions with the 
object to the significant adult.

The third factor, “Emotional Alienation”, reflects the 
indicators characterizing authentic behavior of the child, 
when the child can express emotionally his or her state; it 
shows firmness, independence, the persistence of the child 
and demonstrates emotional alienation from the adult.

Interpretation: The child is oriented neither on the 
adult nor on the object. The child refuses to interact with 
the object chosen by the adult; he or she is upset and shows 
negative reactions towards the adult. He or she experienc-
es negative emotions. This behavior script fixes the emer-
gence of the symptoms of the 3-year crisis, “negativism” 
[2]. That is a negative emotion connected with the child’s 
attitude towards the adult. The child does not explore the 
object only because the process is initiated by the adult.

Conclusions

1. As the result of the research, the system of communi-
cative signals of a child of an early age allowing to trace their 
intensity has been designed. The model of the analysis of 
dynamics of the child’s communicative behavior at an early 
age when interacting with the significant adult has been 
introduced. All the factors are stable in time: auto-correla-
tional dynamical rows are characterized by high values of 
the correlation coefficients. Development and transforma-

tion of the parent-child interaction occur in the continuous 
contact in the process of spontaneous play of the child.

2. Support of the child’s initiative and independence 
influences the formation of personal autonomy as a ma-
ture form of self-regulation at an early age. Autonomy 
relates to a high level of integrity and openness to the 
experience when the child can express the emotional re-
actions, including negative ones openly and that speaks 
for the emotional authenticity of the personality. The 
communicative space of parent-child interaction [1; 11] 
stimulates his or her exploratory activity. The spontane-
ous game can be characterized as the territory of the ac-
tual development of a child providing opportunities for 
studying his or her needs and interests.

3. The child’s interactions with the adult and alienation 
of him or her can play an ambivalent part in the explor-
atory activity of the child: they can have both positive and 
negative impacts. A dynamical change of the factors can 
be traced: Personal autonomy → Emotional alienation → 
Exploratory activity. Parents should not be afraid of the 
emotional alienation of the child and prevent it in the pro-
cess of interaction. Persistent initiative of the parent, his 
or her involvement in the activity can deprive the child’s 
opportunity to get an experience of real exploration of the 
object and that can prevent the development of personal 
autonomy and independence at an early age. It is especial-
ly important at the end of the early age and relates to the 
personality transformations in the 3-year crisis.

Research Perspectives

Attention to the details, thorough approach to data 
collection and analysis, laid in the M.I. Lisina’s research 
paradigm, nowadays can be realized due to application 
of digital technologies and video-observation in the 
process of interaction with the option of the record by 
the software Observer-XT 14. In our research, we were 
guided by M.I. Lisina’s thesis postulating that the most 
important characteristic is the activity of a person, his or 
her subjective attitude reflected in the communication 
process via initiative towards the communication part-
ner and in the return reactions to his or her actions.

Continuing M.I.  Lisina’s ideas on the fundamental 
role of communication for the formation of the cogni-
tive activity, the child’s independence in the process of 
interaction with the adult, it is necessary to reconsider 
specific forms of communication of the child and adult 
for a certain micro-phase of social-economic develop-
ment with précising certain mental new formations in 
the conditions of transformations of the society. The fur-
ther work on clinical video-observations and experimen-
tal probes for standardization of the scale of evaluation 
of the independence of the child; broadening the sample 
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alongside with its differentiation not by gender only but 
by social-demographical and cross-cultural characteris-
tics; including the significant adult into interaction with 
children of other age periods of ontogenesis shall be car-
ried out [7]. It is especially important for adolescents, for 
whom the formation of readiness to an independent life 
is the parameter of stability in the world of adults [15].

According to the contemporaries’ and followers’ 
memoirs, Maya Ivanovna Lisina had a gift to understand 

and perceive the signals of a child’s behavior, be sensitive 
to every shadow of reaction demonstrated by children. 
The Scale of Communicative Signals of a Child will al-
low considering all sides of the parent-child interaction 
in full scope using video-observation for revealing needs 
and emotional experience. This will help to understand 
the internal world of the child and allow the specialists 
and parents to be more sensitive to the requirements and 
interests of children.
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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 

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 
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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 

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 
21st 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 

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-

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 

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-
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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 I add one?”, “I 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 

T a b l e  1
The Quantity of Students in Classes of Primary Level of Education

Grade
Grade Quantity Percent

1st grade 10 23,8
2nd grade 12 28,6
3rd grade 14 33,3
4th 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 

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 ... I 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, 

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 
a means 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 

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 

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.

3. Modern studies of joint learning activities open 
up new opportunities for identifying the psychological 
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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This study aims to clarify the methodological status of the category “activity Theoretical foundations 
of the relationship between child’s cognitive and emotional development were formulated in the works of 
Russian and international authors. We consider a child's dialectical thinking genesis as one of the cognitive 
development lines. This research aimed to study the relationship between dialectical thinking and emotion 
understanding in older preschool children. It was assumed that there is a significant relationship between 
emotion understanding and the success of children in completing three particular dialectical tasks, such as 
overcoming contradictions, understanding the simplest developmental processes and making a creative prod-
uct. This study included 148 children, aged 5—6. We evaluated the level of non-verbal intelligence, dialectical 
thinking and emotion understanding using the following techniques: “Raven’s Coloured Progressive Matri-
ces”, “Drawing an unusual tree”, “Cycles”, “What can be both at the same time?” and the Russian version 
of the “Test of Emotion Comprehension”. Correlational analysis of the resulting data revealed significant 
relationships between non-verbal intelligence, indicators of dialectical thinking and the overall level of emo-
tion understanding. When controlling non-verbal intelligence, linear hierarchical regression analysis was used 
to demonstrate a significant contribution of dialectical thinking to the dispersion of values according to the 
general level of emotion understanding. The research results are of practical importance and make it possible 
to use transforming (understanding the simplest developmental processes and making a creative product) and 
overcoming contradictions as developmental tasks when working with children aged 5—6.

Keywords: emotion understanding, cognitive development, non-verbal intelligence, dialectical think-
ing, cyclical representations, dialectical mental actions.
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Introduction

There are numerous studies of the connection be-
tween thought processes and emotion understanding in 
preschool children. Researchers have noted the positive 
impact of understanding emotions on academic success 
[13; 17] as well as on the ability to decenter [19]. On 
the other hand, they single out the contribution of non-
verbal intelligence to the ability to understand emotions 
[11]. The aim of this research was to analyze the con-
nection between emotions understanding and dialectical 
thinking in senior preschool children.

Understanding of emotions
Еmotion understanding is defined as the ability to 

understand the nature, causes and consequences of one’s 
own emotions as well as the emotions of others and is 
one of the key components of an individual’s emotional 
competence [22]. Emotion understanding is of particu-
lar interest in this study, because in addition to experi-
encing an actual feeling, recognition and description of 
emotional states, it also includes cognitive aspects, such 
as explaining the nature and causes of emotions, predict-
ing emotions, knowing and applying strategies for their 
regulation in everyday life [23].
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В работах отечественных и зарубежных авторов были сформулированы теоретические по-
ложения о связи когнитивного и эмоционального развития ребенка. В качестве одной из линий 
когнитивного развития нами рассматривается генезис диалектического мышления ребенка. 
Наше исследование было направлено на изучение связи диалектического мышления и понима-
ния эмоций у детей старшего дошкольного возраста. Мы исходили из предположения, что су-
ществует значимая связь понимания эмоций с успешностью выполнения детьми трех базовых 
диалектических задач: преодоление противоречий, понимание простейших процессов развития, 
получение творческого продукта. Участниками исследования были 148 детей 5—6 лет. Была 
проведена диагностика развития невербального интеллекта, диалектического мышления и по-
нимания эмоций c помощью методик «Цветные прогрессивные матрицы Дж. Равена»; «Рисунок 
необычного дерева», «Циклы», «Что может быть одновременно?»; «Тест на понимание эмоций» 
(русскоязычная версия методики Test of Emotional Comprehension). Корреляционный анализ 
полученных данных выявил значимые связи между невербальным интеллектом, показателями 
диалектического мышления и общим уровнем понимания эмоций. С помощью линейного иерар-
хического регрессионного анализа был установлен значимый вклад диалектического мышления 
в дисперсию значений по общему уровню понимания эмоций при контроле невербального интел-
лекта. Полученные результаты имеют практическое значение и позволяют использовать задачи 
на преобразование и преодоление противоречий в качестве развивающих в работе с детьми в 
возрасте 5—6 лет.

Ключевые слова: понимание эмоций, когнитивное развитие, невербальный интеллект, диалекти-
ческое мышление, циклические представления, диалектические мыслительные действия.
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The most widely used theoretical model for emotion 
understanding is an empirically derived model by P. Har-
ris and F. Pons [23]. This model describes three stages in 
the emotion understanding development. It starts at the 
age of 3—5 years (external stage), when an understand-
ing of the external causes of emotions becomes available 
to children. Then, at the age of 5—7 years (mental stage), 
when children begin to understand that ideas, beliefs 
and memories can cause various emotions and also that 
some emotions can be hidden. At the age of 7—9 years 
(reflexive stage), children learn to regulate their emo-
tions using cognitive strategies, learn that moral rules 
can influence emotions and that some emotional states 
are mixed or even contradictory [23; 26].

Based on this theoretical model [23], F. Pons and 
P. Harris developed a comprehensive diagnostic tool 
for assessing the emotion understanding in children of 
preschool and primary school age, which is used in this 
study (Test of Emotion Comprehension) [22]. This tool 
was selected to evaluate children’s ability to under-
stand emotions as it allows us to estimate and analyze 
the aspects described above separately and has shown 
a high level of empirical data correspondence to the 
tool’s theoretical basis (χ2/df = 22,702 / 24 (p = 0,53); 
CFI = 1.000>0.90; RMSEA = ,000, N = 596 children of 
senior preschool age).

Another diagnostic tool suitable for the purposes of 
this study (to assess the emotion understanding in pre-
school children) is a set of techniques presented in the dis-
sertation by O. Prusakova “The Genesis of Understand-
ing Emotions” [10]. However, it was designed to diagnose 
only 3 to 7 years old children while the particular purpose 
of this research is to monitor the long-term development 
of emotion understanding in the participants of the study, 
which goes further than preschool age.

Formal and dialectical thinking
Two types of thinking are distinguished in the cog-

nitive development of children and adults: such as for-
mal-logical and dialectical thinking [2; 6; 7; 25]. In in-
ternational psychology, the development of thinking is 
presented linearly moving from formal to post-formal 
(or dialectical) thinking [12; 25]. This approach was in-
fluenced by the work of J. Piaget. He emphasized that 
dialectics characterizes those processes where systems 
at first functioned independently, and then, once they 
were united into a single whole, significantly increased 
their capabilities [21]. Critically analyzing the works 
of J. Piaget, Riegel concluded that Piaget’s theory was 
“based on dialectical thinking” [25, p. 366].

However, the intellect’s phasic development accord-
ing to J. Piaget, where at each subsequent stage the con-
tradictions of the previous stage are resolved and a state 
of equilibrium is reached, weakens the dialectic of the 

child’s thought. According to K.F. Rigel, the dialectical 
process is important: “As for a child puzzled by an am-
biguous element with multiple choice, it does not mat-
ter for understanding his/her thinking whether he/she 
finally finds the “correct” answer; what matters are the 
ambiguity and contradictions that he/she experiences” 
[25, p. 357]. Thus, there are prerequisites for dialectical 
thinking analysis in children, but at present, research is 
devoted to the thinking in adults.

In Russia in the second half of the 20th century, the 
issues of dialectical thinking were considered in the con-
text of the relationship between formal and dialectical 
logic [7]. Within the framework of meaningful interpre-
tation, dialectical thinking was associated with the solu-
tion of three types of problems such as: 1) overcoming 
contradictions [7, p. 311]; 2) understanding of develop-
ment processes [7, p. 96]; 3) making a creative product 
[7, p. 91]. In this regard, the possibilities of solving such 
problems were investigated.

V. Maltsev [9] proposed to define dialectical logic 
as a special form of logic with its own formal structures 
that are different from the structures of traditional log-
ic. This theoretical hypothesis began to be concretized 
within the framework of structural-dialectical psychol-
ogy [2; 29]. The formation of dialectical thinking within 
the structural-dialectical approach began to be consid-
ered as an independent line of cognitive genesis, as well 
as a system of dialectical mental actions that allow pre-
schoolers to deal with the opposites [3].

Dialectical thinking within the framework of the 
structural-dialectical approach includes both struc-
tural and substantive components [3], and represents 
a system of mental actions aimed at solving dialectical 
problems. The dialectical thought action of transforma-
tion (T) occurs when an object is transformed into its 
opposite in the course of solving problems in order to 
produce a creative product. The dialectical mental ac-
tion of mediation (M) is the transformation of a contra-
dictory situation by combining two opposites into an 
indivisible whole, overcoming the contradiction of its 
parts. Dialectical action of seriation (S) occurs when a 
subject mentally imagines one object gradually chang-
ing into its opposite: not immediately, but through an 
intermediate state. Dialectical action of reversal (R) 
is seriation performed in the reverse direction. Events 
start from the opposite B and are worked backwards to-
wards opposite A. Reversal represents the “movement” 
of thoughts from an object to its opposite and then back 
to the original object allowing you to solve problems 
where the situation is developing.

Studies by N. Veraksa et al. [5; 29], show that skills 
develop heterochronously throughout the entire pre-
school period. The unity of a dialectical structure and 
its dynamic changes are also described by mathematical 
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categories [3]. The problem of how the creative abilities 
of preschooler develop is emphasized in studies working 
within the framework of this approach [2].

The connection between thinking
and emotion understanding
One of the pioneers in the study of emotional de-

velopment in children was the outstanding Russian sci-
entist A. Zaporozhets. He noted that the coordinated 
functioning of both emotional and cognitive spheres is 
required for a child to successfully perform any activity 
[8]. L. Vygotsky also pointed out the unity of affect and 
intellect, emphasizing that “there is a dynamic seman-
tic system which is demonstrated by the unity of affec-
tive and intellectual processes. [...] in every idea there is 
a revised form of the affective relationship of the person 
to reality, presented in this idea” [6, p. 22]. On the con-
trary, J. Piaget [1] believed that emotions do not affect 
the structure of the thought process, but can stimulate 
or inhibit it. Despite numerous studies of the connec-
tion between emotional development and formal logic 
[17; 19; 20; 28], the question of the connection between 
the understanding of emotions and dialectical thinking 
has not yet been studied. While it opens up the oppor-
tunity for an individual to solve several types of tasks at 
once, which can greatly help in understanding, explain-
ing, predicting and regulating emotions. This study 
was intended to contribute to filling this gap in psycho-
logical processes research in childhood, which probably 
arose as a result of considering dialectical thinking as 
postformal [1; 12; 18].

The main hypothesis of this research was the as-
sumption that there are links not only between the 
emotion understanding components and between non-
verbal intelligence (which has already been shown in 
previous studies) but also between emotion under-
standing components and dialectical thinking. At the 
same time, it was assumed that the success in perform-
ing basic dialectical tasks is not only related to the 
emotion understanding, but also makes a significant 
contribution to the development of children’s ability 
to understand the nature and causes of emotions while 
controlling non-verbal intelligence.

Sample

The study involved 148 children aged 5—6 years 
(M=5,4), of which 56% were girls. All children attend-
ed preschool educational institutions in Moscow. Each 
child was examined individually in a bright, quiet room 
of the kindergartens which he/she attended. The results 
were obtained in the first half of the 2019—2020 aca-
demic year.

Methods

Russian version of the “Test of Emotion Comprehen-
sion” (TEC) [4; 22] was used to evaluate children’s emo-
tion understanding. The test assesses three components 
of emotion understanding: External, Mental and Meta 
components. The External components evaluate the 
ability to recognize emotions, understand the external 
causes of emotions, and understand the influence of de-
sires on emotions. The Mental components evaluate the 
child’s understanding of the role of beliefs and memories 
in relation to emotions, as well as understanding of hid-
den emotions. The Reflexive components evaluate the 
child’s ability to understand mixed feelings, their ability 
to regulate emotions with cognitive strategies, and the 
impact of moral rules on the self-regulation of emotions. 
Each of the components is scored from 0 to 3. The overall 
level of emotion understanding is calculated as a total 
sum of points from 0 to 9.

Formal and dialectical thinking
Non-verbal intelligence was assessed using J. Ra-

ven’s “Coloured Progressive Matrices” [24]. Each child 
was shown tasks in which he/she had to identify miss-
ing elements. The test contained 3 samples each made up 
of 12 tasks. The minimum possible score was 0, and the 
maximum was 36.

The “Drawing an unusual tree” [2] was used to evalu-
ate the child’s ability to produce a creative product. The 
solution involved the application of both dialectical 
and non-dialectical transformations in order to trans-
form an object into its opposite. Each child was given 
the instruction to “draw an unusual tree.” Tree draw-
ings were divided into three types. Normative images of 
trees, where transformations were represented by minor 
changes, were given 0 points. Symbolic images of trees 
which demonstrated an understanding of “unusual” in 
opposition to “ordinary” but did so unrealistically, were 
assigned 1 point. Dialectical trees, which depicted the 
transformation of the structure and presented the rela-
tionship of opposites, were given 2 points.

The “What can be both at the same time?” [2] allowed 
to assess the child’s ability to solve problems that re-
quire overcoming contradictions. The tasks involved 
mediating two opposites. Children had to come up with 
or find situations that are characterized by having op-
posite properties as required by the tasks. The solutions 
required the application of the dialectical mental action 
mediation, that allowed two opposites to be combined 
into an indivisible whole. The evaluation process con-
sists of five questions. For example, children were asked 
to answer the question: “What can be black and white 
at the same time?” If the child could not find an answer, 
he/she was awarded 0 points. If the child’s answer relat-
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ed both opposites to the same object, but only for parts of 
the object (e.g. a penguin is black on its back and its belly 
is white) or required a process of transition to its oppo-
site (the tree is alive, and when it’s cut it is dead) they 
were given 1 point. If the answer involved both oppo-
sites characterizing the object as a whole, (for example, 
the reflection of a person in a mirror, which is both the 
person themselves, and another at the same time) they 
received 2 points. The minimum score was 0, and the 
maximum was 10 points.

The “Cycles” [2] was used to evaluate the children’s 
understanding of simple developmental processes. 
Tasks were connected to the use of the dialectical men-
tal actions of seriation and reversal, which revealed 
the child’s understanding of cyclical representations. 
Cycles represent the unfolding of an event that begins 
and ends in the same state. In order to understand this, 
the child needed to imagine the structure as a whole, 
and perform two consecutive dialectical mental ac-
tions in the course of seriation, i.e. transformation and 
reversal. For example: the weather was sunny, then it 
turned bad, and a thunderstorm began (transforma-
tion), and then clouds dispersed, and the sun came out 
again (reversal). Each child was invited to arrange 
five cards with images to create a sequential story. In 
total, three stories were used such as: tea with sugar, a 
kettle with water, and the weather. If the child placed 
the five cards correctly during his/her first try, he/
she was awarded 15 points. If the child had trouble 
with the task, he/she was presented with two half-
cycles, and if he/she could complete those, he/she was 
awarded 12 points. If the child couldn’t complete the 
task, the experimenter moved to the next one. For the 
fourth and fifth tasks, the child was presented with a 
series of pictures where the first and the last cards of 
the half-cycle were already in the correct position, and 
children needed to find a card that corresponded with 
the transformation process. Each correctly completed 

task was worth 3 points. The minimum score was 0 
and the maximum was 45. 

Results

The research data obtained were analyzed in three 
stages. At the first stage, descriptive statistics on how 
the children performed working with the evaluation 
tasks were calculated. At the second stage, a correlation 
analysis of the relationships between indicators of dia-
lectical thinking and emotion understanding was carried 
out. And at the third stage, using a linear hierarchical 
regression analysis, a regression model was built, which 
made it possible to determine the uniqueness of the con-
tribution of dialectical thinking indicators to the disper-
sion of values according to the general level of emotion 
understanding when controlling non-verbal intelligence.

The results of children’s evaluation are presented in 
Table. 1. The distribution of scores for all components of 
the “Test of Emotion Comprehension” (TEC) indicates 
that the average value for the study sample corresponds 
to the age norm that was previously obtained on a sample 
of 596 children [2]. This indicates the normative devel-
opment of emotion understanding by the participants in 
this research. The distribution of scores according to the 
“What can be both at the same time?” compared with 
the maximum possible values were shifted below the av-
erage, i.e. mental action mediation (M) is in the process 
of formation.

The results of the correlation analysis between indi-
cators of dialectical thinking and indicators of under-
standing emotions are presented in Table 2.

Correlation analysis showed that children’s results 
of the “Cycles” and “Raven’s Progressive Color Matri-
ces” are associated with all three components as well as 
the overall level of emotion understanding. Children’s 
results in the “Drawing an unusual tree” are associated 

T a b l e  1
Mean Scores and Standard Deviations according to the Results of Children’s Evaluation (N=148)

Indicators Average Standard Deviation Range of Possible Scores
Emotion Understanding 

External component 2,50 0,75 0—3
Mental component 0,42 0,54 0—3
Reflexive component 1,22 1,00 0—3
Overall level 4,14 1,59 0—9

Thinking 
Raven’s Coloured Progressive Matrices 14,91 7, 925 0—36
What can be both at the same time?
(As a criterion of the dialectical action of mediation)

1,05 1,52 0—10

What can be both at the same time? (total score) 2,49 2,019 0—10
Cycles 22,84 10,24 0—45
Drawing an unusual tree 0,52 0,634 0—2
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with the reflexive components as well as the overall level 
of emotion understanding. The analysis did not reveal 
significant relationships between the children’s success 
in the performance of “What can be both at the same 
time?” and any of the TEC components.

To analyze the contribution of dialectical thinking 
indicators and non-verbal intelligence to the emotion 
understanding development, a linear hierarchical re-
gression analysis was carried out. The regression model 
showed that 12,9% of the values dispersion of the general 
level of emotion understanding is explained by non-ver-
bal intelligence (β=0,71; p<0.01), which corresponds to 
the results of earlier studies. However, when the predic-
tors associated with dialectical thinking were included 
in the model (total score according to the “Cycles” and 
“Unusual Tree Drawing” ), the explanatory power of 
the model increased to 22,2%, while remaining signifi-
cant (β=0,37; p < 0,02 and β=0,42, p < 0,025). This re-
sult confirms the significance of the dialectical thinking 
contribution to the dispersion of values in terms of the 
overall level of emotion understanding when controlling 
non-verbal intelligence.

Discussion

Further supporting the results of previous studies 
[11; 16; 17;32], this research found a connection between 
formal thinking and the ability of children to understand 
the nature and causes of emotional states. However, the 
question of the relationship between emotion under-
standing and dialectical thinking had not yet been stud-
ied. The main research hypothesis was the assumption 
of the existence of significant relationships between the 
emotion understanding components with non-verbal 
intelligence (which has already been shown in previous 
studies), but also with dialectical mental actions.

The results of the analysis confirmed the hypothesis 
that there are links between dialectical thinking indica-
tors and the ability of children to understand emotions. 
The children’s successful use of the dialectical mental ac-
tion transformation (T) was associated with their overall 
level of emotion understanding. The existence of such a 
connection can be explained by the nature of dialecti-
cal transformations. Understanding emotions, includ-

ing hidden and mixed emotions, is associated with the 
ability to identify contradictions and operate with the 
opposites inherent in them. Probably, it is the ability to 
operate with opposites, available to preschoolers as early 
as 5—6 years old, that acts as a general basis for the con-
nection between the dialectical thinking development 
and emotion understanding in childhood.

The assumption about the connection between the 
understanding of the simplest developmental processes 
and all components of the emotion understanding has 
also been confirmed. The ability of children to formu-
late ideas about cyclical representations of everyday and 
natural processes correlates with the successful recogni-
tion of emotions (including hidden and mixed feelings), 
as well as with the awareness of being able to regulate 
emotions using cognitive strategies and moral rules. We 
believe an explanation for this relationship is the parallel 
structures that reflect the process of dialectical thinking 
[5] and the dynamics of emotional states [27]. Probably, 
it is the ability to combine cognizable processes into a 
single structure, which is available to preschoolers al-
ready at the age of 5-6, acts as a general basis for the con-
nection between the dialectical thinking development 
and emotion understanding in childhood.

As a result of the regression analysis, it was revealed 
that such dialectical thinking indicators as cyclic rep-
resentations and the dialectical thinking action of 
transformation, along with non-verbal intelligence, are 
predictors of children’s emotion understanding. These 
results confirm the previously described origin of the de-
velopment of dialectical mental actions, as well as its sta-
tistical independence from the influence of non-verbal 
intelligence on the emotion understanding [2].

The research results analysis did not confirm the as-
sumption about the connection between the success of 
overcoming contradictions with the help of the dialec-
tical mental action of mediation and emotion under-
standing. We explain the lack of expression of such a 
connection by the age-related features of emotion un-
derstanding development. A consistent understanding of 
mixed and conflicting emotions, as well as the ability to 
regulate emotions via cognitive strategies, as mentioned 
above [26], form in primary school age. At the same time, 
the dialectical mental action mediation at 5-6 years old 
creates the prerequisites for understanding contradicto-

T a b l e  2
Relationships Between Emotion Understanding Components and Indicators of Dialectical Thinking 

and Level of Non-verbal Intelligence (N=148)

External Mental Reflexive TEC (overall level)
Cycles 0.274** 0.164* 0.172* 0.276**
Drawing an unusual tree 0.242** 0.232**
Raven’s Coloured Progressive Matrices 0.183* 0.193* 0.325** 0.346*
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ry situations in which opposites can be represented not 
only in the form of a situation’s objective properties, but 
also as subjective emotional experiences [6, p. 22]. This 
result confirms the complexity of mixed and conflicting 
emotions understanding and the importance of the older 
preschool age in the formation of the prerequisites for 
building this concept. This result confirms the difficulty 
in understanding mixed and conflicting emotions and 
the importance of the older preschool age for the fun-
damental prerequisites to be in place to support such a 
difficult concept.

This study shows the role of dialectical thinking in 
the emotion understanding development in preschool 
children. The results are consistent with K. Riegel’s pre-
viously expressed ideas on the significance of dialecti-
cal operations in the children’s thinking development. 
Looking at dialectical actions in a cultural-historical 
context supports the validity of L. Vygotsky’s proposal 
that affect and intellect are an indivisible whole.

Concluding results discussion, we would like to de-
scribe the limitations of this study. Some of them are as-
sociated with a sample of children aged 5—6 years, which 
reduces the possibility of analyzing age differences in the 
relationship between dialectical mental actions and emo-
tion understanding. In particular, the sample diversifica-
tion will help to clarify the assumption (that arose based 
on the analysis of the data obtained) about the possible 
significance of the dialectical mental action of mediation 
in creating prerequisites for the development of under-
standing of situations in which contradictory and mixed 
emotions arise in older preschool age. One of the prob-

lems that is of interest for future research relates to the 
study of the impact of an intervention that activates the 
dialectical thinking of preschoolers on their emotional 
development.

Conclusion

The conducted research showed the connection be-
tween dialectical thinking and emotion understanding 
in senior preschool children. It was determined that 
genetically early forms of dialectical mental actions, 
such as the ability to perform the dialectical thought 
action of transformation and the action of dialectical 
seriation (i.e., the ability to operate with the simplest 
cyclic representations) are associated with the emotion 
understanding. At the same time, when controlling 
non-verbal intelligence, these mental actions make a 
significant contribution to the overall level of under-
standing of emotions in children aged 5—6 years. There 
was no connection found between the ability to solve 
problems to overcome contradictions with the help of 
the mental action of mediation and the emotion under-
standing in children of older preschool age. This result 
is of interest for future studies, including those on rela-
tionships with other forms of emotional manifestations 
in preschool age.

The research results are of practical importance and 
allow the use of tasks aimed at transforming and devel-
oping conflicting situations as developing ones while 
working with senior preschool children.
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Статья посвящена апробации инструмента оценки творческих способностей дошкольников — диа-
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Introduction

The problem of creativity in children, outlined as ear-
ly as in the works by L.S. Vygotsky, becomes more front 
and centre these days. The idea of nonlinearity of human 
development, and of that enormous potential originating 
in the childhood but often left unfulfilled in the adult 
years, stimulates minds and entails new philosophic 
search and psychological research [12;27;29].

Both Russian and international psychologies con-
sider children’s narratives one of the spaces for the mani-
festation of children’s creativity and possible way of di-
agnostics of creative abilities [21; 24; 25; 27; 29; 35; 53; 
55; 56]. This study is discussing the approbation of an 
assessment tool for creative abilities on the basis of chil-
dren’s narratives. We followed L.S. Vygotsky’s assump-
tion that “cultural development doesn’t create anything 
over and above that, which potentially exists in the nat-
ural development in the child’s behaviour” [11, с. 8]. In 
other words, it is essential to find this special “seed” in 
children’s activities that can further sprout and develop 
within the scope of amplifying educational practices.

Children’s Narratives as a Way 
of Representation of Meanings and Emotions 

in Preschool Age

J. Bruner defines narrative as a story that includes a 
description of sequences of events, and an evaluation of 
these events. Moreover, this story is told from a personal 
perspective [6]. J. Piaget understood play and drawing 
as a manifestation of a general symbolic function that al-
lowed the child to demonstrate his/her reaction to his/
her impressions, and “to assimilate the reality into “Self” 

without enforcement or sanctions” [21, p. 46]. L.S. Vy-
gotsky and other authors emphasized the syncretism 
of children’s activities and the development of written 
speech from the common root of drawing, painting, and 
play [9; 24; 33]. However, it seems reasonable to con-
sider senior preschoolers’ narratives as a separate study 
subject, because by the end of the preschool childhood, 
“story-making” stands out from the play, including the 
children themselves. One can see the independent value 
of children’s narratives especially clear when adults cre-
ate special conditions for all kind of narration practices, 
where the positions of the narrator/creator and the lis-
tener are accentuated [5;20]. Researchers note the im-
portance of stories as a cultural way to comprehend the 
world, oneself in the world and pass on the experience of 
one’s experiences to another [23]. M.V. Osorina makes 
an interesting observation: a child in his/her drawings 
places him/herself (directly or through some symbolic 
image) in the centre of events, therefore, dominating the 
situation and constructing his/her own subjective line 
in it [20].

All this confirms that a valid diagnostic tool for cre-
ative abilities should model a situation where the child 
would express his/her emotions and meanings through 
narratives.

Assessment Parameters for Children’s 
Creativity in Respect to Narratives: 

Symbolization and Dialectical Thinking

The following techniques are worth mentioning 
within the scope of foreign research of children’s creativ-
ity: P.A. Alexander’s technique [27], creative storytell-
ing [29], and MacArthur Story Stem Battery that was 

сквы, контрастных по качеству образования. Значимость различий между группами была установлена 
с использованием шкал ECERS-3 и РТС («Развитие творческих способностей»). Успешность создания 
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И по диалектическим структурам, и по символическим образам в детских нарративах были обнаруже-
ны значимые различия между контрастными группами (значимость на уровне 0,05). В ходе апробации 
обоснована валидность методики для исследования творческих способностей на материале детских нар-
ративов. Исследование позволяет рассмотреть детские нарративы с точки зрения их ресурсности для 
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initially aimed at the diagnostics of children’s emotional 
reactions, and was later modified for creativity diagnos-
tics C.M. Mottweiler и M. Taylor [33]. All these tools 
imply that an adult creates a problem situation (reading 
it out loud or playing it out with dolls), and a child has 
to complete the story. In all the cases, the parameters to 
be evaluated are similar to the ones used in the Torrance 
test: creativity (the number of appropriate continua-
tions of the story), imagination (the number of continu-
ations that go beyond the picture), novelty (the extent 
of uniqueness of the stories), and attractiveness (if a 
story is interesting to read).

However, novelty as a purely quantitative criterion 
of creativity assessment has been rightfully criticized in 
multiple works [4; 24]. Our study was based on a dif-
ferent approach: the foundation for the analysis of chil-
dren’s creativity was formed by various forms of media-
tion. Specifically, by symbolic images and dialectical 
structures.

The symbol, as noted by A.F. Losev, allows indirect-
ly — through another object — to express the meaning 
of the phenomenon [16], and the symbol is not “tak-
en” from reality, but is experienced and generated [7]. 
A.A. Melik-Pashaev notes that the “children’s animism 
is a pre-artistic prerequisite for an aesthetic attitude” 
[18], that is, the spiritualized images of objects and phe-
nomena that are so common in children make children’s 
works related to art. In the works of O.M. Dyachenko, 
A.A. Melik-Pashayev, V.V. Brofman, V.T. Kudryavtsev 
devoted to the use of a symbol as a means of creativity, 
the emphasis is placed on various psychological aspects 
of the “work of a symbol”: on a holistic aesthetic posi-
tion — the readiness to see its meaning in an object or to 
project the meaning on the object [14; 18], on the ability 
to be in touch with one’s own emotions [5], on the ability 
to discover new aspects of the object in a new context, 
not to be limited by the plane of the visible [12].

The concept of dialectical thinking, in comparison 
with the creativity concept of J. Guilford and E. Tor-
rance, describes not the quantitative side of creative 
thinking, but the qualitative one. In other words, cre-
ative thinking is based on dialectical logic, instead of 
formal [3; 8]. Therefore, while formal logical thinking is 
governed by the laws of non-contradiction and excluded 
middle, dialectical thinking is capable of solving contra-
dictory situations and reflecting the processes of devel-
opment and transition. Research works by N.E. Veraksa, 
A.K. Belolutskaya, E.E. Krashaninnikov, I.B. Shiyan, 
and O.A. Shiyan demonstrated that dialectical think-
ing is something preschoolers actually have, and it is an 
independent developmental line, different from formal 
logical thinking described by J. Piaget [2;13;26]. Dia-
lectical thinking allows reflecting the world in its dy-
namic, seeing the frontiers of the transformation of ob-

jects, and building an “inverse world”. This is what helps 
the child understand the essence of the reality (it was 
L.S.  Vygotsky who underlined the significance of the 
“inversions” for children’s understanding of the world 
in “The psychology of art”), and resolve contradictory, 
paradoxical situations. Dialectical thinking is what as-
sociates the way of thinking of a preschooler who hasn’t 
mastered formal logical laws, yet, with the thinking of 
scientists that find themselves facing limitary paradoxes 
in their attempts to explain the world (for instance, take 
the statement that light is both a wave and a particle).

N.E. Veraksa and O.M. Dyachenko indicated that in 
preschool age, children can operate three types of means 
for familiarization with this reality: symbolic, transform-
ing, and normative. This assumption can be illustrated 
by the phenomenon of anticipation appearing when 
children retell a fairy tale [7]. In order to confirm that 
symbolic means and dialectical thinking can be used by 
children in their narratives, we held a pilot study that 
analysed the so-called “children’s free narratives”. These 
stories were created in kindergartens with a long tradi-
tion of writing down, discussing, and even playing out 
such narratives. 1312 narratives were written down in 
individual notebooks (one for each child), and qualita-
tive analysis of this data revealed that the stories con-
tained both symbols and dialectical thinking “moves”. It 
means that symbolization and operating with the oppo-
sites are intrinsic for children’s narratives.

“Three Stories”, a Diagnostic Tool 
for Creative Abilities in Preschoolers

We set the task of elaborating a diagnostic tool that 
could be tested in different educational environments. 
The analysis of theoretical sources, as well as a qualita-
tive analysis of “free” narratives, made it possible to de-
termine the requirements for it. First, it was important 
to create a situation that would evoke an emotional reac-
tion that would make sense for the child. Secondly, the 
situation, in order to provoke a creative solution, must 
contain an intellectual “challenge”, an embarrassment. 
L.S. Vygotsky notes that “the desire for creativity is al-
ways inversely proportional to the simplicity of the en-
vironment” [10, p.35]. Thirdly, the task should be open, 
leaving the child space of freedom.

The “Three Stories” technique includes the following 
subtests: “Fire”, “Scary — Not Scary” and “Funny Sto-
ry”. In all three cases, the children were asked to draw 
a story at first, and then the adult wrote it down under 
the dictation of the child, since children most often cre-
ate a text both visual and verbal. When performing the 
“Fire” subtest, a contradictory situation was created in 
the discussion in a small group — the children actively 
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discussed whether fire is dangerous or useful, then they 
were individually asked to compose a “tale about fire”. 
In the second subtest, children were asked to tell a story 
“about someone scary, but the story was not scary”. It 
was assumed that the creative move could manifest it-
self in the ways in which the scary character would be 
“neutralized” in the story. In the third subtest (“Funny 
Story”), the child was asked to make up a story to make 
a girl laugh who no one can make laugh. Creating this 
subtest, we were based on the data of numerous studies, 
which testify to the importance of the phenomenon of 
funny for culture in general and for child development in 
particular [1;22;23;28;32].

The Key to the Analysis of Manifestations 
of Creativity in Children’s Narratives 

(“Three Stories” Technique)

All the stories were analysed from the perspective of 
two components of creative abilities, i.e. the presence of 
symbolic images and dialectical transformations in them.

Symbolic image as a reflection of creative abilities in 
children’s narratives. We registered the presence of a 
symbolic image in the story, if there was an animated 
object acting in accordance with the logic of the image, 
and bearing the author’s evaluation; or if the character 
was described not only from exterior, but also from the 
perspective of his/her internal emotions. In the scope 
of the analysis of children’s narratives we considered 
the actions of the character be “in accordance with the 
logic of the image” only if emotional details served for 
the deployment of the image of the character. Here is an 
example of such a symbolic image: (Luka, 7 years old): 
“This is fire. And it can’t kindle itself! So, they kicked it 
out of the house. And out of revenge, he managed to set 
the house on fire. That’s it!” In this case, the fire as the 
protagonist behaves exactly as a fire should. We can see 
a full and true deployment of the image in the style of 
H.C. Andersen’s fairy tales. In those stories, all charac-
ters, starting from a darning needle, and finishing with a 
pan, express human passions, and act in accordance with 
the logic of emotional characteristics of the object.

Dialectical thinking as manifestation of creative
abilities in children’s narratives.
Dialectical structures appear in the stories as the 

opposites and their interactions of all kinds: transfor-
mations, integrations, and mediations. We identified a 
separate “Transformation” parameter for the purpose 
of the evaluation of manifestations of dialectical think-
ing in children’s narratives. Points were assigned for the 
appearance of contrapositions in the text (because it’s 
already a sign of retaining of the opposites), for trans-

formations (for example, when bad fire turns into a good 
one; conventional relationship gets inverse), and for the 
introduction of ambivalent characters.

All suggested tasks imply an opportunity to operate 
with the opposites, at this or that extent. For instance, 
in the analysis of “Fire” subtest we checked if the child 
succeeded in retaining the ambivalent nature of the 
fire. In the “Scary/Not Scary” subtest, we looked for 
the transformation of a scary thing into not scary, or 
for the introduction of an ambivalent character (a scary 
character behaving in a funny way, performing good 
deeds, or appearing as a small one). In the evaluation of 
“A Funny Story” subtest two categories of transform-
ing answers were distinguished: “Mismatch of expecta-
tions” and “Transformations”. The former was registered 
when a character or an object behaved in a non-standard 
way (all kind of falls, absurd situations, exaggerations). 
“Transformation” meant a creation of an inverse situa-
tion, where the central relationship wasn’t just different; 
it was the opposite to the “standard” one.

Here is an example of dialectical structures me met in 
the stories. “Fire” subtest (Stepan, 7 years old): “Volca-
nos can be useful. Say, there is a volcano, but the popu-
lation can be saved from it. If we drill channels in the 
spots where lava accumulates, we can redirect lava flows 
away from the city. We can direct them into the river, if 
water forms and obstacle. When water and magma mix 
together, magma will solidify and turn into stone. Then 
cars can drive on this “concrete”. Or we could direct lava 
to some dry spring. As soon as it starts to rain, it will also 
turn into concrete. The end!” The child took a danger-
ous object (a volcano) and created a situation where it 
could actually be beneficious. The story also contained 
a fusion of two opposite substances, and appearance of 
the third one.

It’s important to note, that despite apparent ingenu-
ousness of dialectical transformations, we didn’t meet 
them in the children’s stories too often. Speculating on 
the fire, the majority characterized only one facet of it 
(mostly described it as something dangerous). Or, in the 
“Scary/Not Scary” subtest, the character still remained 
scary (as one boy frankly said, “There is nothing I can 
do about it”), and a funny story turned out to be a sto-
ry about something funny, for example, a clown. The 
events, though, were not funny at all.

The structuredness of the narratives was examined 
as a separate parameter. We applied a well-approbated 
approach by W. Labov and J. Waletzky that is normally 
used for the analysis of children’s narratives. It evaluates 
the proximity of the story to a high point one, i.e. if it has 
an opening, a high point, and a climax [57]. Moreover, 
for the evaluation of the full-fledged stories, we also took 
into account the appearance of additional characters or 
events, and used V.Y. Propp’s analysis.
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Approbation Design

Our goal was to analyse the correlation of the results 
of our diagnostics of creative abilities through narratives, 
with the results of already existing assessment techniques 
for creativity in children. For this purpose,, we selected 
a number of diagnostic tools matching our parameters of 
the evaluation of children’s narratives, to the maximum.

Firstly, we analysed the relationship of the transfor-
mations in the narratives: “What can be simultaneous-
ly?” [8], and “Dialectical Stories” (I.B. Shiyan [526]). 
Then we matched different aspects of children’s creativ-
ity with the “symbolic realism of imagination” (“Ink-
bottle” technique by V.T. Kudryavtsev [14]). Thirdly, 
we matched the manifestations of different aspects of 
children’s creativity with the performance in figurative 
subtest of Torrance test. The latter assesses the ability to 
complete a detail to create a new whole, and is often used 
for the diagnostics of children’s imagination.

We assumed that the validity of our technique could 
prove itself through its capacity to reveal significant dif-
ferences between children from the groups, contrasting 
in the parameter of quality of education. All calculations 
were carried out at a significance level of 0,05.

Sample. Senior preschool groups from two Moscow 
schools were selected for the study. These institutions 
followed different educational programs. 28 children 
from one school, and 29 from another, took part in the 
project. External expert evaluation was performed in 
the groups by the specialists from the Laboratory of 
the Child Development, Research Institute of Sys-
tem Projects, Moscow City University of Education). 
Two tools were used: ECERS-3 and CASRS (Creative 
Ability Support Rating Scale). The first one allows the 
assessment of educational environment (such as the 
equipment, materials, child-adult interaction, amount 
of time dedicated for free play, the conditions for the 
development of speech and thinking, and so on) and is 
focused on the support of children’s independency. It 
also covers children’s interests and needs. The second 
tool was developed by the Laboratory as an extension 
of the above mentioned scales specifically for the evalu-
ation of the conditions for the development of creative 
abilities [2].

The score difference was calculated by means of T-
Student test and came out to be significant (p=0,004). 
CAD scale score also demonstrated significant differ-
ence (p=0,008 for T-student test; p=0,015 for Sample 
Wilcoxon rank sum test). The comparison of educa-
tional programs revealed that the kindergartens that 
obtained higher score in external evaluation practiced 
writing down children’s narratives, as it was mentioned 
earlier. Moreover, no conventional classes for speech 
development were scheduled there; favourable condi-

tions for such development were created in the scope 
of multiple event-based workshops. The second kinder-
garten that participated in the study didn’t have this 
tradition, and children’s narratives were not registered 
at all. Instead, they had conventional speech develop-
ment classes (under V.V. Gerbova’s program). Thus, 
the results of the quantitative and qualitative analysis 
allowed categorizing the groups that participated in 
the study as contrasting, by the parameter of the qual-
ity of education in general, and more specifically, of the 
conditions for the development of creative abilities. 
Further we will refer to the group with lower quality of 
education as Group 1, and to the more advanced group, 
as Group 2.

Results

Discriminatory power of “Three Stories” technique. We 
analysed the discriminatory power of the new tool “Three 
Stories” by defining Ferguson’s δ for our sample by each 
parameter. The value of δ was high for “Symbolization” 
(0,86), “Transformation” (0,95), and “Narrative Struc-
ture” parameter (0,96). It proves that this tool can assess 
a sample differentially, and distinguish the extent of rep-
resentativity of a certain quality in the respondents.

The correlation analysis revealed a significant corre-
lation between such parameters of narratives as symbol-
ization and dialectical thinking (see Table 1).

Herewith, no significant correlations were registered 
for “Narrative Structure” parameter and “Symboliza-
tion” or “Transformations”. It only confirms our assump-
tion that symbolization and dialectical thinking belong 
to the same cluster of creative abilities, comparing to the 
narrative structure which rather characterizes the mas-
tering of a cultural norm.

Figure 1 represents the diagram of results of children’s 
narratives assessment in contrasting groups, by individ-
ual parameters: “Symbolization”, “Transformation”, and 
“Narrative Structure”. One can notice that in respect to 
the use of symbol and transformations (i.e. “Creative abil-
ities” cluster), the group with a higher education quality 
was ahead of the less advanced group. Interestingly, when 
it comes to “Narrative Structure”, the situation is reverse; 
yet, the difference was significant as well.

The relatively small sample size makes it undesirable 
to use the Student’s t-test to test for the significance of 
differences, so we limited ourselves to using the Two 
Sample Wilcoxon rank sum test. Differences are signifi-
cant for all parameters of narrative assessment: for the 
“Symbolization” parameter according to the Two Sample 
Wilcoxon rank sum test at p-value 0,032; for the “Trans-
formation” parameter according to Two Sample Wil-
coxon rank sum test at P-value 0,029; according to the 
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“Narrative Structure” parameter according to the Two 
Sample Wilcoxon rank sum test with P-value 0,00001.

Significant correlations were found in the “trans-
formation” parameter in narratives with the results of 
methods diagnosing dialectical thinking: “What can be 
at the same time?” (Pearson’s coefficient of cor. 0,38, 
p-value 0,0036; Spearman’s coefficient of cor. 0,41, p-
value 0,0016) and “Dialectical Stories” (Pearson’s coef-
ficient 0,3, p-value 0,0292; Spearman’s coefficient 0,41, 
p-value 0,0016).

The relationship between the results of the “Three 
Stories” methodology in terms of “Symbolization” and 
“Narrative Structure” parameters with the results of di-
agnosing dialectical thinking is not significant. This is 
consistent with the results of a previous study, in which 
the structure of narratives also did not correlate with the 
results of diagnosing dialectical thinking [25].

Also, there was no significant correlation between 
the results of performing the technique that diagnoses 
the “symbolic realism of the imagination” (“Inkwell” by 
V.T. Kudryavtsev), and such a parameter as “Symboliza-
tion” in the “Three Stories” technique.

The general results of the figure subtest of the E. Tor-
rance test correlate only with such a parameter of chil-
dren’s stories as “Narrative structure” (Pearson’s coef-
ficient 0,38, p-value 0,004; Spearman’s coefficient 0,41, 
p-value 0.002, significance at the 0,01 level). At the same 
time, the “Narrative Structure” parameter of the “Three 
Stories” methodology significantly correlates not only 
with the total score of the Torrens test, but also with its 
individual parameters —“Originality”, “Flexibility” and 
“Elaboration”.

Discussion

We found that in the narratives created during the 
“Three Stories” technique, all three types of means of re-
flecting reality are detected: symbolic, transformative, 
and normative. This suggests that when writing stories, 
children are involved both affectively and intellectually.

A significant relationship between such parameters 
of the “Three Stories” technique as “symbolization” and 
“transformations” allows us to raise the question of the 

Fig. 1. Average score comparison for Group 1 and 2 by three parameters of “Three Stories” technique
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role of a symbol in reflecting transitivity and uncer-
tainty. This may mean that the symbol allows you to 
express meanings where there are no ready-made mod-
els (which was pointed out, in particular, by A.F. Losev 
[16]). The fact that these two parameters, while corre-
lating with each other, do not correlate with the struc-
ture of the created story, suggests that, firstly, creative 
abilities stand out in a cluster separate from the nor-
mative one, and secondly, within this cluster there are 
two qualitatively different component — symbolic and 
sign. This fact is consistent with the semiotic studies of 
Y.M. Lotman, who spoke about the bipolar structure of 
cultural phenomena [17].

We found that in kindergarten, where the education-
al environment is more focused on supporting children’s 
initiative and creativity, symbolic and transformative 
means are found in the narratives significantly more of-
ten, which indicates the ability of the “Three Stories” 
technique to distinguish the educational results of chil-
dren studying in qualitative terms. various educational 
programs. At the same time, the fact that in a kindergar-
ten with a higher quality of the environment, children 
were significantly less likely to create a well-structured 
detailed narrative requires a separate analysis. It can be 
assumed that a higher score on the “structured story” is 
sometimes associated not so much with mastering the 
cultural norm of writing stories, but with the assimila-
tion of some “narrative template”.

The results of the “Three stories” technique in terms of 
the “transformation” parameter (the reflection of oppo-
sites and their mutual transitions, transformations, am-
bivalent characters, etc.) correlate with the results of the 
methods that diagnose dialectical thinking (“What can 
be at the same time” and “Dialectical stories”), which al-
lows us to speak about the validity of the “Three Stories” 
for diagnosing dialectical thinking. At the same time, un-
like the listed tools, the “Three Stories” technique allows 
to identify the use of all three types of tools, which makes 
it more environmentally valid.

At the same time, the absence of significant correla-
tions of symbolization in narratives with the results of 
diagnosing the phenomenon of “symbolic realism of the 
imagination”, described by V.T. Kudryavtsev, allows us 
to conclude that the creation of an artistic symbolic im-
age within the narrative is governed by different rules 
than a production of an image while solving a problem.

The study found no correlations between the figu-
rative subtest of the E. Torrens test and the param-

eters that we attributed to creative abilities — with 
dialectical transformations and symbolizations in the 
children’s stories; this fact, from our point of view, is 
explained by the qualitative difference between the 
forms of mediation, which were the subject of our 
study, and the understanding of the phenomenon 
of creativity, which underlies the methodology of 
E. Torrens. The presence of a correlation between the 
results of the figurative subtest of the E. Torrance test 
and the “Narrative structure” parameter suggests that 
the construction of a coherent logical text requires 
the ability to correlate individual elements of the text 
(outset, climax, denouement) and its holistic inten-
tion, as in the Torrance test, it is necessary to be able 
to see the original element in the context of the new 
integer. These results provide grounds for further re-
search into the psychological mechanisms of creating 
a classical narrative structure.

Conclusions

The result of testing the “Three Stories” technique 
showed that children are really involved in the storytell-
ing process with a high level of motivation, which allows 
us to count on the organicity of the simulated situation 
and on the relevance of narratives for diagnosing chil-
dren’s creativity.

Despite the fact that the importance of children’s 
stories and drawings for the development of writing as a 
cultural practice in the future has been repeatedly noted 
by researchers (see: L.S. Vygotsky [9], A.M. Lobok on 
the birth of writing from the practice of communication 
[15]), Today, within the framework of the “speech de-
velopment classes”, on the one hand, children’s stories 
that arise inside the director’s and role-playing game and 
together with the drawing are ignored, and on the other 
hand, the emphasis is placed primarily on the structure 
of the narrative, but not on its creative aspects. Such ig-
noring can be, in particular, one of the reasons for the dif-
ficulties that arise when mastering written speech with 
the creation of an author’s statement, which researchers 
talk about [9;19].

The important idea for cultural-historical psychol-
ogy, that childhood is resourceful for the development of 
creativity, is relevant not only for building modern edu-
cational practices but also for understanding the “ideal 
forms” of creativity.
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The problem of transforming everyday concepts of a child into scientific concepts and their interaction 
posed by L.S. Vygotskii is still relevant. This article analyzes the transformation of the everyday concept of 
breathing and respiration to the scientific concept, starting with the ideas of a preschooler and up to the end 
of school age. The material of the experimental teaching within the framework of a five-year biology course 
for middle school is presented in comparison with the traditional introduction of the scientific concept. 
Teaching-learning processes are investigated as a series of mediation acts. Analysis of the students learning 
activity and their learning difficulties demonstrates the dynamics of conceptual changes. It is possible to 
see the relationship between the initial (‘everyday’) and the emerging scientific concept. Observations are 
analyzed from the point of view of Lev Vygotskii and his scientific school and other investigators also. The 
conditions for overcoming the ‘encapsulation’ of scientific concepts in human consciousness are discussed. 
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Поставленная Л.С. Выготским проблема преобразования житейских понятий в научные и взаи-
модействия между ними продолжает быть актуальной. В статье анализируется преобразование жи-
тейского понятия о дыхании в научное, начиная с представлений дошкольника и до конца школьного 
возраста. Представлен материал экспериментального формирования этого понятия в рамках курса 
биологии в основной школе в сравнении с традиционным введением понятия. Обучение рассматри-
вается как серия актов опосредствования. Формирующий эксперимент позволяет наблюдать дина-
мику понятийных изменений и рассматривать взаимосвязи исходного и становящегося понятия с 
точки зрения идей Л.С. Выготского, его учеников и последователей. Обсуждаются перипетии ста-
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Introduction

Overcoming the natural in the cultural is a cross-cut-
ting theme of human mental development. Making the 
subject of the analysis the transition from spontaneous 
everyday concepts to non-spontaneous, scientific, i.e. 
concepts in the proper sense of the word, L.S. Vygotskii 
focuses on the mechanism of changes in thought process-
es during ontogenesis, on the one hand, and on the pos-
sibilities of the educational process as determining the 
course of development, on the other [2].

Today the transition from everyday concepts to sci-
entific ones still stays an unfinished and urgent problem 
[6; 10; 16; 18]. This is due both to the tasks of studying 
the development of thinking and understanding, and to 
the increasing pedagogical difficulties in the formation 
of scientific concepts and the search for effective educa-
tional technologies.

The purpose of this study is to describe the path of 
formation of one of the nuclear biological concepts. We 
want to follow the transformation of worldly under-
standing in learning, to identify obstacles in the devel-
opment of a scientific concept, to understand how and 
to what extent the worldly view is overcome, that is, to 
describe, in the words of Vygotskii, “...the path from the 
child’s first encounter with a new concept to the moment 
when the word and concept are made the child’s own” [2, 
p. 191], as well as to show the role of educational tech-
nology in this process. Describing the process of concept 
formation, we will correlate our observations with the 
ideas of L.S. Vygotskii and his followers.

Everyday and Scientific Concept 
of Respiration

The concept of respiration is a key concept in interac-
tion with the basics of biology, since it connects the pro-
cesses of obtaining and spending energy of the body, and 
can cause an appeal to the appearance, the mechanism 
for meaningful reading of texts.

According to the biological dictionary definition, 
respiration is “one of the main vital functions, a sum of 
processes providing the organism with oxygen, its use 
in oxidation-reduction processes, as well as the removal 
of carbon dioxide and some other compounds from the 
organism, which are the end products of metabolism” 

[1]. This scientific definition captures the multi-stage 
process and hides the true essence of respiration as the 
transformation of energy behind the incomprehension of 
the majority of schoolchildren and the consequence of 
the phrase “its use in oxidation-reduction processes”.

The everyday meaning of the word 
“respiration”/“breathing” is vague and bears traces of 
the study of a scientific concept influence. The diction-
aries give the following definitions: this is the name of 
the air itself that comes out during exhalation and series 
of continuously alternating movements of inhalation and 
exhalation, also drawing in and out of air by the lungs, as 
well as absorption of oxygen and release of carbon diox-
ide by living organisms. These definitions are not only 
extremely diverse, but sometimes also erroneous. For in-
stance, the lungs cannot “draw in” air since they are not 
equipped with muscle tissue providing movement.

The Evolution of the Concept ‘“Respiration” 
in Traditional School Education

Students know the words “breathing”, “breathe” since 
childhood, however, as L.S. Vigotskii mentions “the forma-
tion of scientific concepts is not completed but only begins 
at the moment when the child learns the first meanings 
and terms” [2, p. 188]. According to some reports, impor-
tant changes in the system of children’s ideas about their 
body occur at primary school age. The processes of nutri-
tion and respiration preschoolers consider at the level of 
their external manifestations. At primary school age these 
ideas change towards mechanistic explanations of the pro-
cesses. A spontaneous “container” theory of the body is 
being formed: for each “substance” in the body a special 
container is needed: for example, air requires lungs [10].

However, the idea of the lungs cannot arise without 
examining the drawings of the human body internal 
structure, without adults calling this part of the body 
a certain word. In other words, the emergence of “con-
tainer” representations is undoubtedly influenced by the 
content of children’s encyclopedias or textbooks, which 
preschoolers already like to examine.

In elementary school the word “breathing” continues 
to be used in its everyday sense. Sometimes a teacher or 
textbook informs students about oxygen and carbon di-
oxide, but this knowledge is quite formal. “Spontaneous 
concept and its first inception are still connected with the 
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direct confrontation of the child with one or another ... 
real things ...” [4, p. 6], and air gases turn out to be much 
less real for the child than, for example, virtual heroes of 
games, because they are invisible, and the means of detect-
ing their presence in the air (a burning torch and lime wa-
ter) are not offered to elementary school students.

Probably, if education in elementary school was 
based on educational dialogues with the use of symbolic 
metaphors [18], this would contribute to the develop-
ment of everyday concepts about respiration and create 
the basis for introducing the theoretical concept of res-
piration in secondary school. However, in the reality of 
modern mass education in Russia, the persistence of an 
elementary school teacher often leads to the formation of 
stable concepts, many of which are obvious delusions, for 
example: “a person inhales oxygen, but exhales carbon 
dioxide”, “plants breathe on the contrary — they inhale 
carbon dioxide, and they breathe out oxygen”. Elemen-
tary school teachers’ mission becomes much more diffi-
cult than it would be if a) there was no word “breathing” 
in the everyday language, b) the elementary school did 
not have to face the problem of talking about the nutri-
tion and respiration of plants.

A.N. Leontiev wrote that “in order to establish higher 
generalization, a concept, in a child’s judgment, it is nec-
essary to construct a system of psychological operations 
corresponding to this higher generalization; i.e., a change 
in the child’s consciousness occurs as a result of a change 
in his intellectual activity as a system of psychological 
operations, determined by the underlying real attitude to 
reality, and not vice versa” [11, p. 348]. The research and 
project work of D.B. Elkonin, V.V. Davydov and their 
colleagues proved the effectiveness of organizing educa-
tional activities for the development of the theoretical 
thinking basis of schoolchildren [5; 7]. Despite this, the 
way of studying respiration in Russian mass school has 
not changed much since the time of Vygotskii: “the de-
velopment (development of concepts — Ed.) of scientific 
concepts begins with the verbal definition…” [2, p. 186].

In traditional teaching the scientific concept of respi-
ration is introduced in the botany course. Today in one of 
the most common botany textbooks for 6th grade, respi-
ration is defined as “a complex process that occurs in the 
cells of a living organism. During this process, organic sub-
stances decompose into carbon dioxide and water. At the 
same time energy is released, which is used by the plant 
for vital processes...” [15, p. 107]. Further, the same way as 
Vygotskii describes, “this circle of knowledge is developed 
with the student, this knowledge is compared with other 
knowledge, various formulations of this knowledge are 
given...” [4, p. 5]. The process of respiration is compared 
with the process of photosynthesis that is already learned 
by the students, which is considered as its opposite.

This way of teaching fundamentally cannot lead to 
the formation of a scientific concept for the following 
reasons: 1) by this moment students have NO idea about 
chemical reactions (especially about oxidation-reduc-
tion reactions) 2) the process of photosynthesis is much 

more complicated than the process of respiration. The 
logic should be exactly the opposite.

Difficulties in the assimilation of biological key con-
cepts occur in many studies not only in Russia, but also 
in other countries abroad [26; 27; 28; 29; 30]. It is noted 
that educational problems are associated with the dif-
ficulties of restructuring knowledge, determined by the 
context, activities, situations in which these concepts 
were assigned [6; 28; etc.]. It has been shown particularly 
that the concepts related to functioning and evolution 
(respiration, gene, mitosis, etc.) are mastered worse than 
“structural” concepts, such as, for instance, “cell”, “or-
ganelle” [27; 30]. In our opinion, functional concepts are 
theoretical scientific concepts, the initial cell of which is 
a relation inaccessible to direct observation. Therefore, 
the ways of solving the problem proposed by researchers, 
such as enhanced visualization of the studied material, 
imitation games, including practical tasks cannot seri-
ously increase the efficiency of their assimilation.

The starting point of our study was the development 
of the way to introduce key biological concepts in the ba-
sic school as theoretical and comparison of the effective-
ness of this way with traditional teaching [9; 21; 22; 23].

In traditional education, the concept of respiration is 
not assimilated: at the first and second levels, according 
to the SAM method [13], not a single student out of 55 
people in the control group could complete the task cor-
rectly. The experimental program training gave a more 
positive result: 41% of the students out of 160 people 
managed to solve the tasks of the 1st and 2nd levels.

These data allow us not to consider traditional educa-
tion as a source of development of the scientific concept of 
respiration, and to focus on the description of the forma-
tion of this concept in the course “New Biology”, devel-
oped in accordance with the theory of educational activity 
by D.B. Elkonin-V.V. Davydov. For the purposes of our 
study, it is also important that in such courses the process 
of assimilation of scientific concepts becomes observable, 
suggesting modeling and discussion forms of interaction.

These data allow us not to consider traditional 
teaching as a source of the development of the scientific 
concept of respiration any further and focus on the de-
scription of the process of this concept formation in the 
“New Biology” course, developed in accordance with the 
theory of educational activity by D.B. Elkonin and V.V. 
Davydov. For the purposes of our study, it is also impor-
tant that the learning process in such courses becomes 
more observable and involves educational modeling and 
discussion forms of interaction.

The Logic of the Respiration Concept Formation 
in the Experimental Course

In the course “New Biology” the concept of respiration 
is constructed as one of the central developing concepts. 
It is possible to consider the subject line of this concept 
formation, sometimes coming to the fore in education 
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program, sometimes disappearing into the shadows, inter-
twining with the lines of development of other concepts. 
This is described in detail in other sources [22; 23], here we 
only highlight the main stages and key turns in learning.

1. The transition from the observable to the hidden
(insight into the observed process)
At the first stage students discover the meaning of the 

respiration process as the only process in the body dur-
ing which energy is released, which is then spent on other 
processes. (fig. 1). Most experiments on the study of life 
processes are carried out on themselves, also virtual ex-
periments are used, i.e. there are no deficits in the figura-
tive-semantic basis for the development of concepts, the 
danger of which V.V. Rubtsov warns about [17].

This period lasts three months. Students reformulate 
the definition of respiration several times, clarifying it. At 
the same time, they do not seem to notice that their under-

standing has changed — the actual use of the word and the 
way “generalization appears for consciousness” do not coin-
cide1. Apparently, in order for this conflict to be exposed, a 
special turn of events is needed, which becomes the content 
of the second stage. The result of the first stage is only the 
construction of supports for this radical conceptual change.

2. Modeling: linking functions and finding the place
of respiration in this bunch
The turning point becomes a scheme created by the 

class that fixes the connectivity of the processes of respi-
ration, nutrition, gas exchange and excretion (fig. 2). An 
essential feature of this scheme is the placement of the res-
piration process inside the body of a living being taken in 
an extremely abstract way. It is this step that makes the 
students see the need for oxygen and organic matter of 
food to be carried inside through the abstractly defined 
boundary of the body, “to where respiration takes place”.

1 A similar observation is described in the work of A.N. Leontiev (experiments of L.I. Bozhovich).

Fig. 1. The first stage in the development of the concept of “respiration” in experimental learning

Fig. 2. A diagram showing the connection between the processes taking place in the body of a living being. Different types 
of arrows indicate different processes
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While creating a diagram, a schoolchild for the first 
time gets an opportunity to distinguish between the 
processes of respiration and gas exchange. The scientific 
term “respiration” means either the process of oxidation 
of organic substances (narrow sense) or combines all 
stages of respiration, including the transition of oxygen 
and carbon dioxide into the internal environment and 
back, as well as the process of air movement along the 
respiratory tract. However, there is a special term to des-
ignate the transition of gases across the body boundaries 
in the scientific language: gas exchange. This term is of-
fered to children by the teacher when they independent-
ly formulate the definition of this process according to 
the diagram, describing the gray arrows on the diagram. 
The teacher helps the students to search for a schematic 
form and the necessary words thereby emphasizing their 
statements and actions in a certain way. Thus, for the 
students initially a contradiction between the original 
meaning of the word ‘respiration’ and the new under-
standing of this process arises.

Children perform tasks on translating statements such 
as “the dog breathed frequently, sticking out its tongue” 
from the everyday language into scientific a one, and this 
work is carried out not only verbally, but also in written 
forms, which should increase the level of mastery of con-
cepts [20]. The words used by the teacher, everyday one 
and scientific one, indicate the relationship between “cor-
rect” (in this exact situation) and “wrong” [24]. In further 
discussions after each erroneous statement the teacher 
asks: “What does Masha confuse?” and children shout in 
unison: “Respiration with gas exchange!” After a while, 
the students, without waiting for the teacher’s question, 
say: “Vova, do not confuse gas exchange and respiration!”, 
which marks the “statement of the model” [24].

L.S. Vygotskii writes: “A child who knows water as 
he knows it in life and who learns its scientific concept 
at school may not combine both at once” [4, p. 12]. Is the 
word “unite” suitable for the phenomenon of interaction 
of two meanings of the word — the old “everyday” one 
and the new “scientific” one? P. Tul’viste, relying on the 
ideas of L.S. Vygotskii and V.V. Ivanov, shows that the 
thinking of an adult is heterogeneous. The reason for this 
heterogeneity is the variety of activities in which a per-
son is included [19]. Thus, it is clear that everyday word 
usage should not be completely replaced by scientific 
one during the course of study. A botanist will not ask at 
the market to weigh the false fruits of garden strawber-
ries, meaning to ask for a half a kilogram of strawberries. 
And at the same time, he will think about “strawberries”, 
and not about “false fruits of garden strawberries”. How-
ever, apparently, in the process of education a person 
has the opportunity to switch from one word usage to 
another, becoming (depending on current tasks) either 
rather primitively thinking, trusting and prone to apo-
thenia [14], or critical, thinking in strict scientific terms.

The result of this stage is a clear distinction and op-
position of the everyday and narrow scientific meaning 
of the word “respiration”. The majority of students vol-

untarily and consciously move from one to another, de-
pending on the task/situation. The condition for the for-
mation of this action, i.e. “the condition for the presence 
of consciousness” in this transition [24], becomes the op-
position and re-meaning of the processes identified by 
the students and presented schematically by the teacher.

3. Specification of the respiration concept
The next step in the development of the concept is the 

point of surprise when students discover where respira-
tion takes place — the mitochondria of every living cell. 
Before that, students knew that the respiration process 
occurs “somewhere inside, in the internal environment”. 
Whereas in parallel with the development children’s ev-
eryday ideas about what is “internal” and “external” are 
being hacked, and it becomes clear that the contents of the 
lungs are the external environment, although it is a SORT 
OF THE AREA INSIDE the body. The transformation 
of everyday ideas is proceeding on a broad front, like an 
ice motion. This is the very systemic nature of scientific 
concepts, which L.S. Vygotskii emphasized so often.

Studying multicellular animals, students concret-
ize their understanding: they should detect the energy 
consumption of a particular process, thereby putting this 
process in connection with the process of respiration. 
The function connection diagram is enriched with the 
ventilation function etc.

4. Understanding respiration as a basis
for subsequent action. Formation of a system
of concepts
The next milestone in the development of the con-

cept is studying plants. The external immobility of 
plants is deceptively simple, functionally they are more 
complex than animals. Therefore, in our course they are 
studied later. The function connection diagram of the 
animal organism, created by students, becomes a sup-
port in the discovery of the plants functioning principles 
[9; 22; 23]. The connection between the processes of 
respiration and photosynthesis, discovered by students, 
transforms the understanding of respiration, inscribing 
it into a more powerful system of concepts of plastic 
and energy metabolism, which develops further in 10—
11 grades programs. This leads, in Vygotskii’s words, “to 
its localization within a definite system of relationships 
of generality...” [2, p. 222]. Thus, the element of learn-
ing activity sets a certain rhythm for the development of 
concepts and connects individual acts of mediation [24].

The Interaction of Scientific and Everyday 
(Initial) Concepts

The way of learning in Vygotskii’s time led him to be-
lieve that scientific concepts introduced verbally in learn-
ing differ from spontaneous ones in a different relation to 
the child’s experience. We see that the verbal introduction 
of a scientific concept does not lead to the required result, 
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and the organization of children’s own actions contributes 
to the development of concepts to a greater extent, which 
indicates the need to restructure traditional education.

The way of a scientific concept differs from the way 
of everyday one not only in greater awareness, but in the 
fact that the subject of awareness (focusing, joint work) 
is not the content of the scientific concept, but the RE-
LATIONSHIP between it and the content of the original 
children’s ideas. Only a few students are able to do this 
work on their own, and this fact, apparently, is the basis of 
Vygotskii’s idea that the level of development of scientific 
concepts “acts as a zone of proximal possibilities in rela-
tion to everyday concepts, paving the way for them, being 
a kind of propaedeutics of their development” [2, p. 187].

The deliberate opposition of the everyday and scien-
tific definitions is a necessary moment in the formation 
of a scientific concept. Translation from the everyday 
language to a scientific one is not a technical moment in 
training, but a repetitive situation of changing positions, 
transition to a new vision in the simultaneous existence 
of the old and new views.

The retention of the distinction works not only for 
the formation of a scientific concept, but also for the de-
velopment of the original everyday concept, enriching 
the latter with new meanings and images and making it 
more “built-in” into the general picture of the universe. 
The original understanding of respiration is now seen by 
students as limited. The processes of inhalation and exha-
lation become more physically felt and sensually differen-
tiated, student’s repeated observation of how they occur 
in his/her own body draws attention to different aspects. 
These processes are associated with other previously hid-
den or unknown to the student internal processes, which 
now, without becoming observable, nevertheless acquire 
some kind of reality in terms of representations. In the 
words of B.D. Elkonin: “...cultural is what sets the rhythm 
and perceptibility to the natural...” [26].

L.S. Vygotskii writes that everyday and scientific 
concepts “are not encapsulated or isolated in the child’s 
consciousness. They are not separated from one another 
by an impenetrable wall, nor do they flow in two isolated 
channels. They interact continually.” [2, p. 199]. Our 
observations show that it does not happen all the time. 
Often scientific concepts introduced in teaching tradi-
tionally verbally remain “encapsulated”. The impact of 

emerging scientific concepts on everyday ones does not 
occur spontaneously but requires certain conditions: ei-
ther a specially organized training with returns and re-
thinking or a person’s independent voluntary work to 
clarify his own concepts (directed reflexive thinking).

Further Development of the Scientific Concept

Speaking about what happens to scientific concepts 
further, L.S. Vygotskii writes that a clear thought be-
comes a personal thought “and the task of the psycholo-
gist is precisely to trace this process...” [3, p. 72]. Devel-
oping these ideas, the followers of Vygotskii discuss the 
construction of a person’s own field of action and their 
own intentions, as the effects of the mediation act [8; 12].

Tracking the further transformations of the concept 
of respiration, we offered the students a three-level task 
(SAM) for this concept (pic. 3). It is difficult to observe 
the development of a scientific concept at the individual 
level in the classroom, but it is impossible to study these 
processes “in their simplest and most expressive form” [11] 
in laboratory conditions since interaction in the classroom 
is an essential condition for the formation. It is also diffi-
cult to track the dynamics of the formation of concepts in 
learning due to the “non-classical” nature of the cultural-
historical approach: we understand that any intervention 
changes the course of the process. We have to be content 
with a comparative analysis of sections made in different 
classes at different stages of training. For these data statis-
tical analysis seems inadequate: solvability is affected by 
the depth of understanding by teachers of learning tasks, 
exactingness towards students, etc. Based on these data, 
one can only build hypotheses about development trends.

Without analyzing the data in detail, we note one ex-
tremely interesting fact: after the growth of understanding, 
lagging by months and even years, there follows a gradual 
increase in the solvability of the third level task. The time 
delay, the lag between understanding and the ability to 
freely use the concept to solve a variety of “unclassified” 
tasks, is also indicated by other data [13; 22]. This means 
that the assimilated scientific concept becomes its own re-
source and is not finally appropriated immediately.

This is related to the need to reconstitute knowledge 
obtained not “in life” but in specially created educational 

Fig. 3. Solvability of the same three-level problem on the concept of respiration by students of 6th—10th grades (114 people) 
of the same school, studying with different teachers
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situations [6]. But more important is the need to “re-func-
tionalize” the concept — from the object of construction it 
becomes a tool [8; 25; 26]. Further development relates to 
its understanding of the concept as a сertain operational 
unit, inscribing it into the contexts of his own actions, in-
dividualization of the sign form. The final appropriation 
occurs in spontaneously emerging everyday situations, 
but to amplify the effect it is necessary to organize train-
ing trials within the framework of directed learning [23].

L.S. Vygotskii notes that “logical thinking is not made 
up of concepts… it is the concepts themselves in their ac-
tion...” [3, p. 78]. Fixing the fact of the final appropriation 
of the concept of respiration, we basically mark a major 
step in the formation of conceptual biological thinking.

Summary

Assimilation of the scientific concept of respiration 
does not occur at an easy pace. Even in the conditions of 
organized learning, the transformation of everyday con-
cepts does not always occur: the learned and understood 
definitions of terms can remain encapsulated, separated 
from the original concepts.

The transformation of an initial/everyday concept 
into a scientific one takes place in a series of mediation 
acts: this is a set of turns — points of meeting of the de-
veloping objective activity with the sign forms that medi-
ate it. It is in them that the meaning of the word “respira-
tion” develops. The paths of the scientific and everyday 
concepts differ in that the subject of the joint work of the 

teacher and the student, and, therefore, what the student 
realizes is not the content of the scientific concept, but the 
relation between it and the content of the original every-
day concepts. The condition for the completion of these 
transformations is the conscious opposition of the old and 
the new understanding and the retention of the opposi-
tion with the help of specially constructed sign forms.

The understanding that has arisen does not yet 
mean the possibility of using the concept as one’s own 
resource, that is, in pedagogical terms, the possibility of 
applying a scientific concept. The final appropriation of 
the concept is associated with its refunctionalization and 
individualization of sign forms that keep it in the mind.

The formed scientific concept does not replace the ev-
eryday one “including it in itself”. As a metaphor for un-
derstanding the essence of the interaction of scientific and 
everyday concepts in the human mind, the well-known 
mathematical problem of six matches from which four 
triangles are required is suitable. To solve it you need to 
go out of the plane into space and fold the tetrahedron. 
The formation of a scientific concept based on everyday 
ones is the way out of the plane. It is possible to return to 
the plane, it does not cease to exist. Everyday difficulty 
instantly returns a person to the plane: “Breathe! Deep-
er!” — and the person instantly takes a deep breath. How-
ever, a three-dimensional structure once erected allows it 
to be reconstructed again and again, each time making less 
and less effort. Therefore, in a situation where a deeper/
higher scientific view is required, it turns out to be pos-
sible not only to rebuild the tetrahedron, but also to look 
at what is around from the top of this tower.
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В РФ на 2020—2021 годы рекомендовано к реализации в учебном процессе начальной школы 
11 программ обучения математики. Такое количество программ вызывает вопрос об их действитель-
ных различиях, актуальный как для администрации школ и учителей начальных классов, так и для 
родителей. В данной статье на основе критериев, разработанных в русле культурно-исторического 
и деятельностного подходов к учению, анализируются наиболее существенные с психологической 
точки зрения различия программ по начальной математике. Нами были проанализированы методи-
ческие материалы по математике для 1—4-х классов и учебники для 1-х классов по шести програм-
мам: «Школа России», «Система развивающего обучения Л.В. Занкова», «Система Д.Б. Эльконина—
В.В.  Давыдова» (две программы — Э.И. Александровой; В.В.Давыдова и В.Ф. Горбова), «Учусь 
учиться» и «Перспектива». Было показано, что наиболее существенные различия между анализиру-
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Introduction

In 1972, in his classic work [16], V.V. Davydov 
criticized the type of concepts underlying the pre-
vailing primary school curriculum at the time. He 
also described the principles for teaching based on 
the ideas of the Cultural-Historical and Activity ap-
proach (hereinafter referred to as CHAT). With the 
enactment of the current Federal State Educational 
Standard of Primary Education [29], Russian pri-
mary schools have moved from the objective of in-
stilling knowledge, skills, and abilities to the task of 
student development and the formation of universal 
learning actions [4]. Reliance on the Federal State 
Educational Standard is mandatory for every school 
curriculum; however, the content of the instruction, 
which was V.V. Davydov’s main concern, — i.e., the 
structure of concepts and methods of actions — is 
not explicitly specified in the Standard. Therefore, it 
is relevant to analyze to what extent the principles 
of CHAT are actually implemented in modern pro-
grams.

Many studies have been conducted on elementary 
school mathematics curricula conducted in the CHAT 
paradigm [10; 26]; therefore, the analysis of math-
ematical programs is the most interesting to us. The 
practical significance of such an analysis is obvious: 
how can a school or parents choose between programs 
if they all declare they are implementing the principles 
laid down in the Federal State Educational Standard? 
In addition, such a study is important for the devel-
opment of the instrumentation and control systems 
themselves, since the programs’ general principles of-
ten act as normative principles, which are understood 
as the foundations for developing the program but not 
for ongoing evaluation [27; 30].

The literature on the methodology for teaching 
mathematics traditionally deals with one or another 

version of the comparison of programs [6; 28]. Most 
often, the main objectives of the programs and the 
sequence of introduction of concepts are analyzed. 
Thus, the work of A.V. Beloshistaya [6] discusses 
how the methods differ in purpose — the develop-
ment of computing skills and their application to 
problem solving (textbook by M.M.  Moro) versus 
the child’s intellectual development (textbooks by 
L.V. Zankov, & N.B. Istomina). The programs dif-
fer according to their method of introducing con-
cepts: in whether they go from a number to magni-
tude (M.M.  Moreau); from magnitude to a number 
(D.B. Elkonin and V.V. Davydov); from set to rela-
tion, then to a number and magnitude (K.I. Neshkov 
and V.N.  Rudnishkaya); or from magnitude and set 
to relation, and then to a number (L.G. Peterson).

Such an analysis is useful, but it is carried out 
from the standpoint of didactics, not the psychology 
of learning.

A variant of the analysis of textbooks and programs 
from the CHAT standpoint was presented in the 
work of V.V. Pavlova [22]. In her paper, the criteria 
for analysis were the preconditions for the formulat-
ing actions, as highlighted in the works of P.Ya. Gal-
perin: whether the actions proposed by the teacher/
textbook are adequate to the acquired knowledge; 
whether and how exactly the guidelines for such ac-
tions are given; how generalized and complete the 
proposed basis for orientation, etc. [ibid., pp. 33—34]. 
Pavlova’s analysis showed that the system of D.B. El-
konin — V.V. Davydov (hereinafter — ED) met these 
criteria to the greatest extent. However, this work by 
V.V. Pavlova was published in 2008, before the adop-
tion of the new Federal State Educational Standards, 
and it analyzed a limited set of programs., and many 
of the textbooks she analyzed are no longer included 
in the Federal List. In addition, her work only pre-
sented the ED system as expressed in the program of 

емыми программами касаются типа предлагаемых для усвоения понятий, типа действий, в которых 
данные понятия усваиваются и отрабатываются, и особенностей предоставления средств этих дей-
ствий. В наибольшей степени выбранным критерием соответствует программа Э.И. Александровой, 
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E.I. Alexandrova; the program of V.V. Davydov and 
V.F. Gorbov was not considered. Thus, we believe it 
is relevant to conduct such an analysis for mathemat-
ics textbooks included in the Federal List right now. 
In the comparison, we will rely on what we consider 
the most essential principles for understanding the 
learning process, which have been developed in sev-
eral studies that rely on the CHAT paradigm.

Principle 1. The content of instruction, focus-
ing on the essential relationships among objects. 
According to L.S. Vygotsky [8, p. 345], primary 
school teaching should be fundamentally different 
from teaching a preschooler precisely because of its 
content. V.V. Davydov showed that in most modern 
mathematics educational programs, there is a com-
plete “continuity” with the child’s preschool expe-
rience, and concepts are proposed for assimilation 
that are not based on the relations essential for this 
subject area [16, p. 40]. Thus, the understanding of 
a number as a result of counting individual objects, 
which develops in preschool practice, is far from the 
scientific understanding of a number, that is, under-
standing it as a result of measuring a quantity by an 
adequate measure. If we rely on the continuity with 
preschool experience, we thereby introduce children 
only to a special case of a number, which naturally 
leads to errors. Reasonableness in the orientation 
to the essential relations among objects described 
by mathematical concepts was also emphasized by 
P.Ya. Galperin [10; 12; 13].

Principle 2. Assimilation of concepts through 
adequate actions. The second important aspect is 
the actions by which concepts should be acquired and 
assimilated by the students. L.S. Vygotsky directly 
pointed out that scientific concepts are not the re-
sult of generalizing about objects according to their 
observable everyday signs; they are set “from above” 
[7]. Another important difference in the actions for 
the assimilation of scientific concepts was explained 
in the works of A.N. Leontiev and his colleagues [11; 
18; 19]: the concept of being set “from above” will 
be assimilated qualitatively only if the child under-
stands that it is necessary to use it in a certain way, 
that is, if it becomes the subject of activity [18].

In fact, the actions organized for the introduction 
of concepts should convey to the child the need for a 
new concept: that is, allow him to see the task which 
led it to arise. According to V.V. Davydov, the ac-
tions used for the introduction of concepts should be 
practical tasks, but performed for educational pur-

poses (in order to discover a common way of action) 
[10; 11; 16]. The actions organized for the elabora-
tion of concepts should be based on the general meth-
od not so much for the purpose of its “application,” 
as for the purpose of its concretization, or definition 
of boundaries [9]. At the same time, such actions 
should “work” for the formation of a) consciousness 
(the ability to explain what and why I am doing), for 
which naming (the speech form of action) and mod-
eling are important; b) generality (for which varia-
tions of task types are important); and c) execution 
in mind, involving gradual reduction and integration 
into other forms of activity.

Let’s analyze to what extent these conditions are 
supported in the cited mathematical programs.

“School of Russia” (M.I. Moro et al.). The basis 
of this course’s curriculum, which is the most classi-
cal one, is the fullest use of the specifics of the sub-
ject area for the intellectual development of the stu-
dent [5]. The authors note the full compliance of the 
updated program after the introduction of the new 
Federal Standard with the provisions of the CHAT 
[ibid., p. 21].

The curriculum indicates that the key content in 
the first grade textbook is arithmetic material, which 
involves first studying the numbering of numbers, 
then arithmetic operations [p. 6]. However, the con-
cept of number is presented as the number of individ-
ual objects; numbers (and enumeration) are studied 
sequentially. Interestingly, the number 10 is studied 
in the same way as single-digit numbers; the children 
are simply shown that it is written “like this” [20, 
p. 60]. In the pre-number period, students learn to 
identify the relationships “more or less,” “as much,” 
and “how much more or less” between individual spe-
cific objects.

Comparisons of other characteristics (shape, 
color, etc.) are presented here as separate tasks in 
the process of studying numbers (length [20, p. 17, 
19, 25, 35], mass [21, p. 36], and volume (capacity) 
[21, p. 38]). At the same time, comparisons, as well 
as measurements with the help of measuring units 
(for example, measurements that are already “em-
bedded” in the length of the segment), are proposed 
to be done “by eye”. Thus, the number is first “tied” 
to the measurement of the number of specific items, 
and then the idea of the number is extended to other 
quantities. From a psychological point of view, this 
means that from the very beginning, the students do 
not form a concept that allows them to intelligently 
solve all problems that require using numbers.
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As for the actions used to introduce concepts, the 
authors note that each lesson should begin with set-
ting a goal (which concepts or actions children need 
to master), and then “in the form of specially selected 
tasks, whose performance leads the students to inde-
pendently obtain new results” [20, p. 22]. In fact, all 
actions by which concepts are to be assimilated are 
presented as something “given,” which you only need 
to learn about, or which you need to “master.”

Training actions are organized through solving 
tasks “for the primary consolidation of new mate-
rial,” involving “first speaking out loud and at the 
same time writing mathematically, and then speak-
ing to oneself, materials for repetition and consolida-
tion and self-control and self-assessment” [20, p. 22]. 
Interestingly, there are “elements” of CHAT in the 
form of models (work is undertaken on the relation-
ship between the text and the task-drawing-diagram) 
and speaking out loud.

In general, we can conclude that in the program of 
M.I. Moro, there are attempts to implement CHAT 
principles, but they are in no way related to changing 
the content of training, so that it really allows you to 
act rationally.

“Perspektiva” (G.V. Dorofeev et al.). In this 
program, as the authors note, a set-theoretical ap-
proach to the introduction of basic concepts (“num-
ber,” “magnitude,” “figure”) is applied consistently 
[17]. So, at the beginning of the first grade, the con-
cepts of “set” and “element of a set” are introduced; 
the relationship of equality between sets is estab-
lished; and tasks for comparing the numbers of sets 
are considered. The authors write that this “naturally 
allows children to understand the concept of a natu-
ral number, to understand the order of numbers in a 
natural series, to understand the meaning of the ac-
tions of addition and subtraction” [17, p. 3]. How-
ever, sets are given only as sets of separate objects, 
and all the comparisons are made between separate 
objects. Other values (length, mass, volume) are pre-
sented under separate topics during the first year.

The introduction of concepts takes place through 
the students performing actions that they are famil-
iar with (for example, you need to divide objects into 
a group of vegetables and a group of mushrooms). 
After that, the teacher asks exactly how the chil-
dren acted and either identifies a new term (“these 
groups are called sets in mathematics”) or discusses 
the method (you need to put sticks here and here). 
In either case, these actions are not adequate to the 
content of the concepts being assimilated. Interest-

ingly, when this program introduces new ways of ad-
dition/subtraction, modeling is used by presenting a 
“numerical segment” — an analogue of a numerical 
straight line: “By ‘walking’ along a numerical seg-
ment and moving chips according to a given route, 
the child understands which method of calculation 
is more convenient (adding 1 five times, or adding 3, 
and then 2) [ibid., p. 3].”

As for training actions, the authors of this text-
book strive to develop consciousness and transfer it 
to the children’s inner plane through the so-called 
“three-stage methodology for the formation of com-
putational skills:” a) calculations using subject sets 
and a numerical segment (perception level); b) ab-
stract calculations (representation level); and c) for-
mulation of the calculation rule (explanation level). 
At the same time, it turns out that the rules and ex-
planations are given after the actions are performed, 
which raises the question of on what basis the previ-
ous action was carried out.

In general, we can say that this program, although 
it has specifics and uses some important CHAT prin-
ciples, does not fundamentally differ from the pro-
gram of M.I. Moro.

The “Elkonin-Davydov system” (E.I. Alexan-
drova version). This program is based on Davydov’s 
ideas for a radical change in the content of teaching 
mathematics in elementary school, i.e., basing it on 
the concept of a rational number [16, p. 311]. The 
concept of number is introduced here through the 
concept of magnitude and its measurement — the 
“postponement” of the unit of measurement (mea-
sure) on the measured value and the account of such 
postponements [1]. The number in this case is a char-
acteristic of the quantity. By changing the conditions 
for solving measurement problems and their inverse 
(reproducing the magnitude through postponing 
measurements), students “grow” various types of 
numbers and ways to designate them. The program 
fully complies with the first criterion we have cho-
sen: the proposed concept of a number allows us to 
act rationally when solving problems.

The activity aspect of the program is represented 
by a set of educational and practical tasks [1; 2]. The 
basic task of the first grade is the task of restoring/
selecting an object with specified properties (for ex-
ample, a thread is presented; it is necessary to choose 
the same length to build a basket for a balloon). In 
this case, the student doesn’t just have to compare 
objects and highlight their common features but 
choose an object suitable for solving a practical prob-
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lem. In the process of solving it, he identifies the at-
tribute according to which his selection is made; that 
is, knowledge of the attribute here is a means of solv-
ing a problem, not a goal in itself. Later, the selection 
task is supplemented with a replication of the com-
parison results (modeling). The need for this replica-
tion is justified as a recording “for another person,” 
so that the desired value can be reproduced in an-
other place and at another time. This again makes the 
task meaningful, and not just a task of guessing the 
correct answer. Indirect comparison of quantities is 
organized when direct comparison by property is im-
possible and it is necessary to use an intermediary — 
a measure equal to one of the compared quantities, 
and then a number. From the question, what are the 
measurements, the following question arises: what 
are numbers and how (what?) are they being record-
ed (now and before)? A number line and a method of 
adding and subtracting numbers using a number line 
are constructed.

In the training tasks, the general method is speci-
fied. For example, a situation is introduced where the 
value is much larger than the measuring unit and you 
must use a group of measurements (and the measure-
ment result will be expressed as a set of numbers). 
The relationship between the measurements for their 
use in another place and at another time leads to an 
understanding of the need to record digits and the 
introduction of a multi-digit number. Thus, the con-
cept of number is not just “worked out, “ but unfolds 
into an integral system of individual educational 
tasks, working on the formation of consciousness 
and the generalization of the method discovered. The 
transition to mental form is provided by materializa-
tion in the form of modeling and speech form (as in 
the ability to read this record and those of others).

Thus, in the program of E.I. Alexandrova, a con-
cept of a number is presented which allows you to act 
with it rationally. It should also be noted that in this 
program, there are practically no actions that are not 
built into the logic of the program.

“Elkonin-Davydov’ system” (V.V. Davydov, 
S.F. Gorbov, et al.). The program of V.V. Davydov, 
et al. in its foundations is based on the same princi-
ples as the program of E.I. Alexandrova. It is based on 
the concept of a real number as a special relationship 
of one quantity to another (measure) [15]. An impor-
tant place in the study of the concept of magnitude 
is occupied by the numerical time frame. However, 
unlike in the program of E.I. Alexandrova, where this 
period lasts 120 hours, in that of V.V. Davydov et al. 

it takes only 30 hours before a number is introduced. 
It is notable that the central point of the first few 
sections of the program is not in itself the ability to 
describe a subject by signs, but the task of applying 
signs to find (select) a subject suitable for some pur-
poses [14].

Despite its similarity to the main idea of the pre-
number period, the implementation of Davydov’s 
program differs from that in the textbook of E.I. Al-
exandrova. This is due not only to a reduction in 
time, but also to the actions that students are invited 
to perform. So, a typical action performed for the in-
troduction of a new feature in Davydov’s textbook is 
a lesson requiring the students to guess the nature of 
a figure drawn by the teacher (see [14]), for which it 
is necessary to ask “smart questions” (those by which 
you can immediately find out what kind of figure 
was made). The tasks found in the textbook differ in 
that they are not always related to practical tasks, 
but are mainly tasks for working with signs (often 
in mental form immediately), such as to specify the 
same figures, on which signs are the same, compare in 
length / height, etc.

The initial forms of actions are radically different 
in the two curricula. In her textbook, E.I. Alexan-
drova always calls for a practical action first (for ex-
ample, for tasks involving selection of a column for a 
building, the children should cut out variants of col-
umns and apply them to the building, check whether 
they fit or not); but the Davydov-Gorbov’s program 
calls for them to determine the solution in their mind. 
Similarly, modeling (by segments) is introduced sim-
ply as a way to record the results of comparison [14]. 
In her textbook, E.I. Alexandrova suggests figuring 
out how to denote equality if a child or someone else 
does not yet know how to write these words, before 
having them consider the equal sign and guessing 
how the one who invented such an icon reasoned and 
why it is exactly like that [2].

After introducing the concept of a number, it also 
unfolds into an integrated system of tasks, which 
solution is based on using the number line. The dif-
ference is that the topic “Addition and subtraction 
of quantities” and the topic “Whole and parts” are 
considered here after the introduction of the concept 
of numbers, and primarily on the material of numbers 
and the number line, rather than on the quantities 
themselves. At some point the numbers on the num-
ber line begin to be indicated by letters.

In general, the program of V.V. Davydov and 
V.F. Gorbov, et al. gives a full-fledged scientific con-
cept of a number that allows you to act intelligently 
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with it. Adequate work with the signs of objects and 
the allocation of quantities unfolds from a conceptual 
point of view, although the actions by which these 
signs are allocated raise questions. The introduction 
of concepts often occurs in logical actions, which 
makes naming and differentiating features from each 
other and from subjects the main goal of children’s 
educational work. This raises the question of the chil-
dren’s motivation and assumes separate and special 
work by the teacher to create specific motivation.

“Learning to learn program” (L.G. Peterson). 
L.G. Peterson notes that her course was created in 
full compliance with the requirements of the system-
activity approach [24, p. 4]. She relies on the ideas 
of N.Ya. Vilenkin about the continuous development 
of the main lines of the school mathematics course 
(numerical, algebraic, etc.). She emphasizes that each 
of these lines is developed on the basis of those real 
conditions that led to their emergence in culture 
[ibid., p. 11]. Thus, if we talk about the number line, 
then it is built on the basis of both counting objects 
(elements of the set) and measuring quantities; it is 
believed that these two lines “bring students from 
different sides to the concept of number” (p. 12).

The first-grade textbook begins with tasks for 
comparing sets of objects that have a common prop-
erty (such as shape, color); equal and non-equal signs 
are introduced, and comparisons are made by making 
pairs, joining into one whole (addition), and remov-
ing part of the set (subtraction). However, most often 
such aggregates are aggregates of individual items. 
Already in the ninth lesson, letter designations for 
aggregates are introduced. When introducing addi-
tion and subtraction operations, it is not emphasized 
that, in principle, it is possible to add/subtract not 
only those quantities that are separate. Therefore, 
this kind of introduction can give the child the er-
roneous idea that everything can be added/subtract-
ed with everything. Although the author notes that 
the number is also introduced as a result of measur-
ing quantities, the task of comparing and measuring 
quantities is not presented until lesson 76, after the 
introduction of numbers in lessons one to nine, the 
numerical line and operations on it. So, the children 
will be able to form only a specific idea of the number, 
which does not allow them to act rationally.

Actions for the introduction of concepts are or-
ganized through a system of “activity-based teach-
ing,” the essence of which is that students do not 
receive knowledge in a prepared form, but extract it 
themselves in the process of their own educational 

activities [24, p. 5—7]. In this program, the actions 
by which concepts are introduced most often coin-
cide with the actions for their application [22, p. 58]. 
Guidelines for such actions are found through the 
implementation of “old” actions by students using 
new material. The guidelines for the new methods 
are either not set at all, or are presented in the form 
of step-by-step support for the execution of actions, 
or they are given priory-made, but with the prelimi-
nary organization of their independent search when 
trying to perform an action [22, p. 59]. Usually, the 
search actions are to be performed by the students in 
their minds.

As for the training actions, there is little support 
for the actions of transferring to the mental plane. 
Working out a problem begins with speech, not with 
material, materialized forms of performing an action, 
which are used only to depict the result. There are 
no logical variations of the material in the tasks pro-
posed for practicing the action. Situations for assimi-
lating the orientation for various conditions of action 
are replaced by the performance of a huge number of 
tasks for which these guidelines are not needed [22, 
p. 63]. This reduces the likelihood of a full-fledged 
transition of the action into a mental level.

Thus, despite the declared reliance on the CHAT 
principles, L.G. Peterson’s real program uses only its 
elements. This may be due to a different understand-
ing of the essence of CHAT.

The program “System of developing instruction 
of L.V. Zankov” (I.I. Arginskaya et al.) is also of in-
terest. We will not dwell on it in detail, since this 
analysis has been carried out by V.V. Pavlova [22]. 
We will only note that despite statements about the 
importance of organizing children’s activities and the 
presence of two approaches to the introduction of the 
concept of number at the same time (set-theoretic 
and through the measurement of quantities) [3; 25], 
the concept of a number proposed in the first grade 
does not call for reasonable action to solve problems. 
The actions by which the concepts are introduced 
are not psychologically adequate to their content 
and basically represent actions for which students do 
not have ready-made ways to perform them, and thus 
need to be “discovered” [22].

Conclusion

Our analysis of the programs shows that in each 
of them, there are indeed attempts to rely on the 
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basic CHAT principles in the different ways the 
authors understand their content. The most fre-
quently used provisions of CHAT are organizing 
the actions of the children themselves, setting edu-
cational tasks, presenting guideposts in a material/
materialized form (including in the form of models), 
supporting the speech form of actions, etc. How-
ever, at the same time, it seems that the authors of 
the programs do not always understand what is-
sues these provisions of CHAT were introduced 
to resolve: namely, that the content of instruction 
and the sequence of studying topics should ensure 

the rationality of action; eliminate formalism from 
mathematical concepts; that materialization and 
modeling are necessary to fix generalized methods 
for the purpose of further work with these models as 
means of solving problems, that the speech form is 
mandatory for the formation of consciousness of ac-
tion, etc. The most consistently specified principles 
are implemented in only one program, that of E.I. 
Alexandrova (“Elkonin-Davydov System”). This 
means that the task of devising a more reflexive and 
less formal use of CHAT to create educational pro-
grams is still relevant.

Литература

1.	 Айдарова Л.И. Психологические проблемы обучения 
младших школьников русскому языку. М.: Педагогика, 
1978. 144 с.

2.	 Айдарова Л.И. Формирование некоторых понятий 
грамматики по третьему типу ориентировки в слове  / 
Зависимость обучения от типа ориентировочной 
деятельности // Под ред. П.Я. Гальперина, Н.Ф. Талызиной. 
М.: Изд-во Московского университета, 1966. C. 42—80.

3.	 Александрова Э.И. Математика / Сборник 
примерных программ для начальной общеобразовательной 
школы // Под ред. А.Б. Воронцова. М.: Вита-пресс, 2011. 
C. 290—328.

4.	 Александрова Э.И. Математика. 1 класс. Учебник. 
Книга 1. М.: БИНОМ. Лаборатория знаний, 2019. 160 c.

5.	 Аргинская И.И., Кормишина С.Н. Математика. 
1—4 классы. М.: Развивающее обучение, 2016. 58 c.

6.	 Асмолов А.Г., Бурменская Г.В., Володарская,  И.А., 
Салмина, Н.Г., Молчанов С.В. Как проектировать 
универсальные учебные действия в начальной школе // 
Под ред. А.Г. Асмолова. М.: Просвещение, 2008. 151 c.

7.	 Бантова М.А., Бельтюкова Г.В., Волкова С.И. и др. 
Математика. Методические рекомендации. 1 класс. М: 
Просвещение, 2017. 112 c.

8.	 Башмаков М.И., Нефедова М.Г. Математика. 1 класс: 
учебник. В 2 ч. М: Астрель, 2019. 125 c.

9.	 Башмаков М.И., Нефедова М.Г. Обучение в 
1  классе по учебнику «Математика» М.И. Башмакова, 
М.Г. Нефедовой. М.: Астрель, 2013. 318 с.

10.	Белошистая А. В. Методика обучения математике в 
начальной школе. Курс лекций. М.: ВЛАДОС, 2007. 455 c.

11.	Выготский Л. С. Мышление и речь: психологические 
исследования. М.;Л.: Соцэкгиз, 1934. 324 с.

12.	Выготский Л.С. Психология развития ребенка. М.: 
ЭКСМО, 2004.

13.	Высоцкая Е.В., Рехтман И.В. Два подхода к 
построению учебного предмета по третьему типу 
ориентировки и выбор «основных единиц» (на материале 
химии) // Культурно-историческая психология. 2012. № 4. 
C. 42—54.

14.	Гальперин П.Я., Георгиев Л.С. К вопросу о 
формировании начальных математических понятий. 
Сообщение I. Психологический анализ современной 
методики обучения начальным математическим 
понятиям  // Доклады академии педагогических наук 
РСФСР. 1960. № 1. C. 31—36.

15.	Гальперин П.Я., Талызина Н.Ф. Формирование 
начальных геометрических понятий на основе 

References

1.	 Aidarova L.I. Psikhologicheskie problemy obucheniya 
mladshikh shkol’nikov russkomu yazyku [Psychological 
problems of teaching Russian language to primary 
schoolchildren]. Moscow: Pedagogika, 1978. 144 p. (In Russ.).

2.	 Aidarova L.I. Formirovanie nekotorykh ponyatii 
grammatiki po tret’emu tipu orientirovki v slova [Formation 
of some grammar concepts according to the third type of 
word orientation]. In Gal’perin P.Ya., Talyzina N.F. (eds.), 
Zavisimost’ obucheniya ot tipa orientirovochnoi deyatel’nosti 
[The dependence of learning on the type of orienting activity]. 
Moscow: MGU Publ., 1966, pp. 42—80. (In Russ.).

3.	 Aleksandrova E.I. Matematika [Mathematics]. In 
Vorontsov A.B. (ed.), Sbornik primernykh programm dlya 
nachal’noi obshcheobrazovatel’noi shkoly [A collection of 
sample programs for an elementary comprehensive school]. 
Moscow: Vita-press, 2011, pp. 290—328. (In Russ.).

4.	 Aleksandrova E.I. Matematika. 1 klass. Uchebnik 
[Mathematics. First Grade. Textbook]. Part 1. Moscow: 
BINOM. Laboratoriya znanii, 2019. 160 p. (In Russ.).

5.	 Arginskaya, I.I., Kormishina S.N. Matematika. 
1—4  klassy [Mathematics 1-4 grades]. Moscow: 
Razvivayushchee obuchenie, 2016. 58 p. (In Russ.).

6.	 Asmolov, A.G., Burmenskaya, G.V., Volodarskaya, I.A., 
Salmina, N.G., Molchanov S.V. Kak proektirovat’ universal’nye 
uchebnye deistviya v nachal’noi shkole [How to Design 
Universal Learning Activities in Primary School]. Moscow: 
Publ. Prosveshchenie, 2008. 151 p. (In Russ.).

7.	 Bantova, M.A., Bel’tyukova, G.V., Volkova S.I. et al. 
Matematika. Metodicheskie rekomendatsii. 1 klass [Maths. 
Guidelines. 1 class.]. Moscow: Prosveshchenie, 2017. 112 p. 
(In Russ.).

8.	 Bashmakov, M.I., Nefedova M.G. Matematika. 1 klass: 
uchebnik [Mathematics. Grade 1: textbook]. Moscow: Astrel’, 
2019. 125 p. (In Russ.).

9.	 Bashmakov M.I., Nefedova M.G. Obuchenie v 1 klasse 
po uchebniku “Matematika” M.I. Bashmakova, M.G. Nefedovoi 
[Teaching in 1st grade according to the textbook “Mathematics” 
by M.I. Bashmakova, M.G. Nefedova]. Moscow: Astrel’, 2013. 
318 p. (In Russ.).

10.	Beloshistaya A.V. Metodika obucheniya matematike 
v nachal’noi shkole. Kurs lektsii [Methods of teaching 
mathematics in primary school. Lecture course]. Moscow: 
VLADOS, 2007. 455 p. (In Russ.).

11.	Vygotskii L.S. Myshlenie i rech’: psikhologicheskie 
issledovaniya [Thinking and Speaking: Psychological 
Research]. Moscow-Leningrad: Sotsekgiz, 1934. 324 p. (In 
Russ.).



76

12.	Vygotskii L.S. Psikhologiya razvitiya rebenka [Child 
development psychology]. Moscow: EKSMO, 2004, pp. 327—
348. (In Russ.).

13.	Vysotskaya, E.V., Rekhtman I.V. Dva podkhoda k 
postroeniyu uchebnogo predmeta po tret’emu tipu orientirovki 
i vybor «osnovnykh edinits» (na materiale khimii) [Two 
approaches to the construction of a subject according to the 
third type of orientation and the choice of “basic units” (based 
on chemistry)]. Kul’turno-istoricheskaya psikhologiya = 
Cultural-Historical psychology, 2012, no. 4, pp. 42—54. (In 
Russ.).

14.	Gal’perin, P.Ya., Georgiev L.S. K voprosu o 
formirovanii nachal’nykh matematicheskikh ponyatii. 
Soobshchenie I. Psikhologicheskii analiz sovremennoi 
metodiki obucheniya nachal’nym matematicheskim 
ponyatiyam [On the question of the formation of initial 
mathematical concepts. Post I. Psychological analysis of 
modern teaching methods of initial mathematical concepts]. 
Doklady akademii pedagogicheskikh nauk RSFSR [Reports 
of the Academy of Pedagogical Sciences of the RSFSR], 1960, 
no. 1, pp. 31—36. (In Russ.).

15.	Gal’perin, P.Ya., Talyzina N.F. Formirovanie 
nachal’nykh geometricheskikh ponyatii na osnove 
organizovannogo deistviya uchashchikhsya [Formation of 
initial geometric concepts based on the organized action of 
students]. Voprosy psikhologii [Issues of psychology], 1957, 
no. 1, pp. 28—44. (In Russ.).

16.	Gal’perin P.Ya. Razumnost’ deistvii i predmet nauki 
[Reasonableness’ of actions and the subject of science]. 
Moscow: Publ. Institut prakticheskoi psikhologii, Voronezh: 
NPO Modek, 1998, pp. 318—332. (In Russ.).

17.	Gal’perin P.Ya. Lektsii po psikhologii [Lectures in 
psychology]. Moscow: Knizhnyi dom «Universitet»: Vysshaya 
shkola, 2002. 400 p. (In Russ.).

18.	Gorbov, S.F., Mikulina, G.G., Savel’eva O.V. Obuchenie 
matematike. 1 klass [Teaching mathematics. 1 class]. Moscow: 
VITA-PRESS, 2008. 128 p. (In Russ.).

19.	Davydov, V.V., Gorbov, S.F., Mikulina, G.G., 
Savel’eva O.V. Matematika [Mathematics]. In Vorontsov A.B. 
(ed.), Sbornik primernykh programm dlya nachal’noi 
obshcheobrazovatel’noi shkoly [A collection of sample 
programs for an elementary comprehensive school]. Moscow: 
VITA-PRESS, 2011, pp. 278—289. (In Russ.).

20.	Davydov V.V. Ob obrazovanii nachal’nogo ponyatiya 
chisla u rebenka [On the formation of the initial concept of a 
number in a child]. Doklady akademii pedagogicheskikh nauk 
RSFSR [Reports of the Academy of Pedagogical Sciences of 
the RSFSR], 1957, no. 2, pp. 51—54. (In Russ.).

21.	Davydov V.V. Vidy obobshcheniya v obuchenii [Types 
of generalization in teaching]. Moscow: INTOR, 2000. (In 
Russ.).

22.	Dorofeev, G.V., Mirakova T.N. Matematika. 
Metodicheskie rekomendatsii. 1 klass [Maths. Guidelines. 
1 class]. Moscow: Prosveshchenie, 2020. 145 p. (In Russ.).

23.	Zinchenko P.I. Neproizvol’noe zapominanie 
[Involuntary memorization]. Moscow: Publ. Akademii 
pedagogicheskikh nauku RSFSR, 1961. 564 p. (In Russ.).

24.	Leont’ev A.N. Ovladenie uchashchimisya nauchnymi 
ponyatiyami kak problema pedagogicheskoi psikhologii 
[Mastering by students of scientific concepts as a problem of 
educational psychology]. In Leont’ev, D.A., Leont’ev  A.A. 
(eds.), Psikhologicheskie osnovy razvitiya rebenka i 
obucheniya [Psychological foundations of child development 
and learning]. Moscow: Smysl, 2003, pp. 316—352. (In Russ.).

25.	Moro, M.I., Volkova, S.I., Stepanova S.V. Matematika. 
1 klass. Uchebnik dlya obshcheobrazovatel’nykh organizatsii. 
Chast’ 1 [Maths. Grade 1. Textbook for educational 

организованного действия учащихся // Вопросы 
психологии. 1957. № 1. С. 23—44.

16.	Гальперин П.Я. Разумность действий и предмет 
науки. М.: Институт практической психологии; Воронеж: 
НПО «Модек», 1998. C. 318—332.

17.	Гальперин П.Я. Лекции по психологии. М.: Книжный 
дом «Университет»: Высшая школа, 2002. 400 c.

18.	Горбов С.Ф., Микулина Г.Г., Савельева О.В. Обучение 
математике. 1 класс. М.: ВИТА-ПРЕСС, 2008. 128 с.

19.	Давыдов В.В., Горбов С.Ф., Микулина Г.Г., 
Савельева  О.В. Математика // Сборник примерных 
программ для начальной общеобразовательной школы / Под 
ред. А.Б. Воронцова. М.: ВИТА-ПРЕСС, 2011. C. 278—289.

20.	Давыдов В.В. Об образовании начального понятия 
числа у ребенка // Доклады академии педагогических наук 
РСФСР. 1957. № 2. C. 51—54.

21.	Давыдов В.В. Виды обобщения в обучении. М.: Пед. 
о-во России, 2000. 478 с.

22.	Дорофеев Г.В., Миракова Т.Н. Математика. 
Методические рекомендации. 1 класс. М.: Просвещение, 
2014. 128 с.

23.	Зинченко П.И. Непроизвольное запоминание. М.: 
Изд-во Академии педагогических науку РСФСР, 1961. 
562.с.

24.	Леонтьев А.Н. Овладение учащимися научными 
понятиями как проблема педагогической психологии / 
Психологические основы развития ребенка и обучения // 
Под ред. Д.А. Леонтьева, А.А.Леонтьева. М.: Смысл, 2003. 
C. 316—352.

25.	Моро М.И., Волкова С.И., Степанова С.В. 
Математика. 1 класс. Учебник для общеобразовательных 
организаций: в 2 ч. Часть 1. М.: Просвещение, 2020.

26.	Моро М.И., Волкова С.И., Степанова С.В. 
Математика. 1 класс. Учебник для общеобразовательных 
организаций: в 2 ч. Часть 2. М.: Просвещение, 2020. 112 c.

27.	Никола Г., Талызина Н.Ф. Формирование общих 
приемов решения арифметических задач / Управление 
познавательной деятельностью учащихся // Под 
ред. П.Я.  Гальперина, Н.Ф. Талызиной. М.: Изд-тво 
Московского университета, 1972. C. 209—261.

28.	Павлова В.В. Сравнительный анализ инновационных 
технологий обучения с позиций деятельностного подхода: 
дисс. канд. психол. наук. М.: МГУ, 2008.

29.	Пантина Н.С. Формирование двигательного навыка 
письма в зависимости от типа ориентировки в задании // 
Вопросы психологии. 1957. № 4. C. 117—132.

30.	Петерсон Л.Г. Математика. 1 класс: метод. 
рекомендации. М.: Ювента, 2014. 265 c.

31.	Петерсон Л.Г. Математика. 1—4 классы (система 
«Учусь учиться» Л.Г. Петерсон). М.: БИНОМ. Лаборатория 
знаний, 2019. 224 c.

32.	Полякова Н.Я. Дидактико-методические требования 
к учебнику развивающего типа. М.; Самара. 2001. C. 91—
103.

33.	Салмина Н.Г., Сохина В.П. Опыт 
программированного обучения арифметике. Сообщение 1. 
О принципах построения экспериментальной программы 
начального курса арифметики // Новые исследования. 
1966. № VIII.

34.	Салмина Н.Г., Сохина В.П. О содержании 
экспериментальной программы начального курса 
арифметики. Сообщение II. Формирование представлений 
о мере, образовании множеств и сравнении // Новые 
исследования. 1969. № XIII. C. 13—17.

35.	Сиднева А.Н. Проблема учения в педагогической 
психологии: диалектика естественного и нормативного // 
Вопросы психологии. 2016. № 1. C. 79—85.

Сиднева А.Н. Сопоставительный анализ...
Sidneva A.N. Comparative Analysis...



КУЛЬТУРНО-ИСТОРИЧЕСКАЯ ПСИХОЛОГИЯ 2022. Т. 18. № 1
CULTURAL-HISTORICAL PSYCHOLOGY. 2022. Vol. 18, no. 1

77

organizations. Part 1]. Moscow: Prosveshchenie, 2020. 128 p. 
(In Russ.).

26.	Moro, M.I., Volkova, S.I., Stepanova S.V. Matematika. 
1 klass. Uchebnik dlya obshcheobrazovatel’nykh organizatsii. 
Chast’ 2 [Maths. Grade 1. Textbook for educational 
organizations. Part 2]. Moscow: Prosveshchenie, 2020. 112 p. 
(In Russ.).

27.	Nikola, G., Talyzina N.F. Formirovanie obshchikh 
priemov resheniya arifmeticheskikh zadach [Formation 
of general techniques for solving arithmetic problems]. 
In Gal’perin P.Yu., Talyzina N.F. (eds.), Upravlenie 
poznavatel’noi deyatel’nost’yu uchashchikhsya [Management 
of cognitive activity of students]. Moscow: MGU Publ., 1972, 
pp. 209—261. (In Russ.).

28.	Pavlova V.V. Sravnitel’nyi analiz innovatsionnykh 
tekhnologii obucheniya s pozitsii deyatel’nostnogo podkhoda. 
Diss. kand. psikhol. nauk [Comparative analysis of innovative 
teaching technologies from the position of the activity 
approach. Dr. Sci. (Psychology) diss.]. Moscow: MGU, 2008. 
(In Russ.).

29.	Pantina N.S. Formirovanie dvigatel’nogo navyka 
pis’ma v zavisimosti ot tipa orientirovki v zadanii [Formation 
of motor writing skills depending on the type of orientation 
in the task]. Voprosy psikhologii [Issues of psychology], 1957, 
no. 4, pp. 117—132. (In Russ.).

30.	Peterson L.G. Matematika. 1 klass. Metodicheskie 
rekomendatsii [Maths. 1 class. Guidelines]. Moscow: Yuventa, 
2014. 265 p. (In Russ.).

31.	Peterson L.G. Matematika. 1—4 klassy (sistema 
«Uchus’ uchit’sya» L.G.Peterson) [Maths. Grades 1—4 
(system “Learning to learn” L.G. Peterson)]. Moscow: 
BINOM. Laboratoriya znanii, 2019. 224 p. (In Russ.).

32.	Polyakova N.Ya. Didaktiko—metodicheskie 
trebovaniya k uchebniku razvivayushchego tipa [Didactic and 
methodological requirements for a developmental textbook.]. 
Moscow: Samara, 2001, pp. 91—103. (In Russ.).

33.	Salmina, N.G., Sokhina V.P. Opyt 
programmirovannogo obucheniya arifmetike. Soobshchenie 
1. O printsipakh postroeniya eksperimental’noi programmy 
nachal’nogo kursa arifmetiki [Experience in programmed 
teaching arithmetic. Message 1. On the principles of 
constructing an experimental program for an initial course 
in arithmetic]. Novye issledovaniya [New research], 1966, 
no. VIII, pp. 7—11. (In Russ.).

34.	Salmina, N.G., Sokhina V.P. O soderzhanii 
eksperimental’noi programmy nachal’nogo kursa arifmetiki. 
Soobshchenie II. Formirovanie predstavlenii o mere, 
obrazovanii mnozhestv i sravnenii [On the content of the 
experimental program of the elementary course in arithmetic. 
Message II. Formation of ideas about measure, formation of 
sets and comparison]. Novye issledovaniya [New research], 
1969, no. XIII, pp. 13—17. (In Russ.).

35.	Sidneva A.N. Problema ucheniya v pedagogicheskoi 
psikhologii: dialektika estestvennogo i normativnogo [The 
problem of teaching in educational psychology: dialectics 
of natural and normative.]. Voprosy psikhologii [Issues of 
psychology], 2016, no. 1, pp. 79—85. (In Russ.).

36.	Trofimenko Yu.V., Tikhonenko A.V., Rusinova M.M., 
Nalesnaya S. Teoreticheskie i metodicheskie osnovy 
izucheniya matematiki v nachal’noi shkole [Theoretical and 
methodological foundations of the study of mathematics in 
primary school]. Rostov-na-Donu: Feniks, 2008. 349 p.

37.	Federal’nyi gosudarstvennyi obrazovatel’nyi 
standart nachalnogo obshchego obrazovaniya [Federal state 
educational standard of primary general education]. Moscow: 
Ministerstvo prosveshchenie RF. URL: https://fgos.ru/ 
(Acessed 28.10.2020). (In Russ.).

36.	Трофименко Ю.В., Тихоненко А.В., Русинова М.М., 
Налесная С. Теоретические и методические основы 
изучения математики в начальной школе. Ростов н/Д: 
Феникс, 2008. 349 c.

37.	Федеральный государственный образовательный 
стандарт основного общего образования [Электронный 
ресурс] // Федеральные государственные образовательные 
стандарты. М.: Министерство просвещение РФ. URL: 
https://fgos.ru/ (дата обращения: 15.11.2021).

38.	Sidneva A.N., Vysotskaya E.V., Korotaeva I.V., 
Mozharovsky I.L., Shinelis V.A. How Do Primary Schoolchildren 
Use Concept Definitions in Recognition Tasks? Orientation 
Towards Given Knowledge in Two Different Educational 
Systems // Psychology in Russia: State of the Art. 2020. Vol. 2. 
C. 29—46. DOI:10.11621/pir.2020.0203



78

Information about the authors
Anastasia N. Sidneva, PhD in Psychology, senior scientific researcher, Department of Educational Psychology and Pedagogics, 
Faculty of Psychology, Lomonosov Moscow State University, Moscow, Russia, ORCID: https://orcid.org/ 0000-0002-9815-
9049, e-mail: asidneva@yandex.ru

Информация об авторах
Сиднева Анастасия Николаевна, кандидат психологических наук, старший научный сотрудник кафедры психологии об-
разования и педагогики факультета психологии, Московский государственный университет имени М.В. Ломоносова 
(ФГБОУ ВО «МГУ имени М.В. Ломоносова»), г. Москва, Российская Федерация, ORCID: https://orcid.org/ 0000-0002-
9815-9049, e-mail: asidneva@yandex.ru

Получена 28.10.2020 Received 28.10.2020

Принята в печать 01.03.2022 Accepted 01.03.2022

Сиднева А.Н. Сопоставительный анализ...
Sidneva A.N. Comparative Analysis...

38.	Sidneva A.N., Vysotskaya E.V., Korotaeva I.V., 
Mozharovsky I.L., Shinelis V.A. How Do Primary 
Schoolchildren Use Concept Definitions in Recognition 
Tasks? Orientation Towards Given Knowledge in Two 
Different Educational Systems. Psychology in Russia: State of 
the Art, 2020. Vol. 2, pp. 29—46. DOI:10.11621/pir.2020.0203



79

CC BY-NC

Культурно-историческая психология
2022. Т. 18. № 1. С. 79—89
DOI: https://doi.org/10.17759/chp.2022180108
ISSN: 1816-5435 (печатный)
ISSN: 2224-8935 (online)

Cultural-Historical Psychology 
2022. Vol. 18, no. 1, pp. 79—89

DOI: https://doi.org/10.17759/chp.2022180108
ISSN: 1816-5435 (print)

ISSN: 2224-8935 (online)

Self-defining Memories in the System of Self-Memory 
Interfunctional Relationships

Veronika V. Nurkova
Lomonosov Moscow State University, Moscow, Russia 

ORCID: https://orcid.org/0000-0002-3117-3081, e-mail: Nourkova@mail.ru
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ing the construct of self-defining autobiographical memories (SDMs), which are in high demand among 
cognitive psychologists of personality. On the one hand, SDMs reflect one’s core motivation, personal 
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various measures of personality. The Self-Memory System model (SMS), which connects autobiographi-
cal memory and the self, is discussed as a pertinent framework for interpreting SDM’s unique properties. 
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Целью данной статьи является расширение номенклатуры психологических явлений, анализи-
руемых в контексте методологии культурно-исторического подхода, за счет ассимиляции крайне 
востребованного в зарубежной когнитивной психологии личности конструкта самоопределяющих 
воспоминаний (СОВ). СОВ представляют собой специфическую категорию автобиографических 
воспоминаний. С одной стороны, СОВ являются отражением ядерной мотивации личности, ее 
устойчивых черт и ведущих целей. С другой стороны, СОВ выступают средствами формирования 
идентичности и преемственности личной истории. В обзоре литературы доказательства, подтверж-
дающие значимость конструкта СОВ, критически рассматриваются через призму индивидуальных 
различий, корреляций с другими психологическими переменными, клинических случаев и экспе-
риментальных данных о причинно-следственных зависимостях между изменением СОВ и различ-
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The Problem of Mutual Mediation 
of the Higher Mental Functions

Vygotsky defined the notion of the “psychological 
system” as “the complex connections that develop be-
tween different functions in the process of development” 
[3, p. 110]. This notion constitutes the theoretical core 
of cultural-historical psychology. The holistic psycho-
logical system is continually updated by acquiring new, 
higher mental functions (HMFs). The newly-acquired 
HMF integrates into the existing system by building 
inter-functional relationships, which together cope with 
new tasks, overcoming the initial call to a cultural prac-
tice that stood at the beginning of learning.

The idea that one psychological function, when in-
volved in a “system of cooperating functions” [5, p. 16], 
can serve as a means of implementing the other was 
embodied by Vygotsky in the example of the intellec-
tualization of memory in ontogeny. He wrote, “What is 
absorbed directly by memory in direct remembering is 
absorbed in mediated remembering with the aid of sev-
eral mental operations that may have nothing in com-
mon with memory itself. What we find here, then, might 
be viewed as a substitution of certain mental functions 
for others.” [4, pp. 392, 394]. Yet another even more radi-
cal case refers to the integration of thinking and speech, 
with the result that “at a certain point, the two lines 
cross: thinking becomes verbal and speech intellectual.” 
[4, p. 105].

Vygotsky formulated the possibility of psychologi-
cal systems employing the products of HMFs as an 
ideal means of regulating other HMFs. One case of the 
above-described inter-functional relationships is the 
“Kaffir dream” [3, p.117], where the dreamer actively 
uses his dream to solve a daily problem that has been 
postponed until the dream provides the correct an-

swer. Vygotsky assigned great importance to this line 
of research. He emphasized it both publicly — “systems 
and their fate — it seems to me that for us the alpha 
and omega of our next work must reside in these four 
words” [3, p. 131], and in private notes — “the basis of 
concrete psychology — a relationship of the type: 'the 
dream of the Kaffir.'” [6, p. 59].

To date, specific forms of inter-functional coopera-
tion remain insufficiently explicated and, therefore, are 
under-investigated. Further research is needed to iden-
tify psychological systems allowing the self-regulation 
of one’s own mental activity and behavior (“auto-stim-
ulation” in Vygotsky’s terms), which operate as the 
interaction of high-level personal-cognitive functions. 
The present study is based on the research program pro-
posed earlier in the framework of the cultural-historical 
psychology of autobiographical memory [10]. Below, I 
transpose the idea of mediating inter-functional connec-
tions to a new class of HMF. The purpose of this study 
is to analyze self-defining autobiographical memories 
(SDM) as an ideal means of structuring and regulating 
personality.

The Construct of “Self-defining” 
Autobiographical Memories in Contemporary 

Cognitive Psychology of Personality

Although Singer introduced the term “self-defin-
ing autobiographical memories” (SDM) [51], the idea 
of a specific projective category of personal memories 
can be traced back to the framework of Adler’s theory 
[1]. Like subsequent representatives of the psychoana-
lytic approach [40], Adler considered early childhood 
memories to be the most informative for understand-
ing adult personality. According to this view, the poor 

ными аспектами функционирования личности. Модель самореференционной мнемической системы, 
связывающая автобиографическую память и личность, обсуждается в качестве наиболее адекватной 
теоретической рамки для интерпретации уникальных характеристик СОВ. В заключение статьи обо-
сновывается, что для развития культурно-исторического подхода продуктивен анализ СОВ как иде-
ального средства выстраивания межфункциональных связей внутри подсистем личности, а также 
между личностью и когнитивными процессами.

Ключевые слова: самоопределяющие воспоминания, автобиографическая память, самореферен-
ционная мнемическая система, личность, межфункциональные связи, психологическая система.

Финансирование. Исследование выполнено при финансовой поддержке Российского фонда фундаментальных 
исследований (РФФИ) в рамках научного проекта № 20-113-50655.

Для цитаты: Нуркова В.В. Самоопределяющие автобиографические воспоминания в системе личностно-мнеми-
ческих межфункциональных связей // Культурно-историческая психология. 2022. Том 18. № 1. C. 79—89. DOI: 
https://doi.org/10.17759/chp.2022180108

Нуркова В.В. Самоопределяющие автобиографические воспоминания...
Nurkova V.V. Self-defining Memories...



КУЛЬТУРНО-ИСТОРИЧЕСКАЯ ПСИХОЛОГИЯ 2022. Т. 18. № 1
CULTURAL-HISTORICAL PSYCHOLOGY. 2022. Vol. 18, no. 1

81

memory traces of distant experiences, combined with 
their minimum verifiability, make these memories opti-
mal materials for the projection of lifestyle and endur-
ing concerns.

However, in contrast to the psychoanalytic tradition, 
Singer objected to limiting SDM to childhood memories 
and emphasized the active role of consciousness in SDM 
formation and retrieval [49]. Accordingly, the standard 
procedure of SDM assessment implies a direct request 
to describe a memory that expresses the core of one’s 
personality [46]. Typically participants are instructed to 
select those memories: (1) whose temporal distance from 
the present is at least 12 months (to be sure that they 
are integrated into autobiographical memory); (2) that 
evoke strong feelings, either positive or negative (to in-
dicate the relevance to actual motivation); (3) that can 
be vividly represented (to experience subjective confi-
dence); (4) that have been thought about many times (to 
indicate the inclusion in the psychological repertoire); 
and (5) that connect to other events on similar themes 
(to access the top position in the “semantic bunch” of 
autobiographical memories, see for details 9).

The authors use a set of slightly different procedures 
in search of memories manifesting the “true self,” keep-
ing the similar presumption of subjective control over se-
lecting adequate mnemonic content. For instance, Hess 
[27] asked participants to imagine a mental photo album 
holding the few most important shots. Correspondingly, 
McDarby and colleagues [36] asked for memories that 
were considered representative after their own deaths.

SDMs are endowed with outstanding psychological 
phenomena. Researchers dealing with SDMs consider 
them as a unit of personality, combining personal traits 
and goals that intervein with each other through seman-
tic links. These units can provide sufficient material for 
understanding personality.

In light of Silvan Tomkins’ script theory [54], SDMs 
are scripts generalized from a series of similar life experi-
ences, where affective amplification between basic emo-
tions and the target objects is always a feature. The list of 
possible target objects and the exact emotions associated 
with them were not predefined and were revealed induc-
tively for each case.

Following Tomkins’s theory, Demorest [21] identi-
fied a taxonomy of emotion-eliciting SDM plots. She 
performed a hierarchical cluster analysis of SDMs asso-
ciated with love, joy, sadness, anger, and fear, resulting 
in 12 categories of events. The major ones derived from 
the cluster analysis included affiliation, accomplishment, 
fun, physical challenge, the unknown, trauma, harm to 
the loved ones, separation from the loved ones, roman-
tic break-up, failed expectations, let down by others, and 

cruelty. Although each category may be linked to any 
emotion, emotion-eliciting events could be grouped by 
frequent associations being stable at the one-month re-
test [22]. Thorne and McLean [53] reduced the variety 
of SDM themes into the categories of 1) relationship, 
2)  achievement/mastery, 3) recreation/exploration, 
4)  life-threatening events, and 5) guilt/shame. This 
minimal classification is now the most popular in coding 
SDM content, although in my opinion, it leads to miss-
ing important nuances of personal meaning.

Among the other discussed characteristics of SDM 
are the degree of specificity, emotional valence indicat-
ing progress in goal achievement, and meaning-making 
(autobiographical reasoning), which explicitly reveals 
the connection between the retrieved episode and one’s 
personality [48; 26].

Pasupathi et al. [45] empirically found four possible 
self-event relations in SDM narratives: 1) explaining or 
illustrating the vital traits of personality by SDM expe-
rience (explain); 2) framing of personality through self-
contradictory narrative, when narrated SDM at first 
evokes trivial implication and then dismissed this im-
plication (dismissal); 3) expressing how experiences had 
changed one’s sense of self (cause); and 4) revealing a 
previously possessed, but unrecognized, quality (reveal). 
While both “explain” and “dismiss” relations support a 
stable diachronic sense of self, “cause” and “reveal” links 
express a change in the self.

McLean and Fournier [38], building on McAdams’ 
three-level model of personality [34], drew a distinction 
between three self-event connections in SDMs. Accord-
ing to McAdams’ theory, personality comprises three 
levels: traits, adaptations, and life stories, which togeth-
er constitute narrative identity. Similarly, the authors 
linked dispositional SDM connections to trait levels. 
They referred to value/outlook connections, focusing on 
morality, beliefs, and general attitudes toward the world, 
to the level of adaptation. Finally, personal growth con-
nections represent the entire life story.

McAdams [35] differentiated the two types of plots 
in SDM. The first, the redemption sequence in SDMs, 
is a narrative form with a disadvantaged situation at 
the outset, leading to a positive outcome. Second, the 
contamination sequence is a narrative form with an ad-
vantageous situation at the outset, leading to a negative 
outcome. Notably, more complicated plots, e.g. the “dou-
ble redemption” or the “double contamination,” are still 
overlooked in the studies on SDMs.

Lardi and colleagues [29] attempted to find corre-
spondence between the numerous parameters of SDMs 
mentioned above. Employing the k-means cluster anal-
ysis method, they revealed two contrasting profiles of 
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SDMs. Participants with the first profile generated 
general redemptive SDMs including meaning-making 
passages. Participants with the second profile described 
episodic-like SDMs involving fewer meaning-making 
passages and fewer themes of conflict. Appreciating their 
efforts, I would state that it is still much to learn how 
these profiles match personal, cognitive, and behavioral 
individual differences.

Another significant gap in SDM studies is the SDM-
motivation link. One may suppose that thematic and 
formal diversity in SDMs reflect a highly complex and 
heterarchical motivation structure. In contrast, a mo-
notonous repertoire of SDMs mirrors the poor hierarchi-
cal structure of motivation. As participants are typically 
asked to provide a fixed number of SDMs, no data are 
available to examine this hypothesis.

SDMs in Perspective of Differential 
and Development Psychology

The correlational approach indicated a list of signifi-
cant relationships between the most commonly coded 
SDM features (e.g., affect, structure, meaning, and con-
tent) and personality characteristics and behavioral 
variables. Relevant researchers have detected these rela-
tionships, in both general and specific populations.

Blagov et al. [14] linked SDM features to the five-
factor model domains and revealed the following cor-
relations: neuroticism positively correlates to negative 
affect and overgenerality in conjunction with the con-
tamination plot of SDM; extraversion positively linked 
to positive affect and meaning-making; conscientious-
ness positively links to high specificity; and agreeable-
ness positively links to positive affect. Yet another study 
demonstrated the link between openness to latitude and 
volume of associative links of SDMs [29]. Notably, the 
authors operationalized openness not only by the ques-
tionnaire but also by measuring behavioral responses to 
viewing emotionally disturbing videos.

The studies identified a specific combination of SDM 
characteristics predicting psychopathological outcomes, 
which I coined as “negative quadriad.” It combines low 
scores for specificity, positivity, meaning-making, and 
addressing personal achievements/mastery. The “nega-
tive quadriad” was detected in drug addicts [25], alcohol-
ics, and patients with an asocial personality disorder. It 
was shown that the “negative quadriad” conjoins with a 
tendency to retrieve SDMs from early childhood (which 
may refer to infantilism) [30]. Alcohol addicts comple-
ment the “negative quadriad” by exuberant emotions and 
focus on interpersonal relationships [20, 41]. This pattern 

seems to disclose the frustration of affiliation motivation 
and striving to compensate for event deficits during the 
alcohol abuse period through childhood memories [2; 12]. 
I would propose that narrative meaning-making operates 
as an independent component of the “negative quadriad.” 
Presumably, it reflects a way of approaching core personal 
concerns. In accordance with this hypothesis, decreased 
levels of specificity and positive affect were observed in 
participants with anorexia nervosa. Meanwhile, anorexic 
participants focused their meaning-making process and 
contamination plots on life-threatening events, illnesses, 
and sexual abuse [15].

There is substantial interest in age-relevant differ-
ences in SDMs. Although no studies have examined 
premature forms of SDMs, it is clear that SDMs origi-
nate from parent-child dialogue scaffolding causal rela-
tionships between experiences and personality [8; 24]. 
When involving a child in this kind of dialogue on a reg-
ular basis, parents establish a prerequisite for the auto-
biographical (i.e., individual-historical) aspect of adult 
consciousness [42].

In its extended form, SDM develops in adolescence, 
responding to the age-related task of identity achieve-
ment [39]. Teenage SDMs typically involve mixed emo-
tions related to the recent past, focusing on personal 
relationships, first-time experiences, and achievements. 
These qualities correspond to the leading tasks in ado-
lescence [56].

SDMs change their functions at different stages of 
human life. As people age, SDMs acquire the highest 
importance as a resource for resisting age-associated 
deficits in positive self-identity and narrowing the rep-
ertoire of social roles. SDMs have become an essential 
tool for the diachronic integration of the self. Accord-
ingly, the SDM content in the elderly turns to the dis-
tant past with an emphasis on the stability and conti-
nuity of personality throughout the life path, while the 
SDMs of the student population focus on the dynamics 
of personal changes [37; 50]. Notably, in contrast to the 
phenomenological reduction of ordinary memories in ag-
ing, SDMs maintain a pure and rich phenomenology of 
mental re-experiencing and time travel, even if they ad-
dress the very distant past [32].

Self-defining Memories in the M. Conway’ 
Self-Memory System Model

The Self-Memory System model [SMS, 18, 19], 
which conceptually links autobiographical memory 
and personality, proposes room for SDM phenomena. 
The SMS model implies the dynamic interaction of 
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two structures: the long-term self and the working self. 
While the working self deals with situational strivings, 
the long-term self scaffolds a consistent understanding 
of oneself across the entire lifespan, making possible co-
herence of personal plans in the long term. Because the 
interaction between these two may be either congruent 
or competitive, this model adopts the possibility of dia-
lectic tension.

According to the SMS model, the long-term self 
consists of an autobiographical knowledge base and a 
conceptual self, containing self-concept, self-esteem, 
and values. The autobiographical knowledge base (au-
tobiographical memory) has a hierarchical organization, 
with the top level of the life story as a whole. Then, the 
life story is split into life themes (stages, chapters) at a 
more concrete level. These life themes, in turn, are the 
top nodes for the lower level of general events, exempli-
fied by numerous life incidents. I should emphasize that 
these life incidents are phenotypically similar to episodic 
memories but, in fact, just mimic them (see details on the 
episodic memory system, that is, a temporal storage of 
experiences, 9). An episodic record is assigned to be cop-
ied into the autobiographical knowledge base only upon 
selection by both the working and conceptual selves. In 
contrast to fragile episodic memories that decay in the 
short term, copies of episodic records that integrate into 
the autobiographical knowledge base become immune to 
forgetting. However, SMS claims that the veracity of au-
tobiographical memories is an illusion. Motivation mod-
ifies the initial episodic traces at the re-encoding stage to 
the autobiographical knowledge base, and then at each 
retrieval stage. Moreover, the autobiographical knowl-
edge base is updated not only by episodic traces of ex-
periences, but also by imagination and future thoughts. 
Consequently, imagined events may acquire the status 
of reality [13].

SDMs participate in this model as a specific type 
of autobiographical memory that directly explicates 
the conceptual self into consciousness, while having all 
the features of ordinary incidental memories (life inci-
dents). Therefore, SDMs are subjectively authentic, not 
so much referring to a specific past event as serving as a 
metaphor for actual values and motives [47]. In support 
of this view, Charlesworth et al. [16] demonstrated the 
elongation of the list of self-descriptive adjectives and an 
increase in scores on self-concept clarity after perform-
ing the SDM task.

SDM may be seen as the basis (lowest point) of a 
vertical semantic axis penetrating all levels of the au-
tobiographical knowledge base. Thus, it represents the 
shortest retrieval path among a life story, life chapters, 
general events, and specific incidents. Consequently, 

reflecting on SDM evokes thinking in terms of higher-
semantic categories. At the same time, recollecting SDM 
makes other, chronologically-adjacent ordinary personal 
memories more accessible and, in this way, activates au-
tobiographical memory as a whole system.

In summary, the SMS model employs SDM as a 
means of communication between personality struc-
tures. Figure 1 presents the SMS model, including the 
SDM.

Self-defining Memories as a Means 
of Self-regulation, Self-cognition, 

and Self-construction

Looking through the lenses of the cultural-historical 
approach, it is important to stress that SDMs not only 
inform about the current state of personality, but also 
actively influence various psychological processes. This 
idea has been examined in three lines of research: 1) clin-
ical cases of recruiting SDM in psychotherapy, 2) corre-
lational data, and 3) experimental studies with SDM as 
the independent variable and personality changes as the 
dependent variable.

The first line of the research involves case studies. For 
instance, Singer and colleagues [47] described the case of 
client W., who entered psychotherapy because of signifi-
cant relational difficulties originating in his impulsive 
self-destructive behavior. At the outset of therapy, W 
produced overgeneral SDMs with no meaning making 
or autobiographical reasoning. These SDMs focused on 
negative experiences such as his parents’ divorce and his 
sister’s death from cancer. The progress in W. therapy 
consisting of learning to control impulsive actions was 
found to be associated with an increase in SDM specific-
ity and meaning-making.

In the logic of the second line of the research, Dunlop 
and Tracy [23] showed that autobiographical reasoning 
in the SDMs of members of Alcoholics Anonymous serves 
as a predictor of the duration of alcohol abstinence. Liao 
et al. [31] noticed a significant relationship between the 
proportion of positive SDMs (when instructed to recall 
three memories) with the tendency to give “upward” 
interpretations of events and evaluate them as highly 
functional. Correspondingly, the self-reported function-
ality of SDMs, together with active meaning-making in 
the process of narration, predicted a high level of self-
esteem at a one-year delay. In this regard, it can be con-
cluded that people who are generally satisfied with their 
life stories tend to use SDMs for introspection, building 
positive self-concepts. Thomsen et al. [52] showed that 
the anxiety (but not depressive symptoms), measured 
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10 years prior to the study, predicted negative emotional 
saturation and the number of “downwards” interpretive 
patterns in SDMs, which, in turn, predicted the depres-
sive symptoms at the time of assessment. The authors ar-
gue for a causal linkage between contaminative negative 
SDMs and the aggravation of depressive symptoms.

In contrast to the substantial body of clinical cases 
and correlational research, there are few experimental 
data on the causal relationship between SDMs and per-
sonality.

In one study [55], participants improved their mood 
after recalling SDMs, which illustrated the positive as-
pects of self-concepts. This mood-repair effect was ob-
served after viewing a sad video and did not depend on 
the type of instruction (focus on episodic details versus 
focus on rational reflection). However, only non-de-
pressed participants achieved this effect. The authors 
explained it in the light of the SMS model. According 
to their interpretation, in non-depressive participants, 
deliberate retrieval of SDM activated the relevant as-

Fig. 1. The conceptual Self-Memory System model
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pects of self-concept, which generated positive affective 
responses that overcame the external triggers of nega-
tive emotions. Depression objects to this mechanism 
in at least two ways. First, the depressive state blurred 
SDM’s phenomenology, provoking a third-person nar-
rative perspective. Therefore, the SDMs in participants 
with depression were less self-suggestive. Second, quite 
unexpectedly, the authors considered the null result pos-
itive. They built on previous studies that showed that 
pessimistic mood induction typically engages depressive 
participants in a circle of ruminations, triggering contin-
uous mood worsening. If so, no mood worsening in de-
pressive participants was taken as employment of SDMs 
for coping with negative mood induction.

A research group from Southampton University [17] 
reported a positive effect of the “imagery rescripting” 
applied to negative SDMs. They detected an increase in 
self-esteem and a decrease in anxiety one week after the 
procedure consisting of guided “re-experience” of nega-
tive SDM from the perspective of the present day and 
constructing a dialogue between the participant imagin-
ing herself inside the event and in the present.

Building on the theoretical assumption that trait 
anxiety results from an overabundant discrepancy 
between ideal and actual selves [33], we empirically 
tested the hypothesis that trait anxiety can be con-
trolled by enriching the repertoire of available posi-
tive SDMs relevant to the most frustrated self-esteem 
parameters [44].

In our study, high-anxious participants deliberately 
constructed positive SDMs while experiencing an al-
tered state of consciousness. It was induced by sensorim-
otor psychosynthesis, a type of Eriksonian non-directive 
hypnosis. The participants selected SDMs consisting 
of scenes that were most threatening for their positive 
self-esteem and then transformed these scenes in a self-
enhancing manner. In two control conditions, the par-
ticipants experienced an altered state of consciousness 
without reference to SDMs or discussed their concerns 
with the research assistant. The results revealed a de-
crease in trait anxiety (assessed by Taylor scale and an 
objective test of the assessment of time intervals) four 
months after the experimental intervention exclusively 
in the target group, proving that acquisition of recon-
structed SDMs may affect self-concept.

The Perspective of Self-defining Memory 
Research in Cultural-Historical Approach

In one previously published paper, I have drawn a 
distinction between two lines of further development 

of the cultural-historical approach, termed as “concen-
trating” and “generalizing” [11]. The adoption of SDM 
in the research agenda seems beneficial for both lines 
seems beneficial for both lines, complementing its essen-
tial theoretical provisions with new empirical data and 
promoting further integration of cultural-historical psy-
chology into world science.

The “concentrating” line involves the analysis of 
SDM as a mediator in forming special inter-functional 
connections of the “Kaffir dream” type, both between 
personality subsystems and between personality and 
cognitive processes. In this vein, SDMs should be con-
sidered as specific autobiographical memories mediating 
other HMFs (self-concept, temporal perspective, vol-
untary control over motivation, etc.) that help under-
stand the progress of HMF upon internalization. In this 
context, the most relevant research questions refer to 
SDM’s functions, ideal forms, scaffolding cultural tools, 
and social practices. Moreover, considering the devel-
opmental potential of cultural mediation, it is possible 
to propose a perspective of “humanitarian technologies” 
for the qualitative optimization of SDM functioning, in-
cluding the context of digitalization.

The potential of the “generalizing” line of focusing on 
SDMs consists of applying cultural-historical method-
ology for resolving some contradictions and filling gaps 
now present in the cognitive psychology of SDMs.

Among such prospective growth points for SDM 
theory is, for example, the age-related development of 
SDMs, including the potential for functional progress 
in the elderly. Through the lenses of cultural-histori-
cal theory, SDMs are structural reference points that 
hold on to the unity of diachronic selves. Therefore, it 
is worth examining SDM’s involvement in internalized 
communication in the hierarchy of self-identities, both 
synchronically and diachronically [8].

The cultural-historical perspective toward SDM 
puts a range of novel questions at the forefront. For ex-
ample, is the functional potential of SDMs limited to 
motivation, or is it possible to expand their functional-
ity to cognitive tasks? Do different modes of narrating 
SDMs (e.g., associative or reflexive) determine how they 
operate in the SMS system? Can SDMs exist in non-
narrative forms, such as “mental photographs,” that is, 
symbolic photo-like representations of meaning-making 
acts [10]? Is it possible to recruit SDMs to evoke altered 
states of consciousness, such as “compressed life review” 
known to be a part of extreme experiences of the phe-
nomenon “the whole life flashed before my eyes” [7; 43]? 
Considering the breadth and novelty of the tasks facing 
SDM researchers, I insist that full-scale work in this 
field has just commenced.
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Introduction

The peculiarities of relationship between ancestors 
and descendants have always been and remain one of the 
topical research problems of psychological science. It is 
known that human society exists and develops thanks to 
the interaction of generations. It is safe to say that human 
civilization has survived largely due to the possibility of 
passing on to new generations the experience accumu-
lated by previous generations, thereby simultaneously 
ensuring the implementation of opportunities and tra-
ditions of the social community. The continuum of this 
construct is in demand both in the process of functioning 
of everyday life needs and in the reconstruction of the ac-
cumulated experience of the previous generation to sup-
port and build up a new layer of ways of interconnection 
with rising descendants. In different epochs, the nature 

of relationship between ancestors and descendants was 
determined by the specificity of society’s development.

Today the world is rapidly changing, representing 
the lives of contemporaries in a highly accelerated pace 
and radical socio-economic and cultural transformation 
of society (globalisation, digital informatisation, etc.).

The present reality also demonstrates qualitative 
changes in the demographic structure: increase in life 
expectancy, changes in the boundaries and ratios of age 
groups, emergence of new age stages — “digital child-
hood”, entering adulthood, increase in the stage of pro-
ductive professional activity, as well as the emergence of 
productive post-professional life [1; 21; 23]. According 
to demographic data, today’s Russia is characterized by 
three or often four generations (children — parents — 
grandparents — great-grandparents). We agree with the 
researchers who suggest that modern intergenerational 
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Работа направлена на изучение актуального отношения  к стареющему человеку у поколения 
«цифрового детства» в сопоставлении с ожиданиями представителей поколения позднего возрас-
та. Мы предположили, что, на фоне современных трансформаций межпоколенных традиций, можно 
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Respect for parents and elders is the basis of humanitarianism
Confucius

Be careful with children! One day they will rule the world! 
A. Brilliant
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relations are a wide layer of interactions determined by 
the features of generational identity (perceptions, val-
ues, orientation, etc.) [22].

It is especially important in a situation when “hu-
manity has to adapt forcibly to the new world which is 
transformed before our eyes from vertical to horizontal” 
where the normative model of a clear opposition between 
“digital childhood as a special historical type of child-
hood” [18, p. 71—72] and adulthood as a standard, “an 
image of its necessary future” [15, p. 5] is weakening. In 
addition, it is important to note that today information 
and computer technologies are able to act as an agent of 
child socialization, which, in fact, is a serious competi-
tion to the institutions of socialization [17; 18; 19].

It is a fact that an adult is no longer a unique bearer of 
culture, the intensity of the child’s communication with 
adults and with other children is decreasing, and the ef-
ficiency of traditional practices of care and education is 
becoming ambiguous.

These days there has also been a radical new “discov-
ery” of gerontogenesis, the shift from an image of old age 
as a time of dependence and decline to the concept of 
active ageing, which is certainly a significant cultural 
change [3]. In the literature, we can more often find ver-
sions of the representation of ageing in the concept of 
“successful old age” and the “paradox” of modern old age: 
with increasing age subjective well-being can be main-
tained and/or even improved [12; 37; 38; 39].

However, it should be noted that against the back-
ground of the triumph of prosperous and productive old 
age that undoubtedly takes into account a special na-
ture of long life, the issue of late age negative and rigid 
stereotypes influence, that, on the one hand, trigger the 
formation of destructive, dependency-passive behavioral 
constructs of the ageing person, and on the other hand, 
the discriminatory neglect of the older generation by the 
younger ones, still remains highly topical [7; 10; 35]. The 
presented realities significantly reduce the value basis 
of intergenerational relations, and contribute to an in-
crease in the distance between the generational cohorts.

At the same time, a number of researches of the 
younger generation’s perceptions of ageing indicate that 
the images of ageing and old age that lay the foundation 
for their own ways of ageing and their likely attitudes 
towards the older generation are initially based on early 
personal experiences of interaction with their grandpar-
ents [21; 30; 40]. Stereotypes about the ageing process 
and older people in particular are internalized through-
out life in two fundamental ways: top-down (from so-
ciety to individuals) and over time (from childhood to 
old age) [34]. As people are getting older, stereotypes 
learned in childhood and adulthood tend to eventually 
turn into “self-stereotypes”, which often lead to negative 
consequences for older people [33].

We support the view of some researchers that inter-
generational interaction and intergenerational solidarity 
plays an important role in the psychological well-being 
of both older people and the younger generation [24].

This brief overview makes it clear that it is important 
and essential to research the specificity of the relation-
ship between ancestors and descendants in the context 
of contemporary reality.

This fact gives a reason to formulate the aims of the 
research:

— to analyse the potential experiences of (im)possi-
ble interactions between junior schoolchildren and older 
relatives;

— to explore, on the one hand, the current attitudes 
of younger school-age children towards the ageing per-
son and, on the other hand, the expected attitudes of the 
older generation towards them.

Based on the approaches described, we hypothesize 
that despite the transformation of traditional forms of 
intergenerational interaction and rapid contemporary 
changes in the socio-cultural context of intergeneration-
al life, we can expect the preservation of ancestral coping 
behaviour, which is valued by descendants as the most 
valuable and compulsory experience.

Research Organization and Methodology

The total sample of the research included 284 respon-
dents: 122 child-parent couples and 40 participants aged 
between 57 and 80.

The child sample consisted of 122 primary school 
children aged between 8,2 and 9,6 years (52,5% of girls 
and 47,5% of boys).

The parental group (84,4% of mothers and 15,6% of 
fathers) consisted of respondents aged 27 to 61: (42,6% — 
aged 27—35 years; 53,4% — aged 36—61 years). 52,5 % 
of the respondents had higher education, 25,5% of the 
group had secondary professional education, and 31,9% 
had secondary education. 77,9% of parents informed 
that they had two-parent families.

Written consent was obtained from the parents for 
each underage respondent to participate voluntarily in 
the study. All of the schoolchildren surveyed did not 
have any serious illnesses, socialization difficulties or 
problems in cognitive development.

The sample of older respondents consisted of regular 
gerontological art group participants aged 57 to 80 years: 
47,5% — aged 57—65 years; 45% — aged 66—75 years; 
and 7,5% — aged 76—80 years. Among them, 70% were 
females and 30% were males; 25% were married, 12,5% 
were divorced, and 62,5% were widows and widowers. 
Among the respondents, 22,5% had a higher education, 
and 77,5% had secondary and secondary professional 

Глозман Ж.М., Наумова В.А. Отношения поколений...
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education. A total of 47,5% did not work. 17,5% of the 
respondents lived together with children and/or grand-
children and provided much of the childcare, 57,5%lived 
separately but communicated and provided occasional 
help; 25%lived separately but had very limited commu-
nication and assistance in the upbringing of their heirs.

An ethical agreement was also signed by the adult 
participants to make the results of the study available to 
the professional community.

The research included several stages.
The first stage was conducted as part of the prepara-

tion for the “International Day for Older Persons”, we 
used the following methods:

— questionnaire survey of parents. The questionnaire 
included both standard questions about the socio-de-
mographic characteristics of the participating parents 
and all grandparents representing the schoolchildren’s 
family, and a number of questions clarifying the extent 
to which parents used support from grandparents to 
care/raise their grandchildren; information about the 
children’s availability of communication / absence of 
communication with their grandparents; and questions 
aimed at collecting data on parents’ opinions about the 
importance of (non)participation of the older generation 
in raising their descendants. It was anticipated that the 
questionnaire data would provide information about the 
potential experiences of (im)possible interactions be-
tween the participating schoolchildren and older gener-
ation relatives.— focus group interviews were conducted 
with 10-12 participants in each of the child and geronto-
logical samples. Data was collected from students at gen-
eral education schools in Petropavlovsk-Kamchatsky, 
and at the experimental site of the Vitus Bering State 
University Centre for Personal Development and Psy-
chological and Pedagogical Assistance to the Population 
for the cohort of older participants.

The moderators were graduate students of the Fac-
ulty for Psychology and Pedagogy at Vitus Bering Ka-
mchatka State University (n=26, aged 21—24). The 
interviewees were asked the following questions: “How, 
in your opinion, is it important/necessary/acceptable 
to treat the elderly and the old?”. They were asked to 
list the possible options. In the subsequent group discus-
sion, answers to the clarifying questions were discussed 
(e.g. “Why do they think so?”, “How can they explain/
describe their attitudes?”).

The research objective of the second stage was to ask 
independent experts to analyze the responses from the fo-
cus groups. Data processing was carried out with the use of 
conventional content analysis (summarizing the respons-
es, identifying quantitative categories and compiling a 
relevant list of “attitudes towards an ageing person”) [15].
The coding of categories was carried out by the authors 
together with the experts during the group discussion.

The role of experts was performed by extramural stu-
dents of the Faculty for Psychology and Pedagogy of 
Vitus BeringKamchatka State University, receiving a 
second higher education (n = 25, aged 18 to 47).

At the third stage, older respondents (n=26, aged 65 to 
72) were asked to express their (dis)agreement with the 
children’s judgments of dominant attitudes towards the 
ageing person. Responses were asked to be rated on a Lik-
ert scale ranging from -3 to +3, where 3 indicates strongly 
agree, 2 — rather agree, 1 — partly agree, 0 — it is diffi-
cult to say whether agree or disagree, -1 — partly disagree, 
-2 — rather disagree, -3 — strongly disagree. Judgments 
with a mean score of -3 to -1 were rated as reflecting dis-
agreement, those with a score of +1 to +3 as agreeing and 
a score of < -0.99 to +0.99 were categorized as neutral. A 
mean score was calculated for each component.

Descriptive statistics, Fisher’s transformation test 
(φ) and Pearson’s chi-squared test (χ2) were used for 
statistical analysis of the data.

Results of the Research

Analysis of the socio-demographic characteristics of the 
elderly respondents shows that grandmothers (average age 
58) with higher or specialized education are significantly 
more prevalent among the grandparents (Table 1).

There is a noteworthy fact of continued employment 
for most of the studied cohort with the status of a pension-
er. It is important to note that the residents of the Kam-
chatka peninsula belong to the preferential categories of 
establishing retirement pension — 51 years and 6 months 
for women and 56 years and 6 months for men, respective-
ly [14]. At the same time, an analysis of the literature cap-
tures evidence that it is the status of official pensioner that 
often acts as a trigger for “rapprochement” with the grand-
children. Some researchers present data showing that it 
is grandmothers under 65 years old who combine the op-
portunity and need to interact with their grandchildren 
up to the age of 10 or 12 years, which actually reinforces 
the above-mentioned reflections [4; 9].We believe that 
arguments about the existing need of an ageing person to 
receive both pension benefits and wages and/or the im-
portance of maintaining employment in order to maintain 
quality of life, activity and autonomy independently, can 
be presented as an explanation of the above contradictions 
or, rather, as a trend towards them [2]. At the moment, 
quite often this situation is not an alternative one.

A significantly higher proportion of parents (p ≤0.05) 
identified the employment of the older generation, the 
living of grandparents in remote, inaccessible and often 
informationally isolated locations as a negative region-
specific factor limiting communication with grandchil-
dren (Figure 1).
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Next, let us analyze other data from the parents’ ques-
tionnaire. We used the objective data from individual au-

thors in the analysis of the parent questionnaire, confirm-
ing the fact that the features of “older and younger parents” 

Fig. 1. Comparison of the frequency of choices and the format of children’s (non)communication with their grandparents
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T a b l e  1
Social and Demographic Characteristics of the Older Generation (N=395)

Parameters
Representativeness of grandparents, %

Fisher’s criterion
φ emp.

Grandmothers
64,3%

Grandfathers
35,7%

5,51
 p≤0,01

Age range
Aged 46—55 37,4 27,6 2,16

p ≤0,05
Aged 56—75 48,0 58,2 1,95

p ≤0,05
Aged 76 and older 14,6 14,2 0,13

Level of education
Incomplete secondary education 1,6 2,1 0,26
General secondary education 20,5 31,2 2,31

p≤0,01
Specialized secondary education 35,8 32,6 0,65
Higher education 42,1 34,1 1,67

p ≤0,05
Marital status

Married 30,3 39,7 2,35
p≤0,01

Divorced 46,7 47,5 0,15
Widow(er) 22,9 12,8 2,52

p≤0,01
Social status

Employed 64,5 54,6 1,91
Not working 35,5 45,4 1,9
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interactions concerning matters of support and care for 
children depend largely on the type of household [26].

Our study showed that a higher percentage (p≤0.01) 
of parental choices indicated a trend towards low level of 
grandparents’ involvement in helping and accompanying 
their grandchildren during their childhood (Figure 2).

At the same time, parents show significantly more fre-
quent choices (p≤0.05) of their responses confirming their 
beliefs that it is better for grandparents to have limited and/
or no involvement in their grandchildren’s upbringing.

Thus, the information obtained from the question-
naire data indicates a certain deficit in the potential 
experience of (im)possible interaction between junior 
schoolchildren and relatives of the older generation. 
Unfortunately, our results coincide with the Russian de-
mographic trends of recent years, which gives a reason 
to speculate about the weakening of intergenerational 
exchange [6]. Probably, this fact may also indicate the 
transformation of traditional forms of intergenerational 
interaction. As a supporting illustration of our data, we 
can refer to modern publicity, where the facts of increas-
ing demonstration of modern Russian grandparents as 
“realities of the modern norm” of the role of the “visiting 
governor or governess” and sporadic recreational activ-
ity, combined with material support of grandchildren are 
increasingly discussed [26, р. 44].

Let us further analyze the results of the focus group 
interviews1 with children and older respondents.

On the basis of semantic similarity, the experts iden-
tified the categories of “attitudes towards the elderly and 
the old” from the total number of responses (162 young-
er schoolchildren and 128 older respondents) (Table 2).

A comparative analysis of category representation 
shows group specificity: respondents of primary school 
age voiced their attitude towards the older generation 
in the sequence “pity — respect” significantly more of-
ten (p≤0.01), and in the older age cohort it was “under-
stand — respect”.

In addition, the categories “understand” and “hon-
our” were found to be irrelevant in the children’s sample, 
and several pupils (their answers are categorized as “do 
not know”) were unable to describe their attitudes to the 
older person at all. The following arguments were pre-
sented as explanations by pupils: lack of personal experi-
ence of interaction with the older generation; not under-
standing (not accepting) the difference between older 
adults and “other adults”; unattractiveness, boredom 
and low value of the discussion.

The next step was to carry out a qualitative analysis 
of the dominant relational categories: for the group of 
primary school children it was the “pity” category (df= 
150, p≤0,01) and in the sample of older generation — the 

Fig. 2. Comparison of the frequency of selection of family types by degree of use of the grandparents’ care/upbringing support
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44,3% – MIXED – the older generation lives
separately, but provides assistance for the young
family mainly in the material form and depending
on the situation
***************************************

40,2% – ORDINARY – grandparents live
separately, practically do not provide any
assistance in the upbringing and care for the
grandchildren

 
 

1 The authors would like to gratefully acknowledge the help of students from the Faculty for Psychology and Pedagogy at Vitus Bering Ka-
mchatka State University for recording the stenographs.
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categories “understand” (df=25, p≤0,01) and “to respect” 
(df=20, p≤0,01) based on specifying judgments.

Let us turn to specific examples of answers and the 
result of their analysis in the group of elementary school-
children. 244 explanatory judgments were presented by 
pupils for 115 choices of “pity”: 19,3% of participants 
gave one example each, 12,7% gave two answers, 10,7% 

of pupils recorded three options each, 3,3% gave four ex-
amples each, and 2% of respondents had five answers.

The experts structured all the answers by components 
and determined the level of their expression (Table 3).

So, the result of the content analysis of the descrip-
tions of children’s attitude of “pity” towards an ageing 
person demonstrates its multi-value and multi-compo-

2 We preserved the semantics and grammar of the children’s utterances

Глозман Ж.М., Наумова В.А. Отношения поколений...
Glozman Zh.M., Naumova V.A. Generations Attitudes...

T a b l e  2
Comparison of the “Attitudes” Categories Choice Frequency in the Group of Junior Schoolchildren 

and Older Respondents

Categories

Choice frequency (the quantity of responses — %)
Fisher’s criterion,

φ
Junior schoolchildren

(n=122)
Older generation

(n=40)
Quantity % Quantity %

Pity 115 70,9 14 10,9 10,8
p≤0,01

Respect 17 10,5 35 27,3 3,1
p≤0,01

Love 13 8,1 9 7,0 0,24
Understand 0 0 37 28,9 9,6

p≤0,01
Honour 0 0 18 14,1 6,5

p≤0,01
Help 8 4,9 10 7,8 1,1
Tolerate 4 2,5 5 3,9 0,7
Do not know 5 3,1 0 0 2,9

T a b l e  3
Frequency Distribution of the Components of the Attitude Category “Pity” 

in the Group of Elementary Schoolchildren

Frequency 
of choice, %

Components Examples of children’s responses2

1 2 3
38,8 “Physiological loss” 

reflects a descriptive 
picture of the external 
manifestations of low 
physical (bodily) com-
petence and destruction, 
as well as insecurity and 
maladjustment to life in 
old age

‘their teeth fall out and they don’t chew well, they don’t eat much and they stop 
growing’
‘some have amnesia, I don’t know what it is, but mum says that a lot’, ‘they are slow, 
forget everything and can even be dumb’
‘they don’t sleep well at night and during the day have a cat-nap, so mum scolds us if 
we make noise and disturb the old granny, oh actually great granny’
‘they have poor health and so they can’t do some things themselves, then they get 
angry and may call you bad names or even punish you. For example, I saw my friend’s 
grandma Ira cursing loudly and hitting the cat because she forgot to close the door to 
the room with the computer herself.’
‘they are old and their eyesight is bad, they walk slowly and if there, for example, 
they are crossing the road and a car is coming with broken brakes, we have to rush 
straight to them so that they don’t get hit by a car’

12,5 “It is the way things 
are done” demonstrates 
pupils’commitment to 
formally following socially 
accepted notions of ste-
reotypes of old age and 
norms of behaviour with 
an adult

‘one just should feel sorry for the elderly, one should be polite to them, shouldn’t he or 
she?’
‘one shouldn’t offend the elderly, that’s the rule of politeness’
‘they’re at the age when all they need is help, sympathy and compassion’
‘they are old and may even be veterans we just have to respect them at least out of 
politeness, that’s what my mother says and I’ve seen other adults and even children say 
this on TV’
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nent character. However, statistical significance (df=66, 
p≤0,05) is determined only for the component that re-
flects the descriptive picture of external manifestations 
of low physical (bodily) competence and poor adaptabil-
ity to life in old age, i.e., “physiological loss”.

Now let us turn to the answers explaining the seman-
tic content of the two significantly dominant categories 
of attitude expected by the older generation — “under-

stand” and “respect”. The result of the content analysis 
of specifying judgments in the indicated categories fixes 
their identity, which allowed the authors to combine 
them into the general category “understand — respect”, 
which represents the reflection of attitude on the whole 
as need for recognition of experience and merits, seeking 
compromise, ability to empathize and understand the 
emotional state of the older generation (Table 4).

Frequency 
of choice, %

Components Examples of children’s responses2

1 2 3
11,6 “Our duty” explains 

the child’s position as 
a conscious, voluntary, 
internally accepted obli-
gation to help, to protect 
the ageing person

‘they have lived long and fought for our freedom’
‘[they are]elderly veterans, and it’s hard for them to bear the hardships of life’
‘they defended our country’
‘many of them are veterans, if it weren’t for them we wouldn’t exist’
‘they’re special to us’
‘they’ve lived their lives, and maybe some have fought, and we have to pay good for 
good, we have to help them’
‘it’s just that we’re younger than them, we should do that’

11,2 “Empathy” demon-
strates a child’s ability to 
understand and experi-
ence the emotional states 
experienced by an older 
person

‘daddy often scolds granny because she tortures him with clever advice. She then cries 
quietly for a long time, but I always hear and then I cry, I feel very sorry for my grand-
mother’;
‘bus drivers shout at old people because they are slow, it takes a long time to climb the 
steps. And also when there is a heavy snowstorm they are so wet, they don’t smell good, 
it’s difficult for them to walk in the snow and then sweep the snow up to the entrance 
of the bus, moreover they cannot reach their bodies everywhere. It offends me to watch 
them being beknaved and laughed at by some children’

8,9 “Financial insecurity”” 
combines statements re-
flecting children’s ideas 
about the importance 
and significance of mate-
rial well-being and the 
risks of living in old age 
in cases of disadvantage

‘they don’t get paid enough money, they don’t have enough money to feed themselves’;
‘they don’t have enough money or food. They are older than us and poorer than us’
‘they don’t earn, so they always have little money for medicine’
‘they can be cheated, their flat can be taken away or they can be kicked out of the house. 
Old grannies are often homeless, skinny, poorly dressed, smell bad’
‘old people are not in good health and not as well off as my dad, they have a tiny pen-
sion’

8,0 “The finitude of life” 
reflects the students’ 
thoughts, feelings and 
rather regrets about the 
imminent impending 
irrevocability of life’s 
journey

‘they might fall and crash or die altogether’
‘they might become totally ill’
‘they’re almost out of strength and they’re just a little bit away from death’
‘their heart could stop and then that’s it, they don’t have any more life’
‘well, because they’re old and have to die soon and they’ve done their schooling and 
they’ve done their time and they’ve lived a long time’

6,3 “Gratitude” represents a 
picture of a child’s sense 
of gratitude to the older 
generation for the expe-
rience of a long life

‘to live longer and please us’
‘they’re the oldest, they can correct mistakes’
‘because they’re not young anymore, but they can still be kind’
‘they can always give useful advice’
‘they know much more than we do. We should also pity old people out of gratitude, be-
cause they are our parents’ parents, or even our great-great-grandparents, which means 
that if it wasn’t for them, we wouldn’t exist, and that’s for sure’
‘old people are our ancestors’
‘they’re older than us, they’ve conquered trouble or sorrow many times, I think they know 
how to live right’
‘they have a long age and many interesting stories about it’
‘they like to hear our good attitude towards them’

2,7 “Modelling one’s old 
age period” brings 
together statements 
reflecting children’s 
ideas about their lives in 
old age

‘what if I’m in this situation’
‘if we hurt the elderly, we’ll be treated as badly in our old age’
‘because there’s no cure for wrinkles and forgetting’
‘I’m not afraid to be that old. I will study well, then I will be a doctor, I will find 
cream and injections for old people so that they can do different things for themselves 
for a long time and enjoy themselves’
‘We are also growing and our body is with us, so one day I will be old, I don’t want to be hurt’
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It seems to us that it is also important to demonstrate 
examples of responses of the “honour” attitude category, 
reflecting the expectation of the older generation to have 
their descendants recognize the importance and respect the 
life they lived in terms of its heritage (“be my reflection at 
least a little bit”, “keep me in yourself”, “continue my creation 
of tatting”, “will even there, hopefully in heaven, be happy if 
they keep my cliff, gear and my ice-fishing ritual”)3.

The next research task was to analyze the extent to 
which older respondents (dis)agree with the statements 
included in the components of the children’s attitude 
category “regret” (Figure 3).

Older respondents disagreed with children’s choice, 
more frequently with the components “physiological loss” 
and “it is the way things are done”. It is likely that for the 
adult sample this variant of attitude description is inter-

preted as a negative, rather stereotype-traditional attitude 
towards old age, dominated by a picture of rather disparag-
ing and condescending compassion. The highest agreement 
score was given by the older participants to such attitude 
as the child’s ability to understand the condition of an age-
ing person (the “empathy” components) and readiness to 
express a sense of appreciation to him or her (“gratitude”).

Results of Discussion

In this research the authors have attempted to ex-
plore possible variants of current and expected attitudes 
towards an ageing person from the perspective of junior 
schoolchildren and adults who have reached the stage of 
gerontogenesis.

Fig. 3. Ratio of degree of (dis)agreement by older respondents with components of the children’s category “pity”

EXTENT OF 
(DIS)AGREEMENT OF 

THE OLDER 
GENERATION

SOMEWHAT 
DISAGREE

**********************

СSOMEWHAT 
AGREE

**********************
HARD TO SAY

AVERAGE SCORE

-1,86

-1,16

**********
1,50

1,34

1,32

1,17

1,16

***********
- 0,25

COMPONENTS OF THE ‘PITY’ 
CATEGOTY

PHYSIOLOGICAL LOSS

IT IS THE WAY THINGS ARE 
DONE

*****************************
EMPATHY

GRATITUDE

FINANCIAL INSECURITY

OUR DUTY

MODELLING ONE’S SENIOR 
AGE

******************************
ACCEPTING THE FINITUDE OF 

LIFE
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T a b l e  4
Representation of the “Understand —Respect” Attitude Category in a Gerontological Sample

Frequency of specifying 
judgments, %

Examples of responses2

39,3 — the need for recognition 
of one’s experience and merits

‘it is important that my grandchildren are proud of me’; ‘I am praised by my grandchildren and 
their friends’; ‘getting compliments from young people’

36,3 — the need for seeking 
compromise

‘noted for me the possibilities of modernity, familiarity with which would enable me to keep up 
with the times’; ‘well, if they themselves discuss the details of their lives with me, I am happy, 
and it saves me from DEpression, DEmentia and many other DE-old men, about whom so many 
scientists write and speak’

24,4 — ability to empathize and 
understand the emotional state

‘taking more interest in my emotional stress’; ‘letting me admire them, trusting me that I am not 
the enemy of their happiness and their whole life’; ‘so my granddaughter won’t be shy about 
inviting me into her company’

3 The semantics and grammar of the respondents' statements are preserved.
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Our research has shown that, on the whole, the re-
spondents in the children’s sample represent the picture 
of actual attitudes towards the elderly rather through 
the prism of the deficit of potential experience of inter-
action with their ancestors. A number of arguments can 
be cited to explain this.

A significant proportion (33,9%) of the grandparents 
of our sample are not in the range of old age (according 
to the WHO classification) and it is unlikely that they 
can fully demonstrate the image of ageing and old age in 
“their young ancestry”.

In addition, earlier in our other researches [12; 36] we 
recorded the data concerning the fact that in the recent 
decade the relationship between children and parents in 
many Kamchatka families had been increasingly optional, 
which is also reflected in the present study. Thus, more 
than half of parents indicated insufficient communication 
between their child and the older generation and 84,5% of 
“young” families confirmed the fact of existing situation-
al support by their parents, mostly in the material form. 
Among the dominant factors specifying the deficit of live 
communication between ancestors and descendants, the 
respondents noted the objective and forced need to main-
tain employment of the older generation of retirement age, 
territorial remoteness and difficult accessibility in condi-
tions of informational isolation. The scarcity and difficul-
ty of communication because of the permanent residence 
of the older generation “on the mainland” outside the 
Kamchatka peninsula is difficult to consider as a “respect-
fully mitigating” factor [11]. We absolutely agree with the 
opinion of O.Yu. Strizhitskaya, M.D. Petrash that a mod-
ern person is mobile enough. Often family generations are 
geographically separated within one country, may be in 
different countries and continents, but, however, in the 
era of high information technology this circumstance may 
not be an objective limitation of communication between 
a child and grandparents [21].

The importance and significance of a child’s commu-
nication with grandparents as one of the dominant fac-
tors in forming the image of an ageing person is reflected 
in some contemporary studies. For example, in the work 
of A. Flamion et al. (Flamion, et al.,) in a sample of 1,151 
Belgian children and adolescents between the ages of 
seven and sixteen, it was found that frequent and friend-
ly contact with grandparents (more often with grand-
mothers) correlated with more favorable feelings about 
older people [31].

The results of another study have shown that for old-
er preschool children with lack of communication with 
their ancestors, the image of the old person is not person-
alized and in general represents an assembled construct 
of “strange old people” or “nobody’s old people” more of-
ten according to stereotypical signs of physiological loss 
and indifferent emotions [36].

Here we cannot ignore the fact that in modern so-
ciety there is a tendency to use all the possibilities and 
achievements of bio-technology to maintain the state 
of “anti-aging”, where the visual image of a person plays 
a determining role in the perception of an aging person 
and has the function of contrasting the experience of 
long life with physical decay [13; 25].

We also support the researchers’ opinion on the role of 
the family, the significance of the type of family upbring-
ing, the content of communication with significant adults 
(parents, grandparents) to form a child’s value attitude 
towards the older generation, as well as its future self-es-
teem and psychological well-being [16; 35]. The necessity 
of formation of the child’s attitude towards senior adults 
and old age people, as an obligatory part of the “child-
adult” system, which can act as a primary basis of all kinds 
of subsequent relations of the child to reality and be the 
initial condition of the very human existence and inten-
sions of child development, is emphasized in the classical 
works of the Russian psychologists [3; 5; 8; 27].

In this study, the need to recognize experience, seek 
compromise, the ability to empathize and understand 
one’s emotional state during the gerontogenesis stage 
is prioritized by older respondents to describe their 
expected attitude through the dominant categories of 
“understand-respect”. It is likely to be extremely prob-
lematic to “teach” such a variant of the attitude of de-
scendants to their ancestors, which essentially is sup-
ported by the results of the analysis of the responses 
from the children’s sample.

The relevant attitude of the elementary schoolchildren 
to an ageing person is represented through the multi-com-
ponent category of “pity”. In the etymological dictionary 
of the Russian language the word “pity” is interpreted as 
frequently used in the meaning of “I love, I respect”, de-
noting the context of value, recognition, reverence and 
compassion [28]. However, we dare to argue that the 
results of the content analysis of the descriptions of the 
dominant relational categories in the children’s sample 
demonstrate attitudes toward the late-age respondents 
more as neutral-indulgent compassion. The older respon-
dents did not include this children’s choice in the range of 
agreement with expected attitudes toward them.

The junior schoolchildren less frequently presented 
examples of their ability to understand the condition of 
an aging person and readiness to express a sense of ap-
preciation and respect for the experience of a long life, 
which was confirmed by the older cohort as agreement 
with the expected attitude to them. In our opinion, 
this result can be explained by the fact that, despite the 
transformation of traditional forms of intergenerational 
interaction, many Russian families consciously support 
intergenerational communication based on the preserva-
tion of socio-cultural traditions of several generations, 
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without losing the ‘codes’ of priority of cultural dialogue 
and intergenerational continuity.

We support the opinion of some researchers that the 
older generation has an enormous potential to demon-
strate to descendants the possibilities of “mastering the 
art of life in the context of developing the ability to in-
spire themselves and others, create their own rhythm 
and pace of life, enjoy the live human communication, 
and in general to build a constructive dialogue with the 
world” [29, p. 85].

 Awareness of the importance and respect for the dif-
ference of needs in each period of life, the uniqueness 
of the experience of relations of generational groups, as 
valuable and obligatory, can be the key to the partner-
ship dialogue of generations and the basis of cultural 
adaptation to age. Besides, it is necessary to move from 
sameness to individuality in order to build sustainable 
and mutually comfortable intergenerational relations, as 
well as to define the principles on which a universal cul-
tural adaptation to age can be generated [3].

Conclusions

1. The analysis of the questionnaire data specifying the 
parents’ point of view on the potential experience of their 
children’s interaction with the generation of late age shows 
a tendency to a low degree of grandparents’ participation 
in the period of their grandchildren’s childhood and, in 
general, represents the picture of deficit of live communi-
cation between ancestors and descendants. The reasons for 
the recorded fact are the territorial remoteness of the older 
generation, their continued employment, being in the sta-
tus of a pensioner, and the problems of adult disagreement. 
Answers of schoolchildren’s parents showed that relations 
between their children and their parents are increasingly 
optional, where situational financing of grandchildren 
along with occasional leisure activities are evaluated as a 
norm of relations, a reality of modern life.

2. The result of focus-group interviews with elementa-
ry schoolchildren allows us to present quantitatively the 
categories of children’s attitude towards the older gen-
eration in the “pity — respect — love — help — tolerate — 
don’t know” sequence, where only the category “pity” is 
statistically dominant. Qualitative analysis of the selected 
category reveals its meaningfulness and multicomponent 
structure, but statistical significance is revealed by one 
component, which reflects a descriptive picture of exter-
nal manifestations of physical incompetence, insecurity 
and inadaptability to life of an aging person, i.e. “physio-
logical losses”. On the whole, a large part of the children’s 
sample demonstrates the actual attitude towards the 
ancestors as a variant of neutral and indulgent compas-
sion and compliance with formal, stereotypically correct 

norms of behavior, relying on the collective image of the 
“not personalized” person at a late stage of ontogenesis.

3. In the gerontological cohort the expected attitude 
of children to them is represented by the significant cat-
egory “understand — respect”, reflecting the position of 
extreme importance of recognition of their experience 
by descendants, search for compromises of interaction, 
readiness to empathize and to accept the emotional state 
of the person of late age. This result is also recorded in 
the data on the agreement of older participants with the 
children’s options (with a low frequency of choice), dem-
onstrating the continuity of the preservation of the stan-
dard of obligatory and valuable behavior of the ances-
tors. Late-age respondents placed components with the 
highest frequency of children’s choices which, from the 
perspective of the older generation, describe attitudes 
toward them more as condescending compassion in the 
range of disagreement.

4. The need and readiness of the aging person to mobi-
lize and realize the enormous palette of his life potential to 
demonstrate to descendants the particular importance of 
recognizing the uniqueness of each generation’s experience 
can be a source of complementarity and solidarity between 
generations as the basis of cultural adaptation to age.

Limitations and Perspectives of the Research

Thinking critically about the results of the presented 
work, it would be interesting to consider them in the 
context of the limitations of the research.

So, there was only one parent involved in the child-
parent pairing, and for the most part they were mothers. 
Although some researches confirm a great similarity of 
children’s views with mothers in the field of intergroup 
relations [30], we admit that the lack of “gender com-
pleteness” of the parental sample can reduce the general-
ization potential of the parents” questionnaire data.

Another limitation of our study is related to the prob-
lem of the difficulty of forming a homogeneous sample, 
including families with equal age ranges in intergenera-
tional representatives and conditional similarity in eco-
nomic and sociocultural characteristics.

 Relative limitations include the specificity of the 
sample of older respondents, the composition of which 
was represented by regular participants of the geronto-
logical art group. Possibly, when only voluntary elderly 
respondents with preserved activity and motivation par-
ticipate, information about the less active ageing person 
is lost, and in our opinion, this circumstance allows for 
the risk of distortion of the research picture.

Finally, we agree with many researchers who believe 
that intergenerational relations are a multifaceted, mul-
tidimensional phenomenon involving different systems 
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In this paper methodologically approaches to the problem of the formation of civic identity are 
presented. The authors refer to the concept of “Phenomenology of Personal Development and Being” 
(V.S. Mukhina). A person’s inner position as an essential basis for the formation of the civic identity 
should include the following: 1. The value attitude towards the reality of objective and spiritual world as 
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gral personality, committed to one’s country as a stronghold of the State.
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Представлены методологические подходы к проблеме формирования гражданской идентично-
сти в контексте концепции «Феноменология развития и бытия личности» В.С. Мухиной. Развитая 
личность должна быть субъектом целостной гражданской идентичности. Внутренняя позиция лич-
ности как сущностная основа формирования гражданской идентичности должна включать в себя: 
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Today there are socio-cultural and worldview changes 
especially acutely reflected in the self-consciousness 

of the younger generation [26], which is value ambiva-
lent [39] and sensitive to both spontaneous information 
influence and targeted propaganda of global policy ac-
tors. In today’s information society, “information sets 
not only the socialization trajectory but patterns of 
behavior, standards of identification for a large group 
of people as well” [18, p. 78], creates risks to person’s 
mental health and well-being [36, p. 83]. The situation 
is exacerbated by the fact that Russia is in the process 
of searching for and shaping the state ideology that can 
carry out the task of consolidating its citizens, which will 
not succeed without a developed civil identity of Rus-
sians based on a conscious inner position of a person who 
is capable of consciously taking responsibility for the 
well-being and development of the country.

Vladimir Dal’ once defined the word “citizen” in his 
Dictionary of the Living Russian Language [11, p. 400]. 
More than 140 years have passed since the publication 
date. However, we can see how the meanings and impli-
cations of this word have changed for such a historically 
short period. Today, in the Dictionary of the Russian lan-
guage, one can see what changes have taken place with the 
meanings and implications of this word [9, p. 342].

The philosophical encyclopedia refers us to 
G.W.F. Hegel, who wrote that civil is a society, in which 
private and common interests are combined. The philoso-
pher believed: “It is only by being a citizen of a good state 
that an individual achieves his right” [8, p. 207]. The 
philosopher thought that: “In civil society, everyone is a 
goal for himself; everything else is nothing to him. How-
ever, without relating to others, one cannot achieve his/
her goals in their entirety: these others are therefore the 

means for the goal of the particular. But the particular 
goal through its relationship with others gives itself the 
form of the universal and satisfies itself, satisfying at the 
same time the striving of others for the good” [8, p. 228].

H.W.F. Hegel regarded civil society as a condition 
and opportunity for the realization of a man’s rights as 
a free individual, whose individual goals are intercon-
nected with public duties, without which they lose any 
reasonable sense. The freedom to be an individual also 
implies personal responsibility for the social conditions 
that determine his or her development and being. Phi-
losopher was certainly right when he said that there are 
no rights without responsibilities. A citizen’s rights are 
only realized when he or she assumes the responsibility 
to care for and develop his or her state for the benefit of 
all and for the benefit of himself or herself.

It is then useful to turn to ideas about Russia’s iden-
tity in its historical path. F.M. Dostoevsky argued: “...
our people carry within the organic rudiments of an idea, 
special from all the world. This idea has such a great 
power in us that, of course, will affect all of our future 
history, and since it is very special and like no one else, 
our history cannot be like that of other European na-
tions, much less its slavish copy. That’s what our smart 
people who believe that everything in our country will 
be transformed into Europe without any specialness and 
who hate specialness, from which, of course, things may 
even end in disaster do not understand” [12, p. 493].

With respect to the national idea, the thoughts of 
philosopher V.S. Solov’ev [30] had a significant influ-
ence. E.N. Trubetskoy most closely adhered to his ideas, 
emphasizing the great thinker’s role in overcoming a 
variant of nationalist Russian messianism. E.N. Trubets-
koy wrote: “Unfortunately, the awareness of the sins and 

1) ценностное отношение к реальности предметного и духовного мира как результату исторически 
сложившейся деятельности человечества; 2) субъект-субъектное отношение к природной реально-
сти, требующей от граждан ценностного отношения к уникальному многообразию природы России; 
3) реальность образно-знакового сознания в целом и особое значение реальности гражданского са-
мосознания и гражданской идентичности; 4) реальность социально-нормативного пространства как 
ценностное отношение к гражданским правам и обязанностям каждого, к законам России, к резуль-
татам науки и к культурным традициям многочисленных народов страны; 5) реальность внутреннего 
пространства личности предполагает активную гражданскую позицию, сопряженную с ценностным 
отношением к себе как к гражданину, готовому брать на себя ответственность за свое развитие и бы-
тие как целостной личности.

Ключевые слова: внутренняя позиция личности, гражданская идентичность, права и обязанно-
сти, внутренняя позиция гражданина, реалии бытия.
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contradictions of old Slavophilism did not save Solov’ev 
himself from the same fatal infatuation. The old tradition-
al dream of the third Rome and the God-bearing people 
was resurrected in another form” [34, p. 245]. At the same 
time, the philosopher expressed confidence that: “Russian 
is not the same as Christian, but represents an extremely 
valuable national and individual feature among Christi-
anity, which undoubtedly has a universal, ecumenical sig-
nificance. By renouncing false anti-Christian messianism, 
we will inevitably be led to a more Christian solution to 
the national question. We shall see in Russia not the only 
chosen nation, but one of the nations, which together with 
others is called to do the great work of God, making up for 
its valuable features with equally valuable qualities of all 
other brother nations” [34, p. 256].

At the same time, historian N.S. Trubetskoy, a neph-
ew of E.N. Trubetskoy, addressed the problem of the 
Russian national idea and wrote with compassion about 
the identity of Russian emigration: “Russian emigration 
is a political phenomenon, a direct consequence of politi-
cal events. No matter how hard Russian emigrants try to 
escape politics, they are unable to do so without ceasing 
to be emigrants... returning home is everyone’s cherished 
dream” [35, p. 228].

More than 100 years have passed since the 1917 revo-
lution. Since the Civil War, the country has experienced 
many transformations, stresses and losses in addition to 
military and political upheavals.

Isn’t it time to think about the potential of the emi-
grants who voluntarily left and were forcibly expelled 
from the Fatherland?

Russia has lost that special layer of spiritual culture 
which the nobility had been known for.

We are close to the thoughts of N.A. Berdyaev about 
the Russian intelligentsia: “The Russian intelligentsia is 
a very special, only in Russia existing, spiritual and social 
formation. Intelligentsia is not a social class ... Intelligen-
tsia was an idealistic class, a class of people who were en-
tirely enthusiastic about ideas and were prepared to go to 
prison, to hard labor and to execution for the sake of their 
ideas ... Impossibility of political activity led to the confes-
sion of the most extreme social teachings under autocratic 
monarchy and serfdom ... The Russian intelligentsia has 
discovered an exceptional capacity for ideological fasci-
nation” [6, pp. 34—35]. The Russians were fascinated by 
many of the ideas of European thinkers “as no one has ever 
been passionate in their homeland” [6, p. 35].

Intelligentsia is a social group consisting of people 
who not only have education and special professional 
knowledge in the field of science, technology and cul-
ture, a group of persons engaged in intellectual work; it 
is also necessarily a social group with a highly developed 
Russian language, with a decent education, reflected in 
the actions, everyday behavior of people and in extreme, 

unexpectedly occurring situations, when a person is sub-
consciously taken over by evolutionary instincts.

We are convinced that it is time for the whole world 
to think and to want to return emigrants to their moth-
erland.

No less important task for our state is to solve the prob-
lem of “brain drain” of potential intellectual elite to foreign 
countries [2; 21; 29] by creating conditions for self-real-
ization, legal protection and material well-being of people 
engaged in scientific activities for the benefit of Russia.

The education system has an undoubted potential 
for the development of the civic identity, but the exist-
ing practices of its formation are mainly built within the 
established processes of socialization, sometimes ignoring 
intrapersonal aspects and the value and meaning sphere, 
which is the basis for the development of any identity of 
a person. Today it becomes obvious that a “person’s value 
and meaning sphere determines his/her social behavior 
and the strategic task of the education system is to create 
an educational environment conducive to the develop-
ment of students’ personal potential” [1, p. 5]. Therefore, 
it seems particularly important to develop methodological 
approaches to the formation of inner position of a person, 
including the organization of educational work in school 
[3;4, p. 9] which will be an organic basis for the develop-
ment of a holistic constructive civic identity.

Today in Russia the need to form civic identity is 
declared as one of the priorities of public policy, science 
and education [27; 28], but in Russian psychology the 
study of personal civic identity has been on the periph-
ery of scholarly interest.

There have been 16 dissertations on the issue in Rus-
sia and only one PhD in psychology [14] where the civic 
identity as a psychological phenomenon is not conceptu-
alized, but only considered as one of the sampling criteria.

Since a developed personality is a condition for a ho-
listic constructive civic identity [24], it is important to 
focus on a holistic psychological concept of personality 
in methodological approaches to its formation. Such an 
approach is not yet represented in Russia. For this we 
turn to the concept “Phenomenology of Personality De-
velopment and Being” [22].

We invariably talk about the importance of “inner po-
sition” for personality development [19; 22, pp. 857—858], 
which we understand as “a special value attitude to one-
self, to the people around, to one’s own life path and to life 
in general” [22, p. 913]. A person’s inner position is inex-
tricably linked to self-awareness [20; 23]. Self-awareness 
involves reflection on one’s place in nature, in the world of 
objects, in the world of image and sign systems and in the 
social and normative space [22, p. 20, 174, 841, 872, 916].

Social conditions for civic identity formation are the 
realities of being in the object, natural, image-sign and 
socio-normative spaces of the country [22, p. 739—959]. 
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Contemporary research addresses particular aspects of 
the realities of being as they relate to the issue of the 
civic identity: the image of the homeland as a reflection 
of ideas about the state in the minds of citizens is stud-
ied [32], regional identity in the context of local territo-
rial conditions of citizenship development [17] and the 
mechanism of social integration of civil society [10; 25] 
are considered, the relationship between environmental 
settings and civic identity [31] is described, the educa-
tional potential of music and language consciousness 
[33] and possibilities of citizenship education and the 
formation of its value orientations by the music of the 
peoples of the world [37] is justified, the age specificity 
of the civic position, civic activity [15] and legal con-
sciousness of a citizen [7; 40] are discussed, the relation-
ship between the civic identity and religious attitudes 
[38] and behavioral strategies in the context of inter-
ethnic relations [5] are described, the place of language 
realities [13], national and ethnic identity in the struc-
ture of civil consciousness [41] is considered. The con-
cept “Phenomenology of Personality Development and 
Being” [22] offers a holistic systemic vision of external 
conditions as realities of being and personality develop-
ment that determine the formation of the civic identity.

A person’s inner position is born at the intersection 
of humanity’s created realities of being. Therefore, a per-
son’s inner position as the basis for the holistic construc-
tive civic identity formation includes the following:

1. Valuable attitude towards the reality of objective 
and spiritual world as a result of historically established 

activities of mankind with a focus on the achievements 
of material and spiritual production in our Homeland.

2. Subject-subject attitude to the reality of natural 
world requiring citizens to value Russia’s unique natural 
diversity.

3. The reality of image-sign consciousness — above 
all the reality of civic awareness and civic identity. For 
Russian citizens — a value attitude towards Russian and 
undoubtedly for all the peoples of the country to their 
ancestral national languages, domestic achievements in 
science and culture in the past, present and near future.

4. Reality of social and normative space — above all, 
the value attitude to civil rights and responsibilities, to 
the laws of Russia, to the results of science and to the 
cultural traditions of the country’s numerous peoples. 
Respect for the history of the State development, the 
Constitution of the Russian Federation, including the 
Art Constitution, the Universal Declaration of Human 
Rights, the Declaration of the Rights of the Child and 
other socially significant normative acts formulated in 
Russia and civilized countries.

5. The reality of a person’s inner space presupposes an 
active civic position, coupled with a value attitude towards 
oneself as a citizen, ready to take the responsibility for one’s 
own development and being as an integral personality com-
mitted to his/her country as a bulwark of the State.

The civic identity is a phenomenon of a person’s inner 
position which develops through identification with the 
ideas that affirm the value of a person as a citizen of his/
her Homeland.
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Introduction

The psychological problems of family relations and 
their influence on formation of the child’s personal-
ity are not new to psychology and pedagogy. However, 
the modern social situation, which is characterized by 
changes in the value orientations of society, a decrease in 
the subjective value of the family, and changes in intra-
family roles, requires further study of the family insti-
tution, as well as the impact of intra-family relations on 
the interactions of a growing child with others. This is 
especially important for high school students who are on 
the verge of adulthood.

Family relationships are important for personality at 
any age period, however, in adolescence (15—18 years 
old) they seem to be sidelined, which is due to a decrease 
in the reference status of the family and parents. At the 
same time, implicitly the family and parental position still 
play an essential role in the personal development of a high 
school student. Adolescence is sensitive to the formation 
of attitudes towards oneself, to the outside world and oth-
er people, which determines the basis of worldview and 
the core of motivation of the person in the future.

Analysis of Research and Publications 
on the Problem

The established system of relations in the family, first 
of all, parent-child relations, is extremely essential for 

successful socialization of a growing child. The special 
features of parental communication influence the psy-
chological well-being of the child as a whole [1; 3; 15; 
17], as well as its separate components: the attitude to 
the body, the level of social anxiety, propensity to de-
pression, faith in the world, etc. According to O.A. Kara-
banova [5], the key role in the life activity of a family 
is played by the intrafamily interpersonal communica-
tion, which determines the efficiency of its functioning, 
resources of growth and development.

The family context, mediating a child’s “ingrowth 
into the culture”, has a profound effect on the formation 
of his or her personality [5]. “An essential factor in the 
psychological well-being of an adolescent is the nature 
of parent-child relationships, parenting style, parental 
competence, the presence of affection and empathy, in 
other words, everything that determines the relation-
ship between family members” [3, p. 53]. Communica-
tive and parental competence, openness in communica-
tion significantly increases psychological well-being of a 
high school student.

Despite the fact that initially the absolute influence 
of parents on the child weakens and loses its dominant 
role during ontogenesis, the parental attitudes, parent-
ing styles, and attitudes towards a child usually remain 
critical during the stages of active personality formation 
[15; 21]. Interpersonal relations in the family are of a 
particular importance during adolescence because of the 
active formation of self-awareness and self- determina-
tion of a person in this period.
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Исследование психологических проблем семейных отношений и их влияния на характер взаимо-
действия взрослеющего ребенка с окружающими приобретает особое значение в отношении старше-
классников, стоящих на пороге взрослости. В статье представлен обзор отечественных и зарубежных 
публикаций по проблеме, а также результаты эмпирического исследования влияния внутрисемейных 
отношений на социометрический статус старшеклассников. В эмпирическом исследовании (N=106) 
приняли участие учащиеся десятых классов в возрасте от 15 до 16 лет (M=15,8), из них 24 девушки и 
29 юношей, а также их матери (N=53) в возрасте от 37 до 43 лет (M=40,4). Использовались методики: 
социометрический тест (Дж. Морено); опросник «Подростки о родителях» (ADOR/ПОР); опросник 
для родителей «Анализ семейных взаимоотношений» (АСВ). Полученные результаты позволяют ут-
верждать, что старшеклассники, имеющие высокий социометрический статус, реже сталкиваются с 
проявлениями директивности, враждебности и дистанцирования со стороны родителей. Отмечается, 
что низкий социометрический статус старшего школьника в значительной степени связан с такими 
дисгармониями семейного воспитания, как гипопротекция и жестокое обращение.
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A number of studies are devoted to the analysis of pa-
rental relationships and attitudes, styles and strategies of 
family upbringing [1; 3; 9; 12; 15; 17; 19; 21], and focused 
on the parental position, while the reverse side  — the 
adolescents’ strategies of interaction with parents — re-
mains less studied, though actualized by many research-
ers [8; 9; 14; 16]. Acting as a subject of relations with 
parents, a high school student tries his or her own strate-
gies of interpersonal relations, being forced by the age 
process of separation [8; 12; 14; 19].

A.I. Koshel understands the strategy of interaction 
of adolescents with parents as “a set of dominant quali-
ties of his (her) behavior in relations with parents caused 
by the social situation of development (achieving eman-
cipation in parent-child relations)” [8, p. 11]. The basic 
strategies of interaction of high school students with 
parents are cooperation, submission, and counteraction.

Researchers emphasize the nonidentity of parental 
upbringing modes and teenagers’ perceptions of them, 
and this discrepancy increases with age. It is impor-
tant that teenagers’ ideas about parenting form the ba-
sis of their attitude not only to their parents, but also 
to themselves and others [5]. High school students with 
the strategy of interaction with parents such as coopera-
tion are characterized by striving for self-actualization, 
high-speed development of subjective personality quali-
ties and formation of precise boundaries with parental 
figures [4; 16].

“The strategy of submission is characterized by the 
expressed need for support and guidance from parents. 
In their behavior high school students seek to avoid con-
flicts, and to take passive position in situations of vital 
choice, being guided by parental desires” [8, p. 11].

The strategy of counteraction is expressed in rebel-
lion, when the actions of the adolescent are dictated by 
the desire to act in opposition to what is expected from 
it, and the choice of this strategy is also largely deter-
mined by the opinion of others [5; 12].

“Strategies of submission and opposition are de-
structive, they are based on the frustrated need for self-
actualization, they differ in the behavioral reactions of 
adolescents to the educational position of parents. The 
formation mechanism of adolescentsꞌ interaction strat-
egies has the ontogenetic aspect of the autonomy and 
closeness in relations balance” [8, p. 11]. This is confirmed 
by the results of empirical researches of adolescents with 
different strategies of child-parent relations, conducted 
by A.N. Koshel [8]. In the senior school age, the qualita-
tive changes of peer relations of boys and girls occur, as 
the “values and senses” themes come to the foreground, 
their understanding of human behavior motivation in-
creases, the anxiety in relations and the sharpness of in-
terpersonal conflicts decreases, the repertoire of social 
roles expands, and the independence from authority is 

being actively formed. These special characteristics are 
discussed both in classical (O.A. Karabanova, J.L. Kolo-
minsky, I.S. Kon) [5; 6; 7] and modern psychological 
studies (A.I. Koshel, N.N. Poskrebysheva, V.S. Sobkin, 
Y.O. Kolomiets, E.A. Kalashnikova) [8; 12; 14]. 

However, a number of authors [4; 5; 8] emphasize a 
certain disharmony in relations of high school students — 
conflicts, tensions and aggression, as well as their insuf-
ficient ability to constructively resolve disagreements 
and conflicts arising in interpersonal relationship, due 
to both external factors and subjective qualities of the 
personality.

The processes of interpersonal communication are 
particularly acute in groups of adolescents. A vivid ex-
ample is a peer group acting as the reference environ-
ment in which an adolescent “trains”before entering the 
world of adult interpersonal relations. The majority of 
researches are devoted to the study of adolescentsꞌ per-
sonal status in social groups, and they are characterized 
by the bipolar approach aimed at revealing the causes of 
his (her) high or low status — the leader or the outsider.

High school students with a low-status position 
often act as potential victims of bullying — one of the 
most widespread types of violence at school, which 
manifests itself in verbal and physical forms of aggres-
sion. As V.I.  Ekimova and A.M. Zalaldinova note, the 
victims of bullying are characterized by low self-esteem, 
sense of guilt, poorly developed communicative skills, 
and extremely limited circle of friends, as well as the fear 
of school and interpersonal communications. However, 
these characteristics may be both the causes and the 
consequences of bullying [2]. The psychology of leaders 
and outsiders has been investigated in a number of works 
[2; 3; 4; 6; 8], while the category of middle-status group 
members is less studied [4; 8; 13].

One of the directions in the study of interpersonal 
relations is the analysis of intragroup relations in terms 
of their significance for each of the participants. Within 
this framework A.V. Petrovsky has developed a “three-
factor model of the significant other”, according to which 
each factor is a form of the personality meta-individual 
representation of the “significant other” [11]. The com-
bination of three bases of interpersonal significance  — 
authority (recognition of the right of the “significant 
other” to make responsible decisions significant for oth-
ers), attraction (the ability of the “significant other” to 
attract or repel others, cause sympathy or antipathy) and 
power (the institutionalized role) — reflects the ways of 
the intragroup status-role relations determination [13].

The results of E.S. Mahlach researches are rather in-
teresting, as they testify that a studentꞌs —”high socio-
metric status is provided by the combination of three 
factors: 1) the actual development of positive personal-
ity qualities valued by the group; 2) the concurrence of 
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personal values with those of the group; 3) underestima-
tion of especially valued by the group personality quali-
ties” [10, p. 187]. J.L. Kolominsky [6] associates the last 
factor with the “paradox of awareness” of a high status 
in the group.

A special area of socio-psychological researches is the 
investigation of the interconnection between parent-
child relationships and interpersonal relations with peers, 
as well as their joint influence on social and psychological 
adaptation in adolescence [3; 9; 14; 18;19; 21]. G. Ladd and 
Z. Parke present the theoretical approaches and empirical 
studies review of the influence of family processes on the 
child’s relationships with peers for thirty years. They ana-
lyze the direct and indirect effects of family relationships 
on interpersonal relations of children and adolescents, 
reverse impact of communication with peers on relation-
ships with parents, they identify the problems for a special 
study and directions for further investigation [18].

The study by M.V. Ermolaeva and O.V. Smirnova [3] 
has revealed the close connection between adolescentsꞌ 
subjective assessment of psychological well-being, hap-
piness, and life satisfaction, their evaluation of commu-
nications with peers, and the perception of intrafamily 
relationships. They assume, that the adolescents’ high 
assessments of cooperation with parents and satisfaction 
with peer communications is associated with a high or, 
on the contrary, low level of the parentsꞌ sociability. At 
the average level of sociability of adults, the studentꞌs 
satisfaction with interactions in the family and in peer 
groups decreases appreciably [3].

The recent foreign researches testify that closeness 
and type of attachment in adolescentsꞌ family relations 
determines not only the high level of their emotional 
well-being, but also the successful social and psychologi-
cal adaptation in peer groups, and peer preference [17; 
18; 19; 20; 21].

The purpose of this empirical study is to evaluate 
the impact of intrafamily relationships on the sociomet-
ric status of a high school student.

Empirical tools are represented by the following 
methods: the sociometric test (J. Moreno); “Adoles-
cents about Parents Questionnaire” (ADOR/ POR) — 
the modification by Z. Matejchik and P. Rzichan of 
“Childrenꞌs Report of Parental Behavior Inventory” 
(E. Shaefer); questionnaire for parents “Analysis of fam-
ily relations” — AFR (E.G. Eidemiller, V.V. Justitskis).

Results and Discussion

A total of 53 tenth grade students aged 15 to 16 
(M=15,8), including 24 girls and 29 boys, as well as their 
mothers (N=53) aged 37 to 43 years old (M=40,4) took 
part in the study with a total of 106 respondents.

The sociometric status of a high school student in the 
system of interpersonal relations in a study class was de-
termined using the sociometric test. Depending on the 
number of choices received, the subject was attributed 
to one of five status categories: “stars”, “preferred”, “ne-
glected”, “isolated “ or “rejected” (“outsiders”).

The status categories of “stars” (20,7%) and “pre-
ferred” (23,0%) included 43,7% of respondents; this 
position was especially favorable for adolescents, as it 
reflected peer acceptance. Among the unpopular high 
school students were “neglected”, “rejected” and “isolat-
ed” groups. Unfavorable sociometric status was revealed 
for 56,3% of students.

A significant part of adolescents belonged to “ne-
glected” category (30,3%). This category was less favor-
able in comparison with the “stars” and “preferred”, as 
these students were considered not enough attractive 
and of no importance for their classmates.

According to the results of the study, 18,7% of high 
school students had the status of “isolated”, as they re-
ceived the minimum number of choices. These adoles-
cents were not in the peersꞌ register, neither at the level 
of feelings, nor at the level of relationships.

The rejected students received negative choices, 
which implicitly determined the level of their social re-
jection. In the study, 7,3% of high school students had 
the status of “outsiders”.

The assessment of parents’ attitudes, behaviors, and 
parenting methods from the perspective of high school 
students was conducted with “Adolescentsꞌ about Par-
ents Questionnaire”. Due to the fact that 21,8% of the 
subjects had no answers related to fathers, we considered 
the results obtained as adolescents’ perception of their 
mothers’ parenting behaviors.

More than a half of high school students rated their 
mothers’ directiveness as high and medium (37,4% and 
28,1%, respectively), that indicated strict adult control, 
aptitude for power, and lack of interest in the opinion of 
an adolescent.

From the point of view of a significant part of students 
(50,4%), the hostility of their mothers was expressed at 
the middle level. Probably, it was connected with the age 
characteristics of conflict-prone adolescents, and incom-
plete crisis manifestations. The hostility of the mother in 
relationships with her son was manifested in excessive 
severity, aggressiveness, self-focus, and self-assertion in 
communication. Girls perceived the mother’s behavior 
as hostile if she was distanced, cut off from the family, 
first of all from the children.

The majority of parents manifested the middle and 
low (respectively, 44,4% and 41,4%) level of autonomy, 
and a certain detachment from adolescents, with more 
freedom and autonomy than they might expect. At the 
same time, boys perceived their mothers’ autonomy as 
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a dictate, a total suppression of their will and desires. 
As for girls, they considered the mother’s independence 
from her daughter, her well-being and her needs to be 
the manifestation of autonomy. Such mothers were as-
sessed by girls as indulgent, undemanding.

From the point of view of both boys and girls, the 
inconsistency of parents in matters of upbringing was 
especially pronounced (a high level of parental incon-
sistency was noted by 62,7% of the respondents). This 
model of relations implied frequent changes in the style 
of parenting and interactions, from liberal to directive, 
and vice versa, as well as from emotional acceptance to 
coldness and rejection with interaction models changing 
with maximum amplitude.

Proximity factor, as a derivative of the combination 
of beneficence and hostility, was expressed in parents at 
the middle and low level. More than a third of high school 
students (37,4%) perceived their mothers as aloof, emo-
tionally rejecting, not showing warm feelings enough.

At its high values the factor of criticism (the deriva-
tive of directivity and autonomy) reflected considerable 
interest and total control on the part of parent, though the 
majority of adolescents assessed it as manifested in their 
parents at the middle and low level. A considerable part of 
students (44,4%) perceived the mothersꞌ attitude to them 
as lack of interest in their experience, relations and affairs.

It is possible to assume, that the results received are 
determined by the age-specific features of high school 
students. Being focused on themselves and on their own 
relations with others, adolescents tend to perceive the 
parents as insufficiently interested and attentive to their 
inner world and experience.

In addition, the adolescentsꞌ system of values and life 
goals is still being formed, often in opposition to the val-
ues inherent in the parental family. In some cases, this 
may be the cause of the student perception of parents as 
aloof, unconcerned, and critical.

To identify the interconnection between parent-
child relationships and the sociometric status of high 
school students in the peer group, the statistical assess-

ment of indicatorsꞌ differences between sociometric sta-
tus groups has been conducted with the Mann-Whitney 
U-test. The results are presented in Table 1. The indi-
cators of high school students’ perception of family up-
bringing are compared pairwise in groups with differ-
ent sociometric status. To reduce the dimensionality 
of data, the sample has been divided into three groups: 
1)  “preferred” (“stars” and “accepted”); 2) “neglected”; 
and 3)  “rejected” (“isolated” and “outsiders”). The va-
lidity of such recombination is confirmed by the results 
of the pairwise comparison of different status groups 
results, as none statistically significant differences has 
been revealed between “stars” and “accepted”, as well as 
between “outsiders” and “isolated” (ρ≤0,05).

The comparison of ADOR scales has revealed the 
significant differences between group indicators of ‘pre-
ferred’ and ‘neglected’ in a number of adolescents’ as-
sessments of parental behaviors: directiveness (U = 14; 
p< 0,01), hostility (U = 28; p< 0,01) and autonomy 
(U = 35; p< 0,05). High school students with the high 
sociometric status in a peer group, in comparison with 
“neglected”, are less likely to face directiveness, hostil-
ity and indifference from their parents.

Boys and girls with a high sociometric status rate the 
benevolence of their parents higher, and the directive-
ness, hostility and inconsistency lower than “rejected”.

These results allow to conclude that adolescents with 
the high sociometric status in a peer group perceive their 
family relationships as harmonious and constructive, in 
contrast to “neglected” and “rejected” adolescents. At 
the same time, the respondents with the low sociometric 
status as usual highly estimate the directiveness, hostil-
ity, and inconsistency of parents.

On the results of “Adolescentsꞌ about Parents Ques-
tionnaire”, the characteristics of maternal behavior are 
identified, such as the degree of satisfaction of a child’s 
needs, the level of a childꞌs protection, the number of re-
quirements.

According to the results obtained, the common par-
enting styles of adolescentsꞌ mothers are “dominant 

T a b l e  1
The Empirical Values of the Mann-Whitney U-test

Sociometric
status

ADOR scales

Groups of high school students with different sociometric status

1 and 2 1 and 3 2 and 3
Kindness 62 18,5 48,5
Directivity 14 34 14
Hostility 28 30 22,5
Autonomy 35 55,5 41
Inconsistency 46 22 32

Note: empirical U values pointing statistically significant differences at p ≤0,01 are in bold; empirical U values pointing statistically 
significant differences at p ≤0,05 are in italic; 1 — preferred, 2 — neglected, 3 — rejected.
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hyperprotection” (22,6%) and “indulgent hyperprotec-
tion” (17,0%). Hyperprotective parents devote a great 
deal of their attention and time to a child, and the childꞌs 
upbringing stands at the center point of their lives.

 The style of “increased moral responsibility” has been 
revealed in 15,5% of mothers; this type of upbringing as-
sumes high, and even excessive, requirements of parents 
to adolescents without taking into account individual 
and age characteristics.

“Emotional rejection” is true for 15,1% of mothers. In 
case of “maltreatment” (7,5%), the emotional rejection 
manifests itself in physical punishment of a child, ignor-
ing his or her needs, and the prohibition of pleasure.

The parental style of “hypoprotection” has been de-
tected in 11,3% of mothers. It is manifested in a lack of 
interest in and control over a child, when his or her needs, 
interests, actions, and even life are ignored by the parents.

11,3% of mothers show no predominance of any style, 
which may be due to either social desirability of their 
responses, or the adequacy of their upbringing methods, 
and the absence of pronounced manifestations of dishar-
monious styles.

Table 2 illustrates the relations of the sociometric 
status of high school students and the predominant type 
of parental upbringing.

As it is seen in Table 2, the types of parenting in fami-
lies of adolescents from different sociometric groups dif-
fer markedly. Thus, “indulgent hyperprotection” is more 
pronounced in the families of students of “preferred” 
(29,4%) and “neglected” (35,8%) groups, and is rare in 
the parents of “rejected” teenagers (5,5%).

The level of protection in the upbringing process is 
estimated by the scales of “hyperprotection” and “hypo-
protection”, and indicates the amount of attention and 
time (excessive or insufficient), which parents devote to 
their child.

Parents with “dominant hyperprotection” style sub-
ordinate their family life to the interests of a child, being 
ready to satisfy any of his or her needs and desires. This 
type of upbringing promotes the development of de-
monstrative and hyperthymic characteristics of the per-

sonality, which usually causes activity, predominantly 
heightened mood, and desire to attract the attention of 
others. All this allows a high school student to take the 
high sociometric position in a peer group.

Adolescents from families with “dominant hyperpro-
tection” parenting style often belong to the “preferred” 
category (33,0%). In the groups of “neglected” and “re-
jected” adolescents, this type of upbringing is quite rare 
(14,3% and 11,1%, respectively). The “dominant hyper-
protective” parents seek to direct the life of adolescents 
in all spheres, and deprive them of autonomy by numer-
ous restrictions and prohibitions. The results of this are 
apparently bipolar. Some of high school students show 
independence and autonomy in the areas available to 
them (for example, in peer groups), they tend to take 
responsibility for their actions and for joint actions, by 
which provide themselves the high sociometric status 
in a group. On the contrary, some adolescents, become 
weak-willed, with a lack of initiative, and consequently, 
they are accorded low status.

The parenting style of “increased moral responsibil-
ity” may determine the low sociometric status of ado-
lescents, as they more often belong to the categories 
of “neglected” (21,4%) and “rejected” (16,8%), than to 
“preferred” (4,6%). This upbringing type, associated 
with excessive demands to a child, is not contributing to 
his or her development, on the contrary, it is unfavorable 
and traumatic. In some cases, the parental obligations 
(housekeeping, care for younger siblings, aged relatives, 
etc.) are transferred to the adolescent not capable to 
cope with them. In other cases, the success in different 
activities (sports, study, creative work, etc.) is expected 
from a child regardless of his or her abilities and capabili-
ties. Usually, parents are not aware of excessiveness of 
their requirements, and are convinced that they create 
the necessary conditions for the development of inde-
pendence and vitality of a child.

The style of “emotional rejection” occurs more 
often among the mothers of students in “preferred” 
(19,2%) and “rejected” (22,2%) groups. This dishar-
monious type of parenting is caused by the parents’ 

T a b l e  2
The Relations of the Sociometric Status of High School Students and Parenting Styles (in %)

Status

Type of parenting
Preferred Neglected Rejected

Indulgent hyperprotection 29,4 35,8 5,5
Dominant hyperprotection 33,0 14,3 11,1
Increased moral responsibility 4,6 21,4 16,8
Emotional rejection 19,2 7,1 22,2
Maltreatment 0,0 7,1 16,8
Hypoprotection 4,6 14,3 22,2
Disharmonious types of parenting are not identified 9,2 0,0 5,5
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conscious or unconscious identification of a child 
with some negative factors of their own lives. In such 
a situation, the child may feel that he or she is a nui-
sance in the life of the parents, who have established a 
great distance in their relationships. In this case, some 
adolescents may be aspired to compensate their need 
for acceptance and love by the group of peers, which 
causes their sociability, orientation to the group, and 
the desire to achieve a high-status position. At the 
same time, “emotional rejection” by parents may pro-
voke in a child the formation of such character traits 
as unmotivated aggression, explosiveness, consider-
able part of adolescents.

The “maltreatment” style is inherent to mothers of 
high school students with a low sociometric status in the 
study class (16,8%), and to less extent of those with the 
middle status (7,1%). It hasn’t been also revealed in the 
group of “preferred” (0,0%). The abusive treatment im-
plies excessive severity of sanctions applied by parents 
in case of a child violates the requirements and rules, and 
the harsh response even to minor behavioral disturbances. 
Probably, the inadequately strict sanctions from parents 
lead to emotional deprivation of adolescents [4], which 
determines their outsider position in the peer group.

The “hypoprotection” style implies insufficiently low 
attention to a child from parents. It has been revealed on 
a fifth of “rejected” students (22,2%), in 14,3% of “ne-
glected”, and in 4,6% of “preferred” ones. In other words, 
being on the periphery of parents’ attention, the adoles-
cent often has a low sociometric status in the peer group.

Some parents (11,3%) donꞌt report of disharmoni-
ous types of parenting, which may be related both to 
the adequacy of parenting styles and to the social desir-
ability of their answers given in questionnaire. Prob-
ably, the first option is characteristic for families of 
adolescents with the high sociometric status (9,2% of 

“preferred”); the second option is characteristic for 
those “rejected” (5,5%).

The correlation analysis of empirical data was carried 
out to reveal the linkage between the types of parenting 
styles and the sociometric status of high school students. 
The results are presented in table 3.

The multivariate statistical analysis has revealed 
stable correlations between the certain types of fam-
ily upbringing. Thus, “indulgent hyperprotection”’ has 
negative correlations with all other types of disharmoni-
ous upbringing: “dominant hyperprotection”, “increased 
moral responsibility”, “emotional rejection”, “maltreat-
ment” and “hypoprotection” (ρ ≤ 0,01).

At the same time, “dominant hyperprotection” is di-
rectly related to “increased moral responsibility” and has 
inverse correlations with “emotional rejection”. Thus, 
“emotional rejection” is directly correlated with “hypo-
protection” (ρ ≤ 0,01).

Some significant correlations have been found be-
tween the parenting types and the sociometric status 
of high school students. “Indulgent hyperprotection” 
and “dominant hyperprotection” directly correlates 
with sociometric status, though a linkage is less stable 
(ρ ≤ 0,05), than the correlations between different types 
of parental upbringing. It may be assumed that the high 
sociometric status of the “hyperprotected” adolescents is 
caused in this case by their habit to be the center of the 
family, which may be to a certain extend transferred to 
interpersonal relations with peers.

When simultaneous manifestation of “hyperprotec-
tion” and excessive requirements-prohibitions (domina-
tion) occur, the parents tend to control all spheres of the 
adolescent’s life, and deprive him or her of independence 
and autonomy. The consequence of this may be both a 
pronounced reaction of emancipation and a low social 
activity. Apparently, the adolescents with aspiration to 

T a b l e  3
Results of the Correlation Analysis of Parenting Styles and the Sociometric Status of Adolescents

Sociometric status

Type of parenting
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Indulgent hyperprotection 1
Dominant hyperprotection -0,487 1
Increased moral responsibility -0,520 0,458 1
Emotional rejection -0,687 -0,511 0,212 1

Maltreatment -0,414 0,225 0,158 1,312 1
Hypoprotection -0,627 -0,598 0,168 0,423 0,195 1
Sociometric status 0,289 0,275 0,221 -0,248 -0,381 -0,395 1

Note: empirical U values prevailing the critical ones at statistically significant level at p ≤0,01 are in bold; at p ≤0,05 – in italic.
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autonomy tend to occupy high sociometric positions in 
a peer group.

The low sociometric status of a student is consis-
tently associated with such disharmonious types of 
parenting as “emotional rejection” (ρ ≤ 0,05), “hypo-
protection” (ρ ≤ 0,01), and “maltreatment” (ρ ≤ 0,01). 
Obviously, the lower the sociometric status of the ado-
lescent is, the more these two parenting styles are man-
ifested in the family.

“Emotional rejection” combined with the insufficient 
support (“hypoprotection”) often associates with “mal-
treatment” such as punishment, first of all physical, plea-
sure deprivation, and ignoring of a childꞌs needs. This 
upbringing type leads to the formation of the unstable, 
explosive character, inadequate self-esteem, and enhanc-
es the possibility of neurotic disorders. These character-
istics, apparently, explain the low status of such adoles-
cents in a peer group.

In case of “hypoprotection”, a high school student 
is left to himself, his parents are not interested in him 
or her, and the parental control function implementa-
tion. If adolescents do not receive necessary attention 
and emotional acceptance in the family, they either 
try to compensate this in a peer group or become in-
secure, suspicious, which negatively affects their re-
lations with classmates and causes a low sociometric 
status.

Findings and Conclusions

Family upbringing is a determining condition of per-
sonal growth and efficacy of interpersonal relations in 
adolescence. High school students, being grown up in 
a disharmonious family, may experience significant dif-
ficulties in establishing informal interpersonal relations, 
or may seek to compensate lack of emotional closeness in 
the family by full immersion in peer relationships, while 
seeking in them support and acceptance.

The family models, forms and mechanisms of rela-
tionships are applied by adolescents in peer relations 
and determine the efficiency of solving the problem of 
emancipation in the system of parent-child relations. 
Strategies of submission and counteraction used by 
adolescents have a destructive impact on their personal 
development, the formation of subjective position, psy-
chological sovereignty, and interpersonal relationships 
with peers.

The sociometric status of a high school student in the 
peer group is determined by a number of factors: emo-
tional and personal qualities, visual appeal, the level of 
intellectual development, commitment and activity, suc-
cess in peer relations, ability to take responsibility, abil-

ity to organize joint activities etc.
Characteristics and the type of parents-child re-

lations decisively determine the character of the 
adolescentꞌs peer relations, a level of authority and at-
tractiveness, and the status-role position. It was revealed 
that high school students with a high sociometric status 
not so often face directiveness, hostility and distancing 
on the part of their parents, as the low-status ones. They 
more often perceive their family situation as harmoni-
ous, favorable and constructive.

Adolescents with a high sociometric status evalu-
ate the benevolence of their parents higher, than their 
school-mates from “neglected” and “rejected” groups. 
On the contrary, the parents of students with a low so-
ciometric status are more often directive, hostile, and in-
consistent in their parental position.

The “dominant hyperprotection” parenting style is 
typical for parents of a high and middle-status students 
(“preferred” and “neglected”), but itꞌs rarely observed in 
parents of “rejected” adolescents. High school students 
whose mothers show “dominant hyperprotection” to-
ward them are most often in the “preferred” status group, 
but they may also appear in the middle- and the low-sta-
tus positions.

Similarly, mothers of both the high-status and the 
low-status students may exhibit “emotionally rejective” 
style of parenting. The perhaps reason for the polarity 
of studentsꞌ statuses is that adolescents react differently 
to inadequate types of family upbringing, which, in turn, 
determines the nature of their interaction with peers and 
their sociometric status in the study group.

A low sociometric status of the adolescent is relative 
to the family upbringing disharmonies such as “hypopro-
tection”, “neglect of needs”, “increased moral responsi-
bility” and “maltreatment”.

Thus, we may resume that psychological acceptance 
on the part of the parents, moderate control over social 
connections, and a sufficient level of support have a posi-
tive effect on the sociometric status of high school stu-
dents, whereas hostility, directivity, “inconsistency in 
educational positions”, as well as “emotional rejection”, 
“maltreatment”, and “hypoprotection” result in the low 
sociometric status of students in the peer group.

“Emotional rejection” together with “insufficient 
support” is often combined with abusive parental be-
havior (“maltreatment”), which manifests itself in the 
form of punishments, especially physical, pleasure de-
privation and ignoring of a child’s needs. Such parent-
ing type leads to the development in adolescents the 
unstable, explosive character, inadequate self-esteem 
and possible neurotic disorders. These characteristics, 
apparently, explain the low status of some students in 
a peer group.
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НЕКРОЛОГ
OBITUARY

The Faculty of Psychology of Moscow State University regrets to announce that on March 4, 2022, after a serious 
illness, the world-famous scientist, Glozman Zhanna Markovna, passed away. She was a student of A.R. Luria, the 
Honoured Researcher of Moscow University, Leading Researcher of the Laboratory of Neuropsychology at the 
Faculty of Psychology of Moscow State University named after M.V. Lomonosov, Professor, Doctor of Psychology.

Glozman Zhanna Markovna worked at the Faculty of Psychology of Moscow State University since 1970. The 
range of her scientific interests was very large: neuropsychology, neurolinguistics, neuropsychology of communication, 
neuropsychology of childhood and senility, history of neuropsychology, cultural and historical psychology. Her 
contribution to children's practical neuropsychology is great; she trained several generations of psychologists who 
worked or studied at the Centre of Neuropsychology named after A.R. Luria.

Zhanna Markovna Glozman was the author and editor of over 400 scientific papers (including 49 books) published 
in Russian, English, Spanish and Portuguese. She was the initiator and editor-in-chief of the Lurian Journal, which 
began to be published in English in Yekaterinburg in 2020.

Zhanna Markovna Glozman was an indispensable organizer of international conferences in memory of A.R. Luria. 
She was the initiator and the President of the International Society for Applied Neuropsychology (ISAN). Even 
in her old age, her energy has not dried up: for example, in 2020 she was the Chairman or Vice-chairman of three 
program committees of international conferences on neuropsychology, cultural-historical psychology and cognitive 
sciences.

Zhanna Markovna Glozman was awarded several medals and badges of honour, including the medal of the Krakow 
Academy of Rehabilitation.

The name of Zhanna Markovna Glozman, a seeking neuropsychologist, tireless organizer, mentor of practical 
psychologists, and a good friend, will forever remain in memory of her colleagues, students and friends.

Zh.M. Glozman (1940—2022)
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НАУЧНАЯ ЖИЗНЬ
SCIENTIFIC LIFE

RUSSIAN EDUCATIONAL RESEARCH ASSOCIATION, 
MOSCOW STATE UNIVERSITY OF PSYCHOLOGY AND EDUCATION, 

PSYCHOLOGICAL INSTITUTE OF THE RUSSIAN ACADEMY OF EDUCATION

INFORMATIONAL LETTER

Dear Colleagues,
We invite you to take part in the 2nd International Conference “The Davydov Readings” 

which will be held in Moscow on September 12—13, 2022.

In September 2020, Moscow State University of Psychology and Education hosted the 1st Internation-
al Conference “Scientific School of Vasily Davydov: Traditions and Innovations” that was dedicated to 
the 90th anniversary of V.V. Davydov’s birth. Back then, the participants of this Conference decided 
to make it a regular event and to meet every 2 years to discuss the main ideas of Davydov’s scientific 
school and their impact on education and child development. The coming Davydov Readings will focus 
on the relevant issue of the subject of learning activity and its practical implementation in the era of 
digital education.

The Conference is organized by the Russian Educational Research Association, the Moscow State 
University of Psychology and Education, and the Psychological Institute of the Russian Academy of 
Education.

The Readings will take place as four thematic symposia.
Symposium 1. “Learning Activity in Primary School and Digital Environments: How to Promote Agency 
in Learning Activity” (Moderators: V.V. Rubtsov, V.T. Kudryavtsev, B.D. Elkonin)
Symposium 2. “Developing Agency in Adolescents through Research Project Activity: Opportunities and 
Limitations of Digital Environments” (Moderators: A.V. Leontovich, A.I. Fadeyev)
Symposium 3. “Games in Digital Environments that Shape Group and Individual Agency in Students 
through Learning Tasks and Research Projects” (Moderators: Yu.V. Gromyko, P.O. Skobelev)
Symposium 4. “Development of Subject Thinking in Students in the Process of Learning Activity” (Mod-
erators: A.A. Margolis, E.I. Isaev, M.A. Safronova)

The following formats are available within the symposia:
1) Plenary sessions
2) Thematic sections

Possible participation forms:
in-person attendance — as a listener, without publication of theses in the conference proceedings;
in-person attendance — as a contributor, with publication of theses in the conference proceedings;
in-person attendance — as a listener, with publication of theses in the conference proceedings;
in-person attendance — as a contributor, without publication of theses in the conference proceedings.
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Terms of participation.

Please register here to participate in the Conference: https://docs.google.com/forms/d/1Lr_
kcZDy3NSgg1CxdVrMzTQkABLaOnDaYR_AfxKzyHI/e dit?usp=sharing

If you wish to participate as listener, please send your conference attendance request 
by September 11, 2022.

There are no registration fees for participants.

Due to the epidemiological situation the Conference will be conducted in a mixed format.

After the Conference, we are planning to publish the proceedings as well as a collection 
of little-known or unpublished works by V.V. Davydov.

Theses for publication shall be submitted by August 11, 2022. 
All participants will receive certificates.

Official website of the Conference: http://davydov-conf.ru
Contact us: davydov2020@mgppu.ru


