ISSN 1816-5435
ISSN (online) 2224-8935

MeXOYHapPOOHbIN HAYUHbIN XypHarn
International Scientific Journal

Bbinyck nocedALwaeTca 75-netumio
Enenbl OnerosHbl CMnpHOBOU

KYJIbTYPHO-UCTOPUYECKas
[NCXOJIOI A

rockoma oA CTaE cultural-historical

% MCUXONOro-NEAAror UMECKUM YHUBEPCUTET
7.

7 9 e ————————
4, MOSCOW STATE UNIVERSITY
7 OF PSYCHOLOGY AND EDUCATION

The issue is dedicated
to Elena Olegovna Smirnova’s 75th anniversary




Mesicoynapoonwiii nayumviil HcypHa

International Scientific Journal

KyibTypHO-HCTOpHYECKas IICUXOJIOTH S
2022. Tom 18. Ne 3

Boinyck nocesimaercs 75-1etuio Enenst OneroBusl CMEPHOBOIA

Tematnueckue peaakropsi: O.B. Pyonosa, T.B. AxyTuna

Cultural-Historical Psychology
2022.Vol. 18, no. 3

The issue is dedicated to Elena Olegovna Smirnova’s 75" anniversary

Guest Editors: O.V. Rubtsova, T.V. Akhutina

MocKOBCKHI FocyﬂapCTBeHHbIﬁ IICUXOJIOTO-TIeIarOTUYeCKI 1 YHUBEPCUTET

Moscow State University of Psychology & Education




Contents

NEW SOCIO-CULTURAL CONTEXT of the CHILD’S PLAY:

in DIALOGUE with E.O. SMIRNOVA

Introduction to the Rubric “New Socio-Cultural Context of Child's Play:

in Dialogue with E.O. Smirnova” (for the 75™ anniVerSary)  ....cooocoocvoeeververeeeeeeeeseeeseees s 4

In Memory of E.O. Smirnova

V.S. Sobkin

Children’s Play in Cultural-Historical Psychology: Substitution, Loss and Recreation

of the Ideal Form of Activity in the Educational Space

E V. TFfONOUA oot et 5
Role Play in the Focus of the Cultural-Historical Scientific School:

Developing the Ideas of L.S. Vygotsky

YUA. TORATCHUR ..ottt 13
Child’s Play in the Context of Digital Transformation:

Cultural-Historical Perspective (Part One)

O.V. RUDESOUA, O.V. SAIOTNATOUA ..o ee e ees s eee st ese e s sses s ss et seeseseeeeneessens 22
Preschool Teachers’ Views on Children’s Play and its Observation
AN JARSHING, TN, LE-DGI oot e et et eeeee e ee e s s ses e s s eneeseeseseeseeeseeseaseeeasaenn 32

Psychological Expertise of a Doll within the Framework of Cultural-Historical
Psychology: Possibilities and Limitations

L1 EIRONINO0A, P.A. KIYZROU ..ottt sttt 41
IN MEMORY of A.R. LURIA

Introduction to the Rubric “In Memory of A.R. LUTIQ” .o 51
Remembering Alexander Luria...

M. COLE oAt 54
Impressions of Alexander Romanovich Luria

J Vo WEIEESCR oo s 58
Some Remembrances of Luria

L. MECACCT oottt bbb bbb bbbt 61

Variants of Neuropsychological Syndrome and Stages of Genesis of A.R. Luria’s
Concept of the Brain Organization of Mental Functions
N.K. Korsakova, Ya.0. VOIOGAINA ...t sssessns 64

Scope and Perspectives of Neuroimaging and Neurostimulation to Develop
the Theory of Systemic and Dynamic Localization of Higher Mental Functions

Ya.R. Panikratova, R.M. Vlasova, I.S. Lebedeva, V.E. Sinitsyn, E.V. Pechenkova — ..........eceereeveernnn. 70
Brain Executive Functions and Learning Readiness in Senior Preschool Age
M.N. Zakharova, R.I. Machinskaya, A.R. AGFIS  .....ooeooeveeeeeeeeesieees s ssssssessns 81

Dissociation of Syntax and Vocabulary Development in Junior Schoolchildren
with Different Neuropsychological Profile
T.V. ARhuting, E.S. OSACREPROUA ..o 92

EMPIRICAL RESEARCH

Dynamics of Educational Motivation and Orientation towards the Grades

of Russian Teenagers in the Period from 1999 to 2020

T.0. Gordeeva, O.A. Sychev, A.V. SURRANOUSRAYA  .......cooooveoeoeeieeeereeeseee s 104

Ethnic, Civic, and Global Identities as Predictors of Emigration Activity

of Student Youth in Belarus, Kazakhstan, and Russia

N.V. Murashcenkova, V.V. Gritsenko, M.N. Efremenkova, N.V. Kalinina, E.V. Kulesh,

V.V. Konstantinov, S.D. GUrieva, A. Y. MAICHIOUA ..o eeeeseeeeeeeeeeee e eeee e eeee e seessnens 113

THEORY and METHODOLOGY
On the Problem of the Semantic Structure of Consciousness
G.G. KrautS00, O.G. KFAUESOU ...ttt ettt ettt en et s s et es e eneseaeeeananan 124

MEMORABLE DATES

How is a Doer Done. The Anniversary Interview with N.N. Nechaev. Part 2.

Some Unsolved Problems of Psychology and the Possibilities of their Solution

NN NECRACD oot st 132



Coaep:xaHue

HOBBII COITMOKYIbTYPHBIN KOHTEKCT JIETCKOI UTPhI:

B TUAJIOTE C E.O. CMUPHOBOU

BerynurenbHoe ¢ioBo K pyopuke «HoBblil COIMOKYIBTYPHBII KOHTEKCT AE€TCKOM UTPBL:

B nuasiore ¢ Exenoit OseroBaoit CMUPHOBOI» (K 75-JIETHIO CO THSI POKIAEHWSI)  ooveneneereseenersnenees 4

IMamsatu E.O.CmupHoBoit
B.C. Cobrun

JleTckas urpa ¢ mo3uIHii KyJIbTyPHO-UCTOPUYECKOI TICUXOJIOTUN: TIOJIMEHA, yTpaTa
1 BOCCO3/IaHUE UIeaTbHOI (DOPMBI JeITEIbHOCTH B 00pa3oBaTebHOM IIPOCTPAHCTBE
EB. TDUDOHOBA ...ttt s s s st s et s 5

CioskeTHO-poJieBast urpa B (hokyce KyJIbTyPHO-UCTOPUUYECKON HAYUHOI HIKOJIbL:

passuBas ujen JI.C. Boirorckoro

FOA. TOKAPDUYK oottt eeae 13
[leTckas urpa B ycIoBusX 1udpoBoil TpaHchOpMaIiN: KyJIbTyPHO-UCTOPUIECKHI

koHTekcr (Yacrb 1)

O.B. Py6uoBa, O.B. CALOMAMOBA ......coeeeeveeeeeveeeeeeverveees e 22
Ocob6eHHOCTH TIPEACTABIEHUT JIOMKOIBHBIX MEar0roOB O JIEeTCKON Urpe U HabJIoieHuH 32 Hell
AH. AKUWUNG, T H. JIC-BAM ...ttt ettt ettt s s eneaeas 32

IIcuxomornueckas 9KCIIEPTHU3a KYKJIbI B paMKaX KyJbTYPHO-UCTOPUYECKOTO ITOAX01A:
TpaHUIIbl 1 BO3MOKHOCTH

JLU. InoKOHUHOBA, IILA. KDDIHCOB ...ttt sttt bt sas 41
IMAMATU A.P. IYPUU

Berynurenbroe cioBo K pyOpuke «IIaMaTu AP, JIYPUID  ooovoieeieereeseiesiesieseie s 51
Benomunas Anexcanzpa Jlypuro...

MUKOYIL ettt ettt 54
Buieuarsienust 06 Anexcanipe Pomanosude Jlypun

JIHC. BEDU ottt ettt 58
Hexoropsie Bocriomunanus o Jlypuu

L MEKAUUU .ot e bbbttt 61

BapnaHTb! HEHIPOIICUXOJIOTHYECKOTO CHHAPOMA T ATATIbI TeHe3a kounenmun A.P. Jlypun
0 MO3TOBO}1 OpraHu3aIy HCUXUUeCKUX (QYHKITHI
H.K. Kopcaro8a, 51.0. BOJOZOUHA  ......cooeeeeeeeeeeeeeeeeeeeeeees e es s 64

Bo3amokHOCTH METOZIOB HEHPOBU3YATIU3AIUY 1 HEHPOCTUMYJISAIINY [IJisl PA3BUTHUST TEOPUU
CUCTEMHON IMHAMUYIECKOM JJOKATU3AITIHI BBICIITNX TTCUXUICCKUX (DYHKITHIIT
A.P. lanuxpamosa, P.M. Baacosa, U.C. Jle6edesa, B.E. Curuvpin, E.B. [TeUeHKOBA  .......c.ooeveveene. 70

Yupassstonue GpyHKIIUU MO3Ta ¥ TOTOBHOCTb K CHCTEMaTUIeCKOMY 00Y4EHIIO
Y CTapIIKX JOMIKOJIbHUKOB
M.H. 3axaposa, P.U. MAuunCKAst, A.P. AZDUC ..ottt 81

Jliccormanus pa3sBUTHA CHHTAKCHCA U IEKCHKY Y MITAAIINX ITKOJIBHUKOB
C pa3HbIM HEHPOIICUXOJIOTHUECKUM IIPOdUIEM
T.B. AXyMuH, E.C. OUIETNIKOBA ...ttt s st sessnsssesas 92

IMITMPUYECKHUE UCCJIEJOBAHUA

Jluramuka yueGHON MOTUBAIIUU U OPUEHTAIINHN HA OL[EHKU Y POCCUIICKUX TIO[POCTKOB

B niepuoz ¢ 1999 o 2020 rr.

T.0. Iopdeesa, O.A. Core, A.B. CYXAHOBCKAS  ..vvvveeeeeeeeerereeeresssisssesssssssssssssssssssssssssssssssssssssssssssssssssssans 104

ITHUYECKAs, TPAsKIAHCKAST U TII00aTbHAST IEHTUYHOCTH KaK MPEUKTOPBI
SMUTPAINUOHHON aKTUBHOCTH CTYyIeHIecKoi MoJoziesku bemapycu, Kazaxcrana u Poccun
H.B. Mypawenxosa, B.B. I'puuyenxo, M.H. E¢ppemenxosa, H.B. Kanununa, E.B. Kyneut,

B.B. Koncmanmunos, C/l. Iypueda, A FO. MANCHOBA  .........ceoeeeeeeeeeieeeeeeeesiseseseiseissassassassisssssassassenes 113
TEOPUA 1 METO10JI0OTUA

K nipobieme cMBICIOBOTO CTPOEHUS CO3HAHMA

L. Kpasuo8, O.1. KPABUOB ...t 124
IIAMATHBIE JIATHI

Kak genaerca nesrens. I06uneiinoe untepssio ¢ H.H. Heuaesbim.
Yactb 2. Hexoropble HepeleHHbIe IPOOJIeMbl IICUXO0JOTUU U BO3MOKHOCTU MX PEIEHUST
H H. HEUGEB ...ttt se s s et sa s st a et sasa et e s s s st s sasaassasansesanas 132



KyabrypHo-ucToprdeckast ICUX0I0rust Cultural-Historical Psychology

2022. T.18. Ne 3. C. 4 2022. Vol. 18, no. 3, pp. 4
ISSN: 1816-5435 (rieuarHbrii) ISSN: 1816-5435 (print)
ISSN: 2224-8935 (online) ISSN: 2224-8935 (online)

NEW SOCIO-CULTURAL CONTEXT OF THE CHILD’S
PLAY: IN DIALOGUE WITH E.O. SMIRNOVA

HOBBIH COIIMOKYJIbTYPHBIN KOHTEKCT /IETCKOH UTPBI:
B JIMAJIOTE C E.O. CMUPHOBOH

Introduction to the Rubric
“New Socio-Cultural Context of Child's Play:
in Dialogue with E.O. Smirnova” (for the 75th anniversary)

The rubric is devoted to the perspectives of studying contemporary children's play in the framework of the Cul-
tural-Historical Scientific School. The articles, presented in the rubric, discuss the evolution of the ideas about play
and ways of its development in preschoolers. A brief overview of scientific approaches, based on the ideas of L.S. Vy-
gotsky about children's play, is presented. A particular place among these approaches belongs to the concept, elabo-
rated by Elena Smirnova, who studied the development of will and arbitrariness in early ontogenesis, as well as the
role of the adults in the formation of these processes in children.

Elena Smirnova founded the first “Center for Psychological and Educational Expertise of Play and Toy”, which is
unique in Russia, and where under her guidance a method of psychological and educational expertise of play and toys
was elaborated. Based on this unique method, a series of research works were conducted, focusing on the analysis of
contemporary children's play, as well as on assessing the impact of play materials and surrounding environment on
children's play. Today the Center, founded by Elena Smirnova, continues its work in the structure of the “Center for
Interdisciplinary Research on Contemporary Childhood” of Moscow State University of Psychology and Education,
which develops the scientific tradition of Elena Smirnova.

In the last years Elena Smirnova paid much attention to the problems of digitalization of play and to the trans-
formation of children's play interactions under the influence of new technologies. Based on her ideas, the staff of the
Center for Interdisciplinary Research on Contemporary Childhood have been recently elaborating a new direction of
research, focusing on the peculiarities of digital play, in which the boundaries between online and offline modalities
are blurred and where real and virtual objects co-exist and interact in real time mode. Some aspects of the conducted
research are discussed in the articles published in the issue.

The rubric is prepared for the 75th anniversary of Elena Smirnova. The staff of the Center created a virtual
page, where Elena Smirnova’s works, published at different periods of her scientific career, are available. There page
also offers a collection of video recordings, including her lectures and interviews: Cmuptosa Enena OseroBHa —
IIMUC/ (childresearch.ru). Readers and followers of Elena Smirnova keep enriching the collection by materials
and photos, which they send via email. A commemorative lecture hall is expected to be opened in the University for
preserving Elena Smirnova’s scientific heritage and making it available for all those, who are interested in challenges
of contemporary childhood.

Rubtsova Olga, PhD, Head of the Centre for
Interdisciplinary Research on Contemporary Childhood
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Children’s Play in Cultural-Historical Psychology:
Substitution, Loss and Recreation of the Ideal
Form of Activity in the Educational Space

Ekaterina V. Trifonova
Federal State Budgetary Educational Institution of Higher Education
«Moscow Pedagogical State University» (MPGU), Moscow, Russia
ORCID: https://orcid.org/0000-0003-2125-9700, e-mail: ev.trifonova@mpgu.su

The article deals with the problem of children’s play from the standpoint of the Cultural-Historical
Psychology. The fact that developed forms of play are rather rare in the life of contemporary children is
considered from the position of the absence in their life of the ideal form of the play, which inevitably leads
to the impossibility of appropriating the corresponding activity. The distortion and loss of the ideal form
of play has a long history and did not occur immediately. Based on the analysis of documentary sources
(methodical letters, periodicals, scientific literature, etc.), it is shown how teachers’ ideas about children’s
play changed, what forms of play were broadcast to children in educational organizations and what other
channels of assigning play experience were at the disposal of children in different historical periods. The ar-
ticle describes the developed forms of play and indicates what conditions are necessary for their emergence.

Keywords: ideal form of the play, children’s independent symbolic play, creative play, organized play,
story-role-playing play, fantasy play, the leading activity of a preschooler.

For citation: Trifonova E.V. Children’s Play in Cultural-Historical Psychology: Substitution, Loss and Recreation of
the Ideal Form of Activity in the Educational Space. Kul’turno-istoricheskaya psikhologiya = Cultural-Historical Psychol-
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B cratbhe paccmaTpuBaercs npobseMa AeTCKON UTPhI ¢ TTO3UIMH KyJIbTYPHO-UCTOPUUECKOI TICHXO0JI0-
run. CuTyanus yxo/ja Urpbl U3 KU3HU COBPEMEHHBIX JleTell aHaJIu3UpyeTcs ¢ MO3UIUN OTCYTCTBUS B UX
JKU3HU MIEATBHON (DOPMBI UTPBI, YTO HEM3OEKHO IPUBOAUT K TOMY, YTO COOTBETCTBYIOIIASI [IESTEIBHOCTD
He MOKeT ObITh pUCBOeHa. MckaxeHue 1 yTpara ujaeaibHoii (popMbI KIPbI IPOU3OIILIA HE OJHOMOMEHTHO,
9TOT IIPOIecC nMeeT JI0Jry1o ucropuio. Ha ocHoBannm anannsa 10KyMEHTaIbHBIX HCTOUHUKOB (METO/IYe-
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OpraHu3anuil U Kakue Jpyrue KaHaJIbl IIPUCBOEHISI UTPOBOTO OIbITa OBLIN B PACTIOPSIKEHUY JIETEN B pa3-
Hble 310XH. B cTarhe lana XapakTeprcTuKa pasBUTHIX (HOPM UTPbI, IIOKA3aHO, KAKUE YCIOBHsI HEOOXOIMMBbI
JI7TST IX BOSHUKHOBEHUS.
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s murarer: Tpugonosa E.B. [letckast urpa ¢ HO3UIHI KYJIbTYPHO-UCTOPUYECKOIT IICHXOJIOT NN [T0JIMEHA, yTpaTa 1 BOC-
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he question of the essence of children’s play and its

role in the development of the child is revealed in
the lecture by L.S. Vygotsky “The play and its role in
the mental development of the child”, read in 1933 in the
Leningrad State Pedagogical Institute. Herzen and pub-
lished in 1966 [2].

In this work, L.S. Vygotsky for the first time calls play
the leading activity of a preschooler. Having stated this,
one cannot ignore the objections of N.N. Veresov, who
drew attention to this issue. Indeed, at the very begin-
ning of the article, the play is designated as the leading
line of development: “The play is not the predominant
form of activity, but it is, in a certain sense, the leading
line of development in preschool age” [2, p. 62]. How-
ever, at the end of the article, exactly the stated wording
sounds, which demonstrates that the authorship of the
provision on the play as the leading activity belongs to
L.S. Vygotsky: “In essence, the child moves through play
activity. Only in this sense can play be called a leading
activity, i.e. determining the development of a child” [2,
p. 75]. Of course, L.S. Vygotsky did not consider play as
a leading activity in the modern sense, and this is impor-
tant to emphasize. But the very authorship of the term,
which was subsequently adopted by the theory of activ-
ity, still belongs to L.S. Vygotsky.

If only one thesis had to be left out of the entire ar-
ticle, the most significant from the point of view of char-
acterizing children’s play, then this would be the provi-
sion on the criterion of play activity: “The criterion for
distinguishing a child’s play activity from the general
group of other forms of his activity should be taken as
that in the play the child creates an imaginary situation.
This becomes possible on the basis of the divergence of
the visible and semantic fields” [2, p. 65]. The establish-
ing a criterion takes the play from the level of general
categories “which cannot be precisely defined, such as
‘love’, ‘humor’, ‘happiness’, etc.” (Jan Van Gils) [26, p.
84] to the level of a full-fledged scientific concept. Such
an understanding of the play exists only in domestic psy-
chology, while in Western psychology the concept of
“play” includes such activities and activities that in the
Russian tradition are considered as drawing, designing,
experimenting, etc. A look at the play as an activity of
children free from adult control, does not highlight its
specifics, but at the same time allows you to save the
most important characteristic of children’s amateur per-
formance, which, due to a number of historical reasons,
which we will discuss below, was lost in Russian peda-
gogy, which led to a distortion of the ideal form of the
play within the framework of real pedagogical practice.
This substitution is still found even in the understand-

ing formulated by L.S. Vygotsky of the play criterion:
“Often we confuse an imaginary situation that should
unfold in the play by the child himself, and a scenario
already invented by someone and only embodied by the
child in his own activity” [16, p. 73].

The next most important provision of the L.S. Vy-
gotsky’s article should recognize the disclosure of the
dynamics of the development of children’s play: “The
development from an explicit imaginary situation and
hidden rules to a games with explicit rules and a hidden
imaginary situation constitutes two poles, outlines the
evolution of children’s play” [2, p. 67]. The description
of the most complex interaction within the framework
of the play of children’s arbitrariness and the emerging
self-regulation is one of the most important provisions
of L.S. Vygotsky. The most valuable is how he shows the
birth of self-regulation: not through effort, but through
affect: “In the play, a situation is created in which ... a
double affective plan arises. A child, for example, cries
in the play, like a patient, but rejoices, like a player. The
child refuses to play from a direct impulse, coordinat-
ing his behavior, each of his actions with the rules of the
play” [2, p. 72]. From the standpoint of understanding
development as mastery of one’s own behavior, the play
appears as “the realm of self-regulation and freedom” [2,
p. 72]. Until now, one has to face the opinion that there
are children whose story-role-playing play is not yet suf-
ficiently developed, but they can follow certain rules in
life. Here it is important to breed reasons: this is self-reg-
ulation, which has internal motivation or subordination
to an external requirement? The play contributes to the
formation of self-regulation; self-regulation in the imple-
mentation of one’s own activity and discipline, obedi-
ence are not phenomena of the same order [27].

Developing the idea of the formation of children’s
self-regulation, L.S. Vygotsky writes: “Playing with an
imaginary situation ... is a new type of behavior, the es-
sence of which lies in the fact that activity in an imagi-
nary situation frees the child from situational bondage”
[2, p. 68]. However, the transition from direct to indirect
behavior is determined not only by affect: the subject
field of the play is one of the most important “tools” that
allows you to move from the “visible” field to the “se-
mantic” one: “Action in a situation that is not seen, but
only thought, action in imaginary field, in an imaginary
situation, leads to the fact that the child learns to be de-
termined in his behavior not only by the direct percep-
tion of a thing or the situation directly affecting him, but
by the meaning of this situation” [2, p. 69]. However, to
this day, this provision is ignored by adults, so far in kin-
dergartens and at home, a realistic toy “rules the ball”.
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What does this lead to? The child remains within the
framework of a real, non-playing action, i.e. in fact, with-
in the framework of manipulating the toy, there is no go-
ing beyond the visual field into the semantic field, while
“movement in the semantic field is the most important
thing in the play” [2, p. 73]. But it is precisely this provi-
sion that is completely ignored in most kindergartens,
despite the requirement of “multi-functionality” of the
developing subject environment, which is spelled out in
the Federal State Educational Standard for Preschool
Education.

And the last: in 1933, L.S. Vygotsky noted that “play
creates the child’s zone of proximal development... in play,
he is, as it were, head and shoulders above himself” [2,
p. 74]. In 1948 Z.V. Manuilenko published the results of
an experiment in which she clearly showed with numbers
and graphs exactly which “head” the child is higher than
himself in the play, how much longer he is able to main-
tain a motionless posture on the instructions of the exper-
imenter or in a meaningful context of the play. A modern
study by E.O. Smirnova and O.V. Gudareva showed qual-
itative differences in the formation of the self-regulation
of modern children, and these differences are determined
precisely by the low level of development of children’s
play, which was also established in the study [25]: most
modern children do not have the opportunity to become
“head and shoulders above themselves” precisely because
that their play does not receive the conditions for its de-
velopment in accordance with the age possibilities. In
fact, this is a play that remains at the level of manipulation
without moving into a semantic field.

Describing the specifics of child development,
L.S. Vygotsky introduces the concept of an ideal form:
“In the development of a child, what should happen at
the end of development, as a result of development, is
already given in the environment from the very begin-
ning” [3, p. 83]. He designates this as the “ideal form” of
the corresponding activity, ability, etc., which the child
discovers in an adult, older child, or more developed peer
and appropriates in the process of joint activity with him.

Ontogenetic development is understood as the inter-
action of a real (existing in a child) and an ideal (estab-
lished in culture) form and is largely determined by how
successfully an intermediary action is built, usually im-
plemented by an adult. According to B.D. Elkonin, the
crisis of modern childhood is connected precisely with
the crisis of mediation. The mediating action in relation
to the play is built in such a way that the child is present-
ed with a completely different “ideal form” of the play
than the one that embodied the developed forms of the
play in the time of L.S. Vygotsky and later. If we com-
pare the story-role-playing plays that children played on
their own in the 50s of the last century with those that
are offered in a kindergarten to a modern child, then a
colossal difference will be revealed. Moreover, the story
side of the play is the least of all; here the goal-setting,

the ways of implementing the play, the external pattern
of this activity are built differently. Neither in essence,
nor in appearance, it is completely different from that ar-
tificial form, which is called “play” in pedagogical prac-
tice. In such a play, the movement in the semantic field is
completely transferred to the optical field, thereby turn-
ing the play into acting out.

Below, the process will be described and the reasons
for how and why the substitution and loss of the ideal
form of the play occurred.

There are plays that are similar in animals and in in-
fants and young children (while the higher forms of play
have not yet been mastered), they can also be observed
in older children. If we turn to the psychological clas-
sification of children’s plays S.L. Novoselova [17], then
these are plays-experiments with natural objects and any
objects, as well as plays-experiments with the capabili-
ties of one’s own body [23]. At a certain stage of socio-
genesis and then ontogenesis of the child, a story-role-
playing play arises, where there is a discrepancy between
the visible and semantic plan. In the classification of S.L.
Novoselova, they are all combined into a large class of
plays that arise on the initiative of the child, including
both the lower forms of play behavior (experimental
plays) and its higher forms (story-role-playing plays).

The lower forms of play can arise in the child “by
themselves” just as they arise and are observed in higher
animals. They are not a product of culture and do not en-
sure the formation of proper human qualities and abili-
ties: “Those who believe that all children are naturally
creative, inherently imaginative, that they need only be
given freedom to evolve rich and charming ways of life for
themselves, will find in the behaviour of Manus children
no confirmation of their faith. ... but, alas for the theorists,
their play is like that of young puppies or kittens. Unaided
by the rich hints for play which children of other societies
take from the admired adult traditions, they have a dull,
uninteresting child life, romping good humouredly until
they are tired, then lying inert and breathless until rested
sufficiently to romp again” [15, p. 176].

The highest forms of the play have a cultural and his-
torical origin, which was shown in the works of D.B. El-
konin [30] and confirmed by a number of ethnographic
and psychological studies [15; 21 and others]. The speci-
ficity of the content and methods of organizing such
plays depends on the cultural traditions of the society:
“Story-role-playing plays have never reproduced the
social relations existing in the community, the roles of
father and mother were absent in the plays. One of the
local women explained to the experimenter that children
do not play adults because such plays show disrespect
for them. The latter is unacceptable — the community
treats adults and older people with great respect” [21,
p. 130]. Those, if the story-role-playing play is prohib-
ited or distorted in society, it does not develop. Below
we will show the influence of social attitudes on the spe-




Tpugonosa E.B. /lemckasn uepa c no3unuii KyabmypHo-ucmopu1eckoil nCUXon02uu. ..

Trifonova E.V. Children’s Play in Cultural-Historical Psychology...

cifics of the development of the story-role-playing play
of the Soviet and Russian children.

Ethnographic and historical documents indicate the
specifics of the transfer of playing experience. Children
aged 6—10 were more often involved in housework, in-
cluding as “nannies” looking after the kids. This practice
was common in many societies [6]. Obviously, for chil-
dren aged 6—10, play is an already established and pre-
ferred activity, which they indulge in at every opportu-
nity. The kids left in their care first watched these plays,
then imitated, then joined them in secondary roles, then
as full participants in the play. So in children’s groups
of different ages, the transfer of playing experience took
place. It is obvious that such plays did not have edu-
cational and educational functions, but they fully per-
formed the role of a leading activity, because those men-
tal qualities of a child that are really formed in the play
are formed in any play, regardless of its content (correct
or incorrect, “good” or “bad”), because the content of a
children’s play is always determined by the historical
era, the social system, the social orientation of society,
the peculiarities of the family way of life, etc., and the
developing potential of the play is universal [29, p. 85].

Since the 17th century the play becomes a means of
education [18; 28]. Since the 19th century Froebel gar-
dens open in Europe and Russia. The literature contains
eloquent descriptions of how this system was implement-
ed in kindergartens and in relation to the use of didactic
kits [11, p. 249—250], and in relation to the organization
of story-role-playing plays [12, p. 98—100]. These de-
scriptions give an idea of how the ideal form of the play
was distorted, in which spectacle and effectiveness came
first instead of “movement in the semantic field” [2] and
procedurality [10]. It can be assumed that in those years
such dramatizations could not have a strong influence
on children’s plays, since the possibility of plays in chil-
dren’s communities of different ages remained. However,
the trend was already very clear at that time.

The attitude towards the excessive organization of
the play on the part of teachers was steadily preserved
in pedagogical practice, the leading teachers of those
years opposed it (A.S. Simonovich, A.B. Kraevsky,
D.D. Galanin, members of the Commission for the Re-
view of Plays and Entertainment at Petersburg Literacy
Committee, etc.) [28].

After the revolution, during the formation of domes-
tic preschool education, the normative documentation
recognized the basis of the kindergarten as “amateur ac-
tivities of children, their free creativity, play.” The dia-
ries of kindergarten teachers recorded plays organized by
the children themselves in the civil war, in the arrest and
imprisonment of feasting bourgeois, in agitators in the
stands, in the funeral of Lenin, as well as typically chil-
dren’s plays in arranging rooms, horses, etc. However, at
the end of the 20s, the educators of plays on everyday top-
ics are not mentioned. Even if they existed in children’s

life, they were not dominant in official discourse, they did
not reach the level of discussion even in the practice of
compiling written documents that were not intended for
publication [24, p. 119], i.e. since the late 20’s. there was a
revision of plays into “suitable” and “unsuitable” with the
dominance of “correct”, “ideological” plays.

In the 1930s, methodological letters were published
in various areas of preschool education, incl. and chil-
dren’s play. Independent symbolic plays, which were
previously called imitative, imitation, etc., got their
name, which then existed for a long time in domestic
pedagogical practice — “creative plays”. At the same
time, the play was proclaimed “one of the means of the
comprehensive development of the child.” As a result,
“stimulated” children’s plays appear, i.e. plays with a cer-
tain content, which is set (stimulated) by the educator.
At the same time, “the methods of the most rude imposi-
tion, coercion were applied to the so-called“ stimulated
"plays” [14, p. 49].

In 1936, the resolution of the Central Committee of
the All-Union Communist Party of Bolsheviks “On Pe-
dological Perversions in the System of the People’s Com-
missariat for Education” was issued, where stimulated
play was declared a pedological perversion and prohib-
ited. From this point on, many educators withdraw from
the direct management of the play, fearing that they will
be accused of returning to “stimulated” plays. It is char-
acteristic that it was at this time (the end of the 40s-50s)
that the descriptions of the most interesting plays in
methodological collections fall. In particular, caregivers
described long plays that continued to unfold for several
weeks. Then they tried to revive such plays in the 1980s,
but in those years there were no suitable conditions for
such plays.

So, in the mid-1930s, the term “stimulated plays” dis-
appeared, but the need to organize children’s plays on
the topic needed by educators remained. The situation
unexpectedly turned in favor of organized plays in the
1940s and 1950s, when D.B. Elkonin and S.L. Rubinsh-
tein, a new term “story-role-playing” appeared and be-
gan to gain strength [28]. The new term was followed
by a different understanding. The term “creative play”
reflected the essential characteristic of children’s play —
this is a play in which the child himself creates, “creates”
his own world, in accordance with his desires and ideas.
The term “plot-role-playing play” reflected the forma-
tive characteristics of the play. But one and the same
form can be filled with different content, and the term
“story-role-playing play”, defining the play in terms of
form, did not fix the difference that was clearly defined
by the names “creative” and “stimulated” play, i.e. the
difference between the actual play activity and the set of
play actions performed by the child when he has neither
a play motive nor an actively recreated imaginary situa-
tion. This line has been erased terminologically. And, as
aresult, it began to fade from the consciousness of teach-
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ers of those years. The ideal form of the play, broadcast
to children, acquired a completely unchildish, artificial
character.

In parallel, there was a change in the way of trans-
ferring gaming experience: it was in the middle of the
twentieth century. natural forms of transferring gaming
experience from generation to generation (from child
to child) are changing to artificial ones (from adult to
child), while kindergartens and schools have become in-
creasingly important in the transfer of plays [7].

With the release of the Kindergarten Education Cur-
riculum, the term “story-role-playing plays” was fixed as
the only one, and the term “creative play” was declared
“outdated terminology” and actually banned [28]. The
story-role-playing play begins to be organized in the
manner of a stimulated play, and from that time on, the
dominance of organized plays in kindergartens is fixed
and the stereotype is firmly fixed that a “good play” is a
plot played out in roles on a certain topic according to
a certain plan. As shown by the work of the innovative
platform “Development and pedagogical support of the
play as the leading activity of preschoolers” by “Russian
Public Organization of Kindergarten Teachers”, this at-
titude is very strong to this day.

It was these play-outs that were understandable to
adults that were presented to children as a “play”. The
methodical letter of 1977 already captures an unfavor-
able picture: “Role-playing plays ... are monotonous and
poor in subject matter ... Their content is mainly ac-
tions with objects and the relationships between people
are poorly reproduced. Only a small part of the group
(3—5 people) has the ability to invent a plot” [19, p. 14].

In 1977 A.V. Zaporozhets in a conversation with
D.V. Mendzheritskoy noted that “the introduction of
the term “story-role-playing play” into the kindergarten
curriculum was a mistake” [22, p. 10].

However, children still had the opportunity to gain
and expand their gaming experience within the frame-
work of yard plays. And the description of the higher
forms of play that have been found to date, which are
already characteristic of younger schoolchildren, refer
specifically to this era of the 70—80s [4; 20 etc.]

In the late 1980s, powerful perestroika processes be-
gan in all spheres of our society. During these years, the
concepts of preschool education were developed, while
in both there is a sharp criticism of the current situation
in kindergartens: children’s play is regulated, reproduc-
tive, deformed as an activity, imposed on children.

As a reaction to the current situation, the slogan
sounds: “Let the children play enough, do not teach chil-
dren to play!”. The pendulum has swung the other way:
in contrast to the total organization of the play, there is
a complete rejection of interference in it. By itself, this
refusal could have been a way out, but it took place in a
very specific socio-economic situation: there were few or
only one children in families, parents and grandparents

were busy earning a living in the difficult conditions of
those years, the criminogenic situation was that children
alone were no longer allowed into the yards. The chan-
nels for transferring gaming experience both through
adults and through the children’s subculture turned out
to be closed. In the absence of cultural patterns, chil-
dren’s plays are being primitivized, both independent
symbolic play and organized. An extremely accurate de-
scription of the situation: “Today, the play is not disap-
pearing from culture, but rather culture is disappearing
from the play” [9, p. 259]. It can be assumed that more
global processes are reflected here than the “perestroika”
ones. they were also observed in other countries: modern
children are almost always under the control of adults,
there are practically no free communities for children,
and there are no conditions for free play with peers [5].

What are the consequences of changing the ideal
form in the cultural space? “If there is no corresponding
ideal form in the environment, then the child will not
develop the corresponding activity, the corresponding
property, the corresponding quality” [3, 86]. One of the
main reasons for the disappearance of the play is that
the ideal form of gaming activity appears in a distorted
form (when learning to play, when the goals of the play
change to educational ones) or disappears altogether (in
the absence of cultural gaming experience). And the fact
that “children do not play” is connected not only with
the crisis of mediation (B.D. Elkonin), but also with the
fact that an adult replaces the ideal form of play by trans-
mitting a different activity to the child.

A child who has not watched real exciting plays, but
was forced to take part in organized ones, most likely will
neither want to, nor, accordingly, be able to play such
plays. This, in turn, means that his play will remain at
the level of playing around with objects and situations,
there will be no transition to more complex play forms,
in the process of implementing which the child will de-
velop the corresponding abilities (which was shown in
the study by E.O. Smirnova and O.V. Gudareva [25]).

These days, there is a very gradual resurgence of the
“real” play as a cultural phenomenon. This process is ex-
tremely slow because the forms of existence of such a play
are very different from those understandable actions for
which the play has been presented for many years, which
causes rejection and even outrage among teachers. Nev-
ertheless, the position of cultural-historical psychology
in relation to understanding the essence of children’s
play is spreading in the pedagogical environment (the
curriculum “PROdetey”, “Let’s Play” Festival-Competi-
tion, Yegor Bakhotsky Playground and Communication,
experience of advanced kindergartens, publications that
give criteria separation of the quasi-play and the “real”
play, etc.). This indicates a process of rebirth, recreating
the ideal form of the play in its original form.

The conditions for the development of play should
provide the child with options for organizing more
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complex, developed plays, which he will observe as
some ideal form and include at an accessible level in his
own activities.

D.B. Elkonin characterized the expanded or devel-
oped form of play, noting that “in play, the child, as it
were, passes into the developed world of higher forms
of human activity, into the developed world of the rules
of human relationships” [30, p. 335]. However, D.B. El-
konin made an important clarification: “not every rec-
reation and recreation of every life phenomenon is a
play” [30, p. 21], so the transfer of money and products
in the play corner “shop” is not a play, even if it is ac-
companied by memorized polite phrases; there is no real
relationship here.

The highest forms of the plot play are a kind of “de-
signing of worlds” (A.G. Asmolov) with attempts to rec-
reate, feel, survive the complexity of the world order, the
richness of human relations — interpersonal, political,
economic, etc.

Descriptions and characteristics of such plays can
be found in fiction (L.A. Kassil), in memoirs (A.N. Be-
nois, A.V. Krotov, N.V. Gladkikh, I. Krasilshchik), not
as much as one would like would — in scientific works
(W. Wundt, S.M. Lojter, N.V. Gladkikh, A.S. Obuk-
hov and M.V. Martynova, etc.). These are fantasy plays,
which are “Modeling aimed at creating a new reality
with its own picture of the world” [13]. In the process
of unfolding such a play, “children’s consciousness ap-
propriates the content of the cultural space of the adult
world and masters the ways of constructing and being
“their own” worlds, relatively independently born and
existing according to the play principle” [20, p. 231].

In the studies of S.M. Lojter they are called plays in
the country-utopia or country-dream [13]. N.V. Glad-
kikh specifies that whether children invent their own
country or borrow its image from books or movies, they
create some kind of “ideal” space that they like. However,
“a necessary condition for a group play is to be interest-
ing, and playing the “realm of abundance and harmony”,
in general, is rather boring. The ideal space is ill-suited
for action” [4, p. 191]. “Where the exemplary and cor-
rect frame of the “dream country” is initially set, the play
fizzles out, almost without starting. And where there is
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Crarbs TOCBsIIEHA aHaNu3y HarboJiee M3BECTHBIX KOHIEMIUI CIOKETHO-POJIEBOI UTPhI AeTel 10-
[IKOJIBHOTO BO3PacTa, CJOKHUBIINXCS B POCCUICKON IpakTHKe. Bce OHM pasBUBAIOT IIPEICTABJIEHUS
JI.C. BBITOTCKOTO ¥ CTOPOHHUKOB KYJIbTYPHO-UCTOPUYECKOTO MOJX0/A O TOM, YTO MTPa, KaK BEAYIIas Je-
STEJLHOCTD B JIOMIKOJLHOM BO3PacTe, OIpe/IesisseT PasBUTHE OCHOBHBIX BO3PACTHBIX HOBOOOPA30BaHMIA.
Paccemarpusaiorest moaxozst C.JI. HoBocemnosoii, E.B. 3sopoirunoitr; H.41. Muxaitrenko, H.A. Koporkosoii;
E.O. Cmupmnogoii; .. Kpasuosa, E.E. Kpasiosoii; M. bpenukute, I1. Xakkapaiinen. B kauectBe kpure-
PHEB aHAJIM3a MMO/IX0/[0B BBIJIEJISIETCST: TEOPETUYECKast OCHOBA IO/IX0/[a, KPUTEPUIT Pa3BUTON (hOPMBI UTPHI,
MO3UIINST B3POCJIOTO, TIPEAMETHO-Pa3BUBAIONIAst CPEIa, YCIAOBUsI/TIPUHIIUIIBI pasBUTUsI UTPbL. Bo Beex 060-
3HAYEHHbBIX KOHIIEILIUAX [IPOCIEKUBAETCA 0011as TEHAEHIM 0TKAa3a OT JMPEKTUBHON MO3UIMU B3POCJIOTO
B Urpe ¢ pebEHKOM, a TaKKe He HaBS3bIBAHUS UIPOBOIL AesTeJbHOCTH PeOEHKY HI B3POCJIBIM, HU MTOCPE]I-
CTBOM IPEJIMETHOIT CPE/IbL, T. €. OUEBU/IEH CABUT B CTOPOHY CAMOCTOSITEJIBHOCTH 1 MHUIIMATUBHOCTH pebeH-
Ka B UTpe.

Kmoueevte caoea: CIOJKETHO-POJIEBaA UIPa, CPpaBHEHHE TIOAXO0/10B, IMO3UIMA B3POCJOrO, NPpeAMETHO-
Ppa3BuBalollasA cpe/ia, KpI/ITepI/Iﬁ UTPbI, JOIMIKOJIbHUK.
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Russian pedagogical tradition usually assigned the key
role to the adult, who organizes and guides children’s
activities. According to the materials of the website of the
Federal Institute of the development of education the
majority of complex programs for preschoolers are edu-
cational programs increment. In contrast to the foreign
pedagogical tradition of which emphasizes the indepen-
dence and initiative of the child. The specifics was also un-
derlined by E.O. Smirnova [29]. At the same time when it
comes to the value of preschoolers play both Russian and
European specialists are unanimous. In Russian psycho-
logical and educational practice if you role-play concepts
have been created. All of them underlie the ideas of L.S.
Vygotsky and the followers of the cultural historical sci-
entific approach according to which play as the leading
activity of preschool age determines the development of
the key new formations of this age period. The breadth of
views of L.S. Vygotsky allowed his followers to develop
his ideas in the context of the rule concepts of theories
of a child play. In the return of the theories of L.S. Vy-
gotsky followers are elaborated in contemporary concepts
of role-play which emerged in Russian scientific tradition.
Therefore, it is interesting to consider and compare the
most well-known concepts including:

* the approach of S.L. Novoselova, E.V. Zvorygina;

* the approach of N.Y. Mikhailenko, N.A. Korot-
kova;

* the approach of E.O. Smirnova;

¢ the approach of G.G. Kravtsova, E.E. Kravtsova;

¢ the approach of M. Bredikyte, P. Hakkarainen.

For the analysis the following criteria were consid-
ered:
theoretical basis;
the criterion of the developed form of the play;
adult’s position;
object developing environment;
conditions/principles of play development.

The approach of S.L. Novoselova,
E.V. Zvorygina

The criteria of play in the framework of the approach
by S.L. Novoselova, E.V. Zvorygina is the motive in ac-
cordance with A.N. Leontiev activity theory. In contrast
with the other types of activity the motive of play is
connected not who is the result, but rather was a very
process of play, in the content of the actions. The ap-
proach by S.L. Novoselova and E.V. Zvorygina is based
on the principle of amplification of child’s development
that was stated by A.V. Zaporozhets and according to
which the play develops to its transition in the form of
the child’s independence. The authors of the approach
elaborated and described a complex method of pedagogi-
cal support of independent play [1; 4; 7]. This method
includes the following conditions:
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1. The enrichment of children’s real experience in
their activity;

2. The enrichment of children’s play experience in
joint games with the adult and with the better playing
children;

3. Organization and transformation of the object play
environment;

4. Activating interaction of the adult which the chil-
dren.

For the development of the child’s play all these
conditions have to be respected at every age period.
However, the importance of each of them changes. In
early childhood, when the play is at the stage of forma-
tion, the enrichment of children’s play experience (ed-
ucative games with the introduction of more complex
play materials) as well as interaction which boosts the
communication with the adult become extremely im-
portant. These have to be used for the systematization
of the knowledge the children gain about the surround-
ing environment and the practical possibilities of using
or applying them in play [2; 5; 19; 22]. That is the main
goal of addictive games is considered is the possibility
of all introducing a real-life experience of children into
the play plan. It is also highlighted that even educative
games should represent a joint play activity of the child
and adult. The transfer of the play experience from the
adults to the children has to be made and impulsively
should not be imposed on the child in a direct way.
The authors highlight that direct teaching of play ac-
tions are leads to the formation of stereotypes of play
behavior while non-direct guiding methods contribute
to the development of creativity and child’s initiative.
A means of non-direct guiding is the method of the play
problem situation [2; 7; 22]. While using this method
the adult does not give a pattern authority solution, but
rather stimulates the child to look to search for a solu-
tion on the road which contributes to the development
of initiative.

In older preschool age non-direct methods of peda-
gogical support of play acquire particular significance.
The enrichment of children’s ideas or concept about
the surrounding environment and organization and
transformation of the object developing environment.
Knowledge which are children gain from different
sources and determine the content of play tasks and the
play plot.

Timely change and complification of the object envi-
ronment significance influence the development of play.
Object development environment has to include such el-
ements as various role markers, elements of clothes and
particular objects, objects substitute, craft supplies [5;
6; 7; 20; 21]. The constellation of these elements of the
object developing environment allows the child to act
both in the imaginary plan as well as using an object / a
picture / an artifact which contributes to broadening the
framework of play.




KYJbTYPHO-UCTOPUYECKA IICUXOJOTUA 2022. T. 18. Ne 3
CULTURAL-HISTORICAL PSYCHOLOGY. 2022. Vol. 18, no. 3

The approach by N.Y. Mikhailenko
and N.A. Korotkova

Theapproach of N.A. Korotkovaand N.Ya. Mikhailen-
ko is based on the classical understanding of the play by
D.B. Elkonin, where role is regarded as the criterion of
play. In a later works of N.A. Korotkova we can trace
the dynamics of the development of her ideas about role-
play. The key factor in play N.A. Korotkova regards an
event which catches the child’s attention [10; 11]. When
the role moves to the backstage and becomes one of the
ways of expressing the event. The term role-play, or in
Russian at his role plot a game, is litters substituted sim-
ply by plot play which represents a particular kind of the
child is story narrative about an event with the help of
substitutional actions [10; 11]. The events can be intro-
duced in three forms:

 Functional projection (an event is expressed in an
activity);

* Role projections (event is expressed via a wrong
or a character);

 Spatial projection (when the event is conducted
with the help of space).

The adult position in the framework of supporting the
play is limited or has to be limited or exclusively by creat-
ing conditions for boosting children’s play. N.A. Korot-
kova and N.Ya. Mikhailenko regard play skills are is the
lead is the child leading way of constructing play and po-
tential possibility of using various means of action [18].
Therefore, the goal of educational influence in relation
to the play becomes the formation of play skills which
contribute for independent creative play, where children
introduce different content according to their desires
and freely interact with their arrangements. Therefore,
the authors systemized the means of constructing the
play on different age stages (without strict connection
to particular age period):

e 2—3 years — the formation of conditional play ac-
tion;

¢ 3—5 years — the formation of role behavior;

e 5—7 years — the formation of means of creative
narratives

As far as the significance of the object developing
environment is concerned in the framework of this ap-
proach its importance for the development of children’s
play is not less important than the adult’s role. In early
preschool and early school-age object developing envi-
ronment is the basis for organizing children’s indepen-
dent play. Wealthy children of older preschool age are
more oriented on their inner ideas. Therefore, it is im-
portant to highlights of the environment histamine the
principles of poly functionality and variability [8; 9]. For
organizing merit of a narrative game in the framework of
this approach three principles are elaborated:

* In order does the children acquire play skills the
adult has to play with the children. The position of the
adult is indicated as “playing partner”. It is highlighted
that the child in play should not feel the pressure on be-
half of the adult, but to whom here/she has to obey, but
rather feel free and equal part of participant of the play
[11;18].
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At each stage the play should be constructed in the
way sort of the children discover and acquire new more
complex means of it’s a construction. An important place
here is the development of the child’s play skills without
which the “play continues to be constructed according
to the acquired learn schemes and in the best of luggage
of the child while rich knowledge and ideas remain pas-
sive in the child” [11, p. 106].

* While developing play skills it is important to
draw the child’s attention to completing the play action
and to explaining the partners (adult or age-mate) the
sense of the play actions. This principle or contribute to
the development of role dialogue to the construction of
various role connections in play [18].

For realization of these principles of the formation
of play skills they don’t have to help children with con-
structing the plot of the play from one topic to multiple
topic play with a big variety of different characters.

Following these principles of organizing a role-play
step-by-step allows us to develop children’s Free Play
in accordance with their desires and interests. At every
age period pedagogical influence includes two aspects
the formation of play skills and children in the process
of joints play, where is the adult keeps the position of
playing partner, and creating of conditions for stimulat-
ing children’s Free Play. The better all of the means of
constructing role-play are presented in the child’s activ-
ity, broader is the repertoire of they play skills and the
more various topic content the child can include into
the play, which means they have more freedom and self-
realisation.

The approach by E.O. Smirnova

According to D.B. Elkonin’s idea the period of the
formation or development of initiative is preschool
E.O. Smirnova regards play is the key form of showing
initiative and self-realization of preschoolers. Following
L.S. Vygotsky, E.O. Smirnova considers the difference
between the imaginary and the real situation is the main
criterion of role-play [31].

E.O. Smirnova argues that the object developing en-
vironment should not impose particular topics or plots
on children, but has to be on the contrary transforma-
tive full of open and polyfunctional materials that could
stimulate initiative and independency play. Moreover,
she stresses the need to divide the space in zones as well
stresses the importance of free space for the organiza-
tion of children’s joint play. She also argues that it is
important that freed the children have enough free time
to construct the plot. Among the elements of the object
developing environments E.O. Smirnova base particular
attention to toys and objects substitutes that are defined
as “objects which allow the child to get beyond the real
situation” [31, p. 65]. Toys and objects substitute role
markers which help children to stick to the play situa-
tion and the accepted role shut stimulates the child for
free play and for fulfilment of his or her idea. Therefore,
an important characteristic of toys is the possibility
of using them in different ways and combinations. In
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Smirnova’s approach a number of conditions for a suc-
cessful play are indicated:

1. The open of educative program;

2. Inadequate object developing environment;

3. Play competence of the adult which requires or
means and nondirective guidance of the play.

E.O. Smirnova highlights many times did support of
children’s initiative does not imply that the adult is in-
cluded it from children or their activity. On the contrary
the adult should stimulate independence activity and
initiative of children not guide, not require, not give in-
structions, but rather stimulate children for independent
activity [25; 26; 27].

The approach by G.G. Kravtsova
and E.E. Kravtsova

The approach to the interpretation of play elaborat-
ed by G.G. Kravtsov and E.E. Kravtsova is based on the
ideas of L.S. Vygotsky according to whom play regarded
as the zone of proximal development of the child. The
main criterion of the play in the framework of this con-
cept is the imaginary situation. The main characteristic
of children’s play is its double subjectivity, when the
child is in the play and out of the play [12; 14]. For the
formation of the role-play the child has to move through
five stages:

1. The acquaintance of the child with the objects and
events that will be reflected in the game;

2. Joint plot reflecting play;

3. Joined play-dramatization;

4. None mediated games with the child are (each time
constructed in a new way);

5. Play with an imaginary partner or toy.

For organizing step-by-step movement to these stag-
es by the child the authors of the approach indicate three
conditions:

¢ equating a child with different spheres of activity;

* a specific process of our teaching how to play as a
form of transfer of the play experience;

* toys, adequate for the child’s imagination.

In order for the child’s activity to be launched from
the child’s idea and intention, rather than from a con-
crete toy, E.E. Kravtsova suggests to use in the frame-
work of the object developing environment free mate-
rials and stationery [12]. The use of such materials and
toys can become the basis for an imaginary play of the
child. It is was emergence of imagination of the authors
of the concept link the play an independent activity of
the player [13].

The position of the adult in the framework of the con-
cept dependently tasks which need to be solved. Apart
from the classic roles of the adults which are indicated
in the framework of this approach as roles “above” and
“near”, the authors also in the gate the adult partner
position, when the child and adult play as if they were
equal. Development of this position is linked with the
development of collective forms of play as well as a
collective productive activity. Position of demonstra-
tive detachment is regarded as a potential resource for
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launching and stimulating the child’s communication in
all the positions accessible to the child. And it is very
important for the development for the role-play that the
child demonstrates the roan involvement that the child
becomes the source of the play and does the main task
of the adult in the play is to hamper the child to play,
that is, to create problems situations allowing the play to
move beyond the habitual patterns and stereotypes [16].

The approach by M. Bredikyte
and P. Hakkarainen

In the framework of the narrative pedagogy M. Bre-
dikyte and P. Hakkarainen elaborated an approach to
understanding narrative play activity. The theoreti-
cal basis of this approach underlie the ideas of J. Brun-
er, M. Cole, J. Dewey, M. Donaldson, M. Donald,
K. Egan, G. Lindqvist, T. Ribot, G.G. Shpet, L.S. Vy-
gotsky, D.B. Elkonin, B.D. Elkonin, V.V. Davydov,
V.P. Zinchenko, V.T. Kudryavtsev, G.A. Zuckerman,
L.I. Ekoninova, E.O. Smirnova.

The basis of the developing education in the frame-
work of the narrative approach is the creation of Play-
world, based on the motives of a famous fairytales. Fai-
rytales become the starting point the plot, that children
can use for a free and spontaneous improvisation and
recreation of events and situations which are important
for the participants of the play [38]. In the framework
of the narrative approach the criterion of the developed
form of play is the plot, which is constructed jointly. As
well as the ability to act according to a certain role. It is
also important, that the play is based on the ideas of chil-
dren and is rather the ideas of the adults. Children inter-
pret events or stories of fairytales according to the own
experience, “pereghivanie”, imagination and fantasy. In
the framework of the narrative approach the following
stages of play organization are indicated:

1. Probing the play topic (observing children are
finding the topics, that interest children through chil-
dren’s favorite plots);

2. Trying to create a new story (trying on play ac-
tions and events);

3. Joint step-by-step elaboration of the Playworld
(preparation of the Playworld — creating and obser-
vance of rituals, spontaneous FreePlay without a plan, a
play event without an end);

4. Reflection about joint experience of other children
or a team (discussing through painting playing with
children planning a new adventure);

5. Reflection of children in the form of a free play
(when adults observe children’s play and think about the
following narrative adventure).

Thus, the play which is created or constructed jointly
creates the zone of proximal development for all the par-
ticipants of play, including adults, who are involved in
the creative process and for each of the participants are
unique narrative is created [ 38].

The role of the adult in the framework of organizing
narrative play consists in participating as an observer, a
play partner or a character in play. Observing children’s
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play the adult indicates play skills and needs of each
child and helps him or her to choose a suitable role. The
adult is the play partner consist and supporting assisting
in the process of play: the adult is to motivate to stimu-
late the development of the plot, the same time not to
impose their own ideas; the adult has also to explain the
sense of what is going on in the play; to assist the child to
controls their emotions and play, but is to provide emo-
tional safety [37; 39; 40]. Thus, the key task of the adult
in the framework of the narrative approach consists in
motivating children for active participation in narrative
a kind of activity, as well as showing initiative and cre-
ativity [38].

An important criterion of playing environment is it’s
variotivity. The authors of the approach suggest orga-
nize the play not simply in a particular closed space, flat,
rooms, but also outdoors, including all of the elements
of the surrounding world into the play environment. In-
doors children also should have access to furniture, box-
ers, sticks, blocks, that is to everything, that they can use
for constructing the play environment and “safe” places,

such as houses, caves, underground and someone. It is
very important to pay attention to the construction of
the process of entering the game. It can be some kind of
portal, or magical door, or whatever. This entrance will
allow to divide to the Playworld from the real world,
where the child can be back to any time, when he or she
starts off feeling uncomfortable [40]. Apart from that
are among the elements of the object environment there
should be a big variety of different materials that chil-
dren can use according to their ideas and desires [37;
40]. The use of the various role markers contributes to
the child excepting the chosen role position. Therefore,
children should have access to various bathrobes, capes,
raincoats, hats, etc. Used materials the authors of the
approach regard of the most suitable for play, since the
child would not have the fear to break or spoil anything
in the process of play, and does the freedom of the child’s
actions would not be limited in the process of play.

The presented analysis of the existing concepts of
role-play in the framework of the Russian practice is
briefly given in Table 1.

Table 1
The comparison of role-play concepts in the framework of the Russian tradition
The approach by The approach by The approach by | The approach by
Novoselova S.L., Mikhailenko N.Ya., T;‘;;ﬁ{;i(;aéhg Y | Kravtsov G.G,, Bredikyte M.,
Zvorygina E.V. Korotkova N.A. e Kravtsova E.E. Hakkarainen P.
Theoretical Leontiev AN., Za- | Elkonin D.B. Elkonin D.B., Vygotsky L.S. Bruner J., Cole M.,
basis porozhets A.V. Vygotsky L.S. Dewey J., Don-
aldson M., Don-
ald M., Egan K.,
Lindqvist G., Ri-
bot T., Shpet G.G.,
Vygotsky L.S., and
etc.
The criterion | Motive Role / Event (later Imaginary situa- | Imaginary situa- | The plot, which is

object play environ-
ment;

4. Activating inter-
action of the adult
which the children.

action and at explaining
the partners the sense of
the play actions to the

adult or to the age mate.

of the N.A. Korotkova) tion tion constructed jointly,
developed the ability to act
form of play from a role
The position | Non-directive, non- | Play partner Non-directive Dependently tasks | Play partner,
of the adult direct guidance which need to be | observer, character
solved in play
Object Multifunctional, Multifunctional, vari- | Transformative, Multifunctional, | Multifunctional,
developing variotivity otivity variotivity, open, | variotivity variotivity, time to
environment time to play play
Conditions 1.The enrichment 1.The position of the 1. The open of 1. Equating a child | 1.Probing the play
or principles | of a children’sreal ~ |adult is indicated as educative pro- with different topic;
of play experience in their | “playing partner”. gram; spheres of activity; | 2. Trying to create
development |activity; 2. At each stage the play | 2. Inadequate 2. A specific a new story;
2. The enrichment | should be constructed | object developing | process of our 3. Joint step-by-
of children’s play in the way sort of the environment; teaching how to  |step elaboration of
experience in joint | children discover and 3. Play compe- play as a form of | the Playworld;
games with the adult |acquire new more tence of the adult | transfer of the play | 4. Reflection about
and with the better | complex means of it’sa | which requires or | experience; joint experience of
playing children; construction. means and nondi- | 3. Toys, adequate | other children or a
3. Organization and | 3. To oriental the child |rective guidance | for the child’s team;
transformation of the | at completing the play | of the play. imagination. 5. Reflection of

children in the
form of a free play.
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Conclusion

All of the approaches presented in the article are
elaborated in the context of the cultural historical scien-
tific school and activity approach. Thus, theory of play
elaborated by D.B. Elkonin was further elaborated in
the approaches of N.Y. Mikhailenko, N.A. Korotkova.
G.G. Kravtsov, E.E. Kravtsova based their concept first
of all on L.S. Vygotsky theory of play. The approach by
S.L. Novoselova’s and E.V. Zvorygina was elaborated in
the context of ANN. Leontiev’s activity approach. The
approach by E.O. Smirnova underline the ideas of of
D.B. Elkonin and L.S. Vygotsky. Approach by M. Bre-
dikyte and P. Hakkarainen is based on a wads number of
the ideas of Russian and foreign followers of the cultural
historical tradition. Each of the approaches emphasises
one particular criterion of play activity. S.L. Novosel-
ova, E.V. Zvorygina, following AN. Leontiev, suggest
to regard motive as a main criterion of play activity.
N.Y. Mikhailenko and N.A. Korotkova in early works
indicate role as the criteria of play activity, and later
N.A. Korotkova also suggested to regard an event in-
volving the child as the play criteria. E.O. Smirnova and
G.G. Kravtsov, E.E. Kravtsova consider, that the crite-
rion of play is the imaginary situation. M. Bredikyte and
P. Hakkarainen argues, that play criterion is the plot,
which is constructed jointly, as well as the ability to act
according to a particular role.

Interestingly enough all of the indicated criteria
were criticized in other scientific community. Thus,
a number of authors state, that the motive which is
regarded as a criterion, does not allow to distinguish
between play and other non-productive creative types
of activity. A plot which is constructed jointly in ap-
proach by M. Bredikyte and P. Hakkarainen does not
make play play activity, but it’s simply creates a con-
text for its development. The role indicated by D.B. El-
konin according to a number of researchers are compar-
ing to use to a formal playing of plot, when there is no
play motive. An event, which interests the child, that
was indicated in N.A. Korotkova’s later works, can be
actually realized in any type of creative activity which
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is accessible to the child, while the imaginary situation
is often replaced by a given scenario or topic. Therefore,
the challenge of indicating the criteria of play activity
still remains.

Among the indicated conditions and principles
of the development of play, all of the authors of the
discussed approaches, discuss the necessity of the
presence of the adult is the bearer of the play culture,
who is interacting with a child in joint play. There-
fore, in all of the approaches directive guidance of
the adult in relation to the child is denied. Thus, in
the approach by S.L. Novoselova, E.V. Zvorygina,
E.O. Smirnova, M. Bredikyte, and P. Hakkarainen,
nondirect adult participation in play is emphasized,
which is characterised by nondirective means of guid-
ance and support of children’s independent play. In
the approach by N.Y. Mikhailenko, N.A. Korotkova,
G.G. Kravtsov, and E.E. Kravtsova the accent is put
on teaching children play activity and transferring
the play experience.

The importance of multifunctional and of various
developing object environment is anonymously indi-
cated by all of the authors of the approaches, presented
in the article. It is also important to highlight, that
E.O. Smirnova, M. Bredikyte and P. Hakkarainen ad-
ditionally points to the necessity of organizing time and
space for constricted play activity. Thus, in all of the
concepts presented in the article, there is a tendency
of nondirective of avoiding directive imposing of play
activity, neither by adult guidance, nor through the ob-
ject environment.

There is we can state that in psychological and edu-
cational science, there is a movement in direction of sup-
porting independent activity and initiative of the child
and play. Unfortunately, despite the fact, that this issue
is elaborated rather well and that they are practical rec-
ommendations about the organization of play activity,
not all complex programs of a preschool education, set a
goal of developing children’s play activity. Thus, the ma-
jority of them are reduced to formal organization to the
process of play, which does not fully meet the age tasks
and needs of preschoolers.
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Introduction

Contemporary researchers often speak about a par-
ticular cultural-historical type of childhood — that is,
digital childhood, which emerges within Information
Society [8; 9; 16; 28]. The peculiarities of digital child-
hood are conditioned by the ubiquitous character of
digital media [48], in which the boundaries between
virtual and real modalities become extremely flexible,
and in which physical and digital objects coexist and
interact in real time [43]. In the context of the Cul-
tural-Historical Theory, digital technologies may be
regarded as a new means of mediating activity which
combines both tool and sign components [4; 8; 9]. As
with any new means of mediation, technologies change
the existing types of social interactions and deter-
mine the development of higher mental functions and
processes at different stages of human development.
In this new social situation, researchers have noted
qualitative changes in children’s play activity [11; 12;
29]. On the one hand, play becomes more complex due
to the use not only of traditional toys and plots, but
also various gadgets and digital devices which pro-
vide access to virtual reality [41]. On the other hand,
contemporary children seem less often to be involved
in developed forms of play (particularly role playing),
and the level of play skills seems to be relatively low
during the preschool period [12; 14]. Considering the
significance of play for the development of preschool-
ers’ new formation, studying how the observed changes
influence various aspects of contemporary children’s
development is an important challenge for contempo-
rary psychology and education.

The purpose of this article is to identify the peculiari-
ties of preschoolers’ play in the context of digital trans-
formation and to evaluate possible approaches to the
analysis of such play as a new socio-cultural phenom-
enon.
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Play and toys: how do digital natives play?

Today, all over the world, the age at which children
become acquainted with digital media is dropping, while
their daily consumption of media is increasing [20; 21;
45; 46]. In many countries, digital devices developed
specifically for children (Internet of toys, books, and
games with VR, etc.) keep gaining popularity, while in
Russia, the majority of preschoolers use their parents’
devices: smartphones, tablets and computers, which, to
a large extent, determines the digital content to which
they have access [15]. Russian preschoolers most often
use educational apps and video games.

Educational programs for preschoolers occupy an in-
termediary position between learning and play content.
Usually, these programs require that the preschooler
completes certain tasks, causing a character within the
program to praise the child. The aim of this kind of app is
to get the child acquainted with letters, numbers, colors,
etc., through play. This category can also include pro-
grams in which the child is trained in logical and spa-
tial thinking, visual memory, and attention. This type of
digital content also includes puzzles and programs that
lead the child to form a picture from different parts. The
category can also include programs aimed at the devel-
opment of creativity (the most popular apps of this type
focus on drawing and coloring).

Digital content designed for preschoolers is very di-
verse, as are the approaches to its classification. Usually,
genres of play are identified according to:

¢ the content of the play task (puzzle-game, gam-
bling, sports games, martial arts, etc.) [18];

* the skills used in the game (action, strategy, etc.)
[22];

 the presence of plots and rules (game-exercise;
game with rules; game with a plot) [7].

In our view, the psychological categorization of video
games suggested by E. O. Smirnova and R.E. Radaeva is
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particularly interesting. It is based on the character of
role behavior, as per the position of the player in relation
to the play situation, and includes the following types of
video games: 1) puzzle-game and traditional games on a
computer; 2) arcade games — a play genre in which the
player manages a character to overcome different obsta-
cles (this kind of games usually has various levels, with
each level becoming more difficult or requiring greater
speed); 3) strategies — games, in which the player has a
bird’s-eye-view on the play activity, allowing them to
manage the process; 4) simulators — games allowing the
player to be personally included in the play situation
(first-person games); 5) narrative games — games with
a constantly developing plot, reminiscent of cartoons or
films [13].

In the last few years, the so-called virtual play worlds,
designed for children, have become widespread. These
play worlds are developed either as independent virtual
platforms, or as supplementary platforms for existing
toys (Barbie, Lego, etc.). Such programs allow one to
create a personal play world within a virtual space, de-
velop unique characters and play plots [41].

Apart from the various apps and programs for pre-
schoolers, toys with digital elements, which include
both material and electronic components, have recently
gained in popularity. Usually, these toys can be managed
from a computer or smartphone. Digital toys contribute
to bilateral interaction, which means that they can sug-
gest a task and then praise the child or answer a question
addressed to them [6; 35]. In Russia, digital toys are not
as popular as in Europe, Japan, or the United States [15].

One of the most well-known classifications of digital
toys, proposed by L. Hall et al., divides them into three
categories: interactive, smart, and connected. This clas-
sification is based on the following criteria: 1) the level
of sophistication and complexity of the technology sup-
porting interactivity; 2) toy agency, or the degree to
which the toy appears to be proactive or autonomous; 3)
the interactions being offered by the toy [30]. Interactive
toys usually do not require an Internet connection; in-
teraction with them is limited to a given set of functions
(and therefore the actions of such toys are predictable).
This type of toy supports traditional play including role-
play or outdoor play for young preschoolers. Smart toys
involve the use of more complex technologies (including
an Internet connection), which allow the toy to maintain
a conversation and recognize the interlocutor. Interac-
tion with this type of toy is aimed at the development
and education of the child. Therefore, such toys are de-
signed primarily for senior preschoolers. Connected toys
represent the most complex type of digital toys, which,
thanks to various technological solutions (connection to
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IoT, voice commands, etc.), can analyze previous inter-
actions and adapt the content for the user, making the
interaction as personalized as possible. There are also
digital toys that can combine the features of several of
the above categories.

Several authors distinguish between smart and digital
toys, denoting that the main difference is the purpose of
these toys. That is, if a toy provides sound or light signals
and is designed primarily for the child’s entertainment,
this is a digital toy |35]. One common type of digital toy
is the so-called prototypical toy. These are non-complex
digital devices, which are not tied to particular play ac-
tions but rather give the child space for creativity (e.g., a
Moff bracelet with a smartphone app).

Smanrt toys can demonstrate more complex behavior.
They are ascribed a personality and demonstrate charac-
ter. They can adapt to the needs of each family member.
They can initiate and support communication, pick up
on natural signals and react to people’s emotions. One
common type of smart toy is represented by animal ro-
bots, which closely mimic the habits of domestic animals
(e.g., the dog AIBO, the dinosaur Pleo, etc). Such toys
are also called social robots [19].

Generally speaking, the accessibility and diversity
of digital content designed for preschoolers leads to the
permanent interrelation of the elements of traditional
play and play mediated by technology. As a result, the
borders between these two types of play become very
flexible. Children transfer traditional play plots into the
virtual space, filling them with new content, and vice
versa — they incorporate digital characters into non-me-
diated play interactions. Under these conditions, a new
specific type of play activity emerges, which requires
both empirical and theoretical consideration.

Empirical research on digitally mediated play

Contemporary researchers who study digitally medi-
ated play usually focus on the following:

¢ the peculiarities of play activity mediated by vari-
ous technologies (gadgets, digital toys, computer pro-
grams, and apps);

» comparative studies of play with digital and tradi-
tional toys;

* the influence of the frequency and type of the
child’s interaction with digital media on the develop-
ment of cognitive processes.

In the first area of focus, as noted, researchers are
interested in the interaction of children with different
types of computer programs and apps [38]. Some re-
searchers study preschoolers’ interaction with digital
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toys and VR toys in detail. The aim of this kind of study
is usually to determine the educational potential of these
technologies [41]. In the framework of such research,
the peculiarities of children’s interactions within digital
play are also studied [23].

On the whole, research, conducted in this first area of
focus shows that preschoolers interact differently with
each type of digital content. This can be clearly seen
in their interaction with different types of apps. E.g., a
study conducted by C. Moore shows that the type of app
influences not only how the child interacts with a de-
vice but also how children interact with each other. If
preschoolers are playing close to each other, using apps
of a similar type, each of them on their own tablet, they
usually communicate rather actively. This shows that
the children are actually in a joint play situation, which
is created for them by the app, and they are actively dis-
cussing it, although each child is playing on their own
device, entirely independently of the others [44].

Research by S. Kjillander and F. Moinian demon-
strates that children have the tendency to transform
apps according to their desires. In a digital space, pre-
schoolers can create or rename objects and actions, as
well as change the functional meaning thereof. This
study has unequivocally established children’s capacity
to do so [34].

The second area of focus is that on children’s play
with traditional and digital toys. An example of this type
of research is the work conducted in the US under the
guidance of P. H. Kahn. The goal of this work consisted
in comparing children’s interaction with AIBO, a robotic
dog, and that with a stuffed dog. A preliminary inter-
view with each child provided no meaningful differences
in their relationships with the robot dog and the stuffed
dog. However, in the process of play, qualitative differ-
ences in the interaction with AIBO and the stuffed dog
were revealed. Children tried to animate the stuffed dog
using verbal means, moving the toy, or trying to feed it.
Children were more likely to hug the stuffed dog in com-
parison with the robot dog. They were also some cases of
aggression towards the stuffed dog. As far as the robot dog
is concerned, most children tended to demonstrate atten-
tion toward it mainly when ATBO initiated action [33].

A comparative study of children’s interaction with
AIBO and a living dog are of particular interest. Ac-
cording to the empirical data, the robot dog interested
the children first as an object for experimentation. The
children were particularly interested in how AIBO plays

with a ball. Therefore, they played with the robot and
a ball more often than with the stuffed dog. While in-
teracting with the stuffed dog, children demonstrated
care. They caressed the stuffed dog and demonstrated
social touch. The interview showed that, according to
the children, AIBO had biological, psychological, social,
and moral characteristics, but to a lesser degree than the
stuffed dog [42].

The third area of focus is that which explores the
influence of interaction with devices on a preschool-
er’s cognitive development. Most often, these research
works focus on such aspects as screen time (computer ac-
tivity or online activity) and/or the genre of the digital
content consumed by the preschoolers and the connec-
tion thereof with the development of attention, memory,
speech, and social skills [2]. The results of this kind of
research are very controversial. Thus, when spending
too much time! at the screen, preschoolers often demon-
strate such negative phenomena as weight gain, aggres-
sion, poor sleep quality, decreaseed attention span, poor
vocabulary, low quality of traditional play activity, and
difficulties in social interactions [1; 10; 36]. At the same
time, when children stick to the recommended norms of
screen time, many authors point to the positive influence
that interaction with digital content has on perception,
cognitive activity, visual-figurative and logical thinking,
and working memory [2; 5; 17; 26; 39; 45].

On the whole, there has recently been a decline in the
number of works devoted to the contraposition of the so-
called “traditional play” and play mediated by technolo-
gy. Given the constant interaction of children with vari-
ous media, researchers increasingly turn to mixed forms
of play activity, to study the transitions between virtual
and physical play interactions. Findings show that this
kind of play activity should be considered as an indepen-
dent type of play, which requires specific research meth-
ods. This challenge has implications for the elaboration
of the theoretical concept of digital play.

Digital play in the light of the Cultural-
Historical Concept

Different terms are used to denote play activity that
is mediated by technology. S. Edwards uses the concept
of converged play where traditional play activity with
toys is combined with new forms of mediated play [25].
A few authors use the concept of connected play, empha-

! Norms of screen time for preschoolers are based on guidelines from the American Academy of Pediatrics (2016) and the Canadian Pediatric
Society (2017). According to the guidelines, screen time is not recommended for children under 2 years of age, while acceptable screen time for

children aged 2-5 years is up to 1 hour a day [45; 47].
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sizing the connections between the online and offline
modalities in which the play process takes place [32; 40].
The term digital play is often used, however the interpre-
tation of this concept differs greatly depending on the
scientific school [27; 31; 37].

One of the most well-known authors elaborating on
the concept of digital play in the framework of the Cul-
tural-Historical scientific tradition is M. Fleer. Based on
the ideas of L. S. Vygotsky, M. Fleer determines digital
play to be “the creation of an imaginary digital situation,
supported through a specialized form of digital talk where
the themes of the play are drawn from children’s everyday
experience” [27, p. 87]. According to the author, the key
characteristics of digital play are [27]:

1) technical behavior — the process by which children
experiment with digital media through clicking, swip-
ing, and other technical aspects of using the app; this
kind of interaction is not regarded as play per se, because
no imaginary situation is involved;

2) imaginary digital situation — the digitally stimu-
lated roleplay interactions that create the context for
imaginary play;

3) digital talk in imaginary digital situations — a form
of metacommunicative language that children use in the
process of play interactions; this means of communica-
tion is used both when a few children are playing on one
device, and when children are playing on the same app
but on their own devices, and discussing the plot;

4) giving a new sense to digital objects and actions in
imaginary digital situations — making, renaming and/or
modifying icons/text symbols to create imaginary situa-
tions, giving a new sense to the digital situation;

5) porous boundaries between digital play and social
pretend play situations — the transition of characters, ob-
jects, and plots, created by children in digital space, into
traditional play and vice versa.

According to K. Dyrfjérd, M. Fleer’s characteristics
of digital play can also be regarded as stages through
which the child passes while getting acquainted with
digital technologies [24].

From our point of view, M. Fleer has contributed
much to the understanding of digital play and its devel-
opmental potential, primarily by pointing out the differ-
entiated character of play activity mediated by technolo-
gies. Digital play includes, but is not limited to, technical
behaviors, that is, experimenting with new apps or digi-
tal toys. This type of interaction with media occupies
an important place in a contemporary child’s activities.
However, it is not play in the strict sense of the word.
The child needs to experiment in order to get acquainted
with technology, which they can later use in more com-
plex forms of play activity. M. Fleer considers a criterion
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for the development of digital play to be an “imaginary
digital situation”, which she interprets in a rather differ-
ent way than Vygotsky did. However, it seems that the
author is not aware of these differences. M. Fleer argues
that the developmental potential of digital play is deter-
mined by the child’s participation in imaginary digital
situations with the opportunity of developing the plot,
changing the characters, roles, settings etc., and creat-
ing new digital situations. It is important that, in both
cases, rules are required [27]. Despite the fact that the
interpretation of the term “imaginary situation” in play
requires further elaboration, M. Fleer’s concept allows
digital play to be considered a complex form of joint ac-
tivity between children and adults, which is incorporat-
ed into the general social context of the child’s life.

An interesting critique of the attempts to use tradi-
tional play theories (including the Cultural-Historical
Concept) to the analysis of digital play, is presented in
the works by J. Marsh. She finds that traditional play
theories are human-oriented, and, therefore, they can be
successfully used for studying speech and the social and
cognitive aspects of play behavior. However, in her view,
they cannot answer questions regarding the specifics of
a child’s interaction with technologies in the process of
play. Using the ideas of post-humanism, the author elab-
orates the concept of connected play, where both physi-
cal and digital objects are regarded as possessing agency.
Marsh considers post-humanism to be a concept which
is more productive for the analysis of contemporary
child’s play, since the latter has very flexible boundar-
ies between online and offline modalities and possesses
absolutely different time and space characteristics [40].

From our point of view, the perspectives of applying
the Cultural-Historical Concept for the analysis of digi-
tal play, are, first of all, connected with the possibility
of interpreting technology as a new means of mediation,
which combines tool and sign components [8; 9].

An interesting approach to the analysis of play me-
diated by technologies is presented in the works of
N.N. Veresov and N.E. Veraksa. The authors point out
the necessity of differentiating between a digital game
and digital play. Although both terms are translated into
Russian as yugposas uepa [tsifrovaya igra], they have
different meanings. Digital play denotes a play activity
per se, as a system of rules, plots and play actions, while
the term digital game refers to software, material and/
or a virtual feeling, which presupposes goals and tasks,
stages, characters etc. According to N.N. Veresov and
N.E. Veraksa, digital play possesses the same character-
istics as traditional play, and can be assessed based on
such criteria as an imaginary situation, rules, roles and
play actions. Apart from that, for the analysis of play ac-
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tivity, the authors introduce the concept of a normative
situation, which is understood as a constellation of fac-
tors, conditions, and circumstances in relation to which
society prescribes the subject certain actions (norms of
behavior) [3].

Traditional play consists of typical normative sit-
uations. According to the system of normative situ-
ations, typical of particular plots and roles, children
regulate their play actions and create an imaginary
situation. The more diverse that the normative situ-
ations (and, consequently, the play activities that the
play provides) are, the more they contribute to the
development of the child. Thus, according to the au-
thors, the developmental potential of digital play can
be assessed based on the following criteria: 1) the ex-
tent to which its content contributes to the collective
creation and the development of imaginary situations;
2) how its content facilitates and enriches interactions
between players during digital play; 3) its cultural
normative situations and how these are represented in
the play content [47, p. 9].

In turn, a digital game can be assessed according to
the following aspects: 1) the play roles it offers and what
rules apply to these roles; 2) how taking on roles can help
develop and enrich the interactions between partici-
pants during digital play; 3) how the rules of play rep-
resent cultural normative situations and what forms of
player interaction are made possible by following these
rules [47, p. 10].

The ideas of N.N. Veresov and N.E. Veraksa are very
interesting for the analysis of the developmental poten-
tial of different types of play apps and toys, as for assess-
ing the development of digital play in preschoolers.

In summary, we see that there are not many authors
who turn to the problem of digital play in the framework
of the Cultural-Historical Scientific School. At the same
time, it is Vygotsky’s theory that allows us to study this
type of play activity as an integral part of the contem-
porary socio-cultural context, and provides perspec-
tives for organizing digital play as a system of developing
child-child and child-adult interactions.
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Some concluding remarks

The presented analysis shows that contemporary
children’s play may be described in terms of mixed real-
ity, which is characterized by the intersection of real and
virtual modalities. The interaction of physical and digi-
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Introduction

The level of development of children’s play remains
low for a long time [1; 13]. An insufficient amount of play
in kindergartens can be attributed to numerous factors,
including changes in social situation of development,
disappearance of mixed-age children’s communities, sub-
stitution of play by structured adult-led play and play
forms, too many school-type activities in a preschooler’s
timetable or a lack of free time for play, etc. [4; 7; 13].
Though most teachers recognize the meaning and value
of play for early childhood development, true play is very
rare in kindergartens.

According to Vygotsky, “... If there is no the appropri-
ate ideal form in the environment, the appropriate child’s
activity, feature and quality won’t develop” [3, p.86].
For play development children must experience ideal
form of play, not its distorted version. According to the
cultural-historical approach, we consider imaginary situ-
ation as a main criterion of play and double-subjectivity
as its main feature. Double-subjectivity is the ability to
simultaneously hold positions “in” and “out of play”, to
play and control the course of the play at the same time
[6]. Researchers emphasize the increasing role of an adult
in play support [12; 14; 27]. Play support can be indirect
(a teacher does not participate in children-led play) or
with adult’s participation in joint play. The more effec-
tive adult’s position for play support is partner position.
Partner position means that the adult respects children’s
own play initiatives and suggests his/her ideas according
to the flow and logic of children’s play [12; 26]. Adult’s
didactic position (exploiting play for teaching, directive
style of interaction and capture of all the initiative in
play) destroys children’s spontaneous play [14].
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Studies from different countries show that preschool
teachers more often prefer “outsider position” in play
support [22; 26]. Russian teachers more often take an
“outsider” or didactic position, they destroy play by in-
appropriate questions, infusion of additional educational
tasks in play, or desire to make play more complete and
spectacular [5; 14; 15].

Smirnova [14] and Fleer [24] consider preschool teach-
ers’ professional development as a transition from “outsid-
er” or didactic position to a partner position in joint play
with children. The challenge for researchers is to answer
the question of what can facilitate this transition and make
adult-child partnership in joint play more sustainable.

Pedagogical Observation of Spontaneous Play

Observation is an important part of play support.
It helps teachers notice the needs of each child, create
togetherness, be responsive and flexible in choosing the
strategy of play support [12; 14; 26]. Observation can
help a teacher to participate in joint play as a partner.
However, some teachers prefer only to observe play stay-
ing in the “outsider” position; reducing their role only to
observation providing materials [22]. Observation can
help teachers participate in play or prevent from play-
ing together with children, depending on how teachers
practice observation, what aspects of play they focus on
and how they use observation evidence. Observing chil-
dren engaged in play is complicated, as many aspects of
play are not obvious, and there is always a risk of mis-
interpretation or labeling children. Vygotsky argued:
“Play is not just a recollection of child’s experience, but a
creative transformation of the experienced impressions,
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combining them and creating with them new reality,
responding to child’s own needs” [2, p.87]. For effec-
tive play support and genuine partnership in joint play,
teachers should understand what constitutes the basis of
spontaneous play (“perezhivanie” and creative transfor-
mation of meaningful experience, not just reproduction
of ready scenarios) and observe it regularly, use their ob-
servations to be flexible and responsive to child’s play,
decide whether they need to join play or not.

The way teachers observe children play may depend
on their understanding of play and its role in the child’s
development [23]. Therefore, it is necessary to study
teachers’ perceptions and viewpoints on free play and its
observation in kindergartens.

Teachers’ Views on Children’s Play

Recent studies indicate that Russian preschool
teachers often expect play to be coherent, spectacular
and scenario-based, which is contradictory to the very
essence of spontaneous play [5; 15]. But these studies
don’t analyze how teachers’ views are interrelated with
real practice of play support in classrooms. Several small-
sample qualitative studies include observations in class-
rooms (without using quality assessment rating scales)
and point to a connection between teachers’ views and
their real strategy of play support [29; 30]. Rentzou et
al. [27] showed that teacher’s views on play influence
real practice, however, the study is based on a survey,
which is not a sufficiently reliable method for assessing
the quality of play support.

Studies also show that teachers’ views and beliefs re-
garding spontaneous play (including their understand-
ing of play and its learning and developmental potential,
the requirements of the educational program) are related
to their preferred position in play support [22; 28]. Un-
derstanding spontaneous play as an adult-free activity
may prompt teachers to stay outside of children’s play,
while their understanding of play as a form of teaching
and learning may provoke excessive infusion of didactic
tasks to play. However, this assumption needs further
verification.

There is deficit of research on the relationships be-
tween teachers’ views on play and the quality of play
support in kindergartens, the analysis of differences in
play support provided by teachers with diverse views
on play.

The purpose of this research is to study preschool
teachers’ views on children’s play and observation as
well as to analyze the differences in views on play held
by teachers using different strategies of play support in
their classrooms.
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Research hypothesis:

Teachers with different views on play use different
strategies of play support. The more teachers consider play
as valuable for itself, the more often they observe play and
the higher the level of play support in their classrooms.

Teachers working in different educational programs
vary in their attitudes toward play observation. If an ed-
ucational program puts an emphasis on supporting play,
teachers will observe children playing more often and
use their observations to plan play support.

Methods

The study was conducted in the 2021—2022 aca-
demic year in two stages: 1) study of teachers’ views on
spontaneous play and pedagogical observation (online-
survey); 2) quality assessment (structured expert obser-
vation) of play support in kindergartens in Moscow, St.
Petersburg, Kostroma and Almetyevsk.

All participants of the study gave voluntary consent
to participate in the survey and the assessment proce-
dure and at any time could refuse to proceed. All the data
has been anonymized.

Studying Teachers’ Views on Play

To study preschool teachers’ views on play and observa-
tion, we conducted an online survey based on the research
of Bulgarelli and Stancheva-Popkostadinova [20]. The sur-
vey contained two set of questions. The first sed included
general questions on the participants’ place of work, teach-
ing experience, current position and educational program,
the age of children they work with. The second block fea-
tured questions concerning the teachers’ understanding of
spontaneous play and their attitudes to observing it.

All the respondents represented Moscow and three
other Russian cities and answered the questions via an
online form.

Assessing the Quality of Play Support

To assess the quality of play support we used the ‘Play
Support Rating Scale’ (PSRS) [18] designed on the basis
of: 1) the cultural— historical approach of understanding
play and the conditions necessary for play development;
2) the principles of constructing quality rating scales of
ERS [19]. The PSRS is based on the idea of complex play
support that requires adult’s participation in play as a
partner, support of peer-interaction, organization of en-
vironment, empowerment of play during the whole day
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in the kindergarten. PSRS includes 7 items: 1) space and
equipment for play, 2) time for play, 3) materials for play,
4) indirect play support; 5) adult’s participation in play,
6) peer-interaction in play, 7) mixed-age interaction and
play. Each item includes the set of indicators (95 in total)
grouped into 4 quality levels: inadequate (1—2 scores),
minimal (3—4 scores), good (5—6 scores), excellent
(7 scores). The PSRS allows to analyze both the overall
quality of play support and the quality of conditions for
play described by each item. PSRS has been validated and
has a sufficient level of reliability and validity [9].

To assess the quality of play support according to
PSRS, experts conducted 3-hours non-participant ob-
servation in the morning in each classroom. Before par-
ticipating in the study, all the experts completed a train-
ing program on how to use PSRS (inter-rater reliability
is more than 80%).

Sample

On the first stage of the study the sample consisted of
180 participants: 68.3% of the sample were certified pre-
school teachers, 17.2% held a position of a senior teacher
or methodologist for preschool, 14.4% — other educa-
tional professionals. Moscow residents made up 37.2%
of the sample. The overwhelming majority of the respon-
dents (87.8%) worked in the public sector, 11.1% were
employed by private kindergartens and daycare centers
offering full-day or half-day programs, 1.1% of the respon-
dents worked in mixed-aged play-based classrooms and
didn’t follow a specific educational program. The working
experience of the survey participants is shown in Figure 1.

The survey participants worked with children of
early preschool age (2—4 years, 20%), preschool age
(4—6 years, 32.8%), ecarly age (1.5—2 years, 5%) and
mixed-age classrooms (42.2%).

The most popular educational programs for pre-

Olessthan 3 years

B 3-10vyears

E10-25 years B More than 25 years

Fig.1. Distribution of the respondents by work experience
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schools are designed on the basis of recommendations
of the Ministry of Education of the Russian Federa-
tion [10] and are available on the online platform ‘The
Navigator for Educational Programs for Early Child-
hood Education’ [8]. Our sample includes the follow-
ing programs for preschool education: ‘Ot rozhdeniya
do shkoly’ [From birth to school] (51,1%), ‘Vdokhno-
veniye’ [Inspiration] (11,7%), ‘Detstvo’ [Childhood]
(8,3%), ‘OtkrytiYa’ [Discoveries] (5,6%), ‘PROdetey’
[ABOUTchildren] (6,1%) and ‘Detskiy sad po sisteme
Montessori’ [Montessori] (5%). A much lower number
of teachers relied on unique author’s programs, such as
‘Istoki’ [Springs], ‘Razvitiye’ [Development], ‘Raduga’
[Rainbow] and ‘Mozaika’ [Mosaic] (1—2% or less). The
data reflect the current situation with educational pro-
grams used in Russian kindergartens.

The second stage of the study included a series of ob-
servations in 25 preschool classrooms where 27 teachers,
who took the survey on the first stage of our study, work.
Our sample includes classrooms with different quality
of play support, with an average score on PSRS of 3.63
and a standard deviation of 1.12. All in all, play support
in the groups from our sample varied from inadequate
(min = 1.57) to good (max = 6.00).

Results

The teachers vary in their understanding of play:
41.7% of the sample see it as a valuable for itself and as
a resource for child development, 52.8% consider it as
a context for teaching, assessment of academic progress,
behavior correction, or personality development, while
5.6% believe play is leisure or recess-time.

When asked ‘How do you evaluate the level of play
development?’, most of the respondents said they observe
children engaged in play. 1.1% of the respondents said
they conduct observation in laboratory settings, 52.2%
regularly observe children in everyday settings, 41.7%
observe play from time to time to notice remarkable de-
tails, 2.8% said they don’t assess children’s playing skills
at all. Some of the given answers on these two questions
contradict with each other, probably due to a distorted
observation focus: watching preschoolers playing, teach-
ers pay little attention to the play itself (they don’t evalu-
ate play development) yet evaluate children’s abilities in
other areas, such as communicative and cognitive skills,
speech development and other learning outcomes. Only
37.3% of kindergartens in the sample made it a rule on the
organizational level for their teachers to observe play.

The teachers’ attitudes to observation are polar-
ized, with some recognizing its necessity and others de-
scribing it as useless and burdensome. About half of the
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teachers said they use information from observations to
plan educational process (51.1%) and less than a half
(39.4%) said observations help them assess a child’s level
of development. It is puzzling that a significant number
of the respondents (39.1%) believe that observation of
child’s play is a legitimate procedure to evaluate teachers
(for certification or quality assessment purposes), which
is directly prohibited by the Federal Law 273-FZ ‘On
Education in the Russian Federation’ and the Federal
State Educational Standard for Preschool Education
[16]. The teachers’ views on pedagogical observation are
presented in Figure 2.

To test the hypothesis of whether teachers’ profes-
sional understanding of play is related to their attitude
toward pedagogical observation, we conducted a sta-
tistical analysis of the collected data assigning scores
to each answer choice and summing scores as a respon-
dent’s profile (total score).

First, we divided the respondents into two clusters
according to their views on play and used the Welsh’s
t-test and the Mann—Whitney U-test to compare them.
The normality of the distribution was confirmed using
the Kolmogorov-Smirnov test. No significant differenc-
es were found (at the significance level of 0.05) for any
value. An average profile of the teachers praising play as
valuable for itselfis 4.51 out of 7; an average profile of the
respondents with opposing views is 4.04; p-value = 0.19
according to the Welsh’s t-test; p-value = 0.23 according
to the Mann—Whitney U-test.

We applied the same statistical method to test the
hypothesis about differences in teachers’ views on play

from classrooms with different quality of play support
as measured on the PSRS. Total PSRS score and scores
for items about indirect play support, adult participation
in play and peer interaction in play were used for sta-
tistical analysis. No significant differences were found.
For the PSRS total scores, an average profile was 3.76
for the ‘play is valuable for itself’ cluster and 3.43 for the
contrasting cluster, with p-value of 0.56 (t-test) and 0.51
(U-test). Average profiles for the indirect play support
item were 3.82 and 3.70 respectively, with t-test p-value
of 0.86 and U-test p-value of 0.88. Average profiles for
the adult participation item were 2.71 and 2.20, with
p-value = 0.50 and 0.26, average profiles for the peer
interaction in play item were 4.41 and 3.60, with p-val-
ue =0.20 and 0.17.

To form clusters according to educational programs,
we analyzed answers of the teachers who worked with
the educational programs implemented by at least 5%
of the whole sample (6 different programs in total). We
found no significant differences in profile scores of the
respondents working with certain programs regardless
of their pairing, with the Welsh’s t-test p-value ranging
from 0.08 to 0.96 and the Mann—Whitney U-test p-val-
ue = 0.053 to 0.94.

Discussion
Most of the teachers involved in our study consider

play as a form of teaching or context for other activities,
not as something valuable by itself, which is consistent
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Fig. 2. The distribution of the first priority answers to the question ‘What is pedagogical observation in your daily practice?’
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with the data obtained in foreign [20] and Russian [15]
studies. We found no significant differences in views on
play of the preschool teachers with different quality of
play support. A relatively large number of teachers’ an-
swers about the value of play yet score low in play sup-
port quality, it may be related to teachers knowing of the
requirements of the Federal State Educational Standard
for Preschool Education [16] without deepening their
knowledge of children’s play. Speaking of the value of
play, teachers may consider it as a freedom from any
adult intervention or, conversely, point to the advan-
tages of utilizing play as a teaching tool.

The teachers, regardless of their views on play, rarely
joined it as partners, which supports the results obtained
by Devi et al. [22]. The opposite views on play and its
value manifest itself in an apparently similar support
strategy with a teacher taking an “outsider” position
[2]. However, unsignificant differences in play support
strategies preferred by teachers holding different views
on play may be attributed to the research method (a sur-
vey) or the teachers’ overall lack of awareness and reflec-
tion on their professional decisions in relation to chil-
dren’s play. The study of interrelation between teachers’
views on conditions for play development, their role in
play support and possibility to be a partner in joint play
may be the issue for future research.

The majority of teachers report that they regularly
observe children engaged in play and use their observa-
tions to plan appropriate play support. However, the
quality of play support in most of the observed class-
rooms was minimal. Some teachers said they consider
play observation as an assessment of their skills needed
to obtain another certification, which contradicts the
existing legislation and turns observation into a formal
procedure. Observation is only effective as a part of com-
plex play support that helps a teacher interact with chil-
dren based on their interests, ideas and needs [26; 28].

Aspects that teachers tend to focus on during obser-
vation are often secondary to spontaneous play or even
misleading [5; 6], which can make observation evidence
irrelevant for planning play support. Further research
is needed on how exactly teachers observe play and use
their observations to plan play support, how regular
observation is related to the quality of play support. It
also might be necessary to provide in-service training for
teachers focused on reflection on their views on play and
development of competence for play observation [23].
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[Ipobsiema 9KCIIEPTU3bI UTPYIIKY CBSI3aHA C TEM, YTO HA KYJIbTYPHOM MIPEIMETEe «He HAIMCAH» Pa3BUBAIO-
i crocob AefcTBUs ¢ HUM. 3a1aua cTaTbil — BBISBJICHUE TIOTEHIIMAJA U TPAHUI] KYJIbTYPHO-UCTOPHIECKON
MCUXOJIOTUU U TEOPHHU JIEATETBHOCTH KAK MTOHATUHHBIX PAMOK JIJIs OKCIIEPTUIBI KYKJIbI, HCIIBITAHUE KYJIbTYP-
HOIi (hOPMBI MITPbI B KAUECTBE KPUTEPHUST OIIEHKU Pa3BUBAIOIIeil (DYHKIINK UTPYIIKY Ha IprMepe KykoJ Barbie u
Monster High. B crarbe o6ocHOBaHa HEOOXOAMMOCTD KyJIBTYPOIOTO-IIPEAMETHOTO U IICHXOJOINYECKOTO aHa-
JII3a UTPOBOTO JEHICTBUS € KYKJIOH ISt OI[EHKH €€ Pa3BUBAIOIINX BO3MOKHOCTEH. BriepBble onvcana GpyHKius
€IMHUIIBI AHATM3A CIO’KETHO-POJIEBOI UTPhI — €€ JIByXTAKTHOM (opMBbI (CBSI3KH BBI30BA U OTBETA HA BBI30OB)
KaK HHCTPYMEHTA SKCIIEPTU3BI Pa3BUBAIONIEH (PyHKINH KyKJIbL [IonCKOBOE SMIIPIIECKOE NCCIeOBAHNE UTD
JieTeil 1oKaszaio, Kak 06passl kykou Barbie u Monster High 3anator crioco6 urpbi ¢ HUMH, U 1103BOJIUIIO OTPULLA-
TeJIbHO OTBETUTD HA CJIEMYIONINE BOIIPOCHL: BBI3bIBAET Jitt BapOu IpeskieBpeMeHHBIIT MHTEPEC IOIIKOJIbHUKOB K
T0JIOBOU JKU3HU B3POCJIBIX, & TAK JKe pasMbIBaeT Jii urpa ¢ Kykiaamu Monster high monnmanue nerbmu rpammig
Mesk Ly 106pom 1 370M? Pasmbisaer Jin urpa ¢ kykiaamu Monster High rpanuist mesxay 106pom u 370m?

Knioueevie cnoga: micuxosornieckast 9KCIEepTU3a KYKJIbI, KyJIbTYPOJIOTO-IIPEIMETHBII U IICHXOJIOTH-
YeCKUl aHAJIM3 UTPOBOTO JEICTBUS, €AUHUIIA CIOKETHO-POJIEBON UIPbI, COOBITUE PA3BUTUSL B UTPE, TIPO-
CTPAHCTBO UTPBHIL.

Baarogapuoctu. ABTopsl BbIpakatoT npusHaresbHocTh [lentpy urpst n urpymku MTTIITY 3a npepocrasienne Kykos
7SI IPOBE/IeHNST SKCIIePUMEHTA.

s wurare: davkonunosa JI.U., Kpvuicos 11.A. Tlcuxonornueckast 9KCIepTu3a KyKJibl B PAMKaX KyJIbTYPHO-UCTOpUYE-
CKOTO TOXOJA: TPAHUIBI 1 Bo3MOKHOCTH // Kysbrypro-uctopudeckast rcuxosiorust. 2022. Tom 18, Ne 3. C. 41—50.

DOT: https://doi.org/10.17759/chp.2022180305

Introduction and the Issue of the Research

The starting point of our analysis and understanding
of a doll assessment and evaluation is the psychological
and pedagogical concept of toy evaluation developed by
E.O. Smirnova, N.G. Salmina and 1.G. Tikhanova [7]
in the “Center for Psychological and Pedagogical Ex-
pertise of Play and Toys” of Moscow State University
of Psychology and Education. The authors propose the
following main criteria for psychological assessment of
the quality of toys: (a) the toy complies with age-related
tasks (analysis of games and toys should be carried out
through analysis of the developmental actions prepro-
grammed in them); (b) the properties of the toy ensure
complete orientation of play actions; (¢) the toy allows
to perform various developmental actions (i.e., its devel-
opmental potential).

A toy “is a kind of ‘packaging’ of all components of an
activity, and it is from this point of view that its assess-
ment should be carried out (analysis of the characteris-
tics of motivational, orientational, control and evaluation
parts), and, thereby, its ability to realize its developmental
functions” [7, p.10]. A figurative toy — a doll — as a means
of mastering relationships between people should trigger
pretend-playing of human relationships, the meanings of
actions. “This type of toy does not contain complete orienta-
tion and operatorics for the child to pretend-play a relation-
ship” (emphasis ours) [ibid.].

The difficulty of toy evaluation is that its developmen-
tal action is not “written” on the toy as a cultural object:
the full form of orientation of the play action in the toy
is merely suggested. How? According to the concept of
the Center, the developing capabilities are programmed
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in the toy: all the components of the activity are “packed”
in it, and the toy itself provides them (if an adult shows
a child how to handle it properly). Thus, the duality of
the meaning and sense of the action with a figurative toy
is smoothed out, whilst the “decoding” of the symbolic
meaning of the play vanishes into the background.

How can a researcher watching the pretend-play be
sure that the child has identified the ideal cultural form
of human relations instead of only recreating an example
of behavior shown by a specific adult? When evaluating
a doll, one cannot do without an ideal cultural form of
a pretend play: mental development is assessed through
establishing a gap between the real and ideal forms of the
play. Otherwise, it is unclear whether the toy activates
an age-appropriate play or not.

The ideal cultural form of pretend play \
as the unit of its analysis

When determining the ideal form of a pretend play,
we relied on the procedure of objective and normative
diagnostics of development, which was applied in the
theory of developmental learning [5], and we found out
that an ideal form of a play contains two steps: a chal-
lenge and response to a challenge [13]. The motive of
play action is considered an initiative, and the agency of
the child consists precisely of children testing the mean-
ing of an action. The two-steps form for us is the norm of
development, the unit to which the observed plays of a
child with a toy can be compared.

Objective-normative diagnostics of the developmen-
tal function of the doll require (a) semantic analysis of the
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symbolic content embodied in the doll, i.e. the answer to
the question of how the toy's image plays with the player
(F. Boitendijk), and (b) psychological analysis of the play
actions by which the child discovers the doll's image.

Questions to be answered by the experts

We have chosen two dolls that cause a lot of contro-
versy and negative ratings: Barbie and Monster High by
Mattel. It was not so much the general characteristics of
their negative and positive qualities that were important
to us, as was the answer to specific questions from par-
ents and specialists about possible negative consequenc-
es of playing with these toys. As for the Barbie doll, this
is the question of whether it causes preschoolers' pre-
mature interest in adult sex life; while for Monster High

dolls, it is whether playing with them blurs the boundar-
ies between good and evil.

Analysis of Preschool Children’s Playing
with a Barbie Doll

Semantic analysis of playing with a doll is a new chal-
lenge for a developmental psychologist. Given the cul-
tural predetermination of development, it is necessary to
understand the socio-cultural context of Barbie, which
affects its perception. Barbie was the first doll to embody
the image of a young teenage girl. The target audience
age for Barbie is defined by the company in the range
from 3 to 12. For girls, she embodies an attractive image
of future adulthood. L. Goralik [1] pointed out the am-
biguity of Barbie’s image. On the one hand, the company
has been promoting this doll for decades as a friendly and
active girl with good taste, able to make decisions on her
own and take responsibility for her behavior, living a life
full of diverse experiences (including professional ones),
in which, nevertheless, there is no place for marriage or
motherhood. On the other hand, Barbie has a feminine
figure, and her image has always corresponded to an ide-
al of female beauty [19] fashionable at the release of the
next collection of dolls of this brand.

The company offered not just a doll, but a holistic, di-
verse world of Barbie’s life, which mirrored social chang-
es that caused lively controversies, such as female eman-
cipation or transformation of family relations. According
to L. Goralik, Barbie has become one of the brightest

socio-cultural symbols of the Western civilization. The
author pointed out a number of symbols, or even stereo-
types, with which Barbie is associated in the mass con-
sciousness: femininity, prestige, well-being of its owner,
a sex symbol, etc. The latter stereotype has caused argu-
ments between supporters and critics of this doll, since it
concerns a difficult-to-study personal sphere of the child
and is associated with adults’ understanding of psycho-
sexual development and gender education of children.
For example, when we asked a five-year-old girl in the
kindergarten, who was constantly playing with Barbie,
if she had such a doll at home, she said no, mom wouldn t
buy one. “Mom says you can’t put her in a stroller!”
Adults want girls to play the maternal role in the right
way, but they are not ready to recognize a child’s right to
a question about where children come from, and reason-
able parents do not allow children to be aware about the
intimate aspects of adult life.

How can adulthood, preset in culture, implying inti-
mate relationships, be seen by preschoolers? It involves
starting a family, bringing up the children, and a legal
definition of a minimum age of marriage. Folk fairy tales
addressed to preschoolers end with a wedding and acces-
sion to the throne; their characters undertake difficult
but noble deeds, and they always win. The characters
have high morals and beautiful appearances, but there
are no hints of intimate relationships in these texts. In
the plots of books, magazines and cartoons about Bar-
bie’s life, there is no wedding of Barbie and Ken. Barbie’s
body has no genitals or nipples. At the same time, some
psychologists, educators and parents all over the world
believe that Barbie causes premature interest in sexual
relations in girls. Unlike preschoolers, those special-
ists do know about sex life, and their negative attitude
towards this doll is based on a projection: it is difficult
to explain to a child where children come from, so it is
easier to remove the doll. But with the disappearance of
the doll, the question of children’s comprehension of the
birth of children or marital relations does not disappear.
It is important to understand whether preschoolers re-
ally do associate adulthood with intimate relationships,
if they do read sexuality in the image of Barbie, and if
this is how playing with Barbie differs from playing with
ordinary dolls. To answer this question, we did a pilot re-
search' aimed at identifying differences between the play
of girls aged 3—7 with Barbie and with ordinary dolls.

Psychological analysis of playing with two types of
dolls made it possible to determine the agency of chil-

! The pilot experiment conducted by M.V. Antonova [14] involved 10 girls from 3 years, 4 months old to 6 years, 8 months old; the total num-
ber of recorded plays was 56 (with Barbie — 29, with ordinary dolls — 27). The partner in the play was an adult who acted for another doll, played
along with the child, but his participation in the play was aimed at supporting the initiative of the child, avoiding repetitions of the same events,
s0 he built situations requiring leaving the house (the child coughs; there is no food). At an older age, the girls unfolded the plot on their own, and

pointed out to the adult what he should do.
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dren’s play initiative, which was evaluated according to
the following indicators:

1. Structuring of the play space and the presence
of polarized semantic fields (if adult and non-adult/
children's relationships were played as oppositions).

2. Intentional transitions across the border of seman-
tic fields of child-parent relations and other semantic
fields where relationships are arranged in an adult way.
The place, where the girl playing for Barbie goes indi-
cates her interest in human relationships characteristic
of this semantic field.

3. Features of characters’ behavior in each of the
spaces, i.e. what actions, according to the player's ideas,
are appropriate there.

The following features of playing with different sets
of dolls were observed.

Younger preschool age (3—5 y.o.; 19 pretend plays)

1. While playing with both types of dolls, the girls
started inhabiting only “their own” space: the parent’s
house, in which the dolls acted as mom and dad taking
care of the baby (Barbie was mom Alina, and Ken was
dad Seryozha), or the house in which a mom, a child, and
amom’s sister lived. They gave the other doll, Veronica?,
the role of an aunt, a neighbor or a parents' friend. The
girls played “family”, played “house” where everybody
lived in one place, for example, in the kitchen, i.e. in an
inner space of the house, which was gradually becoming
well-differentiated: a bedroom (each doll had its own
bed, but girls could put dad and mom in the same bed,
and the baby and friend in other ones), a dining room,
and a bath appeared. By the age of 4, children were
building separate bedrooms for their parents and fam-
ily friends. By the age of 5, they were creating separate
houses for their own family and family friends.

2. In the beginning, the dolls left the house for the
outside world only when heading for two places: mom or
dad would go to do the shopping or to work. But by the
age of 5, the “other” world had expanded significantly:
there was a forest with a clearing, a zoo, a circus, a hos-
pital, a barbershop, etc. These transitions were accom-
panied by changing the clothes: before going to the zoo,
the dolls put on different dresses. The transitions were
supposed to ensure a normal life of a family, so they can-
not be considered semantic transitions from childhood
to adulthood.

3. Since the girls gave the dolls the parts of parents,
i.e. adults, the doll’s behavior in the external space was
relevant to the role given: mom tried on clothes in the
store (“Ask me where I came from, so beautiful”), scold-
ed her daughter, put her in a naughty corner for dis-

2 Veronica is a Russian version of Barbie.
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obedience, went out with the child for a walk or to the
doctor's, took her to kindergarten, etc. Barbie’s female
friend Veronica would cook. Manifestations of a close
relationship between dad and mom consisted of a kiss
before leaving for work, or before going to bed. The dolls
changed into pajamas for the night.

Senior preschool age (5—7 y.0.; 25 pretend plays)

Since the age of five, important differences between
playing with two types of dolls started emerging.

1. When playing with Barbie dolls (17 pretend plays),
the interior space of the house was divided into function-
al zones (separate bedrooms for parents, child, guests; a
dining room, a kitchen, a bath). The outer space was also
well differentiated; there were many different locations
in it.

2. Plays with threefold content were observed. The
first content consisted of family life (parents and a child,
or a husband and a wife without children), in which tran-
sitions were similar to transitions in the plays of younger
children, e.g., as in “playing house”.

The second content consisted of a transition from
the children to the adult space. It was embodied in three
consecutive plays, which made up for a semantic transi-
tion from a girl to a wife/mother. In the first play, Barbie
and Ken meet, Barbie and Veronica invite Ken to visit,
and offer to choose a bride (a challenge). In the second
play, Ken chooses his future wife, they go dancing or
to a movie, and then they go back to their own homes.
The main event of the last play is Ken and Barbie’s wed-
ding (an answer to the challenge). After that, they move
houses to live together as a married couple, go to bed,
and in the morning, there is a baby in the crib. They take
care of the baby.

In the third content, the couple lives together in a
pink house, they do not have any children, the wedding
is not played out, but is implied to have happened (one-
step plays). Barbie and Ken go to work, visit friends, do
the shopping, or go dancing.

3. In all the plays, the girls adequately recreated the
characters' behavior appropriate, in their opinions, in
each of the spaces. For example, the wedding was played
out very enthusiastically and in much detail: they pre-
pared a celebratory dinner, an engagement ceremony,
and a bouquet. When the child was born, they chose a
name and a godmother, etc. The girls paid a lot of atten-
tion to the dolls' appearance.

1. When playing with ordinary dolls (18 pretend
plays), the play space was divided into “their own”, i.e.,
home, and “another”, external space: shops, work, a kin-
dergarten, a dance floor, etc.
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2. When six-year-old girls “played house”, transitions
between spaces were not semantic, since they were de-
termined by the context of family life. However, in the
plays of children aged 6+, the behavior of dolls at home
and outside it changed: the dolls lived a new, teenage life,
were independent from their parents, and we assess this
fact as a semantic transition.

3. Six-year-old girls located the play in the house
and recreated family life. The family, or just the mom,
would go for a walk with the child, the dad could go
to work or take the child to kindergarten, parents did
shopping, went to the pool, etc. By the age of seven, the
repertoire of play actions had narrowed gradually: dolls
came home to eat, change clothes, pretty up, go to bed
in the evening, but they spent most of the days and eve-
nings visiting friends, going to birthday parties, dancing,
walking in the park, buying new outfits in the store, etc.
Dolls acted as grown-up friends, took care of themselves,
combed their hair in front of the mirror, applied creams,
and changed before going out.

The research helps to answer the question of whether
playing with Barbie causes an untimely interest in the
sexual life of adults, i.e. to picture to yourself how the
image of Barbie plays with the imagination of a child
playing. We have already mentioned that understanding
Barbie as a stimulus of having interest in the intimate re-
lationships comes from an adult. The children’s question
is rather where children come from?®. The image of Barbie
(a teenager, a young girl) is ambivalent; she fits into the
children’s understanding of the structure of the family
life in different ways. In one case, it engages the child’s
interest in understanding the path that must be followed
in order for a child to appear. This path is associated with
external attractiveness, responsible choice and a wed-
ding as a public sanction for the birth of a child, as a ritu-
al separating adulthood from childhood/childlessness. A
girl aged 5 years 5 months plays a dance of Alice (Barbie)
with Sasha (Ken), and tells Sasha: “We are going to have
ababy. Oh no, first the wedding, and then the baby!” The
cohabitation of Ken and Barbie in the same house is pos-
sible after the wedding, which is played out in detail and
in various ways, the couple returns home, lies down in
the same bed, they kiss, and the next morning their com-
mon life is focused on taking care of the baby. The girl is
interested in the event of the ritual itself, in which love is
embodied and revealed, rather than in the details of the
fertilization procedure. It is evident from the flow of the
play, as natural as breathing. We argue that the child’s
understanding of the appropriateness of the appearance
of a baby after the wedding is an age-appropriate older
preschoolers’ idea of adult intimate relationships. It is

important to the child that the baby appears when mom
and dad love each other.

In another content, Barbie awakens a different expe-
rience in the child: the wedding is not being played out,
Veronica and Ken are already married and live together.
In the evening, after dinner a girl of 6 years8 months puts
V. and K. in the same bed, K. kisses V., while the child
giggles, looking closely at an Adult’s (hereinafter — A.)
reaction, covers the dolls with a blanket over their heads,
with only her feet left visible. Another girl (6, 1 y.0.) who
has not played the wedding either, puts B. and K. in the
same bed in the evening, looks at A., says they will sleep
naked, and laughs; K. kisses B. and the girl giggles again.
She recreates the behavior of a couple in love in the play
(this child has young parents who got married before the
mother came of age). The translation of the peek at A.
and the giggling indicates that the girls had had an expe-
rience which replay A. may disapprove of. The ban gives
rise to interest, but playing with Barbie reveals having
such an experience rather than stimulates it.

A 7-year-old boy approached A., who was looking for
Barbie dolls in a group for an experiment, and gave him
one of them with her legs spread, showing her crotch:
“Here’s Barbie!” The child is living in a one-room apart-
ment with parents who do not hide their intimate life
from him, not to mention the TV with movies of 18+
content turned on.

Analysis of Children Aged 5—10 Playing
Monster High Doll

Conducting a semantic analysis of plays with Mon-
ster High dolls (hereinafter — MH), we rely on the mod-
ern interpretation of the concept of monster by M. Fou-
cault: “A monster is determined by the fact that by its
very existence and appearance it violates not only the
laws of society, but also the laws of nature” [11, p. 79].
In 2010, Mattel introduced fashionably dressed monster
dolls as toys for girls, while rejecting the negative mean-
ing of the concept of “monster”, and claiming a new one:
a monster is a bright teenager with a unique appearance,
willing to communicate in the community of unique per-
sonalities [20]. The first line of MH dolls quickly became
infamous. To promote the dolls, an animated series was
filmed, books were published, video games were devel-
oped, etc. As characters, these dolls represent fashion-
able teenagers. In their images (and, hence, in the ap-
pearance of dolls), human and non-human features are
combined. Thus, Frankie Stein is a “daughter” of Dr.
Frankenstein, and her body has traces of artificial cre-

% One of the age tasks of a preschooler is to understand the finiteness of life and its origin (see K. Jung. Conflicts of the child s soul).
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ation: seams, neat metal bolts in her neck, unnatural skin
color. Some adults, in their turn, saw the products of the
Monster School as wrecking, introducing unacceptable
topics of death and demonism into the lives of children,
representing evil as good.

A comprehensive study of these dolls was conducted
under the guidance of E.O. Smirnova [8]. It shows that
MH dolls for girls of preschool and primary school age
are the standard of beauty. Most preschoolers played
with MH as with ordinary dolls, without demonstrating
any non-human specificity; there was no recorded ag-
gression or fear manifested in their plays.

We were basing our assumptions on the following:
if undesirable ethical and aesthetic meanings are set in
the dolls of the Monster High, then these meanings should
manifest themselves in the plays of children with MH. Our
goal was to establish how children recreate the non-hu-
man, ambivalent image of monster dolls, the subjects of
what actions these dolls become in the play. To identify
the personality traits set in these dolls by the brand own-
ers, we analyzed popular animated series sharing informa-
tion about MH. Our analysis was based on the works of
Yu.M. Lotman on the structure of the event of the plot
text as a transition across the border of semantic field [2].

The world of MH is presented as chaotic and un-
controllable, with comical and incompetent adults: the
school principal is an adult daughter of a headless eques-
trian, who cannot remember what happened a moment
ago; the Math teacher — foolish Lu Zar, (hinting at los-
er), who is the only human in the animated series.

The characters themselves are stable in this world;
the plots of media products about MH are built around
their relationships, and the events in the series consist
of changes in these relationships. The mood of the series
is ironic and cheerful. All conflicts are resolved success-
fully, each character is right in his own way, heroes can
compete, but they are not enemies. Monster High stu-
dents are focused on communication and self-expression.

The characters’ non-human features have the follow-
ing functions: a) to help the viewer to identify the charac-
ter and the reasons for their behavior (Minotaur’s son is
stubborn as a bull); b) to turn scary characters into funny
ones, to create specific comical situations (Gorgon’s son
can take off his glasses at the request of an impenetrable
teacher, and turn the teacher into a stone until the end of
the class). Non-human features are often played out ironi-
cally: vampire’s daughter has fangs, but is vegetarian.

The images of MH dolls are difficult to perceive due
to their ambivalence. According to their bodily propor-
tions and colorful clothing, these dolls represent modern
beauty dolls, but upon careful examination of the details,

4 Examples of answers: "It’s okay", "How do we know, right"?
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their non-human properties and signs of possible aggres-
sion (claws, fangs) become visible. Mattel designers in-
tentionally conceived this combination of beauty with
non-human properties as a joke.

A wholesome perception of ambivalent images of
the MH requires simultaneous perception of various as-
pects of their appearance and an ironic connection be-
tween these two sides. It is not that easy for children:
preschoolers are not yet able to hold several intellectual
positions at the same time, while at primary school age
this ability is only being formed [12].

The sample of our research consisted of 46 girls aged
5to 10.

The researcher invited children into the play room
in groups of 2—3 people to play with four MH dolls, as
well as several Barbies, in order to reveal not only how
children play monsters “among their own”, but also the
behavior of MH in relation to people; children could use
toy furniture and some play objects (cubes, buttons, etc.).

If there was no meeting of people and monsters in
spontaneous play, then A. joined them, acting for a Bar-
bie (they were less popular) and played out such a meet-
ing (Barbie accidentally met monsters, and was very
surprised by the peculiarities of their appearance). To
determine the agency of MH dolls in children’s play, we
used analysis of role-playing conflicts (challenges) that
occur when monsters and people meet.

Senior preschool age (5—6 y.o., 3 pretend plays,

6 children)

We did not organize many plays for preschool-age
girls, because they do not notice the non-human features
of MH dolls [8]. Consequently, the children did not di-
vide the play space into human and monster spaces: Bar-
bie and Monsters got along in the same house and acted
with the same rights (participated in the same beauty
contest).

At the same time, all preschoolers avoided answering
Barbie’s questions about the features of the appearance
of their monster dolls (“Oh, why is your skin of such an
interesting color?”). In the situation of role-playing
conflicts, there were no cases of aggression on the part
of monster characters to humans in general, or to Barbie
in particular.

Primary school age (7—8 y.o., 8 pretend plays,

15 children)

Girls aged 7—8 perceived the non-human features of
monster dolls in the play in one of the three ways.

1. They ignored all the differences between people
and monsters (even despite Barbie’s questions).
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2. The children tried to convince Barbie that the
differences were insignificant (her reference to fangs is
countered by the fact that the “monster” does not eat
meat at all, while grave skin color is explained as “just
atan”).

3. Children used non-human features of monster
dolls in the play as magical properties that have no “evil”
or “good” meaning.

The space was divided between humans and mon-
sters in a single play®, and this distinction arose during
the development of the play plot®. In other plays of chil-
dren of this age, MHs could have an unusual appearance
and magical abilities, but this did not lead to the oppo-
sition of people and monsters. MHs did not show any
aggression to people, and in a situation of role conflicts
(challenges) they acted in a human way®.

Primary school age (9—10 y.o., 15 pretend plays,

23 children

Children aged 9—10 perceived the non-human fea-
tures of monster dolls in the play in one of two ways.

1. The girls played with monster dolls as glamorous
[10] villains who were both up for public entertainment,
and ranged against humans. At the same time, the non-
human traits of the characters (fangs, claws, magic) were
used to gain an advantage in a conflict with people.

For example, Anya (nine y.o.) — Frankie, Olya (9) —
Draculaura, and Nara (9) — Vandala went to McDon-
ald’s. Vandala went to make an order (Nara was busy
looking for a suitable substitute item), and Frankie and
Draculaura talked while they were waiting: Frankie:
Why do these people always cook for so long?

Draculaura: Because they are people, and we are mon-
sters!

They laugh.

Frankie: We’re monsters; we want it all in a second!

Draculaura: Yes, because we can eat people.

In the same place, after a few replicas.

Vandala: Girls, would you like a glass of juicy... eh, of
bloody juice?

Frankie and Draculaura, simultaneously: Yes!

In another play, Frankie, having tied up Barbie, asked
her an ominous rhetorical question: “We are monsters.
Do you think monsters can be kind?”

Predominantly, the meeting of Barbie (A.) and mon-
sters ended with her death. If Barbie noticed their non-

human features, they willingly turned them against her,
and, using physical superiority and magic, killed her, af-
ter which they would often eat her.

The main topics of the plays were fashionable en-
tertainment and villainous behavior. The girls’ char-
acters usually went to have fun in a restaurant or bar,
and while playing, they often turned into real monsters
(committed murder, fried the victim in a frying pan,
and then ate them).

2. The girls played with MH dolls as magic tricksters,
accentuating the situation that allowed them to violate
social norms. The non-human features of the characters
were used by children to play out provocations. When
meeting Barbie, the monsters did not harm her, and let
her join their activities (e.g., a party).

For example, two girls were playing out going to the
bar. Alice (10) said about her doll

Frankie: “She is drinking alcohol” (giggles, looks
at A.).

A. does not comment in any way, pretends to be
busy.

Alice: “Okay, she’s not drinking.””

In an imaginary situation, while playing with dolls,
children crossed the border, leaving the socially ac-
ceptable semantic field, and on a few occasions, they re-
turned. In such plays, the challenge was often addressed
to an adult: when a character intended to do something
forbidden, the play slowed down, the children giggled
and looked for the researcher’s reaction.

Comparing the plays of girls of different ages allows
us to imagine how the images of Monster High dolls play
with the imagination of a child playing. We emphasize
the complexity and ambivalence of the images of these
characters. MH dolls can simultaneously respond to sev-
eral different needs of girls: a) be beautiful and expose
this beauty (model body proportions and bright, shock-
ing doll outfits); b) actualize accumulated aggression
in the play (signs of possible aggression of the MH lead
to this), and ¢) try out prohibited behaviors (smoking,
drinking alcohol).

At the same time, the topic of entertainment related
to exposing their beauty was repeated in all the studied
ages (becoming more complicated with age: from relax-
ing on the beach and participating in a beauty contest at
preschool age, to visiting bars, clubs and restaurants in
the plays of children aged 9—10).

> 8-year-old girls played Barbie and Claudine (a werewolf). They shared a house, but the werewolf began to growl and scare Barbie for fun.
Other residents of the house were unhappy with the noise, but the werewolf had fun scaring Barbie, and as a result, some characters moved to

other houses.

5When Barbie (A.) came to the monsters and claimed that their house belonged to her, and she was unhappy that some monsters lived there, they
asked her to show her documents, and sent her off only in two cases using their own features (Claudine: I'm a werewolf! Shoo! Or I'll scratch you!).

7 Frankie, Vandala (girls aged 10) and Claudine (Olya, 9) are going to play "truth or dare" in their house, and put their dolls to sit in toy
furniture. Sasha (Vandala), pointing to the dolls-girlfriends on the couch, says: "And these two are pregnant.” The girls giggle and look at A. "T'm

kidding, they are not."
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We have observed the following dynamics in per-
ception of the non-human characteristics of MH dolls.
Up to the age of 9, girls know that these dolls are “mon-
sters” (they often called their characters by names from
the animated series), but the meaning of the concept of
“monster” remains unclear and has no negative conno-
tations. In one of the plays, the character of a 6-year—
old girl (Claudine) tells the character of A. (Vandala)
that they are both monsters and, therefore, “should
look great!” People and “monsters” are not opposed in
any way, but get along; the non-human qualities of the
images of the MH were perceived as their exceptional
or magical properties.

Girls aged 9—10 oppose humans and monsters in
plays. Monsters act as glamorous villains or “tricksters”,
violating behavior norms. Each of the described ways of
playing with MH is based on the dolls' features. On the
one hand, they call themselves monsters and have signs
of traditional negative characters. On the other hand,
according to the manufacturer of these dolls, they only
look like monsters, but never behave like ones.

If the girls perceived dolls as villains, then the play
acquired the character of a direct discharge of aggres-
sive feelings. When Barbie (A.) appeared in the play, the
girls’ characters were happy to kill her, and eat her.

Analyzed plays do not allow us to assert that
Monster High dolls “blur the boundaries between
good and evil.” Since these boundaries are never
given to children in a ready-made form, the child is
faced with a task of setting the boundaries themself.
Proper and unacceptable behavior can be safely tested
in a play. The analysis of various play actions (role-
playing conflicts, construction of semantic fields and
metacommunication) showed that the characters of
the children acted consistently, as beauties, villains,
or “tricksters”. The beauties were exemplary well be-
haved, the villains were exemplary monstrous, and the
activities of the “tricksters” were built around the pos-
sibility of violating the norms of a child’s life. In the
first two cases, the boundaries between good and evil
were represented clearly, while in the last one, the fo-
cus of the children’s attention was crossing the border:
they tried violating the norm of their life, to act in a
way they saw adults do.

Living through and making sense of aggression in a
play situation is a norm [16]. Although MH dolls be-
long to the type of toys intended to be an example for
children, their images cannot but “trigger” an aggressive
experience of a child (e.g. fangs and claws are there for
a reason). Some of the study participants were on the

threshold of adolescence, and the tasks of this period
include testing and mastering one's own aggressive or
provocative behavior. Unfortunately, we do not know
the family circumstances of our subjects (as it was in the
experiment with Barbie), so we do not allow ourselves
to try to guess the experiences that the images of MH
awakened in them. A separate research question is to
identify ways of playing in which the children them-
selves intentionally overcome the aggression preset in
the image of monster dolls.

If the girls perceived monsters as non-humans, but
not villains, then the play took on the task of testing out
the norms of behavior. The characters of the girls went
to have fun and found themselves in situations open to
violating the norms of a child’s life. At the same time,
the images of dolls did not suggest ready-made behav-
iors to children, as it was in the play “Villains”. The girls
hesitated, giggled, looked for an adult’s reaction® — they
were looking for reasons for their own choice in relation
to the ban that existed for themselves.

A junior schoolchild is surrounded by rules and reg-
ulations. Awareness and comprehension of these norms
is an age-related task (especially so, as we approach
adolescence). The study of the phenomenon of the play
usage of MH as characters of unclear agency (neither
“evil” nor “kind”) who find themselves in provocative
situations seems promising to us, since this way of play-
ing allows a child to objectify and comprehend the real
circumstances of one's own life that cause ambivalent
experiences.

Conclusion

Finally, it is necessary to answer the question of the
possibilities and limitations of our method of doll assess-
ment and evaluation. The semantic and psychological
analysis of playing with a doll has shown how difficult
it is to link general scientifical schemes of ontogenetic
development with daily child-adult life. At the same
time, our study revealed a relatively complete and lively
process of children searching and recognizing the con-
tradictory image of Barbie and Monster High set in the
toy, and helped to evaluate the toys' functions within the
framework of developmental psychology.

Based on the research, it is legitimate to formulate
the following conclusion: the comparison of the results
of cultural analysis, real children's plays with a toy, and
indicators of the ideal form of pretend play is a produc-
tive way of psychological assessment of a toy.

81t is essential that in the plays of villains, children did not hesitate and did not show any interest in the adult's reaction while their characters

committed monstrous acts.
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Introduction to the Rubric
“In Memory of A.R. Luria”

BcerynuresabHoe Cl10BO
K pyopuke «Ilamsitu A.P. JIypuu»

Dear readers,

This issue of the Cultural-Historical Psychology
journal contains a selection of the articles dedicated
to the 120" anniversary of Alexander Luria’s birth. He
passed away 45 years ago, and there are not many of his
disciples left who were lucky to learn from Luria, know
him personally, and collaborate with him. In this selec-
tion of the articles, Luria’s disciples Michael Cole, James
Wertsch, and Luciano Mecacci write about him.

Michael Cole shares his very important thoughts
on a shift in his consciousness — from a behaviorist and
psychometrically oriented view of science typical for
an American scientist of the middle of the XX century
to a “..more mature understanding of the overarching
theoretical framework that he (Luria) had been urging
upon me from the beginning (“Read Vygotsky”)”. This
theoretical framework is a cultural-historical psycholo-
gy that helped Michael Cole to discover a new approach
to experimentation and made him concern for ecological
validity. The transition to the cultural-historical science
was not easy, and the analysis of this transition seems
prominent for a contemporary reader. Cognitive sci-
ence is obviously approaching some of the ideas of Lev
Vygotsky nowadays [2]. This is sometimes realized but
more often not realized by cognitive scientists. A lot of
scientists who are approaching the ideas by Vygotsky
and Luria, hopefully, will have to overcome these diffi-
culties of transition. Cole’s thoughts and his article on
his hooking up with romantic science of Alexander Luria
[3] will be useful for them.
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Memories of James Wertsch complement the
thoughts of his friend and countryman Michael Cole.
They refer to another — emotional and ethical — aspect
of Luria’s heritage. One of the strong and well-remem-
bered impressions of James Wertsch was an impression
from the dialogue between Alexander Luria and a female
patient from the Institute of Neurosurgery, not so much
the content of this dialogue but its atmosphere and Lu-
ria’s skills to establish an emotional contact with the
patient, uphold her, and inspire her to struggle against
her illness. James Wertsch is famous in science as a pro-
moter of Lev Vygotsky’s ideas. The most famous book by
him, “Vygotsky and the social formation of mind” (1985,
1988), was cited 8696 times.

Memories of Luciano Mecacci, an Italian psycholo-
gist and psychophysiologist, reflect the ebullient energy
of Alexander Luria like a drop of water. In their first
meeting, Luria conceived a project of translation of his
works on neuropsychology and psycholinguistics to Ital-
ian and immediately wrote a table of contents for a book.
He then switched from his own works to the works by
Luciano and inspired him to write a book with a review
of relations between psychophysiology and psychology
in the Soviet Union. All of these plans were implement-
ed. Mecacci became a faithful associate of Luria and suc-
cessfully spread his ideas and the ideas of Vygotsky.

These articles are followed by the works of Moscow
disciples of Alexander Luria and their younger col-
leagues, and the works of the followers of his ideas. This
section begins with an article by Natalia Korsakova who
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had been working at Luria’s laboratory in the Institute
of Neurosurgery for many years. Korsakova and her
young coauthor Yana Vologdina who is currently work-
ing in the Institute of Neurosurgery address a concept of
neuropsychological syndrome which is highly important
for the theory of neuropsychology by Alexander Luria.
The authors introduce an original view of the dynamics
of this concept’s content. Korsakova and Vologdina con-
sider the concept of syndrome to be fully elaborated in
1962 when the first edition of “Higher cortical functions
in man” was published. I can certainly agree with them as
the concept of function and principles of its localization
are analyzed in detail in this book. The concept of factor
is introduced in the preface to the first edition of this
book: “Thorough analysis of these deficits (deficits of
higher cortical functions in local brain injury — T.A.) al-
lows a clinical psychologist to identify the factors which
underlie them in many cases and to raise important ques-
tions on brain organization of complex forms of mental
activity” (p. 10). Luria’s concept of neuropsychological
factor is based on a mathematical term integrated in psy-
chology and psychophysiology by Vladimir Nebylitsyn
(p. 89). The prominence of this concept for Luria is seen
in the fact that the title of his report at the Ciba Founda-
tion Symposium on Disorders of Language in May 1963
in London which brought together the narrow circle of
scientific elite was the “Factors and Forms of aphasia”.

In the next article by young neuropsychologists Yana
Panikratova and Roza Vlasova, the disciples of Tatiana
Akhutina, and their colleagues Irina Lebedeva, Valen-
tin Sinitsyn, and Ekaterina Pechenkova, the theoretical
issues of neuropsychology are addressed from another
perspective. The authors of this article set a promising
and extremely difficult aim to demonstrate the scope of
neuroimaging and neurostimulation methods to develop
the neuropsychological theory of systemic and dynamic
localization of higher mental functions (TSDL). In my
opinion, they have successfully fulfilled this aim. They be-
gin their article with a brief description of the TSDL, then
highlight the basics of a particular neuroimaging or neuro-
stimulation method and results that may be obtained with
it, and further address the scope of this method to study
the intact brain or the brain with local injury. In their
conclusions, Yana Panikratova and her colleagues suggest
possible designs of the neuropsychological studies in pa-
tients with local brain injury and healthy individuals and
methods for statistical processing of the results. The com-
plex material is presented succinctly, simply, and clearly
so that the article can be recommended as a must-read for
neuropsychologists, psychophysiologists, and cognitive
psychologists during their education.

An article by Tatiana Akhutina, a disciple of Alex-
ander Luria, continues the neurolinguistic line of his
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research. Tatiana Akhutina and her coauthor Ekaterina
Oschepkova, a psycholinguist, analyze the possibility
of dissociation between syntagmatic and paradigmatic
mechanisms of language in typically developing chil-
dren. Development of the structural-functional compo-
nents of higher mental functions is irregular which is
the main postulate of the contemporary neuropsychol-
ogy of individual differences. Due to this irregularity,
the neuropsychological analysis may reveal the relative
strength /weakness in the functions of either anterior or
posterior cortical regions located in either left or right
hemisphere in healthy adult and child populations.
The authors, following Luria, formulate a hypothesis
on syntactic difficulties in construction of a text and
sentence in primary schoolchildren with a weakness of
the anterior regions of the left hemisphere, and lexi-
cal difficulties in children with a weakness of the pos-
terior left-hemisphere regions. These difficulties were
observed in the texts of narratives by second-graders
based on a series of pictures. The finding confirms that
it is valid to apply Luria’s theory on syntagmatic and
paradigmatic mechanisms of language to typically de-
veloping children.

The final article in this issue is a work by a famous
psychophysiologist Regina Machinskaya and neuropsy-
chologists Marina Zakharova and Anastasiya Agris, the
disciples of Tatiana Akhutina. The relation between neu-
ropsychology and psychophysiology is traditional. Com-
plex studies which apply electroencephalography were
carried out as early as by Alexander Luria and Evgeniya
Khomskaya. The group of psychophysiologists from the
Institute of developmental physiology of Russian Acade-
my of Education under the leadership of Deborah Farber
and then Regina Machinskaya has a long history of col-
laboration with neuropsychologists. Their reports and
articles were always presented at Luria’s anniversaries.
This time the authors describe their studies addressing
the associations between executive functions and school
readiness in preschoolers.

All of the authors who provided the articles for the
current issue rely on the same scientific basis. It is the
theory of systemic and dynamic organization and local-
ization of higher mental functions developed by Alexan-
der Luria. Luria always insisted that he continues elabo-
rating the ideas of his teacher and friend Lev Vygotsky.
The neuropsychological school of Vygotsky and Luria is
living and developing which is evident from the articles
of our small selection. Their authors have a sense of duty
to pay tribute of love and respect to their Teacher who
was one of the founders of the world neuropsychology.

Akhutina T.V.,
Lomonosov Moscow State University, Moscow, Russia
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It has been almost exactly 60 years since my first
meeting with Alexander Romanovich Luria. T was a
24-year-old American psychologist with a PhD in math-
ematical learning theory and a participant in the recent-
ly formed post-doctoral exchange program between the
USA and the USSR (pic. 1). He was a 60-year-old So-
viet psychologist who had survived the Purges, survived
World War II, and survived Stalinism. He was also an
internationally influential psychologist specializing in
neuropsychology. I had not the faintest idea of what to
expect from this year abroad. I could not imagine that
my post-doctoral year in Moscow would set in motion a
sequence of experiences that would entangle my life with
his, primarily as part of his biography but also of my own.

My essay is divided into two parts. The first is a nar-
rative of how Luria came to have such a deep influence
on my subsequent career. The second is a reflection on
the complicated relationship between what I knew and
what I could say given the historical circumstances at
the time.

What a difference a year can make!

During that first year in Moscow, Luria arranged for
me to participate in the research taking place at several
different laboratories, each involved in the use of con-
ditioned reflex methods for the study of learning. T also
followed him on his grand rounds of the Burdenko In-
stitute, where I participated in lab discussions and ob-
served how he interacted with individual patients. He
was familiar with the existing Anglo-American test

CCBY-NC

54

Fig. 1. Michael Cole in his dormitory
of Moscow State University (1962)

methods for psycho-diagnosing brain injuries, but he
did not hold them in high esteem. Trained as a physi-
cian, he had worked out methods for diagnosing brain
injury that were derived from his theoretical framework.
To me, largely ignorant of that theoretical framework,
he seemed like a magician pulling rabbits out of a hat.
For each case, his diagnostic procedures and strategy of
rehabilitation were geared to the individual patient in a
flexible, but clearly theory-driven way. He entered the
field at a time when modern imaging methods were en-
tirely absent; as a consequence, his diagnoses served as
guides for the subsequent surgery.

It was a fascinating year in every respect. Living in a
student dormitory at Moscow State University (MSU)
provided a unique position from which to engage with
Soviet society as represented by its academic elite. My
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cohort and I made lifelong friendships that have sur-
vived a tumultuous half century. However, when we
left Moscow, I was anxious to get my career back on
track after a year away, a year that my peers considered
a career-threatening diversion. Then, an event occurred
that both changed the trajectory of my own life and re-
connected me with Luria in a way that has continued to
evolve ever since.

Not long after returning from Moscow, a committee
of mathematics educators selected me to make a month-
long trip to Liberia as part of an international project on
mathematics education. They needed an experimental
psychologist to lend support to the project head. I was
the only candidate they had who could travel on short
notice as I possessed an valid passport. With scant prep-
aration, I found myself in the Liberian hinterland.

That first experience of a rural, non-literate, subsis-
tence culture forced me to re-think a lot of my prior as-
sumptions about the study of psychological processes.
As a fresh young experimental psychologist, T had to
somehow reeducate myself if I was going to take cultural
context seriously in making claims about those process-
es. That re-education began with Luria.

Just before we left Moscow, AR told us a little about
his project in Central Asia in the early 1930s. One find-
ing in particular stuck out in my memory: The adults he
studied appeared incapable of reasoning about logical
syllogisms. T began to correspond with Luria to find out
more about his project and how it related to the work he
had introduced me to during my post-doc. Initially T got
nowhere. He was busy writing about other aspects of his
work and the data required further analysis.

Fortuitously, Luria requested that I return to Mos-
cow in the summer of 1966, just as I was planning a sec-
ond round of research in Liberia on the cognitive con-
sequences of education. He asked that I work with the
organizing committee of the upcoming International
Congress of Psychology to provide assistance dealing
with the larger than expected number of English speak-
ers. In return, he offered to spend an hour a day with me
going over his Central Asian data while T brought him
up to date on recent research in the study of culture and
development.

This convergence of my keen interest in the role of
culture in human development with Luria’s long-bur-
ied treasure trove of data provided one key to under-
standing Luria’s enduring influence in my life. No less
important was my more mature understanding of the
overarching theoretical framework that he had been
urging upon me from the beginning (“read Vygotsky”).
That was the theoretical framework that created the
bridge between the linked data from cross-cultural re-
search on historical change and the Pavlovian study on
the development of word meaning that had drawn me
to Luria in the first place. He subsequently published
this research, first in a small, specialized compendium
of essays on history and psychology in Russia, then in
a translation of that article for publication in the USA,
and finally as a full monograph.

Our subsequent research incorporated a number of
the tasks that he had used years before. He, in turn ar-
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ranged for Peter Tulviste to carry out a new series of
studies in a still-remote part of Siberia. Peter’s work then
influenced my own, both replicating earlier findings and
extending them. At the same time, it forced me to recon-
cile my insistence on the primacy of cultural context in
development (a relativist view) with the idea of cultural
evolution and historical progress. At present, this view is
referred to as Contextual Cultural Historical Psychol-
ogy, or Cultural Historical Activity Theory.

Following a decade and a half of cross-cultural re-
search, the thrust of my inquiry and my family circum-
stances required changes (it is impossible to conduct
proper cross-cultural work without a deeper immersion
in the culture one is studying, which is incompatible with
anormal family life). My goal to fuse psychology and an-
thropology had to be pursued through other means. Fur-
ther progress, I concluded, required me to conduct my
research in a culture T knew well — my own.

This shift made it possible to tackle a problem where-
in social issues in the USA coincided with my concerns
about a basic methodological problem in psychology
that arises whenever consideration of culture enters the
picture. That is, the ecological validity of psychological
tests and experimental procedures. In the USA, this sci-
entific concern expressed itself as a critique of the use of
IQ tests as measures of intelligence and interpreted as
evincing racial variations. In cultural-historical theory,
this appears in endless arguments and misunderstand-
ings concerning the idea that abstract concepts are
higher than other, ‘everyday’ forms of thought and the
conviction that one’s own society is more virtuous that
the Other.

To address this issue, we conducted research on vari-
ations in children’s problem solving depending upon the
social context; to what extent it is possible to identify
and compare the processes identified in psychological
tests to determine whether they are representative of
processes that take place in everyday life. In the course
of that research, we encountered a child clinically iden-
tified as learning disabled. One group of researchers
observed and videotaped his participation in classroom
activities and a set of specially selected tests. Another
group of researchers observed the child as he participat-
ed with his classmates in afterschool activities which de-
manded constant reading. The two groups of researchers
deliberately avoided discussing their findings with each
other during the first few months of data collection.

In the friendly hurly burly of baking the cake, re-
searchers had failed to notice anything unusual about
the child’s ability to learn. To explore how this discon-
nect arose, we rearranged subtle changes in group orga-
nization and took advantage of the normally occurring
variations. Now, when we observed the video footage
covering a range of situations, it became clear that the
child had an excellent grasp of the overall task but strug-
gled to read when the social circumstances left him no
choice other than to struggle unsuccessfully in front of
his peers. He was a master of inserting himself into the
group activity in a strategic manner that obscured the
source of his difficulty. Such results chimed both with
our analysis of the child’s specific difficulty in reading
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(even simple decoding was a chore) but bore no correla-
tion to the idea of a general learning difficulty.

These observations motivated our first intervention
efforts to directly combine our contextualist learning
approaches and Luria’s cultural historical approach. We
sought to create small group activities designed to serve
both as a diagnostic procedure and a remedial procedure
for children failing to acquire literacy in the first six
years of schooling. As part of this activity, we included
a combination of Vygotsky’s concept of dual stimulation
and Luria’s combined motor method to create an after-
school activity for children who were clearly failing to
acquire literacy. The specifics of the activity are not im-
portant in the current context, but two conclusions are
worth emphasizing. First, this work coincided closely
with Tatiana Akhutina’s prescriptions for creating reme-
dial activities for such children, indicating their common
roots in Luria’s ideas. Second, we realized that once we
took up the challenge of teaching “these unteachable”
children, our social obligations to the subjects of our re-
search were altered significantly. Suddenly, we became
responsible for the children’s welfare. Our roles as objec-
tive experimenters were fundamentally breached by our
obligation to make a difference. Now we had to do more
than make claims about zones of proximal development
based on average differences between groups of children
on some standardized measure. Luria would have under-
stood the difference.

Luria ends his autobiography with a description of
two case studies. These (one with a mnemonist, one with
a brain injured engineer) were unlike his studies of Uz-
beki peasant reasoning or the role of speech in the de-
velopment of self-control, or even most patients he saw
as a clinical neuropsychologist. Each case extended over
many years and in each case, he acted as both diagnosti-
cian and therapist. It is through the mixing of these two
roles that the form of psychological research he referred
to as romantic science emerged.

In my view, to understand the theoretical importance
of Luria’s version of a romantic science, it is important to
realize that this mode of research allowed him to satisfy
his lifelong ambition to resolve two central issues that
had dogged psychology since its inception in the 19
century. Those being, how are we to reconcile natural
science with the cultural nature of humankind and how
are we to reconcile nomothetic laws that apply to popu-
lations of humans with the reality of our individual, id-
iographic, lives?

I first encountered the idea of romantic science in the
early 1970s in the process of editing Luria’s autobiog-
raphy. In the following decades, this idea has come to
describe my own attempts to combine psychology with
anthropology, experiment with observation, the person-
al with the social, and theory with practice.

The Said and the Unsaid
in Biographical Narratives

A special challenge in writing about Luria arises
from a confluence of his own distaste for writing about
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himself outside of his role as a scientist and his life-long
residence in the USSR. From his first autobiographical
writing in the early 1970s, he insisted that

It certainly does not seem essential that a participant
in the volume A History of Psychology in Autobiogra-
phy write autobiographical notes on the assumption that
he must recount all the events of his life. This would be
not only insufficiently modest but also beside the point.
A series of such auto biographical sketches would not
be likely to result in a true picture of the history of sci-
ence. ... Individual people come and go, contributing
some, to them insufficiently distinctive, bits of knowl-
edge to the general enterprise. (p. 253)

To emphasize the irrelevance of his personal autobi-
ography in the history of science, he followed these dec-
larations with a barebones history of his family origins,
his scientific accomplishments, and the honors he had
received.

Only then did he turn to a description his own re-
search program.

He focused the narrative almost entirely on the re-
search connected with the development of Vygotskian
theory, mentioning his cross-cultural research only in
passing. He describes the social context of his research
only in the following general terms.

The scientific atmosphere of Soviet Russia in the
twentieth century, as many authors have noted, was
very unusual, not to say unique. The greatest social
revolution ever to take place had just occurred. It had
occurred in an economically backward country but one
which possessed strong intellectual traditions (p. 255).

Luria’s 1979 autobiography provides a greatly ex-
panded account of his scientific life. But it contains
virtually no mention of the social or personal context,
other than to emphasize the enormous opportunities
that the Revolution opened up for his generation. As a
consequence, the reader is left with no understanding of
the logic connecting his different projects, other than his
meeting with Vygotsky and the development of cultural-
historical psychology. I travelled to Moscow specifically
to discuss the manuscript with him, but he deflected my
questions.

When T wrote the introduction to the English edi-
tion of his autobiography, T was well aware of Luria’s
aversion to discussing his personal circumstances in any
writing about his work. I had translated his earlier auto-
biographical essay. As a matter of conscience, I felt obli-
gated to adhere to such an explicit wish. Accordingly, I
deliberately wrote an introductory essay on the histori-
cal context of his career in purely scientific terms, as he
would have wanted. In the epilogue, I described my year
in Moscow and the early years of my involvement with
his theoretical framework. For that, T allowed myself to
provide sufficient information about the circumstances
of his life for the average American reader to get at least
a glimpse of the common logic underlying his important
projects which, on the surface, appeared to have very
little to do with one another.

I was almost embarrassed at how well the historical
introduction turned out. I managed to write strictly an
account of the scientific historical context. The censors
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removed only one reference (to Stalin and events in the — with Tatania Akhutina in preparing this essay. I com-
early 1950s) that I had assumed would be permissible  plained that I had written about Luria too often and
25 years later. But the epilogue was a different matter; had nothing new to offer. She replied by saying, “But
all references to the massive social events that provide  we have been good students, haven’t we?” We have cer-
context for Luria’s apparently random choice to study  tainly tried.
one topic or another had to be removed (no peasants in
Uzbekestan, no twins, no developmentally anomalous
children, only pre-Vygotsky and post-Vygotsky.

The ensuing argument brought the publication of the
book to a halt. The Luria family insisted that my epilogue When 1 set out to write about Luria in the epilogue
be printed as it was. After a year of negotiations, Elena  to his autobiography, I began with the following epigram
Luria asked Vladimir Zinchenko, himself a prestigious ascribed to an Athenian bard, who earned his living from
cultural historical psychologist and friend of the Luria  the patronage of important, wealthy men whose praises
family, to intervene. The latter, Volodya, minimized the  he sang in return for his supper.
omissions so artfully that any Russian reader would be So I shall never waste my life-span in a vain useless
able to fill in the blanks, but only the most informed and  hope, seeking what cannot be, a flawless man among us
careful American reader could glean a rough idea of the  all who feed on the fruits of the broad earth. But I praise
dramatic circumstances of Luria’s life and their relation-  and love every man who does nothing base from free will.
ship to his work. Against necessity, even gods do not fight. -Simonides

Following the demise of the USSR, T began to col- As I learned from the many visits I made to Moscow
laborate with Karl Levitin, a prominent science journal-  for the subsequent academic exchange programs that
ist who wrote extensively about Vygotskian psychology  came to an end along with the USSR itself, Luria was not
and was a friend of the Luria family. We arranged to re-  aflawless man. Rather, he was, as Karl used to say, “A de-
print the original autobiography and my two essays, this  cent man in an indecent situation,” a high complement.
time adding our own contemporary understanding of I want to end these remarks with the following in-
what I had written at the time. I am not going to repeat  vitation. Think back over this essay. Note that I have
our account of the confluence of events. Those who wish  provided this account without any details of the har-
to read it may find it at luria.ucsd.edu rowing personal events in Luria’s life that allowed him

In recent decades, several scholars have written their  to outlive Stalin. I’d like to think that I too could have
own accounts of Luria’s life and career. Rather than re-  withstood such terror and remained a normal human
peat what others have written I will repeat a discussion  being. Could you?

* ok ok
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y history with Alexander Romanovich Luria

began in 1975, when I spent a year in Moscow
for a postdoctoral study funded by IREX. I had been
reading Luria’s work over the years of my PhD stud-
ies at the University of Chicago, but I had assumed
it was unlikely that I would ever meet the globally
distinguished academic. But Mike Cole, who had
studied with Luria a few years prior, helped make it
possible. In fact, during that year in Moscow, I found
that Mike’s name opened many doors. So, in the fall
semester of 1975 I turned up at a lecture that Luria
was giving at the Faculty of Psychology at Moscow
State University (MSU). At the end of the session, I
walked up to him and told him I was a friend of Mike’s,
and he greeted me warmly and said T should come to
see him soon for a chat.

A week later, T went to see him at his apartment on
Frunze Street. He started by asking me whether I would
prefer to speak in Russian or in English, and I told him
English. Tt was only later in the year that my Russian be-
gan to approximate his English, and it was only then that
we switched increasingly to Russian. I told Luria that
was in Moscow to continue my studies in psycholinguis-
tics, and after discussing the ongoing research that he
and others were doing, he suggested that I get in touch
with Tanya Akhutina.

Fig. 1. AR. Luria and J. Wertsch

This was all part of my broader effort at the time
to network with colleagues in Moscow, many of whom
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were destined to become important figures in interna-
tional scholarly circles in the decades ahead. In Mos-
cow, Tanya Akhutina, who was part of Luria’s research
and clinical group, helped me delve both into my psy-
cholinguistic studies and into neurolinguistics, a field
that was only just then emerging and owed much to
Luria’s leadership. Tanya’s hospitality and intellectual
standing made it possible to meet other members of Lu-
ria’s group and others at the Institute of Linguistics,
particularly those in A.A. Leont’ev’s group on com-
munication and psycholinguistics. All of this opened a
whole world of scholarship to me that few in the West
even knew existed. The list of those I met in Mos-
cow that year included figures such as A.V. Zaporo-
zhets, V.P. Zinchenko, A.N. Leont’ev, D.B. El’konin,
and V.V. Davydov, as well as younger figures such as
A.G. Asmolov, V.I. Golod, and B.S. Kotik.

The time I spent with Luria left me with countless
memories but here, I shall recount just couple of them
that particularly stand out. The first occurred when Je-
rome Bruner visited Moscow in December 1975. Along
with hundreds of others, I went to the Faculty of Psy-
chology that day to hear his lecture. T arrived just as
Luria and Jerry were walking down the hallway to the
lecture room, and I overheard Jerry asking Luria who
would be interpreting for him. The latter replied that he
would do it himself. After the lecture hall became set-
tled, Luria made his introductory remarks about Jerry
and then turned the podium over to him.

What happened then was a demonstration of respect
and admiration between two major figures in world
scholarship, but it also had a humorous dimension. Jerry
said about three sentences, and Alexander followed with
three sentences in Russian. They followed this pattern
for a few more turns, and then Jerry said three sentences,
and Alexander Romanovich said five, which included
what Jerry said plus some commentary. After another
few minutes, Jerry was saying three sentences and Alex-
ander Romanovich was saying 10, which included seven
sentences of critical commentary. I don’t think Jerry ever
got to the end of what he wanted to say, but it was a rare
and memorable intellectual experience for the audience.

This was all done with great respect and gentle-
ness on Luria’s part, but it left Jerry, always the enthu-
siastic speaker, without the chance to say as much as
he wanted, and it also produced some puzzlement on
his part since he did not know what was being said in
Russian. In the years that followed, T met with Jerry
on several occasions, and we revisited this story, which
was a source of great amusement to both of us. But the
bottom line for Jerry was his deep respect and admira-
tion for Luria and his accomplishments, including his
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ground-breaking research on aphasia, neuropsychol-
ogy, and cross-cultural psychology. But these accom-
plishments went even further than that, as in Luria’s
tireless efforts to introduce the world to the ideas of
Lev Vygotsky, who, he modestly insisted, inspired ev-
erything that he had ever done.

A second episode that left a deep impression on me
came from Luria’s work as a clinician. At a time when
scanning technology was barely imaginable, he coupled
brilliant conceptual formulations with highly developed
clinical techniques, borne out of long experience, in an
effort to localize the site of brain trauma. He would car-
ry out his assessments in a seemingly effortless way in
clinical sessions, all the while providing a running com-
mentary for the students in attendance. This often in-
volved patients whose emotions could overcome them
when they became frustrated and alarmed at not being
able to perform a task that they had found so easy be-
fore their stroke or brain injury. During a clinical ses-
sion T witnessed on March 15, 1976, I recorded in my
notebook that a woman in her sixties who had suffered a
stroke two months earlier broke down sobbing because
she was so frustrated about her lack of progress. Without
missing a beat, Luria reached over, grasped her hand, and
provided some words of comfort before returning to the
clinical seminar.

This episode was part of a clinical seminar about
aphasia, primarily, but it was also a seminar about hu-
man compassion. Luria’s sympathetic words and ges-
ture were genuine, and the woman clearly felt this. Not
being a clinician myself, I do not know how common or
successful such small interventions are, but watching
Luria do this in his own professional and compassion-
ate way was very moving. It was all part of the clinical
lesson for the day.

This episode also deepened my appreciation for two
of Alexander Romanovich’s books that will continue to
be read long after the invention of scanning technology
made it possible to pinpoint the exact site of brain inju-
ry. These are The Man with the Shattered World and The
Mind of a Mnemonist: A Little Book about a Vast Memo-
ry. The latter was published in English with a foreword
by Jerry Bruner, and both books were dubbed the first
“neurological novels” by Oliver Sacks, who went on
to produce many more works in this genre. These two
slender volumes emphasize the need to study patients
in all their complex humanity. Luria was far ahead of
his time in formulating the idea that patients must be
approached as whole human beings rather than sim-
ply vehicles of symptoms. This was reflected in his ap-
proach to the brain in terms of interacting functional
systems and the assumption that specialized research
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focusing on narrow issues is unlikely to succeed if we
don’t appreciate the larger issues involved in being hu-
man. For him, all this was simply part of being a decent,
compassionate clinician.

For me, episodes such as these provided insight into
Luria’s approach to life. It is especially striking that

Information about the author

he managed to keep this humanity intact after living
through so many challenges brought on by war and So-
viet politics. In the end, he was one of the best models I
have ever encountered for how to combine great intel-
lect and compassion, and for that reason, he continues to
serve as an inspiration today.
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t the beginning of 1972, I went to Moscow, to the
Institute of General and Pedagogical Psychology (as
the current Institute of Psychology of the Russian Acad-
emy of Education was then called), to conduct a research
project in the Laboratory of Psychophysiology of Individ-
ual Differences, directed by Vladimir D. Nebylitsyn. My
interest was strictly psychophysiological and, together
with Vladimir M. Rusalov, Nebylitsyn’s assistant, I stud-
ied electroencephalographic variations in human beings
during an attention task. As part of my study program, I
also asked to meet the most famous Soviet psychologists
of the time and, to my great pleasure, I had the opportuni-
ty to meet and discuss with eminent personalities such as
Alexei N. Leontyev, Filipp V. Bassin, Anatoly A. Smirnov,
Vladimir P. Zinchenko, Daniil B. El'konin, Boris F. Lo-
mov (with whom I also formed a personal relationship,
having then spent further periods of study in the Insti-
tute of Psychology of the Academy of Sciences headed by
him), etc. These meetings were usually officially sched-
uled and were communicated to me through Rusalov.
With Luria, the meeting took place in a different
manner. [ was staying in the Hotel of the Academy of
Sciences and one evening I received a phone call: it was
Luria himself telling me he was happy to meet me. On
the appointed day and time, I had to go to his house
(Ulitsa Frunze, 13) where I would find his driver who
would take me to the sanatorium where he was staying
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Fig. 1. Luciano Mecacci (1972)

for a rest. I, then 25-years young (Fig. 1), was rather
embarrassed at the thought of finding myself in front of
this world-renowned scientist (Luria was 70 years old).
As soon as I arrived, however, my anxiety vanished
thanks to Aleksandr Romanovich’s warmth. First, he
explained to me that the Sanatorium had previously
been a summer residence of Pavel Tretyakov, the fa-
mous art collector. Luria asked me if I knew who he was
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and fortunately I did because I had visited the Tretya-
kov Gallery a few days earlier. Another question fol-
lowed. Luria asked me if T liked Amedeo Modigliani's
paintings. Again I had no problem answering. I told him
that T also knew Modigliani well because he was born in
the same Italian city (Livorno) as I was. Having passed
the art history exam, we began to talk about psychol-
ogy. Luria appreciated Nebylitsyn's research in psycho-
physiology, but at the time I did not realize that Luria’s
approach to individual psychological differences was
not quite the same. He introduced me to the matter of
clinical cases by asking me to read his books on the The
Mind of a Mnemonist and the Zasetky case (The Man
with a Shattered World). Right from this first meeting,
we started a project for the translation of his works into
Italian (Fig. 2). In addition to the two aforementioned
"small” books, his course of lectures in psychology and
a collection of articles edited by me together with the
neuropsychologist Edoardo Bisiach were translated
(Bisiach had already spent some time at the Burdenko
Institute and had translated the book Higher Cortical
Functions in Man). In addition, Luria encouraged me to
write a short history of the relationship between neu-
rophysiology and psychology in Russia. The book came
out in Italian in 1977 and was then translated into Eng-
lish (Brain and History. The Relationship between Neu-
rophysiology and Psychology in Soviet Research, Brun-
ner/Mazel: New York, 1979). Luria wrote the preface,
a contribution that obviously lent greater authority to
my first book.

I would like to mention two general aspects of Luria's
scientific work that had a particular influence on both
my experimental and historical research. When T ar-
rived in Moscow, I knew Vygotsky only as the author of
Thinking and Speech. 1 knew nothing about the historical
problems related to the banning of pedology in 1936 and
the fact that Vygotsky's works could only be reprinted,
and then partially, from 1956 onwards. When I showed
a particular interest in these facts, Luria introduced me
to Gita Vygodskaya, the great psychologist’s daughter.
Gita L'vovna showed me both the few remaining manu-
script pages of Thinking and Speech (these pages were
later photocopied for me thanks to Vladimir Rusalov)
and the works that were banned in 1936. A new world
opened up to me, to which T have dedicated many years.
In 1990, T published the first complete world edition of
Thinking and Speech, showing page by page the changes
and cuts that were made in the Russian reprints of 1956
and 1982. This work was dedicated to Gita L'vovna, but
it was also an explicit homage to Luria, who led me to
understand the value of Lev Vygotsky. The other aspect
concerns the historical development of brain functions:
how the functional organisation of the brain depends
on the specific historical and cultural context in which

a human being grows up. I have written several articles
and books on this subject.

I personally visited Luria in the first semester of 1972,
then in the winter of 1975. Until his death in August
1977, we shared a continuous correspondence that I still
jealously preserve (Fig. 2). On days when I was free from
my experiments at the Institute of Psychology, I would
g0 to observe how Luria analysed his clinical cases in the
Neuropsychology Laboratory of the Burdenko Neuro-
surgical Institute. More than once, I went to his house,
then together we took a trolley bus, always crowded, and
finally walked the hospital in the snow. With his quick
step, despite his age, I couldn’t help but noticed his ener-
gy. He put the same energetic determination into exam-
ining his patients, while a group of pupils and coworkers
painstakingly took notes. T realised how important the
personality of the examiner was and how Luria could
sum up decades of clinical and experimental research in
a seemingly simple question. For me, it was the greatest
lesson I had ever received.

Luria was notoriously kind and welcoming to foreign
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students. I visited Frunze Street for dinner many times:
sometimes it was a simple borsch, other times refined
Russian cuisine. I always remember with nostalgia when
his wife Lana Pimenovna and his daughter Elena Alex-
androvna would prepare a special Uzbek dinner (Luria
loved Uzbekistan and especially Samarkand). In 1992,
I was in San Diego (California) when Michael Cole told
me that dear Elena had tragically died. Mike and I were
deeply shaken.

During one of our dinners I asked Luria what the
term besprizornye really meant. He told me that they
were a kind of homeless children, but that their story
was very complex and had not yet been written down.
He gave me a copy of the book he had edited in 1930
(Speech and Intellect in Rural, Urban, and Homeless
Child), a precious gift because the book was very rare.
For many years, I thought of studying the besprizornye
phenomenon, following Luria's suggestion to do so. So,

Information about the author

after much research, in 2019, I finally published my book
on the topic. Soon, this book will also be published in
Russian, to my great pleasure. In the preface, I recounted
how Luria gave me a copy of his precious book with a
wistful expression on his face.

Whenever I think back to my encounters with Luria,
I cannot help but recall the group of his faithful students,
sometimes in the Burdenko laboratory, sometimes at
his's house on Frunze Street, especially my friends Janna
Markovna Glozman, unfortunately no longer with us,
and Tatyana Vasil'evna Akhutina.

And it was a joy to find us all in Florence in 2002,
when I organised the International conference on Lu-
ria: Janna, Tatyana, Karl Levitin, Lena Moscovitch,
Mike Cole, Anne-Lise Christensen, Edoardo Bisiach,
Giuseppe Cossu, and many other neuropsychologists
whose research was profoundly influenced by the work
of the eminent Russian scientist.

Luciano Mecacci , PhD, Former Tenured Professor of General Psychology, University of Florence, Florence, Italy, ORCID:
https://orcid.org/0000-0001-6409-3769, e-mail: mecaccil@gmail.com

Hugopmayus 06 asmope

Mexauuu Jlyuano, nokrop dbunocodun, B IPOILIOM ITaTHBIA npodeccop obmeit neuxosorun OIOpeHTHICKOr0 YHIBEPCUTETA,
@Jiopennust, Uramus, ORCID: https://orcid.org/0000-0001-6409-3769, e-mail: mecaccil@gmail.com

[Tomyuena 22.07.2022
ITpunsita B mevars 25.08.2022

63

Received 22.07.2022
Accepted 25.08.2022




KyabTypHo-ucTOpryeckast ICUXoa0rust Cultural-Historical Psychology

2022. T. 18. Ne 3. C. 64—69 2022. Vol. 18, no. 3, pp. 64—69
DOT: https://doi.org/10.17759/chp.2022180309 DOT: https://doi.org/10.17759 /chp.2022180309
ISSN: 1816-5435 (1ieuarHbrit) ISSN: 1816-5435 (print)
TSSN: 2224-8935 (online) ISSN: 2224-8935 (online)

Variants of Neuropsychological Syndrome and Stages
of Genesis of A.R. Luria’s Concept of the Brain
Organization of Mental Functions

Natalya K. Korsakova
Lomonosov Moscow State University, Moscow, Russian Federation
ORCID: https://orcid.org/0000-0001-6550-2966, e-mail: korsakova.nataly@gmail.com

Yana O. Vologdina
Burdenko Neurosurgery Center, Moscow, Russian Federation; Institute of Higher Nervous Activity
and Neurophysiology of the Russian Academy of Sciences, Moscow, Russian Federation;
Moscow State University of Psychology and Education, Moscow, Russian Federation
ORCID: https://orcid.org /0000-0002-3196-588X, e-mail: yana.vologdina@mail.ru

The article is dedicated to one of the basic concepts of Russian neuropsychology — the concept of the
“neuropsychological syndrome”, uniquely associated with the name of Alexander Romanovich Luria. Earlier,
A.R. Luria became world famous by virtue of his works devoted to the study of deep, unconscious, and even
taboo phenomena of the psyche. This area of Luria’s work, which is close to the psychoanalytic paradigm, was
interrupted in the late 1930s in the USSR for ideological reasons. A.R. Luria redirecting the field of research
into the connections between the psyche and the brain to such sections of medicine as neurology and neuro-
surgery. The syndromic approach to the analysis of disorders of mental functions in local lesions of the brain
becomes the method of studying this problem. To date, the ideas about the reasons for its variability within
the textbook typology remain insufficiently covered and systematized. Recently, the problem of properly un-
derstanding and describing syndromes of mental disorders in the Lurian approach became especially relevant
due to the expansion of neuropsychological diagnostic applications. This article analyzes the main stages in
the development of the concept of the neuropsychological syndrome in the works of A.R. Luria. It also de-
scribes the main factors that determine the variability of the syndromes of disorders of brain function.
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CraThsi OCBSIIEHA OJIHOMY M3 OCHOBHBIX MOHSTHUI OTEYECTBEHHOI HEHPOIICUXOJOTUH — TIOHSITHIO
«HeHPOIICUXOJOTUUECKII CHHAPOM», OZIHO3HAUHO CBSI3aHHOMY ¢ MMeHeM AJekcanapa Pomanosuua Jly-
puu. Panee Jlypusi moJiydis MUPOBYIO U3BECTHOCTD Osiarozapsi paboTtaM, MOCBSIIEHHBIM UCCJIEI0BAHUIO
riryOUHHBIX, HEOCO3HABAEMBIX U Jlaske TaOYUPOBAHHDBIX JIHYHOCTHIO SIBJEHUN ICUXUKU. JTO HAIIPABJIEHIE
paboThl, 6HIM3KOE K MCUXOaHAIUTHYeCKOl mapamurme, B Kouie 30-x rogoB XX Beka B CCCP 6bu10 mpe-
pBano 1o wieosnorndeckum npuuram. A.P. Jypus mepeajapecyer 06Jacth MCCIEOBAHUN CBSA3EIT MEXKLY
MICUXUKOIN 1 MO3TOM B TaKK€ Pas/ieJibl MEJUIIUHBI, KAK HEBPOJIOTUSI M HEHPOXUPYprusi. MeTooM nsydeHust
JIaHHOU TIPOOJIEMbI CTAHOBUTCSI CUHIPOMHBIN TI0XO0/] K aHAJIM3Y HAPYIIEHU ICUXUUeCKUX QYHKIUN npu
JIOKQJIBHBIX MOPAKEHUSAX TOJOBHOTO MO3ra. [0 HACTOSAIIEro BpeMEH! OCTAITCS HEJIOCTATOUYHO OCBEIICH-
HBIMHU U CHCTEMATU3MPOBAHHBIMU MPEICTABIEHUS O TIPUUNHAX BADHATUBHOCTU CHHPOMA B PAMKaX Xpe-
CTOMATHUITHON TUIIOJNOTHI. B 10CI€eiHIIe TOIbI B CBSI3U € paciiupenreM obJacreil IPUMEHEHUsT HefpoII-
CHXOJIOTMYECKOI JIMArHOCTUKK TIPOOJIeMa TIPABIJIBHOTO TIOHMMAHKST U OTIUCAHUS CHHPOMOB HAPYIICHUT
MCUXITIECKUX (QYHKIIMH B JIYPUEBCKOM TTOIX0JIE 0COOEHHO aKTyasibHa. B cTaThe MpoaHaIn3npoBaHbl OCHOB-
HbI€E HTAIBI PA3BUTHSI TPEJICTABIEHUIT O HEHPOIICUXOIOTHIECKOM CHHIPOME B paboTax caMoro AjieKcanapa
Pomanosuua Jlypus, onmcanbl OCHOBHbIC (DAKTOPBDI, IETEPMUHUPYIOIUE BAPUATUBHOCTb CUHPOMOB Ha-
PYIIEHUH BBICIIUX ICUXUYECKUX DYHKITUIA.

Kmouesvte crosa: HeﬁpOHCHXOHOFHﬂ, METO/l CHHIPOMHOTI'O aHaJIn3a, CUHAPOM, CUMIITOM, (baKTOp, Ba-
PUATUBHOCTH CUHIpOMA.

s wuraret: Kopcaxosa H.K., Borozduna A.0. BapuanTsl HEHPOIICHXOJIOMMYECKOr0 CHHAPOMA ¥ 9TAIIbI FeHe3a KOHIel-
un A.P. Jlypun o Mo3roBoit opranusannu rncuxudeckux ¢yuknnit // Kysabrypro-ucropudeckas ncuxosornst. 2022.

Tom 18. Ne 3. C. 64—69. DOT: https://doi.org/10.17759,/chp.2022180309

Introduction

Neuropsychology, and one of its basic concepts — the
concept "neuropsychological syndrome" — are closely
associated with A.R. Luria in Russian academia.

When the concept emerged, Luria was already world-
famous thanks to his works devoted to the study of deep,
unconscious, and even taboo phenomena withing the
psyche. A special place in these studies was occupied by
his method for studying mental phenomena hidden from
direct observation [19, 28]. Modifications of his method
have proven to be transcendent and are used in practice
in lie detector tests. This area of Luria's work, which is
adjacent to the psychoanalysis, was interrupted in the
late 1930s in the USSR for ideological reasons.

In our country, the period from the 1930s to the
early 1960s was quite difficult for the study of psychol-
ogy as a whole. Earlier, I.P. Pavlov had said that it was
difficult to "put the non-spatial representations of psy-
chology on the spatially organized tissue of the brain"
[1; 26]. This thesis was explored by his students and
followers in the 1950s when psychology was under ide-
ological pressure and even the viability of psychology's
existence as a materialistic science was raised. While
the connection between behavior and the brain was
obvious, mental functions were reduced to conditioned
reflexes, which deprived psychology as a science of its
own experimental basis for studying the problem of the
psyche and the brain.

During the war, AR. Luria worked in a military hos-
pital in the Urals — in Kisegach. Afterward, in 1947,
he published the book Traumatic Aphasia [20]. The
title of the book is perceived as purely medical, with
Luria defending psychology, in a sense, by redirecting
the field of research on the connections between the
psyche and the brain toward such areas of medicine as
neurology and neurosurgery. Nevertheless, the book
clearly shows that speech disorders are syndromes of
brain disorders.

In 1962, a cycle of publications was released on the
problem of Brain and Mental Processes, the main results
of which are presented in the book Human Higher Corti-
cal Functions and their Disorders after Local Brain Lesions
[13; 14; 10]. After the publication of this book, the term
neuropsychology' appears for the first time in Russian ac-
ademia, denoting a section of psychological knowledge
that addresses the problem of the relationship between
human mental activity, the psyche, and the brain.

The syndromic approach to the analysis of mental
disorders arising from local lesions of the brain serves as
Luria’s method for studying this problem. The title book
is a peculiar catechism of new knowledge, in which the
main variants of neuropsychological syndromes caused
by local lesions of the left hemisphere are presented in
a substantial volume. Cognitive processes (and the neu-
ropsychological factors that underpin them) are largley
represented by these syndromes, which have since be-
come classic cases. It is important to note that this is the

! The term "neuropsychology" first appeared in the work of Canadian physiologist Donald Hebb "The organization of behavior: a neuropsy-

chological theory" in 1949
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first time that a psychological factor has been introduced
in this area. It is a component of various mental process-
es and is simultaneously underpinned by the work of cer-
tain brain structures (later, Luria's students will refer to
this factor as neuropsychological).

At this stage, Luria still adheres to the medical in-
terpretation of a syndrome, that is, understanding it as
a combination of symptoms of a disease united by one
cause [6]. At the same time, remaining faithful to Vy-
gotsky, he shows that he considers the psyche as a whole,
studying it not in separate mental functions, but mental
functions that all interrelate [2].

At this stage of Luria's work, problems of personality
are not specifically addressed.

Gradually, Luria moved away from the problem of
studying cognitive processes toward to the topic of how
human behavior is regulated. Luria's interest turned to-
ward the study of mental activity as the regulation of
human behavior, the programming of mental processes
and control over their course. This period corresponds
to the appearance in world science and practice of con-
cepts related to computer science, and the first harbin-
gers of information technology in the form of the first
large computers. Luria started looking for answers to
questions arising from research on the frontal structures
of the brain.

Based on his research, Luria shows that the frontal
lobes are polyfunctional and distinguishes three differ-
ent syndromes in terms of their specialization: the pos-
terior frontal, associated with the realization of kinetic
work; the prefrontal, associated with the regulation of
mental activity, behavior plans and programs; and the
medio-basal, associated with self-awareness in the Lu-
rian approach [9].

Although variants of the frontal syndrome have been
described, the overall mystery of the frontal lobes has
remained unsolved [3]. So far, the paradox of the fron-
tal syndrome consists in a distinct dissociation between
grossly impaired voluntary regulation of activity and
relatively preserved complex forms of involuntary activ-
ity. Luria noted that the frontal lobe patient who is not
able to memorize ten words can easily cope with this task
if it is also done by a neighbor in the ward. Based on this,
Luria concludes that the frontal lobes are not the "cen-
tral apparatus of memory."

After the 18th International Psychological Congress
in Moscow, one of the main areas of which was the prob-
lem of memory research, Luria moved on to the next
stage in the development of ideas about such syndromes.
This stage is associated with the study of amnesic syn-
drome in pathology of deep brain structures. During this
period, it was fundamentally important that memory
disorders were studied by Luria in patients with lesions
on the entire complex of structures of Papez’s circle.
This implied a departure from localization (in its clas-
sical understanding in Russian neuropsychology) and a
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transition to the study of brain function disturbances in
disorders of jointly working brain zones [5].

The notion of the syndrome as a set of disorders of
brain function due to a lesion of the whole circuit of
brain structures is also covered in the book Memory Dis-
orders in Arterial Aneurysms of the Anterior Connective
Artery [21].

At this stage, for the first time, much attention is
paid not to the cortex but to the subcortical formations
that regulate mental processes, which are essentially in-
voluntary (through trace formation). Assigning special
importance to the role of subcortical nonspecific brain
structures in the formation of amnestic syndrome, Luria
would later revise the hierarchy of brain structures in re-
lation to the provision and realization of mental activity
in general. Within the concept of the three functional
brain units, the first unit includes not the frontal lobes
but the deep structures of the brain [17].

As Luria said, his initial fascination with deep psy-
chology at the beginning of his professional career was
not subjectively suspended, and he gradually returned to
his "first love," his original interest. He published books
such as A Little Book about Big Memory, the second title
of which is The Mind of the Mnemonist, addressing the
problems of personality and its inner content [12], and
The Lost and Returned World, written in collaboration
with a patient Luria befriended during World War II.
The latter is devoted to the inner workings of a patient’s
personality on restoring his inner spatial perception
of the world, which had been destroyed by a gunshot
wound in the posterior parts of the left hemisphere of
the brain [18].

In the 1960s, a neuropsychology laboratory headed
by Luria operated at the N. N. Burdenko Institute of
Neurosurgery. There were no more fortunate and joyful
days for Luria than those when he had the opportunity
to personally examine a patient. He liked to conduct a
dialogue with the patient in which the patient became,
in the words of Luria, "not a rabbit of neuropsychologi-
cal examination but its active participant.” Patients felt
better after talking with the professor, they felt as if they
were more than just their disease. Such dialogues with
the professor gave them back their humanity. It was
not without reason that after being discharged from the
clinic and finding themselves in other cities, they sent
Luria letters and thanked him for the attention he had
given them. Luria invited B. V. Zeigarnik to help pen-
etrate into the depths of what patients with lesions of
the frontal lobes experienced. While she interviewed a
patient "with a pencil and a piece of paper," Luria would
observe the patient's behavior and reactions in response
to Zeigarnik's questions. In essence, it was all focused on
the patient's attitude toward the examination situation
and toward the disease.

The second volume of the book Neuropsychology of
Memory focused on the description of individual pa-
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tients and can be rightly considered the apotheosis of
this stage of Luria's work [16]. It is possible to say that,
in this work, Luria completely moves away from syn-
dromes in its classical (medical) sense to the description
of syndromes of the individual personality.

Turning to the fact that Luria treated each syndrome
as a scheme, which he repeatedly emphasized in his book
Higher Cortical Functions of Human and their Disorders
in Local Brain Lesions, a number of important determi-
nants delineating the content of a syndrome should be
noted, namely:

1) a set of basic disorders of mental functions defin-
ing the completeness or incompleteness of a neuropsy-
chological syndrome in its classical understanding;

2) the presence of symptoms of impaired brain func-
tion not related to this type of syndrome described in
the classical scheme. Luria referred to such symptoms as
neighborhood symptoms, referring primarily to the con-
tinued growth of a tumor toward adjacent brain struc-
tures. On this basis, the students and followers of Luria
have long pursued the possibility of predicting the direc-
tion of the pathological process, emphasizing that subtle
functional disorders accessible by neuropsychologi-
cal examination could manifest themselves long before
brain dysfunctions are registered at the morphological
level [7];

3) the mass of the brain involved in the pathologi-
cal process [8]. It is important to note that in cases of
extensive brain lesions, a neuropsychological syndrome
can be aggravated by such manifestations as a decrease
in activity level. This can lead to sleepiness, increased
exhaustion, the disorientation of the patient regarding
place, time, and their condition up to anosognosia and
anosodiaphoria. Of particular interest, in this case, are
the changes described regarding brain function in cra-
niopharyngiomas: as the general brain disorders devel-
oped and symptoms appeared in the brainstem — par-
ticularly respiratory disorders — the patient's EEG
recorded respiratory rhythmics, i.e., the regulation of
breathing became a function of the whole brain. This
work was completed during Luria's lifetime and under
his direct supervision. It is presented in the book Brain
and Memory [25]. Tt was very probable to assume that
the brain, based on its own afferent structures, self-reg-
ulates its states and involves in the process of breathing
structures that are not ordinarily engaged in it. The ag-
gravating influence of such manifestations on the neuro-
psychological status of the patient was confirmed by the
remission of the syndrome as the general cerebral symp-
tomatology regressed;

4) the functional status of a structure in a state of
destruction, behind which lies the general mode of the
brain in deficit conditions, such as protective inhibition;

5) individual developmental features including the
lateral organization profile, environmental and cultural
features [24], the degree of function automatization
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and interiorization during ontogenesis, the sphere of
professional interests, personal and semantic compo-
nents, etc.

Some of the facts described as part of the framework
of neuropsychological syndromes in the Lurian meth-
odology were ahead of their time in terms of under-
standing the brain's structure and functions, nad are
now being verified through the use of modern neuro-
imaging methods.

Emerging data on the reticulo-frontal complex struc-
tures explain the secondary frontal syndrome in cerebel-
lar tumors described in 1977 by Luria in co-authorship
with Melnikova [29; 4]. Data on specific speech disor-
ders in thalamic lesions and close to amnestic aphasia
[23] find confirmation in work on thalamo-parietal con-
nections. All this once again shows the inexhaustible
possibilities of the method proposed by Luria and how
universally it can be applied in the assessment of human
mental functioning.

Luria attached great importance to the syndromic
approach, often referring to Spinoza's statement that
method is the mother of science. One day Luria’s young
employees, wanting to flatter him, asked him who the
father of science was. Luria chuckled and said that the
father of science is fact. "A neuropsychologist skilled in
the method of syndromic analysis,” Luria continued, "is
like a criminal investigator investigating a crime. Each
symptom of an individual brain function disorder serves
as a clue. The neuropsychologist collects evidence in the
form of other disorders of mental functions and identifies
the factor that unites them. It is important to add that in
each neuropsychological syndrome, there is also an alibi
in the form of links preserved in the structure of mental
activity. It is the attention to the clues and the desire
to understand them that determines the method of re-
search.” So, for the first time in the autumn of 1976, in a
sanatorium named Narrow, Luria clearly pointed out the
binary structure of neuropsychological syndromes, indi-
cating the presence of disturbed and preserved mental
functions therein.

Conclusion

In recent decades, the field of neuropsychological di-
agnosis has expanded considerably, and the overly me-
chanical nature by which the Lurian syndrome schema is
applied is alarming. The latter leads to overdiagnosis and
is especially dangerous when dealing with brain function
in childhood and old age. The same is true when assess-
ing brain function disorders as actually observed con-
sequences of mental and somatic (including Covid-19)
diseases in the form of distinct changes in neuropsycho-
logical functioning. In this regard, applying the Lurian
approach requires a meaningful understanding of the
syndrome in its entirety.
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Introduction brain structure and function began to develop intensive-

ly in the second half of the 20™ century. For a consider-

Neuropsychology, as a branch of science, appeared  able time, scientists had access to methods primarily as-
long before technical methods for the investigation of — sociated with local brain injury — in animal experiments

71




___ Ianuxpamosa A.P., Bracosa P.M., Jlebedesa U.C., Cunuypin B.E., lleuenxosa E.B. Bozmoscnocmu...
Panikratova Ya.R., Vlasova R.M., Lebedeva 1.S., Sinitsyn V.E., Pechenkova E.V. Scope...

and clinical observations of patients the exact injury
location of whom was defined post mortem. From the
1930s, the intraoperative mapping technique invented
by Wilder Penfield also became available to scientists.

Localization of mental processes in the human brain
was and remains one of the core theoretical issues of neu-
ropsychology. A prominent stage of its development was
the theory of systemic and dynamic localization (TSDL)
of higher mental functions (HMFs) proposed by the So-
viet neuropsychologists Lev Vygotsky and Alexander
Luria. This theory was a response to a scientific debate
of the 18—19% centuries between narrow localizationists
and equipotentialists, who either suggested localizing
separate mental processes (or faculties) directly in the
brain centers, or insisted on the equal impact of different
brain regions in mental processes, respectively. None of
these standpoints could explain the accumulated empiri-
cal data with any consistency (for a review, see [6]).

The TSDL is also based on data of local brain injury
in humans. The location of injury was usually defined in
vivo according either to the relative location of a skull
fracture due to penetrating trauma or to the results of
neurosurgery. However, the concept of function (i.e.,
what to localize) and the principles of its localization
were revised within this theory. Vygotsky introduced
the concept of HMFs as complex self-organizing pro-
cesses in human activity (thinking, language, perception,
etc.) which are voluntary, mediated by signs, and social
in their origin. The TSDL rests on two basic principles.

The principle of the systemic structure of HMFs im-
plies that a HMF is a functional system consisting of a
set of components, each of which provides a unique con-
tribution to this HMF and relies on the functioning of
particular brain structures. Consequently, a HMF may
become impaired due to a functional deficit of any com-
ponent, whereas the type of the impairment depends on
the location of an injury. A component of a HMF, i.e.,
a structural and functional unit characterized by a par-
ticular type of functioning of a particular brain region,
is called a neuropsychological factor. Therefore, the
main objective of neuropsychology within the TSDL
is articulated through the concept of HMFs as the in-
vestigation of their brain organization, i.e., the contri-
bution of different brain regions and structures to the
components of HMFs.

The main method of Soviet/Russian neuropsychol-
ogy, syndrome analysis, is closely linked to the principle
that HMFs have systemic structure. Syndrome analysis
was developed by Luria, and the data which the TSDL is
based on were obtained with this method. An examinee
is asked to perform a set of tasks aimed at the assessment
of a wide range of mental processes, then a neuropsy-

72

chologist analyzes the neuropsychological symptoms
(i.e., impairments of HMFs) to identify the general cause
(factor) the pathological change in which explains the
origination of the former. The impairment of a factor and
a set of symptoms caused by it constitute a neuropsycho-
logical syndrome. As long as technical methods for the
diagnostics of brain injury were not accessible but data
on the relations between injuries and deficits of HMFs
were being accumulated, syndrome analysis was applied
for topical diagnostics (identification of injury location,
for instance, for surgical planning) and for functional di-
agnostics (qualification of the state of HMFs, inter alia,
the hierarchical structure of deficits). Nowadays, syn-
drome analysis is used in practice and research only for
functional diagnostics.

The principle that HMFs have a systemic structure
can be seen in the functional role of several brain regions
in language in right-handed individuals [2; 6; 12]. The
left inferior frontal gyrus is involved in the motor and
syntactic programming of speech and language. More
anterior left frontal regions are associated with the gen-
eration of the idea of an utterance and development of
the scheme of a sentence or text in inner speech. The
posterior part of the superior temporal gyrus conducts
phonemic analysis. The middle temporal gyrus supports
the sufficient span of auditory verbal memory and word
selection in the auditory form. The posterior inferior
temporal regions store visual images linked to words.
The inferior postcentral gyrus is involved in kinesthetic
aspects of articulation. Regions at the temporal-parietal-
occipital junction are relevant for the understanding of
logical-grammatical constructions and word selection
by meaning. The right hemisphere is implicated in prag-
matic aspects of language (for instance, understanding
of context; [1]). Subcortical structures support speech
tempo, phonation, and verbal activity.

The second principle of the TSDL — the principle of
the dynamic organization of HMFs — implies that HMFs
and underlying functional brain systems can change in
terms of their structure. First, the structure of HMFs
changes in ontogeny and with skill automatization. For
example, for a first grader, the act of writing activates vi-
sual, visuospatial, motor, auditory, and kinesthetic func-
tions, whereas for a high school student, the technical
operations are automatized, and the semantic organiza-
tion of writing becomes the most attentionally demand-
ing task [3]. Second, HMFs may be restructured through
their variable components depending on the conditions
and strategy of task performance. The variable compo-
nents are present in the structure of HMFs along with
invariant (i.e., constant, critically important) ones. For
instance, when there are many people around speaking
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loudly, to understand an interlocutor’s speech, one needs
to inhibit (filter out) the interfering messages, whereas
in a quiet environment, such an additional mechanism is
not required for language perception. Third, the reorga-
nization of HMFs is also possible in patients with a brain
injury [11]. In within-system reorganization, a HMF re-
lies on its components being intact. For instance, writ-
ing impairments due to poor phonemic analysis may be
partly compensated for by the kinesthetic components
of writing (i.e., speaking aloud). In between-system reor-
ganization, a HMF incorporates components from other
functional systems. For example, to remediate visual
perception of letters, a neuropsychologist may ask a pa-
tient to perform writing movements.

A study which addresses the dynamic reorganization
of the brain’s underpinnings of HMFs requires a lon-
gitudinal comparison of structural or functional brain
characteristics in the same individual, or at least a com-
parison between groups with and without the expected
reorganization. This was impossible before the emer-
gence of noninvasive methods of brain investigation.

These methods must have substantially enriched neu-
ropsychology. Evgeniya Khomskaya noted that a new,
psychophysiological line of research was established in ex-
perimental neuropsychology by Luria; and that he consid-
ered the development of psychophysiology which would
focus on complex, conscious, and voluntary forms of men-
tal activity to be the most pressing task in the field [10].
Thus, Luria and Khomskaya applied electroencephalog-
raphy in their studies. Khomskaya also stated that further
development of Russian neuropsychology was associated
with advances in technical methods for the diagnostics
of local brain injury (computed tomography, methods of
nuclear magnetic resonance, and others) [10].

However, neuroimaging methods — which Khom-
skaya referred to — long served neuropsychology only
as technical support for specification of the individual
location of brain injury (and at the same time, freed neu-
ropsychologists from the responsibility of topical diag-
nostics). For 45 years after Luria’s death, research capa-
bilities of these methods remained almost not demanded
by the TSDL and are still insufficiently integrated into
Russian neuropsychology.

We will further describe the scope of neuroimaging
and neurostimulation methods in neuropsychology. We
will focus on noninvasive methods that are the most ac-
cessible in Russia and seem the most prominent for the
development of the TSDL. They are magnetic resonance
imaging (MRI) — structural (sMRI), diffusion-weight-

"'Voxel is a basic element of a 3D MR image of the brain.
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ed (dMRI), and functional (fMRI), — and transcranial
magnetic stimulation (TMS). Possible designs of studies
on patients with local brain injury and healthy individu-
als that may inform neuropsychological theory in its dif-
ferent aspects will also be discussed.

Structural MRI

sMRI provides images of the brain wherein its tissues
(gray and white matter and cerebrospinal fluid) have
different intensity of pixels and voxels' on the gray scale
due to the variable magnetic characteristics of hydrogen
when it forms part of different molecules. With sMRI,
the location of brain injury can be defined with an ac-
curacy of fractions of a millimeter. Therefore, no descrip-
tion of a new clinical case important for neuropsychol-
ogy is complete without sMRI [29]. Notably, sMRI also
greatly adds to the understanding of historic cases. For
instance, SMRIs of the preserved brains of two famous
patients of Paul Broca demonstrated that their lesions
extended into the insula and superior longitudinal fas-
ciculus, in addition to lesions in the left inferior frontal
gyrus (Broca’s area) [20].

Converging data on the role of insular lesions in
deficits of language production were obtained with an-
other method which represents a natural extension of
the traditional neuropsychological studies of local brain
injury at a new technical level. This method, voxel-
based lesion-symptom mapping (VLSM; [14]), allows
researchers to analyze associations between quantitative
neuropsychological data and data on lesion location in
large clinical groups. Structural MRI images are labeled
manually or automatically so that a binary 3D brain
mask is obtained. In this mask, voxels corresponding to
intact and damaged brain tissues have the values of 0 and
1, respectively. Then, statistical analysis of each voxel is
carried out wherein the neuropsychological characteris-
tics are compared between the patient groups with and
without the lesions affecting this voxel. As a result, brain
regions the injury of which contributes to the severity
of a symptom may be revealed. In VLSM, there is also
a procedure to test whether the lesion of another brain
region is primary (i.e., has a direct causal role) for the
symptom. It is important to prevent incorrect inferences
because brain injury, especially of the vascular etiology,
often involves adjacent brain structures (e.g., the infe-
rior frontal gyrus and insula). Thus, VLSM conducted
on a large clinical group has demonstrated that injury
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to the inferior frontal gyrus per se causes speech fluency
deficits with prominently less likelihood than injury to
the anterior insula that had not been discovered in as
long a time [14]. These results are fully consistent with
the sMRI data on Broca’s patients.

sMRI can also be applied in studies of the intact brain,
wherein such a method as morphometry can be used. The
most technically simple but laborious techniques imply
manual segmentation of the brain structures in MR
images with subsequent analysis of their volume. The
voxel-based morphometry providing measures of gray
and white matter volume in each voxel is fully automa-
tized and was popular for a long time, due to the relative
simplicity of its implementation. However, it is strongly
criticized for the biases associated with the possibility of
imperfect spatial co-registration of brain images to one
another and with the inability to clarify the reason for
between-group differences — atrophy of tissue, a higher
number of sulci, or an increase in the area of gyri or corti-
cal thickness [15; 36]. These limitations can be overcome
with surface-based morphometry which provides mea-
sures of the thickness, area, and gyrification in different
brain regions. There are also methods for analyzing the
volume of subcortical structures [24].

Possible designs of neuropsychological studies us-
ing morphometry may imply the search for correlations
between morphometrical and neuropsychological char-
acteristics. For instance, the volume of gray matter and
cortical folding in the ventromedial, ventrolateral, and
dorsolateral prefrontal cortices predicted three compo-
nents of executive functions: common executive func-
tion, switching-specific, and updating-specific perfor-
mance, respectively [34]. Experimental study designs
are also possible, wherein the volume of a structure is
measured before and after the intervention — training
to improve a certain skill among the experimental group
and another activity among the control group. For ex-
ample, working memory training was shown to increase
gyrification in the parietal regions [37].

Diffusion-weighted MRI

This method measures the direction of diffusion of
water molecules in brain tissues in the magnetic field
during MRI. As white matter fibers are organized in
co-directional bundles, diffusion of water molecules
occurs predominantly along but not across the fi-
bers in the bundle. The simplest mathematical model

to describe the diffusion of water in tissues is a ten-
sor model?, for which diffusion tensor MRI, one of the
types of dMRI, is named. In this model, diffusion is
described by three eigenvectors (the direction of dif-
fusion) and three eigenvalues (the magnitude of diffu-
sion in the particular direction). These characteristics
or their combinations may provide information on the
white matter of the brain. Axial diffusivity, the value of
the highest vector, reflects diffusion along the neural
fibers, decreases in axonal injury, and increases with
brain maturation in ontogeny. Radial diffusivity, the
mean of the two vectors with lesser values, describes
diffusion in the transverse direction and is sensitive to
myelination. Radial diffusivity decreases in ontogeny
and increases in neurodegenerative diseases. Frac-
tional anisotropy reflects the degree of anisotropy (i.e.,
heterogeneity of directions) of diffusion of water mol-
ecules in each voxel® and is sensitive to any changes in
the white matter. However, this measure is non-spe-
cific, and for its precise interpretation, the measures of
radial and axial diffusivity should also be considered
[13]. The diffusion models allow researchers to con-
duct tractography, that is, a 3D reconstruction of the
white matter tracts.

dMRI may complement the structural-functional
model of the brain within the TSDL with data on the
functional role of white matter tracts. This can be done
through the analysis of correlations either between neu-
ropsychological symptoms and injury to the tracts [26]
or between white matter characteristics, in particular
tracts and neuropsychological measures in healthy indi-
viduals [28]. The contribution of the brain’s structural
connections to mental processes was left under-studied
in Soviet and later Russian neuropsychology (except
the role of the corpus callosum in the interhemispheric
interaction during different HMFs; e.g., [5]). When the
TSDL was being developed, methods for the individu-
al examination of white matter tracts in vivo were not
available, while their identification in post mortem brains
was laborious and required high proficiency. However,
white matter tracts are the infrastructure which allows
individual gray matter structures to unite in functional
systems. Injury to the tracts and even their separate seg-
ments causes particular symptoms (e.g., semantic and
phonological paraphasias induced by lesions in the in-
ferior fronto-occipital and arcuate fascicles, respectively
[21]). Therefore, the structural-functional organization
of white matter should not be ignored by neuropsycho-
logical studies.

2 More complex diffusion models such as the diffusion orientation distribution function overcome the limitations of the tensor model [22].
3 Diffusion is isotropic when eigenvalues are almost equal, and anisotropic when one of the eigenvalues is higher than the others.
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Functional MRI

fMRI is a method for functional brain mapping which
has a fairly high spatial resolution (usually 2—3 mm). It
is based on neurovascular coupling, through which the
enhancement of neuronal metabolism under neuronal
activation increases the regional blood flow in the brain.
Consequently, the ratio of oxy— to deoxyhemoglobin in
the venous blood changes. This can be detected by an
MR scanner as a local change of blood relaxation char-
acteristics during MRI and is reflected in changes of the
intensity of pixels and voxels in T2*-weighted images.
This technique is known as BOLD (blood oxygenation
level dependent) fMRI.

The most common application of fMRI in science is
that used to investigate brain activation in healthy in-
dividuals during task performance. Development of the
tasks loading particular neuropsychological factors is of
great interest for neuropsychology — this has not been
done so far. . To reveal activations specific for each mental
process, it is necessary to use at least two tasks, main and
control. The control and main conditions should differ
only in the content of the mental process of interest. For
instance, the main condition for a task aimed to load the
semantic processing of language may include the reading
of sentences, while the control condition may be the read-
ing of syllables; or listening to an audiobook versus listen-
ing to the same recording played backwards [9].

Otherimportant opportunities that the fMRI gives to
neuropsychology are the research of age-related changes
(e.g., [30]) and individual differences in the brain’s un-
derpinnings of HMFs. Brain localization of HMFs is
characterized by high interindividual variability (e.g.,
language [23], executive functions [33]).

Within the framework of the TSDL, fMRI can reveal
functional networks which include invariant and variable
components of HMFs. However, in contrast to sSMRI and
dMRI studies of local brain injury, invariant components
can be hard to isolate based on the data obtained from
brain activation studies. The presence of local activation
perse does not indicate that this activation is necessary for
the mental function. To identify invariant components, a
combined task analysis can be used. An examinee is asked
to perform several tasks aimed to load the same mental
process, and the invariant components are expected to be
present in all activation maps [9]. For example, common
components of activation in the tasks addressing inhibi-
tion [17; 25] are seen in the left dorsolateral prefrontal and
right insular cortices, as well as the cingulate and inferior
frontal gyri. Activation in the left fusiform gyrus specific
for the Stroop test may be related to word recognition.
Activation of the ventral attention network exclusive for

7”5

the Go/No-go task may be explained by the detection of
unexpected salient stimuli.

Apart from the analysis of brain activation, fMRI
provides the crucial opportunity for neuropsychology
to investigate functional connectivity (FC), through
which separate brain regions become the components of
asingle functional system [7]. The functional integration
between different brain regions is one of the core ideas of
the TSDL. HMFs can exist only due to the interaction
between highly differentiated brain structures, each of
which provides a unique contribution to the dynamic
functional systems [6]. Syndrome analysis, in contrast to
fMRI, is not able to reveal changes in the FC between
components of a functional system but only to assume
that the FC is impaired due to a deficit of a particular
component of a HMF.

Technically, the FC in fMRI is defined as a statistical
correlation between low-frequency (<0.1 Hz) fluctuations
of the BOLD-signal in different brain regions and subcor-
tical structures. The FC can be studied not only during
task performance but also at rest. In this case, the intrinsic
functional brain architecture is supposed to be analyzed.
Thus, a number of networks can be identified based on
resting-state fMRI data, including the frontoparietal net-
work, the default mode network, and the dorsal and ventral
attention networks [38]. Associations between the results
of outside-of-scanner neuropsychological assessment and
characteristics of the resting-state FC seem the most in-
teresting for neuropsychology. For instance, the FC of the
dorsolateral prefrontal cortex with different brain regions
was shown to be related to the switching, inhibition, and
verbal components of executive functions [32]. In the same
way, correlations between neuropsychological parameters
and FC, or activation during task performance, can be ana-
lyzed. Another perspective approach is lesion network map-
ping wherein a single study includes sMRI in patients with
brain injury to reveal regions that are crucially important
for a particular function, and fMRI in healthy individuals to
identify the FC of these regions [ 16].

Activation or FC during task performance and FC at
rest can also be analyzed in patients with local brain in-
jury — to explore compensatory reorganization of brain
functioning during the development of a disease or dur-
ing neuropsychological rehabilitation. Longitudinal
designs are perfect for such studies. For further direct
comparison, neurophysiological data should be obtained
under the same conditions for each patient before, dur-
ing, and after the rehabilitation, or before and after the
onset of a disease. As the latter design can be implement-
ed only in large screening studies, more feasible designs
imply the comparison of activation or FC between pa-
tients and healthy individuals and the analysis of cor-
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relations between neurophysiological and neuropsycho-
logical characteristics [35].

Transcranial magnetic stimulation

During TMS, a selected brain region is stimulated
with an alternating magnetic field generated by a coil.
The depth of stimulation is usually 2-3 c¢m, however,
with the application of some coils, this can be increased
up to 6 cm. Structural and functional MRI data can be
used to choose the brain region for stimulation. Depend-
ing on the parameters of stimulation, the neuronal activ-
ity in this region may either be facilitated or inhibited. It
is even possible to induce a so-called virtual lesion of a
particular brain region in healthy individuals. The virtu-
al lesion is an impairment of function of a stimulated re-
gion that is similar to symptoms of a real lesion but lasts
only for several seconds and is fully reversible [4]. When
the immediate effect of TMS (inhibitory or facilitatory)
persists, a researcher may compare the task performance
carried out by an examinee with her or his performance
without stimulation, during stimulation of another brain
region, or during sham (i.e., placebo) stimulation. Sham
stimulation causes the same auditory and tactile sensa-
tions as that in TMS but does not stimulate the brain [4].

TMS studies demonstrating the improvement of task
performance in healthy individuals [ 18] and possibilities
of therapy of cognitive impairments in local brain injury
[31] are also interesting for neuropsychology.

General discussion and conclusions

As can be concluded from the brief review presented
above, neuroimaging and neurostimulation methods can
be effectively implemented for the investigation of brain
organization of HMFs considered as multicomponent
functional systems with invariant and variable compo-
nents. These methods can complement the information
obtained through a neuropsychological syndrome analysis
using the data on brain phenomena. They can also be ap-
plied in more specific objectives of neuropsychology — for
the research of the structural-functional reorganization
of HMFs in ontogeny, after local brain injury, and due to
neuropsychological rehabilitation; and for the investiga-
tion of individual differences in the brain mechanisms of
HMFs. Neuroimaging methods have a high spatial accu-
racy that was non-existant during the early development
of the TSDL and provide opportunities crucial for neuro-
psychology — to analyze the functional (fMRI) and struc-
tural (AMRI) connectivity of the brain.
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In this article, we suggested some examples of neu-
ropsychological studies that apply neuroimaging and
neurostimulation methods. They are summarized in
Table 1.

Studies of the intact brain overcome a number of fun-
damental problems that arise during the examination
of patients with local brain injury. The main problem is
associated with the non-specific effects of brain injury
that always accompany brain diseases: alterations in the
vascular blood flow and dynamics of the circulation of
cerebrospinal fluid, inflammatory processes, and hyper-
tension-dislocation phenomena leading to abnormal dy-
namics of neural processes and an altered relationship
between processes of excitation and inhibition [6]. Fur-
thermore, examination of healthy individuals provides
more opportunities for the investigation of subcortical
brain structures. In patients with subcortical brain in-
jury, this is complicated with high morbidity, altered
states of consciousness [6], and severe motor symptoms
that may mask cognitive symptoms. Finally, a sample of
healthy individuals sufficient for the analysis is easier to
draw in contrast to several clinical groups matched by
sex, age, level of education; location, volume, and etiol-
ogy of a lesion; and time post-onset of the disease.

A prominent research issue is what hypotheses can
be tested in the study designs described above. One of
the main hypotheses for neuropsychology is a causal hy-
pothesis of the type “functioning of a brain region (X)
is necessary for HMF component (Y)”. The majority of
designs of intact brain studies (2, 4, 6, 8, 10; Table 1) are
able to test only hypotheses of type “X is related to Y”
but not necessarily critically important for Y. Research
on local brain injury (1, 3) brings us closer to the identi-
fication of the “X necessary for Y”, however, only quasi-
experimental study designs are possible in this case. A
researcher cannot control to whom and when different
levels of the independent variable (injury / its absence)
are presented, does not have complete information on
the effects of injury on the brain (e.g., diaschisis and neu-
roplasticity), and is not able to assess mental functions
before the injury. Therefore, strictly speaking, the above
causal hypothesis cannot be tested in such studies either.
When the data obtained on patients with brain injury
and on healthy individuals are interpreted in combina-
tion, a stronger level of inference is provided [19]. TMS
studies (12), in turn, are able to test the hypothesis on
causal relationships between the functioning of a num-
ber of cortical brain regions and components of HMFs
through a true experiment wherein the independent
variable (intervention) is controlled. Designs 11, 13, 14
are able to test causal hypotheses but of another kind: on
the change of a brain region due to learning aimed at im-
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Table 1

Designs of neuropsychological studies applying neuroimaging and neurostimulation methods

Method Object of study Study design Research questions in
neuropsychology
sMRI Local brain injury (1) Voxel-based comparisons of the severity Localization of the invariant compo-
of symptoms between patient groups with and nents of HMFs in the brain and the
without lesions in a voxel (VLSM) functional role of the white matter
tracts
Intact brain (2) Correlations between morphometric mea- Functional role of gray matter regions,
surements and data on cognitive functions. Com- |individual and age-related differences,
parison of these correlations between groups or | hemispheric asymmetry
hemispheres
dMRI Local brain injury (3,4) Correlations between characteristics of 3,4: Functional role of the tracts
(3), intact brain (4) | white matter tracts and results of neuropsycho- | 4: Individual and age-related differ-
logical assessment. Comparison of these correla- |ences, hemispheric asymmetry
tions between groups / hemispheres
tbfMRI Local brain injury (5,6) Investigation of brain activation or FC 6,8: Localization of invariant + vari-
(5,7), intact brain during task performance able components of HMFs in the brain,
(6,8) (7,8) Correlations between activation or interhemispheric interaction, individ-
FC during task performance and results of ual and age-related differences in FC,
neuropsychological assessment. Comparison of | volume of activation and localization
these correlations between groups or pointsin | of HMFs
time 5,7: Compensatory reorganization of
brain function due to disease or after
rehabilitation
rsfMRI Local brain injury (9,10) Correlations between FC at rest and the  |9: Compensatory brain reorganization
(9), intact brain (10) |results of neuropsychological assessment. Com- | 10: Contribution of the FC to HMFs,
parison of these correlations between groups, individual and age-related differences
conditions, or points in time
sMRI, Intact brain (11) Comparison of MRI measures between the | Reorganization of functional systems
dMRI, experimental group (which undergoes training  |in learning
tbfMRI, aimed at enhancing a particular function) and
rsfMRI the control group (another activity), before and
after the experimental intervention
TMS Intact brain (12) Description of impairments of HMFs dur- | Localization of invariant components
ing task performance with virtual lesions of brain | of HMFs in the brain
regions compared to sham stimulation
(13) Description of the effects of stimulation Functional role of a number of cortical
of brain regions to enhance task performance brain regions, hemispheric asymmetry,
compared to sham stimulation plasticity of HMFs in healthy indi-
viduals
Local brain injury (14) Description of the effects of stimulation Compensatory brain reorganization
of brain regions to remediate deficits of HMFs,
compared to sham stimulation

Note: tbfMRI is a task-based fMRI; rsfMRI is a resting-state fMRI.

proving a particular HMF (11) and on the contribution
of a brain region to the plasticity of HMFs in healthy
individuals (13) or during the compensatory reorganiza-
tion of HMFs (14).

An important problem that researchers will face in
studies with designs 1—4 and 7—10 is associated with
the necessity to present neuropsychological data in
quantitative scales. The elaboration of integrative quan-
titative indices reflecting the state of neuropsychologi-
cal factors is required to explore their brain organiza-
tion. This demands substantial consideration due to
the multicausality of a symptom — the same symptom
can be caused by the impairment of different factors.
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For instance, anomia may occur due to either poor vi-
sual perception, language impairments, or executive
deficits. This problem can be largely resolved with the
elaboration of a detailed classification of errors in each
task (based on their nature) and with the evaluation of
neuropsychological data by qualified and skilled neuro-
psychologists. Another problem, the subjective nature
of syndrome analysis, may be overcome through the de-
velopment of precise evaluation criteria. A system for
the quantitative estimation of the results of neuropsy-
chological assessment has already been developed by
the research group of Tatiana Akhutina in Russian child
neuropsychology. This complex system combines the




___ Ianuxpamosa A.P., Bracosa P.M., Jlebedesa U.C., Cunuypin B.E., lleuenxosa E.B. Bozmoscnocmu...
Panikratova Ya.R., Vlasova R.M., Lebedeva 1.S., Sinitsyn V.E., Pechenkova E.V. Scope...

qualitative analysis of a symptom with its scoring based
on its severity [8]. As a result, the integrative indices of
executive functions, serial organization of movements
and language, processing of kinesthetic, auditory, visu-
al, and visuospatial information, as well as the indices of
hyperactivity /impulsivity and fatigue/slow tempo are
derived from a set of single symptoms [27]. The com-
position of these indices is based on the theoretical con-
siderations, experience of syndrome analysis, and the
results of confirmatory factor analysis. The indices are
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calculated through the summation of the corresponding
standardized measures of performance in different tasks,
such as productivity and specific errors.

To conclude, a rich arsenal of up-to-date neuroimag-
ing and neurostimulation methods, in combination with
statistical data analysis, provide opportunities to ver-
ify, detail, and continue the development of the model
of structural-functional brain organization within the
TSDL using the data obtained on patients with brain in-
jury and on healthy individuals.
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WsBectHo, uto GopmupoBanue yrpapistonux GyHkimil Mozra (YD), ocyiiecTBasionmx KOHTPOJIb
KOTHUTUBHBIX TIPOIECCOB U TIOBEJEHUS, SIBJISIETCS KPUTUYHBIM [IJIsI TO3HABATEIBHOTO Pa3BUTUS U COIIU-
asbHOil agantanuu gereit. [lokazano, uto adgdekrurocts YD B JONKOIBHOM BO3PACTE SIBJISIETCS TIPEIN-
KTOPOM aKa/IEMHUUECKUX YCIIEXOB B HAUATBHON U cpeiHeii mKose. OTKPBITHIM OCTAeTCsI BOIIPOC O BJAUSHUN
BO3PACTHBIX U UHAUBUYATbHBIX 0cOOeHHOCTEN Y D NONIKOIBHIKOB Ha OCBOEHUE JIOIIKOJIbHBIX 00pasoBa-
TEJIbHBIX [IPOrPAMM U HOTEHIUAIBHYIO TOTOBHOCTh K 00yueHuto B 1iKose. C [esIblo CCAeI0BAHMS 9TOTO
BOIIPOCa MPOBEAEHO CPaBHUTENbHOE Heliporicuxosornyeckoe obcienopanue aereit 5—6 (n=132, cpennuit
Bo3pact — 5,67+0,46 net) u 6—7 et (n=163, cpennnit Bozpact — 6,67+0,37 seT) ¢ HU3KOM, cpenHeil U
BBICOKOH CTEIEHBI0 TOTOBHOCTU K CHCTEMATHYECKOMY OOYYEHHIO MO HKCIEPTHON OLEHKe BOCIHUTATE ek
JIeTCKOTO cajia. Vcrosb3oBaiich KauecTBEeHHbIe, 0CHOBaHHbIE HA KoHIenuu A.P. JIypuu, 1 KoimdecTBeH-
Hble METO/IbI TECTUPOBAHUA. Y [eTell ¢ BBICOKOW CTEIeHbI) TOTOBHOCTU K O0YUECHUIO BBISBJICH 3HAYUMO
(ps<0,05—0,001) Gosree BHICOKUI ypoBeHb pasBuTHs (HYHKIMN TPOrPAMMUPOBAHNS, N30UPATENbHON pe-
TYJISIU U KOHTPOJIS [I€SATENbHOCTH, paboyueil naMsiTi, TOPMO3HOTO KOHTPOJISI, KOTHUTUBHON THOKOCTU U

JUINTEJIbHOI'O YAepsyKaHWA BHUMaHUS.

Kmoueevie crosa: yripasisionye GyHKIMNA MO3Ta, pabodast aMsITh, TOPMO3HbBINH KOHTPOJIb, KOTHUTHB-
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Introduction

Brain executive functions (EF) is a term that combines
various aspects of the control of goal-directed behav-
ior. In cognitive neuroscience [26; 31], they distinguish
three core components of EF: information updating and
monitoring in working memory (WM), inhibition of pre-
potent and impulsive response and mental set shifting —
cognitive flexibility. In Luria’s neuropsychology EF are
interpreted more broadly and are associated with frontal
lobes and its functions — programming, selective regula-
tion and control of behavior and mental activity [10].

EF develop within a long period of time. However,
many researchers emphasize their important signifi-
cant changes during preschool years [14; 28]. These EF
changes are expressed in better organization of their
mental processes and self-control, developing of inhibi-
tion of impulsive reactions, increasing cognitive flexibil-
ity and capacity to follow instructions.

EF development is determined both by the matura-
tion of the brain regulatory systems, which are the neu-
rophysiological basis of this process [12], and by child
social experience, which should provide opportunities for
mastering various ways of self-regulation and these skills
automation. During development, the brain maturation,
primarily the long-term maturation of the frontal cortex,
and social experience including learning, constantly in-
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teract with each other. This reciprocal interaction must
be taken into account during EF assessment and treat-
ment [3]

Various components of EF show distinctive develop-
mental trajectories and significant individual variability
in the child population. Thus, 5-year-old children are al-
ready able to execute sequential action programs [11].
At 6—7 years the efficiency of performing tasks accord-
ing to verbal and visual instructions becomes equal [7].
The ability to understand instructions and algorithms of
the activity demonstrate significant positive age-related
changes from 5—6 to 6—7 years [8; 18], which could be
related with an increase in the efficiency and volume of
WM observed between the ages of 5—6 and 9—10 years
[19]. Tt is important to note the intense formation of the
planning function at the age of 5 to 8 years, which deter-
mines the ability to organize one’s actions consistently
to achieve the goal [34]. The development of planning
becomes possible due to the formation of the hierarchy of
motives [17]. The hierarchical structure of motives and
their relations with inner objects’ images (rather than
directly perceived objects) are formed in the process
of development and execution of role-playing games,
constructive activity and other activities in which pre-
schoolers begin to implement their intentions [6; 17].

At preschool age, there is a significant increase in
the effectiveness of voluntary regulation of movements,
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including graphic movements, underlying the writing
skills development [4]. In 6-7-year-old children, prog-
ress in voluntary regulation of movements is expressed
also in the possibility of gaze fixing on the significant
features of objects. That suggests the development of
categorization and generalization processes, underlying
the creation of an internal model of the object [14]. At
this age, a child is able to use the sign as a means of ex-
ternal mediation [5], which also affects the regulation of
mnestic activity, allowing the development of semantic
memory [9].

The development of EF, which controls cognitive
processes, social behavior and affective reactions, is
critical for cognitive development, school success and
general life achievements [26]. The effectiveness of EF
turns out to be a predictive sign of school success in a
number of disciplines [19; 22; 24] and even predicts the
development of social intelligence and moral forms of be-
havior [32]. A longitudinal study [24] found that scores
of visual WM measured in 4-year-old children predict
the success of these children in learning mathematics at
7 years. In children aged 3 years, the statistical relation-
ship is already found between the abstract thinking abil-
ity and cognitive flexibility [29].

Thus, the preschool age is characterized by the in-
tense development of EF, which makes it extremely in-
teresting and relevant for a thorough study and analysis
of their influence both on cognition and behavior, and
on the readiness of children for systematic learning and
their future academic success at school. The goal of this
study is to analyze the relationships between the level of
maturity of various components of EF in preschoolers on
the one hand and the readiness for systematic learning
and the success of mastering the education program in
the preschool organization on the other hand.

Method

295 children aged 6—7 years who attended the
school preparatory group of the kindergarten, and chil-
dren aged 5—6 years who attended the senior group of
the kindergarten participated in the study. Based on the
expert opinion of teachers, the children in each group

were divided into 3 subgroups depending on the success
(high, average, low) of mastering the school preparation
program and participation in the educational process
(see Table 1).

To assess the formation of EF, group and individual
studies were used. The group study included the follow-
ing tests:

e Reciprocal Motor programmer Test is aimed to ana-
lyze the possibilities of following the speech instruction,
suppressing immediate habitual reactions, switching;

* Graphomotor Sequences Task is aimed to study the
possibilities of mastering a motor program when copy-
ing a visual sample, switching from one element of the
program to another, and automatization of motor series;

* Spot the Difference Task is aimed to assess selec-
tive visual attention, its distribution and switching from
one image to another;

* Cancellation Test allows to evaluate the ability to
keep attention on a monotonous task and switch from
one rule to another;

o “The Zoo Task” allows to evaluate visual-spatial
WM;

o The Trail Making Test is aimed at analyzing the
possibilities of holding the program, planning the next
action, suppressing immediate reactions.

o The Maze-tracing Task is aimed at analyzing the
possibilities of forming an activity strategy and sup-
pressing direct reactions;

* Digit Symbol Coding Task allows to evaluate the ef-
fectiveness of voluntary attention, including its selectiv-
ity, the possibility of switching and long-term retention
on the task;

o Three-dimensional Drawing Task: allows to evalu-
ate the possibilities of planning and creating a copy
strategy based on analytical and holistic components of
perception.

Some of the tests were taken from the methods of
traditional neuropsychological examination of children
[13], some are used in group neuropsychological di-
agnostics [1], and some were modified specifically for
this study. Frontal diagnostics was carried out by one
teacher in a group of no more than 12 people with the
participation of 2-3 assistants who helped children with
difficulties in understanding instructions and recorded

Table 1
Subgroups of children participating in the study
Subgroup 1 Subgroup 2 Subgroup 3

Group (high success) (average success) (low success) Total

6—7 years old n=75 n =67 n=21 n =163
(6.67+0.37 yrs.) 34 boys 33 boys 14 boys 81 boys
5—6 years n =61 n =54 n=17 n=132
(5.67£0.46 yrs.) 21 boys 31 boys 13 boys 65 boys

TOTAL participants 295 children

146 boys
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various behavioral manifestations in the form of impul-
sivity or emotional reactions that were inadequate to the
examination situation.

An individual study included 4 computerized meth-
ods from the “Praktika-MSU” battery of tests [2] pre-
sented on the touch screen of a tablet:

o Cancellation test is aimed at assessing the ability to
keep attention on a monotonous task (series 1) and switch
from one instruction to another (series 2). In each series, the
child is presented with a 16x12 table, the elements of which
are six different geometric shapes. In series 1, the child is
asked to find and mark all the figures of one type — circles,
in series 2 — figures of two types — circles and stars.

 Hands-Legs-Head (HLH): a 1-back task procedure
adapted for children, used to assess the development of
WM and concentration.

e Corsi Block-tapping Test: the technique is aimed
at assessing the visuospatial WM. In different places of
the screen, images of cubes (from 2 to 9) are highlighted
in turn in a certain sequence. The task of the child is to
remember and then reproduce this sequence (if the an-
swer is correct, the length of the reference sequence in
the next sample increases).

* Hearts and Flowers Test is a modified method of
The Dots Task [25; 26], consisting of three subtests, each
of which presented 20 stimuli. Subtest 1 (task to press
the response button on the same side where the image
appears) assesses the ability to follow the instructions
and reaction speed, subtest 2 (task to press the button on
the opposite side from the image) — the ability to sup-
press direct response. In subtest 3, the participant needs
to switch between two competing programs (combining
the first two subtests).

Based on the results of performing neuropsychologi-
cal tests according to the scheme proposed by Semenova
O.A. [16], the individual characteristics (presence/ab-
sence of implementation difficulties) of separate com-
ponents of EF were evaluated. The assessments of these
components were combined into four integral indicators:

— deficit of programming functions (average indica-
tors of difficulties in understanding instructions or algo-
rithms and creating a strategy of an activity),

— deficit of selective regulation (average of scores
that depicts difficulties in overcoming immediate (im-
pulsive) reactions, switching from one action to another,
switching between programs, difficulties in difficulties of
sustained program execution),

— deficit of voluntary control of one’s own activities,
as well as

— general index of EF deficit (average of the deficits
of programming, selective regulation and control).

All task evaluation parameters included in the inte-
gral indicators of the immatureness of certain compo-
nents represent a system of penalty points: the minimum
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score corresponds to the best performance, and the maxi-
mum score corresponds to the worst performance. The
statistical software package SPSS 28.0 was applied for
data processing. Non-parametric Kruskal-Wallis (H)
and Mann-Whitney (U) criteria were used for assessing
the significance of group and subgroup differences in the
analyzed neuropsychological parameters.

Results

Functions of programming, selective regulation

and control

Comparison of children aged 5—6 and 6—7 years re-
vealed significant age differences between the groups in
terms of the level of EF development, assessed according
to neuropsychological examination results, both in terms
of the overall EF deficiency index (U=3216, p=0.042),
and separately for three indices:

— deficit of programming (U=5638.5, p<0.001),
including deficit of internalization of ready-made pro-
grams (U=6949, p<0.001) and creation of activity strat-
egies (U=6510.5, p<0.001);

— deficit of selective regulation (U=5128, p<0.001),
including the number of perseverations of program el-
ements (U=4800.5, p<0.001), repeating of whole pro-
grams (U=6267.5, p<0.001), difficulties of sustained
program execution (U=5479.5, p<0.001) and impulsiv-
ity (U=6135.5, p=0.03);

— deficit of control (U=6117, p<0.001).

In accordance with the study goal, neuropsychologi-
cal indices were compared in subgroups of children
with different success rates in learning (Fig. 1, 2) for
each age group. An intergroup comparison in terms of
the overall EF state index revealed significant differenc-
es in all three subgroups both in the older (6-7-year-old)
(H=19.735, p<0.001) and in the younger (5-6-year-old)
(H=15.735,p<0.001) groups. In children aged 6-7 years,
the compared subgroups showed significant differences
in almost all neuropsychological indices: programming
deficit (H=12.228, p=0.02), primarily in terms of strat-
egy formation difficulties (H=9.968, p=0.007); selective
regulation deficit (H=20.437, p<0.001), including the
severity of impulsivity (H=12.357, p=0.02) and difficul-
ties in task switching (H=17.168, p<0.001), sustained
program execution (H=14.516, p< 0.001), as well as
by the number of perseverations of program elements
(H=12.283, p=0.002); and by control deficit (H=8.929,
p=0.012). At the same time, pairwise comparisons of sub-
groups 1 and 2 did not reveal any differences in relation
to the programming deficit index (and its components)
and control; thus, subgroup 2 turned out to be closer to
subgroup 1 than to subgroup 3 in terms of neuropsycho-
logical parameters of EF.
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EF deficit in 6-7-year-old children
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Fig. 1. Integral neuropsychological indices characterizing the state of various components of EF
in preschoolers with different degrees of success in learning

At 5—6 years, intergroup differences were found for
all EF deficit indices:

— programming difficulties (H=8.159, p=0.017),
including difficulties in understanding instructions
(H=12.095, p=0.002);

— difficulties in selective regulation (H=11.244,
p=0.004), including impulsivity (H=9.335, p=0.009),
perseveration at the action level (H=9.413, p=0.009),
difficulties in task switching (H=9.631, p =0.008), dif-
ficulties in sustained program execution (H=14.187,
p<0.001);

— control difficulties (H=11.773, p=0.003).

Differences were not found only for the parameter
reflecting the difficulties of creating activity algorithms,
which showed high rates in all subgroups, which indi-
cates the immaturity of this EF component. For almost
all analyzed neuropsychological indices, pairwise com-
parisons of subgroup 1 with the other two were signifi-
cant (ps<0.05), and there were no differences between
subgroups 2 and 3.

Working memory

The effectiveness of WM was assessed using three
tasks — the Zoo, Corsi Block-tapping Test and Hands-
Legs-Head. The main indicators of the effectiveness of
WM were accuracy (the number of correct answers),
the number of errors of various types, the pace of ex-
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ecution and productivity (the product of accuracy
and pace). WM indicators showed significant age dif-
ferences between children aged 5—6 and 6—7 years:
older children made fewer mistakes in the Zoo Task
(U=8747.5,p=0.012), completed the Hands-Legs-Head
Test more accurately (U=1473.5, p=0.019), produc-
tively (U =1115.5, p<0.001) and quickly (U=3128.5,
p=0.012), and more often correctly reproduced long
sequences of 4 elements in the Corsi Block-tapping Test
(U=940.5, p<0.001). They also showed a higher re-
sponse rate within the trial (U=1150, p<0.001) with
shorter pauses between them (U=1148, p<0.001).

In children aged 6-7 years, the comparison of sub-
groups with different level of learning readiness allowed
to find significant differences in terms of productivity
parameters (H=29.030, p<0.001) and the number of cor-
rectly shown sequences of 4 (H=30.433, p<0.001) and
5 (H= 29.030, p<0.001) elements in the Corsi Block-
tapping Test, and in the HLH test — in terms of accu-
racy (H=12.085, p=0.002) and productivity (H=7.776,
p=0.020). In terms of WM productivity, children with
the average learning readiness were close to the subgroup
with the low learning readiness: pairwise comparisons
revealed differences (ps<0.05) only between subgroups
1 and 3 according to the parameters of HLH described
above, and According to the Corsi Block-tapping Test,
differences were noted only between subgroups 2 and 3
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Fig. 2. Neuropsychological indices characterizing the state of various components of programming and selective regulation
in preschool children with different degrees of success in learning (designations of subgroups with different success
in learning — as in Fig. 1)
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WM productivity in children aged 6-7 yrs.
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Fig. 3. The productivity of WM in preschoolers with different degrees of success in learning
(designations of subgroups with different success in learning — as in Fig. 1)

in terms of the number of repeated answers — persevera-
tions (U=462, p=0.035). Speed indicators depending on
success in training did not differ.

In the younger group, children with different
learning readiness significantly differed in productiv-
ity (H=13.066, p=0.001) and accuracy (H=18.315,
p<0.001) in the Zoo Task, as well as in the number of re-
peated choices (H=8.683, p= 0.013) in the Corsi Block-
tapping Test. Pairwise comparisons showed that children
with the high level of learning readiness more often cor-
rected errors in the Zoo Task (ps<0.05), less often made
errors by the repeated stimulus selections (ps<0.05) in
the Corsi Block-tapping Test.

Inhibitory control and cognitive flexibility

Consider the results of the Hearts and Flowers (The
Dots task) Test, which evaluates, along with the ability
to understand and retain programs of varying complex-
ity, the ability to suppress habitual actions (inhibitory
control) and switch from one action to another (cogni-
tive flexibility). Productivity significantly increased in
children aged 6-7 years compared with children aged
5-6 years in the first, the most simple series of this test
(U=2503,p<0.001), and in the second, more complex se-
ries (U=2621, p<0.001) where it was necessary to push
the button from the side of the stimuli. The number of
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errors decreased with the age (in series 1: U=2965.5,
p=0.001; in series 2: U=2936, p=0.002), including omis-
sions (in series 1: U=2636, p<0.001; in series 2: U=2891,
p<0.001). Children aged 6-7 years made fewer errors and
omissions in the entire test (errors: U=3214, p=0.022,
omissions: U=2440, p<0.001). In series 1 and 2, the re-
action time decreased (in series 1: U=2926.5, p=0.003;
in series 2: U=2772.5, p<0.001), which also decreased
throughout the test as a whole (U=2986.5, p=0.004). In
the third, most difficult series, requiring the retention of
two programs at once, no age differences were found.

In children aged 6-7 years, a number of differences
in the performance of the test by children with different
learning readiness (Fig. 4) were found for productivity
(H=8.595, p=0.014) and errors (H=11.115, p=0.004) in
series 2. Pairwise comparisons also revealed differences
between children with high and average learning readi-
ness in terms of the number of errors in the third series
(U=1108, p=0.04), and children with average learning
readiness did not differ from the low-ready ones.

In children aged 5-6 years, subgroup differences were
obtained for productivity in the second series (H=8.734,
p=0.013) and the number of errors in it (H=11.611,
p=0.003), as well as for productivity in the first series
(H=6.019, p=0.049) and the number of omissions in it
(H=6.998, p=0.030). Pairwise comparison of subgroups
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in children aged 5-6 yrs

200 178
163 154
150 140 434
100
- I
00

1 =ries 2 =eries

high ™ medium B low

Fig. 4. Productivity of the Hearts and Flowers performance by preschoolers with different degrees of success
in learning (designations of subgroups with different success in learning — as in Fig. 1)
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at this age did not reveal a difference between children
with low and average learning readiness.

Sustained attention in monotonous activities

Age-related changes of the ability to sustain a sim-
ple (subtest 1: cross out one type of stimulus) and more
complex (subtest 2: cross out two types of stimuli)
program during monotonous activity in the Cancel-
lation Test was revealed for accuracy (test as a whole:
U=3112, p=0.003, subtest 1: U=2910.5, p<0.001, subtest
2: U=2711, p<0.001), the number of incorrect answers
in subtest 1 (U=3725, p=0.015), omissions in the entire
task (U=1224,p <0.001), as well as in the 1st (U=2994.5,
p<0.001) and 2nd (U=2708.5, p<0.001) subtests.

In children aged 6-7 years, subgroup differences as-
sociated with the level of learning readiness were found
for accuracy (test as a whole: H=10.897, p=0.004; sub-
test 1: H=9.903, p=0.007, subtest 2: H=8.277, p=0.016),
the number of skips (subtest 1: H=10.897, p=0.004;
subtest 2: H=8.327, p=0.016), productivity of subtest 1
(H=6.573, p=0.032). Pairwise comparison showed no
statistically significant differences between subgroups 2
and 3.

In children aged 5-6 years, the performance of the Can-
cellation Test by the three compared subgroups differed
only in terms of the number of incorrect answers in subtest
2 (H=7.471, p=0.024). Pairwise comparison revealed no
significant differences between subgroups 1 and 2.

Discussion

The study made it possible to obtain new, previously
not described in the specialized literature data on signifi-
cant age-related progressive changes in various EF com-
ponents in children aged 5—7 years. This was largely fa-
cilitated by the combination of the qualitative syndrome
analysis, traditional for Russian (Luria) neuropsycholo-
gy, and more accurate quantitative methods of assessing
the individual and age characteristics of children’s cog-
nitive activity. With the help of quantitative computer
research methods, it was possible to detect an increase in
the efficiency of WM (in the Hands-Legs-Head and Cor-
si Block-tapping Tests), in the ability to suppress task-
irrelevant actions (in the Hearts and Flowers Task) and
in sustained attention (in the Cancellation Test). These
data are of high value for further research and practice
because the listed indices of quantitative methods can
be reasonably used to assess EF in senior preschoolers.
Moreover, such assessment implies the acquisition of a
large amount of accurate quantitative data that may be
validly used to compare children with each other.

In accordance with the main goal of the study, we
have managed to show the relationship between chil-
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dren’s EF components (programming, the selective regu-
lation and control of behavior), school readiness, and
success in mastering preschool educational programs.
Both 5—6— and 6—7-year-old children with high, me-
dium, and low levels of learning readiness (LR) were
found to be significantly different from each other in
terms of EF in general-and in terms of programming,
regulation and control of behavior in particular. These
findings are consistent with the results of previous neu-
ropsychological studies based on the principles of the
qualitative syndrome analysis proposed by A.R. Luria
[8; 15], as well as with the results of quantitative behav-
ioral studies of EF [26]. It is interesting that 6—7-year-
old children with a medium level of LR are similar to
their peers with a high LR in terms of EF development.
The difference between them concerns only the selec-
tive regulation of behavior: children with high learn-
ing readiness have fewer manifestations of elementary
perseverations and cognitive inertia during task perfor-
mance. The difference between children with medium
and low levels of learning readiness concerns the major-
ity of EF indices. The situation is different for children
aged 5—6 years: the difference between participants
with high and medium LR levels was observed practi-
cally for all EF components. At the same time, the dif-
ference between children with high and low LR was
shown only for some aspects of the selective regulation
of behavior, such as switching difficulty in the form of
elementary perseverations. These age-related differ-
ences might reflect potential abilities of 5—6-year-old
children with low LR, i.e. progressive changes in EF de-
velopment at older ages, which seems to be a favorable
background for the work of teachers and psychologists.

The results of performing WM tasks generally indi-
cate low efficiency of WM in both 5—6- and 6—7-year-
old children with low LR. Tt should be noted that the
tests showed different sensitivity to the level of learn-
ing readiness in two age groups. The Zoo Task turned
out to be more sensitive in the group of children aged
5—6 years: children with high LR were more productive,
made fewer mistakes and corrected their mistakes more
often during task performance. More difficult tests based
on the 1-back task (Hands-Legs-Head) or on a longer se-
quence of elements (Corsi Block-tapping Test) were in-
dicative for children aged 6-7 years: children with high
LR memorized longer sequences (average number is
5.4 elements), made fewer mistakes in sequences with 4
and 5 elements (stimuli). It is interesting that in both
age groups, children with medium and low levels of LR
pressed the element they had already chosen from the
sequence in the Corsi Block-tapping Test more often. It
might be due to the fact that they forgot both the se-
quence and their own actions. It is worth noting that
children aged 6—7 years differ from younger preschool-
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ers not only in the productivity of performing tests but
also in the speed of performing WM tasks.

The results of the Hearts and Flowers Test showed
that the ability to suppress task-irrelevant actions was
the most sensitive in relation to the learning readiness
index in both age groups: children with high LR showed
greater productivity and made fewer mistakes during
the performance of subtest 2. This very age period is as-
sociated with the vigorous development of inhibitory
control [33], which continues to develop during the pri-
mary school period [23]. At the same time, the differenc-
es between 6—7-year-old children with low and medium
levels of LR were also observed during the performance
of subtests requiring program switching, which is asso-
ciated with cognitive flexibility; the differences between
5—6-years-old children with high and low LR were ob-
served during the performance of a task requiring the re-
tention of a simple program.

The obtained results indicate the importance of the
formation of WM, inhibitory control and cognitive flex-
ibility in senior preschoolers as well as the immaturity of
EF components in a significant number of children aged
6—7 years. According to [20], even 7-year-old children
have difficulty in performing-tasks that require the reten-
tion of several possible characteristics of an object and the
switching of attention from one characteristic to another.

The ability to focus attention on monotonous activities
also appears to be an important LR factor. The results
of the Cancellation test differ between children aged
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6—7 with a high level of LR and their peers: “success-
ful” children perform this test more accurately and with
fewer omissions. At the age of 5-6, children with high LR
also make fewer mistakes and correct them more often.
At the same time, the ability to detect a mistake and cor-
rect it is immature during the primary school period [30].

Conclusion

Academic performance and the effectiveness of al-
most any behavioral pattern largely depends on the
state of executive functions, which provide purposeful
activity and the voluntary regulation of behavior, i.e.
the ability to be disciplined, to sustain attention for a
long time, to switch promptly from one task to another,
to control own behavior and its results. This statement
is confirmed by numerous neuropsychological and ex-
perimental studies [20; 27; 35]. The results of the cur-
rent study showed how important the formation of EF
in senior preschoolers is for learning readiness. Based on
our results, the identification of specific EF components
(mostly related to school readiness) can contribute to
the development of specific evidence-based methods of
developmental education and their further inclusion in
preschool education programs. This, in turn, can mini-
mize the possible educational, emotional, behavioral and
social consequences of children’s maladaptation during
the preschool and primary school periods.
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This study aims to examine the features of text construction in terms of vocabulary and grammar in children
with a weakness in the auditory verbal information processing (AV-group) and with a weakness in executive
functions (programming and control of voluntary activity, EF-group). The participants were 71 second grade
children from Moscow schools (mean age 8.8 years old, SD 0.29 years; 36 girls, 35 boys). Four groups were select-
ed: children with good and weak development of AV and children with good and weak development of EF. The
main hypothesis of the study, following A.R. Luria, was that in children with the weakness of AV, first of all, the
paradigmatic mechanisms of word choice will suffer, and in children with the weakness of EF, the syntagmatic
mechanisms for constructing a phrase and text. The use of non-parametric statistical analysis (Mann-Whitney
test) showed the validity of the hypothesis and revealed the main errors in the narrative construction by children
with both the weakness of AV and EF. The discussion of the results included consideration of the arguments in
favor of a single or dual mechanism for the acquisition of vocabulary and grammar in children.
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€0 cabocThio (DYHKIMH MPOrpaMMUPOBaHUst U KOHTPOJIst (3-uit 6s10k). BbiGopky cocraBuim 71 pebeHOK
BTOPOTO KJjiacca ikoJi I. MockBbI (cpegnuii Bozpact — 8,8 jer, cr. otk — 0,29 71.; 36 meBouek, 35 Majib-
unkoB). U3 Beeil COBOKYITHOCTH jieTeii Obli 0TOOPAHbI 4 TPYIIIIBL JeTH C XOPOIIUM 1 CJIabbIM PAa3BUTUEM
pyHKIMiT 2-T0 6JIOKaA ¥ IETH € XOPOIIMM U c1abbiM pasBuTHeM (pyHKINI 3-ro 610ka. OcHOBHASA THUIIOTE3a
nccaenoBanus, Beaen 3a A.P. JIypueii, 3akimodanach B TOM, 4TO y eTeki co ¢1abocThio BToporo 6yioka 6yayT
CTpajiaTh, IPesk/ie BCEro, MapaurMaTuiecKiue MeXaHu3Mbl BbIOOPa CJI0B, a Y JleTell co c1ab0CThIO TPETHETO
6/10Ka — CMHTArMaTUYECKUE MEXaHM3MbI MOCTPOeHus (hpasbl 1 TeKcTa. [[puMenenne HemapaMeTpudecKo-
TO CTaTUCTUYECKOTO aHain3a (Kputepnii ManHa— Y UTHH ) TTOKA3aJI0 CIIPABEIJIMBOCTH TUTIOTE3bI 1 BBISBU-
JIO OCHOBHBIE OMIMOKK B MOCTPOEHUN TEKCTOB AETbMU, KaK cO ¢1ab0CTbIo 2-T0 6JI0Ka, TaK 1 €O Cl1ab0CThIO
3-ro 6s10Kka. B ob6cyskaenne pesyabTaToB BOILIA AUCKYCCHS O €IMHOM HJIU ABOHOM MEXaHU3ME OBJIaleHU
JIEKCUKOI U TPAMMATUKOMN Y JI€TEH.

Kmouesvte cnosa: netckas peub, MOPOK/IEHNE peYH, CMHTarMaTUKa 1 Iapa/IurMaTuKa, CHHTaKCHC, JIEK-
CHKa, HeI‘;IpOHCI/IXOJIOI‘I/I‘IeCKOe O6C]IeI[OBaHI/Ie.
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Introduction

Neuropsychological profile of a child reflects weak
and strong sides of his/her cognitive functions. In other
words, it reveals an uneven development of structural
and functional components of higher mental functions
that can be identified in a neuropsychological assess-
ment. In each person, some brain structures and cor-
responding functions are developed better than others.
For instance, in those with better development of the
left frontal regions and weaker development of the left
dorsal regions, especially the temporal lobe, better ex-
ecutive functions (EF) and weaker ability for auditory
verbal information processing (AV) would be revealed
in the assessment [2; 7].

The aim of this work is to analyze the uneven devel-
opment of language in junior schoolchildren. Our study
tests the assumptions that in children with a relative
weakness of the anterior parts of the left hemisphere, not
only EF but also syntax of the text and sentences is im-
paired, and in children with a relative weakness of the
posterior parts of the left hemisphere, auditory language
processes and vocabulary are impaired.

These assumptions are based both on the theory and
empirical neuropsychological and neurolinguistic data.
Alexander Luria addressed the structure of language
activity in “Traumatic Aphasia” and described two as-
pects of language — nominative and predicative — and
analyzed their development in phylogenesis [8, p. 51].
Elaborating this idea in the “Basic Problems of Neuro-
linguistics” [10], he distinguished between the syntag-
matic and paradigmatic mechanisms for the formation of
utterance and related them to functioning of the anterior
and posterior brain regions (see [10, pp. 141—146].
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Our work addresses differences in development of
syntax and vocabulary in typically developing children
with arelative (mild) weakness of functions of the frontal
or dorsal regions of the left hemisphere. Previous studies
in Russian-speaking children support our assumptions,
but they are sparse and do not contain a detailed analysis
of language [3; 4; 6; 12; 14; 15; 30].

Method

Seventy-one second grader from Moscow schools
took part in the study (mean age 8.8 years old, SD 0.29
years; 36 girls, 35 boys). None of the participants had
mental development disorders. Parents (or legal repre-
sentatives) of the children gave an informed consent for
the use of the neuropsychological data with scientific
purposes.

All children underwent a neuropsychological examina-
tion [11]. Then neuropsychological profiles were construct-
ed for each child. These profiles reflected the development
of EF and functions of serial organization, functions of au-
ditory and visual-spatial information processing, and left-
hemisphere and right-hemisphere strategies.

A rank table was created based on these profiles. For
each index, each child was assigned a rank. This pro-
cedure allowed us to identify children with the high-
est and lowest levels of corresponding functions in the
sample.

For the analysis of text construction, four groups of
participants were selected based on the rank table: two
groups with better/worse EF and serial organization
(indices 3.1 and 3.2) and two groups with better/worse
AV (index 2.2) and analytic (left-hemisphere) strategy
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of information processing (L index). Each group com-
prised 10 participants.

The children for the “better” group were selected
from the upper part of the rating list for the main index
and from the three upper quarters for other indexes. In
particular, the “better” EF group consisted of children
with the values 1—24 for the index 3.1 (EF), and with
the values 7—27 for the sum of 3.1 and 3.2 indices, i.e. for
the entire third unit of the brain (according to Luria).
The “worse” EF group consisted of children with the val-
ues 55-71 for the index 3.1, and with the values 54—71
for the sum of indexes.

The “better” AV group comprised children with the
values 3—25 for the index 2.2., and the values 1—28 for
the L index (left-hemisphere strategy). The “worse” AV
group included children with the values 55—70 for the
index 2.2, and with the values 48-70 for the L index (see
Table 1).

During the neuropsychological assessment, children
were asked to generate a narrative based on a series of
pictures. They were presented with four pictures for the

“Garbage” story (see Figure 1), and asked to tell what
happened in these pictures. If the narrative was incom-
plete, additional questions were asked.

All narratives were thoroughly analysed to identify
parameters of language that characterize children with
worse EF and children with worse AV.

As a result, three groups of parameters were identi-
fied. The first one consisted of general narrative param-
eters, for example, the characteristics of narrative de-
ployment and transmission of its message; grammatical
parameters, and lexicosemantic parameters reflecting the
child’s vocabulary.

The following characteristics were included in the
list of general narrative parameters that proved their
efficiency in previous research: narrative programming,
semantic completeness, semantic (conceptual) ade-
quacy, speech rate [11], narrative structure (goal — at-
tempt — outcome) [29], and type of narrative (distorted,
incomplete, complete, according to Irina Ovchinnikova)
[25]. We also took into consideration the omissions of
semantic parts, logical errors, and the elements of typical

Table 1

Average rank values (top line) and range of the values (bottom line) of neuropsychological indexes

for the four groups of participants

31 3.1+3.2 2.2 L 2.4 R Total rank

Better EF group 15.7 15.5 30 24.65 18 23 11.2
2.5—24 7—27 4-60 3—50 1—38.5 2—54 1—23

Worse EF group 63.8 64.7 30.6 35.5 48.5 45 61.2
52171 34—T1 1—71 6—71 22 —171 19 — 68 36 — 71

Better AV group 31.1 29 14.5 14 30 29.4 22.1
8§ —59 12 — 50 3—25 1—28 6—58 6 — 60 8§—39

Worse AV group 38.4 39.5 64 55.8 45.5 39.8 48.4
5.5—69 11 —63 35—170 16 — 70 19 — 65 4—171 25— 68

Note. 3.1 and 3.2 are the indices of EF and serial organization, respectively; 2.2 and 2.4 are the indices of AV and visual-spatial
functions, respectively; L and R are the indices of the left— and right-hemisphere strategies, respectively.

Fig. 1. Series of pictures for a narrative
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genre-related style such as the presence of special intro-
duction and ending of the narrative [18].

Finally, our analysis included the following narra-
tive characteristics: 1) Narration mistakes (logical errors
and omissions of the semantic parts); 2) Narrative length;
3) Programming of an utterance (the presence of all seman-
tic parts and the construction of a phrase); 4) Introduction
and ending; 5) Narrative type (distorted, incomplete, com-
plete); 6) Narrative structure (goal — attempt — outcome);
7) Semantic completeness (based on a set of key words from
the table 13 of the book [11, p. 40]; 8) Semantic (concep-
tual) adequacy [11, p. 41—42]; 9) Speech rate.

Programming, semantic completeness, and semantic
(conceptual) adequacy were the most challenging pa-
rameters for the analysis. Let us compare two narratives
to see how these features are used:

(Example 1) Once upon a time there was a man. He
was always angry with everything. Once he decided to
throw away the garbage to a garbage... to... a dump. He
started throwing it in, but the wind blew, and it all flew
over the man. And he was mad.

(Example 2) Well, a strong wind was blowing. And a
man... Well, just a person, he went... Then he did this, he
threw, and it all flew back. Because of the wind.

In the Example 1 we can see a successful deployment of
the program of the narrative. The introduction is present
(Once upon a time there was a man), and the protagonist
is described (He was always angry with everything). Then,
the goal of his actions is explained (Once he decided to
throw away the garbage), and the action is described (He
started throwing it in) which met an obstacle (but the wind
blew), and resulted in a failure (it all flew over the man).
Then, an emotional reaction of the protagonist is indi-
cated (And he was mad.). Thus, a successful programming
provides the coherence of the narrative; semantic (con-
ceptual) parts consequently transmit the development of
the plot based on the hierarchic predicative program of
the narrative. The semantic completeness of this story is
optimal as well as its semantic (conceptual) adequacy.

In the Example 2 we see a distorted programming
of the narrative. First, the child mentioned the wind,
then the man’s actions, then the wind again. Important
semantic parts are omitted (where the man went, why,
what exactly he did, how the story ended). This is not a
coherent story. Semantic completeness is minimal, but
the meaning is not distorted and the semantic (concep-
tual) adequacy is achieved.

Let us consider other possible discrepancies between
the parameters of programming, semantic complete-
ness, and semantic (conceptual) adequacy. See the Ex-
amples 3 and 4.

(Example 3) Once, a man went to throw away the gar-
bage. First he... took the bucket...wanted to pour. Then... he
pour (an agrammatic error, wrong verb suffix “sypAt”), it
[flew on him. The wind was [lying, and everything on him...
All that garbage was flying on him. The end.

9

(Example 4) A man was carrying a bucket with gar-
bage. He brought it. He filled it. And everything went out.
Or, it was dust, yes, rather, it was dust.

The example 3 demonstrates a good beginning but a
messy continuation. There is no coherent plot deploy-
ment which speaks in favour of difficulties with pro-
gramming (this was evaluated with 2 points, with 0
meaning “good” and 3 meaning “bad”). Still, its seman-
tic completeness is much better, there are much more
than basic designations like garbage or a bucket, but the
circumstances of the action are indicated (where does
it fly? — at him), and certain definitions are provided
(what garbage? — all that garbage). Therefore, 21 points
were given for the semantic completeness. The Example
4 contains a sequence of actions, which confirms better
programming (1 point), but the details are minimal, and
the semantic completeness is very poor (6 points out of
30). Besides, the suggestion that someone was carrying
a bucket of dust is not very realistic, so 2 points (with
0 — “good” and 3 — “bad”) were given for the semantic
adequacy.

Thus, the programming of narrative represents its
coherence; semantic completeness reflects whether the
event was described accurately and in detail; and seman-
tic (conceptual) adequacy is related to the realism of the
description.

Let us consider other parameters of narrative and
corresponding examples.

In the Example 1, we see an introduction typical for
this genre (Once upon a time there was...). In the Ex-
ample 2, the child did not start his narration in accor-
dance to the genre standards and actually composed the
narrative as if he answered the interviewer’s question
“What happened here?”. The answer was: “Well, a strong
wind...” The first story contained a clear narrative struc-
ture “goal — action — outcome” (he wanted to throw out
the garbage — started throwing — everything was blown
at him). The second example contains only one of three
elements, an action (went, did).

Our assessment of grammatical parameters was
based on the assumption that typically developing chil-
dren by this age have already acquired the core of the
grammatical system of their native tongue. The syntac-
tic structure of a sentence is supposed to gradually be-
come more complex. In our sample, children experienced
little to no difficulties with grammatical connections of
verbs (case government) and concord. Therefore, to de-
scribe these features, we left only the criterion for the
presence of agrammatisms, while syntax was analysed
more thoroughly in terms of completeness and complex-
ity of sentences used by children.

The structural complexity was evaluated based on
the use of complex sentences, the length of a correctly
composed sentence, and the number of not only correct
but extended sentences. Simplification and distortion
were identified based on the number of incomplete sen-
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tences and omitted sentence parts (subjects, verbal pred-
icates, objective complements, and adverbial modifiers).
The “Garbage” series actually sets a difficult syntax task
for a child, since he/she has to transmit the simultaneity
of two actions (the wind blew when the man was pouring
out the garbage). Therefore, a typical mistake would be:
The old man went to the dumpster / and/ threw. Then, a
strong wind.

The grammatical parameters that we analysed were:
1) Agrammatisms (for example, “I etot musor ispachkal-
sya dyadya” — “And that garbage got dirty man”); 2) Syn-
tactic errors, e.g., omissions of necessary sentence parts
such as subjects (Flies at him), verbal predicates (Then,
a strong wind), objective complements, and adverbial
modifiers (And threw away); 3) Unfinished sentences
(Too much he put there and sh-sh-sh...); 4) Average sen-
tence length; 5) Maximal length of a correctly composed
sentence; 6) Proportion (Number) of correctly com-
posed extended sentences in a narrative composed inde-
pendently; 7) Number of complex sentences in an inde-
pendent narrative (not when answering a question such
as “Why?” — Because the wind started blowing).

Let us take a closer look at two examples.

(Example 5) A man walked with a bucket full of earth.
He wanted to throw it away. But it didn’t work out, be-
cause the wind blew, and all the earth fell into his face. Just
a little bit got into the tank.

(Example 6) He walked... He went to pour out. And
then he poured out and turned black (Because of what did
he turn black?) He probably carried coals. He with coals
... to pour out. Spilled too much and sh-sh-sh ... (Too
much) Oh, no, it was blown out. The wind, he walked,
then he came, took out, began to pour out. And it all fell
on him. (Psychologist’s words are underlined, agramma-
tisms are in bold).

The Example 5 demonstrates a good development
of syntax. The narrative contains a variety of syntactic
structures, with a complex sentence consisting of three
simple sentences.

In the Example 6, on the contrary, we see agramma-
tisms (“On s uglyami... vysypat” — He with coals... to
pour out (Infinitive); “Yego vydulo” — It was blown out
(singular form “it” instead of plural form)); unfinished
sentences (He walked), many sentences in which their
necessary members were missing (He went to pour out —
Pour out what? Where?; Too much spilled — What?
Where?; And then poured out and became black — Pour
out what? Where?). In the Example 6, there is only one
sentence in which there are no omissions of valences:
“And it all fell on him.”

Lexicosemantic parameters were selected based on
the features of AVdescribed in [11]. In addition, a new
parameter “target nomination” was also proposed. This
parameter assesses whether three key objects of the situ-
ation are named correctly, which requires the use of the
low-frequency words (garbage, bucket, dumpster).
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The basic lexicosemantic parameters included
1) Lexical errors (verbal paraphasias (a bucket or a bar-
rel instead of a dumpster), word-formation errors (“odul”
instead of “podul”); word-finding difficulties (decided
to throw away the garbage to a garbage... to... a dump);
2) Substitution of the noun with a pronoun (without an-
tecedent); 3) Verbal-perceptual errors (coal or water in-
stead of garbage); 4) Use of object attributes and action
attributes (adjectives and adverbs); 5) Number of target
nominations; 6) Pronominalization index (the ratio of
pronouns to nouns).

Let us consider the examples from the better (the Ex-
amples 7 and 8) and the worse groups (the Examples 9
and 10).

(Example 7) A man was going to throw away the gar-
bage. He approached the dumpster and wanted to throw
the garbage there, but a strong wind rose. And all the gar-
bage covered him from head to toes.

(Example 8) Someone was carrying a bucket. Then he
threw it, and got spattered (And why was he spattered?)
Maybe there was too much water.

(Example 9) Here a man or an old man was transport-
ing, well, he was carrying mushrooms, and put here. And
this is what he was carrying. This is what he was going to
put. This is what he had already put. He is taking out, and
here he is done. (And what happened to him then?) He
got black. (Why?) Because... Did he get black because of
the coal? (Where does the coal come from?) Because the
coal... You need to go far to get it. (So, was he going for
the coal?) Well, first he was walking, then he wanted to
pour out the coals, then he poured it, and then he was done
pouring the coal, and then he got black accidentally. Dust
was kicked up.

The use of vocabulary in the Example 7 is normal. In
the Examples 8 and 9 there are errors of lexical choice
(to put instead of to throw) and verbal-perceptual er-
rors (mushrooms instead of garbage). In the beginning
of the narrative, pronouns someone and this is what are
used; these pronouns without antecedents replace the
required nouns. While in the Example 7 we see such ad-
jectives as strong, in the Examples 8 and 9 there are no
adjectives whatsoever. In the Example 9 the child did
not name any of the objects from the goal nomination
(garbage, bucket, dumpster).

The obtained data were processed with Statistica 12
software. First, we analysed descriptive statistics for all
groups. Then the groups were compared with non-para-
metric Mann-Whitney test since each group consisted of
10 participants.

We compared 1) children with better and worse EF,
2) children with better and worse AV and analytic (left-
hemisphere) strategy, and 3) children with low values
from both groups.

Thus, we revealed typical features of children with
worse EF and AV (and analytic strategy in general), and
the specifics of all types of errors.
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Results

In accordance with our hypothesis, the most signifi-
cant differences between children with better and worse
EF were seen in the programming of narrative. Program-
ming is the deployment of narrative based on the inter-
nal plan of the content. It concerns the logical sequence
of parts of the story, the presence of its significant parts,
and the correct construction of sentences. The weakness
of story programming is reflected in the omission of parts
of the text (Z =-2.72, p<0.01) and in the type and struc-
ture of the created stories (respectively, Z = 2.1, p<0.05
and Z = 3.5, p<0.01). In weak children, the overall
speech rate significantly slows down (Z = 2.87, p<0.01).

Therefore, as a rule, these children experience significant
difficulties with unfolding of narrative, they remake sen-
tences several times trying to make them complete and
express basic meaning. The difficulties of text program-
ming are also related to more specific difficulties, namely
the presence of logical errors (Z=-2.26, p<0.05) and the
non-use of indicators for the beginning and ending of
the story (Z=2.1, p<0.05). Semantic completeness of a
narrative is also affected (Z = 1.68, p = 0.09). Moreover,
we can also note a lower level of semantic (conceptual)
adequacy of the story (Z = -2.32, p<0.05), but it was
observed mainly in children characterized by poor EF
combined with the weakness of the right-hemisphere
functions.

Table 2

Quantitative outcome of the narrative analysis in four groups (group average in the top line,
minimal and maximal values for the group in the bottom line)

| Better EFgroup | Worse EF group | Better AV group | Worse AV group
Narrative parameters
Omitted narrative parts 0.1 1.4 0.6 1.2
0—1 1—3 0—-3 0—4
Number of logical errors 0.1 0.7 0.1 1
0—1 0—2 0—1 0—2
Number of words in the independently 26.1 20.9 24.3 22.6
composed narrative 15—39 10—34 12—35 9—31
Semantic completeness 19.5 16.2 21.3 114
15—21 6—21 12—27 6—18
Speech rate 1.65 1.15 1.46 1.01
1.17—2.5 0.7—1.7 0.9—2.3 06—1.6
Indicators of the beginning and the ending of 1.9 11 1.4 0.8
narrative 1-3 0—-3 1-2 0—-2
Semantic (conceptual) adequacy* 0.1 1 0.3 1.3
0—1 0-3 0—2 0—2
Programming* 0.5 1.9 0.6 1.3
0—1 1—3 0—2 0—2
Narrative type 1.2 (2.8) 0.7 (1.6) 1(2.7) 0.3(1.8)
(Narrative structure) 1—2(2-3) 0—1(1-2) 0—2(2—-3) 0—1(1-3)
Onmitted verbal predicate 0 0.3 0.1 0.1
0—2 0—1 0—1
Omitted subject 0 0.1 0.1 0.3
0—1 0—1 0—2
Omitted object complement 0.2 0.8 0.4 0.8
0—1 0—2 0—2 0—2
Omitted adverbial modifiers / attributes 0.1 0.4 0.3 1
0—1 0—2 0—1 0—2
Grammar-syntax parameters
Agrammatisms 0 0.4 0 0
0—2
Number of incomplete sentences 0.3 1.8 0.3 1
0—2 0—4 0—1 0—3
Number of sentences 3.7 4.8 3.7 3.9
2—-5 3-8 2—6 2—6
Average sentence length 7.04 4.5%% 6.7 6
5.7—8.3 3.2—7 5.3—8.7 4.2—10
Maximal length of a complete extended 11.9 6.7 11.4 8.3
sentence 7—16 4—10 7—16 3—16
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Better EFgroup | Worse EF group | Better AV group | Worse AV group
Number (and frequency) of complete extended 3.4(0.9) 2.1(0.5) 3.5(0.95) 2.4 (0.62)
sentences 2-5(0.7-1) 0—4(0—1) 2-6(0.7-1) 1-5(0.2-1)
Number of complex sentences 0.6 0.2 0.6 0.4
0—1 0—1 0—2 0—2
Lexicosemantic parameters

Errors in lexical choice 0.2 1 0.5 2.4

0—1 0—2 0—2 0—6

Word-formation errors 0.1 0.5 0.1 0.6

0—1 0—1 0—1 0—1

Word finding 0.8 1.2 0.2 1.2
0—3 0—4 0—1 0—4

Verbal-perceptual errors 0.2 0.2 0.2 0.8

0—1 0—1 0—1 0—2

Number of object attributes and action 1.6 1 2.7 0.8
attributes 0—3 0—4 0—4 0—4

Goal nomination 3.5 2.4 4.3 1.8
2—-5 0—5 1—6 0—4

Pronominalization index 0.6 0.5 0.4 1.01

0.14—2 0—1 0.14—0.8 0.25—2.7

* Higher values mean worse results

** Statistically significant differences between groups with worse EF and AV are in semi-bold

Let us return to the Examples 1—6 reflecting the lan-
guage in children with better and worse EF. In the Ex-
ample 1, the program of the narrative was deployed cor-
rectly. In the Example 2, the child was switching from
one picture to another, breaking the order of the events
(First the wind, then the man was walking, then everything
was flying because of the wind). There is neither ending
nor beginning of this story, it is rather an answer to a
question. Important semantic (conceptual) parts of the
story are missing, i.e., the goal of the protagonist and the
result obtained.

At the level of a sentence, syntagmatic difficulties
with the deployment of an utterance are also noticeable.
Such children produced multiple unfinished sentences
(Z=-2.74856; p< 0.01) which in turn reduced the aver-
age length of a sentence (Z = 3.4, p < 0.01). These par-
ticipants were truly challenged by the need to compose
complete extended sentences; therefore, their length and
frequency of their use was much less (Z =2.35, p=0.019
and Z = 3.23, p < 0.01). For the same reason, the neces-
sary sentence parts were often omitted (Z = -2.01083;
p<0.05) and complex sentences were used much more
seldom (at a trend level) (Z = 1.74, p = 0.08).

Let us focus on the agrammatisms. They are not seen
in all in children with better EF, but in children with
worse EF they are present, although it does not reach
the level of significance (Z = -1.76, p = 0.08). The same
is true for word-formation errors (Z = -1.85, p = 0.06).

In the Example 6, the child starts his narrative: He
walked... Without completing this sentence, he tries to
construct another sentence: He went to pour out. Still,
this sentence is not complete either since its important
parts — the direct object and adverbial modifier of place
(what is to be poured and where) — are missing,. The
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following sentences also remain short and unfinished
with their necessary parts omitted. Finally, in this case
we see the most severe difficulties of sentence construc-
tion, agrammatisms: “He with coals ... to pour out”; “It was
blown out” (about the coals).

Before we address the lexicosemantic aspect of lan-
guage in children with worse EF, it is important to em-
phasize Luria’s words about two ways of word selection:
by a paradigmatic mechanism and through “syntagmatic
connections” (distinguishing of a required word from
spoken language constructions” [9, p. 40]). Therefore,
it is no surprise that children with underdeveloped EF
demonstrated more errors of lexical choice compared to
the “better” EF group (Z = -2.32, p < 0.05), and lower
score in goal nomination (Z = 2.12, p < 0.05). Our data
confirmed Luria’s assumptions, and we also believe that
both the semantic incompleteness and lexical difficulties
can be explained through the lack of deployment of nar-
ratives and insufficient use of syntagmatic connections.

Thus, the main difficulties in coherent speech in chil-
dren with underdevelopment of EF include poor actual-
ization of syntagmatic connections — the deployment of
the text and individual sentences.

Now, let us discuss the results of children with un-
derdeveloped AV. According to our hypothesis, these
children mostly find themselves challenged when they
have to use paradigmatic mechanisms for lexical choice
in narrative production. Processing of the obtained data
confirmed this assumption.

The largest difference between children with better
and worse AV and analytic (left-hemisphere) strategy
was found in the semantic completeness of their narra-
tives (Z = 3.38; p=0.0007). Other differences indicated
the reasons for such incompleteness. These are lexical
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errors (Z = -2.81; p=0.004), word-finding difficulties
(Z = 1.7;p=0.005), difficulties with finding of goal nomi-
nations (Z = 3.04; p=0.002), and word-formation er-
rors (Z = -2.24, p=0.03). Children with poor AV lacked
necessary denominations for objects and actions that
were used for the assessment of semantic completeness
(walks/carries/pours out, garbage/bucket, approached,
dumpster/dump/trash, etc.). Usually, children tried to
compensate their deficiencies replacing required words
with pronouns (often without antecedents) or with pro-
nominal adverbs (Here a man or an old man was trans-
porting, well, he was carrying mushrooms, and put here.
And this is what he was carrying. This is what he was going
to put.) Therefore, we see the use of predominantly pro-
nouns and their significant predominance over nouns.
The Pronominalization index (pronouns/nouns rela-
tion) was significantly higher in children with weak AV
(Z =-2.31,p=0.002). The poverty of the vocabulary con-
cerns not only nouns and verbs, it is also seen in the rare
use of adjectives and adverbs (Z = 2.46, p <0.01).

In addition to verbal (lexical) errors, children also
make verbal-perceptual errors. Their difference is ex-
pressed at the level of a tendency (Z = -1.87, p=0.06).

At the sentence level, such children used much fewer
complete extended sentences (Z = 2.75, p<0.01). The
most significant differences are observed in the omis-
sions of adverbial modifiers and attributes (Z = -2.67,
p=0.007). Subjects, predicates, and objects were omitted
much less, though. That is, the basis of a sentence is more
preserved. It seems that the preservation of the basis of
a sentence is due to stable syntagmatic connections, and
the non-use of circumstances and definitions is due to
the fact that these are additional, much more variable
parts that are not fixed in the structure of a sentence.
The same facts, in our opinion, can also explain the in-
complete, unfinished sentences (Z = -2.22; p=0.05) and
lesser maximal length of an extended sentence at a trend
level (Z =1.79; p = 0.07).

At the text level, problems with word selection are
reflected, in addition to insufficient semantic complete-
ness, in a decrease of the overall speech rate (Z = 2.31,
p<0.05), in the non-use of indicators for the beginning
and ending of the story (Z = 2.02, p<0.05), as well as
in the worst type and structure of narratives (Z = 2.67,
p<0.01 and Z = 2.22, p<0.05, correspondingly). The fact
that logical errors were much more frequent in the nar-
ratives of children with weak AV can also partially be
explained by their problems with the word selection. Let
us consider the following example.

(Here a man or an old man was transporting, well, he
was carrying mushrooms, and put here. (...) (And what
happened to him then?) He got black. (Why?) Because...
Did he get black because of the coal? (Where does the
coal come from?) Because the coal... You need to go far
to get it.) It is clear that the child made logical mistakes
saying words that he has to explain later. A low level of
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semantic (conceptual) adequacy of the narrative can be
related to the difficulties of word selection (Z = -2.29,
p<0.05).

All above listed specifics of narratives produced by
children with underdeveloped AV can be clearly seen in
the Examples 8 and 9. For instance, in the Example 8, the
child does not almost use any goal nominations (except
the bucket) and avoids nouns at any cost: Someone was
carrying a bucket. Then he threw it, and got spattered. Or,
as in the Example 9, the child is trying his best to follow
the storyline but has difficulties with choosing the right
words, and therefore uses only verbs and pronominal ad-
verbs. For instance, and this is what he was carrying. This
is what he was going to put. This is what he had already
put. He is taking out, and here he is done.

Thus, it has been confirmed that children with weak
AV have difficulties associated primarily with the selec-
tion of a necessary language unit, that is, the paradig-
matic mechanism.

Now, let us focus on the differences between children
with poor AV and EF.

There are not so many statistically significant differenc-
es between the texts of children with these difficulties in
our sample. The children with underdeveloped EF produce
shorter sentences, while the children with poor AV make
more errors in lexical choice and often omit adverbial modi-
fiers and attributes. If we turn to differences close to statis-
tically significant, we can note the following main trends:

1) children with poor development of EF have more
agrammatisms. In the group of children with poor AV
they do not exist at all (statistical data at the trend level:
Z = -1.76, p = 0.07). They have a shorter average sen-
tence length (Z = 2.16, p = 0.03) and more incomplete
sentences (also at the trend level Z =-1.7, p = 0.08);

2) children with worse development of AV have
lower semantic completeness (at the level of a trend:
7 =-1.88,p =0.06). They use more pronouns than nouns
(pronominalization index — 1.014), while children with
EF weakness use more nouns (their index is 0.47), dif-
ferences in pronominalization indices at the trend level
(Z = 1.7, p = 0.09). Children with worse AV also have
more verbal-perceptual errors (at the level of a tendency:
Z = 1.87, p = 0.06), they miss more adverbial modifiers
required by the valence of the verb (Z = 2.22, p = 0.02).

Let us discuss all the results obtained in general.

Discussion

The results of the study showed that the difficulties
in construction of stories in children with underdevelop-
ment of EF are associated with the weakness of syntag-
matic mechanisms, i.e., the mechanisms for constructing
coherent speech and its deployment.

Alexander. Luria considered these mechanisms as a
special case of the kinetic organization of movements
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and speech which underlies the formation of smooth and
time-organized skills and is implemented by the premo-
tor cortex of the left hemisphere [9; 10]. Weakness of
syntagmatic mechanisms is reflected in poor construc-
tion of a narrative program and its deployment into a
consistent holistic and coherent text, as well as in the
difficulties with the genre design of the story and in the
omissions of its semantic (conceptual) parts. In addition,
deployment difficulties are seen at the level of a single
sentence in the terms of its abbreviation, incomplete-
ness, and omissions of significant members of the sen-
tence. The same difficulties cause the lack of semantic
completeness, i.e., it is secondary in relation to the defi-
ciencies of syntagmatic mechanism. As for the difficul-
ties in the lexical choice, they are also a consequence of
poor syntagmatic connections of words. It is well known
from aphasiology that patients with efferent motor apha-
sia which occurs when the lower parts of the premotor
cortex are affected, cope much better with naming than
with searching for words in coherent speech. This is ex-
plained by the problems of using contextual (syntagmat-
ic) word connections. Psychologists also mentioned the
two ways of word search in the lexical memory. George
Miller [24] who suggestedsix hypotheses on the organi-
zation of lexicon especially highlights two hypotheses:
the lexicon as a catalogue with semantic markers and the
lexicon as a part of the sentence formation mechanism
(the predicate hypothesis). He writes: “..I personally
believe that some combination of semantic markers and
predicate hypothesis is required to describe our language
abilities” [24, c. 234]. According to this researcher, “lexi-
cal memory should have at least two types of entrances:
one to identify the topic of the sentence, and the second
one to serve predicates.” [24, p. 234]. The comparison of
Miller’s hypotheses and aphasiology data was made by
Tatiana Akhutina [1; 6].

As for the deficits of text construction in children with
poor development of AV and analytic strategy, they, on
the contrary, have primary disturbances of paradigmatic
mechanisms, i.e., difficulties in lexical choice. Alexander
Luria regarded these mechanisms as a particular case of
dysfunction of complex form of auditory analysis and
synthesis caused by a damage or weakness of the exter-
nal (upper and middle) parts of the temporal lobe [9; 10].
Functional deficiency of paradigmatic mechanisms mani-
fests itself primarily in the difficulties of lexical choice
which determines multiple verbal substitutions, seman-
tic incompleteness of narratives, and problems with goal
nomination. Children compensate for the difficulty of
name selection by active use of pronouns.

Secondary problems caused by the same reason are
lower speech rate, brief sentences, incomplete sentences,
and distortion of narrative logic.

The idea developed by Luria about the relationship
of sensorimotor (initial) functions and language in the
phylogeny of language and morphogenesis of language
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structures [8] is now widespread. It is close to the non-
modular approach, which has different names (embodied
or grounded cognition) [16].

However, the debate on the independent develop-
ment and functioning of syntax and lexicon is not fin-
ished. Luria’s perspective which is supported by the au-
thors of this paper states that the mechanisms of syntax
and lexicon are separate, and they interact in function-
ing. Such a view on the mechanism of language acqui-
sition (so called dual-mechanism account of language
development) does not entail the compliance with the
idea of innate language knowledge promoted by Noam
Chomsky [19]. The founders of the cultural-historical
psychology, Lev Vygotsky, Alexander Luria and their
followers, strictly insist on the social genesis of language.
They rather stand by the theory suggested by Michael
Tomasello and his colleagues, also known as the usage-
based approach to language development [13;21; 22; 26].

What are the arguments in favour of a single mech-
anism for language acquisition? One of the supporters
of this idea was Elizabeth Bates [17]. As a continuation
of oral discussions with Bates, Tatiana Akhutina [5]
summed up three arguments of Bates which are repeated
in modern works. The first and main argument is that
the active use of two-word syntactic constructions oc-
curs only with a certain amount of vocabulary. Consider
the counterarguments to it. The growth of the vocabu-
lary and, in general, the acquisition of language is based
on some cognitive processes, in particular, the sharing of
the intentions of adults [13; 26]. From the usage-based
approach perspective, “...the child constructs language
by connecting what they already know in terms of the
cognitive and intention-reading developments of the
first year to the language that they hear” [21, p. 348].
At first, not only individual words but also “big words”
are holistically assimilated, i.e. memorized as a whole
and not analysed as chains of words (for example, what’s
that?). Based on the statistical features of the input,
children begin to identify categories of words and form
the “slot-frame” patterns, where emerging categories act
as slots, initially with a low level of generalization, such
as THING or ACTION, but becoming more and more
abstract. At first, their generalization level is very low,
like A THING or AN ACTION, but with time they be-
come more and more abstract. Elena Lieven et al. [21;
22] revealed that children create “THING” slots in the
scheme “I want X, this Y”. Initially, these schemes con-
sist exclusively of nouns, then articles appear, and even-
tually attributes are added.

The possibility to use statistical features of input and
to reveal its serial organization was supported by mul-
tiple studies (see the review [20]). For example, Gary
Marcus et al. [23] found out that 7-months old babies
could generalize repeating structures, such as AAB,
ABB, and ABA. After getting familiar with triads of
syllables of the same type (say, ba-ba-de for AAB), the
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babies were presented with triads consisting of new syl-
lables which either matched the familiar structure or a
new one. The authors revealed that children clearly rec-
ognized the structure despite the use of new syllables,
and drew the conclusion that the positions of syllables
within the triad acted as variables. Babies discovered the
relationship of those variables. Studies of this kind show
the possibility of separating syntactic categories from
speech heard by children.

Another important argument in favour of the dual-
mechanism account of language development derives
from the analysis of memory types participating in the
language acquisition. As Ullman [27; 28] demonstrated,
declarative memory provides the acquisition of vocabu-
lary, while procedural memory contributes to syntax
acquisition. The functioning of declarative memory is
based on the temporal structures of the brain, while pro-
cedural memory is based on the functioning of a network
of frontal, parietal, cerebellar, and subcortical (basal
ganglia) structures.

Conclusion

Our hypothesis implied that the syntagmatic and
paradigmatic mechanisms of language associated with
the anterior and posterior parts of the brain will be re-
flected in text construction in children with a relative
weakness in EF (the third brain unit, according to Lu-
ria) and in children with a relative weakness in AV (the
second brain unit, the left hemisphere). We assume that

References

1. Akhutina T.V. Organizatsiya slovarya cheloveka
po dannym afazii [Organization of the human dictionary
according to aphasia]. Psikholinguvisticheskie issledovaniya o
oblasti leksiki i fonetiki | Psycholinguistic research in the field of
vocabulary and phonetics), 1981, pp. 3—12 (In Russ.).

2. AkhutinaT.V.Neirolingvistikanormy[Neurolinguistics
of normative development]. I Mezhdunar. konf. pamyati
A.R. Luriya: Sb. dokl. [I Intern. conf. in memory of A.R. Luria:
Sat. report.], 1998, pp. 289—298. (In Russ.).

3. Akhutina T.V. Rechevoi ontogenez s tochki zreniya
neiropsikhologii normy [ Language development from the point
of view of normative neuropsychology]. Ontogenez rechevoi
deyatel’nosti: Norma i patologiya | Ontogeny of speech activity:
Norm and pathology], 2005, pp. 5—11. (In Russ.).

4. Akhutina T.V. Model’ porozhdeniya rechi Leont’eva-
Ryabovoi:  1967—2005  [Leontiev-Ryabova’s  language
generation model: 1967-2005]. Voprosy psikholingvistiki [ Journal
of Psycholinguistics], 2007, no. 6, pp. 13—27. (In Russ.).

5. Akhutina T.V. Model’ porozhdeniya rechi Leont’eva-
Ryabovoi:  1967—2005 [Leontiev-Ryabova’s  language
generation model: 1967—2005]. Psikhologiya, lingvistika i
mezhdistsiplinarnye soyazi: sb. nauchnykh rabot k 70-letiyu so
dnya rozhdeniya A A. Leont’eva [Psychology, Linguistics and
Interdisciplinary Relations: Sat. scientific works], 2008, pp. 79—
104. (In Russ.).

101

differences between these groups of children will be seen
in syntax and lexical choice.

The analysis of narratives created by second-grade
Moscow school students allowed us to reveal several
textual features that characterized children with poor
EF or AV:

— Children with a weakness in AV primarily dem-
onstrated paradigmatic difficulties, i.e., problems with
word selection which were reflected in the semantic in-
completeness of texts, lexical errors, and the use of pro-
nouns instead of proper words.

— Children with a relative weakness in EF primar-
ily demonstrated syntagmatic difficulties, i.e., problems
with the construction of the text as a whole and its indi-
vidual sentences, the omission of significant members of
a sentence and the presence of agrammatisms.

Despite the fact that the sample consisted of typically
developing children who have only a relative weakness in
the development of either EF or AV, the differences in the
syntagmatic or paradigmatic mechanisms of text genera-
tion can be seen. This confirms their psychological reality
and shows the foresight of Luria’s theoretical search.

Study limitations: the results discussed in this paper
were obtained from a relatively small sample of typically
developing children and need to be replicated on other
samples.

In the future, we intend to study children of the same
age group as well as children of other ages from 6 to 9
years. In addition, the results need to be clarified on
samples of children with various developmental disor-
ders and varying degrees of severity of these disorders.
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This study is devoted to the analysis of the dynamics of academic motivation in adolescents in 1999,
and again 20 years later. The sample consisted of 735 students of the seventh and eighth grades of compre-
hensive secondary schools in Moscow (N=242 in 1999 and N=493 in Jan 2020). The results of the study
indicate a decrease in all types of motivation, both intrinsic and various types of extrinsic, which indicates
a significant change in the place of educational activity in the life of the contemporary student. At the same
time, it is characteristic that one of the most significant types of academic motivation — studying for the
sake of getting good grades — did not undergo significant changes during the study period. With regard
to one of the types of extrinsic motivation — the motivation of parental control — a gender specificity was
found: this type of motivation decreased only in girls, while in boys it showed stability, which speaks in
favor of parents showing a constant level of control over boys’ studies. The cognitive components of motiva-
tion also revealed negative trends — the level of perceived controllability of educational activities and per-
ceived competence decreased, despite the fact that the level of subjective difficulty of educational activities
did not increase, but, on the contrary, slightly decreased. The results obtained are analyzed from the point
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use of social networks by contemporary teenagers.
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Hacrosiee ucceioBatie MOCBAIIEHO aHAIM3Y AMHAMUKU Y4€OHOU MOTUBAIUU IIKOJLHUKOB 110/~
poctkoBoro Bodpacta B 1999 r. u ciycrs 20 jset. BeiGopKy coctaBuim 735 yyaniuxcst CeIbMbIX U BOCh-
MBIX KJIACCOB 0011106 pa3oBaTeIbHbIX cpeaHux mrkos . Mocksbr (N=242 — B 1999 r. u N=493 — B auBape
2020 1.). Pe3ynbTaThl MPOBEEHHOTO MCCIEOBAHUS CBUETENBCTBYIOT O CHWKEHUN BCEX THUTIOB MOTHBA-
1MUY — KaK BHYTPEHHEH, TaK U Pa3JIMYHbIX TUTIOB BHEIITHEH, UTO TOBOPHUT O 3HAUNTEIbHOM U3MEHEHUN MECTa
yueGHOII [IeATEIBHOCTU B JKU3HKU COBPEMEHHOTO IIKOJIbHUKA. [Ipu 9TOM XapaKkTepHo, 4To OfiuH U3 Haubo-
Jiee 3HAUUMBbIX TUIIOB y4eOHOI MoTUBauu — ydueba pay MOJIyYeH st XOPOIIUX OTMETOK — HE TI0JBEPICs
CYIIECTBEHHBIM U3MEHEHVSIM 32 UCCIeyeMblil Tiepro. KorHuTuBHbIe COCTABIISIONINE MOTUBAIINY TaKKe
OOHAPYKUJIM HETaTHBHBIE TEHAEHI[MI — CHU3MJICS YPOBEHb BOCIIPUHIMAEMON KOHTPOJIUPYEMOCTH yuebh-
HOIT JIEATEILHOCTH 1 BOCTIPUHUMAEMON KOMIIETEHTHOCTH, IPH TOM, YTO YPOBEHb CYOBEKTUBHON TPYIHOCTH
yueOHOIT e TETPHOCTH He TTOBBICUIICS, a, HATIPOTHB, HECKOJIBKO CHU3UIICS. [ToydeHHbie pe3yabTaThl aHa-
JIMBUPYIOTCS € TOYKH 3PEHIS 00pa3oBaTe/IbHbIX PehOPM ITOCTEAHUX AECATUIETUI, CB3aHHbIX C BBEICHUEM
ET3 u cHUsKEHUEM [EHHOCTH IIIMPOKOTO CHIEKTPa yueOHBIX MPEAMETOB, & TAKIKE IIUPOKUM UCIIOJIb30BAHU-
€M COBPEMEHHBIMU MOJIPOCTKAMU COIUAIBHBIX CeTell.

Kntouegote cnoga: yaebrast MOTHBAIMS, BHYTPEHHsISI MOTHBAIIUS, IMHAMUKA Yy4eGHOI MOTHBAIMH, 06-
pasoBaTesbHbE PeOPMBL.
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Introduction

Motivation is a key factor in learning — it is that
upon which perseverance and the actual effectiveness of
learning activities depend [5; 6; 12; 14; 15; 20], while the
lack of classroom interest among schoolchildren is con-
sidered by Russians as the most serious problem facing
secondary schooling, one which needs to be addressed in
the coming years [7]. Psychological research conducted
over the past few decades has made it possible to make
significant progress in understanding the various char-
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acteristic types of learning motivation that regulate the
implementation of learning activities, as well as their
sources and consequences [19—21]. Initially present
in psychology, the opposition of intrinsic and extrinsic
academic motivation, the former based on interest in the
learning activity itself and the latter on the desire to re-
ceive various kinds of rewards and incentives or avoid
negative consequences, was overcome in self-determina-
tion theory [20]. Within the framework thereof, char-
acteristic types of extrinsic motivation were identified,
differing in varying degrees of frustration of the need for
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autonomy, i.e., the desire of the subject to be the source
of his/her activity — integrated, identified, introjected,
external, and amotivational. In addition to motivation
from external control, rewards and punishments (extrin-
sic), motivation from the secondary value of the activity
(identified) and the motivation of guilt, shame and pride
(introjected) were singled out as characteristic and es-
sential for the educational process and well-being.

Studies show that a decrease in intrinsic motivation,
with high rates of extrinsic regulation and amotivation,
leads to low academic achievements among schoolchil-
dren, and the students’ failure to effectuate their full in-
tellectual potential [6]. The results of a recent meta-anal-
ysis [15] (344 samples, N=223209) show that intrinsic
motivation is associated with student success and well-
being, while the regulation identified (personal value)
is most closely associated with effort, perseverance, and
involvement in the learning process. Introjected regula-
tion (guilt and shame motives) is positively associated
with persistence and goal achievement, but is also posi-
tively correlated with indicators of distress. Motivation
driven by the desire to receive rewards or avoid punish-
ment (external regulation) was associated with anxiety,
depression, and negative emotions and was not associ-
ated with performance or persistence. Amotivation has
been associated with negative academic outcomes such
as absenteeism, high levels of anxiety, and low academic
achievement [15].

Studies of the dynamics of psychological variables
in adolescents in recent decades concern the dynamics
of psychological well-being [10; 23; 24]. In our country,
they concern the dynamics of values, long-term life plans
and optimism/pessimism. The only study devoted to the
dynamics of motivation and attitudes towards school
and learning was conducted by A. D. Andreeva (2021)
and concerns a comparison of the academic motivation
of Russian adolescents in the post-war years (1945-1950,
according to a study by L. I. Bozhovich, N G. Morozova
and L. S. Slavina (2008) [2]), in the so-called era of stag-
nation (1980s) and in 2019 [1]. Significant dynamics in
intrinsic learning motivation were found — from insig-
nificant in the post-war years (with the predominance
of the motive of obtaining a profession) to highly signifi-
cant in the 80s and somewhat less significant in 2019. Tt
was also shown that today’s schoolchildren, unlike So-
viet schoolchildren, do not relate to learning as their re-
sponsibility or duty to society and do not consider good
academic performance as a means of self-affirmation in
a peer group. Compared to schoolchildren of the late
1980s, contemporary teenage schoolchildren have begun
to experience more negative emotions in the classroom,
which is indirect evidence of a decline in the quality of
the educational environment in contemporary schools.
However, a significant limitation of this study is the use
of non-uniform tools for data collection and different
categories of data analysis. In addition, the state of moti-
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vation among adolescents in the 1990s, when a series of
reforms was carried out to transform Russian education,
was not covered.

Educational reforms in Russia over the past 20 years

In the 1990s, after a long period of “stagnation”, there
was a paradigm shift in Russian school education. The
Education Act of 1992 created the regulatory framework
for the introduction of real diversity in education [9].
The main principles were “freedom and pluralism in edu-
cation” [9] and the adaptability of the education system
to the abilities and needs of students. The educational
reforms of the 1990s concerned the opening of various
educational institutions designed to meet the needs of
students with different abilities and interests: new ly-
ceums and gymnasiums, schools with in-depth study of
individual subjects, private schools, etc., were created,
which implied the possibility of free choice regarding
the profile of one’s education. Many new subjects were
introduced and new textbooks and curricula were de-
veloped. In general, there is reason to believe that these
were quite constructive reforms and progressive educa-
tional innovations that could have had a positive impact
on the academic motivation of adolescent schoolchil-
dren in the late 1990s.

In contrast, over the past 20 years, the characteristics
of the macroenvironment of education have changed sig-
nificantly, which corresponded to a number of new edu-
cational reforms, including the widespread introduction
of the Unified State Examination (similar to the SAT;
introduced in 2009), the replacement of entrance exams
by unified state testing, and the unification of schools
into large educational complexes, accompanied by the
closure of lyceums and gymnasiums for schoolchildren
who wished to study (from elementary school) certain
subject areas in depth, a decrease in the social status of
teachers, accompanied by an increase in the responsi-
bilities and requirements placed upon them. New edu-
cational standards were introduced along with paid ser-
vices in schools and paid education in universities, which
led to the perception of high-quality higher education as
less accessible [7]. Many students have become inter-
ested only in passing the three selected exams that are
currently required for university entrance, rather than
showing interest in a broad educational process and a
variety of different subjects.

The importance of this factor as influencing academ-
ic motivation is confirmed by previous studies, which
showed that the features of the educational environ-
ment are an important source of academic motivation
for schoolchildren [3; 4; 11; 13; 18].

Another significant change that potentially affects
the attitude to learning and academic motivation among
adolescents is the widespread use of the Internet, smart-
phones and social networks, which have become incred-
ibly popular among today’s teenagers.
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The rise of smartphones and social networks

as a source of change in attitudes towards learning

In the last decade, there has been explosive growth in
the use of online communications [22]. Social networks
have a significant impact not only on online activity, but
also on offline behavior and life in general; digital activi-
ties are crowding out alternative activities such as reading
books, socializing with peers and family, and playing sports.
Contemporary children aged 8—12 spend an average of 6
hours a day on social networks, and teenagers aged 13—18
spend 9 hours a day, not counting the time they spend using
smartphones at school or at home [17]. Researchers associ-
ate the active use of online communications with reduced
indicators of psychological well-being, which contempo-
rary adolescents have begun to demonstrate [23]. The neg-
ative impact of social networks on the educational process
can be associated both with a reduction in the amount of
time devoted to it, and with the quality of this kind of pas-
time, which tends to promote values outside of learning, in-
terferes with concentration on the educational process and
encourages a superficial approach to information analysis.

The main hypothesis of the study was the assumption
that intrinsic academic motivation will show a decline
due to two main factors, one related to the educational
environment generated by the cycle of reforms carried
out in the last two decades and the other related to glob-
al trends, including the active involvement of contem-
porary adolescents in social networks, both in their free
time and in class. We also assume that one of the most
significant types of extrinsic motivation, studying for
good grades, will not change significantly over the study
period, as grades are consistently used in our schools as
the primary means of influencing student motivation [4].

Method

The sample consisted of 735 students of the seventh
and eighth grades of comprehensive secondary schools

in Moscow. In 1999, 242 students participated in the
study, of which 108 (45%) were boys and 134 (55%)
were girls, mean age M = 13.74, SD = 0.98. In 2020,
493 adolescents took part in the study, of which 270
(55%) were boys and 223 (45%) were girls (M = 13.61;
SD = 0.66). In 1999, the study was conducted as a part
of a project that included a series of questionnaires about
school life and the psychological well-being of adoles-
cents. In 2020, students completed the same question-
naires at the request of a school psychologist who invited
them to participate in a survey on “how students of your
age learn and what they are interested in?” The survey
was conducted in January 2020, before the start of the
COVID-19 pandemic in Russia.

Motivation was assessed using Multi-CAM, which
estimates motives and cognitive components of moti-
vation according to self-determination theory and self-
efficacy theory [16]. It includes 51 items, which form
16 scales (see the description of the scales in the table 1).
These scales allow intrinsic, identified, introjected, ex-
ternal positive and negative motivation to be assessed, as
well as a number of cognitive components of motivation:
the expected controllability of learning activities, self-
efficacy and subjective learning difficulty. The question-
naire is made up of three blocks of items, each of which
combines different answers to the stem question, for ex-
ample, “Think about WHY you are learning new mate-
rial at school. Because...”. Each of the proposed options
were asked to be rated on a scale from “Almost never”
(1 point) to “Almost always” (4 points). The structure
of the questionnaire including 16 correlated factors is
confirmed by the results of confirmatory factor analysis
(CFA): 2 = 2174.11; df = 1104; p < 0.001; CFI = 0.953;
TLI =0.946; SRMR = 0.033; RMSEA = 0.036; 90% con-
fidence interval for RMSEA: 0.034-0.039; PCLOSE = 1;
N = 735 (weighted least squares mean and variance ad-
justed estimator).

Welch’s t-test was used to analyze differences in
motivation scores. Due to the large number of pairwise

Table 1
Characteristics of the scales of Multi-CAM
Motivation types and scales Nl{mber Cronbach’s Examples of items (with stem items)
of items "]
Intrinsic motivation
1. Enjoyment of learning 6 0.93 Why are you learning new material at school? Because you
enjoy doing it?
Identified motivation
2. Study for oneself 0.86 Do you want to do it for yourself?
3. Personal importance 0.76 Do you think that learning new material at school is impor-
tant?
Introjected motivation
4. Duty 3 0.73 Do you think that learning new material in school is what
you are supposed to do?

Positive extrinsic motivation
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Motivation types and scales Nu.mber Cronbach’s Examples of items (with stem items)
of items a

5. Motivation to obtain good marks 3 0.85 Why do you understand a new lesson? Because you want
to obtain good marks?

6. To demonstrate one’s skills 3 0.88 Because you want to show that you can do it better than
others?

7. To demonstrate the ease of learning 3 0.82 Because you want to show that it’s easy for you?

8. To earn the sympathy of classmates 3 0.89 Because you want to be liked by your classmates?

9. To please parents 3 0.88 Because you want to please your parents?

10. To please the teacher 3 0.83 Because you want your teacher to treat you well?

Negative extrinsic motivation

11. To avoid ridicule from classmates 3 0.85 Because you don’t want your classmates to laugh at you?
12. Don’t make parents angry 3 0.83 Because you don’t want your parents to be angry with you?
13. To avoid the teacher’s disapproval 0.84 Because you don’t want the teacher to think that you are a

bad student (student)?

Additional motivational indicators

14. Expected controllability 0.87 If you want to learn new material at school, can you do it?

15. Academic self-efficacy 0.68 Do you think that learning new material in school is some-
thing you can do if you want to?

16. Subjective difficulty 3 0.75 Do you think that learning new material at school is

difficult?

comparisons, to enhance the reliability of the findings,
only those differences that showed a high level of statis-
tical significance (p<0.001) were considered significant.
Two-factor analysis of variance was used to analyze the
interaction of factors. All calculations were carried out
in the data analysis and statistical programming envi-
ronment R.

Results

The results of a comparison of motivation indicators
between samples of schoolchildren of different years
(see table 2) indicate that adolescents in 2020 have
lower indicators of intrinsic motivation (the scale “En-
joyment of learning”), identified motivation (the scales
“Study for oneself” and “Personal importance”), and
introjected motivation (“Duty” scale), while the effect
size (d-Cohen) ranges from weak to moderate. Moderate
differences were found in indicators of external motiva-
tion related to the motives to earn the sympathy of class-
mates and to avoid ridicule from classmates, not to make
parents angry and to avoid the teacher’s disapproval. On
all these types of motivation, the students in 1999 also
outperform the students in 2020. Contemporary school-
children also have significantly lower expected control-
lability and academic self-efficacy.

Comparison of boys and girls on the motivation
scales in the 1999 sample presents the conclusion that
there are no significant differences. In the 2020 sample,
significant differences were found in indicators of exter-
nal motivation, reflecting positive and negative motives
associated with attitudes towards parents: to please par-
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ents (£(453) = 4.05; p <0.001; Cohen’s d = 0.37) and not
to make parents angry (t(474)=3.41; p < 0.001; Cohen’s
d =0.31). In addition, there was a difference in the scale
measuring the motive to demonstrate the ease of learn-
ing (£(491)=4.39; p < 0.001; Cohen’s d = 0.39). For all
these indicators, girls in the 2020 sample have lower av-
erages than boys.

The results of the analysis of the interaction between
the factors of gender and the year surveyed using two-
way analysis of variance showed the absence of any
highly significant interaction. At the same time, trends
were found that were statistically significant at p < 0.05,
indicating a weak interaction of these factors for the mo-
tives to please parents (F(1;730)=5.6; p < 0.05) and not
to make parents angry (F(1;730)=4.4, p < 0.05). These
trends reflect the fact that girls have lower means in
2020 than in 1999, while no such difference is observed
for boys (see figure).

The trends revealed in the interaction of the factors
of gender and year surveyed on the scales of motivation
associated with parents correspond to the statistically
significant differences described above on these scales
between boys and girls in 2020, while there were no simi-
lar differences in 1999.

Discussion

The results obtained are in agreement with the main
hypothesis of the study, according to which a decrease in
intrinsic learning motivation was expected. This finding
is presumably associated with the series of educational
reforms in recent decades, including the introduction of
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Table 2
Comparison of academic motivation indicators in groups of schoolchildren,
surveyed in 1999 and 2020
1999 2020
Indicators of motivation (N = 242) (N=493) t df p-level | Cohen’sd
M | sD M | sD

Intrinsic motivation
1. Enjoyment of learning | 27 | o8t | 231t | 077 | 628 | 456 | <0001 | 05

Identified motivation
2. Study for oneself 3.19 0.73 2.92 0.83 4.45 533 <0.001 0.34
3. Personal importance 3.38 0.58 3.14 0.68 4.95 554 <0.001 0.37

Introjected motivation
4. Duty | 315 | o068 | 3 067 | 292 | 473 | <0.01 0.23

Positive extrinsic motivation
5. Motivation to obtain good marks 3.36 0.67 3.32 0.71 0.74 502 n.s. 0.06
6. To demonstrate one’s skills 2.23 0.83 2.09 0.92 2.13 517 <0.05 0.16
7. To demonstrate the ease of learning 213 0.84 1.94 0.76 3.01 437 <0.01 0.24
8. To earn the sympathy of classmates 2.41 0.9 1.91 0.89 7.12 472 | <0.001 0.56
9. To please parents 3.1 0.82 2.99 0.85 1.7 496 n.s. 0.13
10. To please the teacher 2.69 0.83 2.6 0.86 1.4 490 n.s. 0.11
Negative extrinsic motivation
11. To avoid ridicule from classmates 2.24 0.9 1.68 0.81 8.21 437 | <0.001 0.67
12. To not make parents angry 2.69 0.9 2.33 0.94 4.99 499 <0.001 0.39
13. To avoid the teacher’s disapproval 2.54 0.89 2.28 0.92 3.7 491 <0.001 0.29
Additional motivational indicators

14. Expected controllability 3.34 0.66 2.91 0.69 8.1 498 | <0.001 0.63
15. Academic self-efficacy 3.05 0.74 2.81 0.7 4.26 451 <0.001 0.34
16. Subjective difficulty 24 0.72 2.29 0.63 1.98 424 <0.05 0.16

Note. M — mean, SD — standard deviation, t — Welch’s test value, df — degrees of freedom, n.s. — not significant.
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Fig. Interaction of “survey year” and “gender” factors on scales “To please parents” and “Not to make parents angry”»

the Unified State Examination and the decrease in the  schoolchildren on passing it, have led to a decrease in
value of a wide range of academic subjects, as well as  intrinsic motivation due to an increase in anxiety and a
the widespread use of social networks by contemporary  decrease in the need for competence.

teenagers. Based on the results obtained, it can also be In addition, an analysis of the dynamics of academ-
assumed that recent educational innovations, including  ic motivation of adolescents in 1999 and 20 years later
the introduction of the USE and the concentration of indicates a decrease in all types of motivation, not only
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intrinsic, but also various types of extrinsic, which indi-
cates a significant change in the place of educational ac-
tivity in the life of contemporary schoolchildren. At the
same time, one of the most significant types of academic
motivation — studying for the sake of getting good
grades — did not undergo significant changes during the
study period, which corresponds well with the constant
use of grades in Russian schools as the main means of
influencing student motivation [4].

With respect to one of the types of external motiva-
tion — parental control motivation — a gender specific-
ity was found: this type of motivation decreased only in
girls, showing stability in boys, which speaks in favor of
parents maintaining a constant level of control on boys’
learning and exhibiting greater trust in girls, which cor-
responds well with their higher academic achievement.

The cognitive components of motivation also re-
vealed negative trends — the level of perceived control-
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lability of educational activities, perceived competence,
and self-efficacy decreased, while the level of subjective
difficulty in educational activities did not increase, but,
on the contrary, slightly decreased.

A comparison of our results with the data from
A.D. Andreeva [1] shows that they are in agreement with
each other — contemporary teenagers have become less
interested in learning activities; their desire for knowl-
edge is present to a lesser extent than it was in the 80s
[e.g., 1] and the 1990s (our data).

Our study is unique in terms of the analysis of the
temporal dynamics of academic motivation over the
past 20 years and has broad prospects for future study.
The negative dynamics of academic motivation re-
vealed is associated with the increasing loss of meaning
in learning activities among contemporary adolescents
and requires the adoption of appropriate measures to
counteract it.
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The objective of this research is to assess the characteristics of the relationships between the cog-
nitive and emotional components of ethnic, civic, and global identities with the emigration activity
among students of Belarus (n=208), Kazakhstan (n=200), and Russia (n=250) aged 18 to 25 years. The
assessment of emigration activity was carried out using six items. To measure identity types, we used
the Questionnaire for assessing the positivity and uncertainty of ethnic identity by A.N. Tatarko and
N.M. Lebedeva and the Identification with All Humanity Scale by S. McFarland in adaptation of T.A.
Nestik. The negative assessment of one’s own ethnicity is a predictor to emigration intentions among
Belarusian students. Students in Kazakhstan and Russia have emigration intentions connected with a
positive attitude towards the global community of people and a negative attitude towards citizens of
their countries. In addition, Russian students with a high level of emigration intentions have imprecise
representations of their own ethnicity. Emigration behavior of Belarusian students have links with
negative attitudes towards the citizens of their country and towards their own ethnic affiliation. In
Russian students, this behavior is also associated with a negative attitude towards the citizens of their
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students have no statistically significant links in this case. The results confirm the importance of tak-
ing into account the civic and sociocultural contexts when organizing activities to prevent the emigra-
tion behavior of youth.
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Introduction

Relevance of this study on social identity as a factor
of emigration behavior among students of Belarus, Ka-
zakhstan and Russia is associated with increased emigra-
tion mobility of young people from the post-Soviet coun-
tries. The growth of young people's emigration mobility
requires finding the ways for these countries to retain
valuable social capital. Frequently, researchers turn to
the theory of planned behavior by Icek Ajzen [14] when
studying emigration behavior. According to the theory
of planned behavior, intention is a factor of readiness for
certain behavior. Therefore, intention may be an indica-
tor or predictor of emigration behavior [19]. However,
the emigration intention is not always realized in the ap-
propriate behavior. This suggests that there are differ-
ent factors that influence the transition of intention to
action. It is especially important to study not separate
factors, but the holistic structure of the socio-psycholog-
ical space in which the emigration intentions of young
people are formed [7]. In addition, it is important to car-
ry out a cross-cultural analysis of these factors, as their
contribution to the development of emigration behavior
may differ in various cultural contexts.

The analysis of different types of social identity
[2; 8] as factors of emigration behavior is particularly
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significant in today s rapidly changing world, when
people are in dire need of identification with groups
seeking support and positive self-determination and
self-respect. Positive perception of one's social group,
satisfaction with membership in this group, desire to
belong to it gives the person a feeling of psychologi-
cal security and stability [18]. If the group to which
a person belongs loses its attractiveness and/or has a
low social status, they may seek to distance themselves
from it both psychologically and physically, including
emigration [1]. Thus, the available research confirms
the link between ethnic identity and emigration atti-
tudes [12; 15]. Belonging to an ethnic minority and the
degree of perceived discrimination can be factors in-
fluencing emigration behavior. The high level of civic
identity, as the recognition of identification with the
civil community and the significance of membership,
can hinder the formation of emigration intentions [17].
In its turn, the high uncertainty of civic identity, on
the contrary, may reinforce them [16]. A high level of
global identity, as an identification with humanity and
commitment to cosmopolitan values, can stimulate
emigration intentions [10]. Ethnic, civic, and global
identities are thus psychological constructs that may
encourage or discourage the emigration intentions of
youngsters.
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The theoretical analysis which we conducted shows
that most studies focus on ethnic, civic, and/or global
identities as separate factors of emigration intentions.
As far as we know, there is also a lack of research that
assesses a cross-cultural analysis of the components
of ethnic, civic, and global identities as predictors of
emigration intentions of the youth from post-Soviet
countries, whose cultures have both similar and dif-
ferent features. Therefore, the study of relationships
between the system of cognitive and emotional com-
ponents of ethnic, civic, and global identities and emi-
gration intentions and behavior to realize these inten-
tions among the youth of Belarus, Kazakhstan, and
Russia is important for elucidating the migration pro-
cesses in the post-Soviet space. After the dissolution
of the USSR these countries, on the one hand, sought
to maintain close socio-economic and cultural ties, as
evidenced by the creation of a customs union, a single
economic space, and other intergovernmental organi-
zations. On the other hand, each of these countries de-
veloped their own political, economic, and sociocultur-
al realities that influence the socialization of the young
generation, and their identity and aspirations [3; 4; 9].
In this regard, it is important to find the answer to the
question: are there differences in the links between the
emigration intentions and behavior of young people
from Belarus, Kazakhstan and Russia and cognitive
and emotional components of their ethnic, civic and
global identities?

Method

Participants and Procedure. The sample includ-
ed 208 students from Belarus (75% female), 200 from
Kazakhstan (74% female), and 250 from Russia (75%
female) aged between 18 and 25. The mean age (stan-
dard deviation) for the Belarusian sample was 19.80
(1.91), for the Kazakhstani sample 20.54 (1.89), and for
the Russian sample 20.03 (1.51). Among Russians, 87%
considered themselves as Russians, among Kazakhstanis
54% considered themselves as Kazakhs, and among Be-
larusians 94% identified themselves as ethnic Belaru-
sians. Students majoring in humanities, engineering, and
economics participated in the study. They were students
from the universities of Minsk, Vitebsk, Grodno (Belar-
us), Nur-Sultan, Pavlodar, Ust-Kamenogorsk (Kazakh-
stan), and Moscow, Saint Petersburg, Penza, Smolensk,
Omsk, Khabarovsk (Russia).

Empirical data were collected in an anonymous sur-
vey on the anketolog.ru platform from January 2021 to
April 2021.
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Measures. We developed six items in order to assess
emigration intentions and emigration behavior of stu-
dents. We relied on the basic principles of questionnaire
design according to the theory of the planned behavior by
Ajzen [13; 14]. We measured the emigration intentions
with three items: “I plan to move to another country in
the next 5 years”, “I want to live in another country in the
next 5 years”, “I am ready to move abroad in the next 5
years”. We assessed the behavior of students aimed at re-
alization of emigration intention with three items: “I have
already been actively developing an action plan for mov-
ing abroad”, “Currently, I am trying to get as much infor-
mation as possible from different sources about the coun-
try of the proposed move”, “I have already been actively
cooperating with those who can help me move abroad”.
The respondents indicated their level of agreement with
the items using a 6-point scale from 1 (strongly disagree)
to 6 (strongly agree). Cronbach’s alphas for the emigra-
tion intentions and emigration behavior scales were Be-
larusians o = 0.90/0.86; Kazakhstanis o = 0.91/0.89; Rus-
sians o = 0.88/0.87, respectively.

For the measurement of ethnic identity, we used
the Questionnaire of positivity and uncertainty of ethnic
identity estimation by AN. Tatarko and N.M. Lebedeva
[11]. The questionnaire includes two scales that mea-
sure the emotional and cognitive components of ethnic
identity. Cronbach’s alphas for scales of the valence of
ethnic identity and the certainty of ethnic identity were
Belarus 0.64/0.57, Kazakhstan 0.60/0.59, and Russia
0.65/0.59, respectively.

The Identification with All Humanity Scale (TWAH)
by S. McFarland [8] was used to measure civic and
global identities. The Scale consists of nine questions
with five possible options. Using this Scale, we mea-
sured respondents’ attitudes towards their co-citizens
and humanity as a whole. The Questionnaire includes
two sub-scales. The first sub-scale measures the cogni-
tive component of identity, and the second sub-scale
measures its affective component. Cronbach’s alphas for
sub-scales of the cognitive and affective components of
global identity and for sub-scales of the cognitive and
affective components of civic identity were Belarus
0.82/0.85/0.79,/0.83, Kazakhstan 0.83/0.88/0.87/0.85,
and Russia 0.79/0.84,/0.74,/0.83, respectively.

Statistical Analysis. We used SPSS Statistics version
23 and AMOS version 23 for statistical analysis. We calcu-
lated the psychometric measures of the scales (Cronbach’s
alpha). In addition, we calculated descriptive statistics
and the significance of mean value differences (Student’s
t-test) for each basic variable across the three samples.
We used Multi-Group Structural Equation Modeling
(MGSEM) for testing the assumptions. We performed




KYJbTYPHO-UCTOPUYECKA IICUXOJOTUA 2022. T. 18. Ne 3
CULTURAL-HISTORICAL PSYCHOLOGY. 2022. Vol. 18, no. 3

multiple regression analysis with gender, age, economic
status, nationality, level of religiosity, knowledge of for-
eign languages, experience of international mobility, and
social ties abroad as predictors of all other basic variables.
We used the non-standardized residuals of these analyses
in the remaining analyses. We built our structural models
while controlling for these variables by using these residu-
al scores. The dependent variables in the models were em-
igration intention and emigration behavior. The depen-
dent variables were modeled as two latent factors, each
represented by three measured variables. Separate models
were made for each dependent variable. Predictors in the
models were the cognitive and emotional components of
global, civic, and ethnic identities.

Results

Table 1 shows descriptive statistics and the signifi-
cance of mean value differences of basic variables in the
three samples. We discovered statistically significant
differences in the level of emigration intentions and emi-
gration behavior among students from Russia compared
to students from Belarus and Kazakhstan (Table 1).

Russian students, to a lesser extent than Belarusian
(p=0.01) and Kazakhstani (p=0.01) students, plan to
move to another country in the next 5 years. At the
same time, Russians are less likely than Belarusians
and Kazakhstanis to implement their emigration in-
tentions. This manifests itself in a lower propensity to
develop an action plan for moving (p=0.01/p=0.02); to
search for information about the country of intended
emigration (p=0.00/p=0.02); and to interact with
people who can help to move (p=0.04/p=0.02). There
are no statistically significant differences among Be-
larusian and Kazakhstani students in these parameters.
However, emigration intentions are more pronounced
than the behavioral manifestations of emigration activ-
ity in three samples.

Data in Table 1 shows that Belarusian students are
less positive about their ethnic affiliation compared to
Kazakhstani (p=0.00) and Russian (p=0.00) students.
Kazakhstanis and Belarusians identify themselves more
than Russians with the citizens of their country (p=0.00/
p=0.00) and are more positive towards their civic com-
munity (p=0.00/p=0.00). In addition, Kazakhstani stu-
dents, in comparison with Belarusian and Russian stu-
dents, are more aware of their identity with people of

Table 1
Descriptive Statistics
. . Belarus! N=208 | Kazakhstan?N=200 | Russia® N=250
Variables Min | Max M | SD M | Sh M | SD
Ethnic identity
Certainty 1 6 4.79 0.94 4.96 1.06 4.83 0.91
Valence 1 6 4.61%3 1.09 5.09! 1.04 5.12! 0.92
Civic identity
Cognitive component 5 20 | 14.04° 3.45 14.10% 3.72 13.24!2 3.33
Affective component 5 25 17.86° 4.23 18.07° 4.38 16.57"2 4.02
Global identity
Cognitive component 5 20 12.57? 3.53 13.2913 3.65 12.38? 3.22
Affective component 5 25 | 17.062 425 18.10'° 4.21 17.042 416
Emigration intention
1.1 plan to move to another country in the next 1 6 3.14° 1.52 3.16° 1.65 2.8012 1.37
5 years
2. I want to live in another country in the next 1 6 3.53 1.70 3.55 1.75 3.26 1.56
5 years
3. Tam ready to move abroad in the next 5 years | 1 6 3.12 1.71 3.06 1.86 2.85 1.66
Emigration behavior

4. I have already been actively developing an
action plan for moving abroad 1 6 2.58° 1.57 2.55° 1.60 2.2112 1.33
5. Currently, I am trying to get as much
information as possible from different sources 1 6 2.86° 1.68 2,78 1.73 2.431? 1.47
about the country of the proposed move
6. I have already been actively cooperating with | 1 6 2.22° 1.33 2.26° 1.45 1.96'2 1.27
those who can help me move abroad

Note: ! the statistically significant difference with Belarusians; ? the statistically significant difference with Kazakhstanis; ® the
statistically significant difference with Russians (Student’s t-test).
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the whole world (p=0.04/p=0.00) and more positively
assess this identity (p=0.01/p=0.00).

Figures 1 and 2 show multi-group models that dem-
onstrate differences in the relationships between emigra-
tion intention and behavior and components of ethnic,
civic, and global identities among students from the
three countries.

Cognitive component
of global identity

Affective component
of global identity

Cognitive component
of civic identity

Affective component
of civic identity
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Certainty
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Fig. 1. Multi-Group (Unconstrained) Model of the Relationship
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All items that measured emigration activity were
included into latent constructs with statistically signifi-
cant estimates (see Figures 1 and 2). Both models (see
Tables 2 and 3) showed acceptable fit. Since configural
and metric invariance are present (ACFI < 0.01), we can
compare regression relationships among samples of the
three countries.
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Between Emigration Intentions and Components of Global,

Civic, and Ethnic Identities Among Students of Belarus/Kazakhstan/Russia: I1 — “I plan to move to another country in the
next 5 years”, 12 — “I want to live in another country in the next 5 years”, I3 — “I am ready to move abroad in the next 5 years”;

* —p<0.05; ¥* — p <0.
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Fig. 2. Multi-Group (Unconstrained) Model of the Relationship Between Emigration Behavior and Components of Global,
Civic, and Ethnic Identities Among Students of Belarus/Kazakhstan/Russia: 14 — “I have already been actively developing an
action plan for moving abroad”, I5 — “Currently, I am trying to get as much information as possible from different sources about
the country of the proposed move”, 16 — “I have already been actively cooperating with those who can help me move abroad”;
*— p<0.05; ** — p <0.01; *** — p <0.001
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Table 2

Invariance for Multi-Group Model of the Relationship Between Emigration Intentions and Global, Civic,
and Ethnic Identities Among Students of Belarus, Kazakhstan, and Russia

Model CFI RMSEA AIC PCLOSE | Chi-square df p
Unconstrained* 0.999 0.009 289.935 1.000 37.935 36 0.381
Structural weights** 1.000 0.000 262.509 1.000 54.509 58 0.606

Note. CF1 — comparative fit index; RMSEA — root mean square error of approximation; PCLOSE — p of Close Fit. AIC — Akaike
information criterion; ACFI < 0.01; * — configural invariance; ** — metric invariance.

Table 3

Invariance for Multi-Group Model of the Relationship Between Emigration Behavior and Global, Civic,
and Ethnic Identities Among Students of Belarus, Kazakhstan, and Russia

Model CFI RMSEA AIC PCLOSE | Chi-square df p
Unconstrained* 0,999 0,012 291,476 1,000 39,476 36 0,317
Structural weights** 1,000 0,002 266,132 1,000 58,132 58 0,470

Note. CFI — comparative fit index; RMSEA — root mean square error of approximation; PCLOSE — p of Close Fit. AIC — Akaike
information criterion; ACFI < 0.01; * — configural invariance; ** — metric invariance.

The predictors contribute most to the explana-
tion of emigration intentions in samples from Russia
and Belarus than in the sample from Kazakhstan (see
Figure 1). At the same time, emigration behavior is
more determined by the predictors in the Belarusian
sample than in the Kazakhstani and Russian samples
(see Figure 2).

We found out that the regression links between
the emigration intentions of students and the identi-
ties have their own characteristics in three samples.
Among Belarusian students the negative estimation
of their own ethnicity predicts emigration intentions
(B=0.32, p=0.00). Among the students of Kazakh-
stan and Russia, emigration intentions are linked
to with a positive attitude towards the global com-
munity as a whole (f=0.27, p=0.04; f=0.26, p=0.02)
and negative attitude towards the citizens of their
country (B=-0.41, p=0.01; B=-0.36, p=0.00). In ad-
dition, Russian students with emigration intentions
have vague ideas about their own ethnicity (B=-0.15,
p=0.03).

Regression relationships between the emigration
behavior of student activity and their identities are
also specific in three samples. Emigration behavior
among Belarusian students is related to negative at-
titude towards the citizens of their country (B=-0.33,
p=0.02) and to their own ethnicity (p=-0.32, p=0.00).
Among Russian students, this behavior is also linked
to negative attitude towards the citizens of their
country (B=-0.26, p=0.02), but combined with posi-
tive attitude towards the global community of people
as a whole (B=0.27, p=0.02). In this case, no statisti-
cally significant connections have been found among
Kazakhstani students.
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Discussion

Similar to our previous study [6], the results confirm
that emigration intentions expressed by student youth
are most often associated with a passive-preferred strat-
egy that is rarely implemented in specific emigration be-
havior. This may be due to the specifics of the student
sample. Students are oriented towards completion of
their education and can postpone action on the imple-
mentation of emigration intentions. However, the differ-
ences in emigration activity between Belarusian and Ka-
zakhstani students compared to Russian students may be
indicative of the greatest dissatisfaction of the student
youth of Belarus and Kazakhstan with their conditions
in the country. The main reason for the dissatisfaction
of Belarusian youth, for example, may be the socio-po-
litical situation that has developed in the country since
the presidential election in August 2020. According to
the experts, the situation in Belarus is characterized by
instability and a protracted crisis [4].

The links we have found in the study between the
components of ethnic, civic, and global identities and
the emigration activities of Belarusian, Kazakhstani,
and Russian students have both similarities and differ-
ences. The similarity is evident in the links between the
emotional component of civic identity and emigration
activity among students in the three studied countries.
Thus, reducing students’ positive attitudes and de-
creasing students’ identification with citizens of their
own country may encourage emigration activity among
students. However, while for Kazakhstani and Russian
respondents the affective component of civic identity
is a predictor of emigration intentions, for Belarusian
respondents it is a predictor of emigration behavior.




Mypawenxoea H.B., I'puuenrxo B.B., Eppemenxosa M.H., Kanununa H.B., Kyaew E.B., ...

Murashcenkova N.V., Gritsenko V.V., Efremenkova M.N., Kalinina N.V., Kulesh E.V., ...

That is, the low degree of identification of Belarusian
students with the citizens of the country contribute to
the manifestation not of passive-preferred, but of an ac-
tively implemented emigration strategy. In general, the
results show that the positive assessment of one s own
nationality plays a universal role in preventing emigra-
tion activity. These results are expected and consistent
with other studies, according to which it is usually those
young people who do not identify themselves with the
citizens of their country and have a low level of civic ac-
tivity [3] go abroad.

There are differences between the components of
ethnic and global identities and the emigration activi-
ties of Belarusian, Kazakhstani and Russian students.
In the Belarusian sample we discovered no link between
global identity and emigration activity. However, the
similar type of the relationship between the sense of
community with all humanity and emigration activity is
revealed among student youth of Kazakhstan and Rus-
sia: the increase of global identity is accompanied by a
rise of emigration activity of Kazakhstani and Russian
students. At the same time, the affective component of
the global identity of Kazakhstani students is linked
only to emigration intentions. However, among Russian
students, the affective component of the global identity
is related to both emigration intention and behavior and
respectively acts as a predictor of the active emigration
strategy. Accordingly, for Russian student youth, posi-
tive identification with humanity can contribute not
only to the formation of intentions of emigration, but
also to actions for their implementation that is not found
in Kazakhstani and Belarusian students.

At the same time, only among Belarusian students, a
link was found between the emotional component of eth-
nic identity and emigration activity. Reducing attach-
ment to one s ethnic group can stimulate the develop-
ment of both emigration intentions and behavior among
Belarusian students. This evidence corresponds to the
results of a study according to which ethnicity is not
relevant for today’s Belarusian students and they pre-
fer to identify with groups unrelated to this parameter
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role in the formation of emigration activity of students of
the three countries.

Conclusion

The results of the research allow us to answer posi-
tively the question posed at the beginning of the article.
Indeed, there are differences in the links between affec-
tive and cognitive components of ethnic, civic, global
identities, and emigration activities among Belarusian,
Kazakhstani, and Russian students. This confirms the
importance of taking into account the civic and socio-
cultural contexts in order to prevent the emigration ac-
tivity of young people and to preserve valuable human
capital.

Despite some limitations (correlation design, females
predominate in the sample, and relied on self-report
data), the results of the study can be used in the field
of youth policy of three countries to predict and pre-
vent mass emigration of youth. The study also enriches
knowledge in the field of manifestation of various socio-
psychological phenomena among citizens of the post-
Soviet countries. We can make an additional theoretical
and practical contribution by conducting a comparative
analysis of this system of predictors of emigration activ-
ity among students and representatives of other socio-
demographic groups of the post-Soviet countries popu-
lation in the future.
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In the article, the authors consider the methodological origins and foundations of psychological sci-
ence. They point out the impossibility of a mechanical transfer of the paradigm and explanatory prin-
ciples of natural science to the field of psychology, in which such an approach inevitably leads to a meth-
odological dead end. A person becomes part of a deterministic relationship, losing their most important
trait — their freedom. Lev Vygotsky proposed an approach that offers a path beyond this outdated meth-
odology. In the cultural-historical approach, the central concept of psychology is the category of person-
ality, while consciousness serves as the subject of study. However, Vygotsky interpretats consciousness
in a significantly different way than it had been in psychology before him. He writes about the systemic
and semantic structure of consciousness and it is this aspect that is primary for Vygotsky. The authors
consider the works of Lev Vygotsky’s closest disciples and associates in this context. In these works, the
problem of consciousness and the relationship between sense and meaning is solved in a manner different
from traditional psychology. A meaning is always a generalization. Consciousness operates these gener-
alizations. In this article, the authors discuss the problems of theoretical and empirical generalization in
the works of Vasily Davydov. The authors conclude that the solution to the problem of generalization,
as proposed by Davydov, leads away from the scientific tradition initiated by the works of Lev Vygotsky
and his followers.

Keywords: cultural-historical approach, activity theory, developmental education, consciousness,
sense, meaning, problem of generalizations, methodology of psychology.

For citation: Kravtsov G.G., Kravtsov O.G. On the Problem of the Semantic Structure of Consciousness. Kul'turno-
istoricheskaya psikhologiya = Cultural-Historical Psychology, 2022. Vol. 18, no. 3, pp. 124—131. DOI: https://doi.
org/10.17759 /chp.2022180315

K IIpO6JIeMe CMBICJIOBOI'O CTPO€HHUA CO3HAHUA
I'.I'. KpaBioB

MocCKOBCKHUI rocyiapcTBEHHbIH mcuxosoro-negarorndeckuii yuusepcurer (OTHOY BO MITIILY),

CCBY-NC

r. Mocksa, Poccutickass Menepartust
ORCID: https://orcid.org/0000-0002-4418-3254, e-mail: kravtsovgg@gmail.com

O.T'. KpaBiuos
Mockosckuit yausepcurer MB/l Poccun umenn B.A. Kukots, (DITKOY BO MocY)
r. MockBa, Poccuiickast Denepariust
ORCID: https://orcid.org/0000-0002-8875-0169, e-mail: kravtsovog@gmail.com

Cultural-Historical Psychology

124



KYJbTYPHO-UCTOPUYECKA IICUXOJOTUA 2022. T. 18. Ne 3

CULTURAL-HISTORICAL PSYCHOLOGY. 2022. Vol. 18, no. 3

B craTtpe aBTOpBHI paccMaTpUBAIOT METOIOJIOTUYECKNE NCTOKU W OCHOBAHUS TICUXOJIOTHIECKON HAYKM.
ABTODBI YKa3bIBAIOT HA HEBO3MOXKHOCTh MEXaHMUYECKOTO IE€PEHECEHUST eCTECTBEHHOHAYYHOM TTapaurMbl
1 OOBSICHUTEJIbHBIX [IPUHIIUIIOB HA ICMX0JOTHYECKOoe cojiepkanue. Takoil moaxo/ B ICUXOJIOTUU C HEU3-
6€KHOCTBIO TIPUBOMT B METOIOJIOTUYECKUET TYIHK. Yel0BEK OKa3bIBAETCS YACTHIO IETEPMUHUCTUYECKUX
OTHOIIIEHHH U TEPSIET CaMOe TTTABHOE — CBOIO cBOOOY. BbIX071 3 TIpeiesibl 3TOl cTapoii METOI0JIOTHU B CBO-
em nojxoyie npetoxkus JI.C. Beirorckuii. B KyJbTypHO-UCTOPUYECKOM 11O/IX0/IE IIEHTPAJIBLHBIM TIOHATHEM
TICUXOJIOTHH SBJISIETCST KATeTOPHS JIMYHOCTH, a TIPeIMETOM M3y4YeHUsT CTaHOBUTCS co3HaHue. Ho TpakToB-
Ky co3Hanus JI.C. BbIroTCKMil IOHNMAET CYIIECTBCHHO MHAYe, YeM 9TO UMEJIO MECTO JI0 HETO B TICUXO0JIO-
run. OH TUIIET O CUCTEMHOM ¥ CMBICJIOBOM cTpoeHuu co3Hanus. [Ipuyem s JI.C. Beirorckoro nepsudex
UMEHHO CMBICJL. B 5TOM KOHTEKCTe aBTOPbI PACCMATPUBAIOT PAOOTHI GIIMKANIIMX YIEHUKOB U COPATHUKOB
JI.C. Boirorckoro. B atux paborax npobsieMa CO3HAHUS ¥ COOTHOIIEHUE CMbICJIA 1 3HAYEHUSI PELIAETCSI MHA-
ue, 4eM B TPAAMIIMOHHOI ICUXOIOTHH. 3HaYeHne — 9T0 Beeria obodiienne. MIMenHo atumu 0606IeHusIM I
U onepupyer cosHaHue. B craTbe aBTOPBI 00CYKIAIOT IPOOIEMBI TEOPETHUYECKOTO M MITMPUYECKOT0 06006-
menust B paborax B.B. [laBblioBa. ABTOPbI IPUXOAT K BBIBOZLY O TOM, UTO PeliieHue 1pobsieMbl 06001eHuni,
npe/ioskeHHoe B.B. J[aBbI1oBbIM, YBOJIUT HAC OT HAYYHOI Tpaauinn uayiei ot Tpyaos JI.C. Beirorckoro
U €ero 1nocJie[oBaTesiei.

Kmoueewte cnosa: Ky]II)TypHO-I/ICTOpI/I‘-IeCKI/Iﬁ IOJIXO/L, TEOPUA I€ATEJIbHOCTH, pa3BUBaloIee 06y‘—IeHI/Ie,
CO3HaHue, CMbICJI, 3Ha4Y€CHUE, HDO6JI€M8. O606U.IGHI/II>'I, METOA0JIOTHA IICUXOJIOTHUH.

s wararer: Kpasuyoe I'T., Kpasuyos O.I. K npobieme cMBICIOBOTO cTpoeHust cosHanus // KyabrypHo-ucropuueckast

nenxosormss. 2022. Tom 18. Ne 3. C. 124—131. DOL https://doi.org/10.17759/chp.2022180315

his methodological article attempts to carry out a

scientific search aimed at identifying the method-
ological foundations of the cultural-historical approach
in psychology. Thanks to a return to the fundamental
sources of non-classical psychology, it is possible to build
a non-eclectic scientific theory and overcome the limi-
tations inherent in positivist and empirical approaches.
Such an analysis seems to be extremely necessary at the
present time, since, due to many historical reasons, the
ideas of L.S. Vygotsky turned out to be unclaimed and
distorted within the framework of other scientific ap-
proaches.

The volume of this article allows us to cover only
some of the existing positions in psychology on the is-
sue under discussion, which does not detract from their
importance and interest in consideration. However, the
main subject of this work is not a critical attitude to nu-
merous views in scientific psychology, but a new aware-
ness and raising to the surface to discuss the original
ideas of the non-classical theory of L.V. Vygotsky.

Clearly, any particular field of science is uniquely de-
fined by its subject, that is, by what it aims to study. In
traditional positive natural sciences, the issue of defining
the subject of a particular science is usually not a mat-
ter of contention. It is intuitively clear to everyone who
partakes in such fields what they are doing and where
the boundaries of their professional competence lie. For
psychology, however, the question is a vital and pressing
one. After the bankruptcy of Wilhelm Wundt’s physi-
ological psychology, the science of psychology entered
a dark period of open crisis, which eventually took the
form of a chronic disease. Later on, psychologists became
accustomed to this, in fact, deadly disease; many even
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successfully adapted to it, finding their scientific niche.
The trouble here is that the so-called “methodological
pluralism,” sometimes flaunted as a guarantee of produc-
tivity and future golden age of psychology is actually but
vulgar eclecticism and indiscrimination in methodologi-
cal issues.

In his methodological study, The Historical Mean-
ing of the Crisis in Psychology, Lev Vygotsky notes that
the external manifestation of this crisis is the emergence
of many psychological schools and approaches, and its
essential content is the loss of the subject of psychologi-
cal science. [1, pp. 292—436] Each approach has its own
theory with its own explanatory principle, which means
it has its own interpretation and definition of what the
subject of psychology is. Accordingly, there are as many
psychologies as there are different approaches, theories,
and prominent psychologists. This is precisely the case in
modern-day psychology. The question arises naturally:
which psychology are the field’s students to be taught?

When analyzing the state of psychology in 1926,
Vygotsky paid attention not only to the crisis in the
field, but also the science’s fundamental characteris-
tics, as well as to finding ways out of the crisis [1, pp.
292-436]. He concludes that psychology is, first, a uni-
fied science with its own special subject, method, and
a general theory. Second, psychology is an explanatory
science, meaning that its theory has its own explanatory
principle. Third, psychology is an experimental science.
Later on, in his work The History of the Development of
the Higher Mental Functions, written in 1931, and par-
tially published only in 1960, Lev Vygotsky reproaches
traditional child psychology, claiming that it “...was not
aware, as we have seen, of the issue of the higher mental
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functions, or of the problems of a child’s cultural devel-
opment, which is essentially the same thing. Therefore,
the central, ultimate problem of all psychology remains
closed for it. It is the problem of personality and its de-
velopment.” [4, p. 40—41] According to him, “Only a
decisive step beyond the methodological limits of tradi-
tional child psychology can lead us to the study of the
development of the highest mental synthesis, which with
good reason should be called the personality of a child.
The history of a child’s cultural development leads us to
the history of personality development.”

Thus, according to Vygotsky, the central and ul-
timate problem within this field of science, that is the
problem of personality should be the primary subject of
analysis and the backbone of the general theory of psy-
chology. No exhaustive definition of this concept is giv-
en in his works. However, the writings of Vygotsky offer
a general context of its use, as well as fairly precise and
specific statements clarifying his views on the subject.
It should also be noted here that Lev Vygotsky was a
genuine Marxist. He explicitly did not want to conceive
yet another psychological theory simply by pulling a few
citations from the classics. He saw his task in learning
from Marx’s entire method before writing his own ana-
log to Das Kapital within the field of psychology. The
non-classical psychology created by Lev Vygotsky is not
simply a new form of that field, but a fundamentally new
science and a new way of comprehending reality.

Karl Marx did not use the concept of personality,
since it was not found in everyday use or the scientific
works of his time. When writing about a person as a per-
sonality, he would use the wording “free individuality.”
From our point of view, this is an extremely abstract, yet
accurate definition of the essence behind the concept
of personality. It fully conforms to Vygotsky’s views
on the subject. In his work, Pedology of an Adolescent,
he notes: “Where we feel ourselves to be the source of
movement, we attribute a personal character to our ac-
tions.” [5, p. 227] To be the source of an act is to be free.
This is the most important postulate by Baruch Spinoza,
to whose works Vygotsky repeatedly refers.

Spinoza considered himself a disciple and follower of
René Descartes, even though he refuted almost all the
fundamental provisions of Cartesian philosophy in his
works. First, his worldview does not contain the total
mechanicism proclaimed by Descartes. Causal determin-
ism corresponding to the Cartesian approach is now in-
herent in all traditional science, which traces its lineage
back to Galileo Galilei and Isaac Newton. Second, Spi-
noza claimed that everything in the world was animated.
Such panpsychism is categorically opposed by “serious
scientists,” even though this view of the universe is the
only one that offers a constructive approach to solving
the famous mind — body problem as addressed by Des-
cartes. Thirdly, Spinoza was the first in the history of
philosophy to introduce the idea of self-causal being and
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internally driven movement, that is, the idea of “causa
sui.” Thus, the whole, totally dominant logic of justifica-
tion through the other, which naturally follows from the
formal logic inherited from the “father of all sciences”, as
Aristotle was known in the Middle Ages, can, after the
works of Spinoza, be contrasted with the logic of internal
self-determination. However, while for Spinoza internal
self-causality was only an idea, in Vygotsky’s cultural-
historical psychology, this idea was embodied in con-
crete psychological studies [17].

The keyword for the “stumbling block” that those
who partake in traditional science, naturalistic in origin,
have been unable to overcome is the philosophical cat-
egory of freedom. There is no room for freedom in such
science. Classical science is totally deterministic — dom-
inated by causal determinism: everything in the world
has an external cause. Freedom for the natural sciences
is an ephemeral thing that only exists in the minds of
people far removed from “real” science.

For the epigraph to his methodological study, The
Historical Meaning of the Crisis in Psychology, Vy-
gotsky took a quote from the Gospel of Matthew: “The
stone that the builders rejected has become the corner-
stone...” [1, p. 291]. And in his notebooks, Vygotsky
wrote that the ultimate problem of psychology is the
problem of human freedom. It is generally accepted in
psychology that consciously controlled action is free.
This very wording indicates that the origins of freedom
lie in the realm of consciousness.

According to Vygotsky, the primary difference be-
tween the higher mental functions and the elementary
ones lies in the fact that the former are arbitrary and,
therefore, consciously controllable and manageable.
One might say that a person has a space of conquered
freedom in one’s higher mental functions. One is free in
one’s arbitrary acts, and this freedom is exercised easily
and without effort. Arbitrariness itself is the acquisition
of freedom, unlike the stage that precedes it, in which
volitional efforts are required. In Russian, the word “ar-
bitrariness” (npouseonviocmo, “proizoolnost”) has a par-
ticular etymology: it is what is derived (npouseodnoe,
“proizvodnoye”) from will (eors, “volya™). Will is some-
thing that only a person has. It is their ultimate psycho-
logical tool and the guide of consciousness.

In his lecture, The Problem of the Will and its De-
velopment in Childhood, Lev Vygotsky divided the ex-
isting theories of the will into heteronomous ones that
attempt to derive this function of the psyche from some
nonvolitional processes, and autonomous ones that ex-
plain the will based on the laws inherent to the volitional
action. However, heteronomous theories “...were unable
to explain what is most essential to will. They were un-
able to explain the volitional nature of acts, the volun-
tary nature of the act as such. They could not explain
the internal freedom that the individual experiences in
making a decision or the external structural variability
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that distinguishes the volitional action from the nonvo-
litional action.” [2, p. 457].

As is well known, Vygotsky referred to conscious-
ness the subject of cultural and historical psychology.
The concept of consciousness has no unambiguous, uni-
versally accepted definition, either in psychology or in
philosophy. Some researchers consider it an intuitively
clear concept that does not require a deep psychological
analysis or a special study of its composition and struc-
ture. However, Lev Vygotsky and Aleksei Leontiev, gi-
ants of Russian psychology, considered this concept a
fundamental problem of psychology. When analyzing
this concept, the etymology of the Russian word “con-
sciousness” (cosnanue, “soznaniye”), draws attention
right from the start. There is an undoubted hint: “so-
znaniye” (lit. “with-knowledge”), that is, the attitude
to what is realized with knowledge. However, the very
concept of knowledge is extremely problematic. In So-
cratic philosophy, famously, the lack of true knowledge
is the main cause of all human misfortunes. Thus, arises
a well-founded assumption that Socratic “knowledge”
differs significantly from the generally accepted mean-
ing of this word today. According to Plato, his teacher
confessed to hearing an inner voice that did not tell him
what he should do, but warned him against what he
should not do. This represents vitally important knowl-
edge about the most important thing in our lives — that
is, how to avoid undesirable consequences from one’s ac-
tions, particularly irreparable consequences. Today, the
word “knowledge” usually means informedness; or com-
petence, scarcely different concepts; or one specific skill
or another, or the ability to perform certain activities.
This, however, is not at all the knowledge Socrates spoke
about. [16, pp. 24—28]

Plato’s philosophy raised the question of the origins
and essence of true knowledge. According to this teach-
ing, the path to understanding the truth leads into the
depths of human subjectivity. The external world in
which we live is Plato’s world of shadows and a source
of delusions. Therefore, Socrates’ maieutic conversa-
tions, forcing the interlocutor to look inside themselves,
are the way to get closer to true knowledge. This ancient
wisdom echoes the core principles behind Vygotsky’s
cultural-historical concept. Both Socrates and Vygotsky
see communication as the be-all and end-all of self-ex-
ploration and self-improvement.

In our opinion, Vygotsky’s idea of the systemic and
semantic structure of consciousness is extremely im-
portant for the entire science of psychology. It would
seem that all psychologists know this perfectly well;
alas, this idea has yet to see proper theoretical and ex-
perimental elaboration. As is well known, Vygotsky
understood the system of consciousness as a kind of a
warehouse containing the interrelations between men-
tal functions at a particular stage of one’s development.
This, according to him, is an external characteristic
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of the structure of consciousness. Now, the inner, and
therefore the essential characteristic of consciousness
is its semantic structure.

We leave the system of inter-functional relations out
of the scope of our analysis in a bid to focus on the essen-
tial sphere of consciousness, namely, its semantic struc-
ture. According to Vygotsky, sense is a unit of conscious-
ness. In cultural-historical theory, the concept of sense
is inseparable from the concept of meaning, and sense
takes precidence over meaning. This is corroborated by
Vygotsky’s psychological analysis of the phenomenon
of autonomous speech, described in his article, Earlier
Childhood. This type of speech, as is well known, begins
to manifest in children from one to three years of age.
The child begins to speak in some self-invented “gibber-
ish” language. The “words” the child uses may not be at
all similar to the normative sounds of adult speech, and
their meanings will also be very different from those of
adult words. Nevertheless, by using these “words” that
sound unlike anything universally accepted, the child
successfully achieves mutual understanding with close
adults; the child’s goal is achieved as the needed help
is provided. Amazingly, through such unusual “words”,
which, unlike full-fledged words, have nothing but a
self-invented inner sense, the child enjoys the main psy-
chological means of communicating with adults. Upon
analyzing the phenomenon of autonomous speech, Vy-
gotsky concludes that its presence at the appropriate de-
velopmental stage is natural and mandatory for all young
children. It follows that the sense takes precidence over
the meaning of words that form an established, univer-
sally recognized zone of unique meaning.

Aleksei Leontiev proposed a radically different solu-
tion to the problem of sense and meaning, even one di-
rectly opposite to that of Lev Vygotsky. While rightly
pointing out that a sense is always a sense of something,
he argued that it is not always the sense of a given word.
According to Leontiev, “speech is not a demiurge of con-
sciousness.” In his theory, the demiurge of everything in
the human psyche, and, perhaps, even beyond, is activity.
He considers action, or rather, objective action to be the
unit of activity. Accordingly, only this unit of activity
has sense. In Leontiev’s concept, the basis and criterion
for distinguishing a specific activity is what the activity
is aimed at, that is, its subject, referred to in this theory
as the activity driver. Now, the criterion for distinguish-
ing an objective action is its purpose. While the purpose
of the action is always realized, the activity drivers, ac-
cording to Leontiev, are usually not realized. [14]

The next step in the theory of activity is the asser-
tion that the concept of sense is the sense of an objec-
tive action. Similarly to Vygotsky’s theory, the sense of
something singular is established through its relation to
the whole of which it is a part. In Leontiev’s theory of ac-
tivity, the sense of an action is generated by the relation
of its purpose to the driver of the activity carried out as
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part of it. Having tied the concept of sense to the concept
of objective action, Leontiev, nevertheless, was forced to
propose his own solution to the problem of sense and
meaning in the traditional sense of the relationship be-
tween a word and its meaning. According to him, a child
first learns the meanings of words that exist indepen-
dently in the outside world. However, the sense of the
learned words has a different origin than the meanings.
This is no longer dealing with the objective reality of
speech, but rather the deep sphere of the human psyche.
In Leontiev’s theory, and, perhaps, in the activity-cen-
tered approach as a whole, the motivation/need sphere
of the psyche is declared to be the core of the personal-
ity. To explain the relation of the sense and meaning of
words, Leontiev cites the word “war”; its meaning is the
same for a young man who has yet to smell powder, as
for someone who has been through the tribulations and
hardships of a war with all the associated misfortunes. Of
course, the sense of the word “war” will be significantly
different for each of these people. [13]

Thus, sense and meaning are qualitatively different
psychological realities in Leontiev’s activity theory;
they differ both in their origin and in their inner essence.
Meanwhile, in Vygotsky’s concept, meaning and sense
are, one might say, the same psychological reality; only
there is sense, multidimensional and unique, and mean-
ing, a certain part of the former that has settled down
and become common. The meanings of words enable
people to communicate and understand each other, in-
cluding at the semantic level.

From our point of view, the activity-based inter-
pretation of the problem of sense and meaning justifies
and theoretically legitimizes didactics in educational
practice, which still remains faithful to the principles
set forth 365 years ago by John Comenius in his work,
Didactica Magna. [9, pp. 8—12] Overcoming the limits
of such fundamentally medieval didactics is closely tied
to the solution of the problem of sense and meaning, pro-
posed in the cultural-historical concept. Now, if sense
and meaning are radically different, both in origin and
essence, then this must mean that the teacher first needs
to explain words unfamiliar to students and get them to
digest and correctly reproduce the definitions of these
words. However, the semantic content of the knowledge
assimilated by schoolchildren will be determined by
their subsequent experiences, including school life and
education. Nevertheless, education in modern public
schools is subject to the principles of John Comenius’s
didactics, based on elementary common sense and the
philosophy of Aristotle.

This educational strategy, widespread in Russian
schools, earned criticism from Pyotr Galperin, Daniil El-
konin, and Vasily Davydov |7, pp. 24-31]. This strategy
leads to the forcible ingraining of artificial everyday
concepts and ideas in schoolchildren. If a former student
goes on to get involved in science and proves capable of
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thinking within the system of scientific concepts, then,
according to Elkonin, this is an exception that owes
nothing to schooling. Such a student is usually lucky to
have met an adult interested in the development of chil-
dren. Most likely, this happens outside the school and it
is through this communication that the student develops
scientific thinking,

Vygotsky’s analysis of the phenomenon of autono-
mous speech convincingly demonstrates that there is
no such thing as a mechanical assimilation of words in
the mother tongue by children. One might say that the
child starts by inventing their own language and actively
uses it from their earliest days. The words of autonomous
speech, as is well known, do not have universal meanings;
nor do the “words” spoken by the child have a normative
sound. All they have is the unique personal sense that
the child attaches to these “words”. Over time, the child
adjusts the invented words to the commonly used mean-
ings and sound forms of words in the mother tongue.
Thus, the child does not mechanically memorize the
words in the mother tongue, but, one might say, rather
invents it. There is no such thing as direct assimilation of
speech, but there is the child’s introduction to the reality
of the mother tongue, which occurs through the creative
generation of the words’ meanings, their semantic basis,
and their commonly used sounds by the child. This logic
of mastering a child’s mother tongue is essentially the
unified logic of the mental and personal development of
children in ontogenesis.

According to Vygotsky, generalization is the key to
the problem of the semantic structure of consciousness.
He writes that the main psychological tool for a person is
the word; the word is a sign; the sign is a sign because it
has a meaning (Russian: suax [znak]) — “sign”; snauenue
[znacheniye] — “meaning”); a meaning is a generaliza-
tion; and a generalization has an obverse side, which is
communication. We generalize as we communicate, and
vice versa. Communication and generalization, accord-
ing to Vygotsky, are two sides of the same coin. This is,
in our opinion, an amazing statement. It would seem that
it contains a blatant contradiction. After all, communi-
cation is the establishment and exercising of interper-
sonal relationships, that is, something interindividual,
whereas generalization is a purely mental construct, that
is, an inner property of a person. The result defies com-
prehension, like comparing apples to oranges. In fact,
though, this is a brilliant insight into the unity of the
external and internal in the composition of conscious-
ness. This, we believe, is the fundamental postulate pav-
ing way to solving the famous problem of universals, as
the problem of generalizations was seen in the Middle
Ages [11, pp. 88—97.].

Aleksei Leontiev made the remarkable observation
that the axe also generalizes. From our point of view,
this is a profound and very meaningful notion. How-
ever, when explaining how exactly an axe generalizes,




KYJbTYPHO-UCTOPUYECKA IICUXOJOTUA 2022. T. 18. Ne 3
CULTURAL-HISTORICAL PSYCHOLOGY. 2022. Vol. 18, no. 3

Leontiev does it completely in line with the theory of
empirical generalizations. According to him, the strike
of an axe upon a log extracts from it hidden properties,
thereby allowing them to be abstracted and brought to
the appropriate generalization, designated by a word. It
must be admitted that Vygotsky, who revealed the true
nature and essence of generalizations by conceiving the
thesis of communication and generalization being two
sides of the same coin, stuck to the theory of empirical
generalizations in his own psychological research. In his
monograph, Thinking and Speech, devoted to the devel-
opment of word meanings, Vygotsky’s main experimen-
tal tool was the double stimulation technique, known as
the Vygotsky — Sakharov method. It was derived from
the method created by Narzi8 Ach, as was pointed out
by Vygotsky himself [3, pp. 120—130]. We shall not
describe this technique, known to all Russian psycholo-
gists, here; we will pay attention only to the fact that the
source of the artificial meanings invented by the subject
were the properties of real objects — cubes, parallelepi-
peds, cones, pyramids, and other items of different sizes,
shapes and colors. In other words, in this experiment, the
generalizations offered by the subject originated in real
objects. This means that all the values invented by the
subjects were traditional empirical generalizations.

Vasily Davydov paid special attention to the prob-
lem of generalizations in his works. In his monograph,
Types of Generalizations in Teaching, he based his own
educational theory on the opposition of empirical and
theoretical generalizations. [8] However, both funda-
mental concepts in Davydov’s theory raise questions.
The empirical generalization in his works is interpreted
in full accordance with the tradition that extends back
to Aristotle. The main flaw in the Aristotelian theory
on the origin of generalizations lies in the very attempt
to deduce the general from the singular. Strikingly, the
“father of all sciences”, whose legacy is the framework of
formal logic—its requirements still religiously observed
by modern science and scientifically based practice —
built a logically impossible structure of empirical gener-
alization.

Davydov fought the hegemony of empirical gener-
alizations in education, setting them against theoretical
generalizations. However, he struggled with what people
had artificially created. At this point, one cannot help
but think whether one really has to fight what already
exists, but rather simply provide children with a proper
life and schooling to ensure that it no longer exists.

Theoretical generalization and education based in
it are central to Davydov’s research; however, the very
word “theoretical” raises many questions. There is no
single, well-established opinion on this concept in the
philosophical and psychological literature. There has
been much discussion on this issue, so far leading to
nothing. In Davydov’s works, this issue has a logical,
unambiguous solution: in order to define the concept of
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“theoretical,” one needs to turn to a sphere of reality in
which something obviously theoretical exists explicitly.
Naturally, this is science. Scientific theories are, without
doubt, theoretical. It follows that anything more or less
significantly related to science will be theoretical. Sci-
entific theory, according to Davydov, is based on a ge-
netically initial abstraction as a germ cell; following the
logic that ascends from the abstract to the concrete, the
corresponding theory grows from it and unfolds to the
fullest extent. In this matter, he agreed with the find-
ings of Vygotsky on psychology being an experimental
science based in an appropriate theory whose explana-
tory principle is a fundamental concept that generates
all the consequences and conclusions of this theory. In
Davydov’s concept, the genetically initial abstraction
that generates a psychological theory should be a real life
relationship, rather than a mental construct. [8]

The above provisions of Davydov’s concept raise
certain questions. For example, it is unclear how the as-
cent from the abstract to the concrete is different from
elementary logical deduction. Mathematicians claim
there are at least a dozen and a half ways to prove the
Pythagorean theorem. This theorem is relatively easy
to prove in a geometric manner, based on Euclid’s axi-
oms and the rules of inference from them. Still, it took
the genius of Pythagoras to introduce this theorem to
mankind. He didn’t have anything to lean on, however;
no laws of formal logic or of deduction. All he had was
clarity of mind and brilliant intuition. The question of
the ascent from the abstract to the concrete and the pos-
sible replacement of this practice by logical deduction
remains an open one.

The mistake made by Davydov was his interpreta-
tion of the concept of “theoretical”. Having tied this
term to scientific theory, he made a concrete practical
conclusion, quite a logical one, that the basics of scienc-
es should form the curricula for primary schools. Since
the main activity at this age is learning, theoretical in
nature, the subject of assimilation for younger school-
children must be theoretical generalizations, related in
their origin to scientific theories. Tellingly, the sciences
themselves come to realize their fundamentals only at
the height of their development. Davydov proceeded
from the fact that scientific theory is based in some onto-
logically initial relation; within the logic of ascent from
the abstract to the concrete, it unfolds into a system of
provisions explaining everything that this theory claims
to explain. This understanding of the essence of science
is consistent with Vygotsky’s idea that an explanatory
principle, as a fundamental concept, should be the basis
of psychological theory. However, it needs to prove its
“royal origin,” that is, be philosophically cogitated and
justified. This, one might say, is the most important no-
tion Vygotsky has to offer; however, it is missing from
Davydov’s works. The latter does not have a single word
to say about philosophical reflection justifying the ini-
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tial idealization. Without that, no theory is worth much.
Neither the initial abstraction nor the ascent from the
abstract to the concrete in any way provide the theoreti-
cal essence of scientific theory by themselves; they in no
way clarify why scientific theory is “theoretical”. This
means that not even the fundamentals of the sciences, in
Davydov’s understanding, can be a source of theoretical
generalizations.

As we have seen in our research work, Davydov’s er-
roneous definition of the concept of “theoretical” casts
doubt on his theory of developmental learning and the
curricula he created. According to him, the concept of
theoretical generalization is fundamental. In his view,
younger schoolchildren learn theoretical generalizations
and concepts as part of educational activities and under
the guidance of a teacher. This helps them master theoret-
ical thinking. However, our research and practical work
with children of this age shows that younger schoolchil-
dren are fundamentally incapable of scientific thinking
[12]. At the same time, we have seen them be able to hold
the position of a theorist quite steadily and think theoreti-
cally. In other words, theoretical and scientific thinking
are fundamentally different mental processes, significant-
ly separated on the ontogenesis timeline.

Asis well known, both Lev Vygotsky and Jean Piaget
believed that scientific thinking could only be accessible
to adolescents [15]. Our research shows that this win-
dow of opportunity opens up towards the end of adoles-
cence, and only to those who were lucky in individual
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development, having met an educated adult capable of
thinking within the system of scientific concepts and
sincerely interested in the development of children; such
communication led adolescents to become carriers of sci-
entific consciousness.

Asalready noted, philosophical reflection is of utmost
importance when selecting and justifying the explana-
tory principle of a theory. The issue, however, is that the
very concept of reflection is missing from the activity ap-
proach. This approach initially stems from the subject-
object relationship, which is in no way a reflexive one.
Reflection cannot be deduced from activity in principle;
conversely, activity cannot be obtained from reflection.
It follows that any theoretical constructs in line with the
activity approach are fundamentally incapable of defin-
ing and justifying the concept of “theoretical”, since its
very essence is reflexive.

Summing up some of the findings of our analysis,
we can say that the fundamental concepts behind Vas-
ily Davydov’s theory, namely empirical and theoretical
generalizations, do not stand up to scrutiny. The chal-
lenge of revealing the true nature and essence of such
generalizations as part of the consciousness semantic de-
velopmental mainline in preschool and primary school
age children calls for a different interpretation of these
concepts. In the most general terms, the direction of in-
quiry to that end can be seen as a deep psychologization
of research in pedagogy and education in line with the
cultural-historical approach.
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Kak nenaercs nedareb.
I0O6ueitnoe unrepsbio ¢c H.H. HeuaeBbim
Yacrts 2. Hekotopslie HepenieHHbIE TPOOIeMbI
IICUXOJIOTUM ¥ BO3MOKHOCTH UX PellleHU s

Cratbs ipeficTaBisier co60i BTOPYIO YacTh MHTEPBBIO, TIPOBEICHHOTO ¢ aBTOPOM B PaMKaX MPOEKTA
«ITcuxomnor-u-f. JKussie ucropuns MOCKOBCKOTO TOCYIAPCTBEHHOTO MCHXOJIOTO-T1€IATOTUYECKOTO YHU-
sepcureta (DBOY BO MITIIIY). B Hem aBTOp pacKkpbiBaeT CBOM MOAXOM K ONEHKE POJU KYJbTYPHO-
ucropuyeckoii reopun JI.C. Boirorckoro u reopun sesrensuoct A.H. JleonTheBa B cucteme mcHxoJI0THH,
AHAJIM3UPYIOTCS COBPEMEHHbIE TEHIEHIINY Pa3BUTHSI BBICIIEr0 00Pa30BaHIs], MECTO MOJIEJIUPOBAHMSI JI€51-
TEJIBHOCTH CHEIMAINCTOB B IPOGECCHOHAIBHOI OJITOTOBKE IICHX0JIOTOB.

Astop nnen n Bexymuii mpoekta — B.T. Kynpsasues (maree — BK). Berpewa cocrosimacs 4 despans
2021 ropa!.

Kmouesvie cnosa: opynue u 3Hak, KyJabTypHO-uctopudeckas mcuxosorus JI.C. Boirorckoro n jed-
tesabHOCTHBII ozixo A.H. JleonTbheBa, COBMECTHAST IESITENLHOCTD, UI€aIbHOE, BbICIiee 00pasoBaHIe, MO-
JIeJINPOBAHME JICATEIbHOCTH, KYJIbTYPa.

s uurare: Kak genaerca nearens. K06umeiinoe nnrepsbio ¢ H.H. Heuaesbim. Yacts 2. HekoTopbie HeperieHHbie
poGJIeMbI TICUXOJIOTHH ¥ BO3MOKHOCTH WX pernenus // Kyabrypro-ucropudeckast mcuxosornst. 2022, Tom 18. Ne 3.
C. 132—141. DOT: https://doi.org/10.17759/chp.2022180316

How is a Doer Done.
The Anniversary Interview with N.N. Nechaev
Part 2. Some Unsolved Problems of Psychology
and the Possibilities of their Solution

The article is made in the form of interview with the author within the frames of the project “Psycholo-
gyst-and-1”. Live stories” of the Moscow State University of Psychology and Education (MSUPE). There
the author describes his approach to the evaluation of the role of Vygotsky’s cultural and historical theory
and Leontiev’s activity theory in the system of psychology. Also the present day trends of higher education
development as well as the place of modelling of specialized activity within the psychologists’ professional
training system are analyzed.

The author and leader of the project: V.T. Kudriavtsev. The meeting took place on the 4-th of February
2021.

Keywords: P. Janet, cultural and historical psychology by L.S. Vygotsky, activity approach by A.N. Le-
ontiev, tool and sign, joint activity, ideal, higher education, modelling of activity, culture.

! Buzeo-3anuch Berpeun 1o azgpecy: https://www.youtube.com/watch?t=46&fbclid=IwAR2QFHhZeHfkHWccY C-NKXqKUEfHnvzq69
D23cOuMaohZYHOusbyt6 EVkxA&v=iaRfcXCCRMO0&feature=youtu.be

CCBY-NC

132



KYJbTYPHO-UCTOPUYECKA IICUXOJOTUA 2022. T. 18. Ne 3
CULTURAL-HISTORICAL PSYCHOLOGY. 2022. Vol. 18, no. 3

For citation: How is a Doer Done. The Anniversary Interview with N.N. Nechaev. Part 2. Some Unsolved Problems of
Psychology and the Possibilities of their Solution. Kul’turno-istoricheskaya psikhologiya = Cultural-Historical Psychology,
2022. Vol. 18, no. 3, pp. 132—141. DOL: https://doi.org/10.17759 /chp.2022180316

B.K. Ceiiuac 10BOJIbHO aKTUBHO 06CYKIA€TCsI COOT-
HOTIIEHUE KYJIbTYPHO-UCTOPUYECKON TEOPUU U JIESTEb-
HOCTHOTO TIOJXO/a. JTa TeMa 3aTparuBajach BO BCeX
HAlMX BbIycKaX. S 3HaI0, 4TO HeJaBHO y TeOs BBIIILIA
CTaThsl HA ATy TEMY B JKypHaJie « BOITPOCHI ICUXOJIOTHT .
Kaxk 66l TBI KpaTKO C(hOPMYIUPOBAJ CBOIO TIO3UIIIIO?

H.H. /Isig MeHs 9TO KJII0YEBOW BOTIPOC U 10 HACTOS-
1Iero BpeMeH! OYeHb aKTyaJubHbIil. V1 BHOBD /171 OTBETa
HA HETO HaJI0 0OPATUTHCSI K CTYAEHIECKUM TOJ[aM.

Korna s 3aBepimi KypcoByto paboTy Mojl pyKOBOJI-
ctBoM bimombr BysibdhoBubl 3elirapHuk U mepernesn Ha
5-1 Kypc, BCTAJ BOIPOC 0 TeMe AuiioMa. Ee mpeiioxkut
[Terp fAxoBsieBnd, mpeaBapUTENbHO ITOCOBETOBABIIMCDH
¢ Anekcanzpom Pomanosuuem n Asekceem Hukosrae-
BuueM. MeHst puryiaciiii B kabuseT K JICOHTbEBY, Tiie
MPUCYTCTBOBAIIA BCE TPOE — TOTAA Y MEHS CO BCEMU
HUMU OBLTA XOPOIIIVE OTHOIIEHNUST, — U IIPEJIOKUIII Ha-
3Banue tembl: «JI.C. BoiroTckuii u ppaniry3ckast commo-
JIoTHYeCcKas MIKoJa». JTa TeMa U CTajla TeMOH MOETo JIu-
IJI0OMa, a TpU MIpodeccopa MPUHAIN yYacTue B HAYYHOM
PYKOBOJICTBE.

Anekceit HukomaeBnuy nan MHE HECKOJBLKO KHUT
Ha (GpaHIly3CKOM SI3bIKE — O/[HA U3 HUX COXPAHUJIACH
y MEHS JI0 CHX TOp, — U s Havas paborarsb. J[0BOJIBHO
GBICTPO 5T OCO3HAT, UTO TIPEICTaBIeHIe 06 Huaestx Boiror-
CKOr'0, KOTOPOE TOT/Ia CJI0KUJIOCH 10 €r0 TJIaBHOW KHUre
«MBlIIIJIEHHE U Pedb», — a JAPYroro GbITh HE MOTJIO, TI0-
CKOJIBKY MHOTHE eT0 PaGOTHI etiie He ObLIN M3/IaHbl, — SIB-
JIeTcs He COBCeM BEPHBIM (y MEHS jKe COXPAHUJICS PSIIT
MIPUKM3HEHHBIX U3/IaHUIT er0 PaboT, KOTOPBIE 5T HETABHO
nepea B OMOINOTEKY HAlllero yHuBepeuTera). S aurai
paboThl (hpaHIy3CKUX aBTOPOB, M Y MEHs IIPU YTEHUH
pabor Beirorckoro u I1. JKaHe Bo3HUKJIO OlIyIIeHUE TI0-
XOKECTH TEKCTOB, TOPOH Ka3alI0Ch, UTO B PSIZIc MECT PeUb
UJeT IIPOCTO O IepeBojie ¢ (hPaHIy3CKOTO.

B 1986 r. B sxypHase «Bectauk MI'Y»? A.A. ITysbipeii
B CBOEM KOMMEHTApUU K U3/IaHHON B JKypHaJIe PYKOIINCH
JI.C. BeiroTckoro, KOTopyio oH Ha3Bal « KoHkpeTHas ricu-
XOJIOTHSI YeJIoBeKay, oIbITascs Mo ceblikaMm Ha I1. JKane,
KOTOPBIE COIEPKATNCE B 9T0# pyKorcu JI.C. BeiroTcko-
TO, YCTAaHOBUTH UCTOYHUK IUTUPOBAHMS, HO €My 9TO He
yranoch, Tak Kak JI.C. BbIroTcKuii mUTUPOBAT MOCTYII-
HbIe eMy cTeHorpaMMbl Jiekiuii 11. JKane, TpouynTanHbIX
nocaenanm B Kosmex ne @parc B 1926—1927 .

Bor mnepeno muoit xkuura jKane, mosydyeHHast 1o
MeXKIyHApOJHOMY 3aka3y: «La pensee interieure et ses
troubles» — «BHyTpenHee MbllIEHUE W €TO HapyIie-
HUA». DTO KaK pas TOT KyPC JIeKIIHii, KOTOPbIN ObLI IIPO-
yuran [I. JKane B 1926—1927 rr. Muorwue nien, conep-

JKalrecs B 9TOM KypCe, IeHCTBUTETbHO KaXKyTCsl O4eHb
3HAKOMBIMH, €CJIM MX COIOCTaBJATh ¢ paboramu Bbi-
rorckoro. [Ipuuem cam BwIiroTckuii aTOTO HE CKpBIBa-
eT. B cBoeii cTatpe «Komrextns kak akTop pasBuTus
nedekTUBHOTO pebeHKay, MPEACTABJICHHONW B 5-M TOMe
ero CobpaHUst COUMHEHUT, COIEPKUTCS OJTHA U3 CAMBIX
pa3BepHYTHIX (HOPMYJIUPOBOK 3aKOHA CTAHOBJIECHUS
BBICHIMX TICUXUUeCKnX (hyHKIUI (pudyeM BoiroTckmit
HCIIOJIB3YET TEPMUH HE <«BbICIINE TIcuXndeckue (hyHkK-
UU», a «BBICIINE MICUXOJOTnYecKkre (QYHKIUU> U, CO-
OTBETCTBEHHO, TOBOPUT O TIEPEXOJIE OT <UHTEPIICUXOJIO-
TUYECKUX» K «UHTPAINCUXO0JOTUYECKUM> ), KOTOPYIO OH
COTIPOBOJK/IAET CJIEYIONMMU CJIOBAMU: «MBbI TOJIKHBI
MMOSICHUTH HA KOHKPETHBIX TPUMEPaXx, KaK MPOSIBISETCS
B IICUXOJIOTHYECKOM PAsBUTHUU PeOEHKA HTOT BEJMKUI
(byHIaMeHTATbHBIN 3aKOH TICUXOJIOTHH, IO BBIpaXke-
uuio I1. XKane»®. U, cobcTBeHHO, BCA dTa CTaTbhbsd BbI-
TOTCKOTO TOCBSITIIEHA KOHKPETU3AIUN YKAa3aHHOTO T0-
noxkenus yKane.

U korzma st 8 1968 1. ¢ mog00HBIME 5KEe COOOPAKEH-
SMU TIPUIIEJ K TPUYMBUPATY MOMX HAYYHBIX PYKOBO-
nureneit, Anekceii Hukomaesuu ckazan: «Ilo-moemy,
ceflyac MO3UIMOHUPOBATH ITH UJIEN HEe OUYEHDb aKTyallb-
Ho. BosbMu uT0-HUGY 1B IIONpoOIIes. Tak, aTa HeCOCTOAB-
magcs AUIIOMHas paboTa 1mo BeIroTckoMy ocTaiach co
MHOH Ha BCIO JKU3Hb.

B mapte 2018 r. B s)kypHasue «Bormpocsl nmcuxonorum»
BBITIIA MOsT CcTaThst «O BO3MOKHOCTSIX PEUHTETPAIN
KyJbTypHO-UcTOpudeckoit mcuxosoruu JI.C. Bwiror-
ckoro u Teopun faesitesbHOCTr A H. JleonTheBar?. B Heil
MOKa3aHo, uToO Teopusi BeiroTckoro n teopus JleoHTbe-
Ba — 9TO JBa PyKaBa, KOTOpble BHayajue ObLIN 0OIUM
[IOTOKOM B BUJIE <«UHCTPYMEHTAJbHON TICUXOJIOTHUY,
HO 3aTeM T10]] BJUSTHUEM (PPaHILy3CKUX aBTOPOB JIMHUS
BeiroTckoro noiiia B CTOpoHy aHajn3a KOMMYHUKATHB-
HOTO acIleKTa JIeITeJIbHOCTHU, BhIBJIEHUS POJU 3HAKA B
KOHCTUTYUPOBAHUU TICUXOJIOTUYECKUX BO3MOKHOCTEH
yesjoBeka, a y JleoHTheBa — B CTOPOHY HMCCIENOBAHUS
POJIN OPY/MST B IPEIMETHO-OPY/IMIHON /1€ TeTbHOCTH.

KotneuHo, B 9ToM KOHTeKcTe Taybiieput ObLI JICOH-
TheBIleM. Ero kammuparckas aucceptanus «O pasiu-
YUU BCIIOMOTATETHHBIX CPEACTB Y SKMBOTHBIX U OPYIUI
y 4eJoBeKa» 3HTOMY HaIJISJIHOE CBUIETEJNbCTBO. Bce
YYACTHUKU XapPbKOBCKOM TPYIIIBI TICUXO0JOTOB CYUTAJIN,
YTO CcaMO OPy/He BOILIOLIAeT CIoCo0 ero IpuMeHeHus,
KOTOPBII — YK€ KaK «3HayeHue» — Kak Obl IPUKpeILIe-
HO K opyauio. OJHAKO MCUXOJOTHYECKass KOHIEMINs
MIPUPO/IBI U TPOUCXOK/IEHUS M/I€AJTbHOTO TTI03BOJISIET YT-
BEPIK/IATh, UTO UJICATHHOE HE MOJKET «ITPUKPETLISATHCS,
njieabHoe — 3TO TICUXOJOIHYeCKre HOBOOOPa3OBaHNMs,

2 Boizomexuit JI.C. Konkpernas ncuxosiorus yesnoseka / Becrauk MIY. Cepust «Ilcuxosorusi». 1986. Ne 1. C. 51—65.

3 Boizomexuai JI.C. Co6p. cou. T. 5. M.: Ilegaroruka, 1983. C. 197.

t Heuaes H.H. O BO3MOKHOCTH PEMHTETPAINN KyJIbTYpHO-UcTOprdeckoil ncuxosorun JI.C. Berorckoro u reopun gesitesnsroctn A.H. Jleon-

theBa // Bompocot icuxosiorun. 2018. Ne 2. C. 3—18.
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3aKOHOMEPHO BO3HMKAIOIIUME B XOJ/le HAIIeil JesTesb-
HoCcTH, Gylarofapst KOTOPbIM Mbl KOHCTHTYUPYEM HalIl
«CyOBeKTUBHBIH 00pa3 OOGBEKTUBHOIO MHUPa», BHIMM
ATOT MUP TIO-/I[PYTOMY.

B onHolt 3 cBOMX TIOCJTEIHUX CTaTell, BBIIIEAINIEH B
KypHaste  «KysnbTypHO-MCTOpHYECKast —TCUXOJIOTUS» B
2020 r® g nocrapajcs 10Ka3aTh, YTO KaxK/blil U3 HAIIMX
yunuTesei 3apuKCUpoBa KaKOKH-TO BaKHBIN aCTIEKT B Pas-
BUTUU JIEATEBHOCTU. 3/IECh 51 XOUY CIEIUATIbHO YIOMSI-
uyth B.B. Py0O1oBa, KOTOpbIii, paspabarbiBasi KaTETOPUIO
COBMECTHO-PACIIPEIENIEHHON  JIeITeTbHOCTH, 3TOT  TIPO-
GJIEMHBIN y3eJ pa3Bsi3biBaeT. B Xojie MCHXOJIOrH4ecKoro
aHAJIN3a COBMECTHOM JIESTEIbHOCTH CTAHOBUTCS OUEBH/I-
HBIM: OpyAMiiHOE ITpeobpasoBaHue AelCTBUTEIbHOCTH (e3
KOMMYHUKALUK YYACTHUKOB 9TOU JeATEIbHOCTH eCTh Oec-
CMBICTIUTIA; CYOBEKT MOJKET OBITh 1 CHIETAET TO, YTO HEOOXO-
JIAIMO JIJIST pellieHnsT BO3HUKIIEH Tiepe/l HUM 3a/[auu, HO He
CMOJKET OCO3HATD U, CJIE/IOBATEIHHO, 0CO3HAHHO [IOHUMATbh,
UTO K€ OH CIIENIAJ, €CJIU Y HETO HET 3a/[a4i OOBSICHUTD 9TO
JIPYTOMY, JIasKe €CJIM DTUM «PYTUM» OYIEeT OH CaM.

Taxag ke cutyaryss UMeeT MECTO U B TaJIbIIEPUHCKON
Teopuu noaranHoro opmuposanus. Ecim, kKak 9To npu-
HATO B MPAKTUKE TTO3TAITHOTO (hDOPMUPOBAHUS, TICUXOJIOT
COXpaHseT TPAJAUIIMOHHYIO <«3TAITHOCThY, <«Pa3BOIUT»>
MaTepuaJbHOE JIENCTBUE U TPOMKYIO COIMAIN30BAHHYIO
pedb, TO TeM CaMbIM OH pa3pylIaeT WX OpPraHuYecKoe
€/IMHCTBO KaK, ITyCTh W TIPOTUBOPEYNBBIX, HO ITPe/IIoJia-
TaloIuX JAPYT IPyra MOMEHTOB COBMECTHOM JIesITeTbHO-
ctu. B aKkcriepuMeHTaIbHOM TITaHe TaKoe <«Pa3BejieHnes,
MOKET ObITb, Y SBJISETCS ONPABJAAHHBIM, CKAsKEM, JJIst
(buKcamy Kakoii-TO BBISBIECHHON OCOOEHHOCTU OCY-
IIECTBJIEHUS IESTEIbHOCTH, HO HA CAMOM JleJie KOMMYHU-
KaTUBHBIN 1 OPYAUIHBIN acIeKThl BCET/Ia TIPENCTABIISIIOT
coboii exuncTBO. C caMOro IEPBOr0 MOMEHTA BOBJIEYEHHST
cyObeKTa B DKCIIEPUMEHTAIBHYIO CUTYAIMIO €My JAeTCsI
WHCTPYKIIUS, 3HAYUT, YIACTHUKHM BCTYTIAIOT B KOMMYHU-
KaIMio, COCTABJISIONLYIO YCJIOBUE COBMECTHOU JIeSTe b-
HOCTU ¥ BOBMOKHOCTH €€ Pa3BUTHSI.

[IpezncraBisiercs, 4TO HYKHO ellle MHOTOE Pacyuc-
TUTb B HAIIUX TMPENCTABICHUSIX U O KyJbTYPHO-UCTO-
PUUECKON TEOPUU U O AESATEJTbHOCTHOM TIOAXO0/E, YTOObI
VUTH OT «HAKATAHHBIX» MITAMIIOB B TOHUMAaHUU UJIeH 1
JI.C. Bororckoro, u A.H. Jleourbesa.

B.K. Cratb4, o kotopoii rosoput Hukosaii Hukouia-
€BUY, BBINLJIA HA aHTJINICKOM si3bike. OJIHAKO ee PyCCKO-
A3bIYHBIN BapMaHT ToXKe HamedaTtaH, B «Ilcuxosoruue-
CKOM razeTe» — CCBIJIKY Ha Hee MOKHO HAWTHU Ha caiite
raseTbi® u Ha caiite: http://nechaev.pro/ .

S mpenocTaBiIsAo CI0BO ellle OHOMY ITOCTOSHHOMY
YUYACTHUKY HalllMX ceMUHapoB, B.B. Py0Oiosy.

B.P. Tlosapasisist 100m/Isipa, X0uy cKasaTbh, 4TO YHU-
BEPCHUTET MPEJICTABUJI €TO K HATPa/Ie, TIOJIyYeHue KOTOPOii
oH nipakTuuecku obocHoBas — meaii JI.C. Beirorckoro.

A xouy BcrioMHUTH cBoero yuurens, B.B. /laBbiiona,
KOTOPBII OUeHb YYBCTBOBAJI COTMABHYIO PUPOLY Jeli-
crust. On Toxe cebliacs Ha paborsl JKane. W ero Tosxke
BOJTHOBAJI BOITPOC O JIESITETHHOCTU U O TOM, 4TO y BbITOT-
CKOTO Ha3bIBAJIOCH BBICIITHE TICUXIUECKUE (DYHKITUH, WJTH,
KaK OBLIO CKa3aHO, BBICIIIIE ICHX0JOTHYECKUE (DYHKITHH.
Hayo nmonumathb, 4To 3/1eCh HET IIPOCTOTO «IIPOMOKAIIey-
HOTO» TIEPEHO0CA, U B TEPMUHAX, U B MOHATUSAX. B HaImx
paboTax Mbl IIOKA3bIBAIM STOT yAMBUTEIBHBII [IEPEXO]I,
KOrJ[a ujieajibHoe B (hOpMe COBMECTHOCTU YEP’KUBAIIO
oTIepaImoHaIbHYI0 CTPYKTYPY jelictBud. U ykazanue na
opy/lie Kak Opy/iie WM KaK 3HaK... S MOHsLII, YTO BbI TOXKE
ObLIM B TaKOW CUTYyalnu, Korja s wix b. DJIbKOHUH 3a-
nasasm [laBeiioBy Bompoc: «Kax ke Tax, feiictBre — 310
JIefiCTBHE C TIpe/IMETaMU U BJIPYT — MOSIBJIEHNE CMBICJIA,
JIEIiCTBUE C Pedbio, Ha KOTOPOE YKa3biBal BBITOTCKMIA,
KaK Bbl 9T0 coxpansieTe? /[aBbloB OueHb He JII0OMI OTBe-
Yarb Ha 3TOT Borpoc. OIHAKO B CBOEH MOCeHel cTaThe
«O HepelIeHHbIX IPodIeMax TEOPUU AEATEIbHOCTH> OH
aToT Borpoc noanumaer. OH CBA3bIBAET U3MEHEHUE CO-
[UAJILHOW CUTYaIlUKU ¢ U3MEHEHUEM JIesITEJIbHOCTH. JTO
Be/Ib KJII0YEBOU BOITPOC.

DunHcknii yueHblit Y. JHTCTpEM, U3YYaBIIUNA TMTOJ-
xoapl A.H. JleontseBa, B.B. /laBbizioBa, BBesl B 06UXO[
MIOHSITHE «COIMATbHAS TEOPHUS eI TeTbHOCTHY. ITO CO-
yeTaHue He MOJKET PaJoBaTh HAC, TIOTOMY UTO €CTh T€O-
U IeSITeIBHOCTH, a €CTh BBITOTCKHIT O CBOEl Teopueit
Pa3BUTHS BBICIIUX TICUXUYECKUX (DYHKIIHIA, T. €. KyJIb-
TYPHO-HCTOPUYECKAST JITHUSI.

B uewm, no-Baremy, cBs3b OlepallMOHAIBLHON CTOPO-
HBI ICHCTBUA C COMMUAIBHON CUTYyaIllel, eCIu NCXOAUTD
u3 no3uiun [laBbi1oBa, 1a U Balleil O3UI[IN ?

H.H. M#e uHTepecHO BHOBb BEPHYTHCA K BOIIPOCY,
KOTOPBIN OOCY:KIAJICS HAa OJHOM U3 HAIIMX METOJ0JIO-
IMYeCKUX ceMrUHapoB. MHe HpaBUTCS TO, YTO €CJIu JlaxKe
peub ujet 06 acupaHTcKoil pabore, MBI 06CYKIaeM ee
Ha OYeHb CEPbE3HOM YPOBHE: MBI IIOHUMAEM, 4YTO JIeJI0 He
B aKaJleMUYeCKUX CTelleHdX, a B TOM, KaK 4eJIOBeK CTa-
BUT BoNpoc. B Takmx Bemax BOMPOC I0JKEH CTaBUTHCS
MTPUHIIATINATBHO.

Mue KaxeTcsl, MBI JIOJIKHBI M3MEHUTH CBOE TIPe/l-
cTaBjieHne o peuyu. S mepeunTsiBai0 BBITOTCKOTO 4yTh
JII He exKeJHEBHO — BCerza, Korja HamedaeTcs KaKoii-
TO TIOBOPOT B UI3MEHEHWHW MOETO TOHUMAHUS, MHE BAKHO
HalTH ero KOHKPETHBIN TEKCT 110 fanHoMYy ToBoay. Ile-
pPeUYnTBHIBAs €r0 BHOBD, 4 4YaCTO BUIKY TO, UETO He YBUJIE
panbie. HaBepHoe noromy, 4To g cam yske U3MEHUJICH,
IIyCTb IIPOIILJIa BCETO JIMIIb HeJleJIs.

Kaxk a ysxe rosopui, ¢ 1991 mo 2016 r. s paboran B
JIMHTBUCTHYECKOM YHUBEPCUTETE U OYEHL MHOTO 00-
HIJICS C «pedyeBUKaMU»: OT (DOHETUCTOB /IO JIUTepary-
POBEIOB, TPAKTYIOMMWX CMBICITBI. [lo mpotmmecTBUm sTOTO
IIePUO/IA 1 BUXKY, CKOJIb IIPOYHBIM SBJIETCA IIPeJicTaBle-
HUE 0 TOM, YTO CMBICJIbL COJlePrKaTCs B A3blKe, 3aKpelLe-

5 Nechaev N.N. «Ambivalence» of joint activity as the basis for the emergence of psychological growths: ways to develop the activity ap-

proach // Kynbrypro-ucropuueckas rcuxosorust. 2020. Ne 3. C. 27—37.

8 Heuaee H.H. «JIBOCTBEHHOCTb» COBMECTHOI IESITEILHOCTI KAK OCHOBA CTAHOBJICHHS TICUXOJIOTNYECKUX HOBOOOPA30BAHMII: Iy TH Pa3BUTHSI
nesitesibHocTHOTo noaxoza // Ienxosnornueckas razera. URL: https://www.psy.su/feed /8660 /
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HBI 32 €T0 eJIMHUIIAMU. JTO TIPE/ICTABJIEHNE YKOPEHSIOT
CJIOBApH: MbI BUAMM TaM HEKHE coueTaHusi OyKB — CJIO-
Ba — BMeCTe C YKa3aHUSIMU Ha TO, YTO JIAaHHOE COYeTaHue
UMeeT Ompesie/IeHHOe 3HaYeHWe WM HECKOJIBKO 3Haue-
HUiA. B 9TUX cydasx JJUHTBUCTBI TOBOPSIT O TIOJUCEMIH
cnoBa. Ho y ciioB HeT monmceMun — Bce 3TH pa3Hble
3HAUEHUS €CTh y YeJI0BeKa, OHW ITPUHAJJIEKAT YEJIOBEKY,
KOTOPBII MOKET UCII0JIb30BATh OJIMH U TOT K€ 3BYKOBOU
KOMILJIEKC JIJIs1 BBIPAYKEHUS TOTO CMBICJIA, KOTOPBIN CTa-
HOBUTCSI 3HAYUMBIM JIJISI HETO B KOHKPETHOW CUTYyaIuu
B3aUMOJIEHCTBUS, OTIOCPEIOBAHHOTO KOMMYHUKAITUEH.

[TomHIO 1IEKOTJIMBYIO CUTYaIMIO, B KOTOPYIO s I10-
aJ1 Ha 3alUTe O/THON CBOEN MarCTPAaHTKH, KOT/IA MEHS
MTOTIPOCUJIA BBICTYTTUTH TIOCJIE BOTIPOCOB €€ PelleH3€eH-
Ta, KOTOPasi, Kak MHEe TI0Ka3aJ0Ch, He TIOHSJAa KaKue-To
MOMEHTBI PabOThL. 51, TOBOPS 0 3HAYEHUU CJIOB, HEOCTO-
POXKHO TIPUBEJ CJIOBO </I-y-P-a» KaK MPUMep Pasjimy-
HBIX BAPUAHTOB MCITOJIB30BAHMS 9TOTO «3BYKOBOTO KOM-
IJIEKCa» B PA3JIMYHBIX KOMMYHUKATUBHbBIX CUTYaIlUsIX.
S xoTes mokasaTh, YTO CMBICJIBI, KOTOPbIE Mbl CBS3bI-
BAaeM C OIIpejieJIeHHbIM 3BYKOBBIM KOMILJIEKCOM, Ha Ca-
MOM JIeJie OIPEJIeNIIIOTCS CUTyalell KOMMYHUKAIIUH,
KOMMYHUKAIIUM — He B NH(POPMAIIMOHHO-TEXHUYECKOM
KOHTEKCTE MCITOJIb3YEMbIX KAaHAJIOB, HO KOMMYHUKAITUU
Kak (hopMbI OOLIEHUS B KOHTEKCTe OTHOIIEHUMN JIIOJEi.
W moit mpuMep BBI3ZBAJ COBEPIIEHHO HEA/IEKBATHYTO €T0
CO/IeP;KAHUIO PEAKITNIO PelleH3eHTa, I/ KOTOPOTO JlaH-
HBII 3BYKOBOI KOMILJIEKC, TIPOU3HECEHHBIH MHOI, GbLI
TPaKTOBaH KakK TPSIMOE OCKOPOJICHIE.

ITOT MOAXOJ K CJIOBY €CTh UMEHHO TO, UTO PA3/IEISII0
Brirorckoro u JleonThena. JIeOHThEB TPUMEHUTEIBHO K
pedr BCerjia TOBOPUJI «OIOCPEJCTBOBAHNE> U PEUYeBOe
o0lIleHre PacCMaTPUBAJ KaK <«OPYAUITHOE OOIIeHue».
Boirorckuii ke cyuTas, 4YTO pacCMOTpPEHUE 3HAaKa Kak
opyausi — ommbovyHoe paccMmoTpenue. 3BecTHO ero
XPeCTOMATUHHOE BBICKA3bIBAHWE: <«OPY/ME HarpaBJie-
HO BOBHE, 3HAK HAIpaBjieH BHYTpb». Ho Beib u opyue
TOKEe HAIPABJIEHO «BHYTPb»: YEJOBEK, JIENCTBYS JIOMa-
TOM, OIIYIIAEeT, YTO OHA TsyKemas. JHAYUT, KOIaHue Ka-
HaBbI JIJIsl HEIO MOMKET CTaTh JeJIOM OECCMBICIEHHBIM
WJTH, HA0GOPOT, OCMBICTEHHBIM, €CJIH, CKa)KEM, 9TO HE
MIPOCTO KaHABA, a MHANBUAYATHHBIN OKOTI JIJIS 3aIUTHI.
Bogee Toro, camo aTo opyanitHoe AeHCTBUE MOKET pac-
CMaTPUBATHCS 1 KAk KOMMYHUKATHBHBIN aKT; HecayJai-
HO <KeCTOBas PeYb» MOKET ObITh FOPa3/0 BbIPa3UTEIb-
Hell, yeM IpuBbIYHAs HaM BepbasibHast 000JI04Ka Halei
KOMMYHHUKaIUu. I, KoHedHo ke, 1 peubio MOKHO yOUTb,
€CJIM OHA BBI3BIBAET K JKM3HMW, T. €. aKTYaJU3UPYeT JIJIs
YeJI0BeKa YTO-TO TAKOE, YTO HEBBIHOCUMO JIJIsT HETO.

A HeckoJIBKO pa3 TPOBOAWI HKCIIEPUMEHT, KOT/a
BAPYI B MPOIlECCe YCTHOTO OOINEHMs [IePexoqul Ha To,
YTO MOKHO HasBaTh TapabapCKUM sSI3BIKOM — HabOpOM
HETIOHATHBIX 3BYyKocoueTaHuil. IIpm atom wmcmosmbaye-
Mast MHOI MHTOHAITUS SBHO TIO/Ipa3yMeBajia BbIpaskeHne
KaKOT0-TO CMBICJIQ, HO JIJIsT PYCCKOSI3BITHOTO YesI0BeKa B
9TOM II0TOKE 3BYKOB HET cOOOMIeHNs. ITO Obljla JIMIIb
UMUTAIUS 3BYKOB HECYIIECTBYIOIIETO SI3bIKA, BO3MOIK-
HO, HAIIOMUHAIONIETO TIOPKCKU (OJ{HAMKIBI MOSI CJIy-

niaTeJbHMIA, KeHlnHa U3 Kasaxcrana, gaxe Havasa
BHMMATEJIbHO IIPUCIYITUBATLCS K TOMY, YTO 5 IPOU3HO-
CUJL, e}l 110Ka3aJ10Ch, UTO B 9TUX 3BYKaxX OHA yJIaBJIMBaeT
KaK1e-TO CMBICJIBI).

Mpb1 ocMBICTISIEM 3BYKH, M aKTYyaJIN3aIis 9TOTO CMbIC-
Jla MeHsIeT KOHCTPYKIIMIO Halllero MoHnMaHus. S coBe-
TYIO BCEM TIePEYNTHIBATh CEPhe3HbIe KHUTH — YNTAs UX,
MBI OCO3HAaeM TO, B YeM Mbl U3MEHUJINCD, & TEM CaMbIM
4esioBeK y3HaeT («ocosHaeTs) cebss. OO 3TOM roBOpUI
emte JI.H. Toscroit: «Iloagmeuaii, 4To ThI IOMHHUIIID, & YTO
3a6bIBaCIIIb: TI0 ATOMY ThI y3Haellb caM cebs». VHbIMu
CJIOBaMM, MBI CBOEHl peuyeBOii/3BYKOBOU IIPOLyKIIMEH
AKTYIM3UPYEM TE CMBICIBI, KOTOPbIe (GecCcO3HATEIbHO
mpruoGpeTaeM B COBMECTHOUN AEATETHHOCTH, U TEM Ca-
MBIM UX ocosHaeM. [ToaTomy, 4TOOBI UX 0CO3HATH, HA/O
006 9TOM KOMY-TO PACCKA3aTh.

Bermomuum, uro 3. Mpeiin usyuan GeccosHaTe T b-
HOe, UCTIOJIb3ys Peub MaleHTa: BBISICHSIETCS, YTO Yyepe3
KaKoe-TO BpeMsI 3ByKOBbIe KOMILJIEKChI, KOTOPbIE TaIn-
eHT BOCIIPOM3BO/IUT KaK TIOTOK CBOOOHBIX acCOTUAINiA,
0YEPUYMBAIOT OIpPE/EJIEHHOE CMBICJIOBOE TI0JIe TSl TICH-
XOQHAJUTHKA, M OH YKe MOKET UCII0JIb30BATD 3TO B IICH-
XOTeparnu.

B.3. Bompoc 06 yiogobaeHuu, AeiicTBIUM 110 JIOTHKE
peaMeTa... ITo JKe NKC. Bo-TepBBIX, KTO-TO I0JIKEH Ha-
MEKHYTh, 4TO HEKUI TIPEAMET JOJLKEH YIoTPeOIAThCS
B (yHKIMK Opy/aus, KoTopas pebeHKy U BooOlie Apy-
roMy 4desioBeky He fmana. OH BUAWT, KakK OTeIl JeiCTBY-
€T OTBEPTKOI W TOKE ee XBaTaeT, HO JIJIsl HETO 3TO UTPa.
Bo-BTOpBIX, UTO TaKoe JIOTHKA ATOTO CAaMOTO TIpeaMeTa’?
Byzib TO BOSHUKHOBEHWE OILyIeHusT, OY/Ib TO 3BYKOBbI-
COTHBIH cayx? YTo B Belu, KOTOPYIO MBI OIIYIIbIBAEM,
3a/aeT TO, YTO MbI OIIpefiesisieM CJI0BOM Joruka? Eciu
OTBEYaTh HA HTOT BOIPOC, TO MEPBOE, UYTO MbI YBUAUM:
JIOTHKA — 9TO TiepexojIbl B ipeaMete. [Ipu omrynsiBannmn
CTOJIa Hallla pyKa B Xo/e yrnoaobaeHust 6yaer pukcupo-
BaTh YIJIBI, T. €. UBMEHEHUs cBoero xoza. U, kak moka-
3aHO B TEHWAJIBHOM JIEOHTHEBCKOM 9KCIIEPHMEHTE, PyKa
MOZKET OIIyTaTh mepexo/ 1BetoB. Takoil paboThl B 9KC-
MEPUMEHTATbHOM, a He CJIOBECHO-JOTUYECKOM TLJIaHe
GOJIbIIIE HET.

H.H. Muoio takas pabora OblLia IIpoBeieHa B CJIO-
BECHO-JIOTUYECKOM Tiane: aTo ctaths 2003 1. «JleoHTheB
u lanpiiepun: guajor Bo Bpemenus’. 51 mokasas tam, 4To
JleonTheB ObLI HEIpaB U TUIOTe3a yNomgobaeHus 00b-
eKTy — JIOXKHAsl, OHA OTBEYaeT BYJIbIapHO-HATYPaJIH-
CTHYECKON Teopuu orpakernst. Ho Torma Hesb3st GbIIo
0-/IPYTOMY, XOTsI OTIePAIIMOHATI3M, Kak dhumocodekast
MOKTPWHA, BBIIIE: MBI BUUM 0OHEKT HATIETO EHCTBYS B
KauyecTBe TOrO WJIM WHOTO TIPeJIMeTa Yepes olepaliim, a
HE caMy Belllb Kak TakoBY0. JIF0Oyto Belb KaK TAKOBYIO
MOZKHO HCITOJIb30BATh CAMBIM PasIMUHBIM CIIOCOOOM.

B.9. Bepho, HO s He roBOpI0 00 MUCTUHHOCTU WU
JoxuOCTH Teopun. Eci Thr Gepelitb yroqobieHue uii,
JIOMYCTUM, OTNEpaIiy, Thl JOJIKEH MOKA3aTh, YTO CBsI-

" Heuaee H.H. A.H. Jleontses u I1.51. Tambriepun: quasor Bo Bpemenn / «Borpocsr icuxosoruus, 2003, Ne 2. C. 50—69.
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3bIBaET 9TH orepaluu. Y Torma 37iech uiaetT pasroBop 0O
ciose. [ToaTomy st TOBOpIO: TO, YTO HA3BIBAETCS JIEHCTBU-
em, Beaes 3a Januuaom Bopucosudem u ero paboramu
0 MPEAMETHBIX IEUCTBUSIX, TpeOyeT I ceOsl 3HAuUeHUsT
JPYTOTO, JKECTa APYTOTO: 3IECh OYE€HH NHTEPECHDI IKCIIE-
PUMEHTHI 3armoposkiia Tex Jjet. sKecTsl, elicTBrs B3poc-
JIOTO TeJIOM pebeHKa, II0[YEPKHYThIE €r0 CJIOBOM...

H.H. 3ByKOBBIM KOMILJIEKCOM, KOTOPbII B COBMECT-
HOI1 IeATESTBHOCTH TIPUOOPETAET CMBICIIBI, T. €., <OTIPE]I-
MEUYMBASICh», BBICTYIIAECT KaK 3HAUYCHUE.

B.9. /la, Ho 210 eme onHO orBeTBieHMe. O6 aTOM
otnenbHo. CaMo TO, UTO 3BYKOBOM KOMIIJIEKC MOETO Tica
JUIs MeHsL 00peTaeT CMbICJIbL, U MO JIJISL HErO TOXKe, €CJIU
HE CUMUTATh ATO pedIeKcoM, — 9TO OTAE/bHbI HMHTEpeC-
HBIH BOTIPOC.

H.H. Y10 X, 9 roToB MakCUMaJIbHO HOAPOOHO ap-
TYMEHTUPOBATh 3Ty TOUKY 3PEHUSA, MPEKIAEC BCETO I
cebst — 371ech ellle HeT TOTOBBIX 0TBeTOB. CMBICIIBI KaK-
IbII pa3 OyyT BO3HUKATh Pa3HbIMHU B 3aBUCUMOCTH OT
3a/1ay U 1leJiei HallluX JAeHCTBUM.

Bort cioxeT, KOTOpbIit MHOTHE BBIYUTHIBAIOT Yy BhITOT-
CKOTO, HO He «IIPOYUTHIBAIOT». JTO B3ITOE UM U3 JIHEB-
HUKOB J[0CTOEBCKOTrO HabJOfEHEe — PAasTOBOP MEKILY
€000l HECKOJNbKUX MACTEPOBBbIX — JTO €CTh B 7-ii IJia-
Be paboThl «MbliieHne u peub». IIarepo MacTepoBbIX
HAYT W 4TO-TO OOCYIKAAIOT, TIPOUZHOCS MIPU HTOM JIUIIh
OJIHO U3BECTHOE CJIOBO U3 TPEX OYKB, KOTOPOE, KaK MHCaJ
JlocToeBcKuii, B IPUCYTCTBUU JlaM He TIPOU3HOCAT. Kask-
NILITT U3 HUX TOBOPUT O CBOEM, HO OHU JJOTOBAPUBAIOTCH,
TaK KakK eCTb 00l1ee «I10J1e» CMBICJIOB.

B.3. I nymaio, 31ech 60J1ee MUPOKUI KOHTEKCT, €10
HE B JIAaHHOM 4y/IeCHOM 3BYKOBOM KOMILJIeKce. B janHo#
CUTYyal[y Ba)KHO OBbLIO BMECTE BBIIIUTb, [IOTOM BMECTE
UJITU — B TOM UX eJMHeHue. 37eCh He OJ{UH CMBICJI, MbI
MMeeM JIEJI0 C PA3HOCMBICIOBBIM KOMIIJIEKCOM.

H.H. Bcem coBeTyio TOCMOTpPeTh KHUTY COBpPEMEH-
Horo smHTBUCTa A.B. Brosuuenko: «PaccraBanue ¢ s3b1-
KOM»5, Tjie TIOKa3aHO, YTO MOYKHO HU3MEHUTH 00O0JIOUKY
3BYKOBOTO KOMILJIEKCA, & CMBICJIBI, TEM HE MeHee, OyIyT
nepenanbl. Bepaee, OyayT MpoOYKIEHBI, T. €. CMBICJIBI
MOSIBATCST ¥ IPYTOTO YYACTHUKA KOMMYHHUKAIIUN, TOTO-
MY 4TO TIepPeaaTh UX HEJb3SI.

Best aTa Haima ceromHsIIIHSISL BCTpeYa HYKHA ST
TOr0, YTOGBI U IPOOYAUTD, 1 IIOPOAUTH T€ CMBICJIbI, KOTO-
pble BO3HUKAIOT Y T€X, KTO HAC CJIYIIAeT.

B.P. MbI mogomniin K WHTEPECHOM TOUYKe, KOTOpas,
C OJTHOI CTOPOHBI, HAC PA3BOJINT, a C APYTON — CBOJUT.
JleiicrBuTenbno, Boirorckuii He sanumascs npobiie-
Mol reHe3a. OH 3aHUMAJICST TeM, KaK OECCMBICTEHHOE
cioBo obperaer 3HaueHue. OH MOKA3al KU3Hb 3THX
3HaYeHull Ha rnpumepe cBoeit Mmeronuku. MakTHUYeCKH,
OH B OTOU CBSI3U HUYETO HE CKA3aJ O TOM, KaKylO POJib

UrpaeT KOMMYHUKAINA JJIs1 Pa3BUTHS 9TOTO IIpollecca.
OH TIPocTO TOKA3BIBAET, KaK PeGEHOK MO-Pa3HOMY KOM-
IJIEKTYeT CBOMCTBA IPeIMETOB, KaK I10-Pa3HOMY 3TU
cBOMCTBA 06Pa3yOT, ¢ €ro TOUYKH 3PEHHUsT, OCMBICJIEH-
HBbIEe COBOKYITHOCTH y peOeHKa, HO OH He TIOKa3bIBaeT,
KaKyIo poJib B JIAHHOM cJiydyae WrpaeT B3pocJibiii. OH
IIPOCTO CaM CIIPOEKTUPOBAJ 3Ty IMPOBOKAIMOHHYIO CH-
Tyanuio Ui pebeHKa, OH MPsMO 3a/1a€T BOTIPOC U MPsi-
MO CTPOUT CBOIO MeTO/IUKY. B aTOM cMmbIcse Boirorcknii
OTKpBIBaET HOBYIO cepy U CTaBUT BOIIPOC, KOTOPIi
3a/1aBajy MoToM nocJeposarenu [Tuaxe: 4To ectb KOM-
MYHUKAQTUBHBIE JEHCTBUSA, UX HE MOXKET TaM He ObITb.
S cornacen: 371ecb Hy>KHbBI TOHKHE 9KCIIEPUMEHTAJIbHbBIE
uccaenoBanus (B 9TOM OTHOIIEHUN WHTEpecHa paboTa
A. KonokoTuna, rjae ujer 1epeocMbicjieHue cMbicia U
nosiBjieHue HoBoro 3Havdenus). C atux nosunuit Apy-
TOil — KaK TPOCTPAHCTBO BO3MOKHOCTH TIOSIBICHUS
3HAYEHUST B OTHOIEHWHU K CMBICITY.

51 ve cormamtych ¢ Toboit, Hukomaii, 1o moBoxy yiio-
HMOOJIEHUST, HO 3TO OTHOCUTCSE K IPYToit chepe mccmeno-
BaHusl. VTak, KJI04eBoil BOIIPOC: UTO SBJISIETCS PAMKOMN
JUIST IPOUCXO’K/IEHNS HOBOTO 3HaYeHus? Kak Bo3uukaer
3HAYEHWE [JIsI CAMOTO PebeHKa, UTO JIEAeT B3POCJBIN
B 3TOH CUTyaI[lK, KAK BO3HUKAET OOIHOCTD, KAKAs 3TO
06IHOCTh — HTO OMHUCaHO B Hamux paborax. Ho mpo-
61emMa ocTaercst, mpobsieMa, KOTOPYIo Hajio U3y4darh. Hc-
CJIEJIOBAHUS TTPOIOJIKAIOTCS: MOABUINCH PabOThI, pac-
cMaTpHUBaIIe Creru@uKy 3TOro akTa, 3TOT0 KOHTAKTA,
9TOIt OOIITHOCTH, B KOTOPOW JKUBET CMbIC/I. JloKTa1 10J1-
sken caesath Hukosait Hukosaesuuy.

H.H. {1 cornacen, Ho Tpo1ily mpeBapuUTEIbHO TO3HA-
KOMUTBCS C IByMsI MOUMHU CTaThsiMU: «O BOZMOKHOCTSIX
pPEUHTErpaluu  KyJbTYPHO-UCTOPUYECKON KOHIIETIUN
JI.C. Bwirorckoro u teopun spedarenproctu A.H. Jleon-
TheBa», ONyOINKOBaHHON B xKypHase «Bompocs! mcuxo-
gorun» Ne 2 3a 2018 1., 1 «O HOBOM TIO/IXOjl€ K S3BIKY
1 pevyeBOy JesITeTbHOCTH B YCJIOBUSX UM POBU3AIINT,
oIy6JIMKOBAaHHOI B sKypHase «BoIpockl MCUXOJI0TIs>
Ne 6 32 2019 r. VIx 06e MOKHO HAWTH y MEHsI Ha caiiTe.

B.K. MbsI nepexoanm K Osmi-Borpocam. V1 mepBbiii
13 HUX: KAKOB KPUTEPUIl XOPOIIEN JIEKIUN?

H.H. IIpexzae Bcero, aliioiuCMeHTHI CTyieHToB. Ho
Jlaske ecyii alJIOMCMEHTOB HET, 3TO CUTYyallusi, KOr/a
CTYZIEHTBI He yXOJSIT cpasy, a, Hapylasi Bce rpaduku,
He oTiryckaioT Tebs. Eine oquH Kpurtepuil — IpUXOIIT
JIW OHU JIPY’KHO Ha CJEAYIONIyIo Jekiuio. Hackoiabko
s1 3HAI0 cebsl KaK JIEKTOPA, JJIs MEHsI Ba)KHO MCKYCCTBO
3apaxkenust. [loaToMy camast TpyiHasl JIEKITUST — He KOT-
Jla cJIymiaTeseil HeCKOJbKO COTEH, a KOTJIa UX BCEro He-
CKOJIBKO YeJIOBEK.

VY Mmens ObuIM ¥ Takue JieKIun. B KayecTse JieKTOpa
Bcecorsnoro obmecTBa «3HaHue» g OBLT IIOCTAH C Ie-
JIBIO TIOJIEPKKUA MOPAJIbHO-TICUXOJIOTMUECKOTO COCTOSI-
HMs HAIIUX BOEHHBIX, KOTOPbIe Hecau cay:xk0y B Kupru-
31K Ha COBETCKO-KMTACKOI rpatuiie. 1o 6611 1978 rog,

8 Boosuuenxo A.B. Kpurudeckast peTpoCeKTHBa JMHTBUCTHIECKOTO 3Hanus. PaccraBanue ¢ «sasbikoms». M., 2007. 510 c.
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korza otHomennst ¢ KHP Gblii oueHb HalpsiKeHHBIMI.
Tak BoT, Ha OIHOI M3 3aCTaB sI YNTAJI JIEKIIMIO O BOCIIUTA-
HUM JleTel U1 JABYX JKeHIIUH — JKeH KOMaH/MPa 3aCTaBbl
u ero 3amecruresis. [locse nekmm ObLM IPOCTBIE W Ha-
CYTITHBIE BOITPOCHI, TUTIA: YTO JIEJIaTh, €CITH COJIATEI, HEO-
BOJIbHBIE JIOTIOIHATEIHBIMU HAPSIAMU, y4daT JeTeil Ko-
MAaHIUPOB MaTepHbIM cioBaM? CoBeT OBLT IPOCTOM: HAJIO,
4T0OBI KOMaHAUPbI JeCTBOBAIN CIIPABE/JINBO.

Jlekuya BajkHa BUyBCTBOBaHUEM. Y MeHs OBLIM CHU-
Tyaluu, KOT/ia MocJje JIEKIUN MHe TOBOpuJn: «Jlekius
6bl1a GiecTseil, Ho 1 HUYero He CMOT 3alKicaThy. JTO
3HAUYUT — IJI0X0. Ho Bce ke S cCYUTaIo IJIaBHBIM, YTOOBI
Kayk/ast JIeKInst ObLia OCHOBOM [IJIsl CJIYIONIEro Iiara B
Pa3BUTUHA CTY/IEHTA.

B.K. UeM 1 Te6A ABISACTCS CEMbST?

H.H. 910 Bcs MOd KU3HB, MBI C JK€HOI BMeCTe I104-
i 50 JIeT, y MEHsT IBOE B3POCJIBIX, COCTOSIBINNXCST IETEM.
K coxasenuio, 109b JKUBET JIaJIeKO, HO MbI 4acTO Iepe-
IIICHIBAEMCS U IIEPErOBapPUBAEMCs, GJIAr0 TEXHUYECKUE
BO3MOKHOCTH ceiiyac HeMaJbie, 3aTO ChIH PSIZIOM C HAMU.
ITo BCe Moe, g He MBICIIO kU3HM 6e3 HuX. CeMbs — 3TO
HE TbLIL, 9TO KU3Hb.

B.K. 4 3na10, uTo THI noe1b. He MOr ObI THI HEMHOTO
IMOKa3aTh YTO-TO JJIs HAC?

H.H. /leiicTBuTenbHO, 5 ¢ AETCTBA TI0I0, M, CTaB CTY-
neatoMm MI'Y, g mpuries 3anuchIBaTLCA B XOP, HO MEHS
HAIPaBWJIM B CTY/UIO BOKaja. Sl 3aHUMAJICS TaM IpHU-
MePHO roj, oka Obu1 Ha GurocodckoM (akyabTere, HO
[IOTOM, C IEPEXO/IOM Ha IICUXOJIOTMYECKOEe OT/IeJIeHUE,
OCTaBWJI TU 3aHATUS. 3aTO 51 MHOTO Y4aCTBOBAJ B CAMO-
JIeITeIBHOCTU: COXpaHuIach cMeltHas (pororpadust, rie
sl Ha KOHIIEPTE CTapaTesbHO MCrosHsio apuio Durapo:
«MaJlbuuK pesBbliil, KyAPBbI, BAIOOJEHHBI...». [Te s
OUYeHb 3aKUTATETHHO.

Teneps g 9yacTo MO0 B KOMIIAHUH, Y HAC €CTh JIPY3bs-
MY3bIKAHTBI BBICOKOTO KJIACCA, OHW C YIOBOJBCTBUEM
CaIATCS 32 UHCTPYMEHT, a S ¢ YA0BOJBCTBUE TIOI0, Yatle
BCETO POMAHCHI.

B.K. Ilepenaio cioBo A.A. Maprosmcy, KOTOPBIH
NIABHO XOYeT 33/[aTh CBOII BOIIPOC.

A.M. Moii Boripoc k Hukomnaio Hukosaesuuy cBsizan
C IUKJIOM €ro paboT, BKIOYAsA W €ro JAUCCEPTAIHIO, M0
MOJITOTOBKE KajJ[pOB B CHCTEME BBICIIETO 0OPa30BaHVISL.
DaxkTHYECKN 9TO peayTnu3aIus 1esITeTbHOCTHOTO MTOIX0-
Jla B II0AAFOTOBKE Ka/lpoB BbIclIeill kBasnndukanuu. Mue
KasKeTcst, YTO ITO KpaliHe BasKHAS TeMa, YUYUTBIBAsI, UYTO
MBI 3aHUMaeMcst oOpasoBaHUEM, MPO(ECCHOHATBHBIM
obpasoBanureM. He mMoryi Gbl BbI ¢(hOPMYIUPOBATH OC-
HOBHOH Te31C, KOTOPBI BaM KayKeTCS OTCYTCTBYIOITUM
B IpakTHKe 00pa3oBaHUs B HACTOsIIIEe BpeMsl, 0e3 KO-
TOPOTO peaIn3anud AeATeJbHOCTHOTO ITOAX0/a B IIO/T0-
TOBKE CIIEIUATTICTOB HEBO3MOKHA.

H.H. Apxaauii Aponosud, cracbo, OueHb BasKHbIIi
BOIIPOC.
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Hazno ormeTuTh, 4TO MOSI IOKTOPCKAST JAMCCEPTAIIHS
1987 1. meiictBuTeIbHO OblIa MEPBON cepbesHOi pabo-
TOI TI0 TICHIXOJIOTUH BBICIIEH MIKOJIBI, KAK TOT/IA Ha3bIBa-
JIACh 9TA OTPACITb, OTHOM U3 TEPBBIX PACCMATPUBABIIAX
HMMEHHO TICHXOJIOTHIO MTpoliecca — MoaBJstiioliee O0b-
MIMHCTBO PaboT ocTaBainch nemparorndeckumu. OHa Ha-
3piBasiach «IIpoekTHOE MO/IEIMPOBaHE Kak TBOPUECKAst
NeATebHOCTh> € Toa3aroioBkoM «llcuxomornyeckue
OCHOBBI BBICIIIETO aPXUTEKTYPHOTO 06pazoBanust». K co-
JKaJIEHUIO, 1 He 03a00TIIC 3a1a4eii ee MyOInKaIINy, OHA
ony6anKoBaHa 4YacTUYHO. [IepBbIM OMITIOHEHTOM IO 9TOI
pabote 6bu1 B.B. JlaBblzioB, KOTOPBI B CBOEM BBICTY-
TIJIEHUW KOHCTATUPOBAJL, UTO B 9TOI IUCCEPTAIIUN — JIBE
IVICCEPTAIMN: OJTHA TIPO TPOEKTHOE MOJIETMPOBAHNE KaK
TBOPYECTBO, 2 BTOPast Kak pa3 Mpo BhICIIee 06pasoBaHIe.
MHe yzaI0ch 9T0 COeMHNUTH 001Iell KaHBOI OJrarogapst
nnessm moero yunresid, [1.4. Tanpnepnna.

B o6miem Bue MOU MOAXOM K BhICIIEMY 06pasoBa-
HUIO 3aKJTI09AeTCS B TOM, 9YTO 9TO CAMBIF BBICOKUI YPO-
BEHb — JIJISI PYCCKOTO yXa 3TOT YPOBEHb <«IEPEIaeTCs»
GeIOPYCCKIUM SI3BIKOM: «BblIlIIeliiiee» 0OpasoBaHue.

Jlns MeHs BbIciiee 0OpasoBaHMe — B OTJMYUE OT
BBICIIIEH TITKOJIBI — 3TO MepeHU Kpail Ky abTypbl. Helto-
BEK MOJKET BBIIITU HA HETO B PA3HOM BO3pacTe, KOT/la OH
B COCTOSTHUM CJIeJIaTh TO, YeT0 HUKTO JAPYTOH He Jesall.
Henasro faecatuieTHUil MagbuyuK OOBITPAT YEMITHOHA
MIIpa o TiraxMaraM. Beiciee o6pasoBatme — aTo He [H-
oM. Korjia uetoBek TOBOPHT, UTO Y HETO JIBA BBICIIAX
obpasoBaHusl, 3HAUUT, Y HETO HET HU OAHOTO. Bbiciiee
obpasoBanue aubo ecTb, JUOO ero HeT, U OHO MCYE3aer,
KOTJIa YeJIOBEK, MyCTh Jiaske Tpodeccop, mepecTaeT JABU-
raThCs BIepesl. ITa HeOOXOIMMOCTD JIBUKEHUST BBIPaKa-
ercst yepe3 yrnoTpelieHe COOTBETCTBYIOMIMX SI3BIKOBBIX
hopM: HeZIAPOM TIO-UTATIbSIHCKH, T. €. Ha SI3bIKe, UYIIEM
OT ZPeBHEH JTaThIHM, IIKOJIAa — 9TO «scala» (sectauna).

CuieoBatesibHO, CaMblil IJIABHBIN TE€3WC, OTCYTCTBY-
IO B COBPEMEHHOUW MOJIEJT BBICIIEN TIKOJIbI, 3a-
KJIIOYAETCST B TOM, YTO JIOJUKHA OBITH MepeBepHyTa BCS
cucrema. HaumHaTh Ha/0 ¢ Tex 3aady, NOA4epKHY, Ipo-
(beccHOHABHBIX 33124, KOTOPbIE OOBIYHO MTPEIJIAratoTCst
Ha 3aKJTIOUNTETHHOM KypCe, a UX HaJI0 MpeJiaraTh ¢ ca-
MOT0O HayaJsa MOATOTOBKH, HO TaK, YTOOBI OHU OBLIN I10-
CUJTBHBI JIJIS CTY/ICHTA, HAUWHAIOIIETO CBOE TPodheccruo-
HaJbHOE pa3BuTHE. Ml TOIBKO TOTIA CTAHOBUTCS HY>KHOM
Ta TEOPHSI, KOTOPYIO eMy ceifiuac BAaIOJNBAIOT HA MJIAJI-
HIMX Kypcax U KOTOpasi B TAKOM OTHebHOM Buje (BHe
MPAKTHYECKIX 33/1a4) eMy He Hy’KHa. Tak, MaTeMaTuxa
st Oyyiiero pusrka — 5TO HHCTPYMEHT, U BCTAET BO-
poc, KOT/la €My HYKHO JaBaTh 3Ty MaTeMaTuky. MH-
CTPYMEHT, JIeKANTII Ha TOJIKe — 3TO He WHCTPYMEHT,
3HAYWT, HA/IO HAXOANUTH Te MpodecCHOHaTbHbIE 33/1aUH,
KOTOPbIE MOTYT U JIOJIZKHBI OBITH OCBOEHBI C TIOMOIIBIO
ATOTO MHCTPYMEHTA.

Ha sty temy ObLTH 01Ty OIMKOBAHBI TE3UCHI MOETO BbI-
crymienus Ha Mexaynapoanoit koudepeniuu 1996 r.,
MTOCBSIIIIEHHOT CcTOJIeTHIO co Hs poskaenus J1.C. Boirot-
ckoro. Boiciiiee 0OpazoBaHe HAYMHAETCS, KOT/[A YeJI0-
BeK IIPEOJIOJIEBAET CBOIO OTPAHUYEHHOCTb.

Hawm c xemoii 4acTo roBOpuJIM: KaKue y Bac YMHbIE
neru! [lIkosbHYyIO IpOrpaMMy OHHM OCBAUBAJIH, B OCHOB-
HoM, 6e3 npobsem. Ho mist pebetka B 11060M Bospacre
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BAXHO CO3/laBaTb CHUTYAIIUIO IIPEOJI0JICHUSI CBOUX CJIO-
SKUBIIUXCS BO3MOXKHOCTEH, HO UMEHHO 3TO, 110 CYTH, 1
€CTh CUTYAITUSI BBICIIIETO OOPA30BAHUST: CIETATh TaK, KaK
He c/leJ1al HUKTO.

31ech BO3HUKAET BOTIPOC K CAMUM OCHOBaM HAIlIAX
TEOPUI, KOTOPbIE JOJIKHBI ObITh PACKPBITHI HE IyTeM
MIPOCJYIIUBAHUS W TIPOYTEHUST MTePBOMCTOYHNKOB, CO-
JlepsKaHe KOTOPBIX CTAHOBUTCS aKTYaJbHBIM JINIIb
TOT/ZIa, KOT/IA JKM3HDb 3aCTaBJSET 33yMaTbCs, a CO3/a-
BaTh MPOOIIEMDI, JIJIST KOTOPBIX 3TH HJIEU MOTYT CTAaTh TO¥
OPMEHTUPOBOYHOI OCHOBOM, KOTOpasi BBICTYIIUT PYKO-
BOJICTBOM JIjist perienus atux mpobaem. Ho paske Asek-
ceii HukosiaeBny, yMHBIN 4esIOBEK, TOHUMABIIUI POJTh
TEOpUH, BCerjla IPEJCTaB/sAJl TaKylo CXeMy: CHaydaja
Ha/10 OCBOUTD, UHTEPUOPU3UPOBATD TO, YTO HYIKHO, a YK
MTOTOM 9KCTEPUOPU3UPOBATH, T. €. PEATM30BbIBATH CBOU
BO3MOKHOCTH. [To100HasT TOUKa 3peHUs TpeOyeT MpHH-
UTINATBHON KOPPEKTUPOBKHU: MHTEPUOPU3AIUS — 3TO
n0OOYHBIN TPOAYKT aKcTepuopusaiuu. V1 B T0il Mepe, B
KaKON MBI MEHsIeM KU3Hb, Mbl HHTEPUOPU3UPYEM IIKO-
ay, 3Hanue u ap. OHM BO3HUKAIOT KaK 3aKOHOMEPHDII
MIPOJIYKT MOEI IeITEIbHOCTU, CTAHOBSICH (POPMOIT MOETO
MMOHUMAaHUS, IPUHATON B JAaHHOU COIMAIBHOU TpyTIIIe.

A.M. { nonrHOCTBIO COTTIaceH ¢ TeM, 4TO Bbl roBopu-
Te MPO WHTEPUOPUIAINIO, HO HAJIO JIK PACCMATPUBATH €€
Kak KJI04eBoi nporecc? Muorue 6e/ibl COBPEMEHHOIO
00pa3oBaHKs CBA3aHbI ¢ HEIOHUMAHKEM POJIA SKCTEPH-
opu3alliK, a He THTEPUOPHU3AIIIH.

Ente ogun Boripoc B pa3BUTHE TOTO, YTO Bbl TOBOPH-
ju. Bugure s Bbl anasior, mogobue MozeMpoBaHUIO
KaK KJIETOYKe B MOJITOTOBKE apXUTEKTOPOB B Balllell pa-
60Te — B IIOJIrOTOBKE 11€[ar0r0B UJIH [ICUXO0JIOTOB?

H.H. ¢ Gnaromapen cyzabbe, 4TO Ha 9TOM 3Tale
JKU3HU ¢ TIOTIaJI B HaIl YHUBepcuTeT. [J1aBHbIN J103yHT
371eCh — « Y HUBEPCUTET JIJIsI HEPABHO/LYIITHBIX JIIO/I€» —
OYeHb MHE OJIM3KUI, XOTs PaBHOAYIIHBIX, T. €. T€X, s
KOTO BCe yiKe SICHO, TOXKe, K COXKAJIEeHUIO, XBATaeT.

Sl cumTaio, 4TO BOJIOHTEPCTBO — 3TO IJIABHOE, 9TO
KJIIOU K TTPOGeCCHOHATIBHON TTOATOTOBKE OYAYIIEro Te-
Jlarora-rcuxosora. PeryampyemMoe BOJIOHTEPCTBO, KOT/A
Oyayliye Iejaroru-rCuxXoJ0rM CTAaHOBATCS IIefarora-
MU-TICUXO0JIOTAMHU YIKe Ha TIEPBOM KypCe, pellias 3ajiauu,
IyCTb W MOJIeJibHbIe (51 3HAIO, YTO B Y HUBEPCUTETE Jie-
JIAeTCsl CIIeIMaJbHBI CUMYJISITOP MOJ0OHOTO poja 3a-
nau). Moxer ObIThb, CUMYJIATOP — HEYAAUHOE CJIOBO, OHO
peznoaraeT ymoaobjaeHre Tomy, 4to yixe Opuio. He
yrnonobJienue, a npeogoJenue. Jleaath ceroaHs, Ucxo-
JIs M3 TOTO, UTO OYIET 3aBTpa. DTO MOXO0KE HA CO3JaHKe
CUCTEMBI MacTepcknx (Kak [leJlaii BbIAIOININecsT pe-
(bopmartopsl niesaroruku Havasa XX Beka, Thia J[pon).
$1 TOTOB B 3TOM y4acTBOBaTh. S unras Kypc GakajsaBpam
TPETHETO TojIa OOYUEHNUST: TI0 MOEMY MHEHUIO, u3 25 Je-
JIOBEK UETBEPO SIBHO FOTOBBI K Takoi hopme paboTbl. 3a-
JlaHus TPo(eccuoHaNbHOTO YPOBHS U CIIEIUATBHON Ha-
[IPaBJIEHHOCTH, KOTOPbIE OHKM CMOI'YT JieJlaTh, obeciiedar
ux 1npoecCuoHaIbHbIN POCT.

Cryznenueckas Haydnasa pabora — 9TO HaydHas pa-
6oTa CTyAeHTOB. S TOTOB B3SATh [1000HYIO 9KCIIEPUMEH-
TAJIbHYIO TPYIIITY.
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B.P. ¥ mens Borpoc, cBsi3aHHbIN ¢ TeM, 4To Hukomai
HukomnaeBuy Obl1 Ha OCTPHE POTUBOPEYNI MEKIY BbI-
TFOTCKUAHCKUM U JIEOHTHEBCKUM IIOJXOJaMHU. ITO TOYKA
JI7IST HAC OCTaeTCs MeHTPaTbHOM, TOTOMY UTO 3TO pa3Hble
WCTOPUM B TIpeiMeTe WccaefoBaHus. S mojaraioch B
3TOM BOTIPOCE Ha MBICJW, BbIcKazaunHble B.B. /laBbimo-
BeiM. Ho Hukomaro HukonmaeBuay mpemacTouT caenaTh
JIOKJIQ]l HA 9TY TEMY.

B.K. { perpanciupyio BoIpoc, KOTOPbBIN 3aaju
Harmu o0IMe MarucTpaHThl TMepBoro Kypca. Tol crop-
PEKTHPOBAJ Ha3BaHUE HaIlllel BCTpeud, Ha3BaB cebst He
YUYEHUKOM, a yyarmmmcst. Kak u yemy yuaruiics nmpodec-
COP YUYUTCS Y CBOUX MarviCTPAHTOB MM JKe OH paboTaet
¢ HUMHU?

H.H. /I rymato, ocnoBa — 9T0 AeATeJbHOCTHDIH 1101
x071. MeHs HUKTO He YYUT, KpoMe MeHs caMoro. B pe-
3yJIbTaTe COBMECTHOI pabOThl 51 BCKPBIBAIO U OTKPbIBAIO
cebst st cebst camoro. Ho cebst yke Apyroro, moTomy
4TO B COBMECTHOI paboTe BO3HUKAET TO, YTO s CaM Je-
Jath He Mory. Kak ckaszan moaT: «['os10¢c e imHIIIB TOHB-
TIre TTCKay.

S1 oueHb KoJIeKTHBEeH. MoOKeT ObITh, 9TO CBsI3a-
HO C CaMbIM HAYaJbHBIM 3TAllOM Moeil kusnu. Bos-
Bpallasich K Hadajgy Hamieil Geceabl: s POAUJICS B
HCIIPABUTEbHO-TPYIOBOM Jiarepe I10Ji Ha3BaHUEM
<AJLK.N.Py> — Axmonunckuii Jlarepp Ken U3-
MEHHUKOB POJMHBI, B MeCTe, T/I€ COAEPIKATUCH JKEHBI
«M3MEHHWKOB POAUHLI». Tyma momnasa Most MamMa u3-
3a cBoero Myska, paccrpessinaoro B 1937 r. Ilepsbie
[OJITO/Ia CBOEH JKM3HU, 0 ee 0CBOOOKIEHUS, 5 MPO-
BeJI TaM, CPeIN JKEHIWH, WU3TOJOAABIIUXCS IO Ma-
TepuHcTBY. HaBepHoe, 109TOMY s TaKOW OTKPBITHIN
MUPY YeTOBEK.

W s yuych Bce Bpems. He mipoxoaut u iHst, YTOOBI 1
He c/iesiajl 3alUCh WM TTIOMETKY B CBOMX 3JIEKTPOHHBIX
JTHEBHUKAX OTHOCHTEJNbHO HOBOW MBICJIM, HOBOTO TIO-
HUMaHUsI, HOBOTO TIOBOPOTA. Sl U CTY/IEHTOB yuy YUTATh
TaK, 4ToObl HEe JTOBOJLCTBOBATHCS IIEPBUYHBIM IIOHMMA-
HUEM, KOIJIa, Ka3auioch Obl, BCe SCHO. 3HAYUT, ThI ellle He
BITOJTHE TOTOB. A €CJIY ThI 3AIIETIIICS 33 KaKyI0-TO MBICJTh
aBTOPA, TO BbIjieJIN ee U 3a(pUKCUPYIi CBOIO, BOBHUKIIIYIO
GJsiarojiapst TBOEMy IpodTeHuio. IIpu yTeHun Apyrux Mol
oTKpbiBaeM cebs. TeM caMbIM s J1eJ1alo Iar B CBOEM I10-
HUMaHUU caMoro cebs — kak MioHxrayseH, BbITaCKHBa-
IOIUI ce0st 3a BOJIOCHI.

51 He M0 TEPMUH «CaMOPa3BUTHE», YIIOTpedise-
MBIl cefiuac B MMCUXOJOTUYECKON U MTeJIarOTHYeCcKON -
teparype. Ero MosKHO yriogo6uTh OHAaHU3MY.

JLiist MeHsT OY€eHb BasKHO, YTOOBI JIFOH, C KOTOPBIMHU sI
paboraio, xoresu Obl u3BMeHUTDH cebst. Y 11bITasch 1oMoUYb
UM B TaKMUX TOIBITKAX M3MEHUTL ceOs, s mprobperaio
GoJibliie, UeM OHM, Bellb 32 MHOIT crouT background moeii
JIeATEe/IbHOCTH, KOTOPOM y HUX €lle HeT WIu He ObLIOo.
¥ kaxm0ro Bo3pacTa CBOU TIPEJIECTH.

B.K. A 3a quMu crounib To co cBouM backgroundom,
[I09TOMY HEIOHSITHO, KOMY T10Be3J0. Borpoc ot yyact-
HuKoB: V. KuctsakoBckast nHTepecyercs, Kakyo paboTy
BB CYMTAETE VIABHOM Cpe/ CBOMX paboT?
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H.H. MoseT ObITh, HEJIOBKO CKaKYy, HO KaKIyIO CBOIO
paboTy s cumMTaio perpe3eHTaTHBHON. S muIny m0JITO,
Kaxkayto paboty BeicTpambiBato. Ho, HampuMmep, craThs
1975 r. — g Hanucas ee 3a 3 [Hd, OHA IOTOM BOIILJIA B
Moii cOopHUK paboT, u3panHbix B 2014 r. DTa craThs Ha-
3biBaeTcst «O MexaHM3Me yIpaBJIeHUs TTO3TATHbIM (Gop-
MUPOBAHUEM YMCTBEHHbBIX JIEUCTBUI 1 TOHATHI». Tam s
BIIEpBbIe C(HOPMYIUPOBAT TOUKY 3PEHUS, UTO 3aKOH T10-
ATAITHOTO (POPMUPOBAHUS, T. €. ICUXOJOTUIECKUI 3aKOH
CTAHOBJIEHUS HOBOOOPA30BAHUH, MOKET UCIIOJIb30BATh-
41 O-Pa3HOMY, TaK CKa3aTh, ¥ B 106po, U B 3J10. [1oj 110-
CJICJTHUM sI IMEIO B BUJLY HEKOTOPbIe PAGOTHI U3 MIKOJIBI
H.®. Tanbizunoi, rae noaramntHoe GopMupoOBaHUE MOHK-
MAaeTcs Kak MarucTuka: ceno/comoma. C mogo6Hoit Tov-
KU 3PEHUS TIEPBBIM, KTO BBEJI TO3TAaNTHOE (POpMUPOBaHTE
B sKu3Hb, Obw1 ITetp 1. CepsKaHThI €ro apMUM, YUUBIINE
CTPOEBOMY ATy HETPAMOTHBIX KPECTbSIH, HE 3HABIIUX,
YTO 3HAYNT TIPABO/JIEBO, TPUBSI3BIBATIN UM K OJTHOI HOTe
ceHo, a K jpyroit — cosiomy. Tak dopmupoBascs rpa-
BUJIbHBIA HaBBIK. JlefCTBUTENLHO, IOYTU II03TAITHOE
(opmupoBanue yMCTBEHHBIX JICHCTBUI U TIOHATHIL: €CTh
OPUEHTUPBDI, eCTh MaTepuaIbHOE JIeHCTBHE, €CTh PeUYeBOil
JTall, a MOTUBAIIMIO 33/1aBAJIM KOMAH/IUPbI.

A. Illamupo: Mue nnTepecto, kak Hukosait Huxko-
JIAeBUY OTHOCHUTCS K U3YIEHUIO SI3BIKOB U CKOJBKO S3BI-
KOB OH 3HaeT?

H.H. /Tomxen Bac pa3oyapoBath, 51 He 3HAIO HU OTHO-
TO 5I3BIKa, ZlasKe PYCCKUN /71T MeHsT — <terra incognitar.
A yunn dpanity3ckuii, u, 1o cjioBam (HpaHily30B, y MeHs
HETIOX0e TIPOU3HOINEHe. MHe T0Be3/I0: MOs JKeHa —
JIMHTBUCT 1 ITIOMOT'a€T MHE B CJIy4dae HeO6XO[[I/IMOCTI/I C aH-
rmuckuM. Mos 104b 3HaeT KUTAUCKUI, aHTJIMUCKUIL — B
00111eM, 51 KIBY B I3BIKOBOM OKpY KeHun. PaboTas B JIMHT-
BUCTHUYECKOM BY3€, 5T BCET/Ia BCTIOMUHAJ OJIHY TIOTOBOPKY:
«B 10Me NoBEIIEHHOTO He FOBOPAT 0 BepeBKes. Ecim Obl 51
HayaJ TaM PaclpoOCTPAHSITh CBOI B3IJISI/L HA SI3bIK U PEYb,
MHE 6I)I CTaJIO TaM O4Y€Hb HEYIOTHO.

Hagperocw, Carta, s 0oTBETHJI Ha BOTIPOC.

S BUIKy cpeiv yYaCTHUKOB HaIlle BCTPEYH CBOETO JIPY-
ra 1o pusocoperomy akyprery TerHanus Jlobactosa.

I'.JI. d noman Ha 3Ty ceccuio ciaydaiiHo, 3aii/isl 110
ceplike. S He 3HAJM O TBoeM IOOHIIee, MO3IPABIISIIO OT
aymin. 1 BuKy B Tebe OHOTO M3 HEMHOTUX CEPbE3HBIX
YVUEHBIX, KTO BXOX B ¢dusocoduio u /it KOro (huso-
copugd — 3TO He BHENIHee 3HAHUE, & BHYTPEHHSS 110-
TeHIUsA paboThl B cobcTBenHOl cdepe. C To6oii Beerza
WHTEPECHO TOBOPUTD, TOTOMY UTO y Tebst ecTh hrmocod-
cKasl KyJbTypa, BCET/Ia TMPOSIBISIONIAsICS B TBOEM JIeJIe.
ITO He Ha3bIBHASI KYJIBTYPa, 9TO KyJbTypa TBOPUYECKO-
TO YesoBeKa. TBOS MO3uIMs, KOTOPYIO 5T 3HAI0 U ceifuac
CTIBITTY, — B MOHWUMAHWK TOTO, YTO YEJTOBEK — ITO HE
HEKoe M3BHE MTUTaeMOoe CYIIEeCTBO, HO YeJIOBEK, B (hopme
AKTUBHOW TBOPUYECKON IESITEIbHOCTU BXOASANIUN B 9TOT
MUD U 9TOT MUP uUaMeHsiomuil. M cebs M3MeHIIONIIiA.
3amMeyaresbHO, 4TO Thl BUIMIIL MAcCy Bellleil, KoTopble
0011IecTBEHHOE CO3HAHME U HAYYHOE CO3HAHUE, KAK €ro
4acTbh, IPOIJIATBIBAET U JKMBET OKOJIOHAYYHOH MOIIIO-
CTDBIO, IIPUTOM CUMTAL, YTO ITO U €CTh HAYYHOEe CO3HAHHUE.
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Baskno, uto B TBOEI pabote, TO6OI0 BOCITUTHIBAETCSI TITY-
6okasg punocodcekast Kyaprypa. JKemaro Tebe yciexos B
HAYYHBIX JleJIax, TIOHNMast, YTO ThI B TAKUX MTOKETAHUSIX
He Hy’k7aembes. Ho gepes aTo moskesiaHme BhIpaskaeTcst
OTHOIIIEHNE K Y9eJIOBEKY — K Tebe. 5 yBepeH, 4To TBoe OT-
HOTIEHNe K HAyKe, K IPYTUM, K caMOMy cebe HUKY/Ia He
TIEHETCsT, OHO KayK/IBIN Pa3 CTAHOBUTCS BCe TIyOske, BCe
UHTEPECHEe, PACKPHIBAst CMBIC OBITHSI B 3TOM MUpe. JTa
CMBICJIOBAsI TO3UIUST HAC OOBE/IHSIET.

H.H. Cnacub6o, I'ena. /{151 MeHsT 04eHb BasKHO Hallle
COTPY/IHMYECTBO TIO TIOBOJy HAY4YHBIX KOH(EpEeHIIUH,
nocBsIeHHbIX J.B. libeHKoBY.

I.JI. Koust, nipursamaio tebst NPUHSATH ydacTie B
CEYIONINX MIbEHKOBCKIX YTCHUSIX.

H.H. Cuiacu60, 04eHb HHTEPECHO.

B.K. /lymaio, mocjie 3TOro guajiora yMecTHO 3aaTh
OJIMH U3 BOIIPOCOB, ITOCJTaHHBIN B yaT. Borpoc: «4To BbI
JiyMaete o pobJieMe UaeasbHOro?»

H.H. IIpobiema uaeaabHOr0 — HepelleHHas IMIpo-
GJieMa.

Sl B cBOMX JIEKITUSX IIMPOKO WICTIONB3YIO BHIECOPSI,
B TOM 4HCJIe TaK Ha3biBaeMble <«rudku». BoT onHa us
Hux. KoTa, cuzisiiiero Ha cToJjie, 3anHTEPecoBaJl CTaKaH €
BOJIOH, KOTOPBII CTOWUT PSIZIOM € HUM TaK, YTO OH MOKET
OIlyCKaTh TyJa Jamy u obsusbiBarh ee. OH OBTOPSIET
3TH JICUCTBUS, HO B KAKOH-TO MOMEHT CTaKaH MCYE3aeT,
ero youpator. KoT HampasJsier jiamy B TO ’Ke MECTO, HO
CTaKaHa HeT, U KOT «C HeJOyMeHHeM» CMOTPUT Ha JKC-
[IEPUMEHTATOPA.

JLJ1s1 MeHs 9TOT MaJIeHbK I 9KCIIEPUMEHT — IIPO MPO-
Gaemy ueanbroro. /s ViibeHKoBa njeasbHOE CBA3aHO
C YeJIOBEKOM, C KyJbTypoil. /L1 MeHs uyjeanbHOe BbI-
CTYIAEeT Tak, Kak 06 9TOM TOBOPUI [ablepuH: umeasb-
HOE — 3TO TO, Yero ele Win yKe HeT, HO C yI4eTOM 4ero
sl MOTY YTO-TO CZIeJIaTh HHave. BeIroTckuii pasbupast aTy
mpobiemy B pabore «VcTOpruecKuil CMBIC TICHXOJIO-
IMYECKOr0 KPHU3UCa», PaccMaTpuBasi ee Kak Mpodsemy
kakuMmocTr. OH TBITANCS YHTH OT 3TOTO, HO B KOHEY-
HOM UTOTE MPUIIIES K BBIBOLY: K&KUMOCTb — 3TO TO, UTO
BO3HUKAET B XOJl€ HAIIEN IeITeNbHOCTH U «HAYNHAET»
OIIPe/IeJISITh HAILY JiesdTeJbHOCTb. Y moaromy o 3aduk-
CHPOBAJI: MUD, C OJHOI CTOPOHBI, HIeaeH — U 3/1eCh
npaBoTa MiibeHKoBa: Mbl BUIUM MUD TOJBKO Yepes Ipu-
3MYy WJI€ATBHOTO, — HO C JAPYTON CTOPOHBI, BBICTYIIAET
HEMpaBoOTa UICATUCTOB: MBI BUINM OOBEKTHUBHBIN MUD
Yyepe3 MIPU3MY HaIllell IesITeTbHOCTH M HAIlTNX BO3MOXK-
HOCTEI, MOCTOSTHHO BO3HWKAIOIINX B HAIEH /IS TeThHO-
¢ty 1 GJ1aroaps 3TOH COBMECTHOM JIESITEIBHOCTH.

S mpITascs OTBETUTD HA HTOT BOMPOC B CBOMX Kypcax
sektuit: «OCHOBBI 0011ei TeHETHYECKOH TICUXOJIOTHIY U
«Mertosonorudeckue pobIEeMbI TICUXOJIOTHH 00pa30Ba-
HUsT» — 002 9TUX KyPCa BBLJIOKEHBI HA MOEM CaiiTe.

B.K. /lanbiie cepbe3noe mocianme u cepbe3nblii BO-
npoc ot Asnekca IlImura, npeaBapsieMblii 6OJIbIION 11~
taroil u3 Jl;xona /lonHa.
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Hayxka — uacTb yesioBe4ecKkoii KyJIbTypbl. 3AHMMAsICh
HAY4YHOM, T. €. KYJbTYPHOH /1eATeJbHOCTHIO, Bbl SIBJIsSE-
TECh YaCTHIO HAYYHOTO TI0OATHHOTO MUPA, POCCHHCKOTO
AKAJIEMITIECKOTO COOOIECTBA 1 JIOKATBHBIX COOOIIECTB
B Buzie Kadenp... Hayka,  mmpe — KyapTypa, SBIASIOTCS
cHIIOH, mpeobpasyiolieil okpyskatomuii Mup. YyscTBye-
Te JIN BBl KaK Ballla JESITEeIbHOCTD U JIEeSITEeLHOCTD Ha-
VUYHBIX KOJJIEKTUBOB, YaCThIO KOTOPBIX BBl SABJSIETECD,
peobpasyer AeiiCTBUTEIBHOCTD U BJIUSIET HA XOI CO-
Obrtuii? IIpuBeauTe, MO0 BO3SMOKHOCTH, KAKUE-TO SIPKUE
MIPUMEPDL.

H.H. Bompoc 6iecTaimuii, HoO OueHb CJI0KHbIH. Ero
ABTOP MCXOJUT U3 AKCHOM, YTO €CTh HeKasd KYJbTypa,
1 ecTb Hekas Hayka. [y MeHs 9To He aKkCHOMBL, a Teo-
PEMBI, TTOTOMY 4TO KyJbTypa — 3TO JIIO/IU, CIUTAIOIINE,
YTO TO YCTPOEHO TaK, a 3TO — 31aK. Ecim oHuM Jiojioe-
JIbI, TO UX KYJbTYPa JIOJI0€/ICKAs, & €CJU OHU MTOPXAIOT
B adupe, To UX KyabTypa acdupnas. MHe TPyaHO OTBe-
TUTHb HA 3TOT BOTIPOC, TIOTOMY UTO KYJIbTypa — 3TO HE
MEPTBbIE OCTAHKU, «ObLIbIE OCTAHKUA HEMOTO MPOIILIO-
ro». O6 saTom xopoo ckaszan I. JlobacTos; oH, ommpa-
dacbh Ha TOYKy 3penus J. VibenkoBa, chopmMysInpoBa
1 MOIO TIO3UIMIO: KYJIbTYpa — 9TO MOS [IESATEIBbHOCTD C
APYrUME JobMuU. VI ecau st, KaKk TOBOPUI GyJITaKOB-
ckuii mpodeccop IpeodpaskeHCKUI, HAUMHAIO MOYNTh-
€S MUMO YHHUTa3a, HACTyIlaeT pa3pyxa. A ecju y Bac B
JIOMe BCE YMCTO W MPUXOAAIIas yOOPIINIa TOBOPUT O
TOM, KaK y HAC YUCTO M KaKWe MbI KyJbTYPHBIE JIIO/H,
TO 9TO 3HAYUT, YTO OHA OIIYIAET JIO/EH, a HE TO, UTO Y
Hac yucTto. YucroTa 71 Hee — CBUNETETBCTBO HAIIEH
KyJIbTYPHOCTH.

B aTom Bompoce mpogBiigeTcs CBOETo poja KyJb-
TypHbIil (erumusaM. Mbl Bce Npu3HAeM Iie/leBpaMu
[lxxokouny Jleonapmo wim Manouny Padaamis. Mber —
3TO Te, KTO MPeGhIBAET B COOTBETCTBYIONIEM KYJIbTYP-
HOM KOHTEKCTE, T. €. 32 9TUM [IPU3HAHUEM — 3HAHUE O
TOM, KaKOil OIPOMHBIH II€PUO/| BPEMEHHU IIPOIIEJ C TeX
Op, ¥ 9TO JIeJIAeT JaHHbIe PabOThI CBUAETETHCTBAMU
YeJI0BEYECKON JKM3HM TPOILITBIX 3M0X. S Bujes st
pabotsl B Mysesix. [[skokoHaa JIeoHAp0 BUCHUT 3a CTe-
KJIOM, OHa OTHOCHTEJIbHO HeOOJIbIIoro opmMara U Ha
MEPBBIH B3TJIA/L HUUEM He OTJINYaeTcs: OT JuTorpaduu,
KOTOPYIO MOXKHO KYTIMTh B Marazuae. S mymaio, 4To Ta-
kUM Oyger BOCHpHUATHE JI000r0 «HEHACMOTPEHHOTO»
yesjioBeKa. B aToM ciryyae BU3UT B My3eil ipeBpaiiaercst
B MEPOIIPUSATHE «IJI TaTouKu», 110 Tuity «Ocg u Kuca
ObLIIU 371eCh>.

Y MeHs CJI0KHOE OTHOTIIEHNE K ATOil mpobJieMe, 1 s
60I0Ch, UTO pa3oyapyio aBTOpPa HTOTO CEPHE3HOTO U 3Ha-
YUMOTO JIJIS1 HETro Bolipoca. B 11es1oM, s 0TBeyalo Ha Hero
TaK: g JUIIb B TOW Mepe BJIUSIO Ha JITOJIeH, B KaKO /IPy-
THe JIIOAW HAUMHAIOT BJUSTH HA APYTUX JIO/EH B 3a/1aH-
HOM MHOIO KaK OBl BEKTOPE, a 9TO MPOMCXO/UT HE BCET/IA.

B.K. ABTOp yTOUHMJI CBOH BOTIPOC: 3TO BOTIPOC O
KOHTEKCTe OKpy:Kalollleil HaC pOCCUICKOMN KyJIbTYPBbI.

H.H. Kynbrypa nac ve okpyzxkaet. Ecii roBoputh 0
KOHTEKCTe poccuiickoil KyabTypsl: s, Heyaes Hukomaii
HukosaeBuu, ecth (hparmMeHT poccUiicKoll KyJIbTYphbl, U
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TO, YTO 3HAUMMO JIJISI MEHs, ecTh (hparMeHT POCCUICKON
KyabTypbl. Ho TO, 4TO 3HAYMMO /1711 MEHS, MOKET ObITh
COBCEM He 3HAYNMO [IJI5T IPYTUX.

B mpece Metepmunka «CuHsAS mTUIA» IETH BCTpe-
AT y/KE YMEPIINX, HO KakK Obl CISMNX ACAYIIKY U
6aly1IKy, KOTOPbIe TOBOPST: «MBbI OKHBaeM, KOT/Ia HAC
BcrioMuHaoT». KyJbTypa jKUBeT, Korja oHa »KuBa B Jie-
ATEIBLHOCTH Kavkaoro n3 Hac. CaMa 1o cebe oHa HUUYTO.

B.K. {1 Toxe nomHIO, Kak B JIETCTBE CMOTpPEJ BO
MXATe Cunioio ntuny. B cuene, rae noasisercsa Xieo,
s OYeHb YIUBUJICS, TOTOMY YTO Y3HAJI [10 TOJIOCY aKTepPa,
UIPaBIIEro 9Ty 3aMedyaresbHyIo pojib. D10 Obl1 Huko-
nait Hukosaesnu Ozepos, aktep MXATa, Ho s ero y3-
HaJI, TIOTOMY YTO OH OBLJI IUPOKO U3BECTEH KaK JIyYIIHii
CIOPTUBHBIN KOMMEHTATOP TOTO BPEMEHH, a 5 YBJIeKaJ-
cst hyTOOTIOM 1 XOKKEEM.

H.H. 9r1o Guecrammii npuMep: TBOS XOKKeHHas
KYJIbTypa IIPUBEJIa K TOMY, UTO Thl BUJIEN aKTepa He XJie-
GOM, IIEPCOHAKEM IIbEChHI, a XOKKEIHbIM KOMMEHTAaTO-
poM.

B.K. Ectb emie MHOIO BOIIPOCOB, a MbI paboTaeM yiKe
nouty Tpu yaca. C y4yeToM IPECTOSIIEro CEMITHAPA, B
KOTOPOM MHOTOE Ha/l0 OOCYANTH, s 3a/1aI0 TMOCTETHUI
Bompoc. Eciii 661 OTKPBLIOCH OKOTITKO, B KOTOPOM OBl 110~
auics [1.4. TampnepuH, kakoit Bompoc, TOJIBKO OUH
BOITPOC ThI OBl €MY 3a/1aJ1?

H.H. Otser Oyjer He B TeMmile «OJHil», MHE BasKHO
3TO IPOTOBOPUTH.

S ysxe TOBOPHII, YTO MOSI IOKTOPCKAST 3aIIUTa COCTOSI-
Jack 2 oktsiOpst 1987 1., 1 3TO carydailHO COBIIAIO C THEM
poxaenus [lerpa SIkoBieBnya, eMy B 3TOT IeHb UCTIOJI-
Hu1och 85 jter. OH He cMor ObITh Ha 3alUTe, HO [IPUILIA
onna us ero yuennt Jlaga Mocudosna Ailiaposa u B
CBOEM BBICTYTIIIEHUH TIepeiajia cJIoBa camoro lasbiepu-
Ha: «IJTO 151 MeHs 6oJbnoii nogapok — Kosa ceropns
3AIMUIIAET JTOKTOPCKYTO AUCCEPTAIIUIO.

S1 yBepeH, 4To ecyii Obl OH TIOSIBUJICS B OKOIIIEUKE, OH
6b1 cripocut: «Kouist, kak gena?». A g 6b1 orBeTi: «Xo-
porio. /Isuraem Hayky. /J{ymaro, Bam Ob110 OBbI HHTEpEC-
HO y3HATh, 4TO 00a — 1 Beirorckumii, u JIeOHThEB — GBLIN
He coBceM mpaBbl, a B, [letp AxoBieBud, okazanuco
npaBbl. Bbl B cBO€ii Teopun 1oaTarrHoro (hopMupoBaHUs
MOCTAPAINCH UX COETMHUTD, MTYCTh U MEXaHUCTUYECKHU>.
(Hasepnoe, s namen 6ol gpyrue ciosa.) Ho uges Gbiia
cxBadeHa. I 3a a1o Mbl BaM oueHb GsiarofapHbi».

B.K. ITo3BoJb elie pas nosapasuTh Teds ¢ 100uIeem.
VY 1ebs Bee ectb, u ecTb elne nepenexrusa. Cam axt, uto
MBI ITOUTH TpU yaca Oecemyem online u, Kaskercs, ele He
YCTAJIN: MHOTHE OCTAIOTCS JI0 KOHIIA, U ATO 3aMedaTesib-
Ho. [apsamuii 31ech AyX BAOXHOBJISET, 9HEPTETU3NPYET
u GOJIPUT, HATIPABJISIET HA TO, YTOOBI TOBOPUTD JIAJIBIIIE.
Bce 310 — 0 TOM, uTO TBI MOJIOZ. [lepedpasupys Camb-
Baziopa Jlamu, s Mor Obl CKas3aTb, YTO TBOSI MOJIOJOCTb
U TBOSI INYHOCTH HAMHOTO KpYITHEe, YeM TBOW TaJIaHT.
Y mI0Xoro tajaHTa — HaoOOPOT: OH BBIPHIBAETCS BIIE-
pell, ¥ JIMYHOCTD IOJI3eT 32 HUM JOJIT0-10Jr0. Mbl TeOs
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J00UM 1 BCET/la JK/I€EM BCTPEYH. OFpOMHOG CHB.CI/I6O7 4To
ThI COIVIAaCHJICA y9aCTBOBATH B ATOM BCTpEYeE.

H.H. Bosoas, Goabinoe cracu6o. Ouenb pag ObLi
BMJIETh BCEX, BKJIIOYask U MATUCTPAHTOB — 31ech TaTbs-
Ha [TomoBa, MarucTpaHTKa MPOIILIOTO BhIyCKa, Booist
PorxkoB, Moit Kossera mo I'ockoMuTeTy 1Mo HapOIHOMY
06pazoBaHmIo, B KOTOPOM 51 paboTall B TI0XY MEPECTPOii-
KU, — 1 BCEX OCTAJIBHBIX. Becem Goutbiioe cracufo.

Xoresn o6paTuThCst K peKTopy: Apkajuii ApoHoBUY,
s TIPOIIY M3BMHEHMS 3a TO, YTO ITOPOIH TOBOPIO JKECT-
KHe BeIld, XOTs U MbITaloCh HAUTH ISt HUX TAASIITYIO

hopmy.

B.K. B arom TBOg mpesiectb, 32 9TO TebOs IEHUM.
Muoro 6arogapHocTeil B yarte.

H.H. Xoten eme 0TMETUTH, YTO OUYEHD PaJl Ha 3TOM
aTare OKa3aThCs B TICMXOJIOTO-TIEIATOTUIECKOM YHUBED-
CUTETE, TJIe, «KYyJia HU IJIIOHbY, OJIHU [ICUX0JioTH. B Teue-
HUe )KU3HK 9 He Beera Obll B CBoe podhecCuoHaIbHON
cpejie, 109TOMY OdeHb OjarozapeH Buramuio Biaau-
MUPOBUYY 3a IIpUIJalieHue paboTath B YHUBEpCHUTE-
Te. OHO TIOCTYTUJIO YK€ JIaBHO, HO 51 HE MOT HapYIIUTh
npekHuX 00sg3aTesbeTs U nepemen B MITIITY nuinb He-
CKOJIBKO JieT Ha3ajl. Ul s oueHb paj.

B.P. Heckosnbko cioB B 3aBepiienue. /[ymaro, Ham
oueHb oBe3Jo0, uTo Hukomnait Hukonaesuu, KoJis aB-
JISIETCSI HAIlUM COBPEMEHHUKOM. [[JIs1 MeHs BasKHO,
yTO M Kadeapa, 1 YHUBEPCUTET, U HayIHOEe coobIie-
CTBO TOBOPUT O TOM, 4uTO Bbl, KOHEUHO K€, HAXO/U-
TeCh B KyJbTYPHOM IPOCTPAHCTBE, Y KOTOPOTO €CTh
M 3HAYEHMUs, U CMBICJIbI, U KOTOPOE IIPOABUTAEeT cebds,
Gyiaroapst TOMY, 4YTO OHO JABUIKETCS B CMBICJIaX 1 3Ha-
YEHUIX.

H.H. Coracen.

B.P. ITockoJibKy 9Ta 00IIHOCTH BCE BPEMsI IIPOBUTA-
eT BHelHee, a 6e3 9TOTO HeJb3sl, TO OHA ¥ Pa3BUBACTCSL.
N Ber Bmecte ¢ Hell. A mbl BMecTe ¢ Bamu. [ToaTomy s
OYeHb PaJl, YTO COCTOSIACH HAIllA BCTPeYa U MbI MOKEM
BCE BMeECTEe JBUTATHCS B KYJbTYPHOM ITOJIE JIIOAEH W
uneit. Cyns 1o BceMy, y Hac 9To moJsydaeTcs. bosbioe
criacui6o Biagumupy ToBueBuuy 3a TO, 4TO OH CTapaj-
¢4 nep:xath B y31e Hukonag HukosmaeBuya, 4To B 11e10M
HEBO3MOKHO, HO €MY 3TO YJI0Ch.

Hukonaii Huxosaesuu, Geperure ceMplo, OHa y Bac
OYeHb XOPOoIag.

H.H. Boabiioe criacubo BceM.
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