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Analysis of the theory and practices of overcoming learning difficulties has
shown that the existing pedagogical and psychological approaches are not ef-
fective enough. They do not take into account the connection between learning
and development processes. More productive is the approach of cultural-histor-
ical psychology, which considers education as a developmental process. This
approach can be used to create an effective system of diagnostics, prevention
and correction of learning difficulties. The model of such pedagogical activity
includes three levels of individualization of learning: from individual planning of
lessons to individual lessons for correction of psychological problems, and it
was presented in this study.
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lMpoBeneH aHann3 Teopun N NPaKTUKN padoTbl C TPYAHOCTAMU B 0OyYEHUU
B OTEe4eCTBEHHOM 06pas3oBaHuu. BbisiBneHa orpaHnM4eHHOCTb OOQHOCTOPOH-
HVX NeJarornyecknx 1 Nncuxonornvyeckmx NoAXoA0B K NOHMMAHWUIO MPUPOAbI
TPYOHOCTEN B 06y4EHUN, X ANArHOCTUKK, MPOUNaKTKK, npeofoneHuns. fde-
naeTcs BbIBOA, Y4TO B OCHOBE Mapannenuama AaHHbIX NOAXOAoB K npobneme
06HapY>XMBAETCA COXPaHAIOLLAACA B CO3HAHUN NPOdeCC1OHaNoB-NPaKTMKOB
Mofenb 06pa3oBaTenbHOro npouecca Kak He3aBUCMMOCTb NPOLIECCOB 06Y-
YeHust 1 pa3BnTns. O60CHOBLIBAETCA NMPOAYKTUBHOCTL MONOXEHWUN KyNbTyp-
HO-UCTOPUHECKOWN NCUXOSIOTMN O pasBMBaloLLLEM 06pa30BaHUN U KOHCTPYKTa
«30Ha GnvKanLlero passuTUS» B MOCTPOESHUN TEOPUMN W NPAKTUKU AnarHo-
CTUKK, NPOOUNAKTUKN U KOPPEKLIMN TPYAHOCTEN B 06YYeHUN. AHannanpyeTcs
KOpMyC UccnefoBaHnii, HENOCPEACTBEHHO pacCcMaTPUBAIOLLMIA NOHATUE 30HbI
6nvxanLlero passuTns B OTHOLLEHUW OVArHOCTUKU U NMPEOAONEeHns TpyaHo-
cTen B 06y4eHun. MNMpefcrasneHa mofesnb nefarornyeckon AesaTenbHoCTU npu
paboTe € TPyAHOCTAMM B 06Yy4eHUM, NpeanonaraoLLas Ncrnonb3oBaHve Tpex
NOCTENeHHO YrAyenaoLWmMXCcs 3Tanos WHAMBUMAYaNM3aumMmn obydeHus: UHOU-
BMAyanbHOE NiaHMpoBaHME B paMKax OCHOBHbIX 3aHATWUM, [OMNOMHUTENbHbIE
3aHATVA B MarnbIX rpynnax, MHaveuayasbHble 3aHATUS MO KOPPEKLUW BbisiB-
NEHHbIX NCUXONOrMYeCcKNX fetULUTOB.

KnioyeBble cnoBa: TpyaHOCTU B 06YYEHWUW; OMarHocTuKa; 30Ha GrnvkanLlero
pasBuTUS; NpoMNaKTVKa; NPeoforneHne TPYOHOCTEN B OBYYeHUM; Momernb
VMHOVBULYyanM3aumm nefarornieckom AedTelbHoCTu.
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Introduction

In mass pedagogical practice, students’
learning difficulties are defined as non-
compliance with the requirements for the
development of educational programs. They
are fixed through the failure of students to
achieve certain set parameters for complet-
ing tasks (test papers, tests, exams). In this
variant, the diagnosis of difficulties acts as a
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pedagogical diagnosis aimed at identifying
the level of formation of certain knowledge,
skills, and abilities. Depending on the ideas
of researchers about the structure of the
learning process used at a particular stage
of the development of education, difficulties
are differentiated and classified. N.I. Mu-
rachkovsky based the classification on the
correlation of two main groups of personality
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traits of schoolchildren: 1) features of mental
activity related to learning ability; 2) the ori-
entation of the student’s personality, which
determines his attitude to learning. Based
on the combination of these personality
traits, they identified three types of under-
achieving schoolchildren [17].

The well-known teacher Yu.K. Babansky
proposed to study the educational oppor-
tunities of underachieving schoolchildren,
combining in this concept two main factors
of academic performance (underachieve-
ment): internal and external. The researcher
attributed to internal conditions the features
of the student’s body and the features of
his personality. The reasons for the internal
plan included violations of children’s health,
deficits in their development, insufficient
knowledge, skills and abilities. The exter-
nal factor included a wide range of condi-
tions: the household, hygienic conditions
at school, the features of upbringing in the
family, the features of education and up-
bringing at school. The reasons for learning
difficulties could be deficits in both internal
and external conditions for the development
and training of schoolchildren [4].

The problems of the causes of dif-
ficulties in this approach, of course, are
touched upon, but the approaches to their
identification are rather limited, and are
more interpretative/analytical than objec-
tively diagnostic. The predictive ability of
this approach in relation to specific school-
children is limited. The approach opens up
certain opportunities for prevention, attract-
ing the attention of teachers to the collec-
tion of data on internal and external risk
factors of failure, but due to a wide range
of reasons, it practically does not prevent
the manifestation of primary learning diffi-
culties. In turn, the ways of correcting and
overcoming difficulties are actually associ-
ated with working out certain deficits in the
knowledge and skills of students through
additional classes with underachieving
schoolchildren, providing for the implemen-
tation of exercises related to the area of
identified deficits, first of all, the repetition
of the covered material.

Psychological science has proposed an
approach for overcoming the limitations of
pedagogical diagnostics through the use
of psychological diagnostic methods. The
original and preserved approach provided
for the diagnosis of abilities, primarily men-
tal: standardized intelligence tests (first of
all, 1Q). This approach fixed a certain level
of mental development. The low level made
it possible to explain already observed
learning difficulties (considered as their
cause) or predict their occurrence.

With the development of psychodiag-
nostics, the variety in the classifications
of difficulties increase with the explanation
of their causes and the proposal of related
correction methods. Psychologists A.F. An-
ufriev and S.N. Kostromina conducted an
empirical study of the difficulties of teaching
primary school children. The results of the
study on the diagnosis of typical difficulties
in teaching and raising children were sum-
marized and presented in a psychodiagnos-
tic table. The table includes the description
of the phenomenology of difficulties, their
possible psychological causes, psychodi-
agnostic techniques, the recommendations
for eliminating difficulties. As typical difficul-
ties, researchers identify erroneous actions
of schoolchildren in written works on the
Russian language (an omission of letters,
spelling errors), difficulties in solving math-
ematical problems, as well as difficulties
in retelling the text, absent-mindedness,
inattention, restlessness, etc. [1]. We didn’t
conduct experimental studies of the effec-
tiveness of the methods. At the same time,
the psychocorrective approach, in a certain
sense, repeated the logic of pedagogical
correction: methods of psychological cor-
rection “trained” individual mental func-
tions without affecting the educational and
cognitive activity of the student and without
solving the problems of learning difficulties.

The greatest degree of validity and
depth in this direction is demonstrated by
the neuropsychological approach, which
connects the causes of difficulties with
the features of the development of higher
mental functions (thinking, memory, atten-
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tion) and offers the appropriate methods
for diagnosing their development. At the
same time, neuropsychological diagnos-
tics allows not only to state the “underde-
velopment” of a certain mental function,
but also to give a qualitative description
of the problem. This approach opens up
good opportunities both for the prevention
(through regular screenings or early diag-
nosis of developmental abnormalities) and
opportunities for individual correctional and
developmental work with timely changes
in individual support plans. It is significant
that such opportunities arise when addi-
tional specialists are often absent from the
school, which limits the possibilities of its
implementation in mass practice. [2; 3].

Another important circumstance: tra-
ditional psychodiagnostics, including neu-
ropsychological, searches for and finds
the causes of learning difficulties in the
peculiarities of individual development.
With such a “deficit” approach, the actual
learning process does not become the sub-
ject of analysis and diagnosis. The social,
socio-psychological context of the learning
process (communication and interaction of
its subjects) is not included in the field of
study and diagnosis.

It can be stated that pedagogical and
psychological diagnostics of learning diffi-
culties are developing as parallel lines. For
pedagogical diagnostics, the processes
of the development of mental functions
are in the shadow. For psychological and
pedagogical components of the learning
process: the interaction and the commu-
nication of the teacher with the students
and the students themselves, the features
of educational and pedagogical activities,
team educational activities. Behind this, the
model of the relationship between learning
and development, rejected by modern psy-
chology, but preserved in the minds of pro-
fessional practitioners, is easily revealed.

The efforts of the teacher are focused
on achieving subject learning outcomes,
and the features of development act as
a support or barrier to their achievement,
virtually independent of the nature and re-
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sults of the educational process. The psy-
chologist determines the level or, at best,
the structural and dynamic characteristics
of development in isolation from what the
child does and achieves in the learning pro-
cess. He does not actually see the connec-
tion between learning and development, he
is focused on development as an autono-
mous process, and learning for him is actu-
ally the same as for a teacher — something
that “falls on the soil” of development; and
if development is normal, then learning is
successful. The maximum that is possible
with this understanding: the psychologist
discusses aspects of an individual ap-
proach and can use separate techniques
that take into account the features of be-
havior, attention, etc. In practice, this is
reflected in the approaches to the interac-
tion of teachers and support specialists,
which most often represent a “transfer” of
responsibility rather than cooperation with
a distributed responsibility and continuity.

The Zone of Proximal Development
as the Subject of Diagnosis
of Learning Difficulties

From our point of view, approaches to
the problem of learning difficulties, their di-
agnosis and the construction of preventive
and correctional work suggest a return to
the fundamental issues of the relationship
between learning and development. The
solution to this problem was proposed by
L.S. Vygotsky in the 1930s. L.S. Vygotsky
criticizes the approach to the problem of
Jean Piaget, who asserted the indepen-
dence of the processes of learning and de-
velopment, and the one-sided dependence
between development and learning. In
the words of L.S. Vygotsky, in this theory,
learning is always at the tail end of develop-
ment. Learning reaps the fruits of childhood
maturation, but learning itself remains indif-
ferent to development. “Piaget,” writes L.S.
Vygotsky, “detaches the learning process
from the development process, they turn
out to be disproportionate, and this means
that the child experiences two independent
processes at school: development and
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learning. The fact that a child is learning
and that he is developing has nothing to do
with each other” [8, p. 485].

Vygotsky’s approach is based on the
distinction, but not the opposition of learn-
ing and development, on the recognition
of their unity, but not identity. The funda-
mental formula of the relationship between
learning and development is expressed by
L.S. Vygotsky in the following form: “Learn-
ing is ... an intrinsically necessary and uni-
versal moment in the development process
of a child, not natural, but historical human
characteristics. All learning is a source of
development that brings to life a number of
such processes that cannot arise without it
at all” [8, p. 388]. L.S. Vygotsky writes that
learning and development do not coincide
directly, but represent two processes that
are in a very complex relationship. “Learn-
ing is only good when it goes ahead of
development. Then it awakens and brings
to life a number of functions that are in the
stage of maturation, lying in the zone of
proximal development. This is the main role
of learning in development” [6, p. 252.].

L.S. Vygotsky considered the initial task
of psychodiagnostics to be the determination
of the real level of development of the child.
He pointed out that determining the real level
of development is the most urgent and nec-
essary task in solving any practical issues
of raising and educating a child, monitoring
the normal course of its physical and mental
development or establishing certain devel-
opmental disorders that disrupt its normal
course. At the same time, the definition of the
real (actual) level of development character-
izes the already completed development cy-
cles, which does not give a complete picture
of the child’s mental development.

Defining the aim and purpose of the
diagnosis of development, L.S. Vygotsky
writes that “the general principle of any
scientific diagnosis of development is
the transition from symptomatic diagno-
sis based on the study of symptom com-
plexes of child development, i.e. its signs,
to clinical diagnosis based on determining
the internal course of the development pro-

cess itself” [7, p. 267]. Clinical diagnosis is
based on knowledge of the age norms of
child development at a certain stage of on-
togenesis. Age-related objective norms of
development form the basis of diagnostics:
“Development schemes provide measures
of development” [ibid.]. Clinical diagnosis is
an age—related normative diagnosis. Ac-
cording to L.S. Vygotsky, “the task of nor-
mative age diagnostics is to clarify with the
help of age norms, or standards, this state
of development, characterized by both ma-
ture and immature process” [ibid.].

L.S. Vygotsky notes that clinical diagno-
sis, which includes the diagnosis of the dy-
namics of development, “should be based
on a critical and careful interpretation of data
obtained from various sources. It is based
on all the manifestations and facts of matu-
ration” [ibid.]. L.S. Vygotsky emphasizes
the practical importance of the diagnosis of
development: “The true ... diagnosis should
give an explanation, prediction and scientifi-
cally based practical purpose” [ibid., p. 268].

L.S. Vygotsky pays special attention to
the place of diagnostics in the processes
of education and training. “It can be said
without any exaggeration,” writes L.S. Vy-
gotsky, “that absolutely all practical mea-
sures to protect the development of a child,
his upbringing and training, since they are
associated with the features of a particular
age, need to have a diagnosis of develop-
ment. The application of developmental
diagnostics to the solution of countless and
infinitely diverse practical tasks is deter-
mined in each case by the degree of sci-
entific development of the developmental
diagnostics itself and by the requests that
are presented to it when solving each spe-
cific practical problem” [7, p. 268].

L.S. Vygotsky’s position on the unity of
learning and development, his understand-
ing of learning as the cooperation between
an adult and a child, allows us to pose the
problem of diagnosing mental development
as identifying the developmental potential of
a particular educational system. Psychodi-
agnostics of development is thereby associ-
ated with a specific educational practice.
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The original ideas of L.S. Vygotsky were
developed in the works of D.B. Elkonin.
He believed that psychological and peda-
gogical diagnostics should solve two main
tasks: the first is to control the dynamics of
the mental development of children study-
ing and being brought up in children’s insti-
tutions, and the correction of development
in order to create optimal opportunities and
conditions for pulling weak and average
students up to the level of strong students,
as well as establishing the right direction
of the development of children who show
special abilities; the second is a compara-
tive analysis of the developmental effect of
various systems of education and training
in order to develop recommendations for
increasing the developmental potential of
educational systems [23].

When solving the first task, a sepa-
rate child is located in the diagnostic cen-
ter — his level of development, difficulties,
prognosis and correctional and pedagogi-
cal measures. Comparative diagnostic
research reveals the effectiveness of new
contents, organizational forms and teach-
ing methods in terms of their developing
capabilities. D.B. Elkonin emphasized that
both types of diagnostics are inextricably
linked with each other. He also noted the
inextricable link between diagnostics in age
psychology and diagnostics in educational
psychology. Psychological and pedagogi-
cal diagnostics should be primarily age-re-
lated: there cannot be diagnostic systems
that are the same for different age periods.
The content of the diagnosed aspects of
mental development in each individual age
period should reflect the level of forma-
tion and forecast of further development
of the leading type of activity and the level
of formation and prognosis of the develop-
ment of the main neoplasms of the child’s
psyche. Therefore, for each age period, its
own special system of development crite-
ria and diagnostic means of their control
should be developed [ibid.].

From our point of view, little attention was
paid to the line of the “individual child” in the
future, and the approaches of cultural and
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historical psychology to diagnosis did not
become a solid basis for building a system
of diagnosis, prevention and correction of
learning difficulties in a general school. The
second line has become dominant — the
diagnostics of the formation of neoplasms
of appropriate ages, including the leading
type of activity. In the system of developing
education D.B. Elkonin—V.V. Davydov’s
diagnosis was carried out along the line of
assessing the formation of the main compo-
nents of theoretical thinking — meaningful
analysis, meaningful planning, meaningful
reflection. Diagnostic methods were devel-
oped in relation to individual components of
theoretical thinking [9, 10]. But we believe
that this important line has not opened up
opportunities for the systematic use of its
methods for “solving countless and infinitely
diverse practical tasks”, for “monitoring and
correcting the development of individual
children” in general Soviet and post-Soviet
schools. We see two reasons for this.

The firstis that general education has not
become a developmental one: the school in
its ideas about educational results focuses
on the subject, despite the consolidation
of personal and meta-subject educational
results in educational standards. In the cur-
rently implemented model of the organiza-
tion of the educational process and peda-
gogical activity in general education, the en-
tire subject of leading activities, theoretical
thinking, etc. remains out of interest, is not a
support for understanding the learning pro-
cess and the actual difficulties in learning.

But, in turn, the existing methods of di-
agnosing thinking and activity offered in the
tradition of developmental learning have vis-
ible limitations for working with an individual
student and his difficulties. For this line (psy-
chodiagnostics of developmental learning,
diagnostics of age-normative development),
the result of diagnostics is not so much in-
dividual differences and their causes but
the organization of the educational process.
Accordingly, it creates opportunities for the
designing or redesigning of the educational
process at the level of a certain class, com-
munity, level of education, but to a much



Isaev E.I., Margolis A.A.

Learning Difficulties: Diagnosis, Prevention, Overcoming

Psychological Science and Education. 2023. Vol. 28, no. 5

lesser extent — at the level of an individual
child. What remains out of attention in tra-
ditional psychodiagnostics, including neu-
ropsychological, here becomes the main
subject of attention, and the line of individual
development, the main one for them, in the
psychodiagnostics of developmental learn-
ing becomes peripheral.

At the same time, L.S. Vygotsky’s initial
ideas about the correlation between learn-
ing, development and relevant diagnostics
contain a concept that has significant po-
tential for solving the problems of learn-
ing difficulties. This is the concept of the
“zone of proximal development” (ZPD). For
L.S. Vygotsky, the concept of the zone of
proximal development fixes the law of child
development, development through edu-
cation: the child develops in a community
with adults and peers; the formation of new
mental qualities and abilities of the student
takes place in the educational child-adult
community. Today a child is able to do
something new for him together with an
adult, and tomorrow he will do it on his own.
L.S. Vygotsky writes that “a child develops
in collaboration through imitation, which is
the source of all the specific human proper-
ties of consciousness, development from
learning is the main fact... The main point
of learning is that the child learns new
things. Therefore, the zone of proximal
development, which defines this area of
transitions available to the child, turns out
to be the most defining moment in terms of
learning and development” [6, p. 250].

The value of the concept of the zone
of proximal development in the context of
interest to us lies in the fact that, fixing on
“individual differences” in development,
it considers them not only as already es-
tablished (as traditional psychodiagnostics
does), but as opportunities that open up in
the process of interaction between a child
and an adult in the educational process,
including this in the subject of diagnosis. At
the same time, unlike the psychodiagnos-
tics of developmental learning (diagnostics
of age-normative development), this con-
cept retains the “individual”’, considers the

practice of interaction (educational prac-
tice) for each specific case, and not as a
whole of a certain period of development or
in a certain learning system.

In the works of domestic practice-ori-
ented research, the possibilities of solv-
ing specific problems of education with a
focus on a certain aspect, the meaning of
this concept are thoroughly considered.
V.V. Rubtsov in his research substantiates
a system of joint educational actions relat-
ed to the coordination, planning and orga-
nization of interactions between students
and adults, students among themselves
when solving an educational task through
the processes of communication, reflec-
tion and mutual understanding [19; 20].
For G.A. Zuckerman, the zone of proximal
development is a special form of interac-
tion between a child and an adult, in which
an adult’s action is aimed at supporting the
initiative, independent action of a child [21].
A.A. Margolis points out that the key posi-
tion of L.S. Vygotsky’s ZPD is the develop-
ment of scientific concepts based on every-
day ones: the cooperation of a child and an
adult in the learning process is focused on
mastering scientific concepts. The learning
process is a process of the team activity
of the student and the teacher on the for-
mation of scientific concepts, generalized
methods of action based on the develop-
ment, transformation of spontaneous con-
cepts available to the child [16].

Of particular interest is the body of re-
search that directly examines the concept
of the zone of proximal development in re-
lation to the diagnosis and overcoming of
learning difficulties or opens up opportuni-
ties for such use. In the study of I.A. Kotlyar
and M.A. Safronova, the methods of diag-
nosing learning ability as the main indicator
of learning disability and scaffolding as a
tool for assessing one of the components
of the level of mental development are cor-
related [13]. In the diagnosis of learning
ability, an adult helps a child in case of dif-
ficulties. The quantity and quality of care is
considered as an indicator of the ZPD. It is
argued that the method of dosed care is as-
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sociated with a deeper diagnosis of actual
development, the study of mechanisms that
provide the solution to intellectual tasks.
This method shows that the current level of
development is also heterogeneous, it has
a certain internal structure. The help of an
adult acts as a tool for studying this indi-
vidual or age structure. Similarly, scaffold-
ing is revealed as a process that enables
a child or a beginner to solve a problem,
complete a task or achieve goals that are
beyond his individual efforts (capabilities).
The focus of the diagnosis is on the actions
of an adult towards a child, support during
the task, the building up of the space of his
or her ZPD. Assistance to a child has vari-
ous types: showing, the verbal indication of
an error, a direct verbal instruction. The au-
thors link these two approaches, consider-
ing learning ability as a child’s ability to ad-
vance in the space of the ZPD, manifested
in special conditions; the main condition is
a properly constructed scaffolding [13].

In the study of J.P. Shopina, the focus
of attention is on positions in communica-
tion, where each position is interpreted and
comprehended as the help of one partici-
pant (participants) of communication to an-
other (others) in order to perform (solve) a
task that he cannot do at the level of actual
development, i.e. independently [22]. Thus,
in all studies, the features of interaction be-
tween an adult and a child during the task
allow us to identify the size of the individual
zone of proximal development [14].

Once again, we emphasize that in this
kind of approache to diagnosis, attention
to individual differences is maintained and
even intensified. In different children, not
only is the level of actual development differ-
ent, but also the size of the zone of proximal
development. This suggests that learning
that allows for the overcoming of difficulties
is designed not as a one-size-fits-all, based
on an age-normative model of development,
but as individualized learning. It is significant
that in all the considered works and a num-
ber of others, the importance of not only the
operational side of the interaction between
an adult and a child (the volume and the
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type of assistance), but also its semantic,
motivational, emotional side, relations (posi-
tions) in interaction are noted [5; 18].
Another important circumstance that
opens up in the interpretation of the ZPD
is the emphasis on independence in the
performance of the task, which, as shown,
is not reduced to the fact of mastering the
subject content, but, as shown in the works
of V.K. Zaretsky, is revealed through the
fundamental characteristic of “subjectivity”.
The author distinguishes the student as a
subject of mastering educational material
and as a subject of overcoming their own
difficulties. Accordingly, we can talk about
two ZPD lying in different planes: the zone
outlined by the possibilities of mastering
educational material in cooperation with an
adult, and the zone of developing the ability
to overcome learning difficulties indepen-
dently. Children with learning difficulties are
defined as children who cannot complete
certain tasks on their own. Hence, the nec-
essary component of helping children with
learning difficulties becomes the support of
reflection, goal formation, etc. [11].

The Model of Individualization
of Pedagogical Activity when
Working with Learning Difficulties

The flexible modification of teacher—
student interaction to overcome learning
difficulties is the main idea of RTI (response
to intervention), the dominant model of
helping children with learning difficulties
used in the USA, England, and a number
of European countries, which has replaced
the traditional diagnostic approach. RTI fo-
cuses on assessing the student’s reactions
to changing practices of working with him,
the modification of forms of assistance.
The lack of reaction to changes becomes
a signal of the need to change the educa-
tional strategy in order to find optimal lev-
els of effective teaching and learning. RTI
turns out to be important in the context of
the previous arguments, because, unlike
traditional approaches to the identification
and interpretation of learning difficulties, it
focuses on how learning is organized, con-
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nects the student’s difficulties with ineffec-
tive learning practices [12].

Along with this, there is an increasing
recognition in foreign pedagogy (including
on an evidence-based basis) of various
forms of feedback as an effective teaching
method [25]. In the research and develop-
ment in this area, different aspects of feed-
back are considered, related to both the
subject content and the socio-emotional
aspects of teacher-student interaction, the
motivation of teaching. It seems promising
to study the effectiveness of various types
of feedback and ways to provide it. In par-
ticular, feedback is more effective in over-
coming learning difficulties, in which the
teacher helps students not only to under-
stand what mistakes they have made, but
also why they made these mistakes and
what they can do to avoid them next time.

It is especially interesting that, at present,
more and more attention in this direction is
paid to the problems of self-regulation, inde-
pendence (subjectivity, agency) in providing
feedback. Thus, in the study by Griffiths,
Murdock-Perriera, Eberhardt, the concept of
agent feedback is introduced, in which teach-
ers provide students with the opportunity to
independently review their work, making the
student an active partner in the review pro-
cess, and not a passive recipient of feedback
[24]. Agency is understood as the sense of
control and freedom that a student has when
he responds to a teacher’'s comments. Agent
feedback offers more choice and the expec-
tation that those who received more agent-
based feedback should have done more
in response than those who received less
agent-based feedback. It is noted that stu-
dents’ independent strategy and seeking help
can mediate feedback effects [25].

Thus, cultural-historical theory, both in
its basic provisions and in specific develop-
ments, has a serious potential for building
modern approaches to diagnosis, preven-
tion and overcoming learning difficulties.
At the same time, this potential should not
be opposed to either the neuropsychologi-
cal tradition or the promising solutions be-
ing implemented today in foreign tradition

(scaffolding, formative assessment). On
the contrary, as we tried to show, it is im-
portant and possible to see variants of the
area in which synchronicity or complemen-
tarity (integration) is detected.

Guided by this vision, we have devel-
oped a model of working with children with
learning difficulties based on domestic stud-
ies of this problem, as well as on foreign
experience in the prevention and correction
of learning difficulties. The model includes
two blocks: 1) preemption, prevention of
risks of difficulties, 2) elimination, correc-
tion of existing learning difficulties.

The proposed model of working with chil-
dren with learning difficulties involves the use
of three gradually deepening stages of the
individualization of learning, including a num-
ber of mandatory forms of organizing such
work: a) individual planning within the frame-
work of main classes, b) additional classes in
small groups, c) individual classes, the psy-
chological correction of identified psychologi-
cal deficits, the participation of correctional
and social educators if necessary.

At all stages of the implementation of
the model, parents or legal representa-
tives of students are necessarily involved
in the development of an individual curricu-
lum and a correctional and developmental
program, and starting from primary school,
students themselves are involved. The
transition to the next stage of individualiza-
tion is carried out on the basis of the deci-
sion of the psychological and pedagogical
council and the evaluation of the effective-
ness of the complex of measures of the
previous stage based on the monitoring of
the educational results of the student and
the data of the psychological and peda-
gogical examination based on the results
of correctional work. The model assumes
two stages of the deepening individualiza-
tion of education carried out at school on
the basis of decisions of the psychological
and pedagogical council: the implementa-
tion of an individual curriculum within main
classes (the first stage), the implementa-
tion of an individual plan within additional
classes (the second stage), the third stage
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Stage 3. Individualization based on the development of
an individual curriculum and correction program

Sending to Psychological Medical
Pedagogical councilium

Stage 2. Individualization within additional classes in
small groups and individually

Psychological Pedagogical councilium

Stage 1. Individualization of learning in class

Diagnosis of the causes of learning

difficulties

Stage 0. Prevention learning difficulties of pupils of risk
group according to typology

Fig. The Model of Individualization of Pedagogical Activity

is carried out on the basis of the decisions
of the psychological, medical and peda-
gogical commission (PMPC). Let us pres-
ent a detailed description of the stages of
the individualization model.

The implementation of the target model
of providing assistance to students who al-
ready have learning difficulties at the first
stage involves a certain sequence of peda-
gogical actions and the use of the following
mandatory forms of work:

— conducting psychological and peda-
gogical monitoring of students demonstrat-
ing low educational results, aimed at obtain-
ing objective diagnostic examination data on
possible causes of educational difficulties;

— conducting, on the basis of the ob-
tained data, a psychological and pedagogi-
cal consultation aimed at the joint develop-
ment by teachers (with the possible par-
ticipation of a methodological association)
and specialists of the psychological service
of an individual curriculum and a program
of psychological support for the student,
taking into account the standard method-
ological recommendations for the individu-
alization of learning;
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— monitoring educational results and
psychological and pedagogical examina-
tion at the end of the first stage.

The duration of the first stage is typi-
cally 3 months and assumes the possibility
of implementing most of the planned cor-
rective measures within the framework of
the main classes with the class through
individual variable planning (based on the
recommendations of the council), the use
of formative assessment. Psychological
support using the programs recommended
by the council is carried out within the cur-
rent activities of the psychological service.

If there is no progress in achieving the
positive dynamics of the student’s educa-
tional results in accordance with the previ-
ously drawn up individual plan and effective
correction of the identified psychological
deficits, the psychological and pedagogical
council may decide to move to the second
stage of the individualization of training
with appropriate changes to the individual
curriculum and the program of correctional
and developmental classes for a period of
3—6 months. As part of the second stage
of the in-depth individualization of training,
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additional classes in a small group or in an
individual form can be used in accordance
with  methodological recommendations
that take into account the main causes of
learning difficulties, as well as longer pro-
grams of correctional and developmental
work. If necessary, by the decision of the
council, other specialists may be involved
in complex work with the student: a social
pedagogue, a defectologist. The individu-
alization of the student’s education within
the second stage should be the subject of
regular consideration at meetings of the
methodological association by jointly de-
veloping possible pedagogical solutions.

In the absence of positive dynamics in
the process of implementing the second
stage of the individualization of training,
a psychological and pedagogical council
may decide to send a student (with the
consent of parents or legal representatives)
to the PMPC for an in-depth diagnosis of
the causes of learning difficulties (includ-
ing on the basis of neuropsychological or
special psychological examination data)
and develop recommendations for further
comprehensive work, aimed at eliminating
learning difficulties. Based on the results of
the review of the results of the two previ-
ous stages of the implementation of the
model in a general education organization
and the results of an in-depth psychologi-
cal examination of the PMPC, a decision
may be made on the need to create special
conditions for the implementation of the
individualization of education in an educa-
tional organization, as well as adjustments
to the previously developed individual cur-
ricula and the program of correctional and
developmental work. Ensuring the imple-
mentation of special conditions implies the
need to allocate additional resources to
the educational organization for the imple-
mentation of the individualization program,
including the involvement of external spe-
cialists (if necessary) to participate in a
comprehensive individualization training
program. Following the completion of the
third stage, the PMPC performs an inde-
pendent assessment of the effectiveness of

the activities carried out by the educational
organization and makes recommendations
on the further educational route, taking into
account data on the three previous stages
of individualization of training.

The individualization model includes
two essential components: the organiza-
tion of evidence—based learning, and con-
tinuous assessment to track the progress
or reaction of students — screening and
monitoring. The latter allows teachers to
guarantee that students will not participate
in activities that do not help them achieve
the expected level of assessment, but will
receive the optimal type and amount of
training, a set of support measures in ac-
cordance with their needs.

The individualization model is also an ex-
ample of promoting a culture of the evidence-
based approach in educational practice.
It provides that the technologies used for
training and support are based on scientific
research that has shown their effectiveness.
The model is aimed at the widest possible
range of students who need support to im-
prove their academic performance. It chang-
es the paradigm of education for children with
learning difficulties: it proceeds from the fact
that many problems affecting students are
not related to deficits in their development,
but to ineffective learning, and is aimed at
finding the causes of difficulties in the organi-
zation of the educational process itself.

Conclusion

Learning difficulties are an interdisci-
plinary problem that requires the combined
efforts of different specialists to solve:
teachers, educational psychologists, social
educators, speech pathologists, neuropsy-
chologists, etc. The unifying basis of such
cooperation should be an understanding
of the nature of difficulties, the means of
their detection, evidence-based programs
for their prevention and overcoming. The
analysis has shown that the theoretical ba-
sis for solving the problem can be the cul-
tural-historical psychology of L.S.Vygotsky:
his views on the leading role of learning in
the development process, the teaching of
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the zone of proximal development as co-
operation between a child and an adult in
the learning process, on the diagnosis of
the current level and the zone of proximal
development as a psychological basis for
individualization of learning. The ideas de-
veloped in modern foreign and domestic
psychology about scaffolding as the dosed
assistance of a teacher to a student in case
of educational difficulties, about the RTI
model as a model of deepening assistance
to a child in the learning process confirm
the productivity of the zone of proximal de-
velopment construct introduced by L.S. Vy-
gotsky and operationalize it.

The prospects for further studies of
learning difficulties, their diagnosis, preven-
tion and correction will be a wide range of
research, design and practical work. The
main ones, in our opinion, are as follows:

— development of programs of psy-
chological and pedagogical monitoring
(separately for each stage of education) of
students with low educational results;
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