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Editors' Foreword

The special issue of the Journal “Cultural-Historical Theory and Activity Approach: Social and Educational Prac-
tices” was prepared jointly by Moscow State University of Psychology and Education and the International Society
for Cultural-Historical Activity Research to coincide with the forthcoming 6th ISCAR Congress 2021 in Brazil.
Due to the pandemic the Congress is to be held on-line and thus many of us will miss the opportunity of face-to-face
discussions. To create more space for exchanging ideas and encouraging a cross-disciplinary dialogue we decided to
prepare two special volumes, one of which is released in the lead up to the Congress.

The first volume of the special issue includes three sections. Section “Discovering Vygotsky: New Pages in CHT”
invites the readers to reflect upon the legacy of the founder of the Cultural-Historical Theory in the light of the re-
cent archival findings and contemporary challenges. Two manuscripts by L.S. Vygotsky are published on the pages
of the issue for the first time. They are published in Russian, and we hope to complete the challenging task of their
accurate translation into English in the near future. The articles of the section suggest possible readings of L.S. Vy-
gotsky’s works and invite to a discussion of Vygotsky’s legacy and its significance for contemporary psychology.

Section “Learning Interactions: Constructing of Developing Environments” focuses on various approaches to ap-
plying Cultural-Historical Theory and Activity Approach in educational settings all over the world.

Section “Innovative Practices: Learning, Development, Upbringing” highlights innovative contemporary prac-
tices in different fields, including those, which emerge in the new social situation, largely influenced by the pandemic
of COVID-19.

We hope that the current volume would provide much food for thought and become a starting point for discus-
sions that will continue in the framework of the Congress.

This volume is dedicated to the memory of Pentti Hakkarainen, an outstanding developmental and educational
psychologist, specialist in children’s play and creator of play worlds, who largely contributed to the dissemination of
the Cultural-Historical Theory in the world.

Prof. Vitaly Rubtsov, President of MSUPE
Prof. Katerina Plakitsi, ISCAR President

CCBY-NC
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DISCOVERING VYGOTSKY: NEW PAGES IN CHT

OTKPbIBAA BBITOTCKOI'O: HOBBIE CTPAHUIIbBI
B KYJIbTYPHO-UCTOPUYECKOH IICUXOJIOTHH

Foreword to the Publication

The archival transcripts of four lectures by L.S. Vygotsky are published in this and the next issue of Cultural-His-
torical Psychology. Vygotsky read them in 1930 at the Krupskaya Academy of Communist Education. The lectures
cover the following topics:

1. Two lines of psychological development.

2. Research methods in child psychology.

3. The phenotypic and the genotypic in psychological processes.

4. The structure and functions of cultural operations in a child.

The titles of the first three lectures are suggested by the editors, since only their ordinal numbers are indicated
in the transcripts. The fourth lecture was entitled by Vygotsky himself. This is the only lecture that lists the date of
its delivery — November 30, 1928. It is highly likely that the first three lectures were given in November or at least
in the fall of the same year, as well.
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The First Page of Vygotsky’s Starting Lecture
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Vygotsky L.S. Lectures on the Psychology of Development
Buvizomexuii JI.C. Jlexuuu no ncuxonozuu paseumust

At that time, cultural-historical theory was just entering its maturity phase, but it had already yielded valuable
theoretical and experimental results. It was based on the “instrumental method”. As applied to pedology, principles of
this method were outlined in seven theses that were also published in 1928 (Vygotsky L.S. The instrumental method
in pedology. In A.B. Zalkind (Ed.), Mains methods of pedology in USSR (pp. 158—159). Moscow, 1928). The princi-
pal advantage of the instrumental method is that it allows us to study the mind and behavior by “objective means”
due to the discovery of the instrumental function of “cultural signs”, Vygotsky argues in his theses.

The institution where Vygotsky gave his lectures is itself worthy of introduction. The Krupskaya Academy of
Communist Education (AKV) trained higher pedagogical staff for a new society. It was founded in 1923 on the
basis of the Academy of Social Education, led by the noted psychologist, educator, philosopher and school reformer
P.P. Blonsky. Later he moved to work at the AKV. The instructors combined teaching with research, in which they
welcomed even early-stage students. Pedological studies constituted the dominant framework for that work. There
were three relevant departments in the AKV: Preschool Age Pedology, School Age Pedology and Adolescent Pe-
dology. They were headed, respectively, by three leaders of Soviet pedology — S.S. Molozhavy, P.P. Blonsky and
A.B. Zalkind.

Along with these departments, A.R. Luria created and led a psychological laboratory. His laboratory included
L.S. Vygotsky, AN. Leontiev, A.V. Zaporozhets, L.I. Bozhovich, L.S. Slavina, N.G. Morozova, R.E. Levina. “Three
and five — that’s the whole eight,” as the psychologists of Vygotsky’s circle used to say. The legendary leading troika
(Vygotsky, Luria, Leontiev) and the pyaterka (Zaporozhets, Bozhovich, Slavina, Morozova, Levina) — all worked in
this laboratory until it was disbanded in 1931.

The laboratory work is documented in a number of publications that have long since become rarities, and some
papers have been lost altogether. The AKV published a series of “Proceedings of the Psychological Laboratory”,
edited by A.V. Luria. Its first issue was titled Speech and Intelligence in Child Development: An Experimental Study
of Speech Reactions of a Child (1927). In 1930, A.R. Luria published a collection of unique studies by the laboratory
staff, entitled Speech and Intelligence of the Rural, Urban, and Neglected Child: An Experimental Study. The devel-
opment of “higher mental functions” is explored not only in a wide variety of socio-cultural conditions, but also at the
moment of a drastic historical change. The Preface to Vygotsky’s and A.R. Luria’s classic book Studies in the History
of Behaviour concludes with the words: “The experiments underlying our essay on child behavior were conducted by
us and our colleagues in the Laboratory of Psychology at the Academy of Communist Education” (Vygotsky L.S.,
Luria A.R. Studies on the history of behavior: ape, primitive, and child. Moscow, Leningrad: Gosizdat, 1930, p. 6).

It cannot be overlooked that Vygotsky’s famous lecture “The Instrumental Method in Psychology” (1930) was
presented at the AKV.

So, the AKV became a place where Vygotsky’s circle united, an outpost of “Vygotskianism” in Moscow. The re-
sults of the latest research by Vygotsky, Luria, and their associates were broadcast to the student audience directly.

Vygotsky’s four lectures, which are offered to the reader, allow us to judge the high level of scientific teaching in
a pedagogical university. The lecturer unfolds the most complicated issues and psychology that was new for its time,
while the exposition remains clear and understandable. These issues have not lost their relevance, but are discussed
in national and international developmental psychology today. In what sense do the principle of historicism and
developmental approach coincide? What is the nature of a specifically human (cultural) type of development? How
does the transition to it occur? What are the conditions, mechanisms and means of mastering the human form of life
in the world of culture? What method should be used to study this process and how should we turn this method into
a pedagogical tool? How is the line of organic growth linked with the line of cultural development in a child?

Here is a (far from complete) list of classical, but still open questions of cultural-historical psychology, which Vy-
gotsky raises in his lectures. In general, Vygotsky’s answers to them are known to the reader. But the lectures some-
times provide a new and highly heuristic argument for his answers, making the content of these lectures a subject of
more than purely historical interest.

V.T. Kudryavtsev,
A.D. Maidansky
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JIERIIUU 110 IICUXOJIOTNU PA3BUTUA!

JI.C. Boirorckuii

IlepBas aekuus.
JIBe JTUHUH MICUXO0JOTUYECKOTO Pa3BUTHS

HOSBOJIbTe HavyaTh CEeroJHANIHIO Jekiuio. B mcu-
XOJIOTHU pa3BuTHsl PeOEHKa, B Pa3BUTUHU €T0 MOBe-
JIEHUST MOSKHO OTYETJIMBO PA3JIMYUTD JIBE OCHOBHBIC JIW-
HUM. MOXKHO CKa3aTb, YTO MIPOIECC PA3BUTHS TOBEICHUS
B JIETCKOM BO3pacTe CKJIAJIbIBACTCS U3 OYEHD CJIOKHOTO
CILJIETEHUS 9TUX JIBYX OCHOBHBIX JIMHUI, 1 UMEHHO CBO-
eo6pasuist 9TOro CIUIeTeHUs. B pasBUTHM JE€TCKOTO MO-
Be/leHNs Ha KaK/[01 BO3PACTHON CTYIIEHU OIpeiesisseTcs
paHbIIe BCETO CIJIeTeHNE 3TUX JIBYX OCHOBHBIX JIMHUM.
MoskHO 17151 Havasia cKa3aTh, YTO O/IHA U3 HUX SBJISETCS
AHAJIOTUYHON TOMY Pa3BUTUIO MOBEIEHUS, KOTOPOE 13-
BECTHO HaM M3 3BOJIIOIIMOHHOTO TPOIlecca, T.e. OHa COO0T-
BETCTBYET B OHTOTEHE3HCE IBOJTIOTTMOHHOMY Pa3BUTHIO B
([unorenesuce]?, 1 APyroi JUHUN PA3BUTHI, KOTOPast
COOTBETCTBYET [pa3BUTHIO KyJbTypsi|®. PazButuio pe-
GEHKa COOTBETCTBYET UCTOPUUECKUH TIPOTIECC PA3BUTHUS
HOBe/IeHUS.

[To3BosibTE IPUBECTH BaM KOHKPETHBIN 1IpUMeEp, 110-
Ka3bIBAIONNI O/IHY M3 3TUX JUHUN pa3Butusd. [Ipumep
ATOT $1 3AaMMCTBYIO U3 KCIIEPUMEHTATIBHOTO OMbITa b.1
OH wuccieoBaJl TaMSAThb BbIIAIOIINXCS CUETUUKOB WU
WUTPOKOB B ITAXMaThl. B 3TOM McceloBaHNN OH HATOJI-
KHYJICS Ha CJEAYIONUiA (HakT, KOTOPOMY OH MOCBSITHI
0cobyto TaBy. ITOT (haKT 3aKJIIOUAETCS BOT B UEM: HC-
CJIelys BBIJIAIONINXCS CYETUMKOB, 00JIAIAIONTIX BHICOKO-
Pa3BUTON MaMsATHIO, b. HATOJIKHYICA HA CYETUYUKA, KO-
TOPBIN HTON MaMATHIO He 00Jaal, KOTOPbIHA, HATIPOTUB
TOTO, IPU TICUXOJOTHYECKOM HCCIEIOBAHUI OOHAPY KT
PSIZIOBYIO MAMSATD, HO MOT 3alOMHUTH (oJiee, 4eM MOTJa
3allOMHUTDL caMas BLICOKOPa3BUTas IaMATb. bumkaii-
Iree McceaoBanne 00HapyKMUJIo, 4To B. CTOJKHYJICS ¢
BBICOKOPA3BUTON MaMSTHIO, MAMSITHIO HAYATbHOU, WU
OPTaHWYECKOH, W C MaMIThI0O MHEMOTEXHUYECKOH, NI,
KaK ee HasblBalOT, UCKyccTBeHHOI. Pasnuna sakiio-
yajach B TOM, YTO CUETYMKH, KOTOpPhIX b. mccaenosan
paHbliie, 00JIaiai BHIIAOIIEHCS TaMAThI0 OJaromapst
HEU3YYEHHBIM ellle¢ U3BUJINHAM UX TOJOBHOTO MO3Ta, W
Guraroapst TOMyY 3aIllOMIHAJIN OrPOMHBII MaTepuat. Ho-

BBIN JKe CYeTUMK, ¢ KOTOpbIM B. cTonkHyJicst BIiepBbIe,
TaKoM maMAThIo He o6anan. IlaMaTs y Hero ObLIa opau-
HapHasi, O/IHAKO OH MPUMEHSIT 0COObI TIPUEM 3amOMU-
HaHUS, WJIN MHeMOTeXHUKY. CYITHOCTb 3TOrO MpHUEMa,
KOTOPBIM TIOJIb30BAJICSI CYETYHK, ObLIA UYPE3BBHIYANHO
[IPOCTa: OH 3aMeHsJI BCAKYI0 IU(PY, KOTOPYIO HY>KHO
OBLJIO 3aTIOMHUTH, COOTBETCTBYIONIEH GYKBON 13 ajda-
BUTA, 3aT€M COCTABJISA CJIOBA, U3 CJIOB COCTaBJIs (pa-
3bl, U3 (hpa3 COCTABJISAI POMAH U 3alIOMUHAJ 3TOT POMaH.
Korza nHazo 66110 BocHpousBecTu MUQPPOBOU psiji, CO-
CTOSBININIA M3 HECKOJIBKUX COT IU(P, OH BOCIIPOU3BOIIII
poMaH, pasJiaraj ero Ha ()pasbl, 3aT€M Ha CJIOBA, U TAKUM
00pa3oM BOCIPOM3BOJMI Bech IU(MPOBOIl Psill, KaKOii
OBLIIO HYIKHO.

B aTOoM aKcnepuMeHTe CTOJKHYJUCH /[BE€ OCHOB-
Hble TMHUU pa3BuTud. C OMHON CTOPOHBI, MBI HMeEeM
3allOMUHaHue, OCHOBAHHOE Ha y/ep:KaHUU CJIe/l0B OT
BHEIIHUX BIIEYATJEHUI, OT BHEUIHUX Pa3pakeHUH,
T.e., MHa4Ye TOBOPS, AMsITh, Pa3BUTast B COOCTBEHHOM
CMBICJIE 9TOTO CJI0Ba. B Ipyrom ciyuae maMsTh, He Oy-
JIydd pa3BUTa BbINIE CpelHel HOPMBI, (DYHKITMOHUDY-
€T KaK 9KCTPAOPAUHAPHAS MOTOMY, YTO 3TOT CUYCTINK
Pa3BUJI U YCOBEPIIEHCTBOBAJ HE MaMSATh, HO Pa3BUJI
byHKIIMN TAaMATH.

Ecam Mbl 06patumMest OT aTOTO cirydast ¢ HeOObIKHO-
BEHHO Pa3BUTOH TMaMSITHIO K CIy4ai0 OOBIKHOBEHHOMY,
TO MBI YBUJIUM, YTO B PA3BUTHH KAKIOTO peOEHKa MbI
CTAJIKUBAEMCS C 9TUMHU JBYMS JUHUSMU PA3BUTHS Ta-
MSITU ¥ HE TOJIbKO MaMsTH, HO U BCEX BOOOIINE MCUXO-
JIOTMYECKUX (PYHKIUN M MCUXOJOTHYECKUX IIPOIeCCOB
pebenka. Eci MbI TOBOPHM, 4TO PEGEHOK CTapIIEro
BO3pacTa 3aloMUHaeT 6oJIblile, 4eM PeOEHOK MJIA/IIErO
BO3PACTa, TO TPOUCXOIUT [9TO]| IO IBYM MPUUMHAM: BO-
MEPBBIX, TOTOMY UTO Pa3BUBAETCS U COBEPITCHCTBYETCS
caMa OpraHuvyecKasi OCHOBHAsI MaMsITh peOeHKa, TIOTOMY
YTO OKPEILIa Ta OPraHuYecKast OCHOBA, KOTOpast 06pasy-
eT dhyHzameHT Beex GyHkiumi namaru. Ho ato moxer
IIPOMBONTH [0 APYIMM IpUYUHAM. PeGEHOK MOXKET Ha

! TTy6umikarust oAroToBAeHa 3a cyeT rpanta Poccuiickoro Hayurnoro domga (mpoekt Ne 20-18-00028). IToarotoska Tekcra K M3MaHUIO U

kommenTtapun B.T. Kyapssuesa n A /l. Maiizanckoro.
© O.I'. KpaBios.

2 B crenorpamme mociie 6yKBbI «h» — mpoityck. Bugnmo, crenorpapucTka He paccbiiaia TEPMIH.

3 B atom MecTe ocTaBJIeH poiycK. Hike roBOPUTCS 0 «JIMHUU KYJbTYPHOTO Pa3BUTHSI».

4 Bennamun Mapkosuu Biromerdelb, maxMaTHblii MacTep, aBTop ABYX OPOIIIOP ¥ KaHAUAATCKOI auccepraimi «I1pobieMbl HarsiiHo-
JIEHCTBEHHOTO MbIIIIEHUs Ha Gase maxMaTHoro Marepuasia» (1945). Boirorekuii yntan coBMeCTHYI0 ¢ BirroMeH(beIbIoM JIEKIUIO O TICHXOJIOTHHI

maxmartHoii urpsl B MockoBckoM ome yuenbix 30 mapra 1932 r.
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BBICIIIEH CTYIIEHH HAYYUTHCS 3alOMUHATH HE MOTOMY,
YTO YCOBEPIIEHCTBOBAIACH OPraHWYecKasi OCHOBA €ro
HAMSITH, & IOTOMY, YTO Pa3BUJICSI U YCOBEPIIEHCTBOBAJI-
Cs1 caMblii TPYEeM 3allOMIHAHKS pebeHKa.

Korma mbl cpaBHUBaeM peGeHKa HOPMaJbHOTO U
HEHOPMAaJbHOTO, pebeHKa HOPMaJbHOrO U pebeHKa
YMCTBEHHO OTCTAJIOTO, TO U 3[IeCh OKa3bIBAETCSI, UTO
oMH pebeHOK 3aMOMUHAET JIy4Ilie, a IPyroi pebeHoK
Xy:Ke He TOJBKO MOTOMY, YTO CaMa OpraHudeckas oc-
HOBHasI IAMSITh OKa3bIBAETCS XYIKE UJIH HIKE, HO MHO-
r/JIa ¥ IOTOMY YTO COOTBETCTBYIOTHE TPUEMbI TTAMSITH
WJTH 3aIIOMUHAHUS OKA3bIBAIOTCSI Y HETO HEJOCTATOY-
HO Pa3BUTBIMU.

Jlist TOTO, YTOOBI YSICHUTD ¢ HAUGOJIBITEH ICHOCTHIO,
WU, BepHee, ¢ HauboJbIeil YUCTOTOM, 06e 3T JTHHUN
Pa3BUTHS, CJELYET B3SITh KAKIYIO U3 9TUX JUHUH B OT-
JeabHOCTH. Sl y3Ke TOBOPWJI, uTO B (b[mioreHesuce| aTn
JINHUH BCTPEYAIOTCS HE B CIUIETEHHOM BH/IE, & TOPO3Hb.
[To3BoJIbTE OCTAHOBUTHLCS HA BTOPOU U3 HUX, TAK KaK 9Ta
BTOpast JIMHUST Pa3BUTHUST OKa3bIBAETCsI Hanbosee Tpy/l-
HOH ¥ CJIOKHOM IIPU YSICHEHUH.

Korga Mbl cpaBHMBaeM TaMsITh HPUMHUTHBHOTO 4e-
JIOBEKA € MAMSTBIO YeJOBEKAa KYJbTYPHOTO, MBI yCTa-
HABJIMBAEM ¥ Ha OCHOBAHUY MPOCTOTO HAGIIONEHUS, U
Ha OCHOBAHWUU 9KCIIEPUMEHTAIBHOTO MCCJIEI0BAHIS /[BA
OCHOBHBIX (haKTa, MHCTHHKTA OCHOBHOIN MaTepui, B OT-
HOIIIEHUU KOTOPOH MaMsITh IPUMHUTHBHOTO YeJIOBEKA OT-
JINYAETCsT OT Haliel maMsTi. EC/iu CpaBHUTD desoBeKa
HEKYJIbTYPHOTO, TPUMUATHBHOTO C YeJIOBEKOM KYJIbTYP-
HBIM, TO [TEPEBEC B TAMSITU OKAKETCSI 9aCTO HA CTOPOHE
HEKYJIbTYPHOTO YesioBeKa. Bbl 3HaeTe pacckasbl 0 3ame-
YATEJLHBIX CMIOCOOHOCTSIX B 3TOM OTHOIIEHUU TIPUMU-
THUBHOTO YeJIOBEKA, 00 YMEHUU TPUMHUTUBHOTO YEJIOBEKA
[0 MEJbYANIINM CJIe[laM BOCCTAHABJIUBATD CJIOKHYIO
KapTUHY MPOUCHIEAIINX COOBITHIT, yTabIBaTh MO CJIEIaM
Ha CHEry Kakoro poja sKUBOTHBIE TaM OBLIN, CKOJBKO
ObLJIO CAMIIOB M CaMOK, KakK Ipoucxoauaa 6opbda, KTo
noGeaus B 910l 60pbbe, U BCe Ha OCHOBAHUM HUYTOK-
HBIX CJIE/IOB, KOTOPbIE HAM He CKa3aau Obl HU4ero. Boi
3HAETE M PACCKa3bl, KOTOPbIE TTOITBEPIIIN IKCIIEPUMEH-
TBI, 00 OTPOMHOM TOMOrPahUUECKON MAMSITH YEJTOBEKA,
pacckasbl O TOM, KaK MPUMUTUBHOMY Y€TOBEKY J0CTa-
TOYHO OJWH Pa3 MPOUTH IO YPE3BBIYANHO CIOKHOU 1
3aIyTaHHOU JI0POTe, YTOOBI COXPAHUTD B TIAMSITH 9TY J[0-
pOTY ¥ YMETh €€ BOCIIPOU3BECTH.

WMuavye roBOPS, MOABEPTHYTHIN 3KCIIEPUMEHTATBHO-
MY HCCJIEJOBAHHMIO TPUMUTHBHBIN YETOBEK He TOJBKO
He obuiaaer 6osiee HU3KOPA3BUTOI MAMSTHIO 0 CPaBHe-
HUIO C KyJbTYPHBIM 4YeJIOBEKOM, HO, HA0OOPOT, €ro ma-
MSITh pa3BuTa H0JIee BBICOKO, YeM Hallla MaMsATh. Bl 3Ha-
eTe, YTO COBPEMEHHOTO IPUMUTHBHOTO YeJIOBEKA HUKAK
HEJb3sT PACCMATPUBATh KaK YeJOBEKa JOUCTOPUYECKO-
TO, ¥ TOJIBKO € HATSIKKOH, TOJBKO YCJIOBHO ¢ GOJIBIION
0301 OTHOCHUTEJIBHOCTH MBI MOJKEM PACCMATPUBATDH
COBPEMEHHDBIX ITPUMUTHBHbBIX JIOJEN, KaK, CKaXKeM, He-
rpuTsHcKue TieMena llentpanbaoit AGpuku, — MBI X
MOJKEM TOJIBKO YCJOBHO PACCMaTPUBATD KaK IPEACTa-

°>T.e. Ha TPETHEM-UYETBEPTOM TOJIy HAYAIHHOMN IIKOJIBL.
6 B crenorpamme mocsie 6ykBor «I1» — mporyck.

BUTEJIENl UeJIOBEYECKOTro TIOBEeHMs, He PasfesUBIINX
KYJBTYPHOTO WJIM WCTOPUYECKOTO PA3BUTHsI, KOTOPOE
npozerani Mbl. OKa3bIBaeTCs, YTO TH JIIOIH, CTOSIIIE
Ha GoJiee HU3KOW CTYIIEHU PasBUTHs, YeM MbI, 00sajia-
10T €CTECTBEHHON TMaMsThio, Gosiee TPEBOCXOAHOMN, YeM
Hara. MHade TOBOPSL, MPU CPaBHEHUHU OKA3bIBAETCS, UTO
pasBUTHE MAMSATUA OT TPUMUTUBHOTO YEJIOBEKA K KYJIb-
TYPHOMY WJIET OTHIO/b HE 1O JJMHWUW BO3PACTAHUS, a 110
JINHUU YTIAJIKA.

Hapsany ¢ atuMm ciydyaeMm oTMedyaeM BTOPOI MOMEHT,
KOTOPBIN OTJIMYAET MPUMHUTHBHOTO YeJIOBEKA OT YeJio-
BeKa KysabTypHoro. OH 3akJioyaeTcs BOT B YeM: IIPH-
MUTHUBHBII YeJIOBEK, C OIHOI CTOPOHBI, IEHCTBUTENBHO
obsaaeT MaMsIThIO TOpasno GoJsee COBEPIIEHHOM, YeM
HAIlla, a C IPYTOll CTOPOHBI, IPUMUTHUBHBIN YeJ0BEK He
B COCTOSTHWH 3aIIOMHUTDH TaKOW MPOCTON BEIN, KaKyIo
B COCTOSTHUM 3alIOMHUTH Halll MKOJbHUK. Eciiu OBl BbI
MPEUIOKUIN TTPUMUTUBHOMY U€JIOBEKY 3allOMHUTD
TOT TIPOCTON Marepuaj, KOTOPBIM OBJA/eBAeT HaIll
MIKOJIBHUK BO BTOPOW TPYIINe TEPBOU CTYIMEHW®, 3TOT
Marepuaj OKasajcst Obl He IO CUJIaM [IJisi 3alOMUHA-
HUsI IIPUMUTUBHOMY YesioBeky. VlHaue roBopsi, HAPSILY
C MPEBOCXO/CTBOM, KOTOPBIM 0O0JIA/IaeT eCTeCTBEHHAs
HaMsTh IIPUMUTHUBHOTO YeJIOBEKAa, Mbl 3aMedaeM 3Ha-
YUTENHHO 60JIee HU3KYIO CTeleHb (DYHKIIMOHUPOBAHUS
MaMsTH APYroro xapakrepa. U aTo cBoeobpastoe code-
Tanne 060UX MOMEHTOB B TAMSITH TIPUMUTHBHOTO Y€JI0-
BeKa — KOTOPAsi ¢ OJIHON CTOPOHBI IPEBOCXOIUT HAIITY,
a C IPYroil CTOPOHBI YCTyMaeT el, — yKa3bIBaeT Ha To,
B YeM 3aKJ0YaeTcs JUHUS MCTOPUYECKOTO PA3BUTHUS
naMsiTh U moBejieHust BooOuie. OHa 3aKJII0UaeTCsT He B
TOM, YTO COBEPIIEHCTBYETCS W PA3BUBAETCS Opranuye-
CKasl OCHOBHAsI MAMSITh, & B TOM, YTO U3MEHIETCs ca-
Mblii crtoco6 maMsaTi. YemoBek oOpaiaercst K BHELITHIM
3HAKaM JIJIsl TOTO, YTOObI 3aIIOMHUTD. UesoBeK OT Tia-
MSITU HETIOCPEICTBEHHO MEePEXOAUT K 3AITOMIHAHUIO C
MIOMOTI[BIO UCKYCCTBEHHBIX 3HAKOB.

[TosBosibTe MPUBECTU TPOCTOI MPUMED U3 KUHU
OPUMUTHUBHOTO Hapoa. [IpumMep aToT 51 3amMCTBYTO U3
JKMU3HW HAapOJHOCTH, CTOSIIEH Ha YPe3BbIYAHO HU3-
KOHW CTyTmeHu pa3BuTusd, kuBymeil B llenTpanprON
Adpure. ¥ ee 1apbKOB CYIIECTBYET CJAEAYIONUI 0ObI-
vait. Y HUX CyN[ECTBYIOT 0COOble YHHOBHUKH, 3a/[aueil
KOTOPBIX SBJISIETCS 3alOMUHATDL MPUKA3bI, PACIOps-
JKEHUSI, U3BECTHBIE JIAThI, CIYKUTD KUBOI JIETOTTUCHIO.
ITU YNHOBHUKHU CIIOCOOHBI pociayiaTth Oosee 30-tu
JUIMHHBIX TIPUKA30B U PACTIOPSKEHUIA, CIOCOOHBI BOC-
MPOU3BECTU MX CJIOBO B CJIOBO, Pa3 3alleyaT/ieBIn Ux
B CBOEH mMmaMdaTH. Y HEKOTOPbIX HAPOOB, CTOSIIUX
Ha GoJiee BBICOKOI CTYMEHW PA3BUTHs, TE JK€ CaMble
(yHKIINN 3aITOMUHAHUS [IPUKA30B, BeJIeHNE Trocyaap-
CTBEHHBIX JIETOMMCEH UCTOJTHSETCS yyKe COBEPIIEHHO
JIPYTUM CITOCOGOM.

B nau6oJiee 4nucToM BuE 9Ta BTOpas CIOCOOHOCTD
y HApoJOB [peBHEN KyJabTypbl oTpaxaercs B [1[epy]f,
Yy KOTOPBIX CYIIECTBOBAIU OCOObIe O(DUIEPHI WM Y-
HOBHUKH, Ha O0SI3aHHOCTU KOTOPBIX JIEKAJIO BECTH TaK
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Ha3bIBaEMYIO KBUITY, 0COObIC BEPEBOYHBIC 3alUCKH, HA
KOTOPBIX 3aMeyarieBaoT 0coObie cOOBITHS. ITU 3alli-
CKU COCTOSIT M3 HECKOJIBKUX BEPEBOK YACTO PA3IMIHOTO
mBeta. OTIeIbHDII 1[BET O3HAYAET OT/AEJIbHBIN TPEIMET:
JKeJITast BePeBKa 03HAYAET 30710T0, Gesmas — cepebpo, 3e-
JIeHasl — 3€PHO M T.JI. 3aTeM Ha 9TUX BePeBKaX JIETAl0TCs
y3JIbl, IpudeM cama (hopMa 1 XapakTep aTHX Y3JI0B 03-
HAualoT HeuTo pasmmyHoe. [IpocTo y3en o3navaeT ozHo,
[[BA y3J1 IPYT IPOTUB PyTa O3HAYAIOT BONHY UK MUD, B
3aBUCUMOCTH OT (hOpMBI y371a’. 3/1ech BIIEPBBIE YETOBEK,
CTOSIIIII HA TPUMUTUBHOW CTYIIEHU PAa3BUTHUSI, CO3IAET
B [IOMOII[b CBOEH TTAMSITH OCOOBIE TPUEMbI 3ATIOMUHAHUSI,
AHAJIOTUYHBIX KOTOPBIM MBI HE MOKEM HANTH HU y KOTO
13 XKUBOTHBIX. OCHOBA ATHX NMPHEMOB 3aKTIOYAETCS B
TOM, UTO 4eJIOBEK He JIOBOJBCTBYSICH CBOEI eCTeCTBEH-
HOU TaMSTHIO WIH OYAydr TOCTABJIEH TIepel 3a1aveti,
KOTOPAsi IPEBBIIIAET PE3YJIBTAT €r0 eCTECTBEHHOI TTamsi-
THU, IPUXO/IUT K CO3/IAHUIO UCKYCCTBEHHON TTaMSITU, WU
BHEIITHUX 3HAKOB, TIPU OMOIIIH KOTOPBIX OH 3AIIOMIUHAET
TO WJIH JIPYTOE.

Bbr 3Haere, 4TO OTHEIBHBIM IIPEICTABUTETIEM ITO-
r'O y3JIOBOTO ITMICbMA SIBJISIETCS C OJIHOM CTOPOHBI HAIlle
MIUCHMO, KOTOPOE WIPAET TAKyl0 POJib B KYJbTYPHOI
JKU3HU 4eJIOBEYeCTBA U SIBJISIETCS B HACTOSIIIEE BPeMst
OCHOBHOII (POPMOII MaMsTH KYJIbTYPHOTO Y€JIOBEYECTBA.
[TockombKy Bce 3HaHWS, BeCh HAKOTJIEHHBIH HCTOpUYe-
CKUIT OIIBIT OJTHOTO TIOKOJIEHSI TIEPEaeTCs APYTOMYy He
CTOJIBKO B CHUJIY OGHONOTMYECKOTO HACHENCTBA, CKOJb-
KO B CHJIy WCTOPUYECKOTO PA3BUTHSI HA OCHOBAHUH
[MUCbMEHHOCTH, MOCTOJIBKY ¢ MOMEHTa |u300peTeHus|
[MUCHPMEHHOCTH U OTCYUTHIBAETCS HAYAIO I[MBUJIU3A-
1K yesioevecta. [IMCbMEHHOCTD CO3/1a€T OCHOBY ISt
CUCTEMATUYECKON IMePefiayl UCTOPUYECKOTO OIbITA OT
OJIHOTO MOKOJIEHUS K IPYroMy. DTO OHA JIUHUS, 110 KO-
TOPOIi TIOTILJIO Pa3BUTHE.

Jpyras JTuHES PasBUTHS — ITO TO, YTO MBI UMEeM
ceifyac B BUJIE OT/IEJIbHBIX OCTATKOB 9TUX IIPUEMOB, KOT-
JIa MBI 3aBsI3BIBAEM Y3€JIOK JIJIs TOTO, YTOOBI He 3a0BITh
4ero-HuOyIb. ITa Omepanus, KOTopas 3aKI0YaeTcs B
TOM, YTO Y€JIOBEK CO3/IaeT BHEIIHUIT 3HAK JIJIsI TOTO, 4TO-
OBl 3aTIOMHUTD TaM, TJI¢ OH He HAJIEETCsT HA CBOIO TaMsITh,
OKa3bIBAETCS /IS HETO MeHee BBITOMHON NN HeyT0OHOH
1 MOJKET CJIY’KUTD JIJIST HAC TIPEACTaBUTeIeM 00pa3oBa-
Hust Tex (OpM MOBeIeH ST, KOTOPbIE BBI3BIBAIOTCS B ITPO-
recce pasButusi. 1109TOMy BTOPYIO JIMHUIO MbI OyJeM
HA3bIBATD JUHIEN KyJIbTYPHOTO PA3BUTH B OBEIEHUN
pebenka.

UpesBbluailHO MHTEPECHBbIH (aKT, WHTEpecHOe Ha-
Guofenne B aToil obmactu npuHaaiexur Kémepy, us-
BECTHOMY WCCJIEMOBATENIO YHOTpeOIeHUsT Opyauil y
00e3bstH. Kéiep ycranoBu, 4T0 00€3bsiHbI yIIoTpesJisi-
10T OPY/HST B CAMOM TIPOCTOM U TIPUMHUTHBHOM CMBICJIE
9TOTO cyoBa. HO OHM He cMOCOGHBI COCTABUTH WIIN W3-
TOTOBUTH IIpocTeiitiiee opyaue. Kénep 3amaics ucciesno-
BaTEJbCKOM 1ETbI0 OOHAPY/KUTD Y 0O€3bsTH IPOCTENTITY 0
dopmy 3anomunanus. OTBIT TPOU3OIIET U3 MPOCTON
urpbl. O6e3bsiHbI 0YeHb OXOTHO YHOTPEOJISIn B UTPe

BCE MPEIMEThI, KOTOPBIE BAJISLINCH HAa CTAHIIUH, T/ OHU
sk, Ha cranimro, rae sKujm aTi 06e3bsiHbl, ObLIa Mpu-
Besena Gesas riamna. QO6es3bsaAHbl CTaln JIU3aTh ee, Ipodo-
BaTh Ha BKyc. Kor/a riimHa okasanach HeCheZI0OHOM, OHI
CTa/U BBITUPATH SA3bIK O JOCKH, CTEHbI, OAJIKU ¥ CKOPO
3aMETHIIN, YTO BCE DTU IIPEAMEThI BhIKPAILEHbI B OeJIbIi
1Ber. M3 91oro y 06e3bsiH BHIPOC/Ia YPE3BbIUAHO MHTE-
pecHast urpa.

Onu cHavasa I TOTO, YTOOLI PUCOBATH S3BIKOM,
Bce Jusaan Oenyio TIMHY, 3aTeM Masajl ISTHA U I10-
JIOCHI Ha TTOABEPHYBIIUECS MPEAMEThI, KOTOPbie OBLIN
okos10 Hux. CKOpO caMmble yMHbIe U3 00€3bsIH JoTaja-
JIMCh 3aMEHUTh I3bIK HacTOsMIel KucThio. Torma y obe-
3bsIH Pa3BUJIOCh MPUMUTUBHOE pHcoBanue. B macrosi-
it MomenT <...>8.

... VI 3arem packpammBain 1iBETHBIMU IISITHAMK BCE,
naxe csoe Teo. HecMoTps Ha TO, 4TO TaKOe MPUMUTUB-
HOE prcOBaHue y 00€3bsTH PAa3BUIIOCh €CTECTBEHHBIM ITy-
teM, Kénepy Hu pasy He yzpajioch Hab/04aTh — HECMO-
TPsI Ha TO, YTO OH CTABUJI 00€3bsIH TOI/IA, KOT/a 9TO OBLIO
HYKHO, B U3BECTHbBIE YCJIOBUSL, — Ja’ke HameKa Ha To,
KaK OHU CO3/aI0T sl cebs BHeltHue 3Haku. Q0e3bsaHbl,
KOTOPbIE YPE3BBIYAHO JIETKO CaMU CO3/[aBajii 9TH 3Ha-
KU, HA OJJHOTO Pa3a He CyMeJIH UCIIOJIb30BaTh ATH 3HAKU
JIasKe B TeX CJIydasix, KOT/la 3HaK OHM OCTAaBJISIII Ha TOM
MecTe, KOTOPOE UM HYKHO OBLJIO 3aTIOMHUTh.

Ha ocnosanuu atux nabmogenuit Kéunep npuxoaur
K BBIBOJY, YTO e€CJU y 00e3bssH Mbl HaXoAuM (hopmy
yrmoTpebieHus Opyauil, TO Aaxe y 4YeI0BEKO0OOpas-
HBIX 00€3bsiH MbI HE HAXOJIUM U CJyYalHBIX HAMEKOB
Ha pasBUTHE 3HAKOB, T€X MCKYCCTBEHHBIX CTUMYJIOB,
KOTOPbIE CO3/IaET YeJOBEK B IOMOIIb K CBOMM IICHUXO-
JIOTUYECKUM OIlepallisM; U, CJIe0BaTeNbHO, Pa3BUTHE
DTUX BCIIOMOTATEJbHBIX CPEACTB HAIero IOBeJeHUs
SIBJISIETCSI BCEIIEJIO TIPOAYKTOM MCTOPHYECKOIO Pa3BU-
THUA YeJloBeKa.

W B camoM Jejie, UCTOPHs, T.e. HaOJIIOLEHUS HaJ
[IPUMUTHUBHBIM 4eJOBEKOM, a O0COOEHHO Haj Hapoja-
MU, CTOSIIIIUMU Ha PA3IMYHBIX CTYIIEHAX TPUMUTHBHON
KYJIbTYPbI, TIOKa3bIBaET, YTO PasBUTHE OT OoJiee HUBKOI
CTYNEHH KYJIBTYPHI K (GoJiee BBICOKOI CTYIICHU MPOUC-
XOAUT B 3aBUCUMOCTH OT COBEPIIEHCTBOBAHUS ITHX
BHEIIHUX CPEJCTB HOBeAeHUs. PasBuTue 3aKiodaercs
He B TOM, YTO caM 110 cebe IPOIlece MOBeIeH s, caMa 110
cebe (DyHKIMS [aMSATH, BHUMaHUsL, (PYHKIMAS MblIILIe-
HUs caMa 110 cebe y HapoAoB CTOSAMIMX Ha HoJiee BBICOKO-
KYJBTYPHOI CTYHEHU MPEBOCXOAUT COOTBETCTBYIOIINE
(DYHKIIUU Yy HAPOJIOB CTOSIIUX Ha 6oJiee HU3KOM CTYIIEeHH
pa3BuTHsI. Pa3BUBAIOTCS M COBEPIEHCTBYIOTCS BCIIOMO-
raTesibHbIe CPEICTBA, BCIIOMOTaTeIbHbIE CTUMYJIbI, KOTO-
pBbI€ CO3/IAfOTCSI B TIOMOTI[h MOBEIEHNIO.

Ciieqyronuii BEIBOJ MHE KasKETCSI COBEPINEHHO siC-
HBIM. 371eCh CKa3aHo, YTO BMECTO 0OOOMX BBIXOZOB K 3TO-
MY HOBOMY CIIOCOOY MOBEJICHUS, T.€. CO3/IAaHHMIO BCIIO-
MOraTeJIbHbIX CPEJCTB MOBEAEHU, IIPOUCXOAUT PE3KOE
M3MEHEeHKe CaMOro TUIA Pa3BUTHS HAIIEro MOBEICHUS,
WM 3[1eCh IIPOUCXOAUT Pa3BUTHE 110 ABYM JIMHHAM, O

7 Tpa[[I/ILU/ISI «JI€JIaTb Y3€JKU Ha MMaMATb» CYHIECTBYET B PASHLIX KYJIbTYpPaX, a COOTBETCTBYIOIIEE BbIPAKEHUE — B PA3HDBIX A3bIKaX.

8 I1poIry1eHo 0KOJIO TPEX CTPOK.
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KOTODBIX 5T TOBOPUJT PaHblIle. 3/1eCh CAMOE IIPOCTOE CPaB-
HeHWe ¢ IPYTUMU (hopMaMU TIOBE/IEHNST YeTOBEKA OUeHb
SICHO, 3aMETHO ITOKa3aHo.

B uem 31ech pazHuIla, B 4eM 371€Ch pasjindre OJHON 1
NIpyTOH IMHUN TIoBeZieHns? Takoro e pojia 3MeHEeHUs
B Pa3BUTHUU YeJIOBEKA IIPOUIOTILIHN U TOT/A, KOT/[a OCHOB-
Hast (hopMa ero MpUCHOCOOIEHUS K TIPUPOJIE CETAIach
JIPYTOH, T.€. KOT/ZIa YeJI0OBEK OT HETIOCPEJICTBEHHOTO MPH-
cIIocobJIeHNs K IIPUPOZIE Tepelies K IPUCIocoOJIeHIIo
TPYZOBOMY, IPUCIOCOOJIEHIIO [¢ TIOMOIIbBIO| psizia opy-
IV, KOTOPBIE COCTABWJI TIPUMHUTHBHBIN 4esioBeK. Bbl
3HAETE, YTO €CJM MbI Oy/IeM UCCJIe/[OBATh PAa3BUTHE de-
JIOBEKA OT MPUMHUTUBHOTO COCTOSTHISI ¥ JI0 COBPEMEHHO-
TO COCTOSTHMSI, TO OKa3bIBAETCS, UTO CAMBIH TUII YeJI0oBe-
Ka U3MEHWJICS CPAaBHUTEJNbHO He3HAYNTe bHO. [IprHan
JIpyTHe COBEPIIEHHO (DOPMBI UMEHHO POCT MCKYCCTBEH-
HBIX OpTaHoB. PocT opyanii ssBujICS yke OCHOBON pocTa
MIPOM3BOJINTENBHBIX CHJI YeJ0BeYecTBA U M3MEHUJ ca-
MBIH THIT OOJIOTHH YEJIOBEKA.

Heuto mogo6HOE TIPOUCXOAUT U B OTHOIIEHUU TICH-
XOJIOTUYECKOTO PAa3BUTHUSI B MCTOPUYECKUIl TTEPUOL —
HEYTO MoI06HOE TIOTOMY, UTO MbI UIMEEM B TeX Olepaliu-
SIX, 0 KOTOPBIX s YK€ TOBOPUJI, HEKOTOPYIO aHAJOTHIO,
HEYTO 1MoJ0O6HOE C PA3BUTHEM U YIOTPEOIEHIEM OPY Uil
BO BHEIITHEI /IesITeTbHOCTH YesioBeka. B camom meue, ca-
MOiT XapakTepHeid 0COOEHHOCTBIO TPYAOBOI Omeparum,
KOTOpasi OCHOBAaHA Ha YTMOTPeOJIEHUN OPYAUs, CaMoil
OCHOBHOIl ee 0COOEHHOCTBIO SIBJISIETCST TO, YTO MEKILY
YEJIOBEKOM, KaK ACHCTBYIOIUM CYOBEKTOM, W MEKIY
PeIMETOM HJIH 0OBEKTOM, Ha KOTOPbIE OH JIEHCTBYET,
B/IBUTAETCS TIOCTOPOHHEE TEJIO, SBJSIONINECS OPYINEM,
SIBJISTIONIEECs TIPOBOIHUKOM [BO3/1eiiCTBUS | OT YesoBeKa
Ha COOTBETCTBYIONIUIT 0OBEKT.

Heuto 1ogo0HOE nMeeTcst B OTepaliuu TOBEICHUS,
MOTOMY 4UTO W TaM MEXKIY YEJIOBEKOM U MEXKIY TeM
06BEKTOM, Ha KOTOPBIH HAMpPaBJIeHA TCUXOJOTNIECKasT
OTIepaIlyisi, BIBUTAETCSI 3BEHO, IPOMEKYTOUHOE 3BEHO B
BUJIE BCTIOMOTATEJbHOTO CTUMYJIa MJIA CPE/ICTBA MOBE-
nenus. [Ipencrasbre cebe caMyio TIPOCTYIO OMEPAIIHIO,
0 KOTOPOIi s1 roopua B Hauase. [Ipexcrasbre cebe, 4TO
YeJIOBEK BIIEPBBIE JIOTIE JI0 TOTO, UTO 3aBSA3aJT Y3€JIOK,
4TOOBI 3alIOMHUTH HEUTO €My HYysKHOoe. B aToM ciyuae
YesI0BEK yiKe MeKILY co00ii 1 MeX/y TeM 0O BEKTOM, KO-
TOPBIN HY;KHO OBLIO 3aITOMHUTH — CKaKeM, ITH(MPOBBIM
(akTOM — BIBUTAET MCKYCCTBEHHBIN BCIIOMOIaTeNh-
HBII 3HAK-Y3€JI0K, KOTOPBII caM 10 cebe HUKAKOro OT-
HOIIIEHUsT K ATOU ONepalyy He UMeeT, eMHCTBEeHHbIM
Ha3HAYEHHEM KOTOPOTO SIBJISIETCS CJIYKUTh CPEJICTBOM
JJIsT TAKOTO 3anioMuHanust. [[Jist Toro, 4To0bl UATH Jaib-
e, HY’KHO BBISICHUTh KaKOTO pojla M3MEHEHHUe Tpo-
HCXOJUT TIPU 9TOM B Pa3BUTHUU TIOBEAEHNUs, KOTAA OHO

9 TIo MOHSATHBIM IPUYIHAM, B CTEHOTPADUIECKOM TEKCTE OTCYTCTBYET.

10 B crenorpamme nocjie OyKBbl «6» — HPOILYCK.

HPUHIMAET TaKyIo (hOPMY, OITMPAIOIILYIOCS Ha BHEITHIIT
3HAK WJIM CPEICTBO.

Ecsn Mbl 1IpoaHann3upyeM WM Pa3ioKuM Ha CO-
CTaBHBIE YaCTH TaKHe MCUXOJOTMYECKUE Olepalliy, Ta-
Krie (hOPMBI TIOBEICHUS, KOTOPbIE OMUPAIOTCS Ha BHEII-
HUIT 3HaK, TO KaKylo Obl ONEpPAIMio Mbl HU pasjiarajiu,
MBI JIOJDKHBI TPUNATH UMEHHO K TOMY BBIBOJY, YTO TIPH
HTOM Pa3BUTHUH, [IPU HTOM MEPEXOJE K OHOM opme OT
JIPYTOIl He cO3aeTCss HUKAKOW HOBOW MICUXOJIOTUYECKOM
orepaiuu. 3/1eCh Mbl IMEEM Te Ke caMble 9JIEMEHTBI OC-
HOBHOTO TIpOIecca MOBEAEHUsI, U3 KOTOPOTO CKJIajiblBa-
ercst BooOiie Haiire rmosezetue B riesioM. CriejoBaTesIbHO,
paccMaTpuBasi CO CTOPOHBI 9JIEMEHTOB TaKUE MCHXO0JI0-
rUYecKye Olepallii, Mbl He OOHapyKUM B UX COCTaBe
HUYETo JPYroro KPoMe TeX K€ CaMbIX YCJIOBHBIX ped-
JIEKCOB, KOTOPBIE MbI MOKEM HaOJIOIATh Y JKUBOTHBIX
B JIOCTaTOYHO uncToM Buje. OfHAKO HAPSILY ¢ 9TUM 00-
HAPYKMBAETCST, YTO KOMOWHAIIMSI OMUPAETCST HA COBEP-
IIEHHO 3aHOBO CO3/[aHHbIe 0Opa3oBaHus, Oarogaps Tem
BCIIOMOTATEJILHBIM CPEICTBAM, KOTOPbIE 371€Ch MOJIyYa-
1oTcst. S Topolyio MpH OMOIIH CAMOM ITPOCTON CXEMBbI
HOSICHUTDH OTHOIIIEHUE, KOTOPOE 3[[ECh CO3/IaeTCsl.

<Yepmenc [>°

Ouenb 9acTo OBIBAET BBIFOAHEE €XaTh OKOJbHBIM
myTeM, XoTs Obl 1 6oJiee JIMHHBIM, YeM eXaTh IIPAMBIM
yTeM, X0Tst Obl 1 6oJiee KOPOTKUM, U BBITO/IA 9Ta 3aKJI0-
YaeTcst B TOM, YTO MEPBBIN MyTh 3aBUCUT OT YCJOBHIA,
KOTOpBIE HaM He MOAYMHEeHbI. BTopoil myTh, Giarogapst
TOMY, UTO OH HCKYCCTBEHHO CO3/[aH HaMU, OJIaroapst 1c-
KYCCTBEHHO BBEJIECHHOMY CTUMYJTY, IBUTCSI Ty TE€M BCelle-
JIO TIOJIYMHEHHBIM HAIeH BIaCTH.

Bropoe TosicHeHUe 1 XOTEN CAENaTh K TOMY, Y4TO 51
YK€ TOBOPUJI B IIEPBOM IOSCHEHMI: OYeHb 4acTO B Ha-
HeM Kypce IPUIETCS CChLIAThCS Ha ICUXOJIOTUIO IIPH-
MUTHBHOIO 4YeJIOBEKa, Ha WMCTOPHUYECKOE Pa3BUTHE
noBejieHust B (huiioreHesnce, ¥ HaM HaJ0 CHadaja yro-
BOPUTBCSI COBEPIIEHHO SICHO, ¢ KaKOH IEJbI0, ¢ KAaKUMH
METOIOJOMMYECKUMH TIEJIIMU MbI 9TO OYZIEeM JIe/IaTh.

OO6bIuHOE HeZopasyMeHUe, KOTOPOE MOJKET 37eCh
BO3HUKHYTb, 3aKJIIOYACTCS B TOM, YTO CCBIIKH HA MCTO-
PHUUYECKOE Pa3BUTHE UYEJOBEKA, CCHUIKM HA TICUXOJIOTHIO
NPUMUTHBHOTO YeJIOBEKa JIENAIOTCSl OYeHb YacTo JIJIst
[obocHoBanust] 6|morenernveckoro|!’ maparenu3Ma
JEJIAIOTCST JIJIST TOTO, YTOOBI TTOKA3aTh: BOT PEOEHOK, 10-
BejleHHe KOTOPOrO €CTh KallUTaJ TOrO, YTO OHAKbI
yKe TIEpEKIIIO B Pa3BUTHU TTOBE/IEHNUsT YesloBeuecTBO
Korga Mbl GyzeM geiaTh CCUIKM WM 9KCKYPChI B 00-
JIACTb Pa3BUTHUSI IIPUMHUTUBHOTO YeJIOBEKa, Mbl OyieM
9TO JIeJIaTh U3 JAPYTUX OCHOBAHMIA, HE TI0 9TOMY TIOBO/LY.
MpbI BOBCce He IMPEATIOIaraeM, YTO Pa3BUTHE TTOBEICHUS
YeJIoBeKa 0 KaKOH-HUOY/b CTENEeHH SBJISETCS Mapai-

' «Hara Touka 3peHust Ha OTHOIIEHHUST, CYIECTBYION[IE MEK/LY PA3JIMYHBIMI IMHUSIMU B PA3BUTUH TIOBEJICHUS, SIBJISIETCST B U3BECTHOM CMBIC-
JIe TIPOTUBOIIONIOKHON TOM, KaKy10 PA3BUBAIOT TEOPHU OHOTEHETUIECKOTO Mapasiien3mMa. Ha Bonpoc 06 OTHOIIEHHH, KOTOPOE CYIIECTBYET MEKITY
OHTO- U (PUIIOTEHE30M, ITH TEOPHHU OTBEYAIOT, YTO OJMH TIPoIecc HoJiee MK MeHee TIOJHO TTIOBTOPSIET PYTOil, BOCCTAHABIMBAET €T0...» (Boizom-
cxuit JI.C., JTypus A.P. Ouepku 1o ucropun noseaenust: O6espsaua. [Ipumurus. Peberok. M.-J1.: TocynapctserHoe nsparenbetso, 1930. C. 20).

JI.C. BpirotckoMy NpUHA/IEKUT ABTOPCTBO CTaThi « BroreHeTHYecKiii 3aK0H» B IIEPBOM U3/IaHNK «DBOJIBIIOIN COBETCKON 9HITMKIIOTE/HIT».
Cwm.: Borzomexuii JI.C. Buorenernyeckuii 3akon // Bosbiast coBerckast anmkoneans. M.: Akimoneproe o6iiectBo «CoBerckast aHIMKIIOTe-

s>, 1928, T. 6. C. 275-280.




KYJbTYPHO-UCTOPUYECKAA IICUXOJIOTUA 2021. T. 17. Ne 2
CULTURAL-HISTORICAL PSYCHOLOGY. 2021. Vol. 17, no. 2

JICTBHBIM UCTOPUY Pa3BUTHsT YesoBeyectBa. HaoGopor,
KOT/Ia MBI C BaMU KOCHEMCST HanmboJjiee BasKHBIX 4acTel
HAIIIEro Kypca, TO Mbl YBUJIUM /[0 KAKOIl CTEIIeHH He T1a-
PAJLIETIBHBIME SIBJISTIOTCS PasBUTHE PeGEHKA U PasBUTHE
4yesoBedecTBa. Eciu jKe MBI BCe JKe M3 METOM0JIOTrde-
CKUX COOOPasKEHUIN HECKOJIBKO pas OyjeM IeaTh 9KC-
Kypchl B 00J1aCTh Pa3BUTHs MPUMHUTUBHOTO YEJIOBEKA,
MBI Oy/IeM JIeJIaTh 3TO MO COBCEM JPYTUM COOOPaKEHU-
SIM, UMEHHO BOT 110 KAaKUM: MBI [I0JIATAEM, YTO B UCTOPUU
PasBUTHSL IPUMHUTUBHOTO Y€JI0BEKA B HanboJiee YicToM
BHUJIE BCTPEUYAIOTCSI CITIOCOOBI TOTO PA3BUTHSI, KOTOPOE 3a-
KJIIOYAETCS B COBEPIIEHUY TPUEMOB TIOBeieHnsT 6e3 op-
TaHMYEeCKOTO U3MEHEHUsT MX OCHOBBI. [UT0] yoKe u 371ech
BBIPAKAETCSI ¢ HAMOOJIBIIEH SICHOCTHIO. A JITIST TOTO, YTO-
GBI TIPEICTABUTD, KaK Pa3BUBAETCS TOT WJIM WHOW MpUeM
noBejieHnst pebGeHKa, Mbl PaHbllle XOTHM ¢ HarOOJIbIIei
SICHOCTBIO TIPEJCTaBUTh cebe, B UeM 3aKJIOUACTCS 9TO
pasBuTHE, DTO MBI ¥ HAXOJAUM B Pa3BUTUU TPUMHUTHBHO-
0 YeJsIoBeKa.

ITpumep. Korma Mbr, TOJIKYs TIOBeleHHe pebeHKa, 00-
palaeMcst K OIbITY HaJl yCJIOBHBbIME pedhiiekcamu coOak,
MbI He T10JIaraeM, 4To TOBejleHne pebeHKa TOBTOPSET,
BOCITPOU3BOJIUT, SIBJISIETCST TTAPAJIIETIbHBIM MTOBEIEHUIO
cobaku, [HO JiesiaeM 3TO| TOTOMY, YTO B 3KCIIEPUMEH-
TAJIBHOM OTIBITE ¢ COOAKOI MBI HAXOIAUM B HAMOOJIBINEH
YUCTOTE BBIPAsKEHUE SIBICHUST M 3aKOHA 0OTIEero TToBejie-
HUSI, KOTOPOE B COOTBETCTBYIOIIEH HOBOI, KOHKPETHOM
obcTaHOBKe BeTpedaercs 3aTeM y peberka. C TaknuM ke
METOOJIOTHYECKIM TIPABOM, KAKUM MBI CCBLITAeMCs Ha
HKCIIEPUMEHT € YCJIOBHBIM pediekcoM cobaku, Mbl 0y-
JIeM CChLIATHCS U HA OIBIT, U Ha HAaOJIIOJICHUE HaJl PH-
MUTHUBHBIM U€JOBEKOM JJISI TOTO, YTOOBI 3Ty JIMHUIO
POCAEUTh B JIETCKOM Pa3BUTUU, U JISE TOTO, YTOOBI
TepeilT K TPeThell 0CO3HAHHOM 3ajlaue Halllero Kypca —
MOKA3aTh CIJIETEHUS 06EUX JIMHWIA.

Bbi, Takum 06pa3om, BUAKTE, YTO UCTOUYHIMKOM Ha-
1ero anasausa OyyT Be pasaudnuMble 06JIaCTH 3HAHNS,
Ha KOTOPBIe orupaeTcs mcuxosiorust. C o[HON CTOPOHBI,
MBI TOJKHBI OYIeM BCAKUN BBICIIUH MPOIECC MOBE/e-
HUSI PA3JI0KUTHh BOT TaK, KaK 9TO MIOKA3aHO HA JAHHOM
TpeyroibHuKe'? M3ydnTh €ro COCTaB CO BCEX JAHHBIX
TOYEK 3PEHVI.

Yuenne o cBOGOMHOM yCIOBHOM pediiekce!® Mbr
JOJKHBI Oy/IeM MOKa3aTh B paspese apupMeTHIeCKOTo
Pa3BUTUS MAMSITH, HaMsATH peOeHKa, B pa3pese Tex oc-
HOBHBIX MEXaHU3MOB U UX JIEWCTBU, KOTOPbIE BaM y:Ke
3HAKOMBI U3 (PU3UOJIOTUH BBICIIEN HEPBHOM JIeSITEIbHO-
cTi. Jrta 3aja4ya He orpaHnduBaer Hac. Hajo mokasathb
KaKOBbI Oamskaiinime (hakTOpPbI, KOTOPBIE OMPEIEIISIOT,
YTO ATOT MPOIECC UMEHHO B TaKOI KOMOWHAINN, HMEH-
HO B TaKOH CTPYKTYPE 3aMMCTBOBAT PeOEHOK Ha TaHHON
CTYTIEHU PasBUTHUS; IJe U KaKuM 00pa3oM pebeHOK yc-

BOWJT 3TOT CIIOCOO TTOBE/ICHUS, HTOT CIIOCOO MBITIIICHNS,
9TU TIPUEMBI, OIaro/iapss KaKuM COOCTBEHHBIM TPOTIEC-
caM PasBUTHA MO3LOBOI KOPbI 9TH LIPUEMbI CTaJIU pe-
GeHKY JOCTYITHBIMU Ha 9TOU cTyneHu pasButusi. biaro-
Jlapsi TUM BHETTHAM BJIUSHUSIM CKITA/IBIBACTCS CJIOKHAS
U eJIMHCTBEHHAS I[eJIb Pa3HOOOPA3HBIX U PasHOBUIHBIX
IIPOIIECCOB.

Taxum 06pa3oM, Trepesl UCCIeOBATENEM, U3JIAraio-
IIIUM CUCTEMY JIETCKOI TICUXOJIOTHH CTOSAT BCET A JIBe 3a-
Jlauu, 1axe, BepHee, TPYU OCHOBHBIX 3a/1a41. Mbl JI0JKHbI
porece noBeeHust pebeHKa PacCMOTPETh B TPEX OCHOB-
HBIX IIJIaHAX.

Bo-nepBbIx, B IU1aHe aHalIN3a, T.e. B IJIaHe, KAK MBI
ropopuiin, pedJeKTUBHOM, T.e. B IlJIaHE BCKPBIBAHUSA
9TOrO CJIOKHOI'O IIpoliecca, [IOTOMY 4TO CaMblil CJI0XK-
HBIH ITPOIIECC COCTOUT, B KOHEYHOM CU€Te, €CJIU €T Pa3-
JIO3KUTD, U3 TIPOIECCOB AJIEMEHTAPHBIX.

Ilpyras 3amava GymeT 3aKIOYAThCS B BLIICHEHWN
CTPYKTYPbI U (DYHKIIMH HTOTO TTOBEIEHUS, PA3I0KEHUN
ATUX CJIOKHBIX TIPUEMOB TOBE/ICHUS HA X COCTaBHbBIC
yactu. O3HAKOMUBIIHUCH C 2JIEMEHTAPHBIMU TIPOIiecca-
MU HEPBOB, KOTOPbIE JIEKAT B UX OCHOBE, MBI JIOJKHbI
BBISICHUTD, €CTb JIM POJ] €IMHCTBA B 9TUX PABHBIX MPO-
neccax. KakoBo ucrosHenue aTUX CJIOKHBIX IIPUEMOB
MOBE/ICHUST B OTHOIICHUY MPUCTIOCOGTICHNsT pebeHKa K
okpyzxkatoteil cpezie? C 11eJ1bI0 BBIICHUTD U BCKPBITD CO-
OTHOIlleHue yacTeil, (PyHKIU, T.€. CBA3aTh UX U 3HAYUT
BBITIOJIHUTD 33J[aHKE TI0 OTHOIIEHWIO K MTOBEIEHUIO B 11€-
J0M. B aToM GyzieT 3akIouaThCst BTOPast 3a1a4a HATITETO
HCCIIEIOBAHMSL.

Tperbst OyzeT 3aKJUATHCS B TOM, 4TOOBI TMPO-
CIEAINTh aHATHM3 M CTPYKTYpy sToro mporecca. IIpo-
CNeluTh, K 4YeMmy [BeleT] TO CJIOKHOE CIUIeTeHue
o[HTOreHeTUYEeCKOI| U IPYTUX JIMHUN, KOTOPbIE, KaK s
rOBOPHJI, 0OPA3yIOT OCHOBY Pa3BUTHUSI TIOBEACHUS B JIET-
cKoM Boapacte. B megosnoruu, Giarogapst Takomy pac-
CMOTPEHUIO BOIIPOCA, IOJIyYAeTCs IIOHATHE TOrO, YTO
HEKOTOpbIEe aBTOPBLI HA3BIBAIOT MOHATHEM KYJIbTYPHOIO
BO3pacTa pebeHka.

Bbr 3Haere, 4TO MbI HaszbiBaeM |KyJbTypHBIM |4
BO3pacTOM pebeHKa B OTIMUYHE OT XPOHOJOTUIECKOTO
Bo3pacta. B pasHbIX ¢aszax pasBUTHUSA, KOTOPOTO J0-
cruraeT pebEHOK, MBI TOBOPUM O (DUBUOJOTHIECKOM
BO3pacTe, 0 KOCTHOM BO3pacTe — TaK TOYHO W B 3TOM
cJIydae Mbl BIIpABe OTJIMYATH €TI0 KYJbTYPHO-TICUXO0JIO-
ruyeckuil Bo3pact. I1og aTUM KyJIbTypPHO-TICUXOJIOTU-
YECKUM BO3PACTOM MbI OYIEM PasyMeTh CJEAyIOIiee:
KaK Mbl YCTAHOBUJIU, KOCTHBIM BO3PACTOM pebeHKa Ha-
3pIBaeTcd Ta (hasa B OTBEPACHUU KOCTeil, KOTOpas 11po-
UCXOMUT ¥ peberka. 3aTeM 110 KOCTSIM MOXKHO OTIpesie-
JIUTH Ha KaKOM cTajiuy HaXOAMUTCS KOCTHOE pas3BUTHUE
pebenka.

12 TpeyTosbHIK 1306pakaeT OTHOIIEHHE KyJIbTYPHBIX (<« HHCTPYMEHTATBHBIX> ) U €CTECTBEHHDIX MTPOIIECCOB pa3BuTHst meuxuku. CM.: Boizom-
cxuit JI.C. InctpymenTtasnbhbiii MeTo/10B B ricuxosiornn // Cou. T. 1. M.: Tlemaroruka, 1982. C. 104; On sxe. McTopust pa3BUTHS BBICHINX IICHXITYE-
ckux pynkmuii Cou. T. 3. M.: [Tenaroruka, 1982. C. 111; Ou xe. [Ipobaema KyabrypHoro passurus peberka (1928) // Becrruk MockoBCKoro

yauBepcuteta. Cep. 14, Ilcuxonorus. 1991. Ne 4.

13 B pabotax BhIrOTCKOTO BbIpasKeHUE «CBOOOMHBII pedIeke» He BCTPEUAETCsT — OUEBU/HO, Peub UAET O «peduiekce», chopMUPOBABIIEMCS B
XO0fle KyJbTYpHOTO pasBuTHsL. [0 BBIrOTCKOMY, «KyJIBTYPHBII» O3HAYAET «[TPOM3BOJIBHbIN», & TIPOU3BOIBHOCTD SIBJISIETCS] HEOOXOAMMOIT Xapak-

TEPUCTHUKON CBOGOAHOTO AEHCTBHSL.
4 B crenorpamme 3/ieCh OCTAaBJIEHO MECTO JIJIsl OIHOTO CJIOBA.




Vygotsky L.S. Lectures on the Psychology of Development

Buvizomexuii JI.C. Jlexuuu no ncuxonozuu paseumust

Hanpumep peberky 12 siet, Ho ero KOCTHBII BO3pacT
OTCTaeT WJIM OIlepeskaeT Ha [[Ba IOjla ero I1aclOPTHBIN
Bo3pact. [IpuMeHsist Te ke crocoOBl UCCTETOBAHMUS, MBI
oTIpejiesIsieM KyJIbTYPHO-TICUXOJIOTHUECKUI BO3pacT pe-
Gerka. Mbl ycTaHaBIMBaeM Kakue (hasbl, KaKUe CTauu
MPOUCXOMAT B TIpUeMaxX TOBEJEHUS, TOAHUMASICH OT
MPUMHUTUBHBIX (DOPM K CJIOKHBIM KYJIbTYPHBIM (DOPMaM.

Korma mbl ycraHoBUM aTh (hasbl, MbI MOMPoOyeM
YCTaHOBUTD Kakue (as3bl 3TOTO KyJbTYPHOTO Pa3BUTUS
B KAKOM BO3pacTe Mpojiesiaj Halll peOEHOK U yCTAHOBUTh
COOTHOIIIEHUE MESK/Ly TTAaCTIOPTHBIM BO3PAacTOM peheHKa
1 hazoii ero KyJbTypHOTO Pa3BUTHUS; MOIPOGYeM H3Me-
PHTH, OTCTAET WJIW JIBUTACTCS BIEpe] peOEHOK B KYJIb-
TYPHOM CBOEM Pa3BUTHUM 110 CPAaBHEHUIO € NACIIOPTHBIM
BO3PACTOM.

MHaue ToBOpst, MbI IpHoOpeTaeM YeThipe IJIaHa Uc-
CJIEJTIOBAHMS, MJIN YETBIPE 33191 BCTAIOT TEPEl KasK 0
ry1aBoii Hanrero Kypca. [IpnaopaBanBasich K BO3pacTHOMN
IKaJie mporecca KyJbTyPHOTO pasBUTUsE peOeHKa U OC-
HOBHBIM TPUEMOM HAMEYaHWS OCHOBHOW CXEMBbI, MBI
JIOJIKHBI OIIPENIEIUTD WU BBISICHUTD KYJIbTYPHO-TICUXO-
JIOTUYECKHIT BO3pacT pebeHKa.

B 3akiiouenne MHe XOTEIOCh Obl OCTAHOBUTHCS €IIle
Ha OJIHOM BOIIPOCE, CBSI3aTh €ro ¢ OOIMMU TI0JIOKEHH-
SIMH, KOTOPbIE 51 Pa3BUBAIO: 3TO — BOMPOC CBOCOGPasust
KyJIbTYPHOTO Pa3BUTHS HOPMaJILHOTO U HEHOPMAJIbHO-
ro peberka. 51 Xo4y KpaTKO MOCTABUTH CPABHUTEIBHBII
criocob pasBUTHSI KYJbTYPHOIO W HEHOPMAJbHOTO pe-
Genka. TT0aTOMY HECKOJIBKO CJIOB ST TO3BOJIO cebe celi-
4ac CKa3aTh.

[TepBobIil BOompoc, KOTOPBIM BCTaeT Iepej; HaMH, 3a-
KJITOYAETCS BOT B YEM: MOJKET TIOKA3aThCs, 9TO B KYJIb-
TYPHOM Pa3BUTUU PA3HUIIBI HE [OJUKHO OBITH, Pa3HUIIA
HMOJKHA ObITh B OMOJIOTHYECKOM pas3BUTHH pebeHKa.
[Ipeacrasbre cebe, 4TO MBI UMEEM JIETIO C YMCTBEHHO
oTcTanbiM PeGEHKOM, Y KOTOPOTO 3ajlepsKaHa B CBOEM
pa3BUTHUU KOPa roJIOBHOTO Mo3ra. Ero ecrecTBeHHbIE
dbyHKIIM OYyT pasBUBATHC € 3aEPKKON. ITO CoBEp-
nieHHo nouATHo. Ho MoxHO Jsiu 11pejioiarathb, 4To ero
KyJIbTypHOE pasBuThe Oyaer orcraBaTh? Beib KyJib-
TYPHOE Pa3BUTHE MOBEACHUST OTIMPAETCST, TIaBHBIM 00-
pa3oM, Ha BHEIITHUE CPe/ICTBA MOBEEHUSA. A 3TH BHEII-
HUE CPEJICTBA MOBEIEHUS MO0 CBOEH MPUPOJIE SABJISIOTCS
CONMATBHBIMU, OHU HE BO3HUKAIOT BHYTPH OPTaHU3Ma,
a JaloTCcsA YeNIOBeKy OKPYsKalomiell ero CcoIuajibHOU
KyJbTYPHOU CpeNloi.

Mpbi ycraHOBUJIM, Kak oblee MPernoaoKeHne, ot
KOTOPOTO Mbl OTIIPABJISAEMCS, YTO KYJIbTYPHOE Pa3BUTHE
noBe/leHUs SABJAeTcs (QyHKIMEH OT COLMaJbHO-KYJIb-
TYPHOTO OTIbITa PebEHKA, U MOKET TIOKA3aThCsT, UTO €CITH
YMCTBEHHO OTCTANBIN peGEHOK JKUBET B TAKOI COMUATD-
HOIT cpefie, KOTopast eMy TIpe/IJIaraeT Te XKe caMble Cpel-
CTBa TIOBEJICHMS, YTO OHA MPEOCTABISIET HOPMATTBHOMY
pebeHKY, TO ero YMCTBEHHOE PasBUTHE He JIOJIKHO OTJIN-
YaThCs OT HOPMAJIBHOTO PebeHKa.

U B camom fese, ¢ OTHON CTOPOHBI 3TO BO3pasKe-
HUE OKa3bIBaeTCs CUJIbHBIM. MBI 3HaeM, 4TO, JeiiCTBU-

TEJbHO, YMCTBEHHAsI OTCTAJIOCTh UMEET aHAJOTMYHYIO
KapTUHY WJH, 0 HEKOTOPOIl CTENMeHU, OKAa3bIBAETCS
CXOJTHOU C JIeTCKOW MPUMUTHBHOCTBIO. Ecyi BB BO3b-
Mere peGeHKa, KOTOPBIN KU B HEKYJIbTYPHOU cpejie,
WJT KOTOPBIiA, Gsarofapst KakKuM-HUOYIb CIydaiiHbIM
00CTOSITEILCTBAM HE MOT Pa3BUBAThCSI B CPelle KYJIb-
TYPHOU WJIM HOPMAJIbHOIL, TO, XOTsI TaKOU peOEeHOK U
SIBJISIETCSI COBEPIIEHHO HOPMAaJIbHBIM TI0 CBOEMY OpTa-
HUYECKOMY CTPOEHUIO, TeEM HE MEHee €T0 KYJIbTYpPHOEe
pasBUTHE OKasKeTCs 3ajlepyKaHHbIM OJarojaps BHeII-
HUM IpuunrHaM. Takoil peOGeHOK HasbiBaeTCs pebeH-
KOM TNPUMHTHUBHBIM, IIOTOMY YTO OH B CBOEM IIOBeje-
HUM CTOUT HA HU3KOU KYJbTYPHOUH CTYIIEHU Pa3BUTHSI.
U BoT, camoe BaskHOE 9TO TO, YTO TAKOH TPUMUTHUBHBIN
pebeHOK ¢ BHENTHero Buaa OyieT MoXoAuTh Ha pebeHKa
YMCTBEHHO OTCTAJIOTr0, OH He OyeT crmocoOeH K JIornyie-
CKOMY Pa3MBbIIIJICHUIO, KaK He CTOCOOCH M YMCTBEHHO
oTcTajblil pebeHOK B TOM BO3pacTe, KOTIa HOPMaJlbHbIii
pebeHoK oBJlajieBaeT 9TUM. BO BHEIIHUX IIPOSIBACHUSAX
9TOro pebeHKa, KOTOPbIil HeJOPAa3BUT BCJIEACTBIE TOTO,
YTO OH JKUJI B HEKYJIBTYPHOMU Ccpejie, BHEITHEE CXO/ICTBO
Oymer ¢ OTCTanbiM Pe0eHKOM, U 3LeCh 3aKI0YaeTCs
caMoe CJIOKHOE W Ba)KHOE, YTO MBI 3HAeM O Pa3BUTUH
HOPMaJIbHOTO pebeHKa ceffuac. ITO CXOACTBO IIPHU-
MUTHBHOTO pebGeHKa ¢ HeHOpMasibHbIM peGerkoM. J{o-
CTaTOYHO NMPUMUTHUBHOIO pebeHKa MOMECTUTh B KYJIb-
TYPHYIO CPe/y JJIsI TOro, 4TOOBI 9TO CXOACTBO HCUE3IO.
PebeHOK IPUMUTHBHBIN TIPo/ieiaeT KyIbTYPHOE Pa3BH-
THeE, TO, KOTOPOE OH He TPO/ieJiall B CBOE BPEMsI.

YT0 Ke KacaeTcsi YMCTBEHHO OTCTajJoro pebeH-
Ka, TO €CJIM Bbl €r0 IIOMECTUTE B COOTBETCTBYIOIIYIO
KYJIbTYPHYIO CPENLY, €CJIN OH JIasKe U TIPOJIENIAeT KYJIb-
TYpHOE pa3BUTHE, OH BCE K& OKaKeTCsS YMCTBEHHO
orcTaibiM peberkoMm. Ho cam dakTt, 410 Hepopa3Bu-
TOCTHh BCJIEACTBUE BHENIHUX YCJIOBUH W HeIOPa3BU-
TOCTb BCJIEACTBYE BHYTPEHHUX YCAOBUM, MOKET OBITh
yCTaHOBJIEHA UCIIBITAHUEM KOPbBI TOJIOBHOTO MO3Ta, —
3TOT (PaKT OKa3bIBAETCS UPE3BbIYANHO BasKHBIM. OH
MMOKa3bIBAET, YTO BBICIINE TICUXOJOTUYECKHE (DYHK-
IIMH, JOTUYECKOEe MBIIIJIeHNe, Bbiciine (OPMbl BHHU-
MaHusI, BbIcIe (pOPMbI 3alIOMUHAHUS PAa3BUBAIOTCS
He WHave, KaK Ha OCHOBAaHWU KYJIbTYPHOTO Pa3BUTHUS.
W ecau 3TOT CONMATbHO-KYJIbTYPHBIN OTBIT OKAa3bI-
BaeTcsl HEJOCTYIHBIM JIJIs peOeHKa, HepasBUTOrO 110
BHEITHUM IIPUYMHAM UJIH 110 BHYTPEHHUM TPUUYNHAM,
MMOTOMY, YTO €r0 MO3T HEeJ[OCTATOYHO CUJIEH JIJIST TOTO,
9TOOBI CIPABUTHCS C 3TUM, TO PeOEHOK, B Pa3BUTUU
BBICIIIETO TTPOIIECCA €r0 MOBEAEHUS, OKAKETCSI He0-
Pa3BUTHIM.

Bbr 3HaeTe, BEpOSITHO, YTO B JIETCKOW TMCUXOJIOTUM
ete 1o npeanoxennio IltepHa ObLI IPUHAT OCHOBHOM
HPUHIUI B PasBUTUU pebeHKa, KOTOPbIA PUMEHIETCS
U K KyJIbTYPHOMY PasBUTUIO PebeHKA. ITO TOT IPUHIIHII,
koTtopoiii [1ITepH HasbIBaeT [«IPUHIIUIIOM KOHBEPTeH-
iy |, [Ipuniun cKperuBanus, WK IepPeCcedeHus,
BHYTPEHHUX TIPOIECCOB PA3BUTUS U BHENTHUX YCJIOBUI,
B KOTOPBIX TTPOUCXO/IUT 3TO Pa3BUTHE.

15 B aTOM MecTe B CTEHOrpamMme Mporyck. /lanee ommubOIHO 3aIUCAHO «IIPUHIMI COKPAIeHNsT» (BMECTO <«CKpemuBanusi»). Cwm.: Bvizom-

ckuit JI.C. Cou. T. 3. C. 298.
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Bbl 3Haere, 4TO TEopUs YCJIOBHBIX pedieKCOB Kak
HeJIb34 JIydllle TOJJePKUBAET 3TOT IPUHIIUIL [KOHBep-
rednuu |'® u ero NPUIIOKEHUs K NCTOPUH JIETCKOTO Pas-
BUTHs. Bemb A1 ycaoBHOTO pedpiiekca BBITEKAET 371eCh
repecedeHne, ¢ OHONW CTOPOHBI, BHYTPEHHEN WHCTUH-
KTUBHOW HANIPABJIEHHOCTU PEAKIINIA U, C APYTON CTOPO-
HBI, TeX YCJOBHUH, Ilie 9TH Peakinu (GyHKIMOHUPYIOT.
Eciv mpuMeHUTHh Takyto MCUXOJOTHIO, TO MBI YBHUIUM,
YTO MEXK/Yy Pa3BUTHEM KyJIbTYPHBIM W Pa3BUTHEM ecTe-
CTBEHHBIM y HOPMAJIBHOTO pebeHKa CyIeCTByeT KOH-
TaKT, T.€. 3TO JIBa MpoIlecca, KOTopbie, Gaarogapst mpak-
THKE 4eJI0BeYeCKOro BOCIIUTAHUS, IPUHOPOBUIIHCD IPYT
K ZIpYTY.

Pebenok Ha ompeieleHHOT CTYTIEHH Pa3BUTHSI OBJIa-
JleBaeT peyblo, Ha JAPYToii CTyIIeHU Pa3BUTUS OBJlajleBaeT
CYETOM, HA TPEThEH CTYTIEHU PAa3BUTUU — OTBJIEYCHHBIM
CUETOM U T.JI. B MPOTMBOMOJIOKHOCTD 3TOMY y HEHOP-
MaJTbHOTO pebeHKa MPOUCXOMUT PA3PHIB MEXIY €ro
KYJIbTYPHBIM ¥ €CTECTBEHHBIM Pa3BUTHEM, T.€. PACXOXK-
JIEHIEe TaM, T7Ie MBI OKUIAIH OBl cXOXKAerHnst. Biaromapst
3aJIepKKe B Pa3BUTUU MBICJIU, OJArofapst pasindHbIM
U3MEHEHUSAM B KOPE OJIOBHOTO MO3ra y aToro pebeHka
He MPOUCXOAUT HYKHOTO TIepecedyeHUs] BHENTHUX BJIU-
SIHUH, BHEITHUX CTIOCOGOB, TIPUEMOB TIOBEIEHUS C BHY-
TPEHHVMH JIAHHBIMU, W OJarogapsi 9TOMy HapyliaeTcs
[komBeprentums|!.

Bl mpezicraBbre cebe M0 Kakoil CTEMEHW MOTyda-
eTcs MHTepecHas M MOyYUTeJbHas KapTHHA, KOTJa MBI
CpPaBHUBAEM KYJbTYPHOE Pa3BUTHE HOPMAJILHOTO W He-
HOpMaIbHOTO peGerka. Mbl Morin Obl Kak Obl 9KCIEpU-
MEHTAJIbHO CPAaBHUTD Ha JBYX IPOIIECCAX YCIOBUS CTPO-
eHUd 3TUX [IBYX JMHUI. BOT 1modyeMy MeToz cpaBHEHUS
HOPMaJIbHOI'O M HEHOPMaJIbHOTro peberka Oyier B Halei
JIEKIIMY 3aHUMATh TAKOE MECTO.

Bor mpocToii mpuMep: kak TpyAHO HabJIIOAATH U
AHAJIM3UPOBATH IIPOIECC PEYEBOIO PA3BUTUSA HOPMAJIb-
HOTO pebeHKa, UMEHHO 6iarofapsi TOMy, 4TO OH CO-
BEPINAETCS CTUXUIHO, HE3aMETHO, PeOEHOK BpacTaeT B
peub OKpy:KalollUX ero Jiojeil. Vsmenenue cosepiia-
€Tcsl He3aMeTHO B MeJibyaiilliell CTPYKType CBOICTB,

16 B aTOM MecTe B CTeHOrpaMMe TPOITYCK.
'7 B aTOM MecTe B CTeHOIPaMMe TIPOITYCK.

KOTODbIE BO3HUKAIOT y pebeHKa, B pocTe 00beKTUBHBIX
DJIEMEHTOB 3a cYeT CyOBEKTUBHBIX 2JEMEHTOB U T.JI.
A HabioneHne Haj pasBUTHEM PeYM IJIyXOHEMBIX U,
0c0OEHHO, CHEMOrTyXOHEMbIX MPEACTABISET Kak Obl
MUKPOCKOTIE, T.€. B YBEJIMUEHHOM B MHOTO pa3 BUJIE, T
MIPOIIECCHI, KOTOPbIe HE3aMETHO J/IJIsI HAC COBEPINAIOTCS
y HOpMasibHOTO pebeHKa's, uMeHHO Osiarogaps ToMy,
4T0 y pebeHKa MOJyJyaeTcs: CIieTe e ABYX JIMHUM, a y
cJienbix [omu pacxomsarcst|r.

HWccenenoBanye HEHOPMAIbHOTO peOeHKa 1 IIPAKTUKA
ero BOCITMTAHMS JaBHO yiKe BbIPaOOTAIM MCKYCCTBEH-
HbIEe BCIIOMOTaTe/IbHbIE CPEJICTBA 1T KYJIbTYPHOTO Pa3-
BUTHs Takoro pebenka. B To Bpemst Kak HOpMaJbHBIi
pebeHOK OBJlajieBaeT TEMU CPEACTBAMU IOBEIEHUSI,
KOTOPBIMU TOJIB3YIOTCSI B3POCJIbIE JIIOJIU, YMCTBEHHO
OTCTaJBI PeOEHOK He B COCTOSTHUM BOCITOJIB30BaThCS
ATUMHU cpeficTBaMU. JIJIsi HEro MPUXOJUTCS CO3/1aBaTh
ocobble BCrioMoTaTe IbHbIe CPECTBa, M B CO3[IaHUU Ta-
KIX OCOOBIX CPEJICTB MBI OTBITHBIM IIyTEM MOJKEM Ha-
6monarh [kouBeprenuuio]®. JIjas riyImbIX, OTCTaJIbIX
mereil 0OBIYHO NPUMEHSIETCS TaKO ¢rocod, KOTOPBII
UCXOQUT U3 OIl€PAllUU 3aBA3bIBaHM y3eaka. ViMbenu-
JIBI HE Pas/InyaloT IBETOB U 0OBIYHO K HIM IIPUMEHsIeT-
€SI TAKOM METO/I: MEK/Iy Ha3BaHUEM I[BETA U ITUM IIBe-
TOM BJABMIraeTcs Kakoili HuOyab npeamer. Hampumep,
UMOEIIIIOB yuaT TakK: “kejiToe” — aleJbCHH — KeJaTast
Matepus. TakuM 00pasoM, ecJii Bbl CIIPOCUTE, YTO ITO,
OH OTBETUT — arnejbcuH. OH MeX/y Ha3BaHUEM IIBETa
“>kes TN’ 1 BIIeYaTJIEHNEM, CTUMYJIOM, KOTOPBIH TTPO-
W3BOJMUT HA HETO BIIeYATIEHUE JKEJITOTO, BIBUTAET ITO
BCIIOMOTATEJIbHOE CPEZCTBO, KOTOPOE MIJIT HOPMaJIbHO-
ro pebGeHKa OKa3bIBAETCsI HEHYKHBIM. Biraroapst aTum
MCKYCCTBEHHBIM BCIIOMOTATeJbHBIM CpejacTBaM, Ojaro-
JIapst STUM MOCTKaM, KOTOPbIE TIPUXOAUTCS MPOKJIAIbI-
BaTh y YMCTBEHHO OTCTAJIOr0 pebeHKa MexKAy OIHOI
W JIPYTUMHU JIUHUSIMUA €r0 Pa3BUTHsI, CAMBIH TPOIECC
CILIETEHUsT U KOHB[epreniuu |*!, craHoBUTCsS Hanbo-
Jiee OTYETJIMBBIM, HanboJiee SICHBIM U IToToMY HanboJiee
yIOOHBIM JIJIST U3YUYEHUSL,

Ha sToMm s 3akaHYMBAIO CBOTO JIEKITHIO.

'8 Bor mpuunHa, modeMy BBITOTCKUIT BRIPA3IIT JKeTAHNe 3aHNMAThCST FIMH, OTBedast Ha aikeTy Hapkommpoca. Criyctst MHOTO JieT, 06Cy K-
Jlast pe3yJIbTaThl “3aropckoro aKkcIepuMeHTa”, T/ie CO3/[aBaliCh YCJIOBUs /UId (POPMUPOBAHMS IICUXUKHU CJIETIOIJIYXOHEMbIX JleTeil 1o cucreme
N.A. Cokomsnckoro — A.Vl. MemepskoBa, 9.B. Nibenkos nanuiner B nucbMe kK A.B. CyBopoBy, 0IHOMY 13 YIaCTHIKOB 9TOTO IKCIIEPUMEHTA:
«5] TOHMMAO, UTO CJIETIOTTYXOHEMOTA HE CO3/IaeT HU OJIHOM, TIyCTh CAMON MUKPOCKOITMYECKOIT, MPoOIeMbl, KOTOpast He Oblta Obl BeeoOmei mpo-
6aiemoii. CiienorryXoHemMora JiIib 060cTpsieT ux — Goublire oHa He jesaer Hudero» (Iut. no: Cysopos A.B. TIpobaema dhopmuposanus BooOpa-
JKEHNST y CIIETOTIyXoHeMbIxX feteit // Bompocst Ilenxomormm”. 1983. Ne 3). To, uto Beirorckmit ymogo6asist «<MUKPOCKOITY», VITbeHKOB Ha3bIBaI
«Jiynoit Bpemenns (Unvenxos 9.B. Ilcnxuka yesoBeka 1o «Jtynoit Bpemenn» // [Ipupoza. 1970. Ne 1).

19 31ech B cTeHOTpAMMe KOHEIl CTPAHUILBI, TIPE/ITIOJKEHIE He 3aKOHYEHO.

2 B aTOM MecTe B CTEHOTPaMMe ITPOITYCK.
21 CJ10BO HE OKOHYEHO, OCTaBJIEH TIPOGEJL.
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Merto1b1 CCIeJOBAaHUSA B IETCKOU IICUXOJIOTHHU

CeroHst MbI OCTaHOBHMMCSI Ha BOIIPOCE O METO/aX KC-
CJIeI0BaHNs.

CBoeobpasue TOro Impouecca pPasBUTHUSA, KOTOPOe
HabsoMaeT MccaeloBaHue B JIETCKOM BO3pacTe B OT-
HOIEHUU TI0BeleHus], Tpebyer cBoeoOpasusi MeTOIOB
U crocob0B HCCIeN0BaHK. A, B CBOIO OYepPe/ib, 3HAaHUE
9TOr0 CBOE0OPa3Us METOAOB U CIIOCOOOB UCCIe0BAHNS,
3HaHME UX 0OOCHOBAHUS IIPUHIMIITMAIBHO SBJIAIOTCS He-
00XOIMMbIM YCJIOBMEM TOTO, YTOOBI IIPABUJILHO IIOTOM
pasbuparbcss BO BCAKUX TJIaBaX JETCKOM MCUXOJOIHH.
IToromy 4TO Te (haKThl, ¢ KOTOPHIME MbI OyzieM BCTpe-
4aThCsl, TO 0000IIEHNE, KOTOPOE Mbl OyIeM IPOU3BOAUTD,
Te 3aKOHBI, KOTOPbIE HA OCHOBAHUH 9TUX 000OILEHNI MbI
OyleM yCTaHaBIMBaTh, — BECh 9TOT (haKTUIECKUI MaTe-
puaj, (haKTHUeCKOoe COLepKaHue KasKAoil riasbl Oyaer
OIIPE/IEIEHO TEM METOIOM, TeM CIHOCOGOM, IIPU TIOMOTIH
KOTOPOTO 5T (haKThI J0OBITHI, IIPU IIOMOIIA KOTOPOIO
oHU 0000IIEHDI U BbIBEJEHDBI B HEKOTOPBIE 3aKII0UCHMS.
IToaTOMY ONMUPATHCST MO-HACTOSIIEMY Ha METO/I, TIOHSITh
€ro OTHOIIEHHE K JPYrOMY METOHY, YCTAHOBUTH €ro
CUJIbHBIE U ¢JIabble CTOPOHDI, TIOHATD €0 IIPUHIUITHA/b-
HOoe 060CHOBaHME U BEIPAdOTATh K HEMY TO UJIA UHOE OT-
HOLIIEHWEe — 9TO 3HAYMUT BHIPAOOTATh B U3BECTHOI Mepe
MPAaBUJIbHBIN U HAYYHBIN MTOJX0/] KO BCeMY JajbHei1ne-
MY KypCy AETCKOW TCHXOJOTUH, U3JIaTAeMOMY B TaKOM
acIleKTe, KAaKOU MBI ceifuac yroTpebsiem.

Takum 006pasoM, B caMblX OOLIMX CJIOBaX, MOKHO,
BO3BPAIAsICh K TOMY, 4TO MbI TOBOPUJIN B IIPOILJIBIN pas,
CKa3aThb Tak: cBOeoOpasue IOBEeJeHN B IETCKOM BO3Pac-
Te Mbl BUJEJIM PaHbIIE BCETO B TOM, YTO €r0 Pa3BUTHE
HJIET 10 JIBYM Pas/uduHbIM JUHUSIM. [IprdeM passutie
UZIET 110 JIMHUKA OPraHUYeCKOro POCTa U CO3PEBaHUs U
10 JIMHUKM UCTOPUYECKOTO PasBUTHUSA. DTO cBOeobpasue
TpebyeT yMeHUs YCTAaHOBUTH OTHOIIEHWE TOI U APYroi
JIMHUK Pa3BUTHUS B Ka)KIOM BO3PacTe U OIPELEIUTb TO
cBoeoOpasHoe ciuleTenne 06enux dTUX JMHUN, KOTOPbIE
XapakTepHbl Il anHoro Bodpacra. OauH poj cruiere-
Hus OyleT XapaKTepeH IJs JOIIKOJIbHOro [Bospactal,
u Jgaske eie 6osiee JETaIbHO JEJCHUE BHYTPU KasKIOTO
U3 9TUX BO3pacToB. [0OBOPS B caMbIX OOIIUX CJIOBAX, MbI
JIOJKHBI TOBOPHUTD O ABYX IPYIIIAX METO0B, KOTOPBIMHU
HOJIB3YETCS JIETCKAst ICUXOJIOTHSL.

[IepBas rpymmna MeToz0B — Ha HEl HAaJI0 OCTAHOBUTD-
csa. OcranoBka moTpebyeTcest OCTONbKY, TOCKOJIBKY OHa
0611a cO BCEMU TEMU METOJIaMU, KOTOPbIE TIPHUMEHSTIOT-
¢S B TICUXOJIOTHN BOOOIIE. DTO Ta TPYIITIAa METOJOB, T.€.
coco6OB MCCAEOBAHMS TICUXOMOTHYECKUX SIBICHUH 1
(haKTOB, KOTOPast UCCJIEAYET MOBEICHNUE B €ro OoJee mpo-
CTOM | ecTecTBeHHOM Bu/e. [IpenmeTom atoro uccieno-
BaHUS TTOBEIEHUS, KaK U3BECTHO, SIBJSIOTCS OpraHuye-
ckue GyHKIIH.

Bce sl MeTOIBI — € HEKOTOPBIM CKOpee TexXHUYe-
CKMM Ha3HaYeHWeM, YeM TPUHIIUITNATbHBIM, — TIpUMe-
HAIOTCSI M B JETCKOM meuxosiorui. Takum o6pasoM, ata
IpyIIIa METOI0OB HUYETo CIeludIuecKoro, HUYero cBo-
€06pa3HOro JIJISt IETCKON MCUXOJIOTUH He TTPEICTABIISIET.

Ocraercs npyras Tpyliia MeTO/I0B, KOTOPYIO U HY>KHO
OXapaKTepru30BaTh B COOCTBEHHOM CMBICJE HTOTO CJIOBA
1, camMoe BakKHOe, OTHOILeHHe KOTOPOil HaM Ha/lo BbIAC-
HUTH ¥ YyCTAHOBUTH 110 CPABHEHUIO C TOU TIEPBOI IPYTIION
METO/IOB. JTa BTOpas IPyIIa MeTO/I0B HalpaBJeHa Ha
HccJieIoBaHre, Ha BbIBEJEHUE BTOPOU JIMHUU B JIETCKOM
BO3pacTe M HA YCTAHOBKY ee HAWBO3MOXKHEUIIIETO CBOEO-
Opasust. B caMbIx 00IIMX ¢10BaX MOKHO CKa3aTh, YTO 9Ta
BTOpasi IPyIIla METONOB XapaKTepHU3yeTcs Kak TpyIa
METO/IOB UCTOPUYECKUX, B OTJIMYUE OT METOJIOB OpraHu-
YeCKUX, HAITPaBJICHHBIX HA MCCIE0BAaHIE TIEPBOH JIMHUT
pa3BUTHS TIOBE/IEHMS, Ha PACKPBITHE ee COIePsKaHusl.

Jlnst Toro, 4To6bl OHM OBLIN SICHEH TOHSITHBI, TO-
3BOJIBTEC MHE IIPUBECTH KOHKPETHOE OllCaHue TOH CH-
CTEMBI TIPAKTUKU CIOCOOOB WCCJAEIOBAHUS, KOTOPAs
JIGKUT B OCHOBE 9TOW rpymibl MetonoB. CBoeoGpasue
3TON MCUXOJOTHUECKON METOJUKN MOKHO JIydIlie BCETO
0XapaKTepU30BaTh, €CJIU CPABHUTD €€, €CITN BhISICHUTD ee
OTHOIIIEHUE K TPAAUITUOHHBIM TICUXOJOTUIECKIM METO-
naMm. Bbl 3HaeTe, 4TO TPAAWITMOHHAA TICUXOJOTHYECKAs
MeTouKa paspabaTblBaeT ceiliyac ¢ Ype3BblYaiiHoOl Tia-
TeJIHHOCTHIO B OCHOBHOM CBOIO cXeMy. OHa CBOAMT TPYII-
My PasinuHbIX CHOCOO0B, YIOTPEOISIEMBIX METOIOM
IIPUEMOB, K OJJHOW OCHOBHOM cxeme. JTa cXeMa, TaKas
OpraHu3alysl MOBEJCHUS UCIIBITYEeMOro WM TaKkas ToY-
Ka 3peHus Ha MoBeJleHue, CKaXkeM, B TedeHne JJIMHHOTO
OTpe3Ka BpeMeHH, — TaKas CXeMa, KOTopas OlupaeTrcs
Ha OCHOBHOE TIOHSITHE «CTUMYJT—PEAKITHST».

! Tly6amikarust oAroToBeHa 3a cyet rpanta Poccuiickoro nayunoro domnaa (mpoekt Ne 20-18-00028). IMoaroroska TekcTa K M3IaHUIO U

kommentapun B.T. Kyzapsasuesa n A.Jl. Maiizanckoro.
© O.I'. Kpasmos.
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Ecin BBl BO3bMeTE MICUXOJIOTMYECKOM IKCIIEPUMEHT
B CaMbIX Pa3JIMYHBIX IIKOJAX M HAIpPaBJIeHUAX, ICHU-
XOJIOTMYECKUN 9KCIIePUMEHT Halllero BPeMEHHU, TO Bbl
YBUJIMTE, UTO Be3jle U BCIOJY y CAMbIX Pa3JUYHBIX Me-
TOJIOJIOTOB, B 3aBMCUMOCTH OT IIKOJbI, OT MPOOJIEMBI,
OCHOBOW 3TOTO ICHXOJOTHYECKOTO IKCIEepUMeHTa Oy-
neT ata cxeMma. JlaeTcst U3BECTHBIN PsI/l CTUMYJIOB BCET-
Jla pa3JInyaeTcsl U3BECTHBIN PsJl PeaKkInii UCITBITYeMbIX.
Wuorga ato €0 yCa0XKHSIETCS TeM, 9YTO 3TOT MEePBBIH
JIABAEMbIil Psijl CTUMYJIOB TPEOYET CO CTOPOHBI UCIIBITY-
€MOT0 He TIPOCTON Peakilnuu, a KaKoro-HUGY/b CIOKHO-
ro JIefCTBUS, CIOKHOTO COEAAMHEHUS PeakInil, KOTOpoe
s TIPEJITaraio Ha3BaTh «omeparusaMus. Takum o6pasom,
OYeHb YacTO B ICUXOJOTMYECKOM 3IKCIEPUMEHTE BbI
HMeeTe Ty JKe caMylo CXeMY, TOJIbKO YCJIOKHEHHYIO: Jla-
eTcs He OIUH CTUMYJ, a HEKOTOpOe KOJMYECTBO ITUX
CTUMYJIOB B U3BECTHON TPYTITIE, B U3BECTHON CTPYKTYPe.
Co CTOPOHBI UCITBITYEMOTO TPeGYeTCst He MPOCTO OTHO-
3HAUHAs PEAKINs, a TPEOYETCsT Psiji PEAKIHIA, KOTOPbIE
MO’KHO Ha3BaTb «omepaiueit». Ho ocHOBHOIT mpuHIIAT
3TON METOUKH, T.e. UCCIEOBAHUS OTHOIIEHUN MKy
CTUMYJIOM U peakiinel, 3TOT OCHOBHOU IPUHITUIT OCTa-
eTCsl He3BIOJIEMBIM BO BCEX METO/IaX MCUXOJOTUY, U OH
ABJISIETCS, HECOMHEHHO, TAKUM IIPOYHBIM 3aBOEBAaHUEM
MaTepUabHOM, eCTeCTBEHHOHAYYHOW 9KCIIEPUMEHTAJIb-
HOU TMCUXOJIOTWH, TAKOM MPOYHON OCHOBOM, KOTOpas ¢
MOJTHBIM TIPABOM MOJKET OBITh Ha3BaHA CAMBIM JJIEMEH-
TapHBIM OOBEKTUBHBIM METOIOM.

ITO OCHOBHOW (hyHZIAMEHT 3HAHWS, KOTOPBI MMeeT
aTa MeToIMKA nccsenoBanus. OTCIo1a COBEPIIEHHO SCHO,
YTO Ta HOBAs IPYIITIa METOMIOB, KOTOpast crielinuaHas 1
XapakTepHa JIJIsl IETCKON MCUXOJIOTN, OHA He MOKET OT-
pUIIATh 9TOI OCHOBHOM CXEMBbI, OHA JOJIKHA OITUPATLCSA Ha
3Ty CXeMY, TIOCKOJIbKY OHA MeeT 001Iiee 3HaYeHUE 1, CJie-
JI0BATEJILHO, HOBOM TPYIIIe METO/IOB MBI JIOJIKHBI HAWTH
pamblIie BCEro MeCTo BHYTPU 3TO CXEMBL.

[leficTBUTEIBHO, Ta HOBAs IPYIITIa METOJIOB, KOTOPOI
pacriosiaraer jJieTckas IICUXOJIOTHs, Mbl BUIUM, YTO Kak
OHa HHU pa3indHa OT cBOeoOpasus MPoBIeMbl, OHA TakK
WJIW WHA4Ye ONUPAETCS HA 3TY OCHOBHYIO CXEMY <«CTHU-
MyJI—peakiust». OHAKO, BHYTPH 9TOM CXeMbI OHa TPO-
W3BOJUT HOBOE CYIIECTBEHHOE pa3TpaHuWveHune, HOBOE
paszesieHue MOHATHH, KOTOPOe Ha3bIBaeTCsl Pasipaske-
HUeM? 9TOU CXeMBbl B KAKOM-TO CBOEOOPAa3HOM HaITpaB-
siennn. Ta MeTOMKA, KOTOpasi IOJIy4aeTcs B pe3yJabTare
TOTO, UTO Mbl BHYTPH 3TON CXEMbI ITPOM3BOJIUM pasrpa-
HUYEHUE, MOJKET ObITh € TIOJHBIM MPaBOM Ha3BaHa (DyHK-
[IMOHAJIBHBIM METOJIOM [IBOMHON CTUMYJISAIUH.

[TepBbiM ee oTnuneM GYET TO, YTO BMECTO OHOTO
psijla CTUMYJIOB, IIPY TIOMOII KOTOPOTO Mbl OPraHU3yeM
MOBE/IEHIE UCIBITYEMOTO WIIH HabII0aeMOTO HAMU Pe-
GeHKa, BMECTO TOTO YTOOBI BBISICHUTH TTOBEIECHIE YeJIO-
BeKa mi pebGeHKa B 3aBUCHMOCTH OT OTHOIIECHUS Psijia
CTUMYJIOB, MBI OPTaHU3YEM — MJIN 3TOT METO]] OPTaHU3Y-
eT — noBejieHre pebeHKa MPU TIOMOIIH H3MEHSTIOIEr0Cst
psina ctumyJioB. MHaue roBopst, OHU XOTSIT cpa3y B3sITh B
10JIe 3PEHNUST CBOETO UCCIIEN0BaHUs GoJiee CIOKHYIO 3a-

2 Tak B TEKCTE.
3 Tak B Texcre. Bo3MOKHO, «COOTHOLIEHUST».
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BHUCUMOCTb, COKPAIIEHMS® MEXKIY CTUMYJIOM U PEaKIu-
eit. OHu cpasy GepyT BMECTO OJHOTO Psjla CTUMYJIOB 1
COOTBETCTBYIOMNIETO UM PsI/Ia PeAKITNii BTOPOH PSI/l TAKNX
CTUMYJIOB, KOTOPBIE HE CTOSAT MEXaHUYECKU PSIZIOM JIPYT
C IPYTOM, a TaKOW BTOPOW Psiji CTUMYJIOB, HA KOTOPBIX
Kaskast Tpynia GyHKIMOHUPYET CBOe0OPAs3HO 110 OTHO-
HMIEHUIO K TTOBE/IEHUIO, BBITIOJHSET pa3jinuHbie (DyHKITUN
110 OTHOIIEHHIO K TIOBEIEHUIO B I[EJIOM.

IT0 uTO 3HAUMT? S ;ymMaio, /Jisi Bac COBEPIIEHHO
SICHO, UTO HE BCE CTUMYJIbl OJIUHAKOBBI, HE BCE CTUMY-
JIBI OTIPEJIEIAIOT Hallle TTOBeJleHe OJMHAKOBBIMU CIIO-
cobaMu, OJUHAKOBBIM 00pasoM. B ocHOBHOM oHU Bce
OTIPe/IeJIIIOT OJIMHAKOBO B TOM CMBICJIE, YTO BCE MMe-
0T HEPBHBIHN My Th, YCIOBHYIO pedIeKTOPHYIO AYTY, HO
BMeECTe C TeM OHW MOTYT OIpeJIeJTUTh Hallle TToBeJieHne
0-Pa3HOMY.

B cdepe BHenmHUX omepanuii, B cdepe MOBenEeHUS
BHYTPHM THUIMYEH TAKON MpUMEP: /IBA CTUMYJIA MOTYT
ABIATBbCA (DYHKIIMOHANTBHO equHbiMU. Kéep mepenec
Ha geteil mpobaeMy MccaefoBanus yIoTpebaeHus opy-
nuii. Bel 3Haere, B ueM 3akirodaercs sra Metomuka. Ona
COCTOUT B TOM, YTO KPOME OCHOBHOTO Pa3/IpasKUTEJI,
JIOJIZKEHCTBYIOIIETO BBI3BAThH PEAKITNIO, KPOME HETO NMe-
eTCsl HaJInuue psifia MpeIMETOB TaKOro CTUMYJA, KOTO-
PBII HETOCPE/ICTBEHHO K JIAHHOW CUTyallud He WMeeT
otHomenust. M crocob ucciemnoBatus, MpUMeHEHHbII
Kénepom Kk obesbsiHaM U JETSAM, 3aKII0YAETCA B TOM,
4TOGB! [BBISICHUTD|, B KAKOW Mepe, B M3BECTHBIX 00CTO-
ATENBCTBAX — MMEHHO TIPU TeX 00CTOSATEeNbCTBAX, KOT-
Jla TIpsIMast Peakiiisi OKa3blBaeTCsl HEBO3MOKHOM, KOr/ia
CTUMYJI, IOJIKEHCTBYIONIUI BbI3BATH COOTBETCTBYIOIILY IO
PEAKIINIO, OKA3bIBAETCSI HENOCTYITHBIM JIJIT JKMBOTHO-
0, — OHO BBIXOJNT K PEAKIINU, HO OOXOIHBIM ITyTeM. Ta-
KM 06pa3oM, AKMBOTHOE WU PeOEHOK IIPUBIEKAET 9TOT
BTOPOI PSIJI CTUMYJIOB; IPUBJIEKAETCST BCIIOMOTATEIhHOE
CPEICTBO OPYAM AJI TOro, YTOOBI OCHOBHAS OIepalust
MOTJIa OBITH BBITOJTHEHA.

[IpakTuky cxeMbl KEJIE€POBCKOTO ONBITA BB 3HAETE.
/KuBotHoe BBOgMTCST B KieTky. llepem pemeTkoii Jie-
JKUT GaHaH nia aneibcuH. OOBIKHOBEHHAs, YCJIOBHAS
peakis — KUBOTHOE MPOTATHBAET PYKY M XBaraer Oa-
HaH 1 aneiabcud. Ecim KMBOTHOE HAXOIUT ITOT ILIOL
CJIMIIKOM JIaJIeKUM, Y4TOObI JOCTaTh €ro MpOCTO PYKOH,
TOT/IA TIpSIMasi PeAKIUsl PYyKU, YCJIOBHBIN pediiekc or-
Ka3bIBAETCS CJIYKUTh, HE BbITIOJIHIET (DYHKITUU TTPUCTIO-
cobutenus. U Toraa ;KMBOTHOE — BBICIIIEE, )KUBOTHOE Ye-
JIOBEKOOOpasHOe — MPUBJIEKAET Wb PSII OTAEAbHBIX
CTUMYJIOB, KOTOPbIE MOTYT OBITh MCIOJIb30BAHbI B TOI
CUTYyaluH, CKa’KeM, TAJKy B KaueCTBe OPY/Ns, BBITSTH-
Basl 9TO OpyAUe MeKIy COOOH U 1eJbio. DTOT CTUMYJI
nprobperaer (HYHKIIMOHAIBHOE 3HAYEHHE B U3BECTHOI
CUTYaIlnU, WHAUe TOBOPS, HAUMHAET BBITIOJTHATD CJIOXK-
Hble (QYHKIIUHU, W 3aa4a MPUCTIOCOOICHIS Paspelact-
Cs1 OKOJIBHBIM, OOXO/THBIM ITyTE€M MPU MOMOIIN BTOPOTO
psijia CTUMYJIOB.

Heuro nogo6H0€ MeeM Mbl B TOM METO/E, 0 KOTOPOM
unet ceituac pevyb. Bea pa3Huiia B ToM, 4TO 3Ta 3ajada




Vygotsky L.S. Lectures on the Psychology of Development

Buvizomexuii JI.C. Jlexuuu no ncuxonozuu paseumust

npucrocobyenns TpebyeT B JaHHOM Cjlydae He U3MeHe-
HUS BHEITHUX 0OCTOSATEBCTB, PEHIAIONIXCsT CAMIM JKHU-
BOTHBIM, a H3MEHEHUsI CBOEro COOCTBEHHOTO TIOBEIEHUS.

Bot ipumep, TOT, KOTOPBIM ST TOJTh30BAJICS TIPOIILIIBII
paz y Kénepa 00e3bstHbI PUCOBAIU SIBBIKOM W KHUCTHIO
paszsmunbie Beta’, Kérep craBur ux B TaKyio CUTYAIHIO,
B TaKue TOJIOKEHUSsT, KOT/IA JIJist TOTO, YTOOBI CIIPABUTH-
cst ¢ TpeOOBAHUSIMH, TIPEIbSIBISEMBIME CUTYAITUE, J1IsT
TOro, 4TOOBI OCYIIECTBUTD IIPUCIOCOOIEHNE, KIBOTHOE
JOJKHO OBLIO OBl CBOM COOCTBEHHBIE MA3KMU, LIBETA Pas-
BUTh B YCJIOBHBIH CTHMYJI, U 9Ta OIepalus OKa3ajlach
JLUISL SKUBOTHOTO [HEBO3MOsKHOI1 |°. MHaue 1es1io 06¢cTouT ¢
peberkom. OH Jaske Ha paHHEel CTaiuK CBOEro Pa3BUTH
OKa3bIBAETCS CIIOCOOHBIM [ BBIIOJHUTE HTY orneparuio]’,

IToBegeHre UCHBITYEMOTO WJIKM IOBeAeHHe HabJIIo-
JaeMoro pebeHKa OPraHu3yeTcsT MPHU MTOMOIIH BTOPOTO
psilla CTUMYJIOB, TTPUYEM OJIUH PSI/l CTUMYJOB WUTPAET
posib 00BbEKTa, Ha KOTOPbBII HalpaBjieHa Ta WU WHAsI
peaknus. [[pyroit psaa cTUMYJIOB UTPAeT POJb CPEICTBA,
IIPU TIOMOIIM KOTOPOTO 3Ta OTEPAIfs OCYIIECTBIISAET-
cst. TakuMm 00pa3oM, KasKblii U3 JBYX PsIOB CTUMYJIOB
OTIPe/IeJISIET TIOBEJIEHNE T10-PA3HOMY, BBITIOJIHSIS IO OT-
HOIIIEHUIO K TTOBEJIEHUIO (DYHKIMOHATBHYIO POJib, WU
ellle MHAYe MOYKHO CKasaTbh, BBIBOAUTCs GoJiee CIIOK-
Has /[BOMHAs 3aBUCUMOCTH HAIETO TTOBE/IeHUS OT BHY-
TPEHHUX CTUMYJIOB. MBI pasiinyaeM CTUMYJ 0ObeKTa U
CTUMYJI cpeficTBa. BOT OCHOBHOe cojiep:kaHue MeToja
(byHKITMOHATTLHOTO [/IBOIHOI CTUMYJISIINH |.

YacTh U3 Bac 3HAET ATOT MPOCTOi mpuMep. Kaxk mpo-
M3BOJIUTCS HKCIIEPUMEHT WJIU HUCCJeJ0BaHUE, 3allOMU-
HaHUE B TPAAUIMOHHOM MCUXOJOTUYECKOM MeETOe?
[laeTcsa psn cyioB WM KapTUHOK, KaKOU-TO P/l CTUMY-
JIOB, 3aTeM peOeHKY IIpej/iaraeTcs IIPOU3BOAUTD CJIOK-
HbIE OIEepaIvu: MPOYNUTHIBATh, TOBTOPSITh UX, BOCIIPO-
MU3BOJINTH WX, PEATUPOBATH OJIHUM CJIOTOM Ha JIPYTOM,
JlaBaTh TOKa3aHUs, KaK OH MX 3anoMHUJI. CyIIHOCTBIO
METO/Ia, TPU3HABAEMOTO ATUM TPATUIIMOHHBIM 9KCIIEPU-
MEHTOM, B 06JIacTy TaMsATH OYAET TO, YTO JaHHBINA PsiI
CTUMYJIOB BBI3OBET PsIJI 3aBUCUMBIX OT 9TOTO CTUMYJa
peaknnii. B pacrmopsokeHNN aKCepuMeHTaTopa nMeeT-
Cs1, KaK CPEICTBO aHaJII3a, Psiji O0hEKTUBHBIX CTHMYJIOB,
KOTOPBIE OH BBOJUT U 3aMEHSIET TI0 CBOEMY YCMOTPEHUIO
PSIOM peakInii, KOTopbie OH moJrydaeT. [lepBoiit psan Ha-
XOJIUTCS B PACTIOPSIKEHUM HKCIEPUMEHTATOPA, JPYTroi
PsIL IPOUBBOIUT UCTIbITYeMblii. COMOCTaBJISAS TO U JIPY-
roe, 9KCIEPUMEHTATOP TMOJIyYaeT Olpe/leJIEHHbII OTBET
Ha TIOCTaBJIEHHBIN BOTIPOC.

[IIpoBojist] TOT Ke caMblii 9KCIIEPUMEHT C 3ATIOMUHA-
HUEM, g XO4Y TPOCTEIUTh €r0 NCTOPUUYECKOEe Pa3BUTHE,
T.€. CJIOKHOE PA3BUTHE TPUEMOB 3aITOMUHAHMSI.

MpbI 1aeM UCTIBITYeMOMY PSiJi CTUMYJIOB, KOTOPBIE SIB-
JIIOTCST OOBEKTaME 9TOM ONepariuy 3aTOMUHAHUS, PsI]|
CJIOB, PSIJI KAPTHH, PSIJI CJIOTOB, KOTOPbIE OH JOJIKEH 3a-
MIOMHHUTD, ¥ PSJI CPENICTB — CKayKeM, KapTUHOK, TIPH T10-
MOIIM KOTOPBIX OH JIOJKEH 3alOMHUTH. Vccnemyores

4 CM. Ipe/iIecTBYOILYIO JIEKIIHIO.

°> B aTom MecTe B cTeHOrpaMMe TIPOITYCK.
6 AG3aIl He 3aKOHYEH.

7 He6o1b1110ii TIOIYCK B CTEHOTPaMME.
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Te Ke caMble PeaKIMU MCIBITYEMOro, HO TOJIbKO B GoJiee
CII05KHOM 0GpasoBaHuu, B GoJiee CIOKHOI olepainu, B
6oJiee CJIOKHON 3aBUCUMOCTH. /[y Bac JOJKHO OBITh
SCHO 3J1eCh, YTO UCCJIeL0BaHKe caMoil omeparuu bojee
CJI03KHOTO TIOPSIZIKA, B CYITHOCTH, CBOJTUTCS K PSITY TIPe/I-
CTaBJIeHUIT WU OOPAIEHNO ee B MPOCTYIO OIEPAIHio,
CTPOSIIYIOCS IIyTeM «CTUMYJI—peakius». Takum obpa-
30M caMoe IIepBoe, 4To Gpocaercs B Ijiasa, — 9TO CPaB-
HEeHUe ABOIHONI CTUMYJIAIMKU ¢ OOBIYHBIMM METOHAMIE
<..>7 cTumysa. 3/1eCb Mbl UMEEM B BUJLY He HapyIlIeHue
CXEMBbI, HE OTKa3 OT CXEMbl «CTUMYJ—peaKIUsi», a 13-
ydyenue Oosiee CI0KHOI 3aBUCMMOCTH BHYTPU 9TOM JKe
caMo¥ cxeMbl. JTO MTPU3HAK JIBOMHON cTUMYJiinu. Pas-
JnyHasg HYHKIMOHATBHAS POJTh KAK/I0TO U3 PSIIOB CTH-
MYJIOB 3aKJII0Y4AETCS B TOM, YTO PSIJI CTUMYJIOB OIpejie-
JISIeT Hallle TTIOBe/IeHNe B KaueCTBE CPEICTB BBHITIOJTHEHUS
9TOl onepaiuu. Bor To 0611ee, TO OCHOBHOE, 4TO COOT-
BETCTBYET HAIlleMy IPEeICTABICHUIO O THUIIe MCTOpUYe-
CKOTO Pa3BUTHUS TOBEICHUS W YTO, MBI BUANM, JICKUT B
KaXXZIOM KOHKPETHOM ITpUeMe UCCIeIOBAHNS, C KOTOPBIM
Mbl OyJIeM UMETh JIeJI0 B TeYeHUe BCEro HalIero Kypca.

[TosBoJibTe Teriepb OCTAHOBUTHCS HA PACKPBITUN Ha-
YYHOTO COJIePKAHUS, TPUHITUTTNATBHOTO OCHOBAHUS Ta-
koii Metoauku. IlepBoe 1 OCHOBHOE TPUHITUITUAIBHOE
coobpaskeHne, KOTOpoe BXOIKUT B KaKIAYIO TJIaBy Hallle-
r0 U3yYeHHUsl, KOr/Jja HaunHaeM AyMath 06 000CHOBaHUM
9TOTO METO/Ia, 3aKJII0YaeTCs BOT B 4eM. Besikuili MeToz,
BCAKUI €rocoO uccaejoBaHusT IPEeAIoJIaraeT paHblile
BCETO COOTBETCTBYIOIINE CBOEOOPasHsi TOTO SIBJICHUS,
KOTOPOE TTOIBEPTAETCST N3YUEHUIO.

Ecou BepHO TO, 9TO 4 TBITANICAd U3JIOKUTH B IIPO-
HIJIBIHA pa3, ToBOPs 00 UCCIeJOBAHUU B IICUXOJIOTUH, TO
€CTb UCCJEIOBAHUN TOTO, KaK Pa3BUBAETCS IOBeJCHUE
B UCTOPUYECKUN TTEPUO]] YeJIOBEYECTBA, €CJIM BEPHO TO,
YTO CYNIHOCTbh UCTOPUYECKOTO Pa3BUTHUS MTOBEIEHUA 3a-
KJII0YaeTcs B IIepexo/ie OT HelloCPeCTBeHHON peaKiuu
GMOJIOTMYECKOTO TUIIA, TO €CTh PEAKIIMU, KOTOPas B Ka-
YecTBe CPEJICTB CBOETO OCYIIECTBJICHUS IPUBJIEKACT
CPE/ICTBA, CO3/IaHHbIe KYJbTYPHBIM COOTHOUIEHUEM, TO
JIETKO BUJIETD, YTO METO/I, IIOCTPOEHHbII COOOPA3HO HTO-
My <...> UCTOPUYECKUII THIL.

[Iporme roBops, pa3BuUTHE BTOPOW JUHWUH, KaK MBI
YCJIOBHO TOBOPWJIN, 3aKTI0YACTCS B TOM, UTO HETIOCPE]I-
CTBEHHAs PEAKIIUS TEePEeXOAUT B OMOCPEACTBOBAHHYIO,
TO METOJl M JOJIDKEH Pa3BUBATh TO CPENCTBO, KOTOPOE
311€Ch BIBUIAETCS [MEKIY CTUMYJIOM OOBEKTA 1 PEAKIIU-
eii]. COOTBETCTBEHHO 9TOI METOAMKE, 9TO COOOPasKEHNE
caMoe IIPOCToe U BBITEKalolllee U3 TOro OIpejieneHusd,
KOTOPBIM MbI 110J1b30Ba/IiCh. 1103B0JIbTE HIepeiiTi K 60-
Jiee CJI05KHOMY MCCJIeJOBAHUIO CaMOTO METO/Ia.

[IepBoe, uTo Hac wHTepecyeT celiyac B IICHUXOJIO-
M, — 9T0 OOBEKTHBHOCTD BCAKOTO MeToza. Bompoc
9TOT ceiyac B 9KCIIEPUMEHTANbHON METOIMKE, 0COOEH-
HO <...> METOJUKe pe6eHKa, CTOUT HEOOBIKHOBEHHO W
0CTPO U CJI0KHO. S 1o3Boo cebe GopMy HECKOJILKO
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YIPOCTUTH, HO HECKOJIBKO BCIIOMOTATEIbHBIX COOOPaske-
HUIT TOTPe6GYeTCst IS TOTO, YTOOBI HAIY TOUKY 3PEHUS
B 9TOM BolIpoce BbiacHUTb. Hemelkue nccienosaresnun
ceftuac, MpUHAJIECKAITIE K CAaMbIM Pa3JTMYHBIM MTCHUXO-
JIOTUYECKWUM TITKOJIAM, TIPE/IJIaTaloT Pase;TuTh ICUX0JI0-
IUYECKUI 9KCIIEPUMEHT ¢ PeOEHKOM B JIETCKOU TICUXO0JIO-
MU Ha JIB€ OCHOBHBIE TPYIIIIbL, TPUYEM 06€ ITH IPYIIIIHI
Ha3BIBAIOT MTO-PA3HOMY.

Tak, buns mupennaraer pasaenutb Ha (QYHKINUO-
HaJbHBIA HKCIEPUMEHT W JUATHOCTUYECKUIS, WIu T10-
KasbIBAIOMINH, MpeAcTaBaAiomuil sxcnepuMent. Ob6e
3TU (HOPMBI HKCIIEPUMEHTA OH JIEHCTBUTEJIBHO Pa3BUI
B 9KCIIEPUMEHT IIPAKTUYECKU, IPEJACTABUII [IBA 3aKOHA
Pas3BUTHSI TIIYOOKO PA3IMUHBIX THITOB TICHXOJIOTHYECKO-
ro aKcuepumenTa. B axcrepumente QyHKIMOHAIBLHOM,
KaK BO BCSKOM €CTeCTBEHHOHAYYHOM 3KCIEPUMEHTE,
peIIaraeTcest Takoe MccyeoBanue [u] HabirroaeHe sB-
JIEHUH, KOTOPOE MPUBOJIUT K MO3HAHUIO (DYHKITMOHAIb-
HOMY, U OT 9TOTO MO3HAHUS <...> U 3aBUCUT 00YCJIOBJICH-
HOCTD JIAHHBIX SBJICHWH.

CoBepiiieHHO Apyrasg 3ajiada CTOUT Tiepejl HaMU.
IJTO — IKCHEPUMEHT, TTOKA3bIBAIONIUI TaKylO 3a/1auy:
B3SITh M3BECTHOE COCTOSITHUE ¢ HAUGOJIbINEl ICHOCTHIO U
OTYETIIMBOCTBIO, & 3aTE€M 3TO COCTOSTHUE ¢ HAUOOJIbIIEH
ACHOCTBIO TaK, KaKk OHO IIPOMCXOJUT HA CaMOM JieJie, B
paBHOIT sicHOCTH, <...> caMOHAGJIIOIEHST UJTH B TEPMUHE
BHYTPEHHETO TIOBEAEHNUST, €CITH ATO GY/IET CBA3AHO C TI0-
BeJICHIEM BHYTPEHHUM.

JleBUH MPUHAIEKUT K TPYTITIE TICUXOJIOTOB BTOPOTO
THTIA 3KCHEPUMEHTATBbHON TICUXOJOTHHN, Ha3bIBAEMON
(heromeHONOTHEH. DKCIIEPUMEHT, KOTOPBIN HATIpaBJIeH
Ha 00bSICHEHUE M3BECTHDBIX SIBICHUI, He BIABAsICh B MX
aHaJM3 KOH[AWITMOHAIBHO |-TeH|eTruecknii|’, 3amaueit
KOTOPOTO SIBJIAETCA KOHIIEINIIU, T.e. YCJIOBHE, MPU KO-
TOPOM TPAKTUKA TOTO WJIM WHOTO JEHCTBUS U MPOUC-
XOK/IeHUE JAHHBIX YCJIOBUN IIPU JAHHBIX SABJIEHUAX, U,
Hakonerl, JI[eBun|'’, Apyroil mpejcTaBUTENb 9TON TICH-
XOJIOTMM, ITIPEAJIaraeT [aBaTb Kax/IOMy IKCIepHMeH-
Ty pasJudHble 1Be cTOPOHBL. D[eHOMeHoJOTIYecKoe |
CTPOEHUE MOBEICHUST HEMOCPEACTBEHHO OOBICHSIETCS
TEM, UTO MMPOUCXOANUT B (DYHKITMOHATTBHOM 9KCTIEPUMEH-
Te i (DYHKIIMOHATHHOM CTPOEHUH, TPOUCXO/ISTIIAM OT
psi/la TPUYWH, C KOTOPBIMU JIAHHOE SBJICHUE HAXOAUTCS
B CTOKHBIX oTHOIIEHUAX. U, Hakoner, JI[eBuH| cpaBHu-
BaeT IIPUEMBI, TOBOPS, YTO pPeuyb UJET O TeHe3uce ecre-
CTBEHHOTO HAYYHOTO 9KCIEPUMEHTA.

OCHOBHBIMU ABJIAIOTCS METO/IBI, O KOTOPLIX MBI TOBO-
PUJIH; ceiyac OHU XapaKTepu3yIoTcs paHblile BCEro CBO-
UM OOBEKTUBHBIM XapaKTEPOM, PaHBIINE BCETO TEM, U4TO
OHU TIPEICTABIAIOT COOON JUTUTENFHOE Pa3BUTHE JAb-
HEHTIEero MpUMEeHEHNsT B IeTCKON MCUXOIOTHI OO HEKTHB-

HBIX METO/IOB WCCJIE/IOBAHUS, T.e. K|OHAMIIMOHAIBHO |-
rlenernyeckux|" mpuemoB skcmepumenTa. Kaskmzomy
SICHO 3/1eChb CaMO Ha3BaHWe, OHO CTABUT CBOEI IeJIBI0
OIMCATh HETIOCPEJICTBEHHO TIPOUCXO/ISIINE BHYTPECHHIE
TIPOIIECCHI, TIEPEKUBAEMbIE PEGEHKOM BO BCEM MX CBOEO-
Gpasuu; UX 3aj1a4a He CTOJBKO IPOHUKHYThH STHM ITyTE€M
BO BHYTPEHHUIT MUpP peOeHKa, CKOJBKO PasobpaThes B
TeX yCJOBUSAX, MTPU KOTOPBIX BO3HUKAECT TOT WJIA WHOU
THUII [TOBE/IEHUSI.

IIpu atom JI[eBuH] yKas3biBaeT Ha OLHO COOOpaKEHNUE,
KOTOPOE U MHE TIPECTABIISACTCS COOOPaKEeHNEM BeChMa
BaKHBIM. DTO COOOPAsKEHMUsI, KOTOPbIE €CTECTBEHHBIMU
U IPYTUMU HAyKaMu ObLIN IABHBIM-/IABHO YCBOEHBI, CO-
06pakeHs, Ha OCHOBAHUY KOTOPBIX PSI/T ECTECTBEHHBIX
HAyK MAaBHBIM-IABHO BBIOPOCUI (HheHOMEHOJIOTHIECKIH
9KCIEPUMEHT M3 CBOEH MPaKTUKN COBEPIICHHO ¥ CBEJ
€T0 K Cy>KEHHOH POJIH.

/lBa desoBeka, KOTOpbIe (H[EHOTHUMMYECKH| MOTYT
OBITH OJIMHAKOBBI, T eHOTUITMIECKH |, T.€. TIO0 CBOEMY TTPO-
UCXOKIEHUI0 U Pa3JIMIHON 0OYCJIOBJIEHHOCTH, MOTYT
[IPEJICTABJISITH JIBE BelU TIyOOKO pasiuvHbie, U 00bIY-
HO JIBa IPOIlecca, KOTOPbIE I[eHOTUITUYECKH | SBISTIOTCS
OJIMTHAKOBBIMU, MOTYT (b|eHOTUIINYECKHU |, B 3aBUCHMO-
CTH OT TIEJIOTO PsAJIA AOMYIIEHHBIX YCIOBUH, OBITH COBEP-
IIEHHO Pa3JIIYHBIMHU.

JI[eBuH] mpuBOAUT mpuUMep: cTapas OOTaHMKA
u HOBas OGOTaHWKA, OCHOBAHHAS Ha HBOJIOTMOHHON
teopun. Crapass GoTaHWKa TOBOPWJIA U TIOCTYTIAJa
d[enorurmuecku|'?. Ecmu pacreHust mMenan OxuHAKO-
By10 hopmy JmcTa, HosTee MIN Metee OIMHAKOBBIH I[BET,
BCE 3TH PACTEHUS WM IBETHI OOBEAMHSIUCH B OIHY
oburyto rpyriry. D[enorunnuecku| GoTaHUKY OBLIN CO-
BEPIIIEHHO MPABbI, HO I|€HOTUITNYECKY | OBLIU HE MPABBI,
[IOTOMY YTO IIeJIbIi DS/l M3y4aeMbIX UMU SIBJI€HUI pa3-
JIMYHBIX PACTEHUIT TI0 CBOEMY Pa3BUTHUIO UMeEeT OJMHA-
KOBbIe (b[eHoTHNMYECKUE] YEPTHI, 0OYCIOBIECHHbBIE TEM,
YTO BCSIKOE PACTEHUE JI0 U3BECTHON CTEIeHN HOCUT OT-
MeYaToK TOM KOHKPETHOH Cpefibl, Ile OHO pacreT. Bce
pacTeHus1, pacTyIine Ha rope, UMeIOT CBOW CBOeoOpas-
Hble YyepThl. Ha ocHOBaHUE 9TOr0 GOTAHUKN OOhEANHS-
10T PACTEHWSI T[€HOTUTTIECK |, T.€. OOBETUHSIIOT B OTHY
IPYTILy TaKue PacTeHust, KOTOPbIe T €HOTUTTNYECKH |, T.€.
110 06YCTOBIEHHOCTH 1 TIPOMCXOXKIEHIIO TIPIHATEKAT
K OJTHOW TpyTIe, W, YYUThIBas ux ([eHorunmyeckue|
passuyust, OHU GEPYT OJIMH U TOT JK€ BUJ PACTEHUS U 10~
Ka3bIBAIOT, YTO er0 (h[eHOTUIMIecKoe | pa3imune pouc-
TEKaeT U3 TeX KOHKPETHBIX YCJIOBUI, B KOTOPBIX JKUJIO
OJTHO U [IPYTO€ PacTeHMHe.

KoukpeTHslii mpuMep BBl 3HaeTe W YacTO YIIO-
TpebisieTe B MeTozie MpeAMeTHOM. IIpuMep ¢ KUTOM:
d[eHoTUnMYecK]| KUT — pbiba, OH JKUBET B BOJE, OH

8 C BBICOKOIT BEPOSITHOCTBIO TIPOIIYIIEHO CJIOBO «/[MArHOCTHYECKHIT» (B yacTHOCTH, TecT bune—CuMoHa Jiuist OIleHKM Pa3BUTHST MHTEJIEKTA,
Beirorcknit He pas o Hem nmcasn). Huske ¢10Bo «/IMarHocTHYeCKuii» IPOIYIIEHO ellle pa3 B [PyroM KoHTekcre. Buanmo, crenorpaducrka He 3Ha-

Jia, KaK OHO ITUIIEeTCA.

¥ CrenorpaucTka pacciIbliaa CJIOTH <KOH» U <TeH», OCTABUB IIPOOEIbI HA MECTE HEJOCTAIOIIIX YacTell cJoBa. «KonpuimonaabpHo-reneTn-
yeckwit ananua» — Boipaxkenue K. Jlepuna (em.: Burzomekuii JI.C. Cou. T. 3. C. 97).
0 TTocse manTMAIa — KOPOTKUIA TIPOITycK. VI3 rasmbHeiinero o4eBuHO, 4To 910 uMeHHO Kypt JIeBrH, a He KaKOH-TO «IPyTOii IPEICTABUTEb .

11 Banucanbpl TOJIBKO HAYAIbHBIE OYKBBI <K» U <I'>.

12y K. JleBuna 910 mMostokeHme 3By4nT Tak: «Crapast G0TaHMKA... pACTIPEEIISIIA PACTEHTISI B OTIPE/IeTIEHHbIE TPYIITBI 1O (DOPME JINCTHEB, TIBe-
TOB U T.JL., COTJIACHO MX (ernomunuyeckomy cxoactsy...» (Lut. no: Burzomexuii JI.C. Ocnossl gedexronorun. CII6.: Jlans, 2003. C. 106).
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Buvizomexuii JI.C. Jlexuuu no ncuxonozuu paseumust

umeer (GopMy Tesla, HAOMHUHAOIYIO PBIOY, W s
db[eHOMEHOMIOTHYECKOTO]  HMCCIefoBaHud  He  OBbLIO
HUKAKOTO COMHEHUsS, YTO MBI MMeeM [IeJI0 C OTPOM-
HOIi pbIOOH, ¢ HEKOTOPBIMU OCOOEHHOCTSIMU, HO B Iie-
JIOM CTOSIIIUM OJiisKe K phibe, YeM K OJICHIO, TUTPY, U
IpyruM KUBOTHBIM. OnHaKo, T[eHOTHUIIMYecKoe| uc-
cJeloBaHUEe TIOKAa3bIBAET, UYTO HECMOTPS Ha TO, UTO
(b[enoTunuueckasi| pasHuia Mexay KUTOM U OJIEHEM
NeiCTBUTENbHO OCTUTJIA OIPOMHBIX Pa3MepoB, He-
CMOTPSI HA 3TO, KUT CTOUT T[€HOTUITNYECKH | OT aKyJIbl
JIAJIbIIle YeM OT OJIEHSI.

WNuavye roBOps, ecrTecTBEHHble  HAYKU  JIaB-
HBIM-J]ABHO ~ OTKAa3aJHCh OT  HEMOCPEIACTBEHHOTO
¢|eHOMeHOIOTHUECKOTO| WCCTEAOBAHUA ¥ TIPUILIA K
K|aysasbho|-x[ nnamuyeckomy |12,

[Touemy aTOT CIOCOO AEPIKUTCS TAK JIOJITO B IICHXOJI0-
run? CocpeloTounBasg BHUMaHIe Ha CBOeOOPasuu Tiepe-
JKUBAHUST, Ha HEMOCPEACTBEHHO JAHHBIX CyOhEKTHBHBIX
IpoIeccax, MbITAI0TCS PACCMATPUBATD TU TICUXUYECKIE
MIPOIECChl, KaK SBJIECHUS JIyXOBHBIE, COBEPIIEHHO OT/IE-
JIEHHbIE OT SIBJIEHIII OpPraHnyecKux u BHyTpeHHux. Bor,
COOCTBEHHO, Te KOPHH, BOCXOAAIINE IIyOOKO K Ueasu-
CTHYECKOMY YPOBHIO (DUITOCODUH, KOTOPBHIMU 06YCIOB-
JIEHO [ajibHelilee pasButue ¢h[eHOMEHOJOIMYEeCKUX |
coco60B MCUXOJIOTHH.

Taxum 06pa3oM BCe TO, UTO MBI UMEEM Ha CETO/THS Pe-
AILHO HAYYHOTO B JIETCKOI MICUXOJIOTHH, Ga3upyeTcs Ha
9TOM BTOPOM THlIIe — K[ay3a1bHO|-/{[ KHAMUYECKOM |, Uiy,
ecJaM BBl XOTHUTE, K|OHAWIINOHAIBHO |-T[eHeTHIeCKNM]|,
i 0ObEKTUBHOM, 9KCIIEPUMEHTE.

Ho BMmecTe ¢ aTuM, BBl 3HaeTe, TPOU3OINLIO CYIIe-
CTBEHHOE M3MEHEHUE BO B3IJIA/IaX HA TIPUMEHEHUE HKC-
MEPUMEHTOB K pebeHky BooOite. Crapast MCUXOJIOTHs
Bce Oostee u Gosee yTBEPHKIAET, YTO HKCIIEPUMEHTAIIb-
HBII c110c00 K peOeHKY MaJOIPUMEHNM, a K peOeHKy Ma-
JION [BO3pacTHO | cTyleHu He mpuMeHuM BooOIIle, 10-
TOMY 4TO PebEHOK MAJIO COCOOEH K CaMOHAOIIOICHHIIO.
ITO MOMEHT, KOTOPBIil OYIET Ype3BbIUaiiHO BaKeH st
BBISICHEHUST OJTHOTO MyHKTa. PeGeHok ¢ ouennb GOMbIM
TPYZOM, 0cOOEHHO PeGEHOK paHHero BO3pacTa, MOJKET
OTZIATh OTYET B TEX BHYTPEHHUX OIMEPAIIUSIX, KOTOPBIE OH
BBITIOJTHSIET.

D[ eHoMeHOIOTHYECKH | TaBajii peOEHKY HECTOKHbIE
MPOIECCHI. 3areM chpariuBaiu. PeOeHOK IaBaj OTBET,
HO, KOT/Ia €0 CHPANIUBAJIY, KAK HOJYIUIICSI dTOT OTBET,
TO OKOJIO JIEBSIHOCTA IPOIIEHTOB [eTell He MOIJIU JaTh
MPABUIBHOTO OOBICHEHUSI TOTO MPOIECCa, KOTOPBIM OHU
HPUIILIN K IAHHOMY pe3ysbTaty. O] eHOMeHOJIOrTuecKH |
MAIoT PebEHKY HECKOIBKO OTCTATIOMY YMHOKHTH TISITh HA
nBeHaaath, PebeHok ropoput — 60, gaeT npaBUIbHBII
orser. «Kak TbI y3Ha1, 4T0 510 60?». PebeHOK He 3Haer.
«51 B3 10, eme 10, eme 10, eme 10, eme 10, emge 10,
nosryunst 60». THOTIa AI0T MPOU3BOJIBHBIC TIOKA3aAHUST:
«4 B3stm 50 u mpubasun 10». VHorma, yMest BHITIOJHUTH
oTieparyio, OH He MOKET [[aTh TPOCJENTh CBOW BHY-
TPEHHU Tpoliecc.

B ®[eHomenomormyeckoM| akcrnepumeHTe peGeHOK
npescTaBisier coboi B BBICIIEH cTemenu Hebmaromap-
HBIIl MaTepHas, IOTOMY 4TO TIepel HAMHU TOJIBKO TO, 4TO
MBI MOKeM HabJTio/1aTh BHEIIHE, @ IOCTYIT K €r0 BHYTPEH-
HEMY MUDPY OKa3bIBAeTCS MpeTpakieH. EAMHCTBEHHBIM
IyTeM TIPU TaKOM JKCIIePUMEHTE MPOHUKHYTHh BO BHY-
TPEHHUI MWD SBJSETCS MPEIJIOKEeHHAsS KOHIETIHA,
MIPE/ITTOKEHHAs Ha OCHOBAHUM TeX TAHHBIX, KOTOPBIC MBI
UMeeM OTHOCHUTEJIBHO MePEKUBAHUI B3POCIOTO YeIoBe-
Ka U T.1. TOJbKO B IICUXOJIOTUU IKCIIEPUMEHT CIIeJIATICST
OJIHUM 13 OCHOBHBIX CIIOCOO0B 0OBEKTUBHOTO HAYYHOTO
uccsenoBanust nosejenust peberka. [Toromy 4To BBIBOJL
06YCIIOBJICHHOCTY U T€HE3UCA SIBICHUS MOKHO BCKPBITh
TOJIBKO y pebeHka — taM, e p[eHoTunuueckoe] pasiu-
Yrie, UMeIoIee TO BBICOKOE Pa3BUTHE WHIMBUIYaJIbHO-
CTH, He 3aCTBIJIO, TOJTBKO [TaM|, T/ie HeMOCPeCTBEHHBIN
KOMTIIJIEKC YPE3BBIYANHO TIPOCTO TIOJJIAETCS YITOBJICHITO
B CaMOM 3KcIlepruMeHTe. 1 37ech BaskHO [MOHATH|, T7e
erie He CJIOKUJINCH 1 He TTPOIIJIN CBOEH I0JITOH NCTOPUH
TaKWe CJOKHBIE 00pPA30BaHMsl, KOTOPBIE Y HAC CJIOKU-
JINCH B Pe3YJIbTATE JIMHHOTO Psi/Ia UCCIIeJ0BAHUI, KOTO-
pbie ry6OKO UBMEHUITMCH B ICUXOJIOTHH.

B ueM ke 3akmiouaercs 0ObEKTUBHBIN XapakTep TOM
METOUKU UCCJIeZI0BAHMS, O KOTOPOI MBI ceifyac roBopu-
JIVL M KOTOPOiT Gy/1eM Bee BpeMst OJTb30BaThesi? [TaBHbIM
o6pasom, [rccreyercsi] Be To, 4T0 BBIHOCUTCST HAPY iKY,
M3BeCTHBIE BHYTPEHHUE WJIU CJIOXKHBIE orepannu. Ta-
K€ 9KCIIEPUMEHTBI, TJI€ Mbl HCCIIEyeM KaKUMU-HUOYTh
BHENTHUMW JICHCTBUSMH BHENTHUE OMepaluu, HeMell-
KHe MCCIeIoBaTe I Ha3blBAIOT HKCIIEPUMEHTAMU CBS3H,
aKCIIepUMEHTaMu Hajl orieparueil. Camas XapakTepHas
Yyepra 9TOM METOJMKH 3aKJI0YAETCS B TOM, YTO BCSAKUE
BHYTPeHHUE OIEePAIUU ITOTO IKCIIEPUMEHTA CTPOSITCS
CBSI3AaHHBIMU C U3BECTHBIMI BHEITHIMHU OIEPAIISIMHU.

[Tpumep uccie[0BaHUS: MBI HCCTIelyeM 00pa3oBaHue
noustituii y pebenka. /1151 Toro, utro6s1 06pasoBauch mo-
HATHS, KaK 9TO U3BECTHO U3 TPAKTUKY aHAIN3a, He06X0-
MO HaJimure AByX yceaosuil. Heo6xomumo, 4to6bt GbLI
PSII IPEIMETOB, K KOTOPBIM OTHOCSITCSI 9TU TIOHATHS, U
4yT0ObI ObLIN CJI0BA WJIM CPEACTBA SI3bIKA, IIPU TOMOIIU
KOTOPOTO 06PabaThIBAIOTCST OTBITHI ATOTO TIOHATHS 1]
cOOUPAIOTCST B U3BECTHOE 3HAUEHNUE CJIOBA.

UccnenoBaTtesnn aTOrO Tpotiecca Beer/la HaTaJIKuBa-
JIVCh Ha TaKy1o TPY/HOCTD: ITPeJIMeT, KOTOPBIH IeficTByeT
Ha pebeHKa, Ha OCHOBaHMK KOTOPOIO OH BbIpabaTbiBaeT
MOHSTHUS, — SICEH; Pe3yJIbTaT — 00pa3oBaIKCh Y pebeHKa
MOHATUS WM He 06pa3soBajuCh — HAM TOKE SICEH, T10-
TOMY 4TO MBI CIIPAllIuBaeM 0 HeM y pebeHKa. A tporiecc,
KaK OH TPOM301IIes, — HesicHo. Ham 6B n3BeCTHBI Ha-
9aJI0 ¥ KOHEI], a cepeinia Oblia Hen3BeCTHA. MBI UTO-TO
nanu pebeHKy, Mbl 4TO-TO TIOJYYUIN OT pebeHKa, HO MBI
He 3HAJIM, KaKUM IIyTeM 9T0 00pa3oBajioch, IIOTOMY UTO
3TOT PSI/T CJIOJKHBIX MTPOIIECCOB W OTIEPAITU CBSI3aH TJIaB-
HBIM 00pa3oM ¢ BHYTPEHHUM IPOU3BOICTBOM, KOTOPOE
HETIOCPE/ICTBEHHO BOCIIPOU3BECTU HE MOKET HE TOJIBKO
pebEHOK, HO U B3POCIIbIIA.

13 TIporyiiensl fiBa ¢JI0Ba, cTeHorpaducTKa 3anicaia HadaabHble OYKBBI «K» U «/l». Paznnune MeKLy (HeHOMEHOJOTHICCKUM U Kay3aJlbHO-
JIUTHAMUYECKIM, U (PEHOTUITIMYECKUM ¥ KOHIUITHOHATbHO-TEeHETHYECKIM, aHAJIN30M TIpoBeJt JIeBuH, Ha KOTOPOTO 1 cebiaetcst Borrorckmii, Cu.:

Boirorcknii JI.C. Cou. T. 3. C. 97.
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[ToTom, Koria MbI GyJIEM TOBOPHUTH O PA3BUTHH PEUH,
MBI JIOJUKHBI Oy/IeM CKas3aTh, 4TO TaM BHYTPU TIPHOO-
pEeTAIoTCsI TaKKe COKpalleHust, <..> olepainn, TaM Mbl
YacToO TepecKakuBaeM yepe3 TaKue e, KOTOPbIe MbI
HE MOKEM OCO3HATh U PACKPBITH ¢ MOMOIIbI0 peun. ITo
HEMOCPEICTBEHHO Pa3BEPHYTh CBOIO BHYTPEHHIOK PEUb,
CBOE MBIIIJICHUE, HEMOCPECTBEHHO Pa3sBEPHYTH €ro B
pedeBoii (hopme TPyIHO.

Takum 06pa3om, 4Td JeJiau cTapble UCCIe0BATeNN
B obyiacTu uccaenoBanud nosepenug? OHU uccaenoBa-
JIM TOTOBYIO JIMCITATIIIMHY TIOHSITUIN, 2 KAK OHU CKJIAJbI-
BaJINCh — WCCaeoBaTeaam Obio HenousTHo. Kak 1mo-
crymnaer HoBast MeTouKa? OHa IOCTYHAaeT WHAYe: OHA
naet pebGeHKy psA CTUMYJIOB, PSIZL YCIOBHBIX CJIOB, JPY-
TOil Psiji CTUMYJIOB U T.JI. SIBJISIIOTCSI /IBa BHENIHUX Psijia
CTUMYJIOB, KOTOPBIE ONPEAEISIOT TOoBeAeHe pebeHKa.
[Tepen peGEHKOM CTaBSITCSI U3BECTHBIE 3a/[auM, KOTOPbIE
TpebytoT, 4TOObI PEGEHOK TIPUMEHSIT CI0BA B Ka4eCTBE
cpezcTBa JIJist 0Opa3oBaHUsI TOHATUH, IPUYEM 5Ta 3aj1a-
Ya CBA3BIBAECTCS C BHEITHUMM OTIeparusiMu pebeHka.

Ira 3amaya HOPMUPYETCsT TakK: OTOUPAETCST U3BECT-
Hast IPYIINa IPeJIMETOB, PeOGEHOK PeliaeT aTu oTeparuu,
JIBUTAs1 DTU MIPEIMETDI, 0OTOUPast OHU OT APYTHX, Tepe-
CTaBJIsIeT uX, HO jenaer omubku. Takum 06pazom, Mbl
rOBOPHUM, YTO BHEITHUE OIEPAIUU CBSI3BIBAIOTCS C BHY-
TPEHHUMHU OMEPAIIUSIMHU.

Ecom ipu atom Morii ObI CKas3aTh, YTO BHYTPEHHIE
mporiecchl 06pa3oBaHUsl MOHATHS COBIAZAOT ¢ BHEII-
HUM TIPOIIECCOM OTIEPUPOBAHNUST 0OBEKTAMU, KOTA TO
3aCTaBJIsIeT JBUraTh peGeHKA PasiudHbIMU (DUTYPAMU
U [peJMeTaMu, KOHeYHO 910 ObLao Obl HauBHO. HanHO
6b1I0 OB lyMaTh 4TO HTO BHEIIHee moBeeHne pebenka,
€ro omubOKY B TOYHOCTH BOCIIPOU3BO/IAT T€ BHYTPEHHUE
IIPOIIECCHI, KOTOPbIE MPOUCXOAT y pebeHKa, Korjaa OH
BoipabarbiBaet nousitust. Ho 3/1ech IPOUCXOAUT BOT UTO.
3/1ech MPOUCXOAUT TO, YTO MOKHO TOKA3aTh CJIELYIO-
1M 06Pa3HBIM CPABHEHHMEM: TIPEICTaBbTE cebe, YTO HaM
HY’KHO TIPOCJIEIUTH IBISKEeHE PhIObI B Try6ume! . TIpes-
craBbTe cebe, MBI TIOTPY3UJIH PHIOY B OTPEIETeHHON TOY-
Ke. 3areM MOJHUMAEM ee B JIPYTroi TOUKe, HO MbI XOTUM
coCTaBUTH cebe MPUOIU3UTETBHOE TIOHSITHE O TOM Ty TH,
KOTOPBI Tiporia peiba. ITo 910 — mMyTh MPSIMON N
3Ur3arooOpasHbli, JieKaluii B TyOuHe WM 10J] 110-
BepxHOCTHIO? HabpocuM Ha pbiOy BEPEBOYHYIO METIIIO U
OCTaBUM B PyKax JApyroii koHell BepeBku. OH J[BUTAETCSI
[IOTOMY, YTO OH CBsI3aH ¢ PbIOOiil. Bbl1o ObI HAMBHO Iy-
Marth, YTO IO KOHITY BEPEBKH MOKHO COCTABUTDH TIOHSITHE
0 IyTH, KOTOPBIM PbIGA UJIET, HO Psijl U3MEHEHWIT KOHIA
BEPEBKH, KOTOPYIO MbI JIEPKUM B PYKaxX, COOTBETCTBYET
IBYKEHUSIM caMOU pPBIObI, CBSIBAHHOM 9TON BEPEBKOi.
3HAYUT, MbI IMEEM KPOME TOYKHU HOTPYKEHUSI U TOUKU
BBIXOJIA €llle Psiji UBMEHEHUIT 9TOr0 KOHIIa BEPEBKHU, KO-
TOPBIi, KOHEYHO, HE BOCITPOM3BOIUT BCETO, HO KOTOPBII
(DYHKIIMOHATIBHO COOTBETCTBYET TeM [BIIKEHUSIM, KO-

Topbie peiba gemana taM. 110 9THM M3MEHEHUsIM MbI He
MO’KEM BOCIIPOM3BECTH MOJHOCTBIO BCETO BHYTPEHHETO
mpoIfecca, TOro Kak phiba 1iia Mo/ BOAOH, HO, MOJIb3YsICh
STHM, MOKHO OIIPEIETIEHHO CKa3aTh, KaK IJIyOOKO OHa
norpy:kaiack. Takke, Cy/s 1O BepeBKe, MbI MOJKEM CKa-
3aTh, CKOJIBKO 1101 BOJIOH OHA TJIblIa. MHOTOE OCTaHeTcst
HESICHBIM, KOHEYHO, OyieT OIMOOYHO CTOJKOBAHO, HO
B OCHOBHOM TIPHHITUITHAIBHO OY/IET YPE3BBIYAliHO BasK-
HO, U TIPEJKJIE BCETO JIJIA METO/IA IETCKOTO UCCICIOBAHMS.
3/1ech YPE3BBIUAITHO BasKEH TEPEXO/l K OOBEKTUBHOMY
HCCTIE/IOBAHUIO BHYTPEHHUX IIPOIECCOB, KOTOPBIE IMPHU
HenocpeAcTBeHHOM  (h[eHOMEHOJIOTMYeCKOM| HUCCIIes1o-
BaHUU [IMarHOCTUPOBAHUIO | 1 HE MOJJIEKAT, U KOTOPbIE
MPOBEPUTH OOBIKHOBEHHBIM KCTIEPHUMEHTOM HAJT YCIIOB-
HBIM pedIeKCOM HEBO3MOXKHO.

Cremytomuii MOMEHT, KOTOPBIN SIBJSIETCS YPE3BbI-
YalflHO BaKHBIM JIJIT XapaKTEPUCTUKU BCEX BasKHEN-
[IUX COBPEMEHHBIX MCCIIEA0BAHUII B 00JIaCTH JIETCKOI
MICUXOJIOTUH, — HTO TO, YTO MOKHO HA3BaTh UCTOPHUYE-
CKUM XapaKTePOM 3TOTO METOJa. DTO TPYyTIa METO/OB
HUCTOPUYECKH-T[eHeTnYeCcKUX| B COOCTBEHHOM CMBbICJIE
3TOTO CJIOBA, TPYIIA METO0B, OCHOBHBIM THIIOM KOTO-
PBIX ABJISIETCS CJEAYIONIEE: OHU CTPEMSTCS UCCIeI0BATh
BCAKME IIPOLIECCHl MOBeJeHMs, KaK Pe3yJbTaT M3BeCT-
HOIl MCTOPUHU, KaK M3BECTHBII MCTOPUYECKUI ITpolecc,
HAyaBIINKCS B U3BECTHOM MeCTe, WAYIIUI TaKUM-TO
nyteM. IloBenenue B3pocsoro yesoBeka IIOJHO TaKUX
($hopM, KOTOpBIE SBJISIOTCS UCTOPUUECKU 00Pa3OBaHHbI-
MU, T.€. KOTOPBIE HEJTh3sI TIOHSATh, €CJIN HE TIOJIOUTH K HUM
UCTOPUYECKH.

A Bam mam mpocToil mpuMep, Ha KOTOPBIM HATOJI-
KHYJICS B ICCJICIOBAHUY TICXOJIOTUN apr(hMETHIECKUX
oriepalluii B3pOCJIoro YejoBeKa. ITU Ollepaliiu J0 TaKoi
CTelleHH aBTOMAaTU3MPOBaHbIL, 4TO <...>!>

B pesysbTare ganbHeNIIEro uccjaeoBaing yxe ¢ Tou-
KU 3pEHU IICUXOJIOTUHU, KOT/Ia Mbl CYUTAEM, TO Y HAC I1PO-
HCXOJUT IIPU 9TOM YHCTO MEXaHWYeCKoe, aBTOMATU3HPO-
BaHHOE OIlePUPOBAHKE C U3BECTHBIM YMCJIOBBIM PSIOM U,
CJIe/I0BATE/IbHO, IIOJIydnIcs cjoxKublid <..>. ITo BbIpaske-
nuto T[opHumaiika], cioxkHoe oOpasoBaHue, KOTOPOE MO-
JKeT OBITh MOHSITO, TOJIBKO €CJIA B3SITh €ro nctopuio's, Bor
oYeMy OCHOBHBIM TIOJIOKEHUEM TaKOTO POJia MCCIIe/IoBa-
HUS MOJKET CJIYKUTDb BbIpakeHue b[oHckoro|: ncropus
MOBE/IEHVIST, TOBOPHUT OH, MOJKET OBITH TIOHSTA TOJIBKO KaK
UCTOPUYECKOe ToBeieHre. VI 310 He TOJBKO 0OpasHoe
CJI0BO, a ryboKoe U3MEHEHHUe B METO/IE, B 3aBUCUMOCTH
OT TOTO, YTO B CAMYIO METOJMKY BHOCHUT MCTOPUYECKUIA
IO/IXO0/] K UCCJIElyeMOMY SIBJICHUIO.

[TosBosbTe mMOsICHUTL. Bbl 3HaerTe, BepoATHO, UTO
HUCTOPU3M, MCTOPUYECKUIN aCIIeKT, paccMaTpUBAIONIMI
KaKOW-HUOY/Ib MPOIECC B €r0 MCTOPUUYECKH PA3BEPHY-
TOM BH/IE, SIBJISIETCST OJTHUM M3 OCHOBHBIX HAYUHBIX Tpe-
GOBaHUIl JIMATIEKTHYECKOTO METO/IA. ITOT UCTOPU3M HE
TOJIBKO SIBJISETCS MPU3HAKOM WMCCJEJOBAHUS B HAYKaX

Y TTpumep us cratbu: Borzomekuii JI.C. TIpobiema Kyabryproro passutust peberka (1928) // Becruuk Mockosckoro ynusepcurera. Cep. 14,

IIcuxomnorus. 1991. Ne 4. C. 58—77.

15 TIpemoskenue He 3aK0OHYeH0. MOKHO MPEONOKUTD, YTO PEYh UAET O TOM, 0 ueM He pa3 mucan JI.C. Boirorckuit: y B3pocsoro aprbme-
THYECKasl OTePaIns BBICTYIACT KaK YaCTHBII crydail anreOpandeckoil. TeHneTnueckoe OTHONIEHE MEK/Ly HU3IIEH U BBICIIEH onepaineil 31ech

OKa3bIBAETCS IEPEBEPHYTO.
16 Cwm.: Boizomexui JI.C. Counnenns. T. 3. C. 311.
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001IECTBEHHBIX, I/Ie OH SIBJAETCS KJII0YOM, 6€3 KOTOPOro
HEJTh3sI IENCTBOBATD, HO U B HayKe O ipupojie. Bl 3naeTe
MBICJIb, KOTOPYIO Pa3BUBaJl BO MHOTUX MeCTaX JHTEJbC,
MBICJTb, KOTOPAs 3aKJI0YAeTCSI B TOM, UTO €CTECTBECHHO-
HayJYHasi TEOPHs B MTPOIECCE CBOETO MAJILHENIero pas-
BUTHST IOJDKHA PYKOBOAUTHCS B CBOEM POCTE UCTOPHEN.
WNuaue TOBOPSI, €CIM U Te 3aKOHBI, KOTOPBIE MBI BOC-
MPUHUMAEM KaK 3aKOHBI TPUPOJILI, TO €CTh KaK 3aKOHBI,
KOTOpbIe He M3MEHSIOTCS MCTOPUYECKH Ha HAITUX TJia-
3ax, — €CJIM 9TU 3aKOHbI B34Tb B 00JIee JIMHHBII IIepros
BpEMEHH, [TO UX TakKe| caeayeT TMOHSTh He Kak cylie-
CTBYIOIIUI Be3/le ¥ BCIOLY 3aKOH TIPUPO/IbI, & KAK 3aKOH
HUCTOPUYECKUIH, T.€. 3aKOH, UMEIONIUN CUJIY Ha Olpeje-
JIEHHOH CTYIEHU PasBUTHS MaTePHUU, XOTsi ObI U MepT-
BOU, 1 XOTs1 OBl 3Ta CTyIeHb Oblila 3HAYNTEIBHO OOJIbIIIE,
yeM Kakas-HUOyab obIas (GopMmaius, B MPOA0JIKeHIe
KOTOPOU JICHCTBYIOT U3BECTHBIE OOTITIIE 3AKOHBI.

ITO MOJOKEHNe DHTEIhCA, KOTOPBIM s ceffuac pyKo-
BOJIUJICS, MOKHO OBLIIO ObI € IIOJIHBIM IIPABOM B3SITh OYK-
BaJIbHO B MCCJIEIOBAHUE IETCKOM TICUXOJOTHH. JHTEITHC
TOBOPHUT, YTO (DYHKIMOHUPOBAHME 3aKOHOB IMPUPOIBI
npespaiaercsa Bce 6osee u Gojee B MCTOPUYECKON 3a-
koH. Uto 310 3HaunT? OH MMOKa3bIBAET HAM, UTO BCSIKUI
3aKOH IIPUPOJbL, 3aKOH (DUBHYECKUil TpeOyeT Hamdis
OTIPEJIEJIEHHBIX TPYZIOBBIX YCJIOBUI, KOTOPBIE SIBJISTIOTCST
C TOYKHU 3PEHUs] CPABHUTEIHHON CUCTEMbBI HCTOPUYECKH
06pasoBaHHBIMU, KaK [TOCTENEeHHAs CBsA3h <. >,

OH TOBOPHUT, YTO caMa 3Ta TEOPUS TIPEBPAICHIUS,
€CJIV OHAa TTOCJIEI0BATEIBHO TPUMEHSIETCST KO BCEM SIBJTE-
HUSIM B UCTOPUYECKOM U300PasKEHIH, IPOUCXOALAIINM B
KakoH-HUOY/Ib CUCTEME OT €€ POKAECHUS JI0 ee THOesH, —
3Ta TEOPUsT TIPEBPAIIEHNST B MICTOPUN HA KaKIOW CTyTIe-
HU, HA KOTOPOH TOCIOJACTBYIOT JIPYTHe 3aKOHBI, BUIUT
npyrue hOpMBI TIPOSIBIIEHUS OTHUX U TEX JKe JIBUKEHN.
Taxum 06paszoM, abGCOTIOTHBIM BOOOIIE, YHUBEPCATbHBIM
3HaueHeM 00J1aJaeT JIUIIb OAHO JBUKEHME.,

B mpumeneHnu K J€TCKON TICUXOJOTUU, K TOW JIH-
HUU JIETCKOM TICUXOJIOTUU, KOTOPOI MBI MHTEPECYEMCS,
9TO MOXKET 03HAYaTh CJEAYIOlee: eCTh HEKOTOPbIe 3a-
KOHBI TIPUPOJIbI, €CTECTBEHHOHAYYHBIE 3aKOHbBI, KOTO-
pbhle YIPaBJSIIOT Pa3sBUTHEM TIOBeACHUS pebeHKa. JTH
3aKOHBI SABJIAIOTCS IIOCTOSHHBIMK IS JJAHHOIO OMOJIO-
I'MYECKOTO THIIA YeJIOBeKa, 9T OMOJIOINYeCKNe 3aKOHbI
NPUHUMAIOT CcBoeoOpasHyto ¢dopmy aeiictBuil. Takum
006pasoM, Ha Kax /[0l CTyIIeHU UCTOPUYECKOrO PAa3BUTHUS
JIeiiCTBOBAIM Pa3inyHbie (hOPMBI TEX Ke CaMbIX OOIINX
3aKOHOB, KOTOPbIE MBI IMEJIN C CAMOTO HavaJsIa.

Harpumep, nesiTeIbHOCTD Y€JI0BEYECKOI TTaMsITH BO-
BCe He U3MEHUJIACh B CMbBICJIE CBOMX ITPUPO/THBIX 3aKOHOB
CO BPeMEHHU JJOMCTOPHYECKOrO YejIoBeyecTBa. ITo boJiee
win MeHee o0uiensBecTHbI (akT. Bo BesakoM ciyudae
AKCIIEPUMEHTATBHOE MCCIe0BaHNe TPUMUTHBHOTO Ue-
JIOBeKa He OOHAPY’KUJIO y HETO CYIIECTBEHHBIX OTKJIO-
HEHMIT B OCHOBHBIX 3aKOHAX PabOThI €ro MmaMsiThH OT pa-
6OTHI KyJIbTYPHOTO YesioBeka. Ho ¢opmbl 3arioMuHaHUs
y 4eJIOBeKa, KOTOPBIil Tosb3oBasics <..>!8, y yesmoBeka,
KakK JpeBHIE KUTANIBI MM KaK AUKAPH, O KOTOPHIX MbI

7 OcraBiieH MpoOILyCK JUTMHOI OKOJIO TI0JIYyTOPa CTPOK.

TOBOPUJIM B IPOIIJIBIH a3, 0JIb30BAJICS BEPEBOYHBIMU
3aMMCIMU, UJIW KOTOPBIA Y HAC 3aTIOMUHAET C TTOMOTIBIO
ps/la BCTIOMOTATebHBIX CPEJCTB, (hOPMBI MPOSIBJIEHUS
9TON MAMSTHU PA3JINIHBI B 3aBUCUMOCTHU OT CTETIEHH Pa3-
BUTHS. JTO SBJSETCS OCHOBOM COBPEMEHHOI COIMAID-
HOI TicuxoJioruu. VicTopmdyeckn pa3BUBAIOTCS CPENCTBA
MOBEIEHUST, 1 UICTOPUYECKOH 3a/iaueil MeTo/ia SIBJISIeTCS
U3y4YCHHE METO/I0B N3MEHEHUS MTOBE/IEHUS B 3aBUCHMO-
CTHU OT 9TUX CPEJICTB.

Pe6GeHoK, KOTOPBII HaydaeTcsl HaIleMy IIChbMY, U Pe-
GEHOK, KOTOPBII POXKIAETCS B TOIL cpefie, rie OH BOoOIIe
HUYEro He MOXKET BbIYYUTh, JIETKO HAYYAETCsI KUTANCKO-
MYy S3bIKy. BOo BCeM 9TOM OJIMH U TOT K€ 3aKOH MaMSITH,
TIPOSBJISTIONTUICS B OJJMHAKOBBIX (hOpMax, WJIA €CTh Psifl
crenMUIecKuX 3aKOHOB, KOTOPbIE ONPEIEJISIOT Jes-
TEJBHOCTD 9TUX OOIIUX 3aKOHOB B 3aBUCHMOCTH OT T€X
CPeJCTB, KOTOPBIMU OBJIajieBaeT peOEHOK B TON UM MHOM
cpezie. BoT ocHOBHOE TIOJT0KEHNE, KOTOPOE aeT UCTOPH-
YecKoe U300paKeHte, Kak OCHOBA TEOPETHYECKOTO TOJIKO-
Banus. [loaToMy ecsint BbI CITPOCUTE COBPEMEHHOTO UCCIIe-
JIOBaTeJis, CTOSINIEr0 Ha ITOM TOUKe 3PeHus, YTO 3HAUUT
JIaTh TEOPUIO JIETCKOU MaMSITH, OH CKa)KET: TO 3HAUUT, UC-
XOJIS1 U3 OIIpe/ieJIeHHON GUOJIOTHYECKON YCTaHOBKY <...>
METOAOB YCJIOBHOTO peduiekca, 3aKOH, 00pasyoluii
CBS3b B MO3TY, — MCXOJISl U3 ATOTO 1T0Ka3aTh, KAK B 9TUX
00CTOATENILCTBAX COBEPILAETCS PA3BUTHE, B 3aBUCHMOCTH
OT MCTOPUYECKUX 3aKOHOB; HA KaKOW CTYTIEHU JIeTCKOTO
Pa3BUTHUST UBMEHSIIOTCS ¥ BOCIPUHUMAIOTCS CIieTgu-
yeckue (hOPMBI PA3TMYHBIX (DYHKIMH AETCKON TaMsITh
B 3aBUCUMOCTH OT T€X CPEACTB COMMAIBHOTO XapaKTepa,
OT CPEJICTB MOBEIECHMsI, KOTOPHIMHU OBJIAJIEBAET PEOEHOK.
Benb 3ax0H OBNa/IcHUS OJIUH U TOT JKe.

A nymaro, 4TO SICHO BCE-TaKU TO, UTO HTO UCCJIE0-
BaHWE eCTh WUCCJell0BaHUe II0OBe/leHNs paHbIlle BCETO
CO CTOPOHBI €r0 COLUANbHOI 00yciaoBaeHHocT. Benp
Cpe/ICTBA MOBE/IEHUST TEM W XapaKTepU3yIoTcs, KaK Opy-
Jus TPYy/la, YTO OHU CYTh PE3YJIbTAT COIMAIBHOTO, a He
WH/IUBU/YaJTbHOTO OTIBITA, U YTO OHU SIBJISIIOTCS WCTO-
prYecKH BbIPAGOTAHHBIMU YEJIOBEYECTBOM B IIPOIIECCE
MOCTETIEHHOTO POCTA YeJOBEYECKON KyJIbTYPBI W YeJO-
BEUYECKON TEXHWKU HAa OCHOBAHWH YKJa/la M3BECTHBIX
0011[eCTBEHHBIX OTHOILEHMIA.

MoskeM T MBI CKa3aTh, YTO B 3aBUCUMOCTU OT W3-
MEHEHWH CPe/ICTB MOBEICHUS U3MEHSETCS HaIlle MBIII-
senne? CoBepiieHHO HECOMHEHHO. [[aBHO MCUXO0I0THS
BBIJIBUHYJIA TOJIOXKEHUE: WHTEJJIEKT YCJIOXKHSIETCS CO-
OTBETCTBEHHO MaTePUAJIbHBIM YCJIOBUIM, MHAYE TOBO-
Psl, TEM CPeJICTBAM, KOTOPBIMH PACIOPsKAeTcs TOT WJIN
UHOII PeGEHOK.

Hanpumep, npeacraBbre cebe, 4To peGEHOK, CKaxkKeM,
Oyler pacTu B KakKOH-HUOY[Ab NPUMUTHBHON cpeie u
OBJIAJICET HE PYCCKUM WJIA KaKUM-HUOYIb IPYTHM €BPO-
MEHCKNM SI3BIKOM, a SI3BIKOM KaKOTO-HUOYIb apuKaH-
CKOTO TIJIeMeHU. VI3BMeHUTCS T B 3aBUCUMOCTH OT 9TOTO
BECh XapaKTep ero MbIIIJICHWS Ha KAKIOM ero CTYTEeH!, a
orcioja [passe] ero MUpoBo33peHue OyIeT PasBUBATHCS
He uHaude, yeM Haie? Koneuno. CiezoBareibHO B 9TOM

'8 B npenpiayeit Jekin BoIroTCKIii TPUBONI B TIPUMepP BePEBOUHbIE 3AIIICKN KBUITY Y HAPO/ia Mafis.
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HCCJIe/IOBAHUHU Be3/Ie U BCIOJLY pa3jinyaeTcs paHblile Bce-
IO Pa3BUTHE TIOBE/IEHNUS TIOCTOIBKY, TOCKOIBKY OHO 06Y-
CTABJIUBAETCST CPE/ICTBAMU TIOBEJIEHVS, T.€. 00Pa30BaHI-
SIMU, COITUATTBHBIMU TI0 CBOEMY XapaKTepy.

Ortcroia TpeThe 1 MoCTIeIHee, XapaKTePU3YIoIee 3TOT
MOMeHT. IMEHHO MTOCKOJIbKY MBI IIEPEKUBAEM Pa3BUTHE
BbICIIEl (POPMBI TIOBEIEHUS B 3aBUCUMOCTU OT CPEJICTB
MOBE/IEHNUS, TTOCTOJBKY MBI PACKJIAJIbIBAEM MaTCPUaJIb-
HYIO JIMHUIO, OOBSICHSIIONLYIO 3TH BBICIIIE MPOIECCHL
WNuave roBops, aKcriepuMeHTaabHas JIeTCKasd TICHX0JI0-
TS cTapaeTcs MPOCae/IuTh 3aBUCUMOCTD BBICIITUX (hopm
[IOBe/IeHNs], BBICIINX IIPOIECCOB MOBEJAEHUS OT JABYX
OCHOBHBIX JIAHHBIX: BO-TICPBBIX, KaK OHU 06PasyioTcs
W3 HUSMNX, 0T (GU3NOTOTHIECKUX (DYHKIUNA. ITO €CTh
TOJIBKO OJ{Ha CTOPOHA MaTepPHUaJbHOIO UCCJE/0BAHUS B
ricuxoJsiorud. J[pyroit cTopoHo# [gBJgeTcs| ctpeMiieHne
MPOCTIEINTD, KaK HTO MpeBpalieHe HUIIIETO B BBICIIEE
obpasyeTcst Wi MPOUCXOIUT MO MOCTOSTHHBIM JIaBJie-
HUEM TeX CPEJCTB TOBE/IEHUS, KOTOPBIMU OBJIA/IEBAET
TOT WIN UHOU PeGEHOK, Ta WM WHAST WHIUBUYalb-
HOCTb. DTH TIOMBITKU ITOCTABUTD WJIA TIOKA3aTh, YTO BBIC-
IIWH TIPOTIeCC MBIIJIEHUS, BBICIIUH T1pollecc BHUMAaHMS,
MaMSATH CTOUT B TIPSIMOIA 3aBUCUMOCTH OT 3THX JIBYX OC-
HOBHBIX PS/I0B — [10Ka3aTbh 3TO U COCTABJISET 3a/1a4y 9KC-
HEPUMEHTATBHOTO UCCIeI0BAaHUS JETCKON IICUXOJIOTHH.
Ito ecTb TO, 4TO JI|eBuH| HasbiBaer <...>'” ucciaenoBaTh,
KaK Te J[Be OCHOBHbIE JIMHIH, KOTOPBIE HE HeCyT B cebe
Kaxk/1ast (popMy TOBesleHNs Ha KaskK/I0H JIaHHOW CTyTIeH!
Pa3BUTHSI.

Hakownern, mociemsee, 3T0 — OTHOIIEHNUsI, KOTOPBIE
XapakTepusyoT 3TOT METOJ], ONPEAESIONNe 3TOT Me-
TOJl TI0O CPABHEHUIO C METO/AMU €CTECTBEHHOHAYYHOU
MICUXOJIOTUH, O KOTOPOH S TOBOPUJI PaHbIIe. 31eCh JIeJI0
ob6cTouT upesBbIuaiiiHo sAcHO U Tpocto. [Ipocrora sTa
3aKJIIOYAeTCS BOT B UeM: KakK § CTapajcs MOKas3aTb, Ta
IpyIiia MeTo/I0B, KoTopas siBJsgercs c[nennduryeckoii] B
JIETCKOIl IICUXOJIOTUHM, 9TA TPYIIIa METOLOB HEe OTPUIla-
€T 1 He OTKa3bIBACTCS OT OCHOBHON CXeMbl, HO SIBJIETCS
CTOPOHHUKOM JIQJIbHEHIIIETO ee YCJIOKHEeHUs, pasindas
BHYTPU 9TOW OCHOBHOII CXeMblI JPYIyk dYacTh OoJjiee
CJIOKHBIX OTHOINEHWH MEXKIYy CTUMYJIOM W PeaKInei,
pasiesisist CTUMYJI Ha CTUMYJI OOBEKTUBHBIN U CTUMYJI-
CPEeJCTBO.

Orciofia COBEPIIIEHHO SICHO, YTO TOBOPUT UATICKTH-
YeCKUI 9KCIepUMEHT. Y CloKHAS (GopMy MOBEICHUS,
ycJoBHble pedJieKChl HE YHUUTOKAIOTCSA U [He] oTMe-
HSAIOTCS BHEIIHeH omepalireii, 0CHOBY KOTOPOU OHHU CO-
CTaBJIAIOT, a U3MeHs0Tcs. To ecTb, 4T0 310 3HaunT? OHI
He I[IepPecTaloT CyIIeCTBOBATh, OHU 11€PEXO0/AT B KaKYyIO-
TO HOBYIO CIIOKHYTO (hOPMY, KOTOPast 061a1aeT HOBBIMU
yepTamu, BCKPBITb KOTOPbIE 1 COCTABJISeT 3a/la4y HayKU.

ITpocToii mpuMep: Mbl 3HaeM, 4TO OEe3yCJIOBHBIN ped-
JIEKC WJIW WHCTWHKT TIEPEXOJST B MPOIECce Pa3BUTHS
B ycaoBHBIH pediiekc. CrpammBaeTcs, Iepexois B 9Ty
HOBYIO (hOPMY TIEPECTAET CYIIECTBOBATH OE3yCJIOBHBIN

19 TIpOmyIeHO OKOJIO HOJIOBUHBI CTPOKH.

20 Jlasiee poOITyIIEHbI JIBE CTPOKH.

2 TIpornyIieHbl TP CTPOKH.

22 BepositHo, nmeercs B Buy konteniust K.H. Kopuuiosa.
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pedexc? Het, on usmensiercsa. OH /1eficTByeT Ha BHY-
TPEHHUW YCJOBHBIN pedexc, T.e. f€ICTBYeT B HOBOU
dbopme <..> cnenudpuveckas ¢ynknms, crenudude-
CKOe OTHOIIIEHWE MO OTHOIIEHWIO K MOBENECHUIO Opra-
HU3Ma B 1esioM. Vi yciioBHBIE pedhiieKChl, M3MEHSISICh
B MHTEJJIEKTYaIbHOU OTlepaIiy, CKaskeM, MBITILJIEHUS, —
yHnutoxkaiorcs? Koneuno Her. MbllijieHue, Kak si ro-
BOPWJI, OCHOBBIBAsICh HA HMCCJIENOBaHUU apudmeTrye-
CKOTO MBIILJIEHVSI €CTD He YTO UHOE, KAK, 110 BEIPAYKEHUIO
Tlopupmaiika], <..>%.

[Ipeacrasbre cebe, Y4TO SABJSETCS CAMbIM Xapak-
TEPHBIM /IJIsSI MBIIIJIEHUST B aprdMeTHKe. JTO PelleHne
3amaun. Ecam Mbl Bo3bMeM B apudMeTHKe OIepaIuio
YMHOKEHHS WU ONEPAINIO JIeIeHUs, TO 9TO BBICIIAsK
peaxIus, a pelleHne 3a7a4u SBJISIETCS MBIIJIEHUEM B
cOOCTBEHHOM CMbICJIe 9TOTO cyoBa. IlockoibKy pebe-
HOK He 3HaeT, KaK PENTUTh JaHHYIO 3319y, TIOCTOIBKY
OH TIPUMEHSIET K HOBBIM YCJIOBUSIM T€ HaBBIKH, KOTOPbIE
y HETO €CTbh.

<.>2,

A nam aynuropun 3agady pasjenuts 64 na 4. Opuna-
KOBO MbI ee Bce perum? Her, He Bce ojiuHakoBo. Ml 11po-
aHaIM3MUpyeM, KTO KakK PeIui 9Ty 3azady. Yro, oHu pe-
WU ee criocoboM, KOTOpbIM Apyrue He Biajgeior? Her,
BCe BJIAJICIOT 9TUM PSIZIOM JieJieHnst 1 yMHOKeHust. Cremno-
BaTeJbHO, COCTABJIEHIE OTIEPAIIH TIPU PEIIEHNH 3a[aul
OT/IeJIIeTCS OT TIPOCTOTO JleTeHNs M yMHOKeHHs. CocTas-
JICHVE ee B II€JIOM CBOJMTCS K M3BECTHOMY HaBBIKY. Tak
TOYHO WHCTHHKT WM OE3yCTIOBHBIN pediieke n3MeHseT-
csl WM TIEPEXOAUT B OoJiee CIIOKHYIO (hOpMY, TIepeXojist
B ycsioBHBIHN pediiekc. He yHuuTO)KAEeTCS, 2 MIBMEHSIETCH,
nepexojist B HoByto (hopmy. Perenne 3amaun uiu, 6oJiee
o6I1e TOBOPS, MBIIIJIEHNE TOUYHO TaK Ke B OOBEKTUBHOM
[IOBE/IEHUN, KOTOPOE CTPOUTCS IO THUILY CTUMYJ—pPeaK-
1IUsT, He YHUYTOXKAETCSI, & I3MEHSIETCSI, T.€. TIEPEPOIK/IAeT-
cs1 B HOBYIO (hopMy. B aTOM KysibTypHAast oreparusi.

Wnaue roBopst, epes; HayKoil BOSHIKAET, KaK U BCIOLLY,
repes BCSIKUM HAYYHBIM HCCIIEIOBAHWEM, /IBE 33/1aui: C
OJTHOI CTOPOHBI, TIOKA3aTh COCTaBJIEHNE N3BECTHBIX BBIC-
MIUX OTIEPAITUIl 13 HU3IITNX, TIOKA3aTh, KAK PEIIeHIe 3a/1a-
YW BO3HUKAET W3 MMPOCTHIX HABBIKOB, C IPYTOI CTOPOHBI —
KaK CcOOOPa3HO JIAHHOMY THITY COUYETAIOTCS 3TH HABBIKIL
TTocJte aToro stBiisietcst criocob nosesieHust. [10aToMy 01HO
U TO K€ SIBJIEHUE, KOTOPOE MBI Oy/IeM ¢ BaM# M3ydaTh —
CKa’KeM, TAaKOe 3aIIOMUHAHIE [IPU IIOMOIINA KAPTUHOK, —
HOJIYYUT JIBa U300PAKEHNS B 3aBUCUMOCTH OT TOTO, C Ka-
KOII TOUKHU 3PEHMsT MBI OYJIEM €T0 PACCMATPHBATD.

B sanomMuHaHu¥ P OMOTIH KAPTUHOK, €CJTU MbI 6y -
ZIeM PacCMaTpUBATh C TOYKHU 3PEHUS P[€aKTOIOrMIeCKOi
(?)] ecrecTBeHHOHAYYHON TICMXOJIOTHH, TO 3/IECh TIEPE]T
HAMU He OJ[Ha peaxius, a psij peakimii’? PeGenky 3a-
JIaeTCsI CJIOBO, HA KOTOPOE OH JIOJIKEH PearupoBaTh TEM,
YTO OH BBHIOMPAET KAPTHHKY, YCTAHABIMBACT CBA3h MEK-
J1y JIaHHO# KapTUHKOU 1 cJIOBOM. PeOEHOK OTKJIa IbIBaeT
KapTUHKU — Iesias cuctema peakiit. C TOUKU 3peHus
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peakiuii ata onepauus OyIeT CIOKHOM, 1eJ0H CII0XK-
HOU cuctemoii peaknuii. C TOUKW 3peHNsT UCTOPUYECKO-
ro pasBUTHs 9TO OyAEeT MPOCTEHIINM THIIOM Iepexoa
MIPOCTON peakiuy B CJIOKHYI0. MIHaYe TOBOPS, TO, UTO
SIBJISIETCSI CJTOKHBIM 0OPasoBaHUEM, UTO W/ET MO OJHO-
My IIyTHU, TO ABJIETCS UCXOJHON TOUKOM, ecyid UAeT 110
JIPYTOMY Iy TH.

ITpu anas3se Takoi onepaiuu pebenka Oyaer CTOATh
JIBE 3a/Ia4M: C OJIHOM CTOPOHBI, PACKPBITH €€ eCTeCTBEH-
HOHAyYHbIE KOPHH, ee CoJIepsKaHue, C APYTOit CTOPOHBI —
OTIMCaTh UCTOPUYECKH, TI0 BO3MOKHOCTHU TTPOCTEUTD U
HOIBECTH TOJI KAKOIi-TO 0011MiT 3aKOH 9TH BbIciIre Ghop-
Mbl. Takum o6paszom, eciiu HOPMYIUPOBATH ITO, MOKHO
6bLI0 ObI CKa3aTh, YTO 9Ta TPYIIA METOJOB B AETCKOIi
MICUXOJIOTUU HE TOJIBbKO HE OTPUIIAET eCTeCTBEHHOHAYY-
HBIX METOJIOB MOBEIEHNS], B 0COOEHHOCTH METOJ0B YC-
JIOBHBIX pehirekcoB, HO 1 onupaercst Ha HuX. OHa cTaHo-
BUTCST BO3MOXKHOH TOJIBKO HA OCHOBAHUK ITUX METOIOB
MOCTOJIbKY, TIOCKOJIBKY OHA CTPEMUTCS TIPOCJIEANTD KaK
Te 3<..>% KOTOpbIE YCTAHABIUBAIOTCS STHUM METOIOM,
KaK OHM reHeTHYeCKH U3MEHSIOTCS B Pa3BUTUH pebeHKa
B 3aBUCHMOCTH OT TOTO, Kak pebeHOK OBJIaJieBaeT TeMU
WJIN WHBIMU CPEJICTBAMU MTOBEIEHUSI.

Wrak, aTo hyHIAMEHT WU OTIOPA TOI METOJANKH, KO-
TOpast HaXOAUTCs Haj Heil. B camoM ob1ieM Buge MOXK-
HO JIaTh TaKoe TIPEIBAPUTETIHHOE OIpeiesieHre: MOKHO
CKa3aTbh, YTO ITA METOAMKA WJIU HTA METOJAMKA JIETCKOI
MICUXOJIOTUH €CTh CHOCO0 MCC/eJOBAaHUS TOBEICHUST 1
PasBUTHS 9TOTO MOBEACHMUSI, YITOTPEOISIEMbIX B 3aBUCH-

23 3akoHbI? 3amaTKu?
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MOCTHU OT CPE/CTB IIOBEIEHNS U TIPX MOMOIIN PaCcKpbI-
THg (QYHKIMOHATILHOTO 3TUX CPEACTB IOBEIEHU, T.C.
IIPY IIOMOIIY PACKPBITUS TOT'0, KaK I10Be/leH1e CTPOUTCS,
OIIMPAsIChb Ha ATU CPECTBA.

Haxouer, camoe 1ocsesee, 4To s X0TeJl CKa3aTb, —
9TO TO, YTO Ta IPyIIa METO/0B, KOTOPYIO & ceiiyac cra-
paJics 0XapaKTepU30BaTh, ABJIAETCS He TOJIbKO IPYIIION
HUCTOPUUYECKU OOBEKTUBHON, HO M CPaBHUTEJNbHOIL. 110
CaMOMY CYIIIECTBY OCHOBHBIM CIIOCOOOM HAIIETO pac-
cMOTpeHUs1 OyzleT BCce BpEMsi CPaBHUTEJHHBII METOJI.
Wuaye roBops, MOCKOJIbKY 3a/1a4a MPOCIEKUBAHNS ATUX
ABYX JIMHUE 3aKJI0YAETCST B TOM, YTOOBI MOCMOTPETH,
KaK M3MEHSIOTCS HA PA3JIMYHBIX BO3PACTHBIX CTYIEHSAX
OCHOBHBIE TOCTOSTHHBIE 3aKOHBI TMOBEICHUs pebeHKa,
IIOCTOJIBKY Mbl JIOJDKHBI BBIAEJUTb 3TO IIOCTOSIHHOE,
CJIe/10BATEIbHO BCe 9TU 3aKOHbL. OCHOBHBIM METO/IOM U
cocO6OM WCCITEMOBAHNST CTAHOBUTCS CPABHUTETHHBIIN
C110¢00, CPAaBHUTETBHBIN METOI.

Erte pa3 xouy ckasaTb: mepesi HaMu Oy/IyT BCETIa TPU
OCHOBHBIX TIJIaHA, B KOTOPBIX JBUTAETCSI 3Ta METO/MNKA,
B KOTOPBIX OHA MOJKET ObITh HmpuMeHeHa. [lepBbrii —
HCTOPUYECKAs TICUXOJIOTHUS, COIMAJIbHAS TICUXOJIOTHS,
MCTOPUS PA3BUTHA MTOBE/IEHUS YyeoBedecTBa. Bropoit —
ucropus pazsutust peberka. TpeTuil — MCUXOJOTHS CO-
BpeMeHHad, pPe3yJ/bTaT KyJbTYPbl YeJ0BeKa, B €rO BbIC-
HIMX OIlepalMsX, C COIOCTaBJICHUEM oOllepaluii TaM U
3zech. U eue, nocseanee: BHyTpPU JE€TCKOM IICUXO0JIOTMU
MbI Oy/leM T10JIb30BaThCsl CPABHEHMEM HOPMAJbHOTO M
HEHOPMAJTBHOTO pebeHKa.
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reat minds provide guidance for the movement of

thought, and a historian of science should aim to
disclose the heuristic potential of their writings. From
this perspective, we aim to examine the recent “revision-
ist revolution” in Vygotsky studies, initiated by Anton
Yasnitsky. Of course, we cannot avoid the question of
inadequacy in reading the classic texts. Yet it is more im-
portant to understand what future the young Carbonari,
with Yasnitsky at their head, are preparing for cultural-
historical psychology.

I

The program volume, Revisionist Revolution in Vy-
gotsky Studies, was published in 2016. The coopera-
tion between its editors, Anton Yasnitsky and René
Van der Veer, appeared to be short-lived and it is
obvious, judging from Van der Veer’s other writings
and personal remarks, that their theoretical views di-
verged in many respects. Two chapters by Ekaterina
Zavershneva, previously published in Russian, were
falsified in a “revisionist” way when translated (for
details, see [4]).

T At first, Van der Veer was announced as a co-author [18, p. 311].
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Now let us take a closer look at “a fairly new, not so famil-
iar image of Vygotsky and his scientific legacy” [18, p. 93].

Vygotsky’s work during the “instrumental” period
of the 1920s is described as “mechanistic and fairly re-
ductionist.” In so doing, Yasnitsky does not discuss the
idea of the social nature of the human mind, although
Vygotsky’s cultural psychology began with the concept
of personality as “the social in us.” However, in his next
book Vygotsky: An Intellectual Biography' Yasnitsky
himself devotes a couple pages to an “unexpected dis-
covery” (the title of the section) of the social nature
of the mind. Many thinkers before Vygotsky cherished
the idea of the social and cultural origin of the human
mind, Yasnitsky writes. “The social dimension of tools
and instruments — so clear in the philosophical works of
Marx and Engels — is somewhat obscure in Vygotsky’s
“instrumental psychology” research. ... Vygotsky and his
team never investigated in depth the social aspect of psy-
chological functioning properly. Furthermore, there was
no special terminology in Vygotsky’s conceptual toolkit
of the 1920s that would account for the social dynamics
of personal interaction” [15, pp. 70—71].

There are neither proofs, nor arguments for these state-
ments in his book. Dozens of papers on the social nature
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(not simply an “aspect”) of the human mind in Vygotsky’s
works have been written. Perhaps, they could help to elu-
cidate what was “somewhat obscure,” but Yasnitsky did
not see fit to take them into consideration.

In the 1930s Vygotsky’s thinking underwent a “ma-
jor shift” that Yasnitsky ascribes to the beneficial influ-
ence of Gestalt psychology. He calls this period of Vy-
gotsky’s work “holistic.” As a result, “cultural-historical
Gestalt psychology” (CHGP) was born. The term was
invented by Yasnitsky about ten years ago (see [12; 13]).
Since then, he has repeatedly, in great detail, highlighted
Vygotsky’s personal contacts with the Gestaltists. How-
ever, never has he examined in concreto the content of
the CHGP — excluding general phrases about holism
and a “Galileian mode of thinking.”

Recently two more revisionist volumes have been
published [16; 17]. Also, Yasnitsky has announced a col-
lection of his edited works entitled Cultural-Historical
Gestalt Psychology: Historical, Methodological and Theo-
retical Perspectives (forthcoming in 2022). It seems a
reader can expect to find out what CHGP is and how it
works.

It is important to realize that everything Yasnitsky
and his coauthors write about Vygotsky is not only a
revision of the past, but also a vector for developing the
theoretical program created by Vygotsky and his circle.
In discussing the evolution of Vygotsky’s views, Yas-
nitsky attempts to address what is dead and what is alive
in his legacy (in his heir’s humble opinion, of course).
And we, too, in showing the inadequacy of his reading
of Vygotsky, must offer an alternative way of developing
cultural-historical psychology.

II

The relationship between cultural-historical theory
and Gestalt psychology is the first thing to be consid-
ered. Is it correct to say that the “Vygotsky—Luria cir-
cle’ continuously converged with the group of Gestalt
psychologists, their students, and followers during the
second half of the 1920s and, particularly, in the 1930s”
[12, p. 64; 18, p. 208]?

In terms of personal contacts, awareness of new con-
cepts and experiments of Gestalt psychologists — the an-
swer is yes, definitely. Another question is whether there
has been a far-reaching convergence of research programs
that would allow one to detect the emergence of a hybrid
called CHGP? Vygotsky’s recently published notebooks
give us a quite clear answer to this second question. Here,
we see the genius at work in his personal laboratory, at
the cutting edge of science. He reflects on prospects,
plans for the future, and provides a critical assessment of
the traversed path.

The “instrumental” Vygotsky held an extremely high
opinion of “structural psychology.” This is articulated
clearly in his work printed in 1930. He asserted that Eu-

ropean psychology has split into two wings — objective
and subjective, deterministic and teleological. The way
out of this crisis was found “in the recognition of the
structural unity of mental and physiological processes. ...
Structural psychology rises to a higher requirement: to
study the human personality as a whole, as a structure,
and, above all, to study it in its structural correlation
with the environment” [7, p. 116].

Even in that period Vygotsky saw two fundamental
flaws in Gestalt psychology: (i) the ahistorical, “meta-
physical” character of the concept of Gestalt, and (ii) the
“utter neglect of a social factor in human psychology.”
Nevertheless, structural research so far seems to him
to have been a movement “in the same direction as the
Marxist reform of psychology” [7, pp. 124—125].

Already by the autumn of 1930, his critical tone had
turned much harsher. Then he claimed that “Gestalt-
theorie ignores the concrete person” [11, p. 141]. The
structural unity of personality (isomorphism of mental
and physiological processes) no longer satisfies him. Vy-
gotsky is developing a doctrine of a deeper unity — sys-
temic. “Systems are the key to the person” [11, p. 141].

A person emerges and develops in cultural-histori-
cal systems; his human way of life is determined “from
above” — by society, namely, by his relationships with
other people. In this sense, Vygotsky refers to his theory
as “height psychology,” in contrast to Freudian “depth
psychology,” studying the determination of mental life
“from below.”

In 1931 Vygotsky wondered how to deal with Wolf-
gang Kohler’s laws presenting the historically evolved
structures of perception as eternal. “Kohler — reject or
demarcate while leaning on him? His regularities are
pseudoregularities, i.e., what is historical is presented as
eternal or as something that is lying in another plane”
[11, p. 180]. As we can see, two variants of divergence
are weighed: (i) complete rejection and (ii) adopting de-
limitation.

This note was made at the first internal conference
on the results of Alexander Luria’s Uzbek expedition.
They were interpreted as an experimental refutation of
Kéhler’s theory of perception. Gita Birenbaum, a stu-
dent of Kurt Lewin, objected: “Gestalt[theorie] is not
refuted.” (Yasnitsky and Eli Lamdan were braver: they
claimed that the expedition fully confirmed the Gestalt-
theorie and refuted the hypothesis of cultural-historical
conditioning of perceptual structures.)

The character of human perception is determined
by the concepts that represent “the specifically human
in the structures,” Vygotsky argues in his notebook en-
tries. Knowledge of the nature of visible things frees vi-
sion from the bondage of the optical field. By this way
biological affect is replaced by aesthetic reaction. “The
determination? from above. Height psychology is a new
type of movement, which I did not understand: from
concept to perception” [11, p. 293]. This distinguishes
between the slavish perception of an animal and the free

2 In the English edition, opredelenie is translated as definition. But Vygotsky certainly means the determination of perception from the upper

realm of culture to which any concept belongs.
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perception of a man — the difference that Gestaltists do
not see.

So, Vygotsky wanted to beat Gestalttheorie on its own
ground — the psychology of perception. He intended to
create a meaningful (smyslovuiu) theory of perception,
revealing how the conceptual structure of consciousness
determines perceptive process.

“We must overcome Gestalttheorie step by step and
create in its place a psychology of man with the contrast
between Sinn and Gestalt as the constant leitmotiv.

I must write La perception humaine® contra Kohler.

In what consist the slavery of animal perception and
the freedom of man” [11, p. 408].

Would a knowledgeable and conscientious scholar
pass off this “step by step overcoming” as the “continu-
ous convergence” of cultural psychology with Gestalt-
theorie?

Vygotsky sharply criticizes the latter for a parallel-
ist interpretation of the relationship between mental and
corporeal phenomena. The attempt to solve the psycho-
physical problem through the “structural identity” of the
processes in mind and body is “the first idea of parallel-
ism” [11, p. 215]. Kohler, Koffka, Goldstein “again solve
the problem within psychology in a parallelist spirit. ...
This way the psychophysical problem becomes an empty
abstraction bereft of any content” [11, p. 252].

Firstly, Vygotsky agreed with Karl Biihler’s asser-
tion that “structural psychology is deeply related to
Spinozism” [7, p. 118]. Two or three years later, while
working on a book on emotions, he goes to great lengths
to detach Spinoza from Gestalt psychology. “Spinoza
is not a parallelist,” Vygotsky insists. “We might say
that the whole content of The Ethics ... is the strongest —
actually the only — refutation of parallelism.” [11,
pp. 215—216].

Hence, the “holist” Vygotsky would regard the
Cultural-Historical Gestalt Psychology, invented by
Yasnitsky, as an eclectic mix of monism and parallelism.
In Vygotsky’s eyes, eclecticism is the mortal sin of theo-
retical thought. “Like the two trees in the legend which
were tied up in their tops and which tore apart the an-
cient knight, so any scientific system will be torn apart if
it binds itself to two different trunks” [9, p. 328]. In these
words CHGP can find its diagnosis, as well.

Vygotsky’s disagreement with Gestaltists grew year
by year. While at first he regarded them as collaborators
in overcoming the crisis of European psychology, by the
end of his life he saw Gestalttheorie as the main competi-
tor of cultural psychology, subjecting it to intense, mul-
tifaceted criticism. The critical downgrading of Gestalt
psychology in Vygotsky’s work was traced in Chapter 8
of R. van der Veer and J. Valsiner’s monograph (it was
ground-breaking for its time).

“By 1932—3, Vygotsky had started to consider Ge-
stalt psychology a ‘naturalistic psychology’ that in its
theoretical core did not differ from reflexology since it
reduced meaning to structure. ... Thus, the great hopes
of 1926 of Gestalt psychology freeing psychology ‘from

3 The article title [2].
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its biological imprisonment’ had failed, as Vygotsky per-
ceived it” [6, p. 164].

Of course, this disagreement did not prevent Vy-
gotsky from having a friendly dialogue with Lewin
or from working closely with his students. Structural
psychology remained for him the strongest magnet.
Vygotsky by no means discarded its achievements, but
seeks to reinterpret them in a cultural-historical spirit,
“with the contrast between Sinn and Gestalt as the con-
stant leitmotiv.”

Spinoza’s attitude towards Descartes is the same, for
example. He relied on Descartes’ writings, used his no-
tions and language, taught his Principles of Philosophy to
a student and even demonstrated it more geometrico. De-
veloping the strong points of Descartes’ teaching, Spi-
noza corrected his mistakes and filled the old terms with
new meanings. In the Hegelian dialectic, this is called
‘sublation’ (Aufhebung). Vygotsky planned to sublate
Gestalt theory, i.e., to reconsider it and “overcome step
by step.” There is not the slightest doubt that he regard-
ed Marxist historical psychology as a higher and more
powerful program, capable of assimilating the discover-
ies of Freud, Kohler and Piaget.

III

Yasnitsky attacks every point of cultural-historical
psychology that prevents it from merging with Gestalt
psychology. The notion of objective activity and the
Activity Approach are especially repugnant to him.
Hence his efforts to exclude Alexei Leontiev from the
“Vygotsky—Luria circle.” Tt is interesting to follow
how much effort Yasnitsky makes to deconstruct the
“myth of the troika da piaterka” (the three and the five,
in Russian). He avoids mentioning Vygotsky’s letter on
April 15, 1929, where the scientist writes in black and
white: “I had a feeling of enormous surprise when A.R.
[Luria] in his time was the first to follow this road, and
when A.N. [Leontiev] followed him, etc. Now the joy is
added to my surprise, that by the detected signposts the
big road is visible not to me alone, not to the three of
us [nam troim], but to another five persons” [10, p. 13].
Anna Stetsenko and Igor Arievitch [5, p. 229] draw at-
tention to the fact that, in his letters to Leontiev, Vy-
gotsky constantly says “we,” “our theory,” discusses
their common “way” in science, etc.

Yasnitsky must have read Vygotsky’s letters; his eru-
dition is beyond doubt. There are too many willful omis-
sions, on the verge of scholarly cheating, in his works.

The revisionist operation of ‘subtracting’ Leontiev
from the troika is coupled with a rejection of contempo-
rary research in Cultural-Historical Activity Theory —
by Michael Cole, James V. Wertsch, Harry Daniels et al.

Certainly, the troika was in no way monolithic. In
1931, Vygotsky and Leontiev diverged in their views on
the course of development of cultural psychology. From
Vygotsky’s notebooks, we are able to learn what exactly
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displeased him in Leontiev’s research program (see [11,
pp. 247, 2613, 275—6]).

The story of the schism is often reported as if Vy-
gotsky had abandoned the ‘instrumental’ studies and en-
gaged in the analysis of word meanings and inner experi-
ences (perezhivaniya). This is the view held by Leontiev
himself and shared by Yasnitsky, who only changed the
assessment from minus to plus.

Meanwhile, the study of ‘units’ and systemic mean-
ingful structure of consciousness was only a fragment
of the planned “height psychology” building. Yasnitsky
mistakenly believes that Vygotsky planned to crown
his work with a “holistic” theory of consciousness a la
the Gestaltist ones. The editors of Vygotsky’s Notebooks
make a similar mistake by claiming that his ultimate goal
was “the theory of dynamic semantic systems and the
psychology of experience (perezhivanie)” [11, p. xvii].

Consciousness is an element of life, acting as a me-
diator in the life process: “Consciousness determines life
(its style) but itself develops from life and forms one of
its aspects: Ergo, life determines life through conscious-
ness” [11, p. 487]. “To change life is the main function of
consciousness” [11, p. 221].

Vygotsky calls the doctrine of how consciousness
changes life “height” or “acmeist” psychology. It is de-
signed to teach each individual person to control himself
and thereby help us to become free.

In acmeist psychology, the individual’s mind and
behavior are affected “from above” — from the heights
of culture, consciousness, and reason, rather than “from
below” — from the depths of unconsciousness or sensory
fields. Higher psychological functions are determined by
cultural values and concepts, not by instincts and pas-
sions. Here is all the difference between freedom and
slavery of mental life.

Vygotsky’s notebooks provide the only surviving
outline of his intended book on the subject. Its structure
is as follows: (i) knowledge and concepts, (ii) affects,
(iii) freedom as “affect in the concept,” (iv) a meaning-
ful and systemic structure of consciousness, (v) height
psychology [11, p. 224].

By nature, life is ruled by blind affects, or passions.
Human consciousness is called upon to overcome the
passions by means of concepts. This is the problem raised
in Ethics, the earliest work on height psychology. “Spi-
noza’s supreme idea ... Knowledge changes life. ... He all
the time investigates the question as to how the motion
toward freedom really takes place: toward a life guided
by reason — and this is freedom. His central idea is the
power of reason” [11, pp. 215—6]. “The reverse movement
Jrom consciousness to life. Spinoza” [11, p. 355].

Everything that is “height” in psychology completely
escapes Yasnitsky’s attention. He never once mentioned
Spinoza’s name in the Revisionist Revolution and even in
the intellectual biography of Vygotsky! Much clearer
to him are Stalin and Trotsky, their names are there at
every turn. Naturally, Yasnitsky comprehends height

psychology with the help of the same Trotsky plus Ni-
etzsche, who compared his own writings with “the air
of the heights” [14, p. 15]. In fact, Nietzsche’s apology
of instincts is a depth philosophy, the direct antithesis of
Vygotsky’s height psychology.

It looks like the “intellectual biographer” had no idea
what Vygotsky needed from Spinoza and why he devot-
ed himself to the study of emotions at the “holistic” peak
of his work, instead of creating CHGP. Yasnitsky simply
ignores the work that Vygotsky called “the book of my
life” and dedicated “to the blessed memory of my father.”
Unsurprisingly, since this book does not fit into the in-
vented convergent project.

The “height” problem of the “motion toward free-
dom,” or the “reverse movement from consciousness to
life,” is alien to Gestalt psychology. It had established
the dependence of primary intellectual operations on the
structure of the visual field, but had failed to notice how
concept (and cultural thinking as a whole) alters the
structure of perception, our natural ‘optics.’ For the pur-
pose of experimental verification of this idea, Vygotsky
sent Luria and Koffka on the Central Asian expedition.

Vygotsky believed that Leontiev was stuck at the
initial stage of “direct movement from life to conscious-
ness.” Surely, consciousness emerges in the bosom of life,
i.e., objective-practical activity, as a reflection and ex-
perience of life, but it acquires reality sui generis in the
word. “The word duplicates consciousness,” it turns con-
sciousness into a “dialogue with oneself.” “Conscious-
ness without the word = activity [in Leontiev] and per-
ception [in Kéhler]” [11, p. 272].

Leontiev refused to follow Vygotsky to the heights of
the consciousness developed by the word. He wished to
continue studies on the primary stage, where conscious-
ness arises from life. But this approach cuts off the way of
understanding the development of the human mind, Vy-
gotsky claims. “Development is ignored. Everything is
moved to the beginning. But then everything [is moved]
to the conception. The most important thing does not
take place in the beginning, but in the end, for the end
contains the beginning. The height viewpoint. [Leon-
tiev] should not all the time work near the lower bound-
aries” [11, c. 247].

Vygotsky repeatedly quoted Marx’s famous apho-
rism: “The anatomy of man is a key to the anatomy of the
ape.” What does this mean when applied to psychology?
The nature of the human mind, its potential, is revealed
in its plenitude at the heights of culture, and only from
this Everest, can one see the whole picture of mental de-
velopment. Hence the conclusion: the psychology of the
Jfree man is the key to prehistory of psychological devel-
opment®.

The general plan of the work appears to Vygotsky as
follows: (i) a study of the process of the emergence of
consciousness from life, (ii) a study of the internal struc-
ture of consciousness, (iii) a study of the process of con-
scious mastery of life. Height psychology is a theory of

4 Cf.: “Shakespeare’s tragedy explains the enigmas of primitive art and not the other way around” [8, p. 319]. This is the formula for the “height

viewpoint” in aesthetics.
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cultural liberation of the human mind from the captivity
of natural passions.

Vygotsky defines freedom as “the concept that has
become an affect” [11, p. 374]. This transformation is
precisely what height psychology studies. Behind every
higher cultural emotion is a concept. The tie of concept
and affect emerges tangibly and most clearly in arts. So,
theatrical art teaches people to manage their own and
other people’s emotions intelligently, of their own free
volition. It gives us the experience of freedom.

It is worth stressing that both concept and affect are
treated by Vygotsky as forms of objective activity, or,
more precisely, as its opposite poles. Concept expresses
the objective side of activity, its “object relatedness”;
affect expresses the motivational side of activity, its re-
verse impact on the subject. Vygotsky’s “dynamogenic,”
i.e., activity-oriented, understanding of affect appears to
have been acquired through his study of Walter Can-
non’s foundational work [1].

So, Vygotsky’s approach should not be contrasted
in abstracto with Leontiev’s “activity approach” as Yas-
nitsky and the authors he refers to, Aaro Toomela and
Ronald Miller, do. Leontiev is right to regard Vygotsky
as the founder of activity theory in psychology®. But this
is another theory of activity, considerably different from
Leontiev’s one. Its “height” problematics — the relation-
ship between concept and affect in human activity, the
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Introduction

This paper presents a discussion about the concept of
concept from a cultural-historical activity theory perspec-
tive, considering mainly the works of Vygotsky and Leon-
tiev. Even though these scholars are part of the same re-
search tradition, their interests and analysis had different
emphases. While the former focused on the higher mental
functions formation through sign mediation, the second
emphasised the influence of objective activity on men-
tal activity development [3]. Our arguments are mainly
grounded in both authors’ primary references and estab-
lishes relationships between the notions of concept and
activity in order to achieve a possible synthesis.

Concept and activity are both polysemic terms, which
means that they assume different meanings depending on
the academic tradition considered [2, 22]. For instance,
the classical theory of concepts generally puts concepts
as entities related to the categorization and definition
of attributes that construct the sense of the objects for
individuals [10]. Other approaches consider concepts as
mental representations or abstract objects [23], informa-
tional units that can be processed [9] or dialogical gen-
eralizations [16]. However, only recently some attention
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has been given to the notion that concepts are not just
structures of subjects’ internal psyche but are also shared
manifestations of social practices [14].

The definition of activity is also multifaceted and has
a common sense associated with task or practice, but ac-
quires a specific meaning within Russian psychology, in
which the term is connected to the development of the
human consciousness. Dafermos [3] elucidates that two
contending traditions were underpinning the use of the
term in early twentieth-century Russian psychology.
The first tradition was connected to the reflex theory
of Pavlov and Sechenov and considered activity as the
physiological activity of organisms. On the other hand,
the second tradition was rooted in Hegel and Marx’s
philosophy and ascribed activity to the sense of human
praxis or “the basic unit of concrete human life” [29,
p. 2]. Despite these two meanings being referred by two
different words in Russian literature, aktionost and dey-
atelnost, both are translated as activity in English [31].

Many studies have discussed how concepts are
formed in collective activity, and thus presenting a no-
tion of concept that detaches it from a mere mental and
individual elaboration [8, 11, 13]. For instance, Nerses-
sian [24, 25] presents concepts as dynamic, social and
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collective creations that take shape throughout histori-
cal processes of attempts to solve specific problems. This
view poses a close relationship between the way concepts
are formed and articulated, and the norms and commit-
ments shared among participants in a given community.
Similarly, Hutchins [14] admits that concepts in prac-
tice go beyond individuals’ contributions, and Hjerland
[12] points out that concepts cannot be understood in
isolation and outside the interests and theories that mo-
tivate their construction. Engestrom, Nummijoki and
Sannino [6] note that complex concept formation is a
fundamentally social and collective process, and it can-
not be reduced to an individual dimension of cognition
or behaviour. In any case, concepts are embedded in hu-
man activity; being products or instruments of it [8].
The works discussed above already suggest an inter-
dependent relationship between concept and activity.
Therefore, the contribution of our paper is to draw on a
perspective in which concept and activity are framed as a
dialectical unit. However, dialectical unity does not mean
taking these terms as a unity of opposites or an identity,
but as an indissoluble unity [4, 26]. We call this theo-
retical construct concept-activity. The argument of this
paper is divided into four other sections besides this in-
troduction. In the first and second sections, we introduce
Vygotsky’s ideas of concept and Leontiev’s structure of
activity. In the subsequent section, we relate these per-
spectives through two interconnected categories, namely
volition (or will) and conscious awareness that play a rel-
evant role in those psychological perspectives above.
While Vygotsky employs volition and conscious
awareness to distinguish everyday concepts from sci-
entific ones [5, 7]; these same categories appear in the
Leontiev’s framework when discussing the difference be-
tween actions and operations, the formation of motives
and voluntary memory [28]. Here, we follow the un-
derstanding that conscious awareness “is an act of con-
sciousness whose object is the activity of consciousness
itself” [32, p. 190], whereas volition refers to the “human
ability to deliberately influence mental processes, behav-
iour and external circumstances” [28, p. 3]. In this sense,
to be conscious of something is directly related to the vo-
litional processes of being aware of objective reflection.

Concept and conceptual system

The development of concepts is a central topic in the
Vygotskian research programme, and although most of this
discussion is found in the collection known as Thinking
and Speech [32], one can find more about it in other texts
[33, 34]. In general terms, Vygotsky [32] argues against a
classical notion of concept as an associative network and
develops his theory pointing out that the thinking in con-
cepts assigns a new quality to human psychology. For him,
the higher mental functions — conceptual thinking, among
them — are results of the internalization of sign operations
as psychological tools. In his framework, the role sign medi-
ation — mainly through language — underpins the concept
formation process. “The concept is not possible without the
word. Thinking in concepts is not possible in the absence of
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verbal thinking.” [32, p. 131]. In other words, the genesis of
a concept is a twofold process that simultaneously couples
intellectual with speech operations.

The key discussion is that concept formation is a long and
continuous process once the mere presentation of a name does
not mean the concept formation in its totality. It registers the
beginning of a development that never ends, “when the child
first learns a new word, the development of its meaning is not
completed but has only begun.” [32, p. 170]. In this devel-
opment, there are mental operations coupled up with social
interactions, mainly through language, that culminate in a
particular word meaning, which then becomes the bearer of
the concept. Vygotsky relates concept formation to the men-
tal operations of abstraction and generalization:

“In its natural developed form, however, the concept
presupposes more than the unification and generaliza-
tion of the distinct concrete elements of experience. It
presupposes the isolation and abstraction of separate
elements, the ability to view these isolated, abstracted
elements independently of the concrete and empirical
connections in which they are given” [32, p. 156].

Vygotsky [32] also assigns certain synonymy to terms
such as concept, meaning and generalization, treating them
often asidentities: “any concept is a generalization” (p. 224)
or “generalization and word meaning are synonyms”
(p. 244). We understand that Vygotsky uses these asso-
ciations with two objectives: firstly, it would approximate
the phenomenon of thought to the phenomenon of speech,
being the word meaning “a unity of word and thought”
(p. 244). Secondly, it would be to frame generalization as
conceptual development. To build on this perspective, Vy-
gotsky often calls upon the situation of a child elaborating
the meaning of a word through the interaction with people
around them. "By addressing the child in speech, adults
determine the path along which the development of gen-
eralizations will move and where that development will
lead, that is, they determine the resulting generalization”
(p. 143). In other words, the ways in which concepts and
word meanings are negotiated are determined by the in-
teractions between the child and the people around them.

In the Vygotskian framework, concepts are not iso-
lated but compose a system that maintains the charac-
teristics of the developmental path of such concepts.
For example, he explains that a conceptual system is
nothing more than a system of relations between con-
cepts, in which a concept is designated by means of other
concepts. “Every concept arises already connected with
all others and, having arisen, seemingly determines its
place in a system of previously recognized concepts” [34,
p. 48]. In more detail, he explains that:

“if a higher concept arises above the given concept,
there must be several subordinate concepts that include
it. Moreover, the relationships of these other subordinate
concepts to the given concept must be defined by the sys-
tem created by the higher concept. If this were not so, the
higher concept would not be higher than the given con-
cept. This higher concept presupposes both a hierarchical
system and concepts subordinate and systematically re-
lated to the given concept. [...] Thus, at one and the same
time, generalization implies the conscious awareness and
the systematization of concepts” [32, p. 192].
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With mention to higher and lower concepts, this hi-
erarchical scheme is central in Vygotsky’s theory for the
differentiation of concepts into everyday and scientific
concepts. Roughly, we understand that concepts that
have their elaboration linked to the everyday experi-
ence (and discursive interactions around it) are called
concepts of everyday genesis, or, simply, everyday con-
cepts. Vygotsky [32] emphasizes that this process of
elaboration is based on the “immediate encounter” that
children have with “real things” but also based on the
explanations given by the adults (p. 219). On the other
hand, concepts formed within a systematized circle of
instruction, usually beginning with a verbal definition,
are called concepts of scientific genesis or scientific
concepts. Then, the distinction into these two forms of
concepts reflects the differences of their genetic paths,
which, by their turn, are expressions of the kind of the
activity that subjects are participating in.

Describing the underlying processes, Vygotsky says
that everyday concepts are given from the object to the
concept, while in the scientific case, the development fol-
lows an opposite direction, from the mediated relation,
that is, from the concept, to the object. This differentia-
tion becomes particularly clear when Vygotsky discusses
the elaboration of the concepts of ‘brother’ and ‘Archime-
des’ law’ by a school-age child, the first as an example of
everyday concept and the second as a scientific one:

“The child formulates Archimedes’ law better than
he formulates his definition of what a brother is. This
obviously reflects the different developmental path that
have led to the formation of these concepts. The child
has learned the concept of ‘Archimedes’ law’ differently
than he has learned the concept of ‘brother’. The child
knew what a brother was, and passed through many
stages in the development of this knowledge, before he
learned to define the word ‘brother’ (if he ever had the
occasion to learn this). The development of the concept,
‘brother’, did not begin with a teacher’s explanation or
with a scientific formulation. This concept is saturated
with the child’s own rich, personal experience. It had
already passed through a significant part of its develop-
ment course and had exhausted much of the purely em-
pirical content it contains before the child encountered
it in definition. Of course, this was not the case with the
concept that underlies ‘Archimedes’ law’.” [32, p. 178].

At this point, it is worth noting that we do not see ev-
eryday and scientific concepts as ontologically distinct,
i.e., with different natures. Thus, the emphasis here is on
the contexts and processes of concept formation, that
is, the activities that imprint the genesis of concepts. In
other words, although these two forms of conceptual de-
velopment occur in different ways and under different
conditions, the overall process remains unified.

Here, we propose a detailed examination of these
conditions that affect the process of concept formation
and their implications for the composition, structure
and dynamics of the conceptual system. The aim is to

highlight the factors that differentiate the genesis of ev-
eryday concepts from scientific ones. Vygotsky [32] em-
ploys volition and conscious awareness to describe the
underlying processes of everyday and scientific concepts
formation. The point is to contrast volitional (volun-
tary) and conscious processes with non-volitional (in-
voluntary or spontaneous) and non-conscious ones. By
non-conscious, we mean lack of conscious awareness.

In this sense, the formation of everyday concepts is
said to be non-volitional because the child “possesses
them only when they are used spontaneously or auto-
matically” (p. 205), and non-conscious because when a
child uses everyday concepts, “he has a concept of the
object and is consciously aware of the object that is rep-
resented in the concept. He is not, however, consciously
aware of the concept itself.” (p. 217). Contrarily, scien-
tific concepts are apprehended in a volitional and con-
scious way, because in the school, the child learns to
have “conscious awareness of what he does”, that is “his
capacity moves from an unconscious, automatic plane to
a voluntary, intentional, and conscious plane” (p. 206).
Therefore, learning in a systematized environment oc-
curs under a context of voluntary control.

Considering the earlier examples, during the learning
of the concept of ‘brother’, which occurs through succes-
sive generalizations from the object and the discursive
interactions around it, the child has no conscious aware-
ness and volition over the process. Conversely, when
learning about ‘Archimedes’ law’ in an environment of
formal instruction, the child operates the process con-
sciously and volitionally. Here, we do not mean that a
child only elaborates everyday concepts when at home
or scientific concepts when they are at school. Certainly,
there are non-conscious and non-volitional learning at
school and conscious and volitional learning at home.
Still, in our understanding, this means that the concept
of ‘brother’ will not always be considered an everyday
concept, and that of ‘Archimedes’ law’ a scientific con-
cept. This distinction merely marks two different paths
of the concept genetic process. The point to be noticed
is that these two contexts of learning are characterized
by different conditions and require different activities
from the subjects, which will affect the ways concepts
are elaborated.

In another of Vygotsky’s writing [33], regrettably in
Russian only, it presents the findings of a psychological
test about the uses of some verbal logical connectives
by children and a discussion is done in the light of voli-
tion and conscious awareness. For example, he finds that
children have difficulty of using or interpreting the ‘why’
and ‘though’ connectives when they are required to do so
on a conscious and volitional basis. He notes, however,
that children are able to correctly use these same con-
nectives spontaneously, that is, in a non-conscious and
non-volitional way. In this case, he explains that “the
child does not know how to voluntarily do what he or
she involuntarily does many times” [33, p. 8]

! We are enormously grateful with Prof. Manolis Dafermos, who made the translations from the original citations in Russian to English: «uro
peGeHOK He yMeeT [POM3BOJIBHO CAEIATH TO, YTO HEIIPOU3BOJIBHO JI€JTAeT MHOTO Pas».
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Thus, a child who masters concepts in a non-con-
scious way can routinely employ them correctly but
might struggle to define or explain them. This is one of
the everyday concepts’ features, “children who have al-
ready mastered these concepts and causal relationships
unconsciously, have not yet mastered them consciously,
that is voluntarily” [33, p. 9]°. Again, in the case of the
concept of ‘brother’, the child uses it in discursive in-
teractions within their family, but they might find diffi-
culty in defining it as ‘boy or man with the same parents
as another person’. On the other hand, the formation of
a scientific concept occurs in a volitional and conscious
way, “the child easily uses it in response to the teacher’s
question, that is voluntarily” [33, p. 12]°.

Vygotsky also relates the impact of volition and con-
scious awareness on the conceptual system. He associ-
ates these categories in order to assign a systematicity
within the system of concepts:

“Thus, spontaneity and a lack of conscious awareness
of concepts, spontaneity and the extra-systemic nature of
concepts, are synonymous. Correspondingly, nonsponta-
neous scientific concepts, because of what makes them
nonspontaneous, will be characterized from the outset by
conscious awareness. From the outset, they will be char-
acterized by the presence of a system” [32, p. 236].

In this extract, Vygotsky indicates that everyday
concepts are associated with a lack of systematicity,
while scientific concepts are linked to a system. In our
interpretation, the part of the system related to every-
day concepts is more immediate, with fewer conscious
mediations among them. On the other hand, the subsys-
tem of scientific concepts is more consciously mediated,
and therefore a more conscious system. That is to say, for
example, when a child who learns the concept of ‘Archi-
medes’ law’ consciously, they easily relate it to a whole
conceptual network (water, density, volume, force) and
use it with a certain level of conscious awareness and
volition within this network. Although it is clear that
the concept of ‘brother’” also belongs to a system and is
linked to other concepts (son, father, mother, family),
when a child uses it in everyday life, the relationships
between these concepts are not conscious.

Finally, Vygotsky conventionally takes a vertical hi-
erarchy within the conceptual system and explains the
dynamics between everyday and scientific concepts. As
we interpret it, everyday concepts would be in a less
systematized part of the system and therefore subjects
would operate with them less consciously. In turn, scien-
tific concepts would be in a more systematized part of the
system, leading to more conscious uses. In other words,
the hierarchical levels between concepts are reflected in
the levels of the subject’s conscious awareness. Thus, for
Vygotsky, everyday concepts develop towards scientific
concepts, that is, through the use with more conscious
awareness and volition, while scientific concepts would
have an inverse movement. When scientific concepts are

incorporated into the everyday conceptual chains, they
would lose specificity, gain generality, and become less
conscious and voluntary.

Even though these two concept formation processes
have different paths, they are “internally and profoundly
connected with one another” [32, p. 219]. Given this
complementary character, there is a dynamic relation-
ship between these two conceptual processes that merge
during the subjects’ life when in activity. We shall return
to this theme in the following sections.

Activity and the structure of the activity

From the theoretical tradition Vygotsky initiated, a
psychology research branch was derived under the name
of Activity Theory, whose important developer was Alexei
Leontiev. The main hypothesis of this perspective is that
the structure of the internalized mental processes would
be analogous to the structure of the activities carried out
by the subjects. This thesis is usually depicted as a princi-
ple, which treats consciousness and activity as a unity [4].

The meaning of activity, even within Russian psychol-
ogy, is not simple. One of the reasons for its complexity is
that the notion of activity refers to a category of analysis
that comprises the totality of human development, which
is constituted by the cultural, social and historical dimen-
sions of that process [1, 3]. However, it might be argued
that the most consensual meaning refers to the Marxist
perspective, in which the concepts of activity and labour
are related: human being transforms the natural world
while dialectically transforms themselves.

Leontiev [19] argues that the emergence of labour
and the formation of society produced qualitative chang-
es in human mental processes, the rise of “higher forms
of psyche” (p. 58). In this context, collective activity is
considered the proper human ontogenetic development,
the process which endows human being with human na-
ture. Leontiev calls this process appropriation — “the in-
dividual’s reproduction of historically formed human ca-
pacities and functions” [20, p. 266], and therefore poses
activity as the “activity of a member of a human society
at a certain stage of development of labor” [19, p. 60].

In Leontiev’s perspective, activity is the molar unit of
analysis of human consciousness and life [20, 21]. Activ-
ity comprises the relationships between human beings
and the world and orient the subject towards the world
of objects; for this reason, it is said to be an object-orient-
ed activity. In this sense, the notion of activity does not
consider the practical processes in isolation, but it coor-
dinates them with the psychological processes involved
in achieving the activity’s motive. Object and motive are
key in the activity framework, in which the “consciously
realized object” coincides with its motive [20, p. 62].

So, an activity is distinguished from another by its ob-
jects and motives. Each activity is directed to an object

2 «4TO JAE€TH, KOTOPbIE YK€ OBJIA/IC/IN 3TUMU NOHATUAMN U IPUYNHHBIMW OTHOIIECHUAMN HEOCO3HAHHO, €Ile He OBJIa/le/In UMW OCO3HAHHO, TO

€CTb IIPOU3BOJIBHO».
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that expresses, materially and ideally, the motive that is the
activity source. For instance, in the collective hunting ac-
tivity, the object is the animal prey which materialises the
activity’s motive of hunger and fulfils the need for feeding
[20]. Taking another example from Leontiev’s writings, in
order to know whether the reading of a book can be con-
sidered an activity or not, one should analyse the needs of
the subject and the conditions of this reading activity [19].
Such analysis will identify, for example, whether the sub-
ject is a student that is preparing themselves for one exam.
In this case, the reading is not an activity as the motive
that orients the subject to read the book is not its content
but the need for having a good grade. Therefore, the ac-
tivity is the preparation for the exam. Conversely, if the
subject is reading the book for pleasure and entertainment,
then it is considered an activity because it realises its mo-
tive — the need to acquire knowledge or simply a pastime.
In other words, while in the former the object is the final
grade, in the latter the object is the book content.

A second level in the activity’s structure is identified
as action, a coordinated and subordinated process to the
overall activity level. As every activity is associated with
a motive, every action also finds its aim in the realisation
of a specific goal that is in the subject’s conscious aware-
ness [19]. Therefore, being at different levels, the action’s
goal cannot be misunderstood with the activity’s motive.
Going back to the latter example where a student is pre-
paring themselves for an exam, the book reading is con-
sidered an action within the whole activity. Other actions
could be reviewing the notes of the lessons attended, writ-
ing summaries and discussing with colleagues. To summa-
rize, “human activity exists only in the form of an action or
a chain of actions” [17, p. 24], i.e., each activity is consti-
tuted by the coordination of actions and their goals.

The third and final structural component is operation,
which registers the conditions to the realisation of actions.
Leontiev [20] defines operation as “the mode of performing
an act”, “the necessary content of any action but it is not
identical with the latter” (p. 369). In general, an action is
constituted by different operations, and one same operation
can compose different actions. The operations are dependent
on the concrete conditions imposed by the current situation.
One of the main operations’ characteristics is that the sub-
ject performs them in an automatic way, i.e., such subject
does not have conscious awareness of them [21]. Taking the
reading activity again, the muscular movements that sup-
port the book or control the eye are examples of operations.

To make clear the dynamics between actions and opera-
tions and illustrate the different levels of the subject’s con-
sciousness, Leontiev [21] gives us another example; a per-
son driving a car. For a novice driver, the gear shifting has a
conscious orientation in which this driver considers the car
speed, the different strengths and pressures in each foot to
release the clutch and push the accelerator, the hand move-
ment on the gear and so on. As the novice driver is conscious
of all those acts, the gear shifting is considered an action
within the activity of driving a car. However, these actions
become more and more routinized during the practice, leav-
ing the conscious plane and are transformed into operations.
Thus, all acts required to shift the gears are already at the
operations level for an expert driver, and they are not in the
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subject’s conscious awareness. In this situation, the driver’s
activity is not more ‘driving a car’, but ‘go to work’, in which
they perform conscious actions such as choosing the best
route or how to overtake a slow car. In this situation, ‘driv-
ing a car’ has become an operation.

A relevant point here is that the activity’s structure is
a dynamics between actions and operations in which one
can be converted into another and vice-versa. Leontiev
[21] explains this process through the shifting of motives.
For example, the activity’s motive can be transformed
into a goal, i.e., the activity can lose its main motive and
be converted into an action. Alternatively, an action can
become itself an activity whether its goal becomes inde-
pendent and motivating the entire process [21].

The main feature of this dynamics is the subject’s
conscious awareness in relation to the motive and goals.
An action is converted into operation when such action
becomes a condition to perform another action; in this
process, “what was the goal of the given action must be
converted into a condition of the action required by the
new aim” [20, p. 370]. More, the mechanism that un-
derpins such conversion is grounded on the shift from
volitional and conscious processes into involuntary ones
(p. 375). Going back to the expert driver, even though
they perform all the acts of shifting gears at the opera-
tions level, those acts can be brought to the conscious
awareness when this driver experiences a new activity
such as driving an automatic car or in left-hand traffic.
Then, these operations momently become actions.

In this section, we have presented the activity struc-
ture and the features and dynamics of its components. In
the next section, we draw a parallel between these two
theories considered until this point.

Concept-activity

The grounds for building this section are based on the
thesis of the “common structure of human activity and indi-
vidual consciousness” [21, p. 98]. In fact, both psychologists
signalled for an understanding of concept that calls for the
consideration of practical and objective life. For instance,
when taking Vygotsky’s later writings, there is a definition
for concept that is seldom commented in the literature.

“A real concept is an image of an objective thing in its
complexity. Only when we recognize the thing in all its con-
nections and relations, only when this diversity is synthe-
sized in a word, in an integral image through a multitude of
determinations, do we develop a concept. According to the
teaching of dialectical logic, a concept includes not only the
general, but also the individual and particular” [34, p. 53].

While in his first writings, there is a tendency to deal
with the concept formation as successive acts of abstraction
and further generalizations, in this later work he argues in
terms of “a complex system of mediating connections and
relations disclosed in determinations of the concept” (p. 53).
Thus, the result of those movements from the general to the
particular is the rise of the concept as an objective reflection.
He also replaces terms such as abstraction and generaliza-
tion for “acts of thought” or “act of judgments” that, again,
signal the focus on the objective reflection. Overall, a con-
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cept is now understood as a process that accounts for the
object’s essence in all its complexity and diversity and in
connection and relationship to the reality, which is a much
closer view to the dialectical materialism.

Leontiev [18] also discusses concept formation in
terms of word meaning and puts it as a result “of man’s en-
counter with material reality in the process of his relating
to it, i.e., in the process of practice.” (p. 24). Here, it is also
noticed the same effort to extend the concept of concept to
include the dimension of concrete reality, or, in our terms,
the concrete activity. Elsewhere, he says that meanings are
a “materialized ideal form of the existence of the objective
world, its properties, connections and relations revealed
by aggregate social practice.” [21, p. 16]. Again, there is a
sense to frame concept under a perspective beyond a pure-
ly intellective element and includes the practice.

Notwithstanding, we can further develop the asso-
ciation between the conceptual system and the activity
structure more literally. From this perspective, everyday
concepts would be for operations, and scientific concepts
would be for actions. In this regard, we consider the cat-
egories of volition and conscious awareness as common
attributes to both processes, concept formation and ac-
tivity. In Vygotsky’s words, “The problem of voluntary
activity is directly dependent on the problem of con-
scious awareness of this activity.” [33, p. 8]%

Exploring the above correspondence, scientific con-
cepts and actions present some similar features; both are in
a higher level of a subject’s conscious awareness, and both
are employed in a volitional manner, i.e., oriented to a spe-
cific goal. This conjunction is identified as concept-action.
Similarly, everyday concepts and operations comprise an-
other unity, which the main features are the lower level
of conscious awareness and non-volitional use. Here, the
concept-operation is a condition to the concept-action.

In our proposal, the concept-activity makes explicit
that both are products of the relationships between hu-
man beings and the world. Dialectically, concepts are giv-
en in/by activities, while activities are built around shared
concepts. In other words, the concept-activity is not only
the ideal-intellectual activity or nether the material-prac-
tical activity, but a unity, it is a momentary and transitory
emergence of the synthesis between thinking-speech and
consciousness-activity. Drawing on Vygotsky’s Marxist
perspective, Roth [27] agrees that thinking should not
be theorized in itself, that is, divorced from the subjects’
life, but also including what he calls “the chain of events
within which it arises of necessity” (p. 17, emphasis in the
original), outside from the mind. This is the concept-ac-
tivity’s spirit, the conjugation of concept and activity that
emerges through the human praxis.

Finally, Zinchenko [35] draws a beautiful example of
how language supports the production of images and actions
that illustrate the concept-activity. He considers the activ-
ity of a mother feeding a child by giving her breast while
gently saying sweet words. The emerging concept-activity
from this co-created event relates satiety and hunger not
only to the meaning of milk but also to the emotions, feel-

ings and actions that involve the entire process. Paraphras-
ing Zinchenko’s words, we can say that the concept-activity
is “literally absorbed with mother’s milk”, dialectically aris-
ing from the mother-child’s lived experience (p. 71). This
example might form a rich image for the description of the
dialectical synthesis that we are proposing.

Conclusion

In this paper, we have presented and discussed some as-
pects of Vygotsky’s and Leontiev’s works to propose a syn-
thesis in the form of the concept-activity. Its direct implica-
tion is overcoming concept as something internal, subjective
and mental, and activity as something external, objective
and practical. Others have already tackled this problem of
the separation between internal and external activity, how-
ever, the theoretical importance of our effort is twofold:
first, it employs only primary sources of cultural-historical
works, and second, the dialectical unity is explicitly based
on the association of psychological structures regarding the
categories of conscious awareness and volition.

We have argued about the essential and interconnected
relationship between concept and activity as a unity that
emerges through human praxis; that is, concepts consti-
tute-and-are-constituted within activities. They are intrin-
sically connected and should not be considered separately
or the same thing, but a unit. On the one hand, concepts
detached from activities are crystallized and sterile enti-
ties that have lost their relations with the world. On the
other hand, activities are impossible to be carried out with-
out concepts, there is no way of an activity being collective
and objectified without negotiating and sharing meanings.
Therefore, we are pointing out that different practices de-
velop different qualities on concepts embedded in them;
those practices produce and express the formation of con-
cepts with higher or lower levels of consciousness-volition.
The mechanism behind this genetic route lies in the “gener-
alizing activity of consciousness” [18, p. 26]. Apart from the
theoretical and academic problem described on the lines
above, when addressing the concept-activity we can deal
with two other issues, schooling and human development.

This proposal sheds light also on the kind of general-
izing activity of consciousness that happens at traditional
teacher-centered schooling. Students are typically seated
in rows in such a format, copying the content from the
board or book and answering the teacher’s closed ques-
tions. The ultimate goal is to reproduce such a definition
in a future exam. As a result, the object of knowledge is
attached to a verbal definition within a very narrow dis-
cursive practice. The concepts produced in this kind of
activity “lose their attachment with the social practices
in which they were born” [15, p. 527]. In this educational
process, the generalizing activity of consciousness is lim-
ited, and there is no expansion towards other registers of
conscious awareness and volition. To overcome this situa-
tion, educators might use the concept-activity as a tool for
designing classroom activities that can promote different
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levels of students’ conscious awareness and volition on
their ownership of concepts. Moreover, a metacognitive
approach on the concept-activity at school might foster
students to reflect on the content and form that they are
learning, consciously developing the psychological opera-
tions they are operating. Here, each student is viewed as a
productive subject of concepts-in-school-activities.

We see the concept-activity unity points to an even
broader construct based on the Spinozian dialectical
principle that nothing can be separated from its relation
to the world [27]. Stetsenko poses this principle as the
entanglement of individual human beings and the world:

“This project posits that there is only one world—the
world that people create through their activities—in
which human beings come to be and to develop as well
as get to deal with and to know about. [...] Therefore,
knowledge and concepts (in whatever degree of general-
ity and abstractness) do not exist as free floating con-
structions, in some realm that is separate from what indi-
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B macrogmeit ctaThe, KOTOpasi HOCUT ANCKYCCUOHHBIHN XapakTep, IPEATPUHSTA TTONBITKA PACCMOTPETh
npobieMy (OPMHUPOBaHUSI TIOHATHH CKBO3b IIPU3MYy CHUHTE3a IIOHATHHHOTO almaparta KyJbTypPHO-
ucropuyeckoii reopun JI.C. BbIrOTCKOTO U cHCTEMBbI MOHATH JiesiTesibHOCTHOTO noaxoza A.H. Jleontbesa.
Wpes cBA3aTh O/IHO € IPYTUM IIPUBEJIA HAC K TEOPETUYECKOMY KOHCTPYKTY, KOTOPBII Mbl Ha3BaJIM IOHATHE-
JeaTebHOCTD (concept-activity ): aTo AMaIeKTUYeCKoe e/INHCTBO ITOHATHS 1 €r0 FeHeTUYeCKOi /IeITeJIbHOCTH,
T.€. CUCTEMATH3MPOBAHHBIX BUIOB JESTETLHOCTH, B KOTOPBIX POXKIAIOTCS M 0OPETAIOT IeJIeHATPABIEHHOCTD
noHATHS. VIcTomp3ysl KaTeropuy BOJW W CO3HAHWS, MBI CBS3bIBaeM HAyUHbIe TOHSATHS C JeHCTBUSIMU
(TOHATHSI-IefiCTBUA ), a KUTEHCKUe MOHATUS — ¢ onepanusamu (moHstus-onepaiyn). OObenHe e 9THX
2JIEMEHTOB I103BOJISIET pacCMaTpUBATh BO3HUKHOBEHHUE IMOHATUHHOTO MBIILJIEHUS KaK JesTeJbHOCTh U
0603HaYATH ITO TEPMUHOM <IIOHSITHE-[EATEILHOCTb>. VIHbIMY CI0BAMU, €CJIU HAYYHbIE OHSITUS CBSI3aHbI
C JIeUCTBUSAMM, TO, TIOCKOJIBKY U T€, U JIPYTHE TIPOUCXOJAT U3 CO3HATENBHOTO U IIPOU3BOJIBHOTO, KUTEHCKIEe
MOHATHUS CBA3AHDI € OTIEPAIUSAMHE, T.K. HAXO/ATCA B chepe He-co3HATEIBHOTO 1 He-TIPOM3BOJIbHOT0. B craThe
TakxKe 00CyKIAeTCsT, KAaKUM 00Pa3oM KaTeropust MOHsITHsI-AeTeTbHOCTH 00600IIAeT Mepexojl MEK/LY JABYMsI
hopmamu TOHATHI 1 KaKOe 3HAUEHKE 9TO UMeeT IIPUMEHUTENBHO K (DOPMUPOBAHUIO TIOHSTHII.
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“What he would have had yet to get done is enormously greater than what he was able to get done.
The value of what he was destined to accomplish and what remained unaccomplished is greater
than the value of his achievements. This is what makes his death a true tragedy.”

L.S. Vygotsky [3, p. 5]

Idea of This Article

In recent decades, cultural-historical psychology has
undoubtedly become one of the most influential theories
of mental development globally, and Lev S. Vygotsky —
its founder — has become a most frequently cited psy-
chologist. References to cultural-historical psychology
tend to be growing constantly, and the areas of its ap-
plication tend to be expanding rapidly. A concept of the
zone of proximal development (ZPD) is most widely
used in various areas of psychological practice. The anal-
ysis of the rates of ZPD-related publications in various
research databases revealed their continuous growth:

over the past 20 years, their number had increased from
10—20 to 70—90 per year in Web of Science; in the Rus-
sian Science Citation Index (RSCI), there was an even
greater upsurge from 1—2 publications in 2002—2003 up
to almost 500 in 2019 [33]. We will use a case of the ZPD
methodological status evolution to attempt to answer
some questions regarding the secret of relevance and
popularity of Vygotsky’s mental development concept
without addressing the analysis of the cultural-historical
concept in general. This is all the more important since
the controversy over the interpretation of this concept
and, as a matter of fact, over the cultural-historical theo-
ry itself, has not subsided yet [5].

! Some sources, for example, Wikipedia [...], attempt to discount Vygotsky’s contribution to global psychology, explain his popularity by

political reasons and “the cult of Vygotsky”, and explain a high demand for cultural-historical psychology by “the Vygotsky bubble”. A rebuttal
of this perspective falls out of the scope of this article whose author considers himself a representative of the cultural-historical tradition and was
taught by Vygotsky's disciples and associates. Over the last 25 years, he has been able to ascertain that ideas of the relationship between learning
and development; interiorization, and the zone of proximal development are crucial for the practice of helping children overcome learning chal-
lenges [ 15; 16; 19; 47; 48; 48 etc].

CCBY-NC
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This article has the following key objectives as re-
lated to the methodological analysis of the ZPD concept:

— To make an attempt to reconstruct the evolution
of the ZPD methodological status throughout the last
88 years.

— To delineate most controversial points regarding
the ZPD definition.

— To provide our own answer to a question regarding
a feasible interpretation of ZPD,

— Using a multidimensional model of ZPD, to dem-
onstrate the ZPD concept heuristic potential, which en-
ables its use as a methodological tool for research subject
and project design in various areas of practice and fields
of psychology.

The author approaches the aforementioned issues
from the perspective of a developer of a Reflection-
Activity Approach (RAA) to providing developmental
assistance to children helping them overcome learning
challenges [17]. RAA relies on the basic foundations of
cultural-historical psychology, and one of its central
concepts is the concept of ZPD, which was introduced
by Vygotsky and elaborated on notably in the works of
Russian psychologists.

Brief Historical Background:
This is Important to Remember

L.S. Vygotsky’s journey in psychology lasted only
10 years. In 1924, he started his psychological career
tackling the issue which has remained urgent and largely
unsolved until now, i.e. development of children with
different deficits. Moreover he focused on creating con-
ditions for these children’s normal development, gen-
eral and professional education [6]. This focus predeter-
mined several directions, in which the psychology that
Vygotsky started to develop evolved. First of all, the
research question was practice-oriented (“What to do so
that...”) from the very beginning. Secondly, at least three
fundamental questions of psychology arose from it: How
can the development be understood? What is normal de-
velopment? What is abnormal development? Through-
out the decade that was to follow, Vygotsky centered his
work around the search for answers to these questions, at
least, as evidenced by his publications [28].

In 1927, feeling on the verge of death (having spent
six months in hospital with a fatal diagnosis without any
improvement and having been registered as a disabled
person), Vygotsky wrote a fundamental methodological
work — “Historical Meaning of the Crisis in Psychology”
[8] — describing what psychology needed to and could
be like. In this book, he formulated and provided a ra-
tionale for his key idea that psychology needed to become
a practice. He had never referred to this work later; he
had never made any attempts to have it published, and
the psychological community found out about its exis-
tence only when the first volume of a six-volume edition
of Vygotsky’s selected works had come out in 1982. One
cannot help thinking that — in anticipating his close and
inevitable death — Vygotsky wanted to use his chance to
write about the point that was most important for him in
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psychology, — i.e. facilitation of human development and
establishment of a scientific approach to creating condi-
tions for human development rather than mere research
into humans and their development. Later, when fate
had allowed him another 7 years of a fruitful creative life,
he created concepts that could be excellent “tools” for
implementation of the idea of psychology as a practice.
However psychology with its focus on academic theo-
retical objectives has failed to use these tools for many
years. It may well be that seeing that the idea of psychol-
ogy as a practice had not yet entered “the zone of proxi-
mal development” of psychology itself, on one of his final
days, L.S. Vygotsky left the following note in his journal,
“This is the last thing that I have done in psychology —
and I will die atop, like Moses, looking at the Promised
Land, never entering it” (14, p. 568).

In the early 1930s, he arrived at the idea of develop-
ment as a process that occurred for a child in the course
of mastering the humankind’s cultural and historical
experience as carried by an adult for him/her. This idea
was embodied in his key work on the higher mental
function development (1931). In this work, Vygotsky
proposed the concept of interiorization as a mechanism
of development. This concept does not only explain
how development occurs, but also possesses a huge heu-
ristic potential for psychological and educational prac-
tice. P.Y. Galperin realized this potential brilliantly in
his method of the stage-by-stage formation of mental
actions, which helped to convincingly show how men-
tal actions (various mental processes) arose from the
external object-oriented activity by means of interior-
ization [11].

Introduction of “the zone of proximal development”
(ZPD) concept became crucial for elaboration of the cul-
tural-historical theory of mental development. A com-
prehensive literature review carried out by G.L. Vygod-
skaya and T.M. Lifanova [6] makes it possible to even
trace the date when L.S. Vygotsky formulated the ZPD
concept for the first time rather than used this term as
a metaphor. This happened on 03/23/1933 in his clos-
ing speech at a conference on diagnostic assessment, i.e.
a little over a year before his death. Therefore, Vygotsky
had extraordinarily little time (just over one year seems
too short by historical standards) to demonstrate the
ZPD concept potential for implementation of his idea of
psychology as a practice. This time was hardly sufficient
to follow the elaboration of the concept to its logical
end. Not unsurprisingly, the debate on the ZPD defini-
tion has lasted until now and has flared up rather than
subsided. Various views on the ZPD definition have
been expressed [5]; the issue of correspondence between
the concepts of ZPD and scaffolding (whether they are
equivalent or not) have been discussed [30; 33]; attempts
have been made to provide an expansive interpretation
of ZPD and to prove feasibility of its extension to differ-
ent areas of personal development [2; 16; 28; 35]; ZPD
has been contrasted to the space of the child’s capacity
actualization [4]; attempts to apply it in contexts that go
far beyond the scope of its initial application within the
framework of the child intellectual development have
been made and discussed [31; 38; 44; 49 etc.]
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When identifying turning points in the evolution
of the cultural-historical approach to understanding of
child development mechanisms, it is worth highlight-
ing another assumption, which stayed out of the focus
throughout decades, although L.S. Vygotsky consid-
ered it “the most positive feature of this new theory” [9,
p.230]. This is the assumption that “a single step in learn-
ing can represent a hundred steps in development” [9,
p. 230] which was formulated in “Thinking and Speech”
as early as in 1934 although it was never found in any
of his numerous notebooks, as E.Yu. Zavershneva (the
main expert on Vygotsky’s archive) stated it. Drawing
an analogy with Vygotsky’s epigraph to his book about
the crisis in psychology (“The stone that the builders re-
jected has become the cornerstone”), we can say that the
“hundred steps” assumption which researchers and prac-
titioners had neglected for a long time proved to be the
cornerstone for solving some of the seemingly unsolvable
issues of child development. We will take a closer look at
this point in the last part of this article when considering
the ZPD multidimensional model [15; 46].

Based on the aforesaid, we can draw several impor-
tant conclusions, which set the “mode” of treating Vy-
gotsky’s cultural-historical psychology in general and
the ZPD concept in particular as the core (epicenter) of
the concept of development.

Firstly, accepting Vygotsky’s position designated in
1927 and representing the position of a scientist who pio-
neered establishment of the new psychology as a develop-
ment facilitation practice, we consider theoretical ideas and
concepts that he developed as tools of this practice, rather
than scientific concepts that are designed to explain reality
but do not necessarily have a heuristic potential for practice.

Secondly, taking into account that the basic concepts
which grounded Vygotsky’s developmental framework
appeared as late as during the last 2—3 years of his life,
the cultural-historical theory should be viewed as funda-
mentally incomplete. That is, one needs to discriminate
between different levels within Vygotsky’s theory, i.e.
between its “zone of actual development”, which it had
reached when its author was still alive, and its “zone of
proximal development”, which can be used to make judg-
ments on Vygotsky’s ideas that he had had no time to pro-
vide a complete rationale for and to follow to their logical
end. An effort to analyze and to integrate these ideas into
a whole enabled us to arrive at the ZPD multidimensional
model [15; 46] as a feasible elaboration of Vygotsky’s ideas.

Thirdly, it is worth bearing in mind that since
L.S. Vygotsky’s “Thinking and Speech” was translated
into English in 1962, cultural-historical psychology has
started developing along two relatively separate lines of
the Soviet & Russian and “Western” cultural-historical
psychology (let us put quotes around the word “West-
ern” as today cultural-historical psychology is represent-
ed on all the five continents, and Vygotsky’s writings can
be read in multiple languages rather than in Russian and
English only). Analyzing the concept of ZPD and trac-
ing its evolution, one needs to account for the existence

of these two lines and the differences between them since
some works that are important for Russian psychologists
have not yet been translated into English. Furthermore,
the only ZPD definition that can be found in “Mind in
Society” (1978) [46], the most frequently cited book on
cultural-historical psychology in the West, was given
by L.S. Vygotsky in a booklet for teachers published by
his associates and disciples in 1935, i.e. after Vygotsky’s
death. This definition lacks important meanings that
have become a relevant starting point for the Russian
ZPD research at the turn of the 20th — 21st centuries.
N. Veresov [5] devoted several works to analyzing dif-
ferences between the two conceptualizations of “ZPD”
(Russian and Western), so we will not dwell on this is-
sue here. Let us discuss the differences that are impor-
tant for providing a rationale for the perspective of prac-
ticing psychologists relying on the Reflection-Activity
Approach and the ZPD multidimensional model in their
work [15; 16; 17; 18; 20; 22; 46; 47 etc.] and communicat-
ing this perspective to the reader.

Issue of ZPD Definition

The definition of ZPD provided by L.S. Vygotsky (or
his associates who prepared the booklet for publication
in 1935) is most well-known both in Russia and other
countries, which use “Mind in Society” [45] as their main
reference. Let us give this definition. “... The child’s zone
of proximal development is the distance between the ac-
tual developmental level as determined by independent
problem solving and the level of potential development
as determined through problem-solving under adult
guidance, or in collaboration with more capable peers”
[7, p. 42; 45, p. 86]. This definition is usually regarded
as “classical”, i.e. expressing the core of the concept, its
essential content, according to Vygotsky. Is it really so?

Firstly, we believe that definitions of this concept
in other Vygotsky’s texts, e.g. as of 1933 and 1934 [9;
10], differ significantly from the classical one, and we
analyzed these differences in detail earlier [15; 46]. In
particular, L.S. Vygotsky used the word “distance” in no
other writings, and in addition to the term “under adult
guidance” he used phrases “with the adult’s help” and —
which is of principal relevance for us — “in collaboration
with an adult”. One has to admit that this makes a dif-
ference: in the first case, the adult-child relationship is
the one between a leader and a subordinate, whereas in
the second case, the relationship is cooperative. On the
other hand, what does the word “distance” refer to? If
it denotes a type of problem solved, then it is all about
learning rather than development. If it refers to cogni-
tive capacities, then how are they measured? There is
nothing said about this in the definition itself.

Secondly, considering the context, we can see that
Vygotsky prefaced this definition (in the original Rus-
sian text) with the words, “Providing that we call ...”* and
then introduced the idea of the two developmental levels

2 These words are absent in English version of the definition in “Mind in society”.
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of actual and proximal development. By the level he un-
derstood nothing but “the child’s mental age” as deter-
mined by independent or adult-assisted problem solving.
If a ten-year-old child solves problems at an eight-year-
old’s level, his mental development level is 8 years old. If
with the adult’s help the child deals with the problems
up to a nine-year-old’s level, then this is precisely his/
her level of proximal development, and the “distance” be-
tween the two levels is 1 year. If the child handles prob-
lems up to an eight-year-old’s level when dealing with
them independently and up to a twelve-year-old’s level
when being assisted by an adult, then the “distance” will
grow to 4 years. Vygotsky suggested taking these differ-
ences into account when forming learning groups (class-
es) and organizing education. “The distance” is the dif-
ference between the two ages as determined (measured)
by problems of a varying degree of difficulty. Does the
abovementioned definition reflect what L.S. Vygotsky
wrote in other texts on ZPD appropriately? Of course, it
does not. His understanding as presented in other texts
was much more subtle and richer in terms of both mean-
ing and content. So, why did L.S. Vygotsky formulate
this definition in this very way here?

To answer this question, one needs to consider the
context in which L.S. introduced this “provisional”
definition. The context was as follows. The booklet was
written for teachers and pedologists who were used to
determining the child’s developmental level judging by
the child’s independent problem solving alone. However
L.S. Vygotsky urged them not to finish the examina-
tion at that stage, but to start it from that point so as to
identify the level of problems that the child could solve
if assisted by the adult (in the definition he wrote “under
adult guidance” while he mentioned “with the adult’s
help” earlier). To substantiate the need for assessment
of what the child was capable of doing in collaboration
with others, he introduced a simple “working definition”
to illustrate his main assumption about the relevance of
diagnosing of what the child would be able to achieve in
collaboration with the adult. Experts in cultural-histor-
ical psychology understand that this idea was grounded
in the concept of development as a process of mastering
the cultural-historical experience in the course of the
child-adult joint activity (L.S. Vygotsky termed it “in
collaboration”), and that the development of uniquely
human higher mental functions occurred through in-
teriorization. However it was important for teachers —
given their “zone of proximal development” — to take a
step towards understanding the point of assessing what
independent problem solving the child was yet incapable
of but already handled successfully in collaboration with
them. This “working definition” suited this objective
quite well. Therefore, we believe that one needs to treat
this most famous and popular definition, which “Mind
in Society” [45] had unfortunately almost canonized, as
an exclusively working construct that Vygotsky had cre-
ated to solve a specific practical problem, and namely,

communicating the importance of assessing not only the
actual but also proximal level of development to teachers
and psychologists since, if we agree with this viewpoint,
“all the issues of pedology in both normal and special
schools will look different” [7, p. 52] as Vygotsky clari-
fied it himself®,

History tolerates no what-ifs so we cannot say what
the ZPD definition would have been, had Vygotsky been
able to work on it for at least a few more years. However
even in this “highly sector-specific” text for teachers,
L.S. Vygotsky mentioned the context that he found most
relevant, i.e. the goal of promoting “the integral person-
ality development”. Keeping in mind that in “Problems
of Age” (the book that has not yet been translated into
English) he wrote that the ZPD concept could be ex-
tended to other aspects of the personality, the ZPD defi-
nition under consideration ceases to be valid as hardly
all personality aspects can be assessed by “the measure of
age”. What should one do then? What definition should
be used? Or is there no definition?

Drawing on the fact that Vygotsky had little time to
develop and implement everything that he had planned,
and that even despite 16 volumes written within 10 years,
he wrote hardly everything that he could have written,
it can be argued that an effort to understand what Vy-
gotsky meant by the ZPD concept resembles arranging
a puzzle of odds and ends of thoughts scattered around
different texts, or the reconstruction of the whole from
its fragments.

We made this effort in 2006 having been stimulated
by “Problems of Age” editor’s note to L.S. Vygotsky’s
words that the text would consider the diagnostic value
of the ZPD concept, whereas “its educational value will be
considered in one of the following chapters “. The editor’s
note said, “L.S. Vygotsky had never written these chap-
ters”. An attempt to imagine “what else Vygotsky had no
time to write about” stimulated the author of this article
to develop the ZPD multidimensional model described
for the first time in an article of the same name [15; 46].

Four Ideas by L.S. Vygotsky
that 1935 Definition of ZPD Fails to Reflect

Vygotsky’s texts contain a number of indications
that he laid a greater emphasis on the concept of ZPD
than the definition of 1935 represented. In particular,
we can highlight at least four of these points. Firstly, he
noted that the concept of ZPD could be extrapolated
on to personality development in general. The second
point is that the child’s development is dependent on the
adult’s assistance. The third point is that ZPD has two
boundaries rather than one: the first one separates ZPD
from the zone of actual development (independent prob-
lem solving); and another one runs between ZPD and
the zone where the child fails to interact with the adult
with full awareness (L.S. Vygotsky put it as “thought-

3 L.S. Vygotsky's idea of ZPD measurement got implemented as late as in 1976, when A.Y. Ivanova (daughter of S.Ya. Rubinstein who was
L.S. Vygotsky’s student and B.W. Zeigarnik’s colleague) developed a standardized procedure for assessing ZPD [27].
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fully”, i.e. not just “through imitation”), which we later
termed it as “a zone of unattainable challenge” [15; 46].
The fourth point is L.S. Vygotsky’s famous statement,
which he quoted in “Thinking and Speech” published in
Russian in 1956 and translated into English in 1962, that
it was not only that learning preceded development but,
under certain conditions, a single step in learning could
represent a hundred steps in development.

In the West, Vygotsky’s followers paid little atten-
tion to this his idea for a long time although he believed
that it was “the most positive feature of this new theory”
[9, p. 230] referring to the developmental theory obvi-
ously. At the same time, Russian psychologists attached
greater importance to this assumption [26; 35], and
V.P. Zinchenko [26] considered this idea to be a ratio-
nale for the assertion that the child development was
fundamentally unlimited, which was embodied in the
definition of the ZPD, but was not apparent. From a the-
orist’s perspective, L.S. Vygotsky’s idea is quite simple:
within ZPD, in collaboration with adults, children can
solve problems that they cannot solve independently;
and tomorrow they will be able to autonomously handle
problems that they solve in collaboration today. There-
fore children’s capacities get continuously enhanced and
progressive development unfolds when the adult creates
proper conditions to this end. It is a practitioner’s busi-
ness to determine and to be able to create these condi-
tions. And the nature of these conditions, i.e. in which
way adults need to build their interaction with children
so as to create developmental conditions is of greatest
interest from the practical perspective.

One of these conditions is the child’s subjectness po-
sition exercised when interacting (engaging in joint ac-
tivity, cooperating) with an adult.

“Is it Under Guidance or In Collaboration”?

The definition given in the 1935 booklet, which was
translated and published in “Mind in Society” [45], pro-
vided that within ZPD children were able to solve prob-
lems that they failed to solve independently under adult
guidance or in collaboration with more capable peers.
This text is a transcript of Vygotsky’s speech given in
December 1933. The same text, just like some others [9;
10], includes such phrases as “in collaboration with the
adult”, “with the adult’s help”. That is, L.S. Vygotsky
used the expressions “under guidance”, “in collabora-
tion”, “with the help of” as synonyms, or as indicating
that the adult’s assistance could vary and be provided

from different perspectives. The definition given in 1935
(which included only the expression “under adult guid-
ance”) lacks this point which is important to understand
the way how the child-adult interaction is built within
ZPD. Due to this, the term “collaboration” fades into in-
significance losing its conceptual load. However it was
this very term that many Russian psychologists adopted
in the 1990s and that allowed to infer that when cooper-
ating with an adult, a child became an agent of his/her
learning and even an agent of self-development [14; 23;
38; 41; 47, etc.). In the second decade of the twentieth
century, assessment of the child’s subjectness position’
in learning has become a most important area of scien-
tific research and practice. This is really crucial as the
nature and the dynamics of developmental processes are
largely determined by the way in which the child-adult
relationship unfolds in the course of their educational
interactions: either the child develops as an agent of ac-
tivity meaning that he becomes an agent of self-develop-
ment as well or the adult develops certain abilities in the
child, and the child is subject to the adult’s educational,
psychological, and other influences.

We have put the subtitle “Is it Under Guidance or In
Collaboration?” in quotes not by chance as these are not
alternatives: the adult can direct (guide) the interaction
with the child and to be the child’s coworker simultane-
ously. Acting under adult guidance, the child can also
manage their interaction adopting the position of a co-
worker, i.e. an agent of the activity, as well.

What is the difference between the developmental
processes in education when the child is an agent of learn-
ing and self-development (within a collaborative relation-
ship) and when the child fails to exercise the subjectness
position subordinating his/her activity to the adult’s will
(this relationship is an alternative to collaboration)? The
effectiveness of training will depend on the teacher’s mas-
tery, and higher mental functions will develop in both
cases. However the collaborative relationship and the
subjectness position arising from this relationship include
a mechanism of self-development which explains the ef-
fect theoretically predicted by Vygotsky in the aforemen-
tioned formula of “A single step in learning can represent a
hundred steps in development”. When studying, the child
learns to solve problems that he/she is yet incapable of
solving independently through the interaction with the
adult. Then, by means of interiorization, the child be-
comes able to handle them autonomously. But where, in
what space, then, do these hypothetical hundred steps oc-
cur? Non-obviousness of an answer to this question might
explain an amazing fact that even a special book dedicated

4 Here is what Vygotsky wrote in "Educational Psychology" (1926) about the teacher-student interaction, "The educational process must
be based on the student's individual activity, and the art of education should involve nothing more than guiding and monitoring this activity" ...
(the English translation was adopted from Vygotsky, L.S. “Educational Psychology”, 1997, p. 48). “Until now the student has always stood on the
teacher’s shoulders. He has looked upon everything through his teacher’s eyes and judged everything by the way his teacher thought. The time has
come to place the student on his own two feet... The child must himself be made to walk and to fall, to suffer pain from injuries, and to decide what
direction to follow. What is true as repaid walking, that it can be learned only on one’s own two feet, and only by one’s own tumbles, is equally
applicable to all aspects of education” (adopted from [6 , pp . 97—98]. The English translation was adopted from Vygotsky, L.S. “Educational

Psychology”, 1997, p. 342).

5 The concept subjectness position corresponds to the concept sense of agency in Western psychology. This concept was worked out in special
study and includes two important components — activity and awareness [32], [33], [34].
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to the analysis of “Thinking and Speech”, which includes
a chapter on Vygotsky’s metaphors, lacks mention of this
formula although “zone of proximal development” is used
47 times! [43].

Searching for Space to Understand
L.V. Vygotsky’s Formula

An upsurge of interest in cultural-historical psychol-
ogy due to active penetration of psychology into practice
(not exclusively in Education) at the end of the last cen-
tury was accompanied by an increasing focus of various
professionals (educators; psychologists; neuropsycholo-
gists; psychotherapists) on the concept of ZPD. Since
the late 1990s, a special area of the ZPD research in
Russian cultural-historical psychology has evolved and
become popular, and namely, the search for other ZPD
dimensions (in addition to an intellectual one) (let us
recall Vygotsky’s idea that the concept of ZPD could be
extrapolated on to personality development in in gen-
eral, “on to other aspects of the personality”). A num-
ber of Russian psychologists have focused their efforts
on searching for areas of not only intellectual but also
personal development of children in the course of their
interaction with an adult within ZPD. E.E. Kravtsova
[28] argued that the concept of ZPD referred primarily
to personality development. N.L. Belopolskaya demon-
strated an emotional dimension of ZPD in her works
[2]. A study by L.F. Obukhova and I.A. Korepanova
[36] focused on the meaning-making dimension of ZPD.
G.A. Zukerman [40] suggested considering ZPD as a
space of different developmental options depending on
the type of assistance. An effort to integrate and synthe-
size these ideas by linking them to a practice of assisting
children with overcoming learning difficulties by means
of the Reflection-Activity Approach (an area of research
and practice being developed within the framework of
cultural-historical psychology) resulted in the develop-
ment of the ZPD multidimensional model [15; 15; 29; 21;
46; 47; 49, etc.]. This model integrated the ideas that Vy-
gotsky had expressed in relation to the concept of ZPD
and its relevance for understanding of the learning-de-
velopment relationship. These developments resulted in
the establishment of a theoretical model of the ZPD [15;
46] and development of a specific method of analyzing
cases of child assistance. This method helps to identify
changes (steps) in the child’s development that accom-
pany changes (steps) arising from the child’s learning
with the adult’s assistance [19; 20; 21; 34; 47]. A pre-
sentation made by the author of this article at the 2006
conference provoked a heated debate among the ZPD
section participants. However a post-conference article
that summarized the content of each presentation quite
extensively never mentioned that the ZPD multidimen-
sional model had been presented [29]. The effort to con-
vey the heuristic potential of the ZPD multidimensional
model in a brief conference presentation seemed to have
failed [16]. Further research and practice of applying the
Reflection-Activity Approach to assist with overcoming
learning difficulties showed that the multidimensional
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model had both theoretical relevance being one of the
hypothetical ZPD “frameworks” and could also serve as
a tool to solve purely practical problems including those
that seemed to be unmanageable.

ZPD Multidimensional Model as Key
Conceptual Tool of Reflection- Activity
Approach to Overcoming Learning Difficulties

Before describing the ZPD multidimensional model
itself, let us give a brief account of the Reflection-Activi-
ty Approach (RAA) to helping students overcome learn-
ing difficulties providing assistance that contributes to
development [17].

The central idea of RAA consists in using learning
difficulties as a resource for development, “The things
that hinder us will help us!” What this process may look
like?

First of all, challenges are an inevitable component of
learning because the child attempts at doing something
that he/she has not learnt yet. According to L.S. Vy-
gotsky, education is arranged in such a way that “the
child always has to bite more than he can chew” (Vy-
gotsky’s literal translation would be “jump higher than
one’s height”). Having faced difficulties, the child be-
comes aware of the boundary between what the child
can already do independently and what he/she is yet
incapable of; experiences the need for the adult’s help;
expects it and accepts it eagerly (if they have a coopera-
tive relationship). The adult’s involvement in the child’s
problem solving acquires a special value: without the
adult’s help, the child will fail to handle the task and will
fail to do what he/she wanted or what he/she was to do.
When overcoming difficulties with the adult’s support,
the child both learns and develops.

Secondly, if the adult builds a cooperative relation-
ship with the child, then they unite and exercise collective
agency over actions to cope with a challenge. The subject
of their activity is a search for specific modes of action
that will enable them to overcome difficulties; to correct
mistakes and to prevent them in the future. Interacting
within ZPD, the adult and the child initiate the process
of interiorization, in which the modes of joint actions will
later become the child’s own modes of action.

An overcome difficulty is a “step” in learning. What
steps in development can be facilitated by the child’s
awareness that acting “in this way” he/she will avoid
“these mistakes”? And what changes can and should oc-
cur for the child if he/she has taken this step? A theo-
retical answer to these questions lies in the ZPD mul-
tidimensional model. The ZPD multidimensional model
embodies Vygotsky’s ideas regarding the capacity of the
ZPD concept to be extended to various aspects of person-
ality development, as well as his idea of a specific learn-
ing-development relationship which empowers one step in
learning to result in a hundred steps in development.

The diagram (see Fig. 1) depicts a child and an adult
(a teacher; an educational psychologist; a counselor; a
parent, etc.) who are agents of the child’s progress in the
course of learning. In the diagram, the area “above the
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child” depicts the child’s abilities, qualities, personality
features which relate to the educational activity (learn-
ing) being carried out. They are designated as potential
dimensions of development, i.e. they can change while
overcoming learning difficulties. For example, a success-
ful accomplishment of a challenge can be accompanied
both by an improvement in cognitive functions (atten-
tion, memory, ways of thinking), and improvements in
reflection; motivation; self-efficacy, etc. Each dimen-
sion, including the dimension indicated by the plane of
a learning activity, falls into three hypothetical zones:
the zone of actual development (ZAD), within which
the child can solve problems independently without the
adult’s help; the zone of proximal development (ZPD),
within which the child can perform only with the adult’s
assistance; the zone of unattainable challenge (ZAN),
within which the child is incapable of a thoughtful col-
laboration with the adult (the boundary between the
comprehensible and the incomprehensible). Assumingly,
the steps in learning represent changes in the ZAD and
ZPD boundaries on the plane of learning, and the steps
in development are qualitative changes in every dimen-
sion. Vygotsky’s formula — “A single step in learning can
represent a hundred steps in development” — gets filled
with concrete meaning within the framework of this
model: one-step progress within an educational dimen-
sion can be accompanied by simultaneous qualitative
changes in many dimensions.

Coping with Challenges Dimension

Personality Change Dimension

Zone of Actual Development

Zone of Proximal Development

Zone of Unattainable Challenge

It is essential (prerequisite) that the child engages in
joint activities as an agent who actively looks for obsta-
cles to be addressed so as to manage the task and appro-
priates the experience of overcoming difficulties in col-
laboration with the adult investing efforts to learn how
to solve problems that are unmanageable so far. All the
changes that the child may face can be depicted as new
formations or “steps” in a specific dimension.

Participating in the process of overcoming difficulties
as an agent, the child engages in activity as arranged by
the counselor in accordance with the “Intention — Imple-
mentation — Reflection” scheme which N.G. Alekseev
proposed to describe and arrange a project-oriented ac-
tion [1]. The Intention arises as an idea to get rid of spe-
cific mistakes. Then, with the counselor’s support, the
child becomes the agent of intention implementation, and
reflection of this implementation. Making efforts to im-
plement his/her intention, e.g., learning to avoid a certain
type of mistakes, the child assisted by the counselor starts
with identifying the link between his/her mode of action
and his/her mistake. Then he invests efforts in becoming
aware of the mode of action so as to understand which
aspect of it results in mistakes and challenges. Through
gaining awareness of the faulty mode of action, the child
frees him/herself from its power and — with the adult’s
help — attempts to change it. Reflecting on the mode of
action is central here since it sheds light on a specific as-
pect that needs to be modified. Understanding how to

Dimension of Cognitive Change Due to
Mastering New Modes of Action

Reflection Development Dimension

Agency Development Dimension

Working on Learning Difficulties
Dimension

Problem Epicenter

Fig. 1. ZPD as a generality of dimensions of potential developmental steps in the course of learning [15; 46]
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produce change is now part of the child’s creative work
performed with the counsellor’s support. After the child
finds a new mode of action, and tries, tests, and ascertains
its effectiveness, it is helpful to reflect on the process of
intention implementation, which is also done with the
counselor’s help. Final reflection allows to make meaning
of the most important points in the dynamics of the pro-
cess of overcoming difficulties. These include differentiat-
ing between what the child is able to do independently;
what the child is incapable of; what he/she can accom-
plish with the adult’s assistance and what he/she needs
to learn so as to use a new mode of action autonomously.
In this way, reflection enables the child to become aware
of “the dual resource” — what the child is able to do inde-
pendently and what he/she is capable of when acting in
collaboration with the adult but what he/she will be able
to do independently in the future [22]. This brings about
a new issue and a new idea for joint actions in the future.
All new formations that arise in different dimensions as a
result of this dynamics can be accounted for as “steps in
development” in a specific dimension [20; 21; 34].

It turned out that it was possible to use the ZPD mul-
tidimensional model as a development assessment tool
with first-year students — future psychologists. These
students held no ZPD stereotype as created by its “clas-
sical” 1935 definition which we believe to ignore Vy-
gotsky’s most important and heuristic ideas about ZPD.
We provide a brief account of this work as an illustration.

In 2017, the following case arose in the course the first
lesson of the Psychological and Educational Assistance with
Overcoming Learning Difficulties Course during first-year
undergraduate students’ training at the Counseling and
Clinical Psychology Department of the Moscow State Uni-
versity of Psychology and Education. A teacher found out
that most students did not feel confident when writing words
with an unstressed vowel and made grammar mistakes oc-
casionally. Then, the teacher and the students invested a
collective effort in reflecting on and becoming aware of a
mode of action that resulted in errors. Afterwards, they col-
laborated to build a mode of action that would eliminate
mistakes and would allow anyone who had mastered it to
write words with unstressed vowels competently and to feel
confident that there would be no errors.

Later on, the students were asked (one needs to keep it
in mind that these were freshmen who were ignorant of Vy-
gotsky’s name so far; never attended the Developmental Psy-
chology course, and had no idea about ZPD, etc.) what other
change could occur to a person who used to rely on a faulty
mode of action that had resulted in errors, and then he/she
had mastered a robust mode of action that had enabled him/
her to write without errors. It took the “warmed-up” students
5 minutes to single out 25 new formations that the child who
had mastered a robust mode of action might have developed.
At that time, the teacher was drawing these new formations

as dimensions above the child’s image on the blackboard,
and then asked another question, “Can you demonstrate and
provide a rationale for 100 steps in development that can
arise in this case?” The students agreed to complete this task,
and at the end of the course, each student presented a text
where they had listed one hundred dimensions, within which
quantum leaps could occur due to mastering of a new mode
of action, and five of them had detailed descriptions of how
these changes could occur. The concept that had raised doubts
among professionals in 2006 seemed natural and logical to
first-year students in 2017. By the way, in the same year, this
experiment was planned and replicated (rather than carried
out spontaneously) by V.K. Zaretskii and I.A. Nikolaevskaya
during an option course on RAA at the University of Neuchd-
tel, Switzerland, where Jean Piaget — L.S. Viygotsky’s famous
opponent — had worked. The option course was designed for
senior students, master’s students, and even PhD students.
Some of them decided to describe 100 possible steps in de-
velopment in a given situation of transition to a new mode of
action as their credit test assignment and handled this assign-
ment quite creatively.

In this article, we do not provide numerous practical
examples illustrating this self-development mechanism,
which makes it possible to break new grounds on various
developmental dimensions after making a single “success-
ful” step in learning. This phenomenon which we called
the “explosive dynamics effect” was described in a range
of publications [19; 25; 34; 47]. The only thing that we
would like to note here is that historically, the task of pro-
viding assistance so that a single step in learning would fa-
cilitate multiple steps in development stood out as a vital
practical task for us when L.Z. Saltykova, the President
of the “Deti.msk.ru” charity fund, had approached us in
2012. She asked for help with arranging school training
for orphaned children with disability and severe somatic
conditions and diagnosed with developmental delay and
mild intellectual disability. The initial educational and
developmental level of these children seemed to be so low
that even a perfectly arranged educational process would
hardly change their lives significantly due to health limi-
tations and specific social situation of development. Nev-
ertheless, the next 8 years of work showed that it was
possible to create conditions for these children’s normal
development enabling them to overcome their limita-
tions, to receive education and to self-actualize [47].

Christel Manske [32] who positions herself as Vy-
gotsky’s follower and whose main practice in recent
years has dealt with preparing preschool children with
Down syndrome to inclusive education in a regular
school described similar cases of “explosive dynamics”
and subsequent progressive development in her works.
In one of her books, she dedicated the first chapter to
the ZPD concept. This chapter could be called “a hymn
in praise of the zone of proximal development”®. Judging

6 The titles of some paragraphs in this chapter look as follows, "In the zone of proximal development, we share joy and pleasure with each other.
In the zone of proximal development, no child is a loser. ... In the zone of proximal development, a person begins to understand himself better with
the help of another person... In the zone of proximal development, affects are not suppressed, but get culturalized. In the zone of proximal develop-
ment, we attach great importance on meanings that are relevant for the person ... In the zone of proximal development, a leap from one level of

mental development to a higher level is possible” [ 32, c. 5].
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by the paragraph names, even without diving into the
content, we can see that the idea of the multidimensional
model is undoubtedly close to C. Manske [32].

Evolution of Methodological Status
of ZPD Concept

This article has attempted to trace an amazing evolu-
tion that the concept of the zone of proximal develop-
ment, which initially served as an explanatory principle
of interiorization and organizing of education for chil-
dren with different levels of potential development, has
undergone over the course of 88 years.

If we use the idea of various functions of conceptual
“tools”, which E.G. Yudin examined using the example of
the methodological functions of A.N. Leontiev’s concep-
tual scheme of activity [42], then it can be argued that
the concept of ZPD fulfilled the function of an explana-
tory principle from its development in 1933 and until
the late 1990s. Even V.V. Davydov’s [12] work, which
referred to the ZPD concept repeatedly, employed it as
an explanatory concept rather than an integral part of
the research subject.

Nevertheless, the attempts to operationalize this
concept in relation to various aspects of child develop-
ment (cognitive, emotional, meaning making) which
were made in the aforementioned works of the Russian
authors [2; 15; 28; 30; 36; 40] facilitated ZPD transi-
tion from the status of an explanatory principle to the
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status of a subject of study. Being an integral part of
the designed research subjects, the ZPD concept facili-
tated design of other subjects, such as development of
the emotional sphere, meaning making, subjectness po-
sition, learning autonomy, etc. It may well be that the
enormous heuristic potential of the ZPD concept hid-
den in two Vygotsky’s fleeting replicas reflecting the
ideas that the ZPD concept can be applied to various
personality aspects, and that a single step in learning
can represent a hundred steps in development, facili-
tated the discovery of another methodological function
of this concept, and namely, its capacity to serve as a
methodological vehicle for designing of new subjects
of research and practical development in various ar-
eas of psychological and pedagogical practice: special
needs education [32]; providing children with psycho-
logical assistance with overcoming learning difficulties
by means of the Reflection-Activity Approach [20; 47,
etc.]; psychological counselling for teachers [24]; psy-
chotherapy [22; 37; 38; 39; 44; 48; 49] and a number of
other areas of research and practice [31], etc.

In conclusion, let us get back to Vygotsky ‘s words
about why teachers need to learn to identify the zone of
proximal development and to work with students within
it. If this happens, then “all the issues of pedology in both
normal and special schools will look different” [7, p. 52].
V.P. Zinchenko [26] elaborated on this idea in his essay
devoted to L.S. Vygotsky, “If a teacher is sensitive to a
child’s zone of proximal development, it will grow into
the prospect of his unlimited development”.
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B craThe maeTcst ananus nmoHATHs 30Ha 6sskaiinrero passutust (35P) JI.C. BoiroTckoro, paccMatpuBba-
10TCST BADHAHTBI €70 OTIPEIEJIEHUSI, TPOBOUTCS KPUTUYECKUI aHAIN3 HAarboJIee PACipOCTPAHEHHOTO OIIpe-
nesiernst 3BP, Basroro us pa6orst JI.C. Beirorckoro 1935 r. v SIBJISIOIIErOCS OCHOBHBIM [IJIs1 AHTJIOSA3BIYHBIX
aBTOpoB. Vcxoas us obuiero Merozpoorudeckoro sampicyia JI.C. BBITOTCKOro 0 CO3faHUU MICHXOJOTU-
MPAKTUKU U HE3aBEPIIECHHOCTH €r0 KOHLETIMK Pa3BUTHSI, B TOM YMCJIE, HE3aBEPIIEHHOCTH PazpaboTKK 110-
Hsatst 3BP B Iy U3BECTHBIX KU3HEHHBIX OOCTOSATENBCTB, IEJAAETCS HOIbITKA PEKOHCTPYKIMU TOHSITUS
HA OCHOBe aHasu3a pasindHbix pabot JI.C. BbIroTckoro, 10MyCcKaonmMx BO3MOKHOCTb HHOTO TOHUMAHUS
3bP, uem pannoro B onpezenennn 1935 r. B xoze ananmsa paziuanbix nosoxenwuit JI.C. Boirorckoro o
cBsizn 0Oyuenusi u passutusi, 0 3BP, 0 ero smaveHun it IUATHOCTHKY U IEarOTUKU, O BO3MOKHOCTU
npuMeHeHus MoHATHS 3BP K pagHbIM CTOPOHAM JIMYHOCTU YCTAHABJIUBAIOTCS CO/IEPKATEIbHbBIE JI€MEHTBI
nousitust 3B P, He Borreime B «kaHoHU4ecKoe» ompeesnenue. /laetcs onvcanne MHOTOBEKTOPHOM MOJIEIN
3BP, pazpaboraHHoii B pamkax pedIeKCUBHO-AESITEIbHOCTHOTO TTOJX0/a K OKA3aHUIO OMOLIU YYall[M-
cs1 B IIPEOJIOJIeHNN y4eOHbIX TPYIHOCTEl, B KOTOPOil uHrerpupyiorest ocHoubie ugaeu JI.C. Boirorckoro
o 3BP. OcymecTBsieTcst peKOHCTPYKITUST METOIOJIOTHYECKOTo craTyca noudaTtust 3bP B omope wa npesn-
CTaBJIeHUE O METO/I0JIOTMYECKUX (DYHKINAX KoHlenTyanbubix cxem .1 IOauna. [Tokazamno, uto ¢ Momenra
cBoero nosijeHus nousitie 36P npoxoaut cragun 06bACHUTETBHOTO TIPUHIIKIIA, TIPEAMETA UCCIIeJOBAHUS
U METOZIOJIOTHYECKOTO CPECTBA IOCTPOCHISI HOBBIX IIPEAMETOB UCCIIE0BAHUI 1 Pa3pabOTOK.

Knoueewie cnosa: 3ona 6nmkaiiniero passutust, JI.C. BbIrotckuii, MHOrOBEKTOPHAst MOZIENb 30HbBI OJIU-
JKaiirero pasButust, pedIeKCHBHO-/1eSTeTbHOCTHBIN TOX0, KOHCYJbTATUBHAS MTOMOIIb B TPEOIOJIEHUN
y4eOHBIX TPYAHOCTEH, CyObeKTHAS TTO3UTINS B YIeOHOI e TETbHOCTH, METOOMOTHYECKII CTATyC TIOHSITHS.

s waratet: 3apeyxuii B.K. Emte pas o 3one 6auskaiimero passutus // KyabrypHo-uctopudeckas nenxosorus. 2021,
Tom 17. Ne 2. C. 37—49. DOT: https://doi.org/10.17759 /chp.2021170204
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he theoretical basis for the development of mod-

ern education is the Cultural-Historical Theory of
L.S. Vygotsky [1]. The fundamental provisions of this
theory — the leading role of learning in the process of child
development, the direction in development from intrapsy-
chic (divided between participants) to interpsychic (inter-
nal, individual) — determine the organizational and meth-
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odological framework in which pedagogical innovations in
the Russian school are currently understood and designed.

Based on the Cultural-Historical Theory of L.S. Vy-
gotsky, Russian primary education is faced with the task of
forming students’ social meta-subject competencies. At the
same time, the ability of primary school students to interact
with their peers and with adults in the educational process is
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considered to be one of the key requirements for the organi-
zation of the educational process. This provision is reflected
in the new educational standard. Social competencies in it
are defined as: “active use of speech tools to solve communi-
cative and cognitive tasks; wish to listen to the interlocutor
and conduct a dialogue; willingness to recognize different
points of view and the right of everyone to have their own
point of view, to express their opinion and argue their point
of view and assessment of events; involvement into determi-
nation of a common goal and ways to achieve it, ability to
agree on the distribution of functions and roles in joint activ-
ity and to exercise mutual control in joint activity, to ade-
quately assess their own behavior and the behavior of others;
willingness to resolve conflicts constructively by taking into
account the interests of the parties and cooperation” [18].

For a school that implements the ideas of develop-
mental learning [3; 4], the inclusion of broad communi-
cation (dialogue) and interaction of participants in the
educational process is a necessary condition for the or-
ganization of learning activity. Numerous studies car-
ried out by V.V. Davydov and his followers have shown
the productivity of the “teacher-students” dialogue at
the stage of setting a learning problem, i.e., in the case
when the object content of the problem is mediated by
the search for a joint way to solve it [2; 5; 6; 7; 8; 11; 12;
14; 15; 16; 19; 20; 26]. According to the data, students’
communication aimed at finding the objective content
of the problem (the action is defined by its object and
is aimed at its object) stimulates the implementation of
control and reflection. A joint discussion at the stage of
joint search for a solution contributes to the implemen-
tation of planning and analysis, creates conditions for
the development of imagination, mastering the basics
of learning independence, search and research activi-
ties, as well as self-assessment. Thus, in many years of
research, it has been proved that the special organiza-
tion of joint learning activity is an essential factor in
the effective teaching of primary school students.

As the results showed, joint actions are effective, start-
ing from the first grade, because when they are performed,
they help students understand different points of view and
coordinate them. This makes it possible for the participants
of joint activity to consider the content of the problem be-
ing solved, taking into account different positions and high-
lighting the essential features of the objective content of the
problem. On the other hand, the ability to meaningfully, in
a businesslike way, get out of a conflict situation, having
different points of view, allows students to successfully par-
ticipate in a frontal class discussion and effectively conduct
group work [15; 16; 19]. The data obtained are consistent
with the results of the study of the features of cooperative
learning and indicate the fundamental importance of com-
munication and learning interactions for the development
of metacognitive competencies [10; 21; 22; 23; 24; 27].

In the existing system of education (“traditional
school”), the main purpose of the primary school teacher’s
work is primarily to convey to children a set of certain op-
erations.

In contrast to actions or activity as a holistic process,
when a child fulfills simple operations, their meaning, goals,
and conditions, in which these concrete operations are ad-
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equate or effective, in most cases are clear only to the teach-
er, but remain complex and inaccessible to children. An
example of such training is a fairly long process of teaching
a child to write separate sticks and hooks, from which an
entire letter will then be formed. This method of exercise
based on fulfilling a set of specific tasks is also implemented
in teaching multiplication, where multiplication by 2 is the
topic of a particular lesson, and multiplication by 3 is the
topic of another lesson, etc. The main form of interaction
between the teacher and the students is the teacher’s indi-
cation of the need for the student to perform certain opera-
tions, and interaction is reduced to simple communicative
exchanges. An example of this type of communication is
teacher’s giving instructions on how the student should per-
form the action “according to the pattern”.So, in one of the
math lessons, we witnessed how the teacher asked the chil-
dren more than 250 questions on the multiplication table. If
the child answered correctly, she asked the next question, if
not — repeated the previous one and called another student.
To the experimenter’s question: “Why don’t you talk to the
children?” the teacher replied in surprise: “T've been talking
to them for a whole lesson! I ask them “3x3=?", and they
answer me either correctly — “9”, or incorrectly”.

With this understanding of educational communication
and educational interactions, the content of social competen-
cies is reduced to two interrelated phenomena. On the one
hand, when the search for a solution to a problem is reduced
to performing a certain sequence of tasks, communication
takes on the character of comments such as “solve in a pair”
or “do in a group”. Since the content and form of presenta-
tion of the task do not essentially change, the “interaction
with others” does not become necessary for the participants
and does not affect the way the children work. On the other
hand, working together, students should not “disturb” the
others. Therefore, the conditions for organizing joint work
include restrictions — certain rules of communication, such
as “speak in turn”, “give in”, “do not interfere with others”,
etc. The principal feature of a “traditional” school setting
is that in teaching-learning situations it is the teacher who
determines the goal of the activity, who manages, controls
and evaluates the actions of the student, leaving a child the
opportunity to perform the necessary operations. It is obvi-
ous that in school which uses this method of organizing the
learning process, children cannot be expected to fully master
meta-subject competencies. The latter is possible only in the
context of meaningful interactions between students and
adults, when children themselves act as full-fledged subjects
of the interaction, directing their actions and their commu-
nication to joint search for a solution to the problem.

We believe that the main indicator of the formation of
meta-subject competencies in children is that in the pro-
cess of learning the child not only learns the performed
part of the action (operations), but also identifies and
fixes those conditions in which these operations are ad-
equate — provides identification of a certain class of prob-
lems for which this way of action is specifically general [3].
It means that in different joint problem solving situations
students will look for different ways of organizing interac-
tions. The content of a problem assigned to them, deter-
mines the type and structure of communication adequate
to the search of the way to solve it. In other words, subject
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competencies become meta-subject competencies when
the child discovers the object of the operations performed,
that is the content of a problem and the limits of the way
of action. This discovery can happen when the child has
an attitude to the task as to performing a specific set of op-
erations not directly, but through interaction with other
participants in joint activity. This position became one of
the main hypotheses of our experimental study.

The goal of the study was to determine to what extent
primary school graduates who have been trained in schools
that differ in the way of organizing educational interac-
tions are able to jointly search for a way to solve a problem.

Hypotheses:

1. The association of students in groups in the pro-
cess of school education increases the effectiveness of the
joint search for a way to solve the problem (in compari-
son with the individual search for a way to solve it).

2. The development of social competencies in prima-
ry school is mediated by ways of organizing educational
interactions and communication, aimed at joint search
for a common way to solve a certain class of problems.

Description of “The conflict” procedure

To evaluate the comparative effectiveness of indi-
vidual and group solutions of a visual-logical problem,
we used a specially developed experimental procedure
called “The conflict” [9; 13; 17].

The material of the technique is a matrix of 3x3 cells, in
nine cells of which one can place 9 elements — images (“fac-
es”). Images (“faces”) are distinguished by four features:
“head size”, “eye color”, “nose shape”, and “number of hairs”.
A properly filled sample matrix is shown in Fig. 1.

A task. The experimenter offered the participants a
partially filled matrix of 5 elements, in which 5 “faces”
occupied the top row and the left column (see Fig-
ure 2), and suggested finding the pattern of the “faces”
and filling the remaining four empty cells with suitable
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Fig. 1. A filled matrix of 9 elements (“faces”),
which differ in 4 features (“head size”, “eye color”,
“nose shape” and “number of hairs”)

elements. The problem was considered solved if all the
empty cells of the matrix were filled in correctly.

To solve a problem correctly, it is necessary, first, to
identify and correlate the essential features of the matrix
elements (“faces”), and, secondly, to assume (“predict»)
changes in these features in a given coordinate system hori-
zontally, vertically, and diagonally (i.e., essentially find a
general rule for the arrangement of elements). In a two-di-
mensional matrix, only two attributes can change. There-
fore, in our problem, the four features are combined in pairs
(one pair is “head size” and “number of hairs”, the other is
“eye color” and “nose shape”). The increase in the number
of signs made it difficult to make a decision and created pre-
requisites for extensive communication. If the group’s work
was aimed at finding a common method (rule) for the ar-
rangement of elements in the matrix, then the relationship
of features that determines the place of each element was
found by these children. If the participants solved the prob-
lem without analyzing the relationship of features in the
system, then each feature was considered independently of
the other. Identifying a set of essential features is the first
step in solving the problem. Next, one needs to determine
which rule changes the features in the matrix. If students
analyzed only a column or only a row, they could correctly
determine the set of “faces” for solving the matrix, but did
not have enough information to correctly place them in the
cells of the entire system of elements. Only if the patterns
of changes in the attributes of elements in the column, row
and diagonal were determined simultaneously, the correct
“faces” fell into the corresponding cells of the matrix.

Procedure of the experiment

The study using “The conflict” procedure was con-
ducted in two stages.

The first stage was individual work. Each child was
given a form with a matrix (Fig. 2) and a set of 10 num-
bered images — “faces” (Fig. 3), four of which were suit-
able for solving the matrix, and the rest were not. There
were only four such sets, and they differed from each other
by having the same “faces” under different numbers.

At the first stage, the children were provided informa-
tion about the task that they should complete. “You have
two sheets with “faces”. On one of them, all the “faces” are
in their places, correctly. There are also 4 empty cells left
here. Your task is to select the appropriate “faces” for each
cell from the set and enter their numbers.”

The second stage was group work. Immediately after
the individual completion of the task, the students were
split into groups of 4 (those sitting at one desk turned
to those sitting at the next desk). They were given a new
group form with the same matrix as in the first stage.

At the second stage the task was formulated as fol-
lows: “This is a sheet of paper in which you need to write
down your general group solution to the same problem.
Discuss it. If you all agree on what “face” should be in an
empty cell — draw it. If somebody disagrees — you don’t
need to draw. Then fill the empty cell with your names
and numbers of the “faces” that you think are correct.
You will find these numbers in your individual sets”.

Starting to work in a group, students found out that
their individual results were different from those of the
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Fig. 2. The material of “The conflict” method
(a matrix to be filled in at the individual and group stages)

other participants, i.e. the empty cells were filled with dif-
ferent numbers. The discrepancy between individual re-
sults was ensured by providing participants with different
sets of numbered elements — “faces” at the first stage of the
work (Fig. 2 shows one variant of the four sets used). It cre-
ated a situation of a socio-cognitive conflict.Initially, at the
individual stage of the work, the children developed their
own point of view in relation to the solution of the prob-
lem, and then, at the second stage, when solving the same
problem together, their individual positions collided. This
type of organization of joint activity leads to a meaningful
conflict, in which the analysis and comparison of points of
view becomes more active, bringing it up to their reason-
able separation or agreement, or to the development of a
new unified group position [see, for example, 10; 13; etc.].
In such a situation, the task of the group was to fix and co-
ordinate the positions of individual participants and agree
on which specific element would be placed in each cell.
The experimenter observed and recorded how the
group builds interaction in the process of solving the
problem. The activity of group members, nominating a
leader, conflicts and characteristics of social interactions
were recorded (whether individual solutions are used in
joint problem solving, whether they detect mismatch of
numbers in their individual results, how many features
are discovered in the matrix, whether a column, line, or
diagonal is analyzed, the content of individual partici-
pants’ statements in the process of solving the problem).
The analysis of individual and joint problem solving
results, as well as the protocols of monitoring the work
of the group, allowed us to study the processes of orga-
nizing the participants’ interactions and the features of
overcoming their socio-cognitive conflict, to assess the
impact of interactions and communication on the effec-
tiveness of solving the problem quantitatively and quali-
tatively. So, the nature of filling in each cell of the ma-
trix (with a drawing or individual names), the number
of drawings and individual names, as well as the correct-
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Fig. 3. One of the 4 sets of elements — “faces”, which was
used at the first (individual) stage of solving the problem
(filling in the matrix)
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ness of filling in each empty cell are the indicators of set-
ting a common goal, agreeing on a solution method and
the effectiveness of a group solution for us. For example,
from Figure 3, it follows that in relation to two cells of
the matrix, all participants of the group held a common
goal and agreed on solutions (the presence of a picture),
in the third case, only two participants agreed on a com-
mon solution (two names are circled together), and in
the fourth case, there was no agreement and four answers
were given. As for the way out of the conflict situation,
it was possible to state its instability, since the agreed
solution was achieved in relation to only two cells out of
four (two cells are filled with drawings). However, these
drawings are also made by the group incorrectly. This
meant that, in overcoming the conflict, the participants
attached more importance to the agreed choice of the an-
swer than to the joint analysis of the content of the task
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Fig. 4. Example of filling in the group protocol
by 4 participants
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itself. A general way to overcome the conflict is based
on two components — the ability to agree on interaction
between the participants and the ability to direct this in-
teraction to find a solution to the problem — to identify
and fix the subject content (the features of the matrix
elements and the direction of changes in these features
in a given coordinate system). Thus, if a group finds the
correct solution for all the empty cells, it means that it
successfully coped with the conflict of individual solu-
tions in joint searching for the content of the problem.

Description of the test samples

The study involved students from three Moscow
schools: a school of developmental learning (School-1),
a traditional school (School-2) and a special school for
“gifted” children (School-3). The fundamental differenc-
es in teaching in these schools lie both in the selection,
organization and structure of the content of education,
and in the organization of the learning activity itself, pri-
marily in the content of educational interactions and the
style of communication between students and between
the teacher and students.

“School-1". In this sample, we included graduates of
primary school No. 91, which implements a program of de-
velopmental learning. These students did not pass any spe-
cial selection for admission to the school, and for 4 years
they studied according to the well-known system of de-
velopmental learning of D.B. Elkonin and V.V. Davydov.
The main distinguishing feature of the system of devel-
opmental learning is that the content of school subjects
is organized as a system of learning problems. Looking
for general ways of solving a class of problems permits to
master scientific concepts. The organization of meaning-
ful interactions of students with each other and with the
teacher in the process of mastering the educational con-
tent is a necessary condition of developmental learning.
The study of students of this school was conducted in
2016, 2017 and 2019. It was attended by 135 people.

“School-2". This sample presents diagnostic data for
graduates of an elementary school in Moscow that imple-
ments traditional teaching methods. It is based on the
special features of interaction of the subjects of the edu-
cational process, when the organization, management and
control remain with the teacher, and the child is trans-
ferred to performing actions and operations. Accordingly,
communication in such an environment is initiated and
managed by the teacher. A total of 78 students from this
school participated in the study (data from 2021).

“School-3". A school where children with a “high lev-
el of intelligence development” are taught. The involve-
ment of this school data is important for the following
reasons. First, the solution of the visual-logical problem
proposed in “The conflict” method, as shown above, re-
quires an analysis of a system of features of the matrix
elements with simultaneous consideration of several
variables (complex multiplication of features). There-
fore, the factor of intellectual abilities could be essential
for finding a solution. Secondly, the educational situa-
tion in this school is mainly focused on the individual
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activities of students. Every year, the school conducts a
strict selection of children in the first grade, using special
tests. Education in this school is conducted according to
the author’s programs. The educational environment is
characterized by in-depth educational content, atten-
tion to the student’s personality, and a variety of forms
of activity. The organization of the learning process cre-
ates favorable conditions for the formation of competi-
tive motivation of students. The diagnosis of social me-
ta-subject results in the graduates of this primary school
was carried out in 2018. The study involved 45 people.

A total of 258 students from three schools (65 groups)
participated in the study. We compared individual and
group solutions to the same visual-logical problem “The
conflict” in these three samples of students.

Results of the study

The evaluation of the effectiveness of individual and
group solutions was carried out in points. For the cor-
rect filling of one cell of the matrix, 1 point was awarded.
Thus, the minimum number of points when filling in 4
cells is 0, and the maximum is 4. The results of the sam-
ples were compared by means of the average values and
standard deviations. Mastering of joint forms of problem
solving was determined by comparison of the correct-
ness of individual and group solutions. The statistical
significance of the differences between the indicators of
individual and group decisions and the data on different
samples of students was determined by the Student cri-
terion. The degree of consistency of the group solution
was determined by the nature of filling in the empty cells:
a single drawing as the group’s solution or separate solu-
tions of individual participants in the group work form
(names and numbers form individual sets). The strategy
for overcoming group disagreements was determined by
the social parameters of interaction, which were fixed in
the process of observing the work of the group.

The indicators of the correctness of individual and
group solutions in three schools that implement dif-
ferent ways of organizing educational interactions are
shown in Table 1.

According to the results presented in the table:

1. In all schools the results of a group solution of a visu-
al-logical problem are higher than the results of its individ-
ual solution. In general, this fact confirms our first hypoth-
esis — the positive impact of the fact of combining students
in a group on the effectiveness of solving the problem.

2. The problem of identifying a system of interrelated
features in the matrix is available to all primary school
graduates and does not require special abilities to solve
it. This was evidenced by the fact that the individual re-
sults of the students of “School-3” (for “gifted children”)
were lower than the individual results of the students of
the school of developmental learning.

3. Statistically significant differences in the results
demonstrated by fourth-graders studying in different
schools were obtained. Moreover, the results of students
in schools with different ways of organizing educational
interactions differ significantly both in individual and
group indicators. Thus, when considering the data of
sample 1, (school with a developmental learning program,
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Table 1

The effectiveness of individual and group solutions in “The conflict” procedure
in schools that implement different ways of organizing educational interactions

Samples Number of AVf:rage score. % of .maximum A\{erage score. % of .maximum
students Individual solutions possible score Joint solutions possible score
School-1 135 1,36 34% 2,73 68%
School-2 78 0,84 21% 1,32 3%
School-3 45 1,04 26,1% 2,36 59,1%

where children are used to joint work in a group of peers,
participate in discussions, take into account positions of
other participants), and sample 2 (schools with traditional
educational technology), it can be stated that the results
of the group solution of the visual-logical problem differ
more than twice. This means that the educational envi-
ronment of the school of developmental learning creates
favorable conditions for students to master productive
forms of group interaction, which significantly increases
the effectiveness of joint problem solving. This fact con-
firms the second hypothesis of our study.

4. The educational environment of the school for “gifted
children” mainly supports individual orientation and sig-
nificantly contributes to the development of competitive
motivation. Joint forms of solving learning problems in this
school are used only in a limited way, are set by the teacher
and are more role-based than functional. This allowed us
to assume that students of the school for “gifted children”
would demonstrate higher individual results while solving
the visual-logical problem and a smaller increase in the ef-
fectiveness of solutions at the group stage of problem solv-
ing. However, the results showed the opposite. If at the stage
of individual solutions, these children filled out correctly on
average 1 cell of the matrix (individual result 1.04), then
after joining the group, their performance increased by 2.3
times. This means that the students’ abilities allowed them
to construct effective forms of interaction.

In order to better understand the data obtained, we
considered another important indicator of the organiza-
tion of joint work — the coherence of the group decision.
This indicator was determined by the nature of the group
filling in the empty cells of the matrix. If the students
were able to agree on individual opinions and come to a
common solution, then they performed a drawing of the
“face”. If the group could not agree on individual opin-
ions, the names of the participants and the numbers of
suitable “faces” from individual sets were recorded in the
appropriate cell of the martix.

Let us look at how the coherence indicator is present-
ed in different educational environments. In School-1
(school of developmental learning) in three groups
(a total of 34 groups), the missing element (“face”) was
replaced by a list of group members and the numbers
of “faces” from their individual sets. Moreover, in one
group, the participants could not agree on one cell of the
matrix, and in two groups — on two cells.

In School-2 (traditional school), the cells in all
20 groups were filled with drawings, which indicates a
very high level of coherence in the group solutions.

In School-3 (school for “gifted children”) in two
groups, the drawing was replaced by a list of participants
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and their individual numbers of “faces”. In both groups,
the inconsistency of individual opinions in the group
decision process concerned only one cell of the matrix.

Thus, it turned out that the correctness of the solu-
tion is not related to the coherence in the search for a
solution, because in the educational environment with
the highest coherence of opinions, the lowest effective-
ness of group solutions was found. To explain this fact,
that seems to be paradoxical, it is necessary to turn to
the analysis of the interaction parameters that were re-
corded by the psychologist in the process of observing
the process of the groups’ problem solving.

The students of School-1 and School-3 had disputes,
conflicts, and emotional reactions while they looked for
the way of solving the problem. In one group, for example,
the participants offered two hypotheses at once: accord-
ing to one hypothesis, the features were mirrored along
the diagonal of the matrix; according to the other, the fea-
tures were consistently changed along the same diagonal.
The solution was found in discussion with the third par-
ticipant, who offered to check the assumptions by com-
paring the features in both the row and the column of the
matrix. The group took advantage of the offer and came to
acommon solution. In all groups, the features were named
(partially, or all four, or someone noticed that they were
connected in pairs). In all groups, an attempt was made to
formulate a rule, such as “faces should not be repeated”,
or “if there is one big head in a row, then there shouldn’t
be another big one”, etc. In all groups, efforts were made
to overcome contradictions and find a common solution.

The students of School-2 demonstrated a completely
different strategy of interaction. At the individual stage,
these students looked for the solution taking into consid-
eration the content of the problem — analyzing features of
the “faces” and their places in the matrix. When moving
to the group stage, they “lost” the content of the problem.
Though they still named features of the “faces”, the discus-
sion was mainly based on the performative part of the work:
“who will draw?” or “how will we draw?”. At the same time,
a wide variety of answers were offered. The simplest one:
“Let’s draw one by one.” Or a complex decision: “You will
draw the head, T will draw the eyes, and they will draw the
nose and hair.” Or a quite exotic suggestion: “You paint over
one eye and T'll paint over the other.” Other ideas: “You
draw, we think”. “Do I need a big one or a small one? Better
asmall one!”. “Let’s draw it and then discuss it.” “Let every
“face” be different!”. One girl drew everything herself and
asked quietly: “You agree, don’t you?” “I don’t know what
to draw. Will they access our drawings? Then it doesn’t
matter!” (no one objected). “Why do you draw brown eyes?
Because green plus black equals brown. Oh, all right, then.”
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Thus, for students of School-2, when moving from an in-
dividual to a group decision, the organization of the process
of interaction itself and the implementation of the rules of
interaction (for example, “let’s take turns!”) came to the fore.
At the same time, the content of the task ceased to be signifi-
cant for the organization of interaction among these students.
There was also no criticism of the partners ¢ actions, i.e. the
monitoring and evaluation functions were largely lost. At the
same time, a paradoxical emotional reaction was observed:
those who thought differently were not upset, they didn’t
try to influence the actions of their partners. Moreover, if at
the stage of individual work, many students showed interest
in solving the problem, then at the stage of group work, the
result of the joint solution ceased to be interesting for these
children. The participants were satisfied that they were able
to participate or organize the interaction itself. Therefore, in
two classes out of three, the effectiveness of group work of
children was lower than their individual work.

These facts once again confirmed our point of view, ac-
cording to which productive interaction occurs in the con-
ditions of “objectification” of social competencies, i.e. orien-
tation to the search for the object content of the problem.

Thus, the main result of the conducted research was
the discovery of a peculiar phenomenon of “loss of object”
in communicative competencies. This phenomenon was
manifested in the fact that students, united in a group to
solve a joint problem, lost focus on the content of the prob-
lem itself, replacing the process of finding a solution with a
demonstration of the forms of interaction learned. The phe-
nomenon of “loss of object” seemed all the more significant
because each of the group members had previously inde-
pendently solved the problem, looking for meaningful rea-
sons for choosing the necessary elements that correspond to
the principle (general rule) on which the matrix was built.

Conclusion

The study made it possible to assess the development
of social meta-subject competencies in primary school
students studying in schools with different ways of or-
ganizing educational interactions. Based on the con-
ducted qualitative and quantitative analysis of the data
obtained using the diagnostic method “The conflict”, we
may notice that students who studied in the “traditional”
school were found to have lower indicators of the com-
municative competencies in comparison with the results
of students from a school implementing the program of
developmental learning. Communicative actions in most
cases are not aimed at finding a way to solve the problem.

These findings are consistent with the results of our
study of the role of social interactions in the develop-
ment of mental functions in children with special educa-
tional needs. In this study, conducted with children aged
7—9 years (students of grades 1—3 of general education

References

1. Vygotsky L.S. Umstvennoe razvitie detei v protsesse

obucheniya. [Mental development of children in the learning
process]. Moscow: Publ.GIZ, 1935. (In Russ).

56

schools, among whom were both normatively developing
children and children with special educational needs), it
was shown that the relationship of communication, mu-
tual understanding and ways of interaction can be con-
sidered as an integral indicator of the inclusion of chil-
dren in a joint way of solving problems and, accordingly,
as a meaningful characteristic of the emerging commu-
nity, defining a new framework for the development of
children’s object-oriented communicative actions [25].

Moreover, according to the data obtained, the main
difference between community, when children are in-
volved in the process of joint problem solving, and other
possible forms of association of participants is their ori-
entation to the way of interaction itself, when this way of
interaction becomes a means of analyzing the object con-
tent of the problem. The features of this orientation can
be manifested in the following phenomena of child’s be-
havior: assessment of the limitations of “one’s own” and
“the other’s” actions; the mutual pronouncing and des-
ignation (conditional representation) of “scenarios” of
possible interactions that can be effective for solving the
problem, and the subsequent modeling (symbolic repro-
duction) of such interactions. Children’s focusing on the
way of interaction is associated with the appearance of a
new problem for them, and the need to solve this prob-
lem triggers a new motivation that encourages them to
organize joint actions to search for a solution in terms of
the content of the problem. Following this motivation,
participants discuss the constraints that arise and design
the necessary exchanges, strengthening communication
and modeling the directions of possible interactions in
relation to finding the content of the problem. It permits
to form a common emotional and semantic field, based
on the participants’ experience of new opportunities and
meanings of the actions performed, related to the search
for the content of the subject of the problem.

Our data confirms the conclusion that productive forms
of interaction of students appear when the search for the
content of the problem is mediated by the search for the way
of interaction itself. Only in a situation, when students need
to move from performing actions “according to the pattern”
to exploratory actions, when they need to determine the
completeness of the problem’s conditions and to test togeth-
er their hypotheses, they are encouraged to use communica-
tion as a means of organizing the search for solutions of the
problem and its evaluation. At the same time, full-fledged
communication can develop only in special forms of interac-
tion, when the child themself becomes the subject of their
activity. The educational system of developmental learning
largely creates conditions for the child to become the subject
of their activity. Therefore, it creates prerequisites for the
development of social competencies as special meta-subject
actions that allow students to jointly set and solve learning
problems, directing these actions to the selection, analysis
and modeling of the object content of the problem.

2. Guruzhapov V.A. Umenie analizirovat' uslovie
zadachi kak metapredmetnyi rezul'tat obucheniya [The
ability to analyze the task conditions as a meta-subject result
of training]. Psikhologo-pedagogicheskie issledovaniya




KYJbTYPHO-UCTOPUYECKAA IICUXOJIOTUA 2021. T. 17. Ne 2
CULTURAL-HISTORICAL PSYCHOLOGY. 2021. Vol. 17, no. 2

[Psychological and pedagogical research], 2013. Volume 5,
no. 5. (In Russ).

3. Davydov V.V. Problemy razvivayushchego obucheniya.
Opyt teoreticheskogo i eksperimental nogo psikhologicheskogo
issledovaniya. [ Problems of developmental learning. Experience
of theoretical and experimental psychological research].
Moscow: Publ. Pedagogika, 1986 (In Russ).

4. Davydov V.V. Teoriya razvivayushchego obucheniya
[Theory of developmental learning]. Moscow: Publ. Intor,
1996 (In Russ).

5. Kommunikativno-orientirovannye  obrazovatel nye
sredy. Psikhologiya proektirovaniya Ed. V.V. Rubtsov
[Communication-oriented educational environments.
Psychology of design. Ed. V.V. Rubtsov]. M.: Psikhologicheskii
institut RAO. [Moscow: Psychological Institute of RAE].
1996. (In Russ).

6. Kritskiy A.G. Metodika gruppovoi organizatsii
uchebnoi deyatel nosti s ispol'zovaniem komp'yutera [ Methods
of group organization of learning activity with the use of a
computer]. In: Voprosy psikhologii [Problems of psychology],
1989. No. 1. (In Russ).

7. Margolis A.A. Zona blizhaishego razvitiya (ZBR) i
organizatsiya uchebnoi deyatel'nosti uchashchikhsya [The
zone of the proximal development (ZPD) and the organization
of learning activity of students]. In: Psikhologicheskaya nauka
i obrazovanie [Psychological science and Education]. 2020.
2020. Volume 25. No. 4. pp. 6—27. (In Russ).

8. Obrazovatel'naya sreda shkoly i ee vliyanie na
psikhicheskoe razvitie uchashchikhsya / Red. V.V.Rubtsov,
N.L.Polivanova. [Educational environment of the school and
its influence on the mental development of students. Ed.
V.V. Rubtsov, N.I. Polivanova]. Moskva, PI RAO [ Moscow.
Publ. Psychological Institute of RAE], 2007 (In Russ).

9. Otsenka metapredmetnykh kompetentsii vypusknikov
nachalnoi shkoly/ pod red. LM.Ulanovskoi [Evaluation of
meta-subject competencies of primary school graduates. Ed. by
LM. Ulanovskaya]. M.: GBOU VPO «<MGPPU» [ Moscow: Moscow
State University of Psychology & Education], 2015 (In Russ).

10. Perre-Klermon, A.N. Rol' sotsial'nykh vzaimodeistvii v
razvitii intellekta detei /red. V.V.Rubtsov. [The role of social
interactions in the development of children's intelligence. Ed.
V.V. Rubtsov]. Moscow: Publ. Pedagogika, 1991 (In Russ).

11. PolivanovaN.I.,RubtsovV.V.,SemenovaM.A. Refleksiya
i ee rol' v protsesse organizatsii i postroeniya kollektivno-
raspredelennogo deistviya u detei [Reflection and it’s role in the
process of organizing and building a collective distributed action
in children]. In Problemy refleksii. Sovremennye kompleksnye
issledovaniya [Problems of Reflection. Modern comprehensive
research]. Novosibirsk, 1987. (In Russ).

12. Rivina  LV.  Zavisimost' razvitiya uchebno-
poznavatel' nykh deistvii mladshikh shkol'nikov ot tipa
kollektivnoi deyatel nosti. [ The dependence of the development
of educational and cognitive actions of younger schoolchildren
on the type of collective activity] In: Voprosy psikhologii
[Problems of psychology], 1987. Ne 5, pp. 62—70. (In Russ).

13. Rivina LV. Polivanova, N.I, Ulanovskaya IM.
Vyyavlenie umeniya uchashchikhsya nachal'noi shkoly
deistvovat' sovmestno v usloviyakh sotsio-kognitivnogo
konflikta [Identifying the ability of primary school
students to act together in a socio-cognitive conflict]. In:
Psikhologicheskaya nauka i obrazovanie [Psychological
Science and Education]. 2013. Ne 4. (In Russ).

14. Rubtsov V.V. Sotsial nye vzaimodeistviya i obuchenie:
kul'turno-istoricheskii kontekst [Social interactions and
training: cultural and historical context]. In: Kul'turno-
istoricheskaya psikhologiya [Cultural and Historical
Psychology]. 2005. Ne 1. (In Russ).

57

15. Rubtsov V.V. Sovmestnaya deyatel'nost' shkolnikov
pri usvoenii teoreticheskikh ponyatii (na materiale fiziki) [Joint
activity of schoolchildren in the assimilation of theoretical
concepts (on the material of physics)].In: Formirovanie uchebnoi
deyatel'nosti shkol'nikov [Formation of educational activity of
schoolchildren], pp. 170—178. Moscow, 1982 (In Russ).

16. Rubtsov V.V, Margolis A.A, Telegin M.V.
Psikhologicheskoe issledovanie geneza i razvitiya zhiteiskikh
ponyatii v usloviyakh uchebnogo dialoga (pervyi etap)
[Psychological study of the genesis and development of everyday
concepts in the context of a learning dialogue (the first stage)].
In: Psikhologicheskaya nauka i obrazovanie [Psychological
Science and Education], 2007, No. 2, pp. 61—72. (In Russ).

17. Ulanovskaya .M. Sistema razvivayushchego obucheniya
kak faktor stanovleniya kommunikativnykh umenii u
uchashchikhsya nachal'noi shkoly [ The system of developmental
learning as a factor in the formation of communicative skills in
primary school students]. In: Kravtsov G. G. (ed.) Teoriya i
praktika kul'turno-istoricheskoi psikhologii: Materialy XVIII
Mezhdunarodnykh chtenii pamyati L. S. Vygotskogo [Theory
and Practice of cultural-historical psychology: Materials of the
XVIII International Readings in Memory of L.S. Vygotsky].
Moscow, November 13—17, 2017. Moscow: Lev, 2017, pp. 157—
163. (In Russ).

18. Federal'nyi gosudarstvennyi obrazovatel'nyi standart
nachal'nogo  obshchego obrazovaniya [Federal State
Educational Standard of primary Education] / (utverzhden
prikazom Ministerstva obrazovaniya i nauki RF ot 6 oktyabrya
2009 g. N 373) / (approved by Order of the Ministry of
Education and Science of the Russian Federation of October
6, 2009 N 373)] (In Russ).

19. Zukerman G.A. Ot sovmestnogo deistviya — k

konstruirovaniyu  novykh  sotsial'nykh  obshchnostei:
Sovmestnost'. Tvorchestvo. Obrazovanie. Shkola (Kruglyi
stol metodologicheskogo seminara pod rukovodstvom

V.V. Rubtsova, B.D. El'konina) [From joint action to the
construction of new social communities: Compatibility.
Creation. Education. School (Round table of the
methodological seminar under the leadership of V.V. Rubtsov,
B.D. Elkonin)]. In: Kul'turno-istoricheskaya psikhologiya
[Cultural and Historical Psychology], 2018. Volume 14, No. 3.
pp- 5—30. (In Russ).

20. Apres Vygotski et Piaget. Ed. C.Garnier, N.Bednarz,
I. Ulanovskaya. De Boeck Universite, Bruxelles, 1991.

21. Deutsch, M. Cooperation and trust: Some theoretical
notes/ In M. Jones (Ed.), Nebraska symposium on motivation.
Lincoln, NE: University of Nebraska Press. 1962. pp. 275—319.

22. Doise W, Mugny G. Social cognitive conflict
structuration of individual and collective performance //
European Journal of Social Psychology. 1978.

23. Johnson, D.W., & Johnson, F. Joining together: Group
theory and group skills (10th ed.). Boston: Allyn & Bacon. 2009.

24. Johnson, D.W., & Johnson, R. Learning together and
alone: Cooperative, competitive, and individualistic learning
(5th Ed.). Boston: Allyn & Bacon. 1999.

25. Rubtsov, V.,  Konokotin, A. Formation of higher
mental functions in children with special educational needs
via social interaction in: Evaluation and Treatment of
Neuropsychologically Compromised Children. Ed. Darlyne
G. Nemeth, Janna Glozman, Academic Press (an imprint of
Elsevier), 2020.

26. Rubtsov, V., Ulanovskaya I. Educational Environment
and Indicators of Child Development. In: Lurian journal, N 2,
2020, pp. 71—84.

27. Slavin, R.E. "Cooperative Learning: Applying Contact
Theory in Desegregated Schools. In: Journal of social issues.
41/3 (1985): 45— 62.




Rubtsov V.V., Ulanovskaya I.M. Development of Social Competencies...
Pybuoe B.B., Ynanosckas U.M. Paseumue couuaivnbix KOMNEmeHuui. ..

Pa3BuTHe conuaJ bHbIX KOMIIETCHIIUH
y MJIAJIIIHX IIKOJbHUKOB B INKOJIaX C Pa3HBIMH CIIOCOO0aMM
OpraHu3aiiy y4eOHbIX B3aNMO/IeiiCTBIIA

B.B. Py61i0B

MocCKOBCKHUI rocyiapCTBEHHbIH mcuxosoro-negarornueckuii yuusepcurer (OTHOY BO MITIILY),
r. MockBa, Poccuiickast Denepariist
ORCID:https://orcid.org/0000-0002-2050-8587, e-mail: rubtsovvv@mgppu.ru

N.M. YiaHoBckasd
[Mcuxomornyeckuit uncrurytr PAO (OI'BHY 11U PAO), r. Mocksa, Poccuiickas Dexnepariust
ORCID:https://orcid.org/0000-0001-6605-0615, e-mail: iulanovskaya@mail.ru

B craThe paccMaTpUBAIOTCST PE3YJIBTATHI HCCIIE0BAHMUS PA3BUTUSI COIUATIBHBIX KOMITETEHITUN Y MITAJIIITIX
IIKOJIbHUKOB, 00YUAIONMIMXCST B IIKOJIAX ¢ PasJMYHBIMU CIOCOOaMU OpraHu3aliny yueOHbIX B3auMOAEHCTBHUIL.
[IpoaHaM3UpOBaHbl [[Ba TUIA LIKOJ: IIKOJA, PEM3yolas CUCTEMY pasBUBAIOLIEro o0ydyeHusi (METO/
JI.B. Dmbkonuna — B.B. JlaBbigoBa), 1 1IKOJIa, OCHOBAHHAS Ha CJAOKUBIIUXCS (TPAAUIIMOHHBIX ) METOAX 00-
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UK yY9eOHBIX B3aMMOJIEHCTBUH B TIPOTIECCE COBMECTHOTO TIOMCKA PENTEH ST KJIacca 3ajiad W 3aBUCHT OT GopM
KOMMYHUKaIIUK JIeTeil Mex 1y coGoli 1 o B3pOC/IbIMIL. B necenoBannm yaacTBOBa/ I 4eTBEPOKIACCHUKI MO-
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NPU3HAKOB U MX MyJIbTHILIMKAIMIO. B cTaThe 00CYsKAAIOTCS CTAaTUCTUYECKU 3HAUYMMbIE Pa3Inuus Pe3yibTa-
TOB, TPOJIEMOHCTPUPOBAHHBIX YeTBEPOKIacCHIKaM. [ToKkazaHo, 4To IIKOJIa Pa3BUBAIONIEr0 00yYEHIs CO3/a-
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The goal of this paper is to explore the cognitive and metacognitive skills of teachers engaged in cogni-
tive training. One of the best-known stand-alone cognitive programs is "Instrumental Enrichment” (I1E)
developed by Feuerstein, Rand, Hoffman, and Miller. Similar to other cognitive programs, the main em-
phasis on IE research has always been on the change that occurs in students' performance. Little is known
of teachers' acquisition of IE problem-solving skills and even less of their metacognitive performance
associated with this acquisition. In the present study, 28 teachers were pre-and post-tested before and
after 90 hours of IE training. The tests included items similar but not identical to those used during the TE
training. The analysis of pre-test problem solving demonstrated that a relatively large number of teachers
experienced difficulty in solving at least some of the IE tasks. The even greater difficulty was observed
in the teachers’ articulation of their problem-solving strategies in a written form. The comparison of pre-
and post-test results indicates statistically significant improvement not only in the teachers’ cognitive
problem solving but also in their metacognitive skills. These changes, however, did not reach the level of
a complete cognitive or metacognitive mastery. The possible reasons for differences in the two sub-groups

of teachers are discussed.
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Introduction

The goal of this paper is to explore the cognitive and
metacognitive skills of teachers engaged in cognitive
training,.

It became almost a truism to claim that in the 21 cen-
tury it is impossible to limit the school instruction to
already existing disciplinary knowledge because of the
new — but at each given moment — still unknown chal-
lenges facing the graduates of our schools. There exists
a wide consensus regarding the need to teach not just
disciplinary but also more general cognitive and meta-
cognitive skills. Tt is these skills that may help school
graduates to tackle future learning challenges (Greiff,
Wustenberg, Csapo, et al, 2014). Metacognition is of-
ten considered to be the highest level of mental activ-
ity involving knowledge, awareness, and control of one’s
lower-level cognitive skills, operations, and strategies.
Amongst the more basic metacognitive skills is the abil-
ity to plan and monitor one’s problem-solving actions,
predict possible outcomes and compare them with actu-
al solutions. Students’ ability to reflect upon their own
learning and problem-solving strategies is considered to
be an indicator of a successful educational process. Some
of the major criticisms directed at traditional education-
al models are associated with the apparent inability of
these models to foster students’ reflective and metacog-
nitive skills (Burden and Williams, 1998).
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Certain educational approaches, such as the Vy-
gotskian “Learning Activity” approach (Zuckerman,
2003; 2018) place the development of reflective and
metacognitive abilities at the center of the primary
school curriculum. According to this approach, the dif-
ference between successful and unsuccessful educational
processes can be evaluated by the students’ ability to
reflect upon their own goals, means, and methods of ac-
tion, to examine a given problem from the other’s point
of view, and to perform self-evaluation using clearly
defined criteria. The “Learning Activity” model offers
a curriculum-based approach because in this model the
development of metacognitive skills is embedded into
the curricular teaching of mathematics, language, or
other school subjects. Of course, in this model, the cur-
riculum itself is radically transformed. It is no longer
based on the provision of disciplinary information and
the development of narrow curricular skills but is guided
by the idea of the development of scientific (academic)
concepts (Davydov, 2008).

There are, however, other models that propose to de-
velop students’ cognitive and metacognitive skills dur-
ing specially designed thinking skills lessons (Higgins,
2015). Such lessons require only minimal curricular
knowledge and the materials are content-neutral. Tt is
assumed that more general cognitive and metacognitive
skills acquired during these lessons can then be “bridged”
to various curricular areas. One of the best-known of
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such stand-alone programs is “Instrumental Enrich-
ment” (IE) developed by Feuerstein, Rand, Hoffman,
and Miller (1980). The IE was first conceived as a meth-
od for developing learning potential and problem-solv-
ing skills in socially disadvantaged adolescents, many of
them belonging to ethnic minority groups. These stu-
dents’ low levels of cognitive performance and scholastic
achievement were interpreted by Feuerstein and his col-
leagues as a consequence of inadequate amount or type
of mediated learning experience during the pre-school or
school-age period. The IE program was thus designed as
a remedial and enrichment program that would provide
students with the mediated learning experience, correct
their deficient cognitive functions, teach them the neces-
sary basic concepts and mental operations, foster meta-
cognitive reasoning and turn these students from passive
recipients of information into active learners. Later on,
it became clear that the ITE program can benefit not only
the socially disadvantaged students but a wider range of
learners including typically developing children, adoles-
cents, and young adults. One of the main advantages of
the IE program for high-functioning populations is its
strong emphasis on the development of not only cogni-
tive but also metacognitive skills (Kozulin, 2000).

Although various programs for teaching cogni-
tive and metacognitive skills are by no means recent
(Bruer,1993), the question of how to introduce these
programs into the school curriculum and how to pre-
pare teachers who will teach them remains very much
open (Zohar & Barzilai, 2015). To be able to teach cog-
nitive and metacognitive skills teachers should have
good knowledge about various elements of thinking,
cognition, and metacognition, to be skillful in analyzing
various tasks in terms of their cognitive and metacog-
nitive requirements, and finally to possess pedagogical
strategies for mediating this expertise to students. As
demonstrated in the study of Zohar and Lustov (2018)
teachers’ acknowledgment of the importance of meta-
cognitive skills in science teaching does not mean that
these teachers possess the necessary knowledge about
metacognition or pedagogical strategies for teaching the
relevant metacognitive skills to their students. The need
for proper cognitive and metacognitive skills of course
is not limited to teachers who teach curriculum-based
programs, these skills are no less needed for teachers who
teach the stand-alone cognitive lessons. Unfortunately,
research of such programs focuses almost exclusively on
their effectiveness in developing students’ skills, while
the question of teachers’ proficiency remains mainly un-
answered.

It is for this reason that the present study focuses on
the cognitive and metacognitive skills of teachers who
studied the “Instrumental Enrichment” (IE) stand-
alone program as a part of their in-service professional
development.

Similar to other programs, the main emphasis on IE
research has always been on the change that occurs in
students’ performance. Little is known about teachers’
acquisition of IE problem-solving skills and even less
about their metacognitive performance associated with
this acquisition. When students achieve good results af-

60

ter being exposed to the IE program, it is assumed that
one of the main contributing factors is the teachers’ skill-
ful mediation of the program to their students. A study
by Alvarez (quoted in Kozulin, 2000) confirmed that
there is a significant correlation between the students’
post-IE cognitive performance and the quality of media-
tion demonstrated by IE teachers. In those classes where
IE teachers showed the poor quality of mediation, the
students’ results were barely higher than in the control
group that received no IE at all.

The quality of mediation, however, constitutes only
one aspect of the teachers’ mastery of the IE program.
One of the important but mainly neglected aspects of
this mastery is teachers’ ability to solve IE tasks and
reflect upon their own problem-solving. The study of
Kozulin (2015) with in-service teachers in South Africa
demonstrated that even after a lengthy IE training pro-
cess 47% of the teachers were unable to solve more chal-
lenging IE tasks. It must be remembered, that these tasks
are intended for average 14-18 year high-school students
rather than college-educated teachers. The above find-
ings together with the paucity of the data about teach-
ers’ problem solving and metacognitive skills, prompted
us to pose the following research questions:

1) What was the level of spontaneous cognitive prob-
lem-solving skills of the teachers before IE training?

2) What characterized the initial metacognitive per-
formance profile of trainee teachers and how this profile
changed after the IE training?

“Instrumental Enrichment” (IE) program
and teacher training

The IE program (Feuerstein et al 1980) is one of the
most elaborate content-neutral cognitive programs. IE
materials include 14 units of paper-and-pencil tasks that
cover such areas as analytic perception, comparisons,
classification, orientation in space and time, syllogistic
reasoning, and others. These units are called “instru-
ments” because they provide students with cognitive
and metacognitive tools for enhancing cognitive func-
tions and operations, selecting optimal problem-solving
strategies, and developing a reflective attitude toward
their own learning. In each one of the units, the mate-
rial starts with relatively easy tasks that progressively
become more difficult. Fig. 1 shows a sample of the task
similar to the more challenging tasks that belong to the
unit “Comparisons”. The students are expected to re-
spond to the instruction (“In each one of the two frames,
make a drawing that is different from the model in those
aspects indicated by the underlined words”) while pay-
ing attention to the model and the underlined words.
The task requires several cognitive and metacognitive
skills, starting with rather simple such as the analysis
of the model in terms of the parameters indicated in the
frames and ending with more complex such as the real-
ization that the task includes not only explicit but also
implicit instruction. The explicit instruction of making
drawings that are different from the model in the aspects
indicated by the underlined words also includes an im-
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plicit message that the drawing should be identical to
the model in all other respects.

The IE program can be used both during individual
remedial learning sessions with children who experi-
ence cognitive difficulties and as enrichment lessons in
the regular classrooms. The whole-class IE lessons are
taught as a separate subject for 2 to 5 hours per week.
IE applications with different groups of learners includ-
ing regular, underachieving, learning disabled and gifted
students generated considerable research literature. One
can even claim that TE is the most researched of all con-
tent-neutral cognitive programs (see Kozulin 2000).

Teacher training in IE includes a series of lectures,
seminars, and workshops ranging from about 90 hours
(for the first 7 units) to 200 hours (for all 14 units). The
training includes a theoretical part that encompasses
Feuerstein’s concept of mediated learning, the analy-
sis of cognitive functions during the three phases of the
mental act (Input, Elaboration, and Output), and the
goals of the IE program implementation. One of the sub-
goals of TE explicitly refers to the development of not
only cognitive but also metacognitive skills of students
including the elaboration of the place of metacognition
in their thinking processes. The applied part of teacher
training includes the cognitive analysis of the IE tasks
in each one of the units, preparation of IE lesson plans,
and simulation of classroom IE teaching. The IE units
vary in terms of their main cognitive objectives, e.g. ori-
entation in space, comparison, classification, etc., and
the modality of tasks — pictorial, geometric, schematic,
verbal. The length of TE booklets of tasks ranges from
12 to 30 pages. It is assumed that teacher training that
lasts 90 hours is sufficient for not only familiarizing
teachers with all tasks in the first 7 units of TE but also
imparting on them the didactics of mediation of the
IE program. Feuerstein et al (1980) pointed to the es-
sential difference in the teacher-student relationships
when it comes to content-neutral TE tasks. While with
typical curricular tasks (literature, mathematics, sci-
ence, etc.) teachers have a built-in advantage over their
students because teachers’ experience in curricular ar-
eas is much greater than that of the students, with the
IE tasks, the “distance” between teachers and students
is smaller — cognitive tasks are relatively new to both
teachers and students. This closeness of positions helps
to turn the learning process into less instructional and
more meditational.

In the present research, the participating teachers
were trained in the TE theory and the use of the first 7
of the IE units. The main interest for us was in three of
these units because the pre-and post-training evalua-
tion of teachers’ performance was conducted targeting
the skills associated with these units: “Organization of
Dots”, “Orientation in Space”, and “Comparisons”. In
“Organization of Dots” tasks the “hidden” geometric
shapes should be found in the cloud of dots. “Orien-
tation in Space” focuses on the ability to assume the
perspective of a depicted person or object (e.g. arrow)
and identify the location of other objects relative to
this reference system. The unit “Comparisons” in-
cludes both verbal and non-verbal tasks that require
systematic comparison of various images and concepts
(see Fig. 1).

Methodology

The study was conducted with two groups of educa-
tors who received IE training. Twenty-eight educators
participated in all stages of the study including pre-and
post-tests, and the training itself. In Group 1 the pre-
test came after the participants received a theoretical
introduction to IE and workshop experience with “Or-
ganization of Dots” tasks. In Group 2 the pre-test was
made after a theoretical introduction but before work-
shop experience with any of the IE tasks. At the pre-
test, all participants were presented with three types of
tasks (“Organization of Dots”, “Orientation in Space”,
“Comparisons”), similar but not identical to the IE tasks
taught during the training. The teachers were asked to
solve the tasks and write down their problem-solving
strategies.

Even though educators in Group 1 had the advan-
tage of already having studied some of the “Organiza-
tion of Dots” tasks the t-test of the pre-test total scores
of the two groups was not significant and the data of
the two groups were merged. The author and an addi-
tional experienced IE trainer checked the correctness
of problem-solving. The evaluation of the teachers’
ability to describe their problem-solving strategies in-
cluded the following parameters: the relevance of the
strategy for solving specific tasks, the completeness of
the list of all required strategies, and the precision in
their description.

MODEL Frame 1 Frame 2
Color Size Shape Color Size Shape Number
Number Orientation Orientation Location

Fig. 1. Sample task of “Comparisons”
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Results

The analysis of pre-test problem solving (see Table
1) demonstrated that a relatively large number of teach-
ers experienced difficulty in solving at least some of the
tasks. The even greater difficulty was experienced by
teachers in articulating their problem-solving strate-
gies in a written form. Because the reflection results in
the two groups were significantly different at the pre-
test they have been analyzed separately (Table 2A and
2B). In Group 1 a relatively high level of reflection was
demonstrated only regarding “Organization of Dots”
that had been already studied by this group before the
pre-test. Strategy reflection in all other tasks in both
groups was low, ranging from 22.9% to 39.3%. All rel-
evant strategies were described by a very small number
of participants, while strategy descriptions provided by
many educators were vague, inconsistent, or irrelevant.
One can thus conclude that before the IE training the
problem-solving skills of at least some of the trainee
teachers were not very effective and that their reflective
skills regarding cognitive tasks required substantial im-
provement.

The second set of data was collected from the two
groups eight months later after they finished a 90-hour
course of IE training. The course included material that
corresponded to cognitive tasks similar to those used at
the pre-and post-tests. The results indicate statistically
significant improvement in IE problem solving as re-
flected in the total score (see Table 1). The post-training
results reached a 93% success rate in “Organization of
Dots”. At the same time the average score in the “Orienta-
tion in Space” stayed practically at the same level of 82%.

There was also a significant improvement in the par-
ticipants’ metacognition and their ability to describe

one’s own problem-solving strategies. In this respect,
the results differed in two groups (see Tables 2A &
2B). The metacognitive skills of Group 1 at the pre-test
were slightly higher than in Group 2 (39.4 vs. 25.8).
As mentioned before, this can be attributed to the fact
that Group 1 received some training in “Organization
of Dots” before the pre-test. At the post-test, however,
the Group 1 average score was only 50.9 while Group 2
advanced to the average total score of 65.9. The change
was statistically significant only in Group 2. Results of
the strategy reflection of individual participants in both
groups remained widely different as reflected in large
standard deviations, but particularly in Group 2. In two
other post-tests (“Orientation in Space” and “Compari-
sons”) teachers in Group 2 demonstrated a significant
change in their metacognitive skills and ability to for-
mulate their problem-solving strategies.

Discussion and conclusions

The fact that the solution of IE tasks was not trivial
for some of the trainee teachers corresponds to the origi-
nal intention of Feuerstein et al (1980) to place teach-
ers and students in closer position vis-a-vis the IE tasks
that, unlike mathematics or literature, do not belong to
the professional field of the teachers. At the same time,
the fact that the average “Comparisons” problem-solving
score for pre-training teachers was only 59% indicates
that the teachers’ previous educational experience failed
to prepare some of them for cognitive problem-solving.

Even more significant was the wide gap between the
satisfactory level of teachers’ problem solving and the
low level of their metacognitive reflection. If one accepts
that teachers are expected to be particularly skilled in

Table 1
Average problem solving scores in two groups of teachers at the pre- and post-tests (SD in parenthesis)
Dots Space Comp. Total
Pre-test 2.57 (0.88) 2.55(0.8) 1.18 (0.86) 6.3 (0.84)
Post-test 2.80 (0.31) 2.46 (0.74) 1.78 (0.5) 7.04 (0.52)*
Max. score 3 3 2 8
N =28, *t=3.38; p<0.05.
Table 2A
Average strategy reflection scores at the pre- and post-test in Group 1. N= 14 (SD in parenthesis)
Dots Space Comp.
Pre-test 521 (36.3) 26.8 (24.9) 39.3 (35.6)
Post-test 56.8 (27.6) 37.56 (25.5) 58.6 (26.6)
Max. score 100 100 100
Table 2B
Average strategy reflection scores at the pre- and post-test in Group 2
Dots Space Comp.
Pre-test 29.4 (20.7) 25.0 (25.9) 22.9 (25.8)
Post-test 68.9 (33.4)* 66.1 (39.9)* 62.9 (33.1)*
Max. score 100 100 100

N=14; (* p < 0.05).
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analyzing and explaining the problem-solving process of
their students, the fact of the difficulty in reflecting upon
their own problem solving indicates that the metacogni-
tive aspect was severely neglected during their previous
professional training.

Teacher training of the TE program proved to be ef-
fective in improving the teachers’ problem-solving skills.
At the same time, one might expect the 100% success
rate (rather than the actual 88%) in the post-test tasks
that corresponded so closely to the items studied during
IE training. The change in the teachers’ metacognitive
awareness of their problem-solving strategies was very
different in the two groups. Although a positive trend
was observed also Group 1, in no one of the tasks did
this trend reach a statistically significant level. On the
contrary, in Group 2 that started with a lower level of
metacognitive awareness, real progress took place that
resulted in significant changes in strategy description in
each one of the tasks. This disparity can be attributed
to the different mediational styles of IE instructors who
worked with these two groups. The instructor of Group
1 apparently placed greater emphasis on cognitive skills
and the didactics of teaching IE tasks in the classroom.
The instructor of the Group 2 seems to understand that
the path to better cognitive skills of students lies in the
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[esp manrOTO MCCTEIOBAHNS — M3YYUTh KOTHUTHUBHBIE 1 METAKOTHUTUBHBIE HABBIKU yUUTEJeH, yua-
CTBOBAaBIIMX B TPEHUHTE 10 mporpamme «VHeTpymeHTanibHoe oboramerues (MO). Ita nporpamma, pas-
paborannaa Deitepurreitnom, Pannom, Xohdmanom n MumiepoMm, SBISETCS OJHOM U3 CaMbIX N3BECTHBIX
ABTOHOMHBIX KOTHUTHBHBIX ITporpamm. Kak u B ciiyuae Apyrux KOTHUTUBHBIX IIPOTPAMMAaX, OCHOBHO yTIOD
B uccnenoBanusax MO Bcerna menancst Ha U3BMEHEHUSIX, TPOUCXOSAIINX B YCIIEBAEMOCTHU yJaiuxcs. Maio
YTO U3BECTHO 06 M3MEHEHNH B HaBbIKaxX yuuTeseii pu perrernu mpobiaem MO u emte Merblie 06 UX MeTa-
KOPHUTHUBHbIX CIIOCOOHOCTSIX, CBA3AHHbBIX C 9TUMK U3MEHEHUsAMU. B HacTosIIeM ncceloBaHNM yUacTBOBA-
s 28 yunresiei, KoTopbie ObLIN IPOTECTUPOBAHBI B Hauase u nocse 90 4acoBoro TpeiiHuHIa 110 TIPOTpaMme
NO. Tectpl BKIIIOYATH 9JIEMEHTBI, ITOX0KIE, HO HE UJAEHTUIHBIE TEM, KOTOPBIE UCIIOJIb30BAIICH BO BPEMS
obyuenus M1O. Ananus permenns 3aaad npyu NepBoM TECTUPOBAHUK MTOKA3aJl, YTO OTHOCUTEIBHO GOJBINIOE
KOJIMYECTBO Y4YHTeNeil CTIBITBIBAIM TPYAHOCTH B PEIIEHUN XOTA Obl HEKOTOPBIX 13 3agau V1O. Eme 60b-
ITYIO TPYIHOCTB JIJIST YIUTETYH PeICTABIISIIO U3JI0JKeHEe CBOUX CTPATETUI PellieHns 3a/1a4 B MMCbMeHHOM
dopme. CpaBHenme pe3yabTaTOB MEPBOTO M BTOPOTO TECTUPOBAHMS YKA3bIBAE€T HA CTATUCTUYECKH 3HAYM-
MOe yJIydIlieHHe He TOJBKO B YMEHUH YUnTesell peniath KOTHUTHBHBIE 33/1a4H, HO U B UX METAKOTHUTUBHbBIX
HaBbiKaX. OJIHAKO ATH U3MEHEHUs He JIOCTUTJIN YPOBHS IOJHOTO KOTHUTUBHOTO MJIN METAKOTHUTHBHOTO
macteperBa. OOCYKAAIOTCA BOZMOKHDIC IPUYKMHDI PA3IUYKMA B OATPYIIIIAX YUUTEICH.
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Drawing from psychological and sociological fields, this study examines how teachers transform subject con-
tent for student learning in a classroom situation. Research on understanding teaching has downplayed the fram-
ing of macro-regulative contexts in shaping teachers’ thinking and thereby pedagogy. Vygotsky [75; 76] brought
to focus the teacher’s role in mediating learning in classrooms through the use of psychological tools but could not
fully, in his lifespan, attend to the sociocultural contexts that impact those who work within them. To address this
gap, the study draws on the educational sociologist Bernstein’s social theory [9; 10] which states that the ways
in which institutions regulate the social relations within them impact the pedagogic practices in these contexts.
A qualitative multicase study was applied and involved several English and mathematics secondary school teach-
ers from Oxfordshire, England. The cross-case analysis reveals a connection between the micro-processes of teach-
ing and learning and macro regulative discourse; demonstrates that teachers’ pedagogic decisions are influenced by
their reflections on their institutional culture within which and using which they work; and reveals an interplay of
several processes in the ways in which teachers mediate and shape the quality of their students’ learning.
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Introduction

This study examines the mediational role that teach-
ers play in transforming the subject content to engage
students in their learning of academic concepts. The
study was conducted in secondary schools in Oxford-
shire, England, United Kingdom and provides an insight
into an interrelation between micro-processes of teaching
and learning and macro-regulative discourse in shaping
the quality of teaching. Research has captured the notion
of quality of teaching by looking into classroom subject
pedagogy [3; 46; 68; 72; 74; 83] and into sociocultural
contexts of teaching [4; 5; 45; 84]. However, these stud-
ies have neglected the framing of institutional contexts
and have therefore downplayed a relationship between
classroom pedagogy and institutional discourse. Re-
search has also explored the concept of teaching through
different practices prevalent in teaching: research in re-
flective practice is more on beginning teachers and reveal
how such practices help them in gaining expertise [41;
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51; 52; 61]; research in formative assessment in schools
highlights the prominence of teachers’ assessment of stu-
dent learning [11; 12; 71; 81] rather than peer- or self-
assessment [54; 71]; and lastly, research in daily teaching
and learning from sociocultural perspectives shows a spo-
radic presence in the literature [14; 30; 70] and calls for
more evidence. To address these gaps, this study sought
to answer the main research question — How do teachers
transform the subject content to support student learn-
ing in classrooms? The study adopts a Vygotskian view
of teachers’ role in subject content transformation and
looks into texts in the literature that guide a response to
this central question.

Teaching subject content from
sociocultural perspective

Vygotsky’s reference to the relationship between the
students’ everyday experiences and abstract concepts
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through the use of psychological tools and to the role of
the knowledgeable other in merging that understand-
ing involves three things interrelated and relevant to
the study: the use of tasks as mediating tools; the role
of knowledgeable other, that is the teacher and peers in
mediating learning within the ZPD; and the relationship
of tasks and ZPD in the students’ conceptual progres-
sion in learning. “Tasks form the basic treatment unit in
classrooms” [23] in terms of leading students to selec-
tively derive from their experiences and acquire infor-
mation and operations required to accomplish the tasks
[23]. Recently, researchers [25; 58; 65; 68; 69] have again
called attention to subject tasks; taking clues from their
work, an academic task must involve both dialogic (in-
teraction with peers and a teacher as others) and dialec-
tic (task as other; external activity reflected in the in-
ternal consciousness) processes that assist students gain
insights into the thinking of others and into their own.
The role of the teacher then lies in building a relation-
ship between the psychological and social, the key tenet
of Vygotsky’s work by means of practices that matter in
culture [25; 63; 69; 79]. The studies [2; 13; 20; 40; 47; 70]
demonstrate how teachers’ use of tasks accompanied by
initiated classroom dialogue assisted them to guide and
support their students’ learning.

Teachers’ knowledge, learning and expertise

Four other key areas relevant to the study include
the following: Firstly, research on conceptualisation of
teacher content knowledge has highlighted several types
of knowledge that teachers use to function in their pro-
fession: the concept of pedagogical content knowledge
(PCK) [64] incorporates both understanding of the
structure of the subject matter (content knowledge) and
teacher’s pedagogy, that is, ways to represent the subject
content to maximise its comprehensibility for student
learning; curricular knowledge [64] refers to the cur-
riculum, guidelines and resources that the government
and the school provide to the teachers; knowledge of
self and knowledge of learners [74]; PCK as a collection
of teacher professional constructions that constitute
knowledge of teaching specific topics that an experi-
enced teacher builds and accumulates [36]; and personal
practical knowledge, a notion captures the idea of expe-
rience in the way we refer to teachers as knowledgeable
and knowing persons [18], which takes the form of im-
ages, metaphors [16; 19], emotional aspects [35] and be-
liefs that determine teachers’ actions in class that shape
teaching and learning [41; 45; 72].

Secondly, different authors view reflective practice
differently. For Dewey, education has a social func-
tion that requires transformation of the quality of ex-
perience whereby the immature becomes mature [21].
Schén draws attention to the notions of reflection-in-
action which involves the teacher learning in the situ-
ation the emerging problems in students’ understanding
of the content, and reflection-on-action which includes
drawing from experiences after the action is over and ad-
dressing the unresolved problems [62]. Such reflections,
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according to Connelly & Clandinin, become part of the
personal practical histories of teachers that shape their
beliefs and have the possibility of informing their future
course of action in the classroom [18]. Korthagen gives
prominence to changes that emerge from teachers’ be-
ing [41], and Freire focuses on transforming practice in
which the teachers play a crucial role from shifting from
a banking concept of education to an emancipatory ap-
proach to education [31; 32].

Thirdly, research has identified three conditions
for effective formative assessment (FA), and these
are: the quality of interaction [11]; students’ involve-
ment in active learning; and the teachers’ use of tasks
that interest students [81]. Teachers’ use of task and
dialogue might involve students in self-assessment or
peer assessment [81]. However, such kind of assess-
ment is more common in higher education [33; 54]
than school education [71].

Lastly, over time, research on teacher expertise has
undergone changes. From viewing teacher expertise
as something stable [7; 26; 29; 37; 55; 59; 67; 73; 74]
to viewing it as continually working on problematis-
ing daily routines [6]; as stagewise learning over time
[1; 24; 26]; as embedded in teachers’ beliefs about their
students’ learning [3; 49; 72]; and to adaptive nature of
teacher expertise [84] that partially connects teacher ex-
pertise with the time period view of it, which is problem-
atic as sociocultural contexts are implicitly referred to
changing political contexts and education policies that
a teacher might have experienced during 10—15 years
of teaching and might have worked with almost all situ-
ations [34].

Theoretical framework

In examining the micro and macro processes in-
volved in classroom teaching and learning, the study
utilised several interrelated sociocultural concepts.
Firstly, Vygotsky is interested in development as me-
diated process. For him, the relationship between psy-
chological tool and behaviour has serious implications
for instruction. There are two faces of mediation that
assist in enhancing the child’s performance: by human
assistance and by introducing mediating tools [15]. Vy-
gotsky defined the role of the human mediator in his
Genetic Law of Cultural Development [75], according
to which human cognition is inherently social; trans-
formation happens when other-regulation is changed to
self-regulation. The former involves activities mediated
by other people or cultural artefacts, while the latter
involves appropriation and reconstruction of the cul-
tural artefacts to regulate or own activities. Secondly,
influenced by Vygotsky’s work, the concept of figured
worlds [38] helps in understanding how an individual
participates in the culture in which he or she is posi-
tioned to turn it around to make way for oneself as a
knowledgeable and committed person; it calls for high-
er order organisation of one’s thought; and involves
processes by which human beings as both collective and
individual move from one social and cultural reality to
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another. Hence, such worlds have developmental histo-
ry; intentionality in their use; are attributed with some
meaning and are both a material and concept [17; 38; 39;
75; 78]. Thirdly, Vygotsky’s work was concerned with
the micro teaching and learning processes. However,
it does not refer to how institutions (schools) regulate
learning, shapes the way in which individuals (teach-
ers) work within them. This aspect was addressed by
Bernstein who was concerned with “the general prin-
ciples underlying the transformation of knowledge into
pedagogic communication” [9, p. 25] through the pro-
cess of recontextualisation which he suggested, “selec-
tively appropriates, relocates, refocus and relates other
discourses to constitute its own order” [9, p. 33]. How-
ever, such a structure of transfer that Bernstein focused
on is “unidirectional transmission of influence from in-
stitution to individual” [80, p. 259] and runs the risk of
obviating the active agent, a teacher with a specific role
in the classrooms and in taking the guidelines forward,
from the process [80]. Fourthly, deriving from Rosen-
blatt’s theory of transaction, which states that there is
always some kind of transaction that goes on during the
reading event in which meaning is constructed between
the reader and the text, between the individual and the
society [56], I view teaching as a meaning making pro-
cess which includes teachers as readers and writers,
reading the classroom dialogue as text and writing that
as an understanding derived from such a reading as an
internal text. Lastly, deriving from research on reflec-
tive practice [18; 62], the teachers utilise the classroom
transaction as a psychological tool for their profession-
al growth of practice. Taking from Schén: (a) within
the classroom when the action is going on, in which the
teacher interprets and responds to emerging situations;
and (b) from outside the classroom after the action is
done, by which the teacher pays selective attention to
the things to review some of the decisions. Taking from
Connelly and Clandinin: (¢) reflect on their past teach-
ing experiences and derive from those to inform their
future aspirations and role as a teacher.

Methodology

A qualitative multicase study was employed to exam-
ine several cases in diverse settings [48; 50; 66] with an
aim to study the phenomenon exhibited by the cases [66].

Participants and data collection

Eight teachers, four each of English and mathematics,
were observed from five different schools in Oxfordshire,
England. They were selected based on their consistent
performance over three years or more and recognised for
their exemplary work by their school community [53].

The data were collected in three stages for each les-
son observed. These stages include: Think aloud proto-
col before the delivery of the lesson in which the teach-
ers were asked to think concurrently while planning

! Names of schools and teachers are pseudonyms.
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the lesson [27; 28]; lesson observation [82] (Wilkinson
and Birmingham, 2003) and video recording; and video
stimulated recall and semi-structured interviews after
the lesson [22; 42; 44; 57; 60]. 2—3 lessons per teacher
were observed.

Data analysis

The data were transcribed and organised into a single
document with 2—3 complete lessons per teacher. Then
narratives of teaching and learning were written that
included teachers’ reasoning during lesson planning and
in-the-moment decision making; these were then the-
matically coded. Both narratives of lessons and themat-
ic coding were used during within-case and cross-case
analysis; the latter will be discussed in this article.

School descriptions and contexts that emerged dur-
ing analysis led to framing boundaries of description
using Bernstein’s sociological theory, the principles of
classification and framing [8]. Classification refers to
the boundary strength between what is classified while
framing refers to a message system of pedagogy, that is,
how interaction that takes place in a social relation will
be regulated. The framework of description was divided
into three parts, namely, Institutional Context, Teacher
and Classroom Practice, with further subparts (tab. 1
and tab. 2, which is an example of Framework of De-
scription from an English teacher, Linda). Bernstein, in
his analysis of discourse, referred to horizontal and verti-
cal discourses [9]. The data showed instances of vertical
discourse that reflected the teachers’ hierarchical posi-
tion, implying its relation to the degree of control that a
teacher might have.

School descriptions

The schools' in which the participant teachers
worked formed the historical context of their teaching
and learning situation. The participant teachers taught
in secondary schools situated in different locations
in Oxfordshire, England: Spring Hill (Lisa, English
teacher) and Forest Lake Schools (Tyler and Jeffrey,
English teachers; Alex, maths teacher) were both lo-
cated in inner-city; Whitewater School (Justin, maths
teacher) was an academy, a sponsor-led school, situated
in a market town located in an area with high levels
of social and economic deprivation; Lakewood School
(Linda, English teacher) was an urban city all-girls’
secondary school converted into an academy; and Val-
ley View school (Lauren and Steve, maths teachers)
was a co-educational secondary school situated in an
outer-city school with students coming from both af-
fluent and economically deprived families.

Findings
The qualitative thematic cross-case analysis identi-

fied five themes that reflect how the participants played
a mediational role in subject content transformation.




Khan S. The Process of Subject Content...

Xan C. Tpancopmauus npeomemmnozo co0epicanus...

Table 1
Framework of description

Institutional Context

Theory of instruction

Refers to a good teaching policy by means of which the school regulates the teaching and learning
discourse. It includes expectations from the teachers in terms of teaching and from the students in
terms of their own learning.

Scheme of Work (SoW)

Provides a yearly division of the content to teach. These can be long-term schemes covering the
schedule for the entire academic year or a short-term which covers a half term unit of 6—8 weeks.

Teaching resources

The resources used for teaching the subject as provided by the school or created by the teacher.

Duration of the lesson

The time allotted for the lessons in a school.

Class sets

Grouping the students according to their attainment.

Discipline in school

The school behavioural policy that rules conduct for the students before, during and after school,
and the responsibilities of the teachers concerning it.

Teacher

Vertical axis

Refers to the power dynamics, the influence on social relations and communication among the
teachers in the school or within the department.

Classroom Practice

Instructional practice

These are discursive rules that include selection, sequence, pacing, and criteria (of evaluation).

Instructional context

The ways in which tasks are distributed and the students grouped within classes.

Regulative practice

These are hierarchical rules that regulate learning in the classrooms. Implicit rules that the students
follow and the instructions that teachers give to their students in relation to the task help in
managing the lessons.

Everydayness

The unique culture of the classroom that forms over time; element of trust between the teachers and
the students.

Table 2

Example of Framework of Description for Linda, an English teacher at Lakewood School

Institutional Context

Theory of instruction

A good teacher is the one who puts the systems and the structures in place. All the teachers are
expected to use the gold, silver and bronze success criteria. If a member of faculty walks into a lesson
with the criteria not displayed, then teaching will be classed as not a good teaching.

Scheme of Work (SoW)

The department informed the teachers of the texts to use.

Teaching resources

Linda used the success criteria as lesson objectives and to regulate students to think of the level they
might want to achieve.

Duration of the lesson

One hour lesson.

Class sets

Top set, based on exam results from the previous year.

Discipline in school

No discipline issues.

Teacher

Vertical axis

Strict hierarchy existed. Teachers were required to follow the guidelines set by the department and
higher management whether working collaboratively or when teaching individually.

Classroom Practice

Instructional practice

Linda assigned quotes from a poem to the groups to deconstruct. These were later swapped amongst
groups.

Instructional context

There were eight groups with four students in each group.

Regulative practice

Linda roughly timed the tasks and grouped the students according to their ability. The success
criteria regulated both classroom dialogue and students thinking.

Everydayness Students worried for their grades and were often given confidence by their teacher that she will assist
them in reaching their goals. The success criteria were the guiding principle for action in the class.
Task design have bronze, silver, golds, and the idea is that whatever

The data analysis indicated that the participants en-
gaged in teaching and learning in three phases involving
inquiry, organising and managing, which, in combina-
tion, involves six elements of task design (tab. 3). The
inquiring phase includes context and intentions. Exam-
ple, Linda, in teaching poetry to top set Year 9 students
to structure their response to a GCSE type question,
uses the success criteria in the form of three medals: “We
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they [students] do in the lesson, they’ll get somewhere.
They’ll get a medal” (Linda, during lesson planning).
The next phase involves organising intentions which
includes teachers’ use of figured worlds and selection of ar-
tefacts, which is the use of resources drawn from various
sources and used to conceptualise the pedagogical approach.
Example, Lauren, a mathematics teacher, in teaching “Bear-
ings” to her Year 7 students at Valley View School, used
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different websites: the one recommended by her depart-
ment (STEM) and the other on her own accord (Diagnos-
tic Questions) to engage the students with misconceptions.

The third phase is an extension of the organising
phase and involves the management of task execution:
involves making learning objectives known to students
either explicitly or implicitly and includes task distri-
bution, instruction and time management. Example, Ty-
ler managed teaching the concept of immigration when
teaching American poetry from 1840s to 1940s in a for-
ty-minute lesson. He used three poems that would help
him put the novel (The Great Gatsby) that the students
were reading for the term on the “historical continuum”
and provide them with different perspectives about the
concept: “I deliberately picked three examples, one very
pro-immigration, one very anti-immigration and one
from the perspective of an immigrant” (Tyler, during the
interview). He formed three groups, assigned one poem
to each group to analyse in detail and instructed them
to give a quick reading to the other two poems.The stu-
dents were required to share their critical reading during
whole class discussions. He gave students a space to lead
their learning, both by presenting their analysis and add-
ing their critique to discussions, as per his school policy.

Practices of formative assessment

Task design paved the way for teachers to prac-
tice formative assessment (FA). The teachers created
opportunities for themselves to know their students’
thinking, where their students were in their learning of
concepts, or of any cognitive conflict through the use
of tasks. The participants employed several tools of FA
(as shown in tab. 4).

Recontextualisation

Recontextualisation can be defined in terms of the
ways in which the participant teachers framed, reworded
or provided a different situation of a similar example of
the content so that their students were able to form a
conceptual understanding of it (as shown in tab. 5).

The theme is closely related to the theme of FA. Having
used different ways of FA to identify learning gaps and mis-
conceptions, the teachers then used these methods (tab. 4)
to recontextualise the subject content for student learning,
Learning gap here refers to the distance between teachers’ in-
tentions for students’ learning and where the students were
in relation to that. Misconceptions refer to the existence of
erroneous understanding or an idea that makes sense to the
student but is faulty. In responding to gaps or misconceptions,

Table 3

Elements of Task Design

Six Elements of Task Design

Context

Refers to teachers’ repertoire of knowledge that supports them in their thinking about creating learning
situations. It includes teachers’ knowledge of institutional demands that regulate teaching and learning
in classrooms and therefore, the nature of talk; teachers’ awareness of their students’ prior learning of
concepts; knowledge of Schemes of Work provided by their departments; and their past pedagogical
experiences including their education and training.

Intention
and why they want that.

Gives direction to the teacher. Refers to teachers’ thinking about what they want their students to learn

Figured world

Refers to teachers’ imagining and organising a near future classroom experience in bringing about a
change or shift in students’ thinking; deriving from their intentions.

Selection of
artefacts
to the teachers by their departments.

Use of resources as both material and concepts for teaching and learning. These artefacts can be drawn
from teachers’ own collection of resources, derived from websites, borrowed from colleagues or handed

Learning objective

Serves as a guide to students. It refers to what teachers want their students to be able to do as a result
of learning. This is closely related to intentions but becomes explicit during the teaching and learning
situation. Teachers’ intentions are presented to students in the form of a topic to learn or as clear set of
guidelines, both verbal and /or explicitly written, about what they should be able to accomplish.

Task distribution,
instruction and time
management

in an allotted time.

Refers to teachers’ division of tasks among students accompanied by information about how they are
expected to carry out a task; gives students direction and sense of time; helps teachers organise learning

Table 4

Practices of Formative Assessment

Practices of Formative Assessment

Moving around the
classroom

Refers to teachers’ purposeful physical movement in the class when students are set at group or pair or
individual work to listen to their discussions and assist them.

Asking questions

Refers to teachers putting questions to students to elicit information from them or to direct their
thinking; students’ verbalisations serve as a source of information about their present level of learning.

Collaborative
problem-solving
participate in the ongoing discussion.

Teachers solve tasks along with students to make visible to themselves how the students might have
reached an answer and, at the same time, helps students reflect on the reasoning that they provide and

Other ways of
assessment

students in completing tasks.

Teachers’ use of tools to help themselves derive some pattern to assess the success or struggle of
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teachers adjusted instruction with the aim that their students
might see the content from a different angle and make sense
of it for themselves. Example, according to Lauren, “When it
came to the conceptual understanding of the concept (Bear-
ing), though they were practising it and saying it when asked,
it had not yet come from them” (Lauren, during the inter-
view). In the third lesson on the topic, Lauren invited her stu-
dents to imagine themselves as a member of a “Quick Reac-
tion Alert Group” which gives them “the power to deploy an
aircraft at a moment’s notice.” They had to prove that they
were “a worthy member of the team” (during the classroom
observation). The task required “a lot of visualisation on their
behalf because they needed to in their heads picture what this
bearing might look like. It involved a lot of geometrical rea-
soning, estimating...” (Lauren, during the interview).

Reflective practices

The teachers reflected for designing tasks, reflected
while teaching, and reflected on the teaching and learn-
ing that took place (as shown in tab. 6). A key finding
was that a point of focus of their reflections was their
students’ responses and their own teaching.

Reflective practice emerged as a constituent of con-
tinuous action and was intricately weaved into FA and

recontextualisation that, at times, it was difficult to
segregate it from the other two themes; it also informs
knowledge base and influences task design.

Knowledge base

This theme differs from the previous four in that that
teachers use and build on their knowledge base while de-
signing tasks, when making formative assessments, when
recontextualising the content and when they reflect on
their thinking. Hence, teachers draw on and from their
existing knowledge base and further assimilate new ped-
agogical experiences. The different types of knowledge
bases are presented in tab. 7.

There exists an intricate relationship between the five
themes that emerged from the data analysis. For instance,
recontextualisation is a consequence of FA,; reflective prac-
tice sometimes works in between FA and recontextualisa-
tion, sometimes occurs after the classroom situation where-
in teachers might reflect on their teaching, and sometimes
comes before the classroom situation when teachers reflect
on their thinking in designing tasks; and, finally, in engaging
with several pedagogical processes, teachers continuously
draw from their knowledge base and add to it and thus con-
tribute towards their own personal growth of practice.

Table 5

Ways of Recontextualisation

Ways of Recontextualisation

Teachers’ explanations

Teachers’ statements or narrations giving out critical information or revealing facts, giving
details or describing situations; rephrasing students’ responses.

Creating imaginative situations
different role in it.

Transporting students into a different context or physical reality and assigning them a

Drawing connections

their verbalisations.

Assisting students in making connections between different parts of texts, among different
responses from their peers; assisting them in reflecting on their own responses by rephrasing

Breaking into smaller steps
about a concept in parts.

Teachers divide a lengthy task into smaller manageable steps and give critical information

Provide a model response

Teachers provide an example of a response either by working along with the students or by
giving them an example to imitate or by giving them an example of a similar situation that
students are required to accomplish.

Provide suggestions for thinking

Direct the students to something particular to make them think differently about a
situation or a problem; might be phrased as a question.

Students recontextualise the
content

Students’ verbalisations serve as a means of re-explanation of the content at hand for other
students as well as for the teacher. These verbalisations are in the form of individuals summarising
their understanding of the content or students’ collective interpretation of the content.

Table 6

Reflective Practice

Reflective Practice

Reflections on students’
understanding of the
subject content

Refers to teachers’ analysis of students’ current level of learning by means of their responses in order
to take the next step towards supporting them in their learning; teachers’ thinking of the next element
that they might require to engage students with; these reflections take place in-the-moment.

Reflections on the
challenges interpreted for
future planning

Teachers recognise that students are still not where they intended them to be in their learning;
recognise the gaps in their learning and think of the ways in which they might address those gaps
in the subsequent lesson or distant lessons.

Self-assessment: Self-
critique for their own

teaching they could have possibly taken.

Teachers identify gaps in their action for students’ learning; their display of discomfort in having
missed something they could have possibly used for teaching; their awareness of the measures

To ascertain their beliefs

assumptions or cause a stir.

Re-evaluate their thinking in relation to assumptions they hold; might consolidate the existing
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Discussion

The analyses conducted in this study focused on the
mediational role that teachers, whether of English or
mathematics, play in supporting their students in their
learning. Teachers continually engage with pedagogical
processes represented as four intertwined or intercon-
nected phases (fig. 1).

The phases are discussed as follows:

Phase One: Reflect on their personal sense

of experiences

The first phase of subject content transformation in-
volved the teachers working by means of a regulatory
discourse of the institution and by drawing from several
resources in making classroom teaching and learning de-
cisions. Their knowledge base ranged from their personal
sense of experiences as a student in school, university or
as a teacher trainee to their personal sense of experienc-
es as a teacher, which includes a combination of several
sources: their understanding of their institutional demands
defined in the form of “good teaching” processes along
with their sense of their past diverse experiences inclusive

of their knowledge of pedagogical structures;, knowledge
about students; their beliefs about teaching and learning;
their interaction with others, for instance their colleagues,
mentors, professors, tutors, school teachers, students, lit-
erature and subject websites. The sources, in combination,
form the contextual element, one of the six elements of
Task Design. The teachers, thus, worked by drawing from
several resources in making classroom teaching and learn-
ing decisions which aligns with previous studies [18; 64;
72; 74] and also by means of regulatory discourse of the
institution which this study demonstrates.

Phase Two: Design tasks and build figured worlds

The second phase included designing tasks; this phase
works in tandem with the first phase. In designing tasks,
teachers fostered a balance between their situatedness and
their intentions for students’ learning. Teachers used tasks
to introduce concepts and start the learning activity. The
teachers framed the tasks in a specific way to prompt their
students to think in a particular direction or at a certain
aspect, thus, implying that they not only attached their
intentions to the tasks they assigned, but they also pur-
posefully steer their students’ reflections and influence

Table 7

Teachers’ Knowledge Base

Teachers’ Knowledge Base

Knowledge of context

The intricate link between institutional demand, departmental policy, SoW and national examinations.

Knowledge about
students

Teachers’ knowledge about students’ interests, their learning difficulties, their prior learning or
cumulative learning, their learning in other subjects and their collective characteristics.

Knowledge from
interaction with the

Teachers’ knowledge acquired over time in relation to their interactions with others in the teaching
community: their colleagues; their academic tutors; their own teachers when they were at school;

pedagogical structures |learning of subject content.

other their students; their reading of the literature; and their memberships to various teaching websites.

Knowledge of self Their beliefs about teaching and learning or about the subject they teach, their feelings, their identity
as knowledgeable persons or of their roots.

Knowledge of Teachers’ knowledge of the type of inquiry or cultural practice with which to engage students in their

Phase Three
Involve and engage in
transaction, assessment
and recontextualisation

Phase Four

Phase Two Process of A !
Design tasks and create | Subject Content ‘ S]’f.ess ¢ ZSTrOOI].]
figured worlds Transformation cachuhg and feaftung

experience

Phase One
Reflect on their
personal sense of
experiences

Fig. 1. Process of Subject Content Transformation (PSCT)
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their selection process [23; 25; 56]. For instance, one of the
mathematics teachers, Steve, had given a “calculate the
power” task to the students, he intended that they under-
stand the Base 10 system and eventually use that to reflect
on their thinking to understand the other base systems.
The study extends the application of the concept of fig-
ured worlds [38] as proposed in anthropology to daily teach-
ing and learning situations. In a teaching and learning situ-
ation, figured worlds functioned in two ways: as mediational
means for teachers to get through an inherent contradiction
of teaching subject content to their students; they also serve
as psychological tools to invite students as critics to enter
into a new physical reality in order for them to contribute
toward their own learning of subject content. Such imagi-
nary situations provided them with an opportunity to: vi-
sualise the way they want to see their students engage with
the tasks; think of the groups or individuals that they will
have to reach out first; give them access to possible students’
responses to tasks and think ahead of the ways in which they
might respond to those responses; and prepare for an unex-
pected contingency when they might think of changing or
modifying their plan. The use of figured worlds thus assisted
teachers in creating relative experiences for their students
for them to think about and think against. In this way, the
experiences created functioned as both external and inter-
nal, that is, coming from the authority of a teacher and used
as psychological tools to mediate students’ learning [76; 77],
and whereby the students were able to make some form of
connection or relation between their daily regularities or ex-
periences with new knowledge presented to them [21; 56].

Phase Three: Involve and engage in transaction,

formative assessment and recontextualisation

In this phase, teachers implement the tasks designed
and enact figured worlds. The teachers in this phase were
highly involved in their students’ learning, and that was
where the concept of the ZPD [75] became evident. ZPD
functioned both as a diagnostic tool and a means to under-
stand the development of academic or abstract concepts.
The question then is how teachers assess their students’
learning of abstract concepts and their higher order psy-
chological processes. This research demonstrates that the
way the teachers designed the tasks as material and con-
cept [17] accompanied by social interaction between teach-
er and students and among students, gave the teachers the
scope to formatively assess their students’ progress in learn-
ing [25; 69]. The interaction around tasks provided scope to
the teachers to start with the reading and writing processes
[56], reading the text of students’ responses and making
sense of that to be able to recontextualise their students’
thinking. The teachers used different practices of FA (Tab
3) to assess where their students were in their learning and
think about what needs to be done as a consequence — in
terms of explanations, further questioning, making them
think on a certain aspect or use more tasks; assist their
students toward their potential level of development [75];
and how they might adapt their teaching to meet their stu-
dents’ learning needs [11; 12]. In doing so, teachers drew
from their past similar experiences or from their repertoire
of resources to reflect upon the learning needs of their stu-
dents. Peer assessment and student self-assessment were
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not common amongst the teachers [71], except in the case
of Linda, where the routine need of student self-assessment
came from top-down in the form of success criteria.

Furthermore, social institutions, which are schools in
this study, impacted the work of teachers [10] by provid-
ing them with schemes of work and guidelines of the “good”
ways of teaching (Phase one). The process of recontextu-
alisation, however, does not end with SoW. Rather teach-
ers add to these schemes their knowledge and intentions to
design tasks (Phase two) and, thereby, further impact the
content that the students learn and their learning experi-
ences; which, in turn, creates ripples of discourse and estab-
lish a culture of learning, the kind of teaching valued (Phase
three). In the light of the new understanding of the concept
of recontextualisation, combining both linguistic [43] and
sociological aspects [9; 10], T define the term “recontextu-
alisation” in terms of (a) directionality: recontextualisation
is bi-directional as that involves both teachers and students
as active participants in the learning process and in shaping
the content; and which involves teachers as active partici-
pants in shaping the content by reflecting upon their inten-
tions and pedagogic decisions (b) revisitation: recontextu-
alisation is a way in which the teachers assist their students
to form a conceptual understanding of the subject content
by revisiting the same concept using a different context or
different choice of words with similar context.

Phase Four: Assess classroom teaching

and learning experience

In this phase, the teachers made assessments about stu-
dents’ progress and their own teaching based on their reflec-
tions on their interactions with their students. In this sense,
the findings align with the notions of reflection-in-action
and reflection-on-action [62] and with the concept of per-
sonal practical knowledge [18] that the teachers build over
time through their reflections on their classroom experienc-
es.. The teachers assessed the progress of their students and
their future needs; they reflected on their beliefs and either
further cemented those or reviewed those; and critically self-
evaluated their teaching based on their performance in the
classroom. However, the analyses also revealed that teach-
ers reflected in further ways than suggested in research [62].
The teachers reflected while designing action as well and
which can be termed as reflection-for-action. The teachers
reflected before entering the teaching and learning situa-
tion, that is, when they think of their intentions for students’
learning of scientific concepts, imagine the way action might
unfold, think of pedagogical structures they might use or
think of ways in which to balance their beliefs, teaching of
subject content and institutional regulatory policy.

Hence, PSCT involves a continuous flow of thought
formation and transactional action amidst different phas-
es; and it is not sequential in nature. Phase One and Phase
Two work together, backward and forward. Task design
and figured worlds created in Phase Two are enacted in
Phase Three. In Phase Three, which is a teaching and
learning situation, teachers reflect on their personal sense
of experiences (Phase One) for making in-the-moment
decisions; sometimes, they also think of the tasks (Phase
Two) they might have to introduce in their subsequent
lessons when reflecting on their students’ responses. In
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Phase four, teachers use their interactions with their stu-
dents in Phase Three to assess their teaching. Such as-
sessments then become a part of their personal sense of
experiences (Phase One) and which they also use to de-
sign tasks. Teachers are thus involved in continuous ac-
tion and reflection on their own teaching to derive from
to support their students’ learning of academic concepts.

Conclusion

The study contributes towards an understanding of
teachers’ mediational role in supporting their students’
learning by providing a model of the four phases of Process
of Subject Content Transformation (PSCT). The model
highlights the intertwining aspect of several elements, high-
lighting the ways in which the teachers mediate and shape
the quality of learning for their students. The elements are
previously known in research; however, these are presented
mainly as separate entities. This study demonstrates that

References

1. Alexander P.A. The Development of Expertise:
The Journey from Acclimation to Proficiency. Educational
Researcher, 2003, Vol. 32 (8), pp. 10—14.

2. Alexander R. Towards dialogic teaching: Rethinking
classroom talk. Cambridge: Dialogos, 2004.

3. Alterator S., Deed C., Prain V. Encapsulating teacher
expertise in action. Teachers and Teaching, 2018, Vol. 24 (4),
pp. 450—460.

4. Anthony G., Hunter J., Hunter R. Prospective teachers
development of adaptive expertise. Teaching and Teacher
Education, 2015, Vol. 49, pp. 108—117.

5. Beltramo J.L. Developing adaptive teaching practices
through participation in cogenerative dialogues. Teaching and
Teacher Education, 2017, Vol. 63, pp. 326—337.

6. Bereiter C., Scardamalia M. Surpassing ourselves: An
inquiry into the nature and implications of expertise. Illinois:
Open Court, 1993.

7. Berliner D.C. In Pursuit of the Expert Pedagogue.
Educational Researcher, 1986, Vol. 15 (7), pp. 5—13.

8. Bernstein B. Code Theory and its Positioning: A
case study in misrecognition. British Journal of Sociology of
Education, 1995, Vol. 16 (1), pp. 3—19.

9. Bernstein B. Vertical and horizontal discourse:
An essay. British Journal of Sociology of Education, 1999,
Vol. 20 (2), pp. 157—173.

10. Bernstein B. Pedagogy, Symbolic Control and Identity:
Theory, Research, Critique (Revised Edition). Lanham, MD:
Rowman & Littlefield, 2000.

11. Black P., Wiliam D. Assessment and classroom
learning. Assessment in Education: Principles, Policy & Practice,
1998, Vol. 5 (1), pp. 7—74.

12. Black P., Wiliam D. “In Praise of Educational
Research”: Formative assessment. British Educational Research
Journal, 2003, Vol. 29 (5), pp. 623—637.

13. Boukafri K., Civil M., Planas N. A Teacher’s Use of
Revoicing in Mathematical Discussions. In J.N. Moschkovich,
D. Wagner, A. Bose, J.R. Mendes, & M. Schiitte (Eds.),
Language and Communication in Mathematics Education.
Springer, Cham, 2018, pp. 157—169.

73

the teachers engaged and were involved with several peda-
gogic processes in unison and not piecemeal in supporting
their students in learning the academic concepts.

The study has several implications for different stake-
holders. Firstly, for teacher educators to consider expos-
ing their student teachers to various theoretical stances
to create possibilities for them. Secondly, for teachers to
think of the demands of the institutions in which they
work and how they might use that knowledge in shaping
teaching and learning. Thirdly, for schools to step back,
rethink and re-question their role as an authority in creat-
ing affordances or constraints through the artefacts that
they provide to their teachers. Lastly, for researchers to
risk combining different theoretical perspectives and ways
of analysis to explore a phenomenon of their interest. Fur-
ther research may examine the four phases of PSCT in the
light of understanding teaching across contexts, the num-
ber of years of teaching experience and teaching online.
The studies focusing on task design have a high potential
in throwing further light on teachers’ thinking processes.

14. Brown R., Hirst E. Developing an understanding of the
mediating role of talk in the elementary mathematics classroom.
Journal of Classroom Interaction, 2007, Vol. 41 (2), pp. 18—28.

15. Chaiklin S. The zone of proximal development in
Vygotsky’s analysis of learning and instruction. In A. Kozulin,
B. Gindis, V.S. Ageyev, & S. M. Miller (Eds.), Vygotsky’s
educational theory in cultural context. 2003, pp. 39—64.

16. Clandinin D.J. Classroom practice: Teacher images in
action. Great Britain: Taylor & Francis (Printers) Ltd., 1986.

17. Cole M. Cultural psychology: A once and future
discipline. Harvard University Press, 1996.

18. Connelly F.M., Clandinin D.J. Teachers as Curriculum
Planners: Narratives of Experience. New York: Teachers
College Press, 1988.

19. Connelly F.M., Clandinin D.J. Stories of Experience
and Narrative Inquiry. Educational Researcher, 1990,
Vol. 19 (5), pp. 2—14.

20. Counsell. Thinking, talking, writing: Collaborative
reasoning in the secondary classroom. Teaching English, 2015,
Vol. 9, pp. 41—44.

21. Dewey J. Democracy and education. Mineola, N.Y.:
Dover Publications, 2004.

22. Do S.L., Schallert D.L. Emotions and Classroom Talk:
Toward a Model of the Role of Affect in Students’ Experiences
of Classroom Discussions. Journal of Educational Psychology,
2004, Vol. 96 (4), pp. 619—634.

23. Doyle W. Academic Work. Review of Educational
Research, 1983, Vol. 53 (2), pp. 159—199.

24. Dreyfus S.E. The five-stage model of adult skill
acquisition. Bulletin of Science, Technology and Society, 2004,
Vol. 24 (3), pp. 177—181.

25. Edwards A. Designing tasks which engage learners
with knowledge. In 1. Thompson (ed.), Designing tasks in
secondary education: Enhancing subject understanding and
student engagement. Routledge, 2015, pp. 13—27.

26. Enow L., Goodwyn A. The invisible plan: how English
teachers develop their expertise and the special place of
adapting the skills of lesson planning. English in Education,
2018, Vol. 52 (2), pp. 120—134.

27. Ericsson KA., Simon H.A. Verbal reports as data.
Psychological Review, 1980, Vol. 87 (3), pp. 215—251.




Khan S. The Process of Subject Content...

Xan C. Tpancopmauus npeomemmnozo co0epicanus...

28. Ericsson  K.A.,, Simon H.A. Protocol
Massachusetts Institute of Technology, 1993.

29. Ethel R.G., McMeniman M.M. Unlocking the
knowledge in action of an expert practitioner. Journal of
Teacher Education, 2000, Vol. 51 (2), pp. 87—101.

30. Fisher R. Dialogic teaching: developing thinking and
metacognition through philosophical discussion. Early Child
Development and Care, 2007, Vol. 177 (6—7), pp. 615—631.

31. Freire P. Pedagogy of freedom: Ethics, democracy
and civic courage (Critical perspectives series) [electronic
resource]. Lanham, Md.; Oxford: Rowman & Littlefield, 1998.

32. Freire, P., Macedo D. Pedagogy of the oppressed. New
York, NY: The Seabury Press, 2000.

33. Ginkel S.V., Gulikers, J., Biemans, H., Mulder, M.
Fostering oral presentation performance: Does the quality
of feedback differ when provided by the teacher, peers or
peers guided by tutor? Assessment and Evaluation in Higher
Education, 2017, Vol. 42 (6), pp. 953—966.

34. Griffiths M. Critically adaptive pedagogical relations:
The relevance for educational policy and practice. Educational
Theory, 2013, Vol. 63 (3), pp. 221—236.

35. Hargreaves A. The emotional practice of teaching.
Teaching and Teacher Education, 1998, Vol. 14 (8), pp. 835—854.

36. Hashweh M.Z. Teacher pedagogical constructions:
A reconfiguration of pedagogical content knowledge. Teachers
and Teaching, 2005, Vol. 11 (3), pp. 273—292.

37. Hattie J., & Yates G.C. Visible learning and the science
of how we learn. Routledge, 2014.

38. Holland D., Lachicotte W., Skinner, D., Cain. C.
Identity and Agency in Cultural Worlds. Cambridge, MA:
Harvard University Press, 1998.

39. Holland D., Fox G., Daro V. Social Movements
and Collective Identity: A Decentered, Dialogic View.
Anthropological Quarterly, 2008, Vol. 81 (1), pp. 95—126.

40. Ingram J., Pitt A., Baldry F. Handling errors as they
arise in whole-class interactions. Research in Mathematics
Education, 2015, Vol. 17 (3), pp. 183—197.

41. Korthagen F.A. In search of the essence of a good
teacher: Towards a more holistic approach in teacher education.
Teaching and Teacher Education, 2004, Vol. 20 (1), pp. 77—97.

42. Lincoln, Y.S., Guba E.G. Naturalistic inquiry. Sage, 1985.

43. Linell P. Rethinking language, mind, and world
dialogically. Charlotte, NC: Information Age, 2009.

44. Mackey, A., Gass S.M. Second language research:
Methodology and design. London: Lawrence Erlbaum
Associates, 2005.

45. Méannikko 1., Husu J. Examining teachers- adaptive
expertise through personal practical theories. Teaching and
Teacher Education, 2019, Vol. 77, pp. 126—137.

46. Marshall B. The write kind of knowledge in English.
Critical Quarterly, 2003, Vol. 45 (4), pp. 113—125.

47. Mercer N. Words and minds: How we use language to
think together. London: Routledge, 2000.

48. Merriam, S.B., Tisdell E.J. Qualitative research: A
guide to design and implementation. John Wiley & Sons, 2015.

49. Meyer H. Novice and expert teachers’ conceptions of
learners’ prior knowledge. Science Education, 2004, Vol. 88 (6),
pp. 970—983.

50. Miles M.B., Huberman A.M., Saldafia J. Qualitative
Data Analysis. A Methods Sourcebook (3rd ed.). Thousand
Oaks, CA: Sage, 2014.

51. Mutton T., Burn K., Hagger H. Making sense of
learning to teach: Learners in context. Research Papers in
Education, 2010, Vol. 25 (1), pp. 73—91.

52. Mutton T., Hagger H., Burn K. Learning to plan,
planning to learn: The developing expertise of beginning
teachers. Teachers and Teaching, 2011, Vol. 17 (4), pp. 399—416.

analysis.

74

53. Palmer D.J., Stough L.M. Identifying Teacher
Expertise: An Examination of researcher’s decision making.
Educational Psychologist, 2005, Vol. 40 (1), pp. 13—25.

54. Parsons D. Formative assessment in discussion tasks.
ELT Journal, 2017, Vol. 71 (1), pp. 24—36.

55. Pisova M., Janik T. On the nature of expert teacher
knowledge. Orbis scholae, 2011, Vol. 5 (2), pp. 95—116.

56. Rosenblatt L.M. Making meaning with
Portsmouth, N. H: Heinemann, 2005.

57. Rowe V.C. Using video-stimulated recall as a basis for
interviews: Some experiences from the field. Music Education
Research, 2009, Vol. 11 (4), pp. 425—437.

58. Siljo R. Learning, theories of learning, and units of
analysis in research. Educational Psychologist, 2009, Vol. 44 (3),
pp. 202—208.

59. Sato M., Akita K., Iwakawa N. Practical thinking styles
of teachers: A comparative study of expert and novice thought
processes and its implications for rethinking teacher education
in Japan. Peabody jJournal of Education, 1993, Vol. 68 (4),
pp. 100—110.

60. Schepens A., Aelterman A., Van Keer H. Studying
learning processes of student teachers with stimulated recall
interviews through changes in interactive cognitions. Teaching
and Teacher Education, 2007, Vol. 23 (4), pp. 457—472.

61. Schmidt M. Learning from Teaching Experience:
Dewey’s Theory and Preservice Teachers’ Learning. Journal of
Research in Music Education, 2010, Vol. 58 (2), pp. 131—146.

62. Schon D.A. The reflective practitioner: How
professionals think in action. Basic Books, 1983.

63. Schwab J.J. The structure of the disciplines: Meanings
and significance. In G. W. Ford & L. Pugno (eds.), The structure
of knowledge and the curriculum. Chicago: Rand McNally.,
1964, pp. 6—30.

64. Shulman L.S. Those who understand: Knowledge
growth in teaching. Educational Researcher, 1986, Vol. 15 (2),
pp. 4—14.

65. Smagorinsky P. Teaching English by design: How to
create and carry out instructional units. Heinemann, 2008.

66. Stake R.E. Multiple case study analysis. Guilford Press,
2006.

67. Sternberg R.J., Horvath J.A. A Prototype View of
Expert Teaching. Educational Researcher, 1995, Vol. 24 (6),
pp. 9—17.

68. Stylianides G.J., Watson A. The interplay between
mathematics and pedagogy. In 1. Thompson (ed.), Designing
tasks in secondary education: Enhancing subject understanding
and student engagement. Routledge, 2015, pp. 47—69.

69. Thompson I. Communication, Culture, and Conceptual
Learning: Task design in the English classroom. In 1. Thompson
(ed.), Designing tasks in secondary education: Enhancing subject
understanding and student engagement. Routledge, 2015, pp. 86—106.

70. Thompson 1., Wittek A.L. Writing as a mediational tool
for learning in the collaborative composition of texts. Learning,
Culture and Social Interaction, 2016, Vol. 11, pp. 85—96.

71. Tiknaz Y., Sutton A. Exploring the role of assessment
tasks to promote formative assessment in Key Stage 3 Geography:
Evidence from twelve teachers. Assessment in FEducation:
Principles, Policy and Practice, 2006, Vol. 13 (3), pp. 327—343.

72. Traianou A. Understanding teacher expertise in
primary science: A sociocultural approach. Research Papers in
FEducation, 2006, Vol. 21 (1), pp. 63—78.

73. Tsui A. Distinctive qualities of expert teachers. Teachers
and Teaching, 2009, Vol. 15 (4), pp. 421—439.

74. Turner-Bisset R. Expert teaching: Knowledge and
pedagogy to lead the profession. Routledge, 2001.

75. Vygotsky L.S. Mind in society. Boston: Harvard
University Press, 1978.

texts.




KYJbTYPHO-UCTOPUYECKAA IICUXOJIOTUA 2021. T. 17. Ne 2
CULTURAL-HISTORICAL PSYCHOLOGY. 2021. Vol. 17, no. 2

76. Vygotsky L.S. Thinking and speech. In V. V. Davydov
(ed.) & N. Minick (trans.), L. S. Vygotsky, The collected works:
General psychology (Vol. 2). New York: Plenum, 1987.

77. Vygotsky L.S. The collected works of LS Vygotsky:
The history of higher mental functions (Vol. 4). New York:
Plenum, 1997.

78. Wartofsky M. Models. Dordecht: D. Reidel, 1973.

79. Wertsch J.V. Mind as Action. New York: Oxford
University Press, 1998.

80. Wertsch J.V. [Review of book Pedagogy, symbolic
control and identity: Theory, research, critique, by Basil
Bernstein]. Language in Society, 1998, Vol. 27 (2), pp. 257—259.

81. Wiliam D. What is assessment for learning? Studies in
Educational Evaluation, 2011, Vol. 37 (1), pp. 3—14.

82. Wilkinson, D., Birmingham P. Using research
instruments: A guide for researchers. Psychology Press, 2013.

83. Yandell J. The social construction of meaning: Reading
Animal Farm in the classroom. Literacy, 2013, Vol. 47 (1),
pp- 50—55.

84. Yoon S. A, Koehler-Yom J., Anderson E., Lin J., Klopfer E.
Using an adaptive expertise lens to understand the quality of
teachers’ classroom implementation of computer- supported
reform curricula in high school science. Research in Science &
Technological Education, 2015, Vol. 33 (2), pp. 237—251.

Tpancdopmanys npeAMeTHOTO coAep:KaHUsA CKBO3b
NPU3MY IICUXOJOTHH H COI[HOJIOTHH: HCCJIE/IOBAHIE
B rpadcrBe Oxcopamup (Bemmkoopuranus)

C. Xan

Oxcdopackuii yausepeurer, BesmkobpuTatnust
ORCID: https://orcid.org/0000-0002-9070-8218, e-mail: hi.soniakhan@gmail.com

B Hacrosiieii pabote, ¢ OMOpOii Ha TICHXOJIOTHYECKOE 1 COIMOJIOTIIECKOe 3HAHKE, UCCIIETYETCsI TO, KaK Y-
Tes1st TPaHcGOPMUPYIOT TIPEAMETHOE COEPIKAHNE /I YYCHUKOB B CUTYaI[K ypoKa. B Haydnoii iuteparype, o-
CBSIIIEHHOM TIPENoIaBaHUIO, YACIACTCS HEJJOCTATOUHO BHUIMAHKA TOMY, KaKyIO POJIb UIPAIOT MaKPOPEryInpyio-
1ye KOHTEKCThI B (h)OPMUPOBAHUN MBIIIJICHUS YUUTEJIS U, CJIEZI0BATEIBHO, B MIE/IATOTUKE B 11EJIOM. BbIrOTCKMit
oMecTiI B (POKYC HAYYHOTO PACCMOTPEHUS Ty OIOCPEYIOILYI0 (DYHKIINI, KOTOPYIO Geper Ha cebst yuuTenb B
POLIECCe MIKOJIBHOTO 0OYYEHUs], UCIIOJIb3Ys PAasINYHbIe ICUXOJOTMIECKIE OPY/IHst, OHAKO OH He ycIien OoJiee
r1yGOKO M3YYHTD BJMSHIE COIMOKYJILTYPHBIX KOHTEKCTOB, B PAMKAX KOTOPBIX OCYIIECTBISIETCS yueOHOe B3a-
nmMojieiicTBre. YTOOBI BOCTIOMHIUTD ATOT MPOOEs, Mbl 0GpaTUIIICh K paboTaM COIUATBHOTO TEOPETHKA U CIICIIH-
aJIicTa 1o couosiorun oopasosanus b. BepHiuTeiina: OH yTBepKAAET, 4TO CIOCOOBI, KOTOPHIMU MHCTUTYThI Pe-
IYJIUPYIOT COIUAJIbHBIE OTHOIIEHMSI BHYTPU ce0st, Hen30eKHO BIMSIOT Ha [eArOTMYECKUe TIPAKTUKU B JIAHHbIX
KoHTeKcTax. [lasiee GbLIO IPOBEEHO UCCIIE0BAHIE MHOKECTBA KOHKPETHBIX cirydaes (multicase study) us mpax-
THKHU y4YUTeJIeil aHJIMHCKOTO sI3bIKa U MaTeMAaTHKH, paboTalonnx B cpefiHuX 1iKoJax rpadcera Okedopaump
(Bemmikobpurarust ). KoMiiekeHbiil aHammi3 crydaes 0OHAPYIKIIT CBSI3b MESK/Ly MUKPOTIPOIeCCaMu 00YYEHUsT 1
MaKpOPETyJINPYIONM JAUCKypcOM. Takske MOKa3aHo, 4To Ha IearorMYecKye PelieHns, IpuHIMaeMble yuuTe-
JISIMU, BJIUSIET UX COOCTBEHHOE BOCIIPHSITUE HHCTUTYIMOHAIBHON KYJIBTYPbI, B PAMKAX KOTOPOI — 1 CPEJICTBAMU
KOTOPOIi — OHU OCYIIECTBJIAIOT CBOIO AeATENbHOCTb. Hakonelr, anamms BbICBETII B3aUMOCBSI3b MEXK/Ty HECKOJIb-
KUMU C110co6aMu, KOTOPBIMU YUUTEJIst OTIOCPELYIOT U HATIPABJISIIOT TIPOIIECC OOYUEHUS CBOUX YUEHUKOB.

Knrouegote cnosa: onocpeioBaniie, TpaHchOPMAIUs TPEAMETHOTO CO/IPKaHUst, 00yUIeHne, COIHAIb-
Has Teopus bepuireiina, Boirorckuii.

Baarogaproctu. ABTop BbIpakaet npusnateabrocts V. Tommicony u I. /laanescy 3a nx moiep:kKy 1 HOMOIIb B UCTOJI-
KOBAHHMU COIMOKYJIBTYPHBIX M COL[OJIOTNUECKUX ACIEKTOB, a TakKe B. DJUIHOTT 3a €€ 1ieHHble yKa3aHHs.

g nurater: Xan C. Tpancdopmaiis npeiMeTHOTO COAEPKAaHMs CKBO3b NIPU3MY HCHXOJIOTHN M COIMOJIOTUH: UCCJIe-
nosanue B rpaderse Okedopamup (Benmukobpuranus) // Kyabrypro-ucropudeckas rcuxosorust. 2021, Tom 17. Ne 2.
C. 65—75. DOLI: https://doi.org/10.17759/chp.2021170207

Information about the authors
Sonia Khan, DPhil in Education, University of Oxford, United Kingdom, ORCID: https://orcid.org/0000-0003-4292-0422, e-
mail: hi.soniakhan@gmail.com

Hugopmayus 06 asmopax
Cona Xan, PhD, Oxchopackuii yausepcurer, Bemukobpuranus, ORCID: https://orcid.org/0000-0002-9070-8218, e-mail:
hi.soniakhan@gmail.com

TMosyyena 15.04.2021
IIpunsara B mevars 01.06.2021

Received 15.04.2021
Accepted 01.06.2021

7”5




KysbTypHO-1cTOpHYECcKast TICUXOJIOTUST

2021. T. 17.Ne 2. C. 76—89

DOT: https://doi.org/10.17759/chp.2021170208
ISSN: 1816-5435 (1ieuarHbrit)

ISSN: 2224-8935 (online)

Cultural-Historical Psychology

2021. Vol. 17, no. 2, pp. 76—89

DO https://doi.org/10.17759 /chp.2021170208
ISSN: 1816-5435 (print)

ISSN: 2224-8935 (online)

Examining Instructors’ Roles in Facilitating Students’
Learning Process in Pedagogical Information
and Communication Technology Massive
Open Online Course

Ammar Bahadur Singh
Ostfold University College, Halden, Norway
ORCID: https://orcid.org/0000-0003-4394-7571, email: ammar.b.singh@hiof.no

Irina Engeness
Ostfold University College, Halden, Norway
ORCID: https://orcid.org/0000-0001-5948-4992, email: irina.engeness@hiof.no

This study examines how course instructors facilitate students’ learning in the Pedagogical Information

and Communication Technology (ICTPED) Massive Open Online Course (MOOC) aiming to develop
professional digital competence in pre-service and in-service teachers in Norway. It also provides an insight
into how students’ agentic engagement in learning may affect the course instructors’ guidance. Students’
online meetings with the course instructors and students were observed and recorded. The meetings aimed
to develop students’ understanding of the examination assignment. The data (4.5 hours video recordings)
analyzed by the method of interaction analysis revealed that the instructors performed four pedagogical
functions: (1) setting up the learning process, (2) reifying students’ ideas;(3) assisting students in develop-
ing their conceptual understanding; and (4) summarizing and structuring students’ understanding about
target concepts. These pedagogical functions evolved out of mutual collaboration of the instructors and
students. The students’ agentic engagement in learning was visible when they took the initiative to explic-
itly share their ideas related to their examination assignment. Instructors’ agency in guiding came into play
when addressing students’ ideas and questions emerged during the interaction process. Students’ agentic
engagement in learning shaped the course instructors’ pedagogical functions and enhanced their agency. In
doing so, the dialectical interplay between the students’ and course instructors’ agency comes to the fore as
an essential aspect of learning and teaching in online environments.
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1. Introduction

This study examines the online course instruc-
tors’ role facilitating participants’ learning process in
the ICTPED MOOC offered by a Norwegian Uni-
versity College aiming to develop professional digital
competence in pre- and in-service teachers. The study
also provides an insight into how participants’ agentic
engagement in learning may affect the course instruc-
tors’ guidance. Several studies suggest that instructors
perform approximately four roles while facilitating stu-
dents’ learning in online environments: managing (set-
ting agenda, managing, leading, and directing interac-
tions), pedagogical (promoting interactions to develop
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students‘ understanding of the target concepts), social
(creating a friendly environment and promoting group
learning), and technical (facilitating students’ engage-
ment with digital technologies [1—3]. Instructors, fo-
cusing on adopting a facilitating role, emphasize an expe-
riential, collaborative, and problem-solving nature of the
learning processes, while those who prioritize teaching
as a knowledge transmission direct their attention most-
ly to content delivery [4—6]. This distinction might be
contested, but it aptly describes instructors’ role in the
so-called two types of MOOCs: cMOOCs and xMOOCs.
The initial cMOOC:s, also called connectivist MOOC:s,
emphasized network creation, learner autonomy, and
interaction among learners |7, 8] and instructors are ex-
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pected to act more like facilitators by helping learners to
connect to and learn from each other [9]. On the other
hand, “xMOQOCs are built as an extension of the con-
ventional campus course” [8] providing more structured
learning resources such as video lectures, reading mate-
rials, automated quizzes, and assignments [8, 10, 11]. In-
structors take the role of knowledge/content experts in
xMOOC:s by delivering premediated contents for learn-
ers [12, 13]. However, facilitating students’ learning in
online environments, including MOOCs, may depend
upon how students present and (re)position themselves
in particular learning events (i.e., online meetings), and
in doing so, manifest their agency.

By taking the Vygotskian perspective, students’
agency is understood as an ability to propel themselves
forwards, recognizing and responding to the demands
in tasks, and, with increasing competence, reposition-
ing themselves within the epistemic domain (Edwards,
2015). Such a perspective has been adopted in other
studies that discuss how students may develop their
agency while learning online. For example, [14] found
that learners were able to address their agentic needs
by engaging in interactions with video resources in the
ICT MOOC. The video resources in the ICT MOOC of-
fered an approach for students to engage in online learn-
ing and, in doing so, may have contributed to enhancing
their agency. Repositioning themselves as active agents
in the epistemic educational practices in MOOC:s, stu-
dents might enhance their digital agency [15]. Therefore,
in online learning, instructors’ roles might become “the
guide on the side” rather than “the sage on the stage” [1,
16]. In this sense, instructors’ roles to facilitate students’
learning are contingent upon how students (re)posi-
tion themselves in learning activities while making their
needs explicit and responding to the arising demands.
However, instructors are rarely engaged in facilitating
students’ learning due to a massive number of partici-
pants[8, 17], and their guidance remains mostly under-
researched [18]. Several studies have expressed the need
to examine a course instructor’s role to facilitate online
learning [19, 20]. This study addresses this gap by exam-
ining instructors’ facilitating of students’ learning in the
synchronous online meetings in the ICTPED MOOC
aiming to help students to solve the examination task.

The following research questions are addressed:

RQ1: How did the course instructors facilitate stu-
dents’ learning in the ICTPED MOOC during online
meetings?

RQ2: How did the students’ engagement in online
learning affect the course instructors’ guidance?

2. Instructors’ roles in online learning
environments

Several studies outline different roles that an online
course instructor performs to facilitate teaching-learn-
ing practices[1, 21—23]. Online course instructors may
perform a pedagogical role [2, 24], managerial role [1,
25], or facilitating role [26]. The pedagogical role, for
Maor [24], is concerned with micro-level practices such
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as stimulating discussion, raising questions, promoting
interactions, providing feedback, synthesizing students’
comments, and referring to resources. Other studies [2,
22, 27] have found that the pedagogical role concerns
both micro-level practices as well as the designing of
those practices (designing instructional strategies, de-
veloping appropriate resources for learning). The mana-
gerial role [1, 25] includes agenda setting, recordkeeping,
and initiating and facilitating interactions. It focuses on
how to engage participants in the learning process. In-
structors’ facilitating role is concerned with welcoming
students, responding to students’ questions or needs,
providing feedback, and promoting interaction [26].

In the MOOC context, a course instructor’s role may
differ according to the types of MOOCs [12, 13]. Lit-
erature shows, besides the existing two types of MOOCs
(cMOOCs and xMOOCs), other types of MOOCs
emerging in terms of learning functionality such as
tMOOCs (transfer MOOCs), sMOOCs (social or par-
ticipatory MOOCs), and ahMOOCs (Adaptive Hybrid
MOOCs) [28] and instructors’ role might differ accord-
ing to different types of MOOCs. However, how instruc-
tors perform their functions to support students’ learning
in various types of MOOC:s is considerably absent in the
literature. Considering [29] acquisition and participa-
tion metaphor, we reiterate the two existing categories
of MOOCs, cMOOCs, and xMOOCs, as the majority
types of MOOCs are grounded in the acquisition meta-
phor since they emphasize delivering highly structured
content for learning [8]. A suitable description of the
learning process of these two types of MOOC:s is provid-
ed by [Moya 2013, cited in 28]: cMOOCs emphasize a
more participatory, active, collaborative, and interactive
learning process while xMOOCs focus on a teacher-led,
less participatory learning process. Thus, in cMOOC:s,
course instructors function more like facilitators by
creating networks, connecting students to learning re-
sources, and promoting collaboration and interaction
[9, 13, 30]. Instructors in xMOQOCs, on the other hand,
take knowledge/content experts’ roles by transmitting
expert knowledge to students with minimal engagement
in their learning [12, 13]. Tt is often the teaching assis-
tants, rarely the instructors, who engage in facilitating
students’ learning by posting questions, replying to que-
ries, and providing resources for learning [8].

In summary, the above-discussed studies point out
that online instructors are expected to play multiple
roles in online learning environments. The most recur-
ring roles are pedagogical, managerial, social, and tech-
nical. Most of these studies emphasize the pedagogical
role (course designing and content delivery) as crucial
to facilitate students’ online learning. They suggest that
the social role (connecting students, building a learning
community, sharing experiences, and providing feed-
back) is underexplored. These studies provide important
insights into how instructors facilitate students’ online
learning. However, they do not adequately capture what
instructors do in this process. There is a gap between
general strategies to organize the learning process in on-
line environments and what instructors do to facilitate
students’ online learning. This study addresses this gap
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by examining instructors’ roles in the ICTPED MOOC  of previous experience. These phases are used as an ana-
through the lens of cultural-historical theory. lytical resource to understand what the course instruc-
tors did at different times in the learning process in the
ICTPED MOOC.
3. Theoretical framework Students’ increasing agentic engagement as indepen-
dent learners is visible in their move from orientation to
From a cultural-historical perspective, the quality of = materialized action, communicated thinking, dialogical
teachers’ guidance is crucial for the development of stu-  thinking, and acting mentally. While at the beginning of
dents’ conceptual understanding [31]. Teaching-learn-  their learning, students are dependent on explicit orient-
ing is a two-way, collaborative, and transformative pro-  inginformation and meanings encapsulated in the materi-
cess, originating in the external practices with tools[32]  alized objects they interact with, gradually, their agentic
that mediate students’ learning and enhance their devel-  capacity becomes enhanced as they become less depen-
opment as learners [33, 34]. dent on the support of the materialized objects and gradu-
However, Vygotsky did not explain how the gradual  ally move forward in their learning by making a transfer to
transformation of students’ external interactions with  the phases of communicated and dialogical thinking.
material or materialized tools to their internal plane hap- Such a transfer and transformations the students un-
pens [35-37]. Galperin, a contemporary of Vygotsky, ex-  dergo during the learning process can be explained from
panded Vygotskyan ideas by explaining that the transfer  the position of the transformative activist stance (TAS)
of the original, external, socially meaningful activity to  perspective, which posits agency as collectively developed
learners’ internal plane happens through six dialectically  and expanded through participants’ engagement to solve a
evolving phases: (1) motivation, (2) orientation, (3) ma-  common task [38, 39]. Agency is enacted in “transactional
terialized action, (4) communicated thinking, (5) dia- and collaborative dynamics of social practices in the process
logical thinking, and (6) acting mentally [36]. In the of individuals contributing to their realization” and trans-
initial motivational phase, a learner’s attitude and rela-  forming practices as well as actors involved in the practices
tion to the learning outcomes that have to be achievedis  [39]. Such a perspective is useful to examine how students’
formed. In the second orientation phase, Galperin iden-  agentic engagement in learning during online meetings
tified three types of orientation: (i) incomplete, where  may affect the roles of the course instructors.
mediational means and the essential features of the tar-
get concepts are identified by learners through multiple

trials and errors; (ii) complete, where learners are in- 4. Methodology

formed about all mediational means that encapsulate the

essential features of the target concept; (iii) complete, 4.1. Participants and setting

but constructed by learners following a general approach Data were collected during the online meetings,

identifying the essential features of the target concept. ~ which were arranged on the Whereby video conferenc-
In the third phase of a materialized action, learnersinter-  ing platform. The meetings aimed to help students to
act with material or materialized objects, and over time  develop their understanding of the examination assign-
become less dependent on the material support they give  ment they were to engage in. In the examination assign-
and more aware of the meanings they carry. Speech be-  ment, “Creating a Multimodal Text,” the students were
comes the main guiding tool in the fourth phase of com-  to submit: (i) an original monomodal text, (ii) a remedi-
municated thinking. The fifth phase, dialogical thinking, ated multimodal text, and (iii) a reflection video. Table 1
establishes a dialogue of a learner with him or herself so  presents a description of the examination assignment.

that the action is being transformed mentally. In the fi- Students’ participation in online meetings was vol-
nal phase of acting mentally, an action is performed by  untary, and in total, 30 meetings were offered and 17 dif-
means of mental images and meanings that help alearner  ferent students participated in eight different meetings.
to deal with similar or differing situations on the basis  Each meeting lasted for 45 minutes and was facilitated

Table 1

Examination assignment: creating a multimodal Text
The main goal of this assignment is to remediate a self-selected monomodal text into a new, multimodal text. The multimodal
text should be used as a self-produced teaching resource that provides added pedagogical value in relation to the original text.
Use an analogous printed or digital text (monomodal) as a starting point for the remediation. The remediated, multimodal
text will be put into a pedagogical context, and you should be able to argue why and how the remediated multimodal text will
enhance the development of students’ conceptual understanding,
You will need to submit the following three elements, which together constitute the examination assignment:
1. Original text (file/link)
2. Remediated, multimodal text (file/link)
3. Reflection video in which you reflect on the theoretical grounds to justify the chosen modes. You will also need to reflect on
the pedagogical value of the remediated text by explaining how the remediated text may enhance the development of students’
conceptual understanding.
You may also write a declaration giving other participants the right to use your remediated texts in their teaching practice if
they follow the copyright law in the correct manner.

78



KYJbTYPHO-UCTOPUYECKAA IICUXOJIOTUA 2021. T. 17. Ne 2
CULTURAL-HISTORICAL PSYCHOLOGY. 2021. Vol. 17, no. 2

by two-course instructors. One course instructor had
been involved in the course designing and facilitating of
students’ learning for about six years and another was a
novice who had joined the course in his first time facili-
tating students’ learning online. The first author partici-
pated in the meetings as an observer, and he did not take
part in the course instructor-student interactions. The
online meetings were recorded in Studio as integrated
into the Canvas Platform. Participants’ consent was tak-
en prior to the meetings. Table 2 provides an overview of
the number of participants and instructors involved in
the meetings, which were recorded for further analysis.

4.2. ICTPED MOOC

ICTPED MOOC (Pedagogical Information and
Communication Technology Massive Open Online
Course) is a credit-bearing course aiming to develop
digital competence with pre- and in-service teachers.
ICTPED MOOC is an xMOOC; it consists of sev-
en modules and includes video lectures, information
texts, automated quizzes, and assignment tasks. In the
ICTPED MOOC, students have an opportunity to in-
teract with the course instructors and their fellow stu-
dents in discussion forums on Canvas and engage in
online meetings. Table 3 presents the structure and the
progress plan of the MOOC that students are to follow.

Module 3, “Multimodal texts,” was selected for the
data collection to examine how instructors facilitated
students’ learning during the online meetings.

4.3. Data and analysis
Video recordings of the supervision meetings were
the primary data source. In the initial phase of data

analysis, we went through all recordings (8 meetings,
360 minutes). Two recordings (90 minutes) that rep-
resented the patterns of facilitating as performed by an
experienced instructor and a novice instructor (engag-
ing for the first time in online instructional activities)
were selected. The rationale behind selecting these two
recordings was to examine whether the novice instruc-
tor considerably differed in his approach to facilitate stu-
dents’ learning from the experienced one.

The recordings of the online meetings were tran-
scribed in Norwegian by using Jefferson’s transcription
notation (Appendix 1) [40]. Then the data were trans-
lated into English by the research team. Both authors
examined the recordings separately and then discussed
the patterns of facilitation together. The researcher tri-
angulation was thus applied.

Eight extracts (four from each meeting) were select-
ed for further analysis. The selected extracts represent-
ing the patterns of interaction between the students and
the course instructors were analyzed by the method of
interaction analysis [41—44]. The primary unit of analy-
sis was sequences and turn-takings in sequences of inter-
actions between the instructors and the students [45].
Each utterance was analyzed in relation to the previous
one in the ongoing learning trajectories.

The interaction analysis was conducted in three steps
[46]: first, the instructor-student interactions were de-
scribed by referring to the numbered lines; second, in-
teractions were analyzed from the perspective of the
research questions; and third, the emergent findings
were outlined. Finally, after the completion of interac-
tion analysis, the extracts were examined following the
analytical lens offered by Galperin’s pedagogical phases

Table 2
Supervision meetings
Number of online meetings Length of the meeting (in minutes) Number of participants Facilitators
1 45 1 Instructor 1
1 45 2
1 45 3
1 45 2
1 45 2 Instructor 2
1 45 2
1 45 3
1 45 2
8 360 17 2
Table 3
Structure and progress plan of ICTPED MOOC
Module Progress plan (week)
0. Pre-course 2
1. ICT and learning 3—4
2. Digital studying techniques 5—6
3. Multimodal texts (examination module) 7—9
4. Cyberethics 10—11
5.Classroom management in digital learning environments 12—13
6. Assessment for learning 14—16
7. Flipped classroom (examination module) 17—21
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to examine what course instructors did to facilitate stu-
dents’ learning at different times in the online meetings.

Additionally, students’ reflection videos submit-
ted as a part of their examination assignment were also
analyzed. The aim was to examine how the ideas that
students discussed in the online meeting were devel-
oped further into their examination assignment. Ad-
ditional data were collected through the questionnaire
administered to the students upon their completion of
the course. The questionnaire consisted of 33 questions,
and a question related to the online meeting was selected
for the analysis (Q31: To what degree were you satisfied
with the online meetings?). The question consisted of
two parts: one part used a five-point Likert scale, and in
the second part, the students were to provide their com-
ments. By analyzing this question, we were interested in
gaining further insights into students’ experience of par-
ticipating in the online meetings.

5. Findings

5.1. Analysis of quantitative data

We start our analysis by presenting participants’ re-
sponses to Q31: To what degree were you satisfied with
the online meetings (Table 4)? Initially, the question-
naire was administered to 365 students, and 25 students
responded to Q31. However, 17 students participated in
online meetings with instructors (see Table 2) and gave

their consent to record the meetings. The students’ re-
sponses to the first part of the question (that used a five-
point Likert scale) are presented in Table 4.

The data show that the majority of the students were
satisfied with the meetings, and a few students remained
neutral about their opinions. For example, the students
explicated their attitude to the online meetings by saying:

S§1: It was useful to know if the examination assign-
ment works as a pedagogical resource.

S4: It was excellent to discuss ideas, get confirmation
and further guidance. It made me more confident when
working on the examination assignment.

S6: Rather than answering the questions, the instruc-
tors could have given more advice about how to improve
the examination assignment.

5.2. Analysis of qualitative data
5.2.1. Analysis of instructor-student interaction:
Experienced instructor

Initiating the learning process

In the following extract, Table 5, the instructor and
student are in their starting phase of the online meeting.
From the Galperian perspective, the instructor and the
student are in the orientation phase.

The instructor starts the meeting by explaining the
requirements of the multimodal text the student will cre-
ate (line 1). The student states that he has already started
working on the task (line 2) and has chosen a book for
remediation (lines 3 & 4). He explains the approach he

Table 4
Students’ degree of satisfaction with online meetings
Responses Frequency
Very satisfied 4
Satisfied 14
Neutral 6
Unsatisfied 1
Very unsatisfied 0
Total 25
Table 5
Initiating the learning process
1 | Thomas (instruc- | Let me say something briefly before you start presenting your thoughts. The examination task you are
tor) going to solve should have a pedagogical value. You should explain this in the reflection video. I sug-
gest you use a resource that is old or monomodal. For example, a book from the 1950s is often better
than a book from the 2000s, as a lot of pictures are included in the textbooks created after the 2000s.
However, you may use several books, not one.
2 | Henrik (student) |Okay, yes. I have already started working on the assignment. I have chosen a book.
3. | Thomas Yes. What is the name of the book? What is it about?
4 | Henrik The book is called “Breed Knowledge”; it is about dog breeds. This is the book that I used in my teaching
before. It is no longer available. First, I have created a PowerPoint about the content of the book. Then,
I have uploaded the PowerPoint further into Book Creator. Therefore, I think that I have come a long
way. However, there are still some things that I wonder about. I have also created a series of educational
films about dog breeds. I wonder if T should include links to these films in my multimodal text.
5 | Thomas Yes. Can you just show me the book?
6 |Henrik (Showing the book to the instructor). There is a lot of text, a good deal of pictures of different dog
breeds. Text, text...
7 | Thomas Yes.
8 | Henrik It is roughly like that throughout the whole book.
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has pursued to solve the assignment (line 4). The student
is wondering if the videos he has created previously can be
used in the examination assignment (line 4). The instruc-
tor is curious about the book the student has selected for
remediation (line 5). The student presents the book to the
instructor while commenting on its content (line 6). The
instructor clarifies the examination assignment, and the
student presents the draft he has created. He also explains
how he intends to create a multimodal text. The instruc-
tor attempts to make sense of what the student has done.
The instructor performs an orienting role by opening up
the online meeting while reminding the student about the
requirements of the examination assignment. In doing so,
the instructor might have initiated students’ reflections
about what he has already done. However, by explaining
his work-in-progress and presenting his ideas about how
to further develop his multimodal text, the student might
have affected the instructor’s further advice about how to
solve the examination assignment.

Reifying ideas

In the extract in Table 6, the instructor and student
are engaged in making the student’s ideas about how
to solve the examination assignment explicit. From the
Galperian perspective, the instructor and student are in
the materialized action phase—they are engaged in dis-
cussing the student’s draft.

The instructor explains how to select the con-
tent and present it in the multimodal text (lines 1, 3,
& 5). He also points out the need to reflect upon the
pedagogical value of the multimodal text in the reflec-
tion video (line 3). The student is wondering about
the number of cases to be included in the assignment

(line 4). The instructor explains the required length of
the text (line 5) and the student is willing to share what
he has done (line 6).

The instructor explains how a good multimodal text
can be created by exemplifying the characteristic fea-
tures of the breeds. He points out that it is important
to make each characteristic feature visible, preferably by
using different modes. However, the student insists on
the variety of breeds and different species within each
breed. By offering the student to select two to three
breeds, the instructor clarifies the requirements of the
multimodal text.

By explicating how the characteristic features of dif-
ferent dog breeds can be presented by using different
modes, the instructor may have initiated the student’s
reflections about how different modes may complement
each other in a multimodal text. The student’s comments
about a variety of species within one breed may have evi-
denced his confusion concerning the amount of informa-
tion that needs to be included in the multimodal text.
Such a comment might have initiated the instructor’s
further clarification of the assignment requirements.

Developing conceptual understandings

In the following extract (Table 7), the instructor and
the student are engaged in the discussion about how the
student’s draft can be developed further. From the Gal-
perian perspective, they are in the communicated think-
ing phase.

The instructor encourages the student’s ideas about
how the multimodal text can be developed further
(line 4). The student explains his approach to the con-
tent presentation (line 2). The instructor points out the

Table 6
Reifying ideas

1. | Thomas |We do not expect you to include the whole book in your multimodal text... Let’s say there are 20 dog breeds in
that book. We are not necessarily interested in you presenting the same case twenty times.

2. |Henrik |Iunderstand.

3. |Thomas |Insert several pictures of the dog. Take close-up pictures of the distinctive features of the dog. Make a movie
showing the dog... animation [...]. You have to create a multimodal text. In the reflection video, you need to
explain your choices and reflect on the pedagogical value of your multimodal text. For example, last year a
student made a video about how football moves could be performed, and it was very good also.

4. |Henrik | Yes... but there are different species of a dog breed. For example, there are many types of a hunting dog.

5. |Thomas |Ithink two breeds can be enough. However, students may fail the examination because they take far too short
text as a starting point.

6. |Henrik | Would you like to see what I have done so far?

Table 7
Developing conceptual understandings

1. | Thomas |Tell me about your further thoughts.

2. |Henrik | There will be a presentation of different breeds of dogs one by one. I will present videos about dogs’ breed and
insert links to further information and activities.

3. |Thomas |But what I'm thinking here, after I heard your thoughts, you should visualize the characteristics of the dogs
better than it is done in the original text. For instance, let’s say that there was a vampire dog, which had
vampire teeth. Then it is important to get a picture of its teeth. If it also had three stripes under the belly, then
there should be a picture of three stripes, then you know that it was a vampire dog.

4. |Henrik | (Pointing the cursor to the dog on the shared screen) We have a bit of it on the one standing here, fast-run-
ning hunting dogs. For example, their eyes are much more out on the sides than other dog species.
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need to present the characteristic features of the specific
breeds (line 3). The student shows that he has already
attempted to do so (line 4).

The instructor offers the student advice concerning
how to explicitly present the characteristic features of
the selected dogs’ breeds. The student explains how he
intends to make these characteristic features visible.

By asking the student to explicate his further actions,
the instructor might have encouraged the student’s re-
flections about his further steps. However, the student’s
ideas initiated the instructor’s explanations about how
a multimodal text might enhance students’ conceptual
understanding of the target dogs’ breeds. In doing so, the
ideas explicated by the student might have initiated the
guidance offered by the instructor.

Summarizing

In the following extract, Table 8, the online meeting
is coming to an end, and from the Galperian perspective,
the student and the instructor are in the phase of dialogi-
cal thinking.

The instructor encourages the student’s further re-
flections about the assignment (line 1). He provides ad-
vice on how to create a reflection video and draws the
student’s attention to the assessment criteria (line 3).
The instructor offers further support to the student
(line 5). The student reflects on his understandings
(lines 1 & 3) and explicates his ideas about how to orga-
nize and present various modes in the text (lines 2 & 4).

The instructor initiates the student’s further queries.
The student outlines his further actions by summarizing
the ideas they discussed at the meeting. As an extension
of the student’s thoughts, the instructor offers technical
advice about how videos may be created and reflects on
the need for a universal design when creating a multi-
modal text. In addition, he reiterates the assessment
criteria for the reflection video. The student explicates
his understanding by detailing how the advice offered
by the instructor will be taken in his work. Finally, the
instructor reminds the student about the other available
lines of support.

In the reflection video submitted as a part of the ex-
amination assignment, the student mentioned:

I revised the tutorials that I had prepared for stu-
dents with dyslexia last year [...] T have selected some
dog breeds and highlighted their characteristic features
in bullet points. I have also prepared audio and video
files of the presented breeds. T have also embedded links
for quizzes [...] T have embedded the link to the Swedish
dog kennel club that describes many breeds of goods for
further information and deeper understanding. I used
the Book Creator for remediating my text (...) I have
uploaded it in Itslearning for my pupils.

This extract indicates that the student has imple-
mented ideas discussed in the online meeting in his mul-
timodal text. Such reflections might evidence his under-
standing of the examination assignment.

5.2.2 Analysis of instructor-student interaction:
Novice instructor

Initiating the learning process

Two students and an instructor are participating in
the online meeting. One student takes the initiative to
open up the meeting. From the Galperian perspective, the
instructor and the students are in the orientation phase.

Ellen takes the initiative to open up the online meet-
ing (line 1) and makes a four-minute-long presentation
about her task-in-progress in detail. She explains and
justifies how she has planned to present the content of a
book chapter she has selected. The instructor encourages
the student to present her ideas (line 2). He, along with
another student, listens to her.

By encouraging the student to share her examination
task-in-progress, the instructor initiates the student’s
reflections about the examination assignment. The stu-
dent’s detailed reflections set up the scene for the meet-
ing to shape the instructor’s further guidance.

Reifying ideas

Table 10 shows that the students and instructor are
engaged in a discussion to make the student’s ideas about

Table 8

Summarizing

Thomas

We have a few minutes left, so if you have any questions, go ahead.

Henrik

bullet points.

I think I will work on videos and pictures of dogs’ breeds and try to make [them] more explicit. And then I
wonder if I should put an audio file on each breed where I explain the characteristic features of each breed in

Thomas

you create should have a pedagogical value.

Remember the standard icons for sound. An important advice for the reflection film: do not record it in one
click. Besides, make sure that you reflect on all assessment criteria. Remember that the multimodal text task

Henrik

Yes. I will do so. Recoding at one go can be difficult for me... I am thinking about short sequences in the reflec-
tion video (...) Now, I think I have picked up the key ideas for this assignment. Some students will be able to
listen to the audio file I have made, and others will be able to read the text.

Thomas

you some assistance.

I wish you good luck with the examination assignment. Ask questions in the discussion forum if there is
anything else you are wondering about. Alternatively, we offer tutoring sessions. You can participate in these
sessions if you have further questions about the examination assignment, but note that the instructors are
available only 20 hours in a week. You can also contact the student service center and they can also provide

Henrik | Yes, this sounds good.
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solving the examination assignment explicit. From the
Galperian perspective, they are in the phase of material-
ized action.

The instructor prompts the student to choose various
resources (line 1). The student explicates her ideas about
the topic of marketing (line 2). The instructor indicates
the availability of various resources for creating a multi-
modal text with pedagogical value (line 3). He emphasizes
the learning design of the multimodal text and elaborates
what a learning design entails (lines 1, 3, & 5). He draws
the student’s attention to the need to enhance student-
centered learning (line 5). The student gets an insight
into the design of the examination assignment (line 6).

The instructor draws the students’ attention to the
need to use various resources. The student elaborates on
the details of the topic marketing, and the instructor re-
veals how the design of a multimodal text can enhance
student-centered learning.

By explicating the details of the topic “marketing,”
the student might have shaped the instructor’s further
guidance to reveal the various aspects of a learning de-
sign. In doing so, he might have helped the students to
understand the complexity of creating multimodal texts
to enhance student-centered learning.

Developing conceptual understandings

In the following extract, Table 11, two students and the
instructor are engaged in developing their understanding
of the examination assignment. From the Galperian per-
spective, they are in the phase of communicated thinking.

The student explicates her understanding of how to
organize her multimodal texts to address the needs of
different pupils (lines 1 & 3). However, she expresses her
concerns about the amount of information in the videos
and written texts (line 1). The instructor acknowledg-
es her challenges; however, he suggests making a video

Table 9

Initiating the learning process

Ellen (student)

Who would you like to start first, Geir?

Geir (instructor) | You can just start, Ellen.

Ellen

of the concepts.

Okay. Well, I am going to remediate a chapter from a marketing and leadership textbook used in the
upper secondary school. The text is about pricing strategies. It explains how the company should set
reasonable and correct prices for its goods. I chose this text because I think it is difficult for the stu-
dents. Both textbook authors have given their consent to publish the multimodal text based on their
book. The content I have selected also meets the curricular goals. T am going to use the Book Cre-

ator to create an e-book. I would like to change the original order of the content because I think it is
presented in a fragmented way. Then I will prepare an audio file of the whole text. I have also prepared
some tutorials explaining how to do price calculations, followed by the problems that students will
engage with. T use Explain Everything to show how multimodal texts I have selected for the examina-
tion assignment are interrelated. I will add quizzes that will help students to check their understanding

However, here, I am a little uncertain whether one can do the quiz as it opens in a separate tab, so
students have to go back to the main task when they finish it. Then I thought I should also make a
multiple-choice test for students to check their understanding. I will also end the entire task with a
case study... So, I use both text, audio recordings, tutorial videos, practical exercises, links, explanatory
videos, quizzes, and other types of activities. That is what I have been thinking.

Geir

[...] Okay, we discuss it now in the meeting |...]

Table 10

Reifying ideas

Geir

Well, I think you should go beyond the linear design of multimodal texts. Imagine that you have a learning
design with various quizzes, multiple-choice questions, etc. It seems like you have had a lot [...] You said that
you were working on the topic “marketing,” right?

Ellen

ing as a theme.

Yes. [...] Pricing strategies is the topic now [...] Moreover, there is psychological pricing; for example, we put
299 and not 300. It is one of the ways of competing with pricing. After all, it does not influence digital market-

Geir

marketing.

Okay. But if you are going to develop an examination assignment that has a pedagogical value, there are many
ways to do it. For example, YouTube videos and other courses address how to work with marketing in such a
social media context. I think you should select various resources, but you just talk about the practical use of

Ellen [...] Okay.

Geir

these things should be clear in your design.

You should build up a learning design. You should somehow break the design down into something like 1, 2, 3,
4 modules. You can call it a learning path. In other words, it is about specifying when the teacher should have
an active and a passive role in the students’ learning activities. Then you have learning activities for students to
work on. Another element that you may consider is to what extent your learning design itself promotes sharing,
collaborative, and individual learning. How does your multimodal text facilitate your students’ learning? Thus,

Ellen

I have not really thought about this dimension of the assignment. I have to write it down.
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rather than presenting a text (lines 2, 4, & 6). Both the
instructor and the student acknowledge the usefulness
of developing understanding of marketing concepts by
watching tutorials rather than reading textual informa-
tion (lines 5 & 6).

The student explicates her concerns about present-
ing information in videos and texts in a balanced man-
ner. Admitting the challenges, the instructor suggests
creating a video. The student agrees with the instructor.

By raising questions about how to present multiple
modes in a balanced manner, the student initiates the in-
structor’s guidance to address the challenges indicated
by the students. The instructor suggests creating videos
and the student explicates her agreement.

Summarizing
In the following extracts (Table 12), the online meet-
ing is coming to an end, and from the Galperian perspec-

tive, the instructor and the students are in the phase of
dialogical thinking.

Following the instructor’s indication about the end
of the meeting (line 1), the students summarize their
ideas about solving the design of the examination assign-
ment. Both students decide to create an e-book combin-
ing multiple modes to cater for varied students’ needs
(lines 2, 3, 5, & 7). The instructor is curious about the
usefulness of his guidance (line 4) and emphasizes the
need to consider a learning context (line 6).

The students explicate their further steps to solve the
examination assignment. However, they remain somewhat
uncertain about balancing content in multiple modes.

The students summarize their understanding of their
approaches to solve the examination assignment. They
express their concerns about balancing content in mul-
tiple modes to cater for students’ individual needs. Their
concerns might have called for further clarifications

Table 11

Developing conceptual understandings

1. |Ellen |Iam thinking of making an audio file of all texts because students with visual impairments will take
advantage of it. However, I think it is a bit difficult to make videos. For example, if I am going to
write everything I say in the videos, then I have both text and videos, but is it necessary? Should 1
write in the text about what comes in every video? I think I should either say the key things in the
videos or write in the text. A video of just a few minutes will correspond to many pages as a text.
What do you think?

2. |Geir |Ithink itis a difficult question to consider. I do not know exactly what to say about that.

3. |Ellen |Okay. When I record something in the videos, I say a lot more than I write. If someone prefers read-
ing the text, then she/he will get less information than those who prefer watching videos.

4. |Geir |[[..] Ithink an audio-visual explanation is better [...] You should focus on making a video, and you do
not necessarily need a text. So avoid offering redundant information.

5. |Ellen |Yes, I have not seen anyone who managed to learn these calculations by reading the textbook. There-
fore, I have decided to make a tutorial rather than an e-book. In the talking head videos, I show them
calculations in Excel and explain different elements.

6. |Geir |When you explain things in that way, then I think it enhances the pedagogical value of your exami-
nation assignment. Making mathematics tutorials is not unusual in an online course. Such videos are
more effective for learning than reading a textbook.

7. |Ellen |Yes.

Table 12
Summarizing
. | Geir I think our time is over.

2. | Ellen Yes. Thank you for your feedback [...] T have also thought a bit about the examination assignment
that T have created. The pupils will also be able to complete it alone at home. If, for example, they are
away for a week due to the flu, they should be able to solve the task on their own and learn the target
concepts.

3. | Maya (Student 2) | Yes. I have had similar thoughts.

4. | Geir Was my advice helpful?

5. | Ellen Yes [...] I am just a little unsure (...) Whether I should create an e-book that pupils should follow.

As Maya said, I am concerned about an individual approach. For example, I have some pupils with
dyslexia in my class, and they need much time for reading. These students will benefit from watching
videos, but they might be unwilling to collaborate on classroom tasks.

6. |Geir Think about different learning contexts as well. The task you create for the classroom might not be
useful for the online context.

7. |Maya Yes, at least we have some ideas. I feel that I end up creating a type of e-learning book. However, 1
disagree concerning what has the greatest pedagogical value. Therefore, I will focus on collaborative
tasks. We will collaborate to work on the ideas we have discussed.
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from the instructor, but he neither clarifies nor informs
the students about the possible resources for further
guidance. This might have led the students to seek out
their own resources (peer collaboration) to discuss the
examination assignment further.

In the reflection video submitted as a part of the ex-
amination assignment, Ellen mentioned:

[...] Setting psychological pricing strategies is the
topic of the multimodal text [...] T have created audio-
visual and textual resources accompanied by different
tasks. I have used many text types. I have also used the
Explain Everything tool for summarizing key concepts
in the multimodal text. I have added some exercises for
students to reflect their understanding [...] At the end
of the text, I have assigned a case study work for pu-
pils because it is a normal practice in [the] marketing
and leadership subject [...] Students can solve the case
study as an online exercise. I have attempted to be cre-

ative when designing my multimodal text [...]

This extract indicates that the student has imple-
mented the ideas discussed in the online meeting in her
multimodal text. Such reflections might evidence that
the guidance of the course instructor offered in the on-
line meetings might have contributed to the develop-
ment of the student’s understanding of the examination
assignment.

6. Discussion

By taking a cultural-historical perspective, this study
examined how the course instructors facilitated stu-
dents’ learning during online meetings in the ICTPED
MOOC. Additionally, it also attempted to provide an
insight into how students’ engagement in the meetings
affected the instructors’ guidance. The quantitative data
showed that the students were satisfied with the online
meetings. The findings of the qualitative analyses are

discussed in relation to previous research. The patterns
of instructors’ guidance are presented in Table 13.

The analyses of instructor-student interactions with
both the experienced and the novice instructors revealed
the patterns of facilitating students’ learning in the on-
line meetings. These patterns make visible that the in-
structors (i) set up the learning process, (ii) discussed
the students’” drafts in detail, (iii) assisted the students
to develop their understanding about their further steps
to solve the examination assignment, and (iv) structured
the students’ understanding by clarifying the target con-
cepts and offering further support. These findings cor-
roborate with the studies that have examined teachers
facilitating students’ learning in technology-rich class-
room contexts [35, 47]. The findings in the previous re-
search indicated that instructors offered more guidance
to the students in the orientation phase and in the phases
of communicated thinking than in the phase of dialogical
thinking. In this study, the course instructors, especially
the experienced instructor, offered limited information
about how to engage in the examination assignment task
in the orientation phase. In the case of the novice instruc-
tor, the students themselves set up the learning process
by sharing their examination assignment drafts. The in-
structors offered more elaborate guidance in the phases
of materialized thinking and communicated thinking
than in other phases. They probed into students’ ideas
and explained in detail how multimodal texts can be
combined to enhance the pedagogical value of the exam-
ination assignment. The instructors’ orienting function
was partly similar to the managerial role discussed in the
literature, which includes creating conditions for learn-
ing by setting an agenda, approaches to carrying out the
agenda, and directing learners’ activities [1, 24].

While performing the executive role, the instructors
assisted the students in developing their conceptual un-
derstanding of the examination assignment. They vetted
and reified the ideas embodied in students’ drafts in the
phase of materialized action. Students’ assignment drafts

Table 13

Patterns of instructors’ facilitative activities

Phases of guidance Instructors’ functions

Galperin’s pedagogical phases
and instructors’ roles

Initiating the learn-
ing process nation assignment

Encouraging students to present drafts

Making sense of the students’ drafts

Setting up the meetings by explaining the exami-

Orientation Orienting

Materialized action

Reifying ideas Discussing students’ drafts

Reifying students’ ideas and concepts

Executive

Developing concep-
tual understanding | about the further development of their

multimodal texts

Encouraging students to express their ideas

Communicated thinking

Providing feedback on the students’ ideas

Summarizing

Encouraging students to reflect upon their final
understanding of the examination assignment
Structuring students’ understanding

Controlling

Dialogical thinking
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as the objects of discussion functioned as the meditational
resources for visualizing the target concepts. The expe-
rienced instructor used examples from students’ drafts
shared on the screen and referred to the sample examina-
tion assignments to help the students understand how
multiple texts could be combined using various techno-
logical tools to create a multimodal text. By doing so, the
instructors might have helped the students to understand
various dimensions of the assignment. In the phase of
communicated thinking, the instructors encouraged the
students to express their ideas about the further develop-
ment of the multimodal texts and provided feedback on
them. The experienced instructor explicitly asked the stu-
dents for their reflections, while the students interacting
with the novice instructor took the initiative to reflect
upon their understanding. However, both instructors en-
couraged the students to explicate their further thoughts
and develop their understanding of the examination as-
signment. The analyses of students’ reflection videos in-
dicated that the students implemented the concepts dis-
cussed in the meetings in their examination assignments.
The instructors thus helped the students to cultivate their
thinking and reasoning about the examination assign-
ments and develop their conceptual understanding. The
instructors’ executive functions can be compared with the
pedagogical role [1, 21, 24] and facilitative role [26] as in-
structors stimulated interactions and reflection, provided
feedback, and asked probing questions.

While performing a controlling role in the phase
of dialogical thinking, the instructors encouraged the
students to explicate their understanding. They sum-
marized and structured the target concepts and offered
advice for further guidance. Synthesizing students’
comments, clarifying dilemmas, and offering further as-
sistance is a part of the instructors’ pedagogical role [1,
21, 24]. The experienced instructor explicitly checked
students’ understanding by encouraging them to reflect
upon what they had understood and thought of further
steps to improve the assignment drafts, while the novice
instructor was more interested in the students’ feedback
concerning the usefulness of his guidance. This suggests
that novice instructors might feel a little uncertain about
the impact of their guidance.

More interestingly, unlike in the classroom context
where instructors performed their explicitly designed
preplanned activities [e.g., 47], none of the instructors
had pre-prepared content in the meetings. Their facili-
tating activities were contingent upon what and how
students presented their drafts and ideas about how to
solve the examination assignment. The instructors pri-
marily focused on making sense of students’ thoughts re-
lated to their drafts and adjusted their guidance to their
needs. In doing so, the instructors became the co-partic-
ipants and co-contributors to the learning process as the
students chose what to discuss, enacting their agency.

The orienting, executive, and controlling guidance
offered by the instructors evolved as they engaged in the
interactions with the students. The instructors’ guid-
ance and students’ learning in these interactions were
cyclic and mutually inclusive, forming a coherent learn-
ing ecology where both instructors and students en-
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gaged in making sense of how to design the examination
assignment.

The online meetings were student-initiated as they
first explicated their needs in the meetings by shar-
ing their assignment drafts, which were the objects of
interactions between the instructors and students in
the meetings. The students extensively engaged in and
contributed to the learning process from the beginning
to the end of the meetings. The instructors engaged in
making sense of students’ ideas embodied in their drafts,
vetting and reifying them to help students develop and
enhance their conceptual understanding of the exami-
nation assignment. Their guidance functions were sub-
ject to change according to students’ articulations of
their needs. Students’ active engagement in the learn-
ing process immersed the instructors in students’ learn-
ing, as they explicated and validated students’ ideas
and directed the learning process. The students’ agen-
tic engagement and their contributions to the learning
process positioned the instructors as co-contributors
to develop and expand their conceptual understand-
ing of various aspects of the examination assignment.
Students’ meaningful immersion in the learning pro-
cess also demanded the instructors’ guidance, which
brought the instructors’ agency into play by engag-
ing them in understanding students’ ideas, structuring
them, and guiding them forward while addressing their
needs [48]. This might suggest that students’ agentic
engagement might affect the guidance the instructors
provide in online meetings, and by immersing in mean-
ingful learning activities, both students and instructors
can enhance their agency as active participants of and
contributors to the learning process [39, 47].

To summarize, the instructors performed three mu-
tually inclusive and evolving roles: orienting, executive,
and controlling to assist the development of students’
conceptual understanding during online meetings. The
students’ active engagement and contribution to the
meetings made the instructors actively participate and
contribute to students’ learning. Thus, the instructors’
guidance was contingent upon students’ articulations of
their needs in their pursuit to design the examination as-
signment.

7. Implications and directions
for further research

There are several pedagogical implications for de-
signing and facilitating social, collaborative learning ac-
tivities in MOOCs and online courses. First, the course
instructors performed three mutually evolving roles:
orienting, executive, and controlling. While perform-
ing these roles, they set up the background for the on-
line meetings, engaged in reifying and explicating the
students’ ideas, and assisted the students in developing
their conceptual understanding of the examination as-
signment. However, these roles evolved out of collabora-
tive practices aimed at designing the examination assign-
ment. This indicates the need to integrate goal-oriented
collaborative learning activities in MOOC and online
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learning environments to assist students in developing
their understanding of the target concepts.

Second, the differences in the guidance offered by an
experienced and a novice instructor demonstrate differ-
ent approaches to develop students’ conceptual under-
standing. In particular, the guidance offered by the ex-
perienced instructor suggests the need to assist students
in developing their understanding of the examination
assignment by validating their actions and ideas against
the text of the assignment and the assessment criteria.

Third, probably a more profound implication is that
students’ agentic engagement might affect the course
instructors’ guidance in online learning environments.
The findings indicate that students were active in set-
ting up and driving the learning process by expressing
their ideas, justifying their approaches, to solve the as-
signment task, and articulating their needs for guidance.
Such student engagement positioned the instructors
as sense-makers and providers of feedback to students’
ideas. In their words, the instructors’ guidance was con-
tingent upon students’ contributions to the learning
process. Students immersing themselves meaningfully
in a collaborative learning process may activate their
agency, calling for instructor agency in responding to
as well as (re-) directing students’ pursuit to solve the
task. Such student engagement in the online meetings
positions them as central drivers of their learning, which
might contribute to enhancing their agentic capacity to

learn. The instructors’ guidance adjusted to students’
needs might contribute to further enhancing their agen-
tic development as professionals.

Finally, the instructors’ guidance shaped by the stu-
dents’ agentic learning in online meetings might offer
useful considerations about how to realize, expand, and
enact agency. These considerations suggest that col-
laborative practices are of paramount importance for
students’ learning and development and indicate the
need to offer synchronous, collaborative social learning
activities in the predominantly asynchronous MOOCs
format. Instructors have a vital role to play in support-
ing students’ collaborative social learning activities. Nu-
merous technologies are available to enable synchronous
collaborative learning; however, the instructors have a
vital role in including these technologies to help stu-
dents develop their conceptual understanding and agen-
tic capacity to learn.

These findings inform the practitioners, MOOC, and
online course developers about how instructors facilitate
students’ learning online and how students’ agentic on-
line learning may influence their guidance. The instruc-
tors’ and students’ engagement in online meetings might
therefore contribute to the development of students and
instructors as learners and professionals. Further re-
search would therefore benefit from a longitudinal study
examining how students’ engagement in online learning
might enhance their agentic capacity to learn.

Appendix 1

Transcription notations

Symbol Description

[1] Speech overlapping.

() Unclear section

Underlining Denotes a raise in volume or emphasis.

CAPITALS Louder or shouted words

[... ] Utterances removed from original dialog
Incomplete sentences
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B crarbe uceaenyocs GyHKIMY nperogasaresieii B mporecce 00yueHus: B OHIaliH-Kypce ¢ 1esbio (hop-
MUPOBaHUA HABBIKOB IIPEIoJAaBaHusA C IPpUMEHEHUEM L[I/I(I)pOBbIX TEXHOJIOTUI CTYACHTAMU I1€IarOr'M4eCKnuX
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BBITIOJTHEHU IO HK3aMEHAIIMOHHOTO 3a/[aHs; 3) TIOMOTaJIH CTyieHTaM B (hOPMUPOBAHUN UX KOHIIENTYaTbHO-
O TIOHUMAaHUST; 4) 0606IaIN U CTPYKTYPUPOBAJIN MOHUMaHIE CTYIeHTAMI OCHOBHBIX KOHIIEMIHiT. JlarHbre
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The present study is focused on testing the computer game system ‘PL-modified’ as a diagnostic tool
for measurement of higher-order cognitive skills by middle-school students in individual and collaborative
game. The ‘PL-modified’ is a computer system designed as a game which implies a set of concrete param-
eters specially elaborated for assessment of the cognitive actions of analysis, planning, and reflection — the
basic higher-order cognitive functions which determine high achievements in school education according
to the Russian theory of developmental education. 189 middle-school students at the age of 11—12 years
participated in this study. Two research questions were asked: 1) whether the cognitive actions of analysis,
planning, and reflection measured by special markers of the computer game system performance are cor-
related with each other as a valid indicator for the new constructed diagnostic instrument; 2) which type
of the game — individual or collaborative — provides better conditions for manifestation of the above men-
tioned higher mental actions. Abstract intelligence as an additional anticipated factor for high game per-
formance was also assessed and controlled. It was revealed that participants exhibit the higher level of the
cognitive actions of analysis and planning in collaborative game. At the same time the patterns of the inter-
actions between the researched variables as well as distinct parameters of game performance are determined
by the concrete level of intelligence which rather varies in different pairs of collaborators. We discuss our
results from the position of the further prospects for the application of the ‘Pl-modified’ computer system as
a potential instrument of measurement and development of higher-order thinking actions. In terms of the
modern educational programs teachers need simple diagnostic tools for measurement of school-children’s
thinking development. Traditional ‘pen-and-paper’ techniques become quickly outdated as much as they
may not be sufficiently motivationally attractive for children and focus only on the result of the thinking
process. In this regard, such diagnostic instrument formed in the format of a computer game and centered
on the whole gaming process allows fixing children’s actions and provides important information on the
dynamic characteristics of their mental process.
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1. Introduction

The present study aims at testing the higher-order
cognitive skills level measured by the ‘PL-modified’
computer game system in individual and collaborative
game. The relevance of the present research task is de-
termined by the practical requirements formed for the
diagnostics nowadays. The growing usage of computer
technologies, various devices and the Internet in differ-
ent social domains also outline high challenges for the
diagnostics criteria in education. Therefore, in its turn,
the elaboration and the usage of a valid and accurate di-
agnostic tool to measure cognitive skills more precisely
is getting a big importance.

On one hand, diagnosticians possess many of stan-
dardized psychometric tests whilst conducting stud-
ies. On the other, numerous ‘pen-and-paper’ tests are
rather outdated so far they do not always correspond
to the overriding provisions of the diagnostic condi-
tions. This is more alarming for school-children who
are often less motivated while being tested and feel
worry for the whole diagnostic situation which can
lead to incorrect data. Moreover, the social situation
of growing up of kids today triggers the problem of
the ecological validity of the present psychometric
tests which also do not simply reflect real activities
of the new generation of schoolchildren. Taken the
above mentioned into account, the modern tendency
to explore potential of diagnostic techniques by us-
ing various games or game components so far children
are rather fascinated with computer games nowadays
(Voiskunsky & Bogacheva, 2017) is getting to be
more pronounced.

Gamification effect research has already affected a
variety of different domains over the last decade (Fo-
roughi et al., 2016; Gallagher & Grimm, 2018; Margo-
lis et al., 2018, 2020; Quiroga et al., 2015, 2016). Many
researchers stick here to the ‘Digital Game-based Sci-
ence Assessment’ approach by incorporating the game
context itself into the educational process that brings
numbers of advantages from the diagnostic point of view
(Chu & Chiang, 2018; Godwin et al., 2015; McClarty et
al.,, 2012). First, a game situation increases attractive-
ness to schoolchildren and has general positive motiva-
tional effect (Lumsden et al., 2016a). Another apparent
benefit from gamification implies to bring specific vari-
ous characteristics of computer games such as competi-
tiveness, player communication skills, and active use
of visualization techniques into appropriate diagnostic
tool. Tt means that these cognitive techniques structured
in a game format capture children’s mental activity in
its dynamic that corresponds to real life situations. The
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present points draw in general rather realistic possibili-
ties in application of computer games as an up-and-com-
ing psychometric instrument in diagnostic process since
such ‘gamification’ tools allow covering not an isolated
action or a concrete trait, but rather complexes of vari-
ous interrelated psychological qualities including social
skills and meta-cognitive knowledge that are definitely
required to be successful in learning process and then in
modern world.

To sum up, the research question about the pos-
sibility to use a controlled computer game for the as-
sessment of certain mental skills is considered as being
reasonable and worth of further examining. Based on
the popularity of some modern computer games and
classification of game types (achievement/challenge-,
immersion-, and social-based games by Hamari & Tuu-
nanen, 2014; Koivisto & Hamari, 2019), we elaborated
the special computer-like game system entitled ‘PL-
modified’ to analyze the higher-order cognitive actions’
level by middle-school students. The system rests on
the principles of popular game ‘Lines’ where randomly
appearing balls are needed to be somehow organized
on a game field. So the present game is quite easy to
be learned and brings a touch of entertaining. At the
same time a number of distinct differences were set up
for each game step. Thus, the whole game challenges
participants to use their mental skills for getting more
points. Another one challenge brings a collaborative
game when children are divided in pairs and stimu-
lated to collaborate and communicate with each other
to be advancing playing the game. Such circumstanc-
es should aim to consider which research possibilities
trigger the realization of concrete cognitive actions
in this game format when two partners are needed to
constantly collaborate to be successful. In this case the
main effects on game performance compared in two
types of the game will be significantly under the spot-
light of this study.

2. Theoretical background: higher mental
actions and the theory of developmental
education

The methodological basis of the present study
grounds on the cultural-historical activity theory
(Vygotsky, 1935; Leontyev, 1959) and the theory
of developing education (Elkonin, 1966; Davydov,
1996) postulating that human’s mental development
is determined by the attribution of generalized modes
of actions in communication. Therefore, collaborative
activity realized through communication promotes an




Margolis A.A., Gavrilova E.V., Kuravsky L.S., Shepeleva E.A., Voitov V.K., ...
Mapeonuc A.A., Iaspunosa E.B., Kypascxuii JI.C., Illenenesa E.A., Boiimos B.K., ...

active position of collaborators themselves and trig-
gers development of their mental actions being at
the core of theoretical thinking which is considered
to make essential impact in educational process from
the very beginning. Davydov (1996) allocated three
key components of theoretical thinking process high-
lighting the mental functions of the higher order (or
the higher mental actions) such as analysis, planning,
and reflection. Formal theoretical level of analysis (in
contrast to empirical) is aimed at highlighting the in-
ternal, essential features in the studied phenomenon
which allows attributing an object to a specific class.
The cognitive action of planning as a part of the more
general ability to act ‘in mind’ is interpreted as the
ability to predict what will happen to an object if cer-
tain transformations are made (Brown & Bransford,
1982). Reflection as the ability to see the origins of
one’s own way of action represents the skill to distin-
guish a universal relation in a studied object.

Taken together, these three so called learning actions
considerably contribute to the high attainments in edu-
cation by setting up the ground to understand main con-
cepts of school disciplines and to widely hone reasoning
skills. Moreover, collaboration and any other forms of
children’s cooperative activity seem to play a pivotal role
in the mental actions’ development. The advancement
of those preschool- and school-students who are skilled
well enough to interact in small groups and cooperative
games in their conceptual thinking and better learning
performance were shown in number of contemporary
studies (Guruzhapov, 2000; Gordeeva, 2019; Davydov,
1996; Roubtsov, 1996; Polivanova, Rivina, Ulanovska-
ya, 2013; Tsukerman, 2016, 2020). All of them stress that
namely collaborative activity allowing children to men-
tally hold equal points of views together paves the way
of how the conceptual thinking will be finally formed.
Collaborative problem solving is also assessed by PISA
(2017) as the key abilities to communicate, manage a
conflict, and organize a team to be successful in many
social domains.

Taking these empirical studies into account we pre-
sume that introduction of a computer game into chil-
dren’s collaborative work brings an important input
in the understanding of psychological aspects their in-
teraction and — above all — the manifestation of their
cognitive actions. In Russian psychology there are a lot
of studies focused on different points of collaborative
activities using a computer (Kritsky, 1989; Kuravsky,
Baranov, 2005). For example, Kritsky and Shcherbinin
(2007) organized of computer-mediated communica-
tions in educational activities and demonstrated how
much the division of individual operations within a
necessity to perform a certain action with the object of
study together can promote collaboration and commu-
nication between students by fostering their ability to
act jointly in a way which is corresponding to the prin-
ciple of the studied object. Specifically, control over the
communication process (in particular, the consequent
narrowing the channel and modes of communication
in messages) can contribute to change of the nature of
communication and discover a sign-symbolic (math-
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ematical) form of representation of the studied object.
The analysis of partner message texts provides valuable
information about the level of interaction and the target
orientation of the subjects’ communication.

Which conditions are required to organize collabor-
ative learning process promoting to acquire the general-
ized mode of actions? A division of individual operations
under conditions of necessity to perform jointly seems
to be a right decision for that because it suspends the
whole activity by stimulating to understand additional
characteristics of the activity itself and to coordinate
own actions within joint context and express arguments
in a favor of one’s own action and a partner’s action as
well. In this study the ‘Pl-modified’ computer system
creates such type of the game collaborative problem-
solving when partners cannot further play unless they
are working on each step together and discussing every
move they take. So, the communication process delivers
here not conditions, but first of all means of collabora-
tive actions. Participants encountered with the necessi-
ty to analyze and reflect their and joint moves to create
general mode of actions.

Considering the previews facts we formulated the
main hypothesis of the study stating that participants
will exhibit the higher level of the cognitive actions of
analysis, planning, and reflection in collaborative game
in contrast to individual game. These differences will
be specified in the faster dynamic of getting the game
points, the higher total game points, the better compre-
hension of the game rules, and its changes in different
cycles.

3. Material and methods

1. Participants

189 middle-school Russian speaking students (46%
of girls and 54% of boys, age range: 11—12 years) par-
ticipated in our study. The whole sample included par-
ticipants from 5" and 6% classes of two traditional city
schools.

2. Materials

3.2.1 The ‘PL-modified’ computer game system

as a diagnostic instrument

The whole computer system represents the game field
with the design of 9 x 9 cells where the balls of different
colors appeared. Three balls were displayed at each game
turn. Participants had to move one ball by one mouse-
click in a free space of the field in a way to build a verti-
cal, horizontal or diagonal line of five or more balls with
the same color. After such line of colored balls has been
built, it completely disappeared and participant earned
his points. More points were given for the longer lines
consisting of six and more balls.

One important remark is here worth of notion. Unlike
the standard version of this game elaborated by Gamos
Company where the balls are displayed randomly, the
present research version implies certain sequences due to
a principle which might be changed in different cycles of
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the game in a hidden way by stimulating students’ rea-
soning about the possible regularity of how the balls are
appearing each time. We assume that these sequences
or so-called ‘rules’ of the balls’ (and students’ attempt
to discover and use it while planning their moves) will
booster the whole game process by raising the chances of
students to earn more points. Thus, three rules for each
game set were elaborated. For example, for the first game
set the following algorithm was prepared: 1) Each row of
the game field implies one distinct color of the balls which
is repeated at regular intervals of two succeeding lines (the
sequence of red — blue — green lines of balls every time);
2) each next ball of a distinct color succeeds in the next
through one vertical cell (it means that if the first red ball
appeared in the ‘a1’ cell then the next red one will be dis-
played in the ‘a3’ cell meanwhile the third one will be at
the ‘a5’ cell position); 3) the whole game field is divided
into two sections implying the ‘sequent balls’ section and
the ‘random balls’ section. In the ‘sequent’ section balls
were displayed in accordance with the above mentioned
rules whereas there was no special logic for the balls’ pre-
sentation in the ‘random’ section — that is how this sec-
tion served as kind of a ‘storage’ for the balls of different
colors which could be used for the lines construction. To
sum up, there were three balls appeared in a different way
every time. The first one was of a distinct color and was
displayed at the special cell position in conformity with
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the first two rules in the ‘sequent’ section. Another two
balls appeared in the ‘random’ section, in so doing, always
to be of different colors.

The described principles of the balls’ presentation
were carefully created for each game set by taking the
age of participants into account. So, they involve certain
flexibility whilst keeping on changes for a special need
to make them more or less complicated. The examples of
both game field and balls construction are displayed in
Figures 1 & 2.

Transformation of original computer game in re-
search environment was carried out using the following
programs: HTML, JavaScript, jQuery library, Ajax tech-
nology and MySQL DBMS.

3.2.2 Research procedure

Participants played two games set in two different
conditions: first individually and then together with
a partner. Before the main procedure started partici-
pants were exposed to two minutes short test version
to make their first acquaintance with the game process.
The whole procedure was going online by clicking at a
special link. Each of the two games consisted of three
sets. Thus, participants were dealing with three differ-
ent algorithms playing each game. Every algorithm was
lasting for 10 minutes. And each game was lasting for
40 minutes (one lesson), respectively.

Fig. 1. Examples of two versions of computer game systems elaborated by Gamos Complany (left)
and that one created for the current study (right)
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Fig. 2. Examples of basic principles of the balls’ sequences for one distinct game set
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First individual game started when every student was
working separately by sitting in front of a personal comput-
er. At the second lesson online collaborative game started.
Participants were randomly divided in pairs in advance. In
these game conditions students have also build up the lines
of the balls, but they must have to coordinate their indi-
vidual actions at each joint game step. It means that every
time when one partner makes a move, it is popping up on
the game field of the second partner who is able to ‘approve’
or ‘stop’ this move. In case of the ‘stop’ option the first
partner had to change his decision by making another one
move whereas in case of the ‘submit’ option it is the second
partner’s turn to play. The example of such game field of
collaborative game problem solving is displayed in Figure 3.

Participants were given an instruction whereby they
were informed about the new game and intentionally paid
intention to collaborative type of the task. Therefore, they
have to interact with each other discussing their possible
and actual game actions. All dialogues were recorded by
google meet online system and voice-recorder program.

Three variables represented three cognitive actions
were assessed: 1) the analysis defined as the ability to dis-
cover the rule which determine sequences of the balls ap-
pearance; 2) the planning defined as the ability to use the
very knowledge about the rules and to use it whilst play-
ing the game by predicting appearance of a certain ball in
a certain place; 3) the reflection defined as the ability to
understand change of the previous rule in a new one in
each succeeding game set and to restructure own actions in
accordance with new rules. We used the following scoring
strategies to measure these cognitive skills by certain meth-
ods. So far that the cognitive action of ‘analysis’in its clear-
est meaning implies the ability to discover and understand
the rule the following scoring strategy was introduced.
A special list with descriptions of several rules after each
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game set was created. Some of such descriptions correctly
characterized the very principles that were just put into
the concrete game set. Each list included nine descriptions
with three correct and six wrong rules. Participants were
asked to pick amid all descriptions those which in their
eyes precisely match the sequences that they faced during a
game set with. The number of the descriptions picked cor-
rectly after each game set and that in total were scored and
used as an ‘analysis’ variable — in this case understood as
awareness of the rule. In the collaborative game the number
of picked descriptions was scored for each partner separate-
ly As for the cognitive action of planning’ the number of
play points for an each game set and in total was calculated.
In the collaborative game mode the total number of points
was scored as an overall contribution to the game perfor-
mance, and was attributed to each participant of a pair.
The cognitive action of #eflection’ was the most dif-
ficult variable for our measuring process. In general,
this cognitive action involves a deep thinking process
of understanding that something goes wrong as a start-
ing point, the ability to recognize the beginning of his/
her way of action, to redefine his own actions and to set
them in a new direction. In terms of the play process the
ability of a child to be reflective implies his comprehen-
sion that the way of action which was effective in respect
to the rule in the preceding game set does not work in
the new one, and he needs to find out this rule and con-
struct a new strategy again considering ongoing balls
sequences. Thus, it seems to be obvious that more ‘re-
flective’ gamers will not chaotically move the balls, but
will structure lines of the balls of the same colors on one
side of the field and wait for an every further move to
see which new balls will arrive. In other words, they will
interrupt in a way their own play trying to collect more
data for construction of a new strategy by moving from

mop ke 5 t: 2min 40 sec

approve I know the rule | b1(598) --> b2(599)2

Fig. 3. Example of game field in collaborative game problem solving conditions
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play to search and explore exploration. Previously made
pilot studies let us be sure that such gamers will have the
very structured game field at the end of the game. So,
finally we used total amount of free cells on the last game
step as the most precise variable for the variable ‘reflec-
tion’ in the further statistical analysis.

The whole game process and the main researched
variables are displayed in Figure 4.

At the third lesson abstract intelligence was measured
by the Raven’s Advanced Progressive Matrices by J. Ra-
ven (2002). The test consists of twelve tasks with increas-
ing difficulty. Each task is presented in black ink on a
white background and represents sequences of abstract
figures in horizontal and vertical lines in 9 x 9 design. The
last ninth figure is absent. Participants have to complete
the line by finding this ninth figure in accordance with
the logic of presented lines of figures. The whole testing
procedure was lasting for fifteen minutes. Students earned
one point for each correct task. Therefore the total test
productivity implied the number of correct answers.

4. Results

4.1 The whole sample: main effects

Mean scores were calculated for the three variables
representing intelligence, and two cognitive actions of
‘analysis’ and ‘reflection’, respectively. As for the cog-
nitive action ‘planning’ special calculations were addi-
tionally done. It is clear that participants are in unequal
conditions playing individually or with a partner, having
more time to coordinate their moves together, and get-
ting less point from the beginning. Thus, the qualitative
game performance parameter was calculated in that way:

X-parameter = X1/X2,

Training game CONSEQUENSE 1

2 minutes 10 min

where X is the game performance (or ‘planning’) it-
self, X1 is the total points in each game set, and X2 is the
number of the moves in each game set.

All means were counted and compared for all vari-
ables in two game conditions. A Wilcoxon Test was
made on the comparison of the means. Results are pre-
sented in Table 1.

The data included in Table 1 show advantages in
means by two of three variables in collaborative game.
These are the cognitive actions ‘planning’ and ‘reflec-
tion’. Additionally we analyzed means of the X-pa-
rameter for each game set. These results are depicted
in Figure 5 and demonstrate different patterns of game
performance from the first up to the last game set by de-
creasing in individual game and increasing in collabora-
tive conditions. Thus, participants exhibit better game
performance playing in collaboration.

At the next step the correlation analysis between all
researched variables was done. The coefficients matrix is
presented in Table 2.

The results presented in the Table let us see two key ef-
fects. First, the ‘analysis’ parameters significantly correlate
with each other in two types of the game. And second, there
are essential interactions between researched variables in
each game. In individual game variable ‘planning’ correlate
with both variables ‘analysis’ and ‘reflection’ whereas in
collaborative game there is only one interaction between
‘analysis’ and ‘planning’. As for the variable ‘reflection’ it
doesn’t show any correlations with ‘analysis’ in any type
of the game. Such effect seems to be interpreted taking the
game type into account. In case of collaborative game par-
ticipants have free cells in the end anyway so far they spend
much more time to make each move. Thus, in such condi-
tions their game field is more ‘clear’. But this fact can be
caused by the game quality or low motivation when they

Getting the rule |Mental action,

(mental action of of planning

analysis)

CONSEQUENSE 2 CONSEQUENSE 3 Trh:; end
0 ne
10 min 10 min game
Reflegtion
3
1
\ 4
The questionnaire implies
descriptions of the certain
consequences’ rules
Fig. 4. The structure of the whole computer game process
Table 1

The main differences in means by comparison of two game conditions (SD are displayed in parentheses)

Measure Individual game Collaborative game
‘Analysis’ (No. of correct rules) 3,33 (2) 2,56 (1,61)*
‘Planning’ (X-parameter of game performance) 4,1(1,22) 6,44 (3,38)*
‘Reflection’ (free cells on the last game step) 72,24 (39,38) 121,57 (28,24)*

* differences are significant at the P-0.000 level.
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waste a time instead to work meaningfully. Therefore, in
collaborative game cognitive action ‘reflection’ shifts from
individual’s thinking process and goes up to the level of
discussion and communication. We took another scoring
procedure for ‘reflection’ in further data analysis.

4.2 The data analysis in groups divided

by the intelligence criterion

Next step concerns the data analysis in groups. As we
previously mentioned participants were divided in pairs
by chance. It means that pairs (as well as two partners
in one pair) could widely differ in their cognitive abili-
ties Based on this fact all couples were classified by the
intelligence criterion. For this aim the result of APM-
test was marked as the ‘high level’ (above 66,7% of the
whole sample), the ‘middle level’ (lies between 66,7%
and 33,3%), and the ‘low level’ (less than 33,3%) for ev-
ery student. After that two main groups were revealed,
namely: the group 1 with two partners (58 students in

total) of the equal level of intelligence, and the group 2
with two partners (70 students in total) of the different
levels of intelligence. Some of the data (10% of the sam-
ple) were excluded from the current analysis because of
their defect or very low intellectual performance.

At the first step the comparative analysis in mean values
for all researched variables was accomplished. The results
are displayed in Table 3. This Table doesn’t include means
in reflection because it was previously clear that the scor-
ing procedure used for the data in individual game doesn’t
match for the data in collaborative game. Therefore, such
means seem to be impossible to compare, and we focus on
‘analysis’ and ‘planning’ mental actions more precisely.

ANOVA analysis was used to compare all means.
First, it was revealed that participants in the group 2
outperform those from the group 1 in both ‘analysis’
and ‘planning’ in individual game (F = 13,18; p = 0.001;
F =2,79; p = 0.02). Second, individual game conditions
provide better chances for ‘analysis’ in comparison to

2,6

1,95

1,3

0,65 -

setl

set2

W individual
M collaborative

set3

Fig. 5. Means of game performance for each game set

Table 2
The correlation matrix of the interactions between researched variables in two types of the game
Variable 1. 2. 3. 4. 3. 6.
1. Analysis (individual)
2. Analysis (collaborative) 0,35%*
3. Planning (individual) 0,22%* 0,20*
4.Planning (collaborative) 0,2* 0,21* 0,17
5.Reflection (individual) -0,14 0,04 0,48%* 0,06
6.Reflection (collaborative) -0,03 0,02 -0,03 -0,1 0,06
*p = 0.05; **p — 0.01.
Table 3

The main differences in means by comparison of two game conditions in two groups

(SD are displayed in parentheses)

Measure Group 1 Group 2
Game type Individual Collaborative Individual Collaborative
‘Analysis’ (No. of correct rules) 2,63 2,44 4,02%* 2,75
(1,96) (1,56) (1,8) (1,63)
‘Planning’ (X-parameter of game performance) 4,15 5,9 4,43 6,39*
(0,99) (3,51) (1,24) (3,04)

*+p = 0.02; **p = 0.001
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collaborative game. No matter which group is taken for
consideration. But completely reversed effect is revealed
for ‘planning’ in both groups participants are better
in getting the points in collaborative game. Moreover,
students in the group 2 demonstrate the higher level
of means in ‘planning’ than students from the group 1.
Significantly, correlations between intelligence and any
means in game performance were not shown.

At the second step patterns of the interactions be-
tween researched variables were analyzed on each game
set. The main effects are shown in Figures 6 &7, and
demonstrate different effects on the correlations. In
the group 1 the connections between two researched
parameters of mental actions is rapidly growing from
the first till the last game set. In the contrary, for the
group 2 a small acceleration of the correlation coeffi-
cients is clearly seen only for individual game, but not
collaborative.

To sum up, the present results lead to the following
conclusions. Participants exhibit higher game perfor-
mance in collaborative game. Such effects are shown

in total game points as well as on each game set. Fur-
thermore, different intellectual sources provide addi-
tional significant conditions. Students with an equal
level of intelligence (the group 1) demonstrate better
connection between two higher-order cognitive ac-
tions of analysis and planning through the whole game
process.

4.3 Partners’ dialogues analysis as cognitive action

reflection’ in collaborative game

All participants’ dialogues were transformed into the
written texts after being listened auditory. The text was
prepared for every student and for each game set. All ex-
pressions were written without being skipped for a de-
tailed analysis. After that the phrases were divided into six
categories by the criterion of participant’s attitude to the
game and to his / her partner. In the end each phrase was
awarded by one point for a concrete category. The cat-
egories and expressions examples are presented in Table 4.

Not all categories are meaningful as the indicators of
the ‘reflection’ variable. For example, the first and the

0,68
0,45 /
023 =—4—group 1

' // == group?

/—.—
U, T 1
-0,23
gamel game?2 game3

Fig. 6. Correlations between ‘analysis’ and ‘planning’ on each game set in individual game
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Fig. 7. Correlations between ‘analysis’ and ‘planning’ on each game set in collaborative game
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second don’t have a significant impact on the thinking
unless they change game behavior trajectory. But such
expressions provide emotional attitude and catalyze
generally the game. The third and the fourth category
are of a big interest because of their focus on the partici-
pant himself or his partner. In this case the fourth ‘col-
laborative’” intended category should be correlated with
the ‘planning’ variable as a key parameter of game per-
formance. Finally, the fifth and the sixth categories play
the pivotal role by having a substantive direction to the
whole game situation. The phrases from these categories
are signified as generalized markers of the ‘reflection’ in-
sofar as they concern to expressions about concrete rules
and reflect arguments of how to act to be successful in
the game.

Means for the whole sample and two groups are dis-
played in Table 5.

The list of the categories with

u JI.C., Illenenesa E.A., Boiumos B.K., ...

From the present Table we can derive significant dif-
ferences between two groups of participants almost in
each category excluding the fifth. All means are more
frequent in the group 1 and show that students with an
equal level of intelligence tend to more often interact
with each other using different expressions including as
much neutral or emotional as meaningful.

At the next step the correlation analysis between the
researched parameters — variables ‘analysis’, ‘planning’,
and each category displays the variable ‘reflection’ — was
accomplished. The main results are presented in Table 6.

The present correlations demonstrate general pat-
terns of the interactions no matter which sample is under
the spotlight: the robust relation between the ‘planning’
parameters and means of the last three categories (i.e.
‘collaborative intended’, ‘agreeing’, ‘changing’) is signifi-
cant for the whole sample and also for each group. Thus,

Table 4
concrete phrases examples

Category

Expressions

1. Neutral
(doesn’t change behavior of a participant)

«Shall we begin», «What’s that? », <I can’t», «Have you
moved in this way?», «Where are you moving!»

2. Neutral-motivational
(it doesn’t participant’s behavior in general, but it brings emotional
/ motivational investment in the dynamic of the game)

«Common, move on! », «Please, approves, «Hurry up, we're
just running out of time», «Common! », «Ah! All right! »,
«Yes, let’s make it in this way»

3. Individually intended
(when partner talks about his actions or asks his partner to pay
attention to his actions)

«I'm making vertical line»,
«I’m making horizontal line»,
«I’'m making horizontal line»,
«Amid / cancel my move».

4. Collaborative intended
(when participant talks to his partner about his moves or their
collaborative actions and plans)

«Make it again»,

«Let build this line together»,

«Better to take this ball»,

«Take balls of the other color» («take balls from this angle...
green...blue» etc.),

«We need to clear the field»,

«We need to try this».

5. Agreeing
(participant agrees with his partner and accepts his move or can-
cels his own move, but understands the reason)

«Generally, yes, it is so»,

«Yes, we take the green one»,

«I accept»,

«Yes, I agree, we move in this way»,
«Yes, all right».

6. Changing (objecting)
(an attempt to change partner’s behavior with concrete arguments
or statement about the game rules)

«We can’t build a line in this way»,

«This move is useful», «This move doesn’t bring anything»,
«This move will destroy a line»,

«Diagonals are coming this way»,

«We could get more points in such manner»,

«It’s easier», «Three blue balls are arriving one after an-
other» etc.

Table 5
Means of all categories

Category Whole sample Group 1 Group 2
1. Neutral 3,61 4,63 2,86**
2. Neutral-motivational 16,20 211 12,58%*
3. Individually intended 3,91 4.1 3,79*
4. Collaborative intended 13,44 15,00 12,28%**
5. Agreeing 1,14 1,13 1,16
6. Changing (objecting) 1,72 2,19 1,37*

*p = 0.05; **p = 0.01.
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Table 6
The correlation matrix of the interactions between researched variables in collaborative game
Whole sample Group 1 Group 2
Analysis Planning Analysis Planning Analysis Planning
1. Neutral -0,23* -0,37** -0,28 -0,51%* -0,13 -0,22
2. Neutral-motivational -0,34* 0,11 -0,24 0,22 -0,32* 0,34*
3. Individually intended -0,13 0,44%** -0,25 0,18 -0,1 0,61%**
4. Collaborative intended -0,15 0,60%* 0,1 0,80%* -0,27 0,63**
5. Agreeing 0,02 0,51** 0,27* 0,82%* -0,17 0,39*
6. Changing (objecting) -0,18 0,49** -0,1 0,72** -0,22 0,55**

*p = 0.05; **p = 0.01.

we can conclude the deep connection between such vari-
ables as ‘planning’ and ‘reflection’ which represent two
key mental actions for successful problem solving.

Another significant interaction ties ‘planning’ param-
eter with the mean of the fourth, ‘collaborative intended’
category. This empirical fact let us discuss about the
validity of participants’ dialogues as significant mark-
ers of their verbal reactions catalyzing the game process.
The effect of the stronger correlation between ‘planning’
and means of the three last categories popping up in the
group 1 is also important of additional notion. It points
to better mental possibilities for successful game prob-
lem solving.

On the other hand, weaker correlations are obvious
when it comes to the variable ‘analysis’: its connection
to the categories whether negative or of low significance.
The exception concerns again the group 1 where positive
correlations are seen in case of the fifth category. Thus,
this is the group 1 which can be an appropriate exam-
ple of the interactions between three researched higher
mental actions of analysis, planning, and reflection.

5. General discussion

The present study was aimed at testing the com-
puter game system ‘PL-modified’ as a diagnostic tool
for measurement of higher-order cognitive skills by
middle-school students in individual and collaborative
game. For this purpose two versions of the system were
elaborated: the first one is for an individual game, and
the second one was set for a collaborative game where
participants had to work together — at the verbal and
behavioral level by splitting individual game actions un-
der conditions of making a joint game decision (step) —
to get more points. All parameters of game performance
were compared then for the whole sample as well as in
two groups divided by the intelligence level criterion.

The results let us derive the following key conclusions.
First of all, the main parameters of game performance as-
sessed by the proportion of total game points to the num-
ber of game moves are higher in collaborative game. These
effects are to be increasing at each game set by keeping
positive game dynamic. Such results partially confirm the
hypothesis that participants will exhibit the higher level
of cognitive actions in collaborative game in contrast to
individual game. These differences are specified in the
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faster dynamic of getting the game points, and the higher
total game points. Thus, we can also deduce that this is the
collaborative game which provides good conditions for
participants learning to communicate and better under-
stand each other. Unlike the individual game where game
performance decrease can be caused by faster fatigue and
exhaustion of motivation to further play.

At the same time, the above mentioned effects are
relevant for the cognitive action planning, but not for
the analysis which parameters were higher in individual
game. We assume that such results can be partially ex-
plained by the very way of how the variable was assessed.
In all cases participants picked the rules individually,
even in collaborative game. This measurement proce-
dure was initially introduced because of some technical
reasons. We also aimed to separate the input of every kid
in rules awareness and to stick to more valid conditions
by making the data statistically comparable. Neverthe-
less, the correlation analysis revealed significant inter-
relations between the data of the ‘analysis’ variable in
two types of the game that confirms the correctness of
the used measure technique. Thus, we can conclude that
participants simply see more rules in individual game.

On the other hand, the correlations between the
variables of ‘analysis’ and ‘planning’ demonstrated more
robust interactions in collaborative game — the fact
that stresses deeper connections of two mental actions
in collaboration. As for reflection then this variable was
the most difficult to be scored because of qualitatively
various game conditions. Thus, in case of collaborative
game the micro-analysis of the dialogues was under-
taken and revealed significantly high correlations be-
tween parameters of ‘planning’ and ‘reflection’, and (in
some cases) ‘reflection’ and ‘analysis’. In general, the
interactions between three researched higher cognitive
actions obviously manifest themselves in collaborative
game. The present empirical facts statistically confirm
that three researched variables are correctly represented
and scored by the elaborated game procedure. Moreover,
these main data confirm those revealed in the previews
study (Margolis et al., 2020) about the relations of the
mental actions of analysis, planning, and reflection. For
its part these data concern to our first research question
about the correlations of the cognitive actions as a valid
indicator for the ‘PL-modified’ computer system and
make to outline appropriate prospects for its usage as a
potential diagnostic tool in education.
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Another one important result highlights the impact of
individual differences on the major effects. Both types of
game performance seem to be determined by the level of
the higher-order cognitive actions of analysis, planning,
and reflection as well as the patterns of their interactions.
However, manifestation of the above mentioned cognitive
actions is additionally caused by the factor of different cog-
nitive abilities (for this game there is equal / unequal intel-
ligence) as well as main game results depend (qualitatively
and quantitatively) on cognitive abilities of partners’ in-
teractions. The pairs with an equal intellectual level gener-
ally play more effectively. This impact is shown in positive
dynamic of the interactions between game parameters and
(in some cases) higher final game performance.

Such results coincide to a certain extent with those
detected by Perret-Clermont(1991) who stated that
cognitive development is determined by a special form
of human’s interaction when a person deals with vari-
ous thoughts and meanings. A child stimulates his own
development by coordinating his opinion with others,
and summoning socio-cognitive conflict which in its
turn leads to intelligence development. Taking this po-
sition into account we were not focusing on the intel-
lectual development precisely, but considered children
cognitive sources with a big attention. And it turned out
that namely this factor — of an equal intellectual level —
played an important part in general effects.

Finally, the meaningful and thoughtful collaboration
of partners provides better comprehension of the game
rules, and as a result better game itself. This outcome
is expressed in higher game points. Thus, the real intel-
lectual activity in collaborative work seems to be more
difficult than the traditional scheme of a direct connec-
tion between an action and an output. And forms of the
partnership create space of possibilities which encourage
potential patterns of interactions under different psy-
chological factors.

To sum up, the present conclusions let consider the
key collaborative game parameters as additional diagnos-
tic markers for the level of higher mental actions by mid-
dle-school students so far the effects were shown on the
whole sample as well as in two divided groups. Meanwhile
this is worth of notion that there are not direct and simple
connections between assessed variables without consider-
ation of various internal and external factors. Collabora-
tive game doesn’t simultaneously lead to a better result,
but does form many start-up chances for potentials ex-
pressed in concrete forms of mental actions.

For the computer game system itself the results let
clearly characterize the potential advantages for its usage
as a supplemental diagnostic tool since the system obtains
psychological and technical possibilities including time
limits, big motivational attractiveness, its speed, easiness
and also accuracy whilst empirical data will be testing and
processing. Furthermore, the system implies measure-
ment of multiple cognitive actions at one time period and
in terms of one type of activity which involves not just
simple gaming process, but also information analysis and
thinking of a strategy before trying to solve a problem.
In this context the present computer system can be also
observed as a learning tool which is supposed to enhance
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players’ problem solving skills. Some positive steps were
done by Adachi & Willoughby (2013) in this domain.
They argued that exactly strategic video-games pro-
moted self-reported problem solving skills and indirectly
predicted academic grades. We gather that the current
findings let the present system to be incorporated into
educational process in the future. The measurement of the
whole process of the present problem solving while play-
ing a game let to analyze more comprehensive presenta-
tion of cognitive actions in their internal form (as mental
actions). On the other hand, such representation appears
also as a form of social interactions by creating not only a
context of joint playing actions, but manifesting itself in
external way by a dialogue with a partner of communica-
tion. In general, these modern game-like diagnostic tools
allow studying more subtle psychological phenomena and
overcoming traditional static measurements that capture
only single elements of a researched object instead of con-
sidering their real interactions. Thus, the elaborated ‘PL-
modified’ computer game system seems to be more valid
as a new potential instrument taking its closer correspon-
dence with the real thinking process during a concrete
(here game) activity into account.

5.1. Limitations of the study and its further prospects

While the main hypothesis of the study was con-
firmed, some limitations should be acknowledged. First,
we studied and compared the effects on the sample which
includes only two schools. The fact that school children
from one school can have some cognitive edges and ad-
vantages in learning process must be taken into account.
Although the intellectual impact was deliberately con-
trolled and wasn’t strongly revealed on the whole sample
which means that such participants couldn’t have and
use any intellectual benefits from game performance in
advance. Secondly, the potential gender differences were
not analyzed. Since female participants are generally
more motivated by challenge games (McDaniel et al.,
2012), some gender effects should be taken in the focus
of the future studies.

In general, the whole diagnostic potential of the com-
puter system must be anticipated with a sufficient cau-
tion since it is not fully studied. The following research
prospects are worth of being outlined:

1. the researched sample must be extended by recruit-
ing students of different ages, academic performances
and those who stick to diverse educational processes and
learning methods. Such methods will allow expanding
the psychological relevance of the results up to the gen-
eral sample of Russian school-children;

2. an increasing number of cognitive tested param-
eters makes the accurate and differential measure of stu-
dents’ cognitive potential more possible;

3. the flexible properties of the whole game system
imply varied forms of the organization of the game pro-
cess in the future. As an example in certain circumstances
the collaboration of participants whilst they are solving
game tasks not exactly in pairs, but in small groups will
allow to study their different individual traits including
social intelligence, communicative abilities, and other
social and cognitive patterns.
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6. Conclusions

The present study was aimed at testing the com-
puter game system ‘PL-modified” as a special diagnos-
tic tool for the measurement of higher mental actions
by middle-school students in individual and collabora-
tive game. We took the sample of children at the age of
11—12 years to prove whether the higher mental ac-
tions of analysis, planning, and reflection measured by
special markers of the elaborated computer game sys-
tem are correlated with each other as a valid indicators
of a new appropriate diagnostic instrument. The factor
of the game type — individual and collaborative — was
also controlled to reveal better conditions for manifes-
tation of the higher mental actions level. Another inde-
pendent variable was abstract intelligence. The results
showed that participants exhibit the higher level of the
mental actions of analysis and planning in collaborative
game. Moreover, the present game type provides the
more robust interactions between the mental actions
of analysis and planning, and planning and reflection.
Furthermore, the strongest patterns of these correla-
tions between the researched variables were demon-
strated by those pairs of participants whose intelligence
levels were rather equal. Thus, the main hypothesis was
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Vccnenosanue HalpaBieHo Ha pa3paboTKy M TECTHPOBAHKUE KOMIIbIOTEPHOU UTPOBOIL cucteMbl ‘PL-
modified’ kak HHCTpYMEHTa ANATHOCTUKN YHUBEPCAIBHBIX yueOHbIX AeicTBIil (nanee Y Y /) y yyammxcsa
CpeJlHero MIKOJIBHOTO BO3PAcTa B JABYX YCJIOBUAX IPOBEJEHUS UTPbI: MHAMBUIYAJIbHO U B UTPE B Iape
¢ mapraepom. ‘PL-modified’ mpencrasisier co60ii KOMIIBIOTEPHYIO CHCTEMY B (hopMaTe UTPHI ¢ pa3pa-
GOTaHHBIMU TTAPAMETPAME OIEHKU MBICIUTEIBHBIX JeHCTBUI aHaIn3a, IJIAHUPOBAHUS U pedercun —
kaoueBblx Y'Y/, He0OOXOAUMBIX, COJIACHO TEOPUU PasBUBAIONIEr0 OOyUYeHUs, sl YCIENHOro obyde-
Hus. B uccnenosannu npuanMann yuyactue 189 yuennkos B BozpactHoM auarnazone 11—12 jer. Bouin
copmMyIMpOBaHbI /IBa TJIABHBIX MCCJAENOBATEIbCKUX BOIPOCca: 1) CyIIeCTBYET JIM B3aMMOCBA3b MEXKILY
M3MEPEHHBIMU TIOKA3aTeIsIMU aHaJIN3a, TJIAHNPOBAHUA 1 pedIeKCUN KaK OCHOBHOW MIAeHTU(UKATOP
BaJMIHOCTH Pa3paboTaHHONW KOMIBIOTEPHOI CUCTEMBI; 2) KaKOW TUIT UTPbI — WHAMBU/LYAJTbHBIN UIH B
rnape ¢ ImapTHEpOM — IIPE/ICTABJISACT JIydlliie YCJIOBUS IS IPOSBJICHNS BBICOKUX ITOKa3aTesell oleHu-
BaeMbix YVY/I. OOuiunii MHTE/IEKT TaKKe OIEHUBAJICS ¥ HE3aBUCUMO KOHTPOJMPOBaJcs. Pesynbrarhl
UCCJIeIOBAHUS TT0Ka3anu Oojiee BHICOKUET YPOBEHb aHAIM3a U IJIAHKMPOBAHUS B YCJIOBUSX UIPBI B I1ape
¢ maptHepoM. Bosiee Toro, maTTepHBI B3aMOCBs3el MeXK/Iy olleHUBaeMbIMU napameTpamu Y Y /I, paBHo
KaK ¥ OT/IeJIbHbIe XapaKTePUCTUKU UTPOBOI Pe3yJIbTaATUBHOCTH, 3aBUCST OT YPOBHS MHTEJIJIEKTA, KOTO-
PBIii IEMOHCTPUPYIOT T1apbl UTPOKOB (YpaBHEHHbBIE VS. He YPaBHEHHbIE 110 YPOBHIO nHTesIeKTa). [Ipe-
cTaBJeHHbIE SMIHIpHYecKue (haKThl 00CYKAAIOTCS ¢ TOUKU 3PEHUST TIEPCIIEKTUB UCTTOJIB30BAHIS CHCTEMBI
‘PL-modified’ B kauecTBe MOTEHIIMAIBHOIO HHCTPYMEHTA AMAarHOCTUKK U passutus Y Y /I, B pamkax co-
BPEMEHHBIX 00Pa30BaTEIbHBIX MPOTPAMM YUHUTEJsE M ICUXOJIOTH HYKAAKTCS B POCTHIX U OTHOCUTE b=
HO JIETKMX JIMAarHOCTMYECKUX METOAMKAX OLCHKM YMCTBEHHBIX JICHCTBUI IIKOJIBHUKOB. B TO xe Bpems
TPaJUIMOHHbIE OYMasKHbIE TECTBI HE BCET/Ia CIIOCOOHBI MOOUIIBHO PEArNPOBATh HA 3AIPOCHI [UATHOCTH-
YeCKOii CUTYyaIH, TOCKOJIbKY HE YUUTHIBAIOT MOTHBAIIMOHHYIO COCTABJISAIONIYIO ¥ KOHIIEHTPUPYIOTCS HC-
KJTIOYUTEJIBHO Ha KOHEYHOM pe3yJbTare MbIIIeHUA. B ¢BA3M ¢ aTuM mpejcTaBieHHas KOMIbIOTepHas
CHUCTEMa, BKJIOUAIONIAst UTPOBOIA (hopMar AuarHocTuku U (hOKYCUPYIONIAsiCsl Ha TPOIECCYaTbHBIX XapaK-
TEPUCTUKAX OIEHMBAEMbIX KOTHHUTUBHBIX KOHCTPYKTOB, MMeeT OOJIbIINE AUATHOCTUYECKIE BO3ZMOKHO-
CTH, TIOCKOJIBKY B TIEPCIEKTUBE MOXKET IPEAOCTABUTD COEPKATEAbHYI0 HH(POPMAIINIO O IMHAMUYECKUX
acHeKTax MbICJIUTENLHOTO IIpoliecca.

Knouesvie cosa: xomnbiorepras urposas cucrema 'PL-modified’, yausepcasibibie yueGHble aeii-
CTBUS, MHAMBU/LyaJIbHAsI UTPA, UTPA B 11ape ¢ MapTHEPOM, UHTEJIJIEKT, IIPUHSITHE PEIIeHUs.
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In 2019 a multidisciplinary research project “Digital Storytelling Theater” was launched in Moscow
State University of Psychology and Education. The project aims at elaborating, evaluating, and introduc-
ing drama technologies into secondary school settings with the goal of applying them as a powerful tool for
learning and development. The article focuses on the ways, in which drama can be used for constructing
the zone of proximal development in adolescence. It is argued that not any kind of drama-based activities
is consistent with the principles of a developing environment in the framework of the Cultural-Historical
Paradigm. Creating such a setting is a challenging research task, which requires organization of such types
of activity and interaction as role exchanges and reflexive communication. On the example of creating a
play with a class of adolescents, it is demonstrated how drama, based on role experimenting, can contribute
to overcoming group contradictions, boosting learning motivation and turning personal “pereghivanije”
into a resource for development (on the experience of living through the pandemic of COVID-19).
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Introduction: social role as a unit of analysis

Adolescence is probably the most controversial age
period in the framework of the Cultural-Historical The-
ory. Though it regularly becomes the focus of research,
there is still no consent even on such fundamentals as
the leading activity and the new formations, as well as on
the very character of this psychological age (critical or
stable). In comparison with the other life periods, elabo-
rated in CHT, its structure remains poorly designed and
rather unclear [8, p. 72—74]. A possible explanation for
this paradox might be the complexity of spotting the
“ideal form” for the age, which lies on the boundary of
childhood and adulthood. Obviously enough, the “ideal”
form of adolescence should be connected with the pro-
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cess of socialization — that is, with the transition to the
“world of adults”. However, revealing the developmental
mechanisms behind this transition is challenging indeed.

For facing this challenge, a unit of analysis is needed
that could be applied for analyzing both individual and
social aspects of the transition. This unit of analysis was
suggested by L.S. Vygotsky in his unfinished, thus lit-
tle-known work “Concrete Human Psychology”, where
he introduces the concept of social role and coins it as
a mechanism that regulates the relationship between
higher mental functions: “Social roles (judge, doctor)
determine the hierarchy of functions: that is, functions
change hierarchy in different spheres of social life. Their
collision = drama” [15, p. 1030]. This short yet compre-
hensive remark indicates that social roles may be consid-
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ered signs, which regulate human behavior. In the same
text L.S. Vygotsky argues that studying the hierarchy
of higher mental functions and, consequently, roles as
their regulating mechanisms, represents a fundamen-
tal research aim in relation to adolescence: “The task
in adolescents ... to study different spheres of behavior
(professional complex etc.), the structure and hierarchy
of functions, their relations, and collisions” [15, p. 1031].
Thus, for L.S. Vygotsky, understanding the content of
development in adolescence requires the analysis of “role
dramas” that emerge when a child starts to get actively
involved in the system of social relations. The question
is: why the research aim, formulated by L.S. Vygotsky,
has remained almost neglected by CHT scholars for over
one hundred years?

The answer to this question is intricately linked with
the history of the concept of “role” in Russia’s psychologi-
cal tradition. For a long time, this term was literally forced
out of developmental psychology (except for the role in
children’s play), and its content was reduced exclusively
to a set of social functions that an individual performs
depending on the surrounding social context. The most
vocal opponents ascribed to the concept a connotation
of “hypocrisy” and “programmed behavior”, which still
seems to persist in Russia’s psychology [8, p. 73—74].

The standpoint of the founder of the CHT was quite
different. In his work [15] L.S. Vygotsky clearly indicated
the regulating function of social roles as of cultural signs.
And, since signs are interiorized, it isimpossible to perceive
roles as some kind of “masks” imposed on the individual
“from the outside”. Moreover, exactly as “pereghivanije”,
considered by L.S. Vygotsky as a unit of personality and
environment, which reflects the unity of social and per-
sonal aspects of the developmental process, social roles
act as double-facet units, directed both “in-ward” (indi-
vidual plane) and “out-ward” (social plane). The “individ-
ual content” of the role is determined by the personality,
while its “social content” relates to the cultural-historical
context. Roles as social functions are thus never simply
“played out” by the individual. They are always refracted
through the personality and creatively “lived through”!.

Thus, interpreting roles from L.S. Vygotsky’s per-
spective opens a new dimension for understanding the
process of development in different psychological ages —
particularly, in adolescence, which is apparently the sen-
sitive period for interiorizing roles and role patterns. It is
by acquiring new roles that adolescents “enter” the adult
world and try to find their place in the complex system
of social relationships existing in their culture. This
complex system of relationships, represented by various
social roles, may be regarded as the “ideal form” of ado-
lescence. Interactions with this “ideal form” presuppose
adolescents’ acquiring (interiorizing) roles as specific
cultural signs, which may be regarded as the main con-
tent of development during this age period [8].

Since any kind of sign interiorization does not hap-
pen immediately, certain time and space is needed for

! «IlepekuBaIOTCSI» M <IIPOKUBAIOTCSI>
2 [lonsTniinoe MpliiieHne, peIekchs 1 cCaMOCO3HaHNe

106

“trying the roles on” and experimenting with various
patterns of role behavior. Experimenting with roles may
be thus perceived as the leading activity of adolescence,
where new formations of this age period (including theo-
retical thinking, reflection, and self-awareness?) emerge
and develop.

This point of view can be illustrated with the exam-
ples of adolescents’ everyday practices, as “role experi-
menting literally permeates them” [6, p.40]. In whatever
interactions adolescents emerge — creating profiles and
making friends in social networks, joining a subculture
etc. — they seem to be testing images and piloting role
patterns. These explorative, play-like activities are spac-
es for adolescents’ development, since it is through these
practices that they give content to the roles they acquire
and make them personally meaningful.

From this perspective, constructing the zone of prox-
imal development in adolescence requires conditions
where adolescents could creatively experiment with
roles. Drama is one of the means for creating such envi-
ronments in a school setting.

Methodology: drama as a tool
for constructing the ZPD

In the last few decades different kinds of drama-
based pedagogies have widely spread all over the world.
Theater and drama are applied for resolving various de-
velopmental, educational, and cultural tasks [1], [2], [3],
[4], [10], [12], [14]. They are also used as tools for so-
cialization and rehabilitation of different groups of chil-
dren and adolescents, including those with poor social
backgrounds or special educational needs [9], [11], [13].
In many countries drama is step by step earning a place
in the national curriculum, where it is applied both for
teaching content in specific disciplines as well as for de-
veloping life competences and soft skills.

The growing popularity of drama may be explained by
its demonstrated effectiveness, particularly in the work
with adolescents. Research shows that adolescents are
willing to engage in drama activities and are likely to re-
main motivated for participation for longer times in com-
parison with other learning formats [4]. However, there is
not much evidence, why does this happen, and what psy-
chological mechanisms determine this engagement.

We may assume, that attractiveness of drama for ado-
lescents relates to the developmental content of this age
period. As mentioned above, one of the main psychologi-
cal tasks in adolescence consists in acquiring new cul-
tural signs — social roles, which is done through experi-
menting with them. Theater and drama represent perfect
spaces for these experiments, which allow to try on roles
and role patters. This basic feature of drama-based ac-
tivities is often intuitively used by teachers and educa-
tors, who are in search for ways of engaging adolescents
in the learning process. However, if we want to apply
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drama as a developmental tool, we need to understand
how exactly it can create the zone of proximal develop-
ment and deliberately use this knowledge in the work
with adolescents.

A few words now need to be said about the concept
of ZPD in relation to adolescence. Most often ZPD is
considered in the context of child-adult interactions,
where the adult, as the bearer of the “ideal form”, liter-
ally “guides” the child, and the child, in their turn, inte-
riorizes the “ideal forms” of the adult [16]. In this con-
text, while constructing a developing environment, the
accent is put on interiorization, when external processes
turn into internal functions.

There is yet another possible “reading” of ZPD,
which is elaborated, particularly, by V.V. Rubtsov, and
is exclusively interesting in relation to adolescence.This
interpretation considers ZPD in terms of joint activity,
which triggers profound changes in all the participants
of the interaction, including the adult [7]. From this per-
spective the adult is not the one, who is “guiding” the
child, but rather the one creating a space for an engaging
interaction (here the Russian word “obschnost™”, desig-
nating a particular kind of community, is appropriate to
use). This approach emphasizes “pereghivanije”, emerg-
ing in the process of joint activity, and turns the inter-
action into a series of “micro-dramas”, which result in
qualitative developmental shifts. It also allows to focus
not exclusively on the process of interiorization, but also
on that of exteriorization, paying attention to the inner
contradictions and emotions that reveal themselves in
the process of interaction (fig. 1).

Fig. 1. Applying drama for constructing the ZPD

However, as O.V. Rubtsova and T.A. Poskakalova ar-
gue, not any kind of drama-based activities may be per-
ceived as a developing environment [10]. Very often drama
in school settings is reduced to a format, where the teacher

3 O6UIHOCTD.

chooses a scenario for a performance and distributes roles
that adolescents are supposed to play out. Students are
rarely given the chance to creatively contribute to writing
of the scenario, or to the elaboration of characters.

To become a tool for constructing the ZPD in adoles-
cence, it is essential that:

* drama is regarded as a process-oriented, rather than
a product-oriented activity; this does not imply that the
final product (performance, improvisation etc.) is not
important; it rather implies, that the process of its prepa-
ration is not less important than the final product per se;

e drama-making process allows to engage adolescents
in different kinds of activity, which means that adoles-
cents do not just play out roles, but also contribute to
play writing, costume making etc;

* drama-making process provides opportunities for
experimenting — particularly, with various roles and
means of interaction, which presupposes role exchanges
during the drama-making process;

* drama is perceived as a “safe” place, which means
that adolescents are encouraged to experiment, to ex-
press themselves, and are not afraid of a failure or of a
bad mark;

* sessions of reflection (reflexive communication) are
included into the drama-making process, which means
that adolescents are encouraged to reflect upon their in-
teractions, discuss what and how they are doing in the
process of joint activity, and share their emotions from
the process.

Thus, applying drama for constructing the ZPD in
the work with adolescents requires creating a particular
kind of setting, where different types of interactions are
intentionally organized in a way, that could encourage
for experiments. The more diverse opportunities for try-
ing and experimenting are provided, the more powerful
the setting is from the developmental perspective.

An attempt to create such a setting was made in the
framework of a research project, operated by Moscow State
University of Psychology and Education in 2019—2021.

Research Project “Digital Storytelling
Theater”*

A brief overview

In 2019 a multidisciplinary research project “Digital
Storytelling Theater” was launched by MSUPE in the
Center for Interdisciplinary Research on Contempo-
rary Childhood. The project aims at introducing drama
technologies into secondary school settings and apply-
ing it as a powerful tool for learning and development
in adolescence. Within the framework of the project,
the research group seeks to trace the influence of drama
activities on learning motivation, communicative skills,
reflexive abilities, critical thinking, and academic per-
formance. It also aims at revealing the potential of using
drama for boosting adolescents’ well-being.

4 More information about the project is available at Digital Storytelling Theater — CIRCC (childresearch.ru)
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In the framework of the project theater is perceived
as a particular kind of communicative educational en-
vironment, where adolescents can experiment with so-
cial and psychological objects — roles, positions, and
relationships. The elaborated model of the “Digital
Storytelling Theater” does not focus on the final prod-
uct (play/performance) per se, but rather on the very
process of its creation. The participants of the project
are involved in various types of activity, including play
writing, filmmaking, video montages, creation of cos-
tumes and scenery. The diversity of activities and the
possibility of changing roles allows the participants to
experiment and to “try out” different means of inter-
action, which is essential for constructing the ZPD in
adolescence.

In the period from October 2019 to May 2021 the re-
search group:

* organized over 100 drama sessions with 303 ado-
lescents from 4 schools in Moscow and Moscow Region;

* put on 3 plays, based on the scenarios, written by
adolescents;

* shot and analyzed over 150 hours of video record-
ings of the drama sessions, workshops and rehearsals;

* recorded and analyzed over 50 interviews with the
participants of the project, including adolescents, teach-
ers, and school psychologists.

« analyzed over 200 adolescents’ reflexive diaries.

Because of the space constraints, the present article
focuses on the experience of organizing drama only in
one of the schools and, particularly, on those aspects
of the research, which are relevant to the issue of con-
structing the ZPD.

Research design.

The research was conducted in a secondary school in
the town of Stoopino (Moscow Region) from October
30t 2020, to May 14™, 2021. 89 adolescents aged from
12 to 16 (forms 8 “B”, 8 “G” and 6 “N”) participated in
the experiment. The experimental program consisted
of 40 drama sessions, in which students from different
forms took part. The sessions took place once a week and
lasted for 1 hour 30 min. The sessions were led by two
facilitators (members of the research project).

Methods, applied in the framework of the research,
included:

* participant observation;

« analysis of the interactions between adolescents at
different stages of the playmaking process;

« analysis of the products of the activity (scripts of
the plays, written by adolescents; videos, shot by adoles-
cents and used in the performance; sketches of sceneries
and costumes etc.);

* testing before and after the drama project in ex-
perimental and control groups (testing included ques-
tionnaires on learning motivation, communicative skills,
emotional intelligence, critical thinking, reflective abili-
ties etc.);

* interviews with students and teachers at different
stages of the drama project;

« analysis of reflexive diaries, filled in by the partici-
pants after each session;
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« analysis of the interim and final scripts of the plays,
written by the students.

The project included 6 stages, with each stage having
its aims and working strategies. The research group set
concrete goals for each stage, as well as for each drama
session. Working strategies were adjusted for each ses-
sion based on facilitators’ feedback after the sessions and
adolescents’ reflexive diaries.

Data, collected in the framework of the project,
was analyzed from different perspectives and with the
help of various tools, including quantitative and qual-
itative methods. The results of the testing before and
after the experiment demonstrate tangible shifts in
communicative skills, reflexive abilities and learning
motivation of adolescents, who took part in the drama
project. However, this analysis is out of the scope of
the paper. The present article focuses exclusively on
the ways, in which drama was applied for construct-
ing adolescents’ ZPD.

Data analysis.

Stage 1. Introduction to the project. During the
first stage of the project the research group organized
regular meetings with the teachers and school adminis-
trators. The meetings were designed for discussing the
main objectives of the project and receiving more infor-
mation about the students, involved in it. The analysis of
the interviews with the teachers and administrators, as
well as the data, received from participant observation
and adolescents’ reflexive diaries in the first weeks of the
project, testified that many students demonstrated poor
academic achievement and extremely low learning moti-
vation; many of them also had problems in communica-
tion both with the teachers and classmates. Moreover, in
one of the classes there was a rather tense confrontation
between a group of the class “leaders” and an adolescent
with special educational needs. According to the school
psychologist, Olga V. Shvedova, before the start of the
project “form G. has been going through an exceedingly
difficult period. Most of the students in the class seemed
disengaged and demotivated, it was extremely difficult to
raise their interest during the lessons. This situation was
aggravated by the general stress, caused by the pandemic.
Moreover, the class was split into small groups, with one
adolescent with special needs being literally an “outcast”
of the group. He was constantly ousted from the group,
and made fun of, and we couldn’t succeed in changing this
situation”. Thus, the major request from the school was
to boost adolescents’ learning motivation and help in in-
stilling a team spirit, particularly in form “G”.

The fact that the class was split into groups was evi-
dent from the character of interactions during the first
drama sessions: adolescents refused to exchange part-
ners, with some of them obviously ignoring the others.
Many participants also demonstrated high levels of
stress and anxiety, which was most probably due to the
pandemic and uncertainty that it caused.

Careful analysis of the data, collected in a two weeks’
period, allowed the research group to outline the con-
tours of the ZPD for the participants of the project. It
embraced:
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1. overcoming contradictions between the classmates
and creating a more positive learning environment;

2. exchanging experience of living through the pan-
demic and transforming it into a resource.

The work with adolescents started with a few intro-
ductory sessions, where they were provided with infor-
mation about the project and the members of the research
group. During the introductory sessions, the facilitators
organized “warming-up” exercises, which included role
playing improvisations, storytelling, “tableaux”, “hot-
seating” etc. The aim of these sessions consisted in mo-
tivating adolescents for taking part in the project and
bringing together the groups, which the classes were
split into. There were also a few workshops aimed at
teambuilding and development of communicative skills.
The “warming-up” exercises were later embedded into
the structure of the sessions at all stages of the project
and proved to be efficient for engaging adolescents in the
drama-making process.

Stage 2. Exchanging experience. At the second
stage of the project adolescents were asked to share their
experience of living through the pandemic in the spring
of 2020. The first sessions within this stage turned out
rather challenging for the participants. The analysis of
the interactions at this stage of the project allowed to
identify at least two groups of emerging difficulties:

* stiffness; fear to speak about personal feelings and
emotions;

» communicative challenges: difficulties in formu-
lating messages, receiving and providing feedback.

In reflexive diaries adolescents often reported, that
discussing something with classmates, formulating mes-
sages, providing feedback, and coming to a consensus
was particularly challenging: “I find it difficult to express
my ideas and make others understand, what I mean”; “I
often fail to find the right words for explaining my point of
view”; “It’s really difficult for me to listen to others in the
process of discussion” etc.

For facilitating adolescents’ work at this stage, the
members of the research group elaborated numerous
tasks, including writing narratives on behalf of different
inanimate objects, which surrounded adolescents during
the lockdown (smartphone, pillow, refrigerator, chewing
gum etc.). The participants wrote short stories and even
poems, focusing on their personal experience; they also
made videos featuring their flats and rooms, where they
spent time during the lockdown. Later on, adolescents
were encouraged to read their stories to each other, ex-
change opinions and find similarities in their experience.
There were also tasks on acting out their narratives and
making improvisations based on their “pereghivanije” of
the situation. Finally, the participants were challenged
to find examples of artistic works (poetry, fiction, non-
fiction), featuring outbreaks of diseases.

During the sessions, adolescents described the situ-
ation of lockdown in terms of “boredom”, “fear”, “an-
ger” and “anxiety”. Many of them also gave negative
feedback on distant learning, which they considered
“badly organized” and “demotivating”. Data showed
that the situation of lockdown was a truly “dramatic”
experience for adolescents, who witnessed their rela-
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tives and friends being ill, going to hospitals and some
of them dying. Sharing this personal experience with
each other was at first rather difficult for the partici-
pants. Adolescents were not used to discussing their
“pereghivanije” in a classroom and it took a few ses-
sions before they started freely describing their feel-
ings and emotions. However, that was a turning point
for “breaking the ice” in the relationships between the
groups. During the sessions the participants discovered
a lot of new things about each other; they also found
out that they often experienced the same feelings, and
facilitators used this a basis for building mutual under-
standing between the confronting groups.

Stage 3. Writing of the scenario.The third stage of
the project was devoted to creating a scenario for the
play. Adolescents were invited to make up a plot, based
on their experience of the lockdown. For assisting ado-
lescents, the facilitators introduced the participants
into some theoretical aspects of playwriting, illustrat-
ing them by examples from the course of literature. The
participants were then split into small groups and each
of the groups was working on one of the scenes for the
future play. The work in groups alternated with general
discussions with the class. Within two months adoles-
cents created a scenario of an original play.

The plot of the play is centered on the experience of
a young Boy, who is bored by the lockdown and suffers
from loneliness in his room. While reading a book for his
literature class, he takes a pen and writes a poem about a
girl whom he likes. Then he sends the poem to one of his
classmates, who makes fun of him. Frustrated and angry, the
Boy tears apart the paper with the poem and sits down on
the floor. While he is overwhelmed, Emotions and Feelings
(Anger, Anxiety, Disgust) surround him and start arguing
with each other, what he shall do (see Fig. 2, illustrating the
episode, where Disgust is talking with the Boy). Finally, the
Boy falls asleep. He dreams, that the famous Russian poet
A. Pushkin comes into his room and tries to persuade the
Boy, that he must keep writing poems, no matter what the
others think of that. Encouraged by the poet’s words, the
Boy wakes up and posts his poem on Facebook. At the end
of the play, the objects in the Boy’s room come into the light
and tell their stories of living through the pandemic in the
room of the main character.

It is important to highlight, that the play was writ-
ten exclusively by adolescents. The facilitators’ role con-
sisted in encouraging adolescents for discussing the plot
with their classmates and motivating them for working
in groups. The facilitators also gave ideas about how the
narratives, created at the second stage of the project,
could be introduced into the play. However, the final de-
cision about what and how to include was always made
by adolescents.

Data analysis at this stage echoes many findings of
P. Smagorinsky and J. Coppock, who conducted re-
search on applying drama in teaching literature. The re-
searchers emphasize the role of dialogue in students’ col-
laboration, since the dialogue helps them mediate their
understanding of the story: “The production of the text
appeared to serve two complementary functions. On the
one hand, the dramatic text represented the students’
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thinking about the story as they interpreted it through
their experiences and knowledge. ... At the same time,
the creation of the dramatic text helped shape the stu-
dents’ thoughts about the story” [12, p. 386]. Another
important issue were the collisions, which frequently
emerged between the participants in the process of dis-
cussing the plot. Exactly as mentioned by P. Smagorin-
sky and J. Coppock, “The interactions within the group
suggested that collaborative learning is not always the
harmonious interaction it is often portrayed to be” [12,
p. 385—386]. In our research it was indeed full of dra-
matic contradictions between the students, arguing who
was to play which role, what words would be more ap-
propriate for this or that character etc. However, despite
the frequent dissonance, the work of the groups turned
out to be very productive, and the students were willing
to find a solution and move forward in their work.

Stage 4. Play production. At this stage, the partici-
pants split into three groups with each of them concentrat-
ing on a particular task, connected with the play produc-
tion. One group of adolescents was involved in the play
as actors; the other one was responsible for costumes and
scenery, the third one — for multimedia and digital effects.
There were also smaller teams within the two groups, fo-
cusing exclusively on the light, sound etc. Each group was
offered a series of workshops including those on acting, sce-
nic speech, stage movement, digital media etc. Adolescents
could decide, which of the groups they wanted to join. They
could also contribute to different groups, with some of them
performing a role and at the same time participating in the
creation of scenery or making videos for the stage screen.

An important element of this stage were role ex-
changes. Adolescents were encouraged to “move” be-
tween groups, providing feedback on the works of the
other groups, and coordinating efforts to make the per-
formance a holistic piece.

At this stage of the project an interesting episode
took place. During one of the sessions the class was
given a creative task on expressing emotions. The task
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Fig. 2. The Boy and the Feeling of Disgust (photo of the final performance)

turned out rather challenging for adolescents. However,
adolescent with special educational needs succeeded in
completing the task in a very original and creative way.
As adolescents wrote in their reflexive diaries after the
session “N.’s creativity at the session was absolutely as-
tonishing” and “No one could have expected N. to be such
a talented person”. This episode was a turning point in
changing the group’s opinion about N. It also was a turn-
ing point for N. himself, as he wrote in his reflexive diary
after the session: “T’ve discovered something about myself
today. I didn’t expect myself to be capable of things that
I did today”. By the end of this stage qualitative shifts
occurred in the character of interactions between the
participants of the class. Adolescents became much more
flexible in switching partners and moving within groups
in the process of joint activity. There was also a change
in the relation to N., whom adolescents started to in-
clude in their interactions.

Stage 5. Reflexive communication. At this stage of
the project the participants were encouraged to reflect
upon the work that they have been doing. In fact, this
stage did not take place only once, but it was embed-
ded in every session, since adolescents were constantly
encouraged to share their thoughts and emotions, give
feedback to the work of the classmates, and fill in re-
flexive diaries for each session. Reflexive communica-
tion was organized in different formats: adolescents ex-
changed ideas in small groups and in a big circle; they
were also invited to take part in numerous activities,
aimed at boosting their reflexive skills.

As a particular stage of the project, reflexive com-
munication presupposed adolescents’ watching recorded
fragments of the rehearsals and discussing them. At this
stage adolescents changed roles again — from actors and
play-producers they turned into spectators, assessing
the work, which has been done.

Stage 6. Final performance. At the end of the school
year the final performance took place. Students from other
forms as well as teachers and school administrators were
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invited as spectators. Due to the pandemic restrictions par-
ents and other guests were not allowed in the school. After
the performance adolescents were awarded certificates.

After the performance, the research group also took
final interviews with the participants, teachers, and
school administration. Particularly interesting was the
interview with the school psychologist, Olga V. Shve-
dova, who admitted being “very skeptical” about the
project at the beginning. “In fact, I didn’t believe in this
drama project at all. I thought that there was absolutely
no way how drama sessions could help in a class of de-
motivated adolescents, with a few being quite aggressive.
But I saw them changing in the course of the project. They
started communicating, they started engaging in joint ac-
tivities... I can see that they’re willing to do something to-
gether. Many students showed themselves from a totally
unexpected perspective. I think that the project helped us
discover these students. The results actually exceeded all
expectations”.

Literature teacher: “It seems that the group has accept-
ed N. It really worked, this drama project!”

In the process of data analysis the research group
tried to trace, how the personal “dramas” of the partici-
pants were transformed into an artistic representation
of their experience. At the beginning of the project the
experience of living through the pandemic was an interi-
orized “pereghivanije” of each adolescent. At the stage of
exchanging experience, the research group created con-
ditions for externalizing the “pereghivanije” and mak-
ing it an object of communication. At the next stages,
adolescents created a “meta-drama” based on their per-
sonal experience, making a complex representation of
their “life dramas” by means of art (see fig. 3).

Particularly important changes and transformations
took place on the stage of reflexive communication,
when the participants were encouraged to switch roles
and assess their joint work from a new perspective. Role
exchanges created the basis for mutual understanding
and qualitative shifts in adolescents’ perceptions of each

e A personal
emotionally-
colored event

Drama

Meta-Drama

¢ Representation of
the life drama by
means of art

other and their own experience (“re-positioning”). The
movement towards the ZPD was reflected in adoles-
cents’ reflexive diaries: “It was a fantastic experience. 've
discovered that I'm surrounded by very interesting people”;
“Now I know that my classmates have many talents; it’s re-
ally great to study together”.

Thus, the original aim to help adolescents in over-
coming their contradictions and create a more positive
learning environment was achieved.

Some concluding remarks.

The analysis of a two-years’ work clearly demon-
strates that applying drama for constructing the ZPD —
particularly, in the work with adolescents — requires
creating a space for experiments. This setting should be
perceived as “safe” by adolescents, which means, that the
participants should feel free to express themselves with-
out being afraid of “a failure” or a bad mark. The more
diverse opportunities for trying and experimenting are
provided, the more powerful the setting is from the de-
velopmental perspective. It is particularly important to
emphasize the significance of role exchanges and reflex-
ive communication in drama sessions, which largely con-
tribute to participants’ reconsidering their experience,
their relationships, and, eventually, to the development
of their agency.

It is obvious that not any kind of drama-based ac-
tivities is consistent with the principles of a developing
environment in the framework of the Cultural-Histor-
ical Paradigm. Creating such a setting is a challenging
task, which requires specialists, who could organize the
interaction of adolescents with each other and with the
teacher. It means that not only adolescents, but primar-
ily teachers need to be trained how to create such a set-
ting and what strategies to use for constructing the ZPD
in the work with concrete classes of students. Our re-
search group is looking forward to further research in the
framework of the project and introducing drama tech-
nologies into school practice.

‘perezhivanie ” —
object of
communication

e Discussion of the
drama by different
participants

Reflexive
Communication

“perezhivanie” —

personal experience

Re-positioning

Fig. 3. Tracing the role of “pereghivanije” at different stages of the project
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PoseBoe 3KcriepuMEHTHPOBAHKE B MIOAPOCTKOBOM
BO3pacTe: NpUMEHEHHE IPaMbl ISl KOHCTPYHPOBAHUS
30HBI OJHIKaNIIero pasBUTHS

O.B. Pyo6mogBa

MockoBcKuUii TOCYZIaPCTBEHHDBIH IICHX0JIOTO-TIe/JarOTMYeCKUN YHUBEPCUTET,
. MockBa, Poccuiickast Deneparinst
ORCID: https://orcid.org/0000-0002-3902-1234, e-mail: ovrubsova@mail.ru

B 2019 r. B MockoBcKOM rocyiapcTBEHHOM IICUXOJIOTO-TearOTHIecKOM YHUBEPCUTETE CTAPTOBAJ
HCCIeIOBATENBCKUI TTPOEKT «VIHHOBAIMOHHAS MOJIEJIb OPraHW3alMU JKCIIEPUMEHTAIbHO-UCCIE0-
BaTEJIbCKOI JIeITeTbHOCTH TTOAPOCTKOB («MysbTuMena-reatps»). OCHOBHAs 3ajiaua MPOEKTA 3aKJII0-
yaercss B pa3paboTrke, oueHke 3(h(MEKTUBHOCTU U TIOCJAEAYOIEM BHEIPEHUI TEXHOJIOTHUII IpamMaTusa-
MU B MIKOJbHYIO MPAKTUKY, C HEJbI0 UX MPUMEHEHUs B KA4eCTBE CPEACTBA 00YYEHHUSA U Pa3BUTHUSL.
B dokyce HacTosIeil cTaThU HAXOAMTCS AaHAJU3 BO3MOKHOCTEH MPUMEHEHHUsI IPaMbl JIJIsI TOCTPOEHUST
30HBI GJIMIKANIIET0 Pa3BUTHS Y YYAIINXCSA TOAPOCTKOBOTO BO3pacTa. ABTOP CTaThbU yTBEPIKAAET, UTO
He BCAKMIA TUII ipaMaTusalliu B 00pasoBaTeJbHOM IIPOIEcce OTBEYaeT IPUHIIUIIAM IIOCTPOEHUS Pas-
BUBaKOIIell 06pazoBaTeNbHON CPe/ibl B KOHTEKCTE KYJbTYPHO-UCTOPUUYECKON napaaurmbl. CospaHue
TAKOIl cpeibl — 3TO 0cobast UCCienoBaTeIbCKast 3aa4a, KoTopast Tpebyer opraHusaiuu takux Gopm
JIESITEJIBHOCTH U B3aUMO/IEHCTBUST YUACTHUKOB, KaK POJIEBOE 9KCIIEPUMEHTHPOBaHUE U pedhJieKCHBHAsI
KOMMYHUKaiust. Ha mprMepe 1mKkoJabHOTO CIIEKTAKJISE Ha TeEMY CUTYaIlMH JOK/ayHa B IEPUOJL TTAHIEMUN
CODID-19, moctaBieHHOII ¢ KITacCOM TIOJPOCTKOB, MOKA3aHO, KaK [paMaTU3allis, OCHOBAHHAs Ha PO-
JIEBOM 9KCIIEPUMEHTUPOBAHUN, MOKET ObITh 9(DPEKTUBHON 15l IPEOI0JEHUs IPYIIIOBBIX IPOTHBOPE-
Yii, MOBbIIIEHUsT Y4eOHOI MOTHBALUU U TPAHCHOPMAIIUN UHAMBUYATbHOTO «IIEPEKUBAHKSI> Y JIeTell

IIOAPOCTKOBOTO BO3pacTa.
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Introduction

Drawing on Freud and Aristotle, Vygotsky uses an
example from Chekhov’s Cherry Orchard to consider
how a play affects an audience [35]. Vygotsky asks
why the sale of the cherry orchard is such a terrible
misfortune for the rich Ravenskaya. “Perhaps she lives
permanently in this cherry orchard. But then we learn
that she spends her entire life traveling abroad and
that she never could or would be able to live on her es-
tate. Perhaps the sale could mean ruin or bankruptcy
for her, but this motive falls away, too, because it is
not the need of money that places her in the dramatic
situation.” Indeed, there is no instrumental explana-
tion for the value of this artefact. The selling of the
cherry orchard plays a role in a symbolic order famil-
iar to Ravenskaya and Chekhov’s audience. The play
works because we invest the cherry orchard with a
meaning beyond that directly given in its present ma-
terial form, as land or real estate:

“The melancholy of Chekhov’s [characters] becomes
the emotion of the whole audience because it was to a

large degree a crystallized formulation of the attitude of
[wider] social circles...” [39, p. 241].

The cherry orchard helps scaffold what neither we
nor Ravenskaya can yet fully grasp: the impact of the
contradictions at the heart of being a member of the Rus-
sian intelligentsia at the start of the 20th Century. Vy-
gotsky calls this symbolic order an ideal form [37]. Yet
the example can also highlight that there is something
unique about our own experiences within this symbolic
order; something we each bring to it. Perhaps the cherry
orchard evokes some childhood image of white blossom,
the smell of cherry, a painful loss'.

Aristotelian psychoanalyst Jonathan Lear describes
a client who happened to leave the door of Lear’s office
slightly ajar at the start of their session. Over the course
of his sessions with Lear, the door started to take on a
host of meanings:

“Leaving the door ajar meant that nothing he was
going to say was going to be so important or private
that it should not be heard by someone outside. He
longed for us to be working together on a collaborative
project, and if we both closed the door, we were a team.

! This initial characterization may imply that the ideal form regulates us while remaining beyond our grasp, like the phenomenological concept
of background or Bourdieu’s habitus. Vygotsky departs from these regularist [26] theories of social practice. As he clarifies, the ideal form of an

activity is produced in reciprocal action [37].

CCBY-NC
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My noticing that he left the door ajar meant that I was
sensitive.” [15, p.x]

The door here mediates the drama between real peo-
ple rather than actors. It was appropriated into the situ-
ation to express wider ideas appropriate to the roles of
analyst and client. This process gave the client new con-
cepts with which to grasp experiences outside therapy.

Commenting on Freud’s treatment for Little Hans’
horse phobia, Lear suggests “Freud is... giving Hans a set
of concepts with which to think about his wishes. This
does more than enable Hans to conceive of a reality that
existed in toto antecedently to his newfound ability: it
enables him to conceptualize his wishes in a certain way.
The wishes themselves absorb this conceptualization
and thus enter into commerce with secondary-process
thinking.” [ibid, p. 113].

Vygotsky refers to such dynamics as perezhivanie
(sic. lived experience). Veresov explains perezhivanie in
terms of the “dialectic between present and ideal forms”
[34]%. Lear traces a similar dynamic in Freud’s “dialectic
between loss and love™ [ibid, p. 160].

“Psychic structure can continue to develop because
the world outstrips my ability to appreciate it. As I de-
velop complexity, so does the world as it exists for me.
The internalization of structure can thus continue at
ever higher levels of complexity and refinement... what
were once taken to be forces of nature, I now recognize
as my own active mind.” [ibid, p. 177].

For Vygotsky, this is the process by which humans
acquire freedom [38, p. 209]. According to Sévérac,
“Perezhivanie is [the] cognitive and emotional modi-
fication through which the power of the milieu is ex-
pressed in the individual, or provides direction for the
very power of this individual” [29]. Against the Freud-
ian focus on “active mind”, it should be stressed that for
Vygotsky we transform our world in concrete activity
rather than in thought.

That an artefact can take on multiple meanings, does
not mean that the form of the artefact is arbitrary. Re-
flecting critically on his earlier work, Vygotsky draws a
contrast between a knot in a handkerchief and the diary
of an adolescent in how they can act as external stimuli
[40, p.275]. Though they can both be mediating artefacts
used to direct our own memory, the knot has a direct
instrumental function, while the diary’s affordances can
implicate far more of who we are: it may be more en-
trenched in our practices when judged against our whole
identity/personality (ruunocmov) [37].

Role Experimentation in Adolescence

Adolescence is the time of life most characterized
by personality development as we negotiate new rela-

tionships and identities [13]. Rubtsova has followed
Vygotsky in characterizing this age period as involving
“experimentation with roles” [28]. Social situations give
adolescents opportunities to engage in “systems of roles”
through which to experiment with their own role and
identity. As Rubtsova cites Jaroshevsky, “The drama of
development [for Vygotsky is not] im-personalized ex-
ternal circumstances, but a dynamic system of mutual
orientations, motivations and actions, which has its own
“story line” (plot) and where personality is shaped as a
participant of drama”.

The development of personal identity can also be
characterized in terms of self positions which become
available to individuals when they engage in dialogue
with others [2]. However, as Balestra argues, the
Bakhtinian notion of self positions may not appreci-
ate how such positions develop dialectically through
factors like past experience, present activity, and
socially available signifiers. Ramos & Renshaw, like
Rubtsova, characterize this process through a Vy-
gotskian lens as “the recursive nature of perezhivanie”
[25]. What these approaches share is an emphasis on
identity as developing in collaborative activity and
reflection.

Social and Emotional Learning

Although the kind of discursive practice described by
Lear has supported adolescents’” autonomy and identity
formation in the context of psychotherapy [5], less is
known about how such discourses may unfold in educa-
tional contexts.

The new Relationships & Sex, and Health Educa-
tion curriculum in the UK is among the increasing
number of strategies targeting youth wellbeing and
self-determination. Schools in the UK have a statu-
tory requirement to support adolescents in learning
how to make good decisions in aspects of their life from
friendships to stress management [8]; however, little is
known about how such autonomy can be facilitated in a
classroom context [19]. Technology could play a role in
the design of such pedagogical strategies. Rubtsova [27;
28] reports on studies in which semi-structured tech-
nology use offered adolescents a “training platform” on
which to enact ideas, values and other aspects of their
identity in ways that could be personally insightful and
empowering.

Slovak & Fitzpatrick note that a central challenge
for social and emotional learning (of skills such as self-
awareness, social awareness and responsible decision
making) concerns transfer of the learning to real-life
contexts [30]. While activities like group discussions,
journal writing, and workshops have proven effective

2 Conversely, Vygotsky observes the consequences of lacking such concepts: “There are no concepts and there is no mastery of the self, i.e.,
emotionally there is the drive to get out, but refracted through the prism of a complex and not a concept, without understanding himself, in the

dark, in the twilight of consciousness...” [40, p. 194].

3 Veresov gives an authoritative explanation of perezhivanie. This concept has gained recent prominence in research.
1 Vygotsky himself draws this parallel after a lecture by Vera Schmidt [40, p. 391].
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with teens, less is known about how the skills can be im-
plicated in everyday life. Technology can both support
such boundary crossing [1], and encourage indepen-
dence [9]. Slovak & Fitzpatrick suggest that one mech-
anism for this could be in “presenting ambiguous cues,
which can nudge people to engage, interpret, and reflect
on their experiences” [ibid.]

Personally-collected data (about an aspect of a young
person’s life like their mood, exercise or productivity)
can offer just such a boundary object [7; 21]. Some re-
lated work has shown that such learning can extend to
adolescents’ identity formation, prompting reflection
about life goals [33], values [22] and socio-political con-
text [31] through constructing narratives about person-
al data.

The present work reports on a study of self-tracking
technology mediated learning framed around sleep hy-
giene. Good decisions around sleep can aid adolescents
in a wide range of life factors from emotional regulation
to lesson focus [20]. Building on prior work [23], this
study investigates whether manually collected data can
support the transfer of concepts from class discussion
to everyday life. Discussion of personal sleep habits in
a semi-structured classroom setting could offer a train-
ing platform for role experimentation [28] to support per-
sonal insights.

Method

Participants and procedure

The study took place at a secondary school in Lon-
don during a weekly 40-minute period designated for
social and emotional learning and life skills. To frame
the study, a class of Year 8 students (12—13-year-
olds) were introduced” to digital literacy ideas around
personal data, including data privacy and how data
could be useful to them. They were introduced to the
concept of self-tracking technology [16] and practices
of interpreting data visualizations on LifeMosaic: a
self-tracking app designed by a different group of stu-
dents in a previous study [23]. LifeMosaic is a picto-
rial daily journal (Figure 1). The class was asked if
they would like to take part in a study trialling the
app to track their own sleep. Seven participants (3m;
4f) joined the study by returning forms of ascent and
parental consent (approved by an institutional eth-
ics board). Study sessions took place in a classroom
at the participants’ school. Participants were asked to
use the LifeMosaic app on their smartphone for a week
to log how well they slept and anything they thought
was affecting or affected by their sleep. At the end of
the week, they met with the researcher at a classroom
in their school to share anything they learned about
sleep form their self-tracking.

During the discussion session participants sat in a
circle and shared anything they found interesting or in-
formative in the data they had collected in the previous
week on LifeMosaic. Participants could choose when to
contribute to the discussion and whether to show their
personal data to others. The facilitator gave prompts and
questions and brought the discussion back to the topic
of sleep, as well as offering relevant information about
sleep when it was appropriate to the participant-led
discussion. Participants’ comments and queries were al-
lowed to motivate wider discussions without rebuke for
error or digression. At the end of this discussion session,
participants were encouraged to use the app for a further
week, after which they attended a one-on-one interview
in the same classroom and timetable slot. The interviews
focused on whether the participant felt they had gained
or learned anything from tracking their sleep and dis-
cussing their data.

Data collection and analysis

The discussion session and one-on-one interviews
were audio recorded, transcribed and coded with NVi-
vo. Codes were developed with inferentialist discourse
analysis [14]°. This involved coding inter- and intra-
personal anaphora’ to identify concepts introduced into

LifeMosaic

March 2021

-

~ $9%
X
@

73
ZZ
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| reduced | increased
stress stress

( Write your caption )

Fig. 1. The LifeMosaic app. Users pick two contrasting factors
to track using a colour gradient then add symbols to represent
aspects of their day like contexts and triggers.

5 The researcher is an English teacher at the participants’ school, though these were not his students.

6 Derry has shown the many parallels between Vygotsky and this school of contemporary philosophy [6].

“While deixis draws on an indexical relationship with aspects of the present situation [12], anaphora draws inferences from deixis or other
anaphora. This is the contrast between saying “here” and “there”, though the inferentialist use of the terms is broader [3; 4]
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the discourse. The expansion of concepts was analysed
within and between sessions. Expansion was identified
through the commitments or entitlements made explicit
by participants i.e., reasons and norms given. For exam-
ple, in the extract, “Do you want to know what I put? I
put apples because T ate more healthy.” (Chanel) I put is
an anaphoric reference to adding sticker symbols onto
the app, while eating “more healthy” is an implication of
“putting apples”.

Coded transcripts were organized into eight
themes and then reorganized into three themes which
relate to insights about sleep: staying up because of
technology, diet and sleep, sleep and stress. lllustrative
vignettes from the discussion session were selected
and analysed using the Vygotskian theoretical frame-
work introduced in preceding sections. This analysis
is presented below.

Findings

Staying up because of technology

At the start of the session participants were some-
what reluctant to share what, if anything, they had
learned about their sleep in the previous week while us-
ing the LifeMosaic app, with Chanel commenting, “I'm
not really sure what to say”. Tom was the first to volun-
teer a response.

Vignette One

TOM: Yesterday I went to bed pretty early. About ten
thirty. But other nights I stayed up, but usually it’s fine.

FACILITATOR: Is that something you learned with
the app?

TOM: No. Just some days I have good sleep, other days
I don’t, so you can just track it.

F: Okay and on some nights you had good sleep. Why
do you think it was good?

TOM: Because if you go to bed early it’s good because
then you focus better in lessons.

F: Okay and have you found if you go to bed at ten
thirty then you focus better?

TOM: Yeah.

F: Is that what you put on LifeMosaic? Can you tell us
a bit about your data?

TOM: I put it a bit blue because I'm still tired a bit and
then on other days when I went to bed later then I'm obvi-
ously more tired.

F: Okay. Is there anything else you noticed from your
data? Did you use stickers?

TOM: No.

F: That’s okay. So on some of those days where you
stayed up later, did you notice anything?

TOM: So, Tuesday I put it as dark blue because yeah, I
was really tired on that day. Like yeah I was literally fall-
ing asleep. Yeah, and I don’t even know. I just go on You-
Tube usually.

CHANEL: Yeah same.

F: That’s interesting. How many of you stay up late be-
cause of YouTube?

CHANEL: Yeah, because you get sucked in. Yeah, so if
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you watch something and you have certain channels that
you follow and then you just watch them.

Tom begins this vignette referring to sleep and
tracking in the abstract, as scientific concepts [36]. In
giving “because you focus better in lessons” as a rea-
son for having good sleep, he seems to be trying to of-
fer the right answer in his role as student, rather than
reflecting on his own experience. While at first Tom
does not refer to his own data or make any inferences
from it, being prompted back to the data introduces
contradictions with his story line. By the end of the
vignette, a data visualisation Tom is looking at on his
phone offers a “ticket-to-talk” [32] for Tom to expand
and personalize his story, seeing new significance in
the data. Once Tom negotiates a role in which he can
introduce everyday concepts, his peers are brought
into the discourse through the frame of this ideal
form. They are keen to identify with Tom’s story,
offering their own experience of staying up because
they are watching Netflix in bed or are too distracted
with their phone to finish homework. In his follow-
up interview, Tom proposes that self-tracking can
“give you a different perspective on [sleep]”. Asked
if he now feels differently about his sleep, Tom refers
back to his reflection in the discussion session, sug-
gesting “..if I stay up on my phone I might not stay
up as late or I might keep it in mind.” Tom did not
initially make inferences about his phone use from his
self-tracking data but the process of discussing and
justifying the data established this connection.

Diet and sleep

Although Ali had not used the app every day, he was
keen to show his data visualizations to the group on the
days he had collected it. He had added several symbol
stickers (Figure 1) to his daily tiles and explained the
meaning of some of them during the discussion, with the
topic of diet becoming prominent.

Vignette Two

ALI: I don’t know if it was this one or Friday.

F: Right so the darkness is how tired you were and was
there anything else you noticed in terms of your data?

ALI: So, I put burgers because I went to Sam’s [fast
Jood chain].

*Several participants laugh*

CARLY: You always go Sam’s.

F: Do you think that was related to how you were feel-
ng?

ALI: Yeah, because if you get stressed you eat.

F: That’s really interesting, can you explain?

ALL: Just because you're stressed so you want to buy
yourself some chicken.

CHANEL: Can I say?

F: OK quickly.

CHANEL: It’s called comfort eating because if you
Jeel bad you eat food to give yourself a treat.

F: That’s really important yeah. Do you think that’s a
good idea?

CHANEL: Obviously no because it could be unhealthy.
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ALI: In small quantities.

F: Right so you can treat yourself to junk food once
in a while in small quantities. But do you know actually
your sleep does affect what you eat a lot. You're a lot more
likely to eat junk food if you sleep badly and if you don’t
get enough sleep on a regular basis it can really affect you
having a healthy weight.

DHARMA: Sir, on mine I actually put a burger on the
days I didn’t sleep.

F: That’s really interesting.

POPPY: I think it affects your self-control.

Ali has added a chicken drumstick on one of his
daily logs on LifeMosaic to signify Sam’s Chicken
Restaurant. He does not suggest any association be-
tween this and his sleep. Mentioning “Sam’s” makes
others laugh because of its significance in his peer
group: it is a hangout spot for Year 8 boys, as Carly
acknowledges. Ali continues in this joking role with
his peers in suggesting that he eats chicken when he
is stressed, when invited to justify the relevance of
his initial assertion. However, when Chanel takes up
the role of a student with valuable knowledge about
“comfort eating”, Ali now genuinely attempts to jus-
tify his past activity. Chanel has potentially judged
his visit to Sam’s as unhealthy or comfort eating and
Ali negotiates with his story against this new ideal by
saying it is acceptable “In small quantities.” In treat-
ing Ali asif he is contributing to a practice of learning
about sleep, he and others are able to recognize this
role and its wider social value. In interviews, Chanel
and Ali refer back to the link between diet and sleep,
with Ali suggesting he learned about “...things that af-
fect your sleep, or you don’t sleep and then you just
want to munch.”

Over the course of the discourse in this vignette,
the group expanded their understanding of concepts re-
lated to diet and sleep. Though it’s unlikely that a cor-
relation between diet and sleep would be visible after a
week of tracking in Dharma’s data, her suggestion that
she “put burgers on the days [she] didn’t sleep” suggests
that these are concepts she could adopt to reflect on her
experiences in future. The inter-personal data-mediated
dynamic arguably made the participants more recep-
tive to hearing relevant information about sleep hygiene
from the facilitator, and later helped Poppy to make so-
phisticated inferences about how low sleep could affect
impulsive behaviours.

Sleep and stress

The group discussed factors which affected their sleep
as well as factors which were affected by sleep. Stress
and emotion were often referred to. Dharma showed the
group a visualization of her day and explained what the
symbol stickers she has been using signify.

Vignette Three
DHARMA: Yeah, like I said if I was out with my
[riends or I had a lot of homework. That’s the book one.
F: Okay, so you used the book for homework and then
another one...
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DHARMA: Yeah.

F: And do you think those affected your sleep?

DHARMA: Erm, well I think it definitely affects it.
Yes, because on Wednesday I had a lot of homework so I
stayed up doing that and on a day you have a lot of home-
work you might stay up because you have to do it.

F: Okay, so that’s why you were tired on Thursday?

DHARMA: [ think so. I sometimes do it in the morn-
ing. Or, basically if you have a lot of homework you get
stressed because you know you have to do it.

F: Definitely. So, you think the stress affected you?

DHARMA: Yeah. I thought it would show like...

F: You thought the data would show it?

DHARMA: Yeah. But I know stress affects me though.

F: But your data didn’t show it?

DHARMA: No. Can I change mine?

F: Yeah.

DHARMA: So basically, on Thursday something hap-
pened in school so that’s why I put stressed and friends. So,
I think that affected me and I put that one.

F: Okay and then now you don’t think homework af-
Jected you?

DHARMA: Not affected. No, like obviously if you stay
up and you're tired it affects you but not in that way. Like
if something happens it’s going to affect you more. So, I
think friends is more important than homework... If I don’t
sleep, that is probably why.

In this vignette Dharma is explaining why her sleep
on some nights was much worse than others. Dharma
moves from a first-person focus on the particulars of
what she was doing to the perspective of an ideal “you”
who comments “you have to do it... you know you have
to do it”, evaluating her actions as conventional or
appropriate within a wider system of norms. Though
Dharma is keen to clarify and justify her past activity,
as she develops her story line, the flow of the narrative
is broken when she is unable to use her LifeMosaic data
to illustrate her point. Dharma seems to perceive her
role as giving testimony to something she needs permis-
sion to “change”. The contradiction between the initial
story line and the data reveals new layers of complex-
ity: the word “affected” now proves inadequate in ex-
pressing this nuance. Dharma is led to evaluate the sig-
nificance of dissimilar aspects of her experience against
a broader evaluation of her life. The metonyms of
“homework” and “friends” in the narrative correspond
to symbol stickers to which she assigned these labels on
her app. In her subsequent interview Dharma showed a
visualization on LifeMosaic in which symbols partici-
pated in a complex system of meanings: “I [tracked]
sleep but I did like different things, either if it was good
and then it affects you so I did the sun as well... or on
this one it’s more dark where T didn’t sleep that good
and you can see I didn’t do that much, and then as well
you can see I was stressed.”

Although the exchange in Vignette Three was be-
tween the facilitator and one student, another partici-
pant (who was reluctant to contribute to the group dis-
cussion) appears to have appropriated some of Dharma’s
concepts into her own practice while collecting her own
data independently:
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Vignette Four

F: Okay and you tracked your sleep? And did you learn
anything about your sleep?

SARAH: Like stress. If you don’t sleep you feel stressed.

F: Okay and is that something you noticed or was it
Jfrom the last workshop?

SARAH: Yeah workshop.

F: And do you think it’s relevant to you?

SARAH: Yeah, if I don’t sleep, I put a cloud because I
Jeel stressed or lightning, or yeah.

F: Great and those were things on LifeMosaic about
stress?

SARAH: Yeah, and I put friends and like I tried to use
different ones.

F: OK and the symbols mean you're stressed?

SARAH: I just do it for how I feel depending on sleep
or like anything.

F: And the different stickers are different feelings?

SARAH: Yeah.

When Dharma made the insight that “friends are
more important than homework” in Vignette Three,
there was a sense of recognition from other participants.
Participants referred to “friends” multiple times in the
antecedent discussion, as a factor affecting sleep and
wellbeing. It is also noteworthy that while Sarah’s in-
terview answers are fairly limited and she is reluctant to
take on the kind of storytelling role adopted by Dharma,
Sarah can nonetheless use her data to express a complex
and nuanced set of personal experiences. Dharma’s sto-
ries may have helped model this complexity for Sarah
and others.

Discussion

The case study analysed in this paper explored
young people’s use of a manual self-tracking app to in-
vestigate whether practices mediated by this technol-
ogy could support social and emotional learning skills,
including self-awareness, social awareness and respon-
sible decision making. The findings suggest that self-
tracking technologies and practices may help young
people to reflect on their everyday experiences and to
make personally relevant insights, which could support
decision making. The process of collecting and discuss-
ing personal data may contribute to the development
of skills and strategies for self and social awareness and
problem solving.

While prior work bringing self-tracking technol-
ogy to the classroom has often focused on the trans-
fer of specific curriculum content [24], the discursive
nature of the present study blended adult instruction
with youth exploration of concepts the participants
themselves found valuable or intriguing. Though the
study focused on the topic of sleep, participants also re-
flected on other curriculum-relevant topics such as diet
and stress. Future work could investigate this pedo-
geological approach with other kinds of self-tracking
e.g., mood, physical activity, or even metrics relating
to arguments the young people got into. Such work
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will need to consider how it can maintain student au-
tonomy over the self-tracking practice while creating
a space in which students are safe to experiment with
roles and share personal insights.

It should be noted that the concepts offered by
participants in the one-on-one interviews are limited
in the extent to which they can be called spontaneous.
That participants referred to themes from the discus-
sion session of a week earlier is not adequate to estab-
lish whether they had integrated this knowledge into
their everyday practice. This is not a major limitation
as the focus of the study was on learning rather than
development. Where the study activities did appear to
aid development was in students’ abilities to form co-
gent self-narratives involving knowledge about sleep.
The impact of such learning on broader development
within the adolescents’ everyday life practices is a topic
for future work.

In experimenting with roles as students and members
of peer social groups, participants took on various van-
tage points on the same data. The data provided a useful
object of inquiry [7] to bring participants’ contributions
into the right social situation for learning relevant con-
cepts.

As Vygotsky argues, while everyday concepts make
learning personally meaningful, scientific concepts help
to organize everyday concepts [36]. The participants in
this study blended scientific and everyday concepts in
creative ways to form new links, expanding their con-
cepts.

Introducing self-tracking data into discourses about
sleep habits proved effective at scaffolding learning. In
interviews, participants did not simply regurgitate the
knowledge imparted by the facilitator but explained
what they learned, contextualizing it in their own ex-
perience. Some now challenged rather than reaffirming
the concepts introduced in the group discussion; for in-
stance, Dharma suggested that she would continue us-
ing her phone in bed if it could help her feel less stressed
before sleep. Abstracted concepts like “If you go to bed
early it’s good because then you focus better in les-
sons” had expanded into a wider system of related and
personally relevant concepts, which the young person
evaluated against their sense of identity /personality as
a whole.

The present work has suggested some points for ex-
change between Vygotsky and Aristotelean Freudian-
ism. One should note Vygotsky’s comment that “one can
work with Freud’s method without being a Freudian.”
[40, p. 484]. While this paper has illustrated some points
of convergence with Freud’s theories, it also diverged
from them in important ways.

For Freud, meaning is within us and “oozes out of
[our] every pore” [11]. Every word, gesture or Ror-
schach ink blot can reveal hidden significance. As Ma-
cintyre argues, there is a danger that such interpretation
brackets out the role of the psychoanalyst in meaning
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making in a way that can obscure the ways in which
she gives the concepts with which the client explicates
meanings®. What is “repressed” in the mind of the client
could equally form in the discourse between them and
the psychoanalyst [17].

The present study showed that, unlike an ink blot or a
knot in a handkerchief, self-tracking visualizations have
affordances that make them publicly available in ways
that can contradict the interpretations of their user.
We saw how this happens through a process of justifica-
tion and clarification between interlocutors. Yet like a
Rorschach, the data supported participants in working
through their own nature and past experiences.

Macintyre’s interpretation of Aristotle may be help-
ful in tying these threads together:

“Reflective agents increasingly understand them-
selves and others in terms of a certain kind of narrative, a
story in which they as agents direct themselves or fail to
direct themselves toward a final end, the nature of which
they initially apprehend in and through their activities as
rational agents. Progress toward that final end is marked
by slowly and unevenly increasing self-awareness and
self-knowledge, so that agents become better able to un-
derstand what in their past has gone well and what has
gone badly in their own lives and in the lives of others
with whom they have interacted and why.” [18, p. 54].

By collecting data about themselves for the purpose
of later reflection, on their own and with others, partici-
pants framed the data, and thus their own activities, in
particular ways. The data scaffolded adolescents’ reflec-
tions by acting as memory cues as well as expressions of
what they judged to be significant in their everyday lives.
The act of sharing their data with others prompted them
to experiment with roles in which they could make sense
of their past and create narratives to explain their deci-
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CBEPCTHUKAMK U3 IPYIINbI CBOU OLIYIIEHUS U MepexuBaHus. Biarogaps BO3MOKHOCTH 0OCYKAATh €
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Educational isolation, as a consequence of the global pandemic, has become an obstacle for guiding activ-
ity of pre-school age for a period of over one year. Online education did not include collective playing activ-
ity; actually, simultaneous modality of sessions was not at all applied in many public and private pre-school
institutions in Latin America. The goal of the article is to show a unique experience of organizing collective
sessions of playing with social roles by a preschool institution in Mexico. The results show the necessity of
modification of some of the elements of the structure of playing activity, such as the means and the orientation
of the activity. A broad variety of means at concrete, perceptive and verbal level were used for online playing.
The part of orientation of action was separated from the part of realization of playing to guarantee the process
of collective playing. The favorable and negative aspects of organization of online playing activity with social
roles are discussed. The conclusions claim for the necessity of profound analysis of online modality of educa-
tion for psychological development together with urgent re-conceptualization of the content of pre-school

period as a period of affective communication and preparation for studying at school.
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Introduction

According to cultural historical psychology, preschool
age is an essential period for development of child’s per-
sonality [1; 2]. The central line of development is the line
of affective communication and social relations, while the
accessory line is the line of operational practical and in-
tellectual development [3]. Concrete direct relations with
the mates of the same psychological age emerge at the end
of this period. According to Vigotsky, the main qualita-
tive consequence of positive development at preschool
age culminates in acquisition of reflected emotional expe-
rience of a child, which was determine by Vigotsky with
Russian word “perezhivaniye” [4].

From education point of view, preschool age should
be understood as the period of development of commu-
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“The playing activity is the source of and the mean of satisfaction

of cognitive necessity of preschool child”.
Bezrukih, Dubrovinskaya & Farber, 2005

nication with the children of same psychological age.
Communication process doesn’t happen spontaneously
but should be introduced by adults in correspondent
social situations of development. It is well known that
the term of social situation of development was intro-
duced by Vigotsky [4] and is related to particular kind
of relation conformed between the child and society. In
our opinion, it’s possible to understand the term of social
situation of development in a more concrete way, as par-
ticular forms of activities directed to the child from the
adults. This term should differ from the term “guiding
activity of psychological age” [3; 5], which it the kind
of own activity of the child, which guarantee his or her
psychological development by acquisition of new psy-
chological formations at the end of the age [6].

As for preschool age, playing activity is considered as
guiding activity of psychological age. This activity is a
cultural determined activity and cannot be understood
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as a “natural expression of child’s inner world” or as a
necessary biological stage of development [3]. Playing
activity is a manifestation of cultural historical achieve-
ment of development of human society. In this activity,
the children may openly practice social communication
with the help of different symbolic actions of representa-
tion of collective and individual actions and situations of
joint narration [7; 8; 9].

Guiding activity of the age is closely connected to the
social situation of development of the same age. Social
situation of development of preschool children should
include organization of space and time of the children, al-
lowing them to take part in collective playing with social
roles and rules. As each cultural activity, playing activity
needs proper spatial and temporal organization and be-
come an integral part of child’s day-to-day life. This as-
pect is not clearly understood by preschool educators or
psychologists, so that in very few pre-school institutions
such kind of collective activities really take place [10].

Psychologists have to admit that different historical
and social circumstances may produce obstacles for con-
formation of optimal social situations of development.
Social situations of development might be disturbed not
only by mistakes of concrete adults or concrete school
institutions, but also because of negative global social
events. A clear example of such negative social event is
happening at the present day in the whole world. This
situation is global crisis of public health together with
global crisis of educations system.

Since the year of 2020, sudden health crisis covered
the entire world. Generalized Pandemic caused by virus
COVID-19 obliged the whole society to take decisions
of isolation of individuals from participation in pub-
lic activities. Education system was included into this
decision. The relatively new modality of online educa-
tion was obligatory implied for all levels of education.
In some special occasions, this modality of education has
become the only kind of accessible educational activity
for children and students at primary school, college, and
university levels. This occurred in many countries of La-
tina America.

In the case of Mexico, online education was implied
for all educational levels, starting from preschool educa-
tion up to post graduated education, which started on
March 23, 2020. Till the present moment, this situation
continues in the whole country, with exceptions of some
states, where permitted traditional way of education
in limited conditions for preschoolers and for primary
school was permitted by local authorities, starting from
April 2021. Similar situation takes place in other coun-
tries of Latin America.

Such difficult non-expectable condition of education
became an obstacle for proper organization of life and
activities for all children, but especially for preschool
children. Social situation of development, correspondent
for this psychological age, changed into drastic obstacle
for children’s development. Cultural situations, which
guarantee emotional involvement of children in play-
ing activity were suddenly interrupted. Playing activ-
ity, which involves collective communication and emo-
tional exchange between children and adults is absence
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for most children in Mexico and other Latin American
countries. Joint collective activity of playing social roles
became a rare and even impossible activity in all con-
texts of social life during the pandemic.

The limitations or total absence of playing activity
may have drastic consequences for psychological devel-
opment. We are convinced that such negative conse-
quences in psychological development will be discov-
ered and reported in psychological literature in a nearest
future; psychological science has a real opportunity for
assessment of such severe negative consequences. This
opinion was expressed in recent publications [11; 12]. It
was already noticed, that learning at home conduct to
difficulties in self-regulation [13]. The absence of play-
ing activity with social roles and rules, together with
limited possibilities of direct interactions with children
of same or similar age means the absence of necessary
level of development of imagination, of self-reflection,
symbolic function, consolidation of broad cognitive mo-
tives in child’s personality and self-regulation [2; 14; 15].
The authors claim for the necessity of participation of
an adult as organizer of playing activity, at least at the
stages of initial introduction [15].

All these qualitative features of preschool develop-
ment are known as new psychological formations of pre-
school age [4] and conform the basis of preparation for
learning at school [16]. Such new psychological forma-
tions never appear spontaneously according to chrono-
logical age or living in society but might be formed during
child’s participation in specific activity, useful for acquisi-
tions of these features. The guiding activity of preschool
age, the activity of thematic play with social roles is the
one activity, which allow to introduce the appropriate
level of preparation of children for learning at school [3;
17; 18]. As specialists in developmental psychology and
neuropsychology, we should admit that social isolation
during pandemic has negative developmental effect and
that decision of Secretary of Public Education in Mexi-
co to apply online modality for preschool age was wrong
from developmental point of view. At the same time, some
examples of original application of programs of preschool
education according to cultural historical psychology and
activity theory exits in Mexico.

The goal of this article is to show original methodol-
ogy of organization of online playing activity with so-
cial roles. The authors provide the experience of small
private educational institution in Mexico, which was
able to continue with guiding activity of preschool age,
plays with social roles in online modality. The article is
of qualitative nature and design and is based on unique
pedagogical experience of collective and shared activity
between teachers, children, and parents.

Method

The application of original methodology of playing
activity with social roles and rules has taken place in a
small private educational center in the City of Puebla,
Mexico. In this institution, methodology of playing ac-
tivity has been used for 10 years as basic developmental
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activity in daily group sessions with children of three
levels of preschool education [9; 19]. The playing ac-
tivity is understood as essential kind of activity, which
helps to guarantee psychological preparation of children
to school, from affective and intellectual point of view
[16; 20]. Preschool educators were prepared for this ac-
tivity by taking specialized, 120-hour long courses and
master classes to familiarize themselves with the concept
of cultural historical development, psychological age,
and preschool guidance activity.

Playing activity was organized according to psycho-
logical structure of cultural activity, including relation
between objective and motive of activity and a variety
of means and operations: concrete, perceptive and sym-
bolic materialized and symbolic perceptive; verbal and
corporal means. Essential element of the structure of
this activity always was orientation (orientation base
of action) provided by an adult. The adult was always
simultaneously participant and organizer of the playing
activity, especially during initial stage of introduction,
in groups of children between three and four years old
and in cases of children with special developmental need.

At the beginning of social isolation and impossibility to
go on with classes off-line, the teachers, academic advisers
and directors had to take very quick decision to switch all
created methods to work in online modality. The changes
were applied in practically a week or even a few days to
start the online sessions. The decision of our institution
was related to continuation of all kinds of joint collective
activities of preschool age such as: formative introduction
of drawing and analysis of fairy tales and stories as cen-
tral activities used in this institution. The situation with
collective playing with social roles was the most difficult
because of interactive and communicative specificity of
this activity and we hoped to return to face-to-face classes
modality in September of 2020. The decision of applica-
tion of online playing with social roles was taken during
the August of 2020, because of notification of Secretary of
Education about the impossibility of returning to face-to-
face classes in autumn 2020. We would like to stress that
such activities are unique in Mexico and are only applied
in this preschool institution in Puebla (www.colegioke-
pler.edu.mx).

The sessions of academic discussion about the possi-
bility of realization of these sessions were organized with
the teachers immediately after official notification of
obligatory online classes on March 23, 2020. It’s impor-
tant to mention that nobody imagined or analyzed the

possibility to use this online activity before. In the case
of organization of playing with social roles, some neces-
sary modifications for online modality were provided.

The College attends 26 children from three levels of
preschool education, between three and six years old.
There are 6 children of first (from three to four years
old), 9 children of second (from four to five years old)
and 11 children of third (from five to six years old) levels
of preschool education. Online playing with social roles
takes plays three time per week in session of 40 minutes.
All children and the teacher connect by zoom in estab-
lished time. Sometimes and according to possibility,
the children’s parents or relatives take part in these ses-
sions. The participation of the parents is not obligatory.
In cases of children with developmental difficulties, the
parents participate with more frequency. According to
each family’s possibilities, children use computers, tab-
lets, or mobile phones for classes. There practically no
home tasks for preschool children.

The table 1 shows the distribution of children ac-
cording to three grades of pre-school institution and the
quantity of sessions with online playing.

Before starting the online work, the general online
meeting with the parents of preschool children was orga-
nized, during which basic explanation about the content,
schedule and dynamic on the sessions of online playing
of social roles. The parents have expressed their agree-
ment to continue with online classes, and to take part in
experimental assessment and observation of the sessions
by psychologists, neuropsychologists, and post-graduate
students from other countries of Latin America.

Procedure of the online sessions

At the beginning of each session, the teacher greets
the children and asks them to switch on their cameras
and their microphones. In cases of interference, only one
child or only the teacher uses their microphones. The
children may choose between be seated or be standing
in front of the camera. The teacher advises them to be
standing, because it’s easier to use the objects, toys and
symbolic means, to show the gestures and the move-
ments according to each social role of the play. At the
same, such active standing position guarantees optimal
level of general brain activation during the sessions and
even for longer periods during the day. Such activation
suffers strongly if the child remains in same corporal

Table 1
Distribution of participants
Children with Sessions of online playing
Age | developmental Groups September 2020 — Duration of sessions
difficulties June 2021

3—4 2 First grade: 6, no previous experience of 44 3 times per week for
playing with social roles 45 minutes

4—5 1 Second grade: 9, one year of previous 44 3 times per week for
participation in playing with social roles 45 minutes.

5—6 2 Third grade: 11. two years of previous 40 3 times per week for
participation in playing with social roles 45 minutes
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position for long hour, which became a routine during
pandemic.

The changing of corporal positions is very important
for all ages, but it’s crucial for preschool age, as functional
systems appear in the process of continues development.
The obligatory social isolation became a real obstacle for
corporal and emotional flexibility of preschool children.

After accommodation of standing position, the
teacher proposes the children the topic (argument) for
the play. If children want and can, they also propose the
topic for the play or discuss different possibilities of top-
ics in group. Following decision of the topic or simulta-
neously, the roles (the characters) of the argument are
identified during comments and discussion. The chil-
dren agree who will represent different concrete roles in
the play. The whole session of 45 minutes is required to
introduce orientation for realization of the playing with
understanding of the topic and distribution of the roles
(characters) of all participants.

On the following two sessions, the play is realized
with variety of dialogues and actions with the toys,
objects, and symbolic means. All these objects are used
by each child at home, and the child shows in the cam-
era his or her toys and objects for all participants. The
teacher takes part as organizer of the play who proposes
and explains everything during the play and, also as a
participant of the play. At the end of the second session,
the teacher always takes some minutes for reflection in
group about all details, procedures, and funny moments
in the play.

The types of arguments of role plays, which were used
during the period from September 2020 to June 2021 in
the first grade of pre-school education were as follows:
the hospital, the pizzeria, the ice cream café, car wash-
ing, watch repair, bakery, cooking of cakes, hair cutting,

dentist, restaurant, small shop, school, jewelry, concert,
vegetable shop.

The arguments of the plays used in second grade
were: the hospital, the restaurant, the painters, the ex-
plorers, the constructors, the firemen, the costumers,
the pizzeria, the show store, lavatory, the concert, the
bakery, watch repair, ice cream café, toy store, the cir-
cus, hair cutting, dentist clinic, the breaking news, the
school, the veterinary clinic, the small shop.

As for the third grade, the arguments were: veterinary
clinic, the supermarket, medical consulting, restaurant,
reparation of watches, unusual restaurant, the circus, the
breaking news, the Zoo, the school, the dry-washing, the
airport, the sculptures, the concert, the ice cream caf,
the bakery, cooking of cakes, the spa, the toy store, the
show store, the constructor burrow, the flower market,
the park, ophthalmology clinic, aquarium, explorers, de-
signers of shoes, the jewelry, hair cutting.

The same argument was repeated for several occa-
sions in each grade, so that different participant might
represent different social roles for same argument.

Some aspects of procedure might be mentioned for
each one of three levels of pre-school education in rela-
tion to procedure and the content of online playing so-
cial roles.

The following example of playing with social roles is
presented below.

The content of online the sessions of plays
with social roles
Online playing activity might be considered as
unique variation of playing activity in traditional condi-

tions, as collective activity. Online playing with social

Example 1

Online play with social roles “The bakery”

- Colegio

aKepler

Aprendizaje para toda la vida

JUEGO DE ROLES
“LA PASTELERIA"
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roles shares same structure as the structure of cultural
activity in general: motive (concretization of necessity of
activity), goal (direction of activity), means (verbal and
non-verbal means of expression) and external or inter-
nal orientation. During organization of online sessions
of playing with social roles and rules it was possible to
observe all structural elements of playing activity. The
surprising fact is that online playing is really a kind of
collective and not individual activity of preschool child.

The motive starts as the general need for social com-
munication with the other children and adults. Together
with continues participation in the playing with social
roles, children might present concrete and special mo-
tives for organization of one or another concrete argu-
ment with specific characters. Such concretization of the
motives appears in the oldest preschool group, while the
younger children normally agree to organize the play ac-
cording to teacher’s suggestions. In this case, it’s possible
to speak about different levels of concretization of chil-
dren’s motive according to their shorter of longer experi-
ence of participation in playing activity.

The goal of playing activity is related to understand-
ing of the content of playing imaginary situation: actions
of each role of the argument.

The means of this activity are different operations of
each participant with concrete objects and symbolic, ac-
cording to chosen social role inside the argument. Verbal
means are the dialogues and short verbal expressions of
the children according to the actions of each roles. It’s
important to stress, that especially the means of the play
change strongly during online playing. The children
must show all objects in camera, which makes conscious
each movement. The children must pay attention to the
actions of the other participant and adequate own ac-
tions to the actions of the others. In the case of verbal
expression, important changes also take place. The chil-
dren must respect the turns of each affirmation or ques-
tion or an adult or other participant. They must be very
clear with their expressions and must try hardly to hear
and to understand the oral speech of everyone in the

group. Specific means such as attributes of each social
role also became an essential support during social play-
ing in line. It’s possible to mention that such attributes
are means of orientation at the same time.

The orientation is the form of external presentation
of the whole situation with roles and actions to the chil-
dren. Orientation is an essential element of each activity
[21], but it converts in real need of educational work in
online modality. It even is possible to say that without
orientation of an adult, the online play with social roles
will never take place. In the cases of this modality, ori-
entation might be shared between the educator and the
parent of each child. The adult organizes the whole ac-
tivity of the child; the actions of the child become cha-
otic or lose the sense of the action. Without adult’s ori-
entation, the actions of the play disappear. The means of
orientation, which are used during online sessions are as
followers: attributes of each social role, explanations of
the educator and of the parents, questions of the teach-
er, examples of the parents given as the answers to the
educator, showing of the objects and toys useful for the
argument of the play. The use of the attributes helps for
recognition of each character through the camera during
the actions of each participant of the play.

The structure of the playing activity with social roles
was showed in our previous publication [9]. In this case,
we propose the structure of the playing activity in online
sessions with modifications, according to observations.
The table 2 shows the structure of online playing activity.

According to the table 2, the most notable changes
in the structural content of online playing activity is re-
lated to the means and orientation of activity. The whole
orientation becomes even more conscious, as the teacher
has to achieve active participation of each child through
the screen. The children have to recognize every partici-
pant of the play, here and understand the questions and
expressions and fulfil the actions according to the play.
Emotional involvement of each child might be guaran-
tee only by emotional involvement of the adult. This in-
volvement isn’t casual and is not the same as in might

Table 2
Structure of playing activity
Struc.:tural cqmpone.n‘ts of Description of content
online playing activity
Necessity Broad social communication with adults and other children.
Motive Representation of imaginary communicative situations.
Objective Representation of concrete social roles according to established argument.
Means Producing and listening to verbal expressions in turns with the help of microphone.
(operations) Gestures and corporal movements, accessible in camera.
Emotional expressions and reactions, accessible in camera and microphone.
Using of objects and toys according to the social role.
Using of materialized and perceptive (drawn) symbols. according to the rules of acting in the play.
Wearing of concrete or symbolic attributes, according to each chosen social role.
Orientation Dialogical conversation in turns.
Presentation of examples of acting with the objects, toys and symbols.
Questions about acting of each character.
Answers of the adults (teacher and parents).
Wearing of the attributes of each social roles.
Result Procedure of the play with emotional involvement of all children, teacher, and the parent.
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be in common day-to-day practical experiences. During
online sessions of playing, the children have a chance to
be the observers of emotional involvement of the others.

The difficult or even negative aspects of organization
of online sessions of playing activity include the absence
of direct close corporal contact together with the ab-
sence of direct eye contact between all participants and
the teacher. The real corporal and eye contact is only
possible with the parent, if the one would be present
during the playing. Our observations allow to precise the
necessity of direct visual contact between participants
of playing with social roles, which makes this activity so
special for children.

Orientation in online playing activity

The great theorists of cultural historical psychology,
as P.Ya. Galperin, D.B. Elkonin or N.F. Talizina couldn’t
imagine the necessity of organization of online playing
with social roles, but their proposals remain useful or
even become more useful and more urgent for us in con-
ditions of online work with the children. In these condi-
tions, absence of orientation means absence of the whole
process of activity.

Orientation, as essential part of each activity, in-
cludes specific elements (Galperin, 1998): presentation
of the global situation, consideration of meaningful ele-
ments of the situation, possibility of planning of the steps
for fulfillment of the action, possibility for realization of
reflexive control of the action in case of difficulties. In
our previous publication, we have exposed proposal for
analysis of the content of orientation for playing activity
(Solovieva & Quintanar, 2019). According to our expe-
rience of organizing of online playing activity with social
roles, it’s possible to precise the content of orientation
for this kind of collective activity.

In online sessions, the whole process of orientation
has become very long, and the whole session of approxi-
mately 45 minutes was used to provide expanded ori-
entation for the topic. Such situation never happened
while organizing face-to-face sessions of playing with so-
cial roles, according to our previous experience [8]. In all
year of our practice, the part of orientation was the ini-
tial part of each session of playing, after which the proce-

dure of fulfilment of the playing takes plays. The sessions
were concluded by the part of collective reflection about
behavior of each participant during the playing and the
planning of the next possible session.

This modification of the process of orientation was
necessary for teachers and children to achieve the under-
standing, initiative, and emotional involvement of chil-
dren for participation in online social play. The table 3
shows possible content of each element of orientation
within playing activity.

According to the content of table 3, it’s possible to
notice important differences in orientation during orga-
nization of online play in comparison with organization
of play face-to-face. One of the differences is the con-
stant combination of different means for orientation: im-
ages, objects, videos, explanations. The second difference
is inclusion of attributes of social roles as one of the most
important aspects of general orientation. The attributes
allowed the children to recognize and remember each
role of the game and to organize own behavior accord-
ing to the roles. The third difference in the content of
orientation is double participation of adult as a narra-
tor and as an organizer of the play during the whole pro-
cedure. Verbal narration, together with questions and
answers were obligatory conditions for fulfilment of the
play. It’s probably that such narrative participation of
an adult allowed to establish a kind of relation with the
understanding of play activity as drama or narration [1;
15]. This experience has convinced us once again that no
kind of proper narration or self-realization would appear
simultaneously from the child’s nature, but the whole
process of organization of playing activity may support
development of imagination and creativity at preschool
age [22; 23; 24; 23].

In general, we stress that the part of orientation be-
came obligatory reference for all teachers at the college
and helped them to understand better the importance
of adult’s participation in the children’s activity. The
whole activity remained as collective activity, including
the part of orientation. This orientation allows the child
to achieve own imagination as essential element of play-
ing activity [26].

During playing online activity line, orientation re-
mains as an open and flexible element of activity. At the
same time, orientation becomes more dependent from

Table 3

Orientation in online playing activity

Elements of content of general
orientation

Observed of orientation
in online playing

Presentation of the global situation.

Presentation of example of social situation with roles with the help of explanation,
power point presentation, showing of objects, toys, pictures, photograph.

Consideration of meaningful elements
of the situation.

Presentation of each social role with broad possible actions, possible usage of objects,
symbolic means, curtesy phrases and dialogues of the roles. The use of videos,
presentation, explanations, photographs, objects and toys.

Possibility of planning of the steps for
fulfillment of the action.

Agreement of participation of each child, election of the roles with election of each
concrete attributes of social character (role).

Possibility for realization of reflexive

ties.

Inclusion of constant replicas, questions, and answers with verbal characterization of
control of the action in case of difficul- | the whole imaginary situation of the play, constant narration of the adult as reflection
of each event of the play.
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the adult’s participation, professional knowledge, emo-
tional involvement and understanding of the elements of
plays with social roles and rules.

The table 4 includes modifications of the components
of orientation during online play sessions.

Such kind of broad orientation, as shown in the table
4 allows children to imagine and to understand what
may happen during the play. According to orientation,
the child can start to have reflection of how he or she
may play collectively. The children can imagine how to
play, whom to play with, what to use, what to show and
what to say, how to show and how to say, so that every-
body may see and hear clearly. We may say that reflec-
tion starts in the very beginning together with orienta-
tion. Adult’s constant narration of all details and actions
converts in important mean of orientation.

The level of narration appears as the latest stage of play-
ing activity, after experience of social plays [14] with vari-
ety of external means and corporal and visual direct contact.
We may suppose that the absence of this possibility of direct
exchange of corporal and visual contacts becomes an obsta-
cle for profound development of children’s dialogues. The
only possibility to avoid this is to include the adult’s narra-
tion in all moments of the play. Narration of an adult helps
to achieve advanced level of dialogues of the children dur-
ing the play, which takes place in the children of the third
grade. In this case, the situation is inverted in comparison
with face-to-face playing with social roles. We propose to
consider means of communication, which should be includ-
ed in organization of playing with social roles in online ses-
sions. The table 5 resumes this means.

According to the table 5, we show that different lev-
els of means of orientation and communication must be
used to achieve the process of online play. The platform
is used and manipulated by the teacher. Actions with
concrete objects and toys are shared between adult and
the children. The adults (teacher and parents) show the
possible actions, so that the children may reproduce and

modify these actions creatively according to each par-
ticular social role in the argument. The adult (teacher)
narrates all the events, which happen in the play, asks,
and answers the questions, so that children may repro-
duce and change expressions and achieve the short or
long dialogues according to the role in the argument.

Discussion

The presented experience shows the possibility of or-
ganization of playing games with social roles in online
sessions. All participants of online playing, the teachers,
children, and parents were able to take in this activity in
our institution. Our article has presented some new con-
siderations about the elements of the structure of online
playing with social roles. The main differences concern
the elements of the means and orientation of playing ac-
tivity. The absence of direct corporal and visual contact
was established as dominant difficulties and negative as-
pects of online sessions for preschool children. The part
of the orientation of activity has become an independent
session of each play argument, as it was necessary to at-
tract the children to the topic of the play, explain the
content with clear explanation and presentation of ver-
bal and non-verbal actions of each character. The part
of orientation included active participation of parents of
some of the children, especially in cases of children with
developmental difficulties and neurological syndromes.

The main developmental achievements were noticed
in the third grade of preschool education, as the children
were able to take part in organized dialogues and inde-
pendent decisions about the arguments, roles, actions and
means of each play. All these children had experience of
playing activity face-to-face before pandemic in the same
school. The small children from the first and second grade
showed yet dependent fulfilment of the content of plays.
All children have demonstrated high level of emotional in-

Table 4

Components of orientation for online play

Elements of content of
orientation in playing activity

Options and possibilities of content of online orientation

Examples of imaginary social
situation.

Detailed explanation and presentation by different means (objects, toys, actions, images,
videos, narration) of the argument of the play.

Possible social roles with actions,
objects, and symbolic means.
diverse means.

Suggestions, offers and propositions of adult related to characters, what they usually do
and don’t do, and how and by what mean they might do it. Presentations and examples by

Agreement of participation.

Collective and reflexive consideration of various possibilities and options for the process of
the play for the next session.

Inclusion of reflection during and
after the process of the game.

realization of the play).

Constant narration of the adult with questions, answers and description of all events,
actions, and comments of the play future (during planning of future play and during

Table 5

Means of communication in online playing

Use of platform

Actions with objects and toys

Verbal expression

Visual representation of actions and
movements of adults and of all participants of
the play, images, photographs, videos.

Concreate level, using of object and
toys by adult and of the children
simultaneously.

Narration of the adult, description, ques-
tions and answers of the teacher, parents
with involvement of the children.
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volvement and positive general attitude towards playing
activity. We would like to stress that it was unique oppor-
tunity for them to stay communicated to each other dur-
ing obligatory educational isolation. All parents have ex-
pressed their agreement and proper understanding of the
importance of playing activity, provided by the college.
The positive effect of online play with social roles was
that this activity gave opportunity for guided and ori-
entation emotional communication for children. Nega-
tive situation of online playing was also observed in our
study as the absence of direct eye and corporal contact
between children and adults, situation, which was no-
ticed in a recent publication [13]. Preschool age is the
age of communication in groups guided by adults, which
require constant interchanges of corporal position, ges-
tures, eyes contact, movements, and actions with objects
between all participants of playing activity. Direct eye
contact is considered as one of powerful means for psy-
chological development [27]. Playing activity should
not only include established rules, but also flexibility
with possibility of creation of new rule and own variants
of plays. “This guarantees development of creative capa-
bilities of the child and formation of own programs of
behavior and self-regulation of attention” [28, p. 175].
At the same time, this was unique experience of on-
line playing sessions in Mexico. The general position ad-
opted by public and private preschool institutions were
suspension of simultaneous collective online classes. The
teacher, following indications of educational admin-
istration, preferred to send tasks by videos, whatsapp
or phone calls to parents. The common work consisted
only in obligatory monotonous fulfilment of home tasks,
which children had to fulfil with the help of the parents.
Frequently these tasks were to makes patrons of lines in
the notebooks, copying of graphic simple given designs,
letters, numbers, which had to be sent punctually in spe-
cific days and hours pointed by the teacher. The other
option of homework was realization of constructions of
models, preparing of meals or home tasks. Very usual
task was of watching of video with explanations of social
behavior during pandemic, such as washing of hands, re-
specting of the distance avoiding of touching hands and
external objects, wearing of sanitary masks properly and
so on. It’s even possible to say that any kind of computer
tasks was advised as the only useful was of teaching dur-
ing pandemic in many countries with no kind of analysis
pf psychological content of the tasks. Such analysis was
substituted by analyses of usage of technological com-
plex and simple means [29; 30]. Kim [13] proposed the
usage of videos as useful strategy during pandemic for
preschool education. At the same time, it’s known that
not all kinds of computer tasks are useful for psycho-
logical development and for physiological activation
[13]. Previous studies have shown that not all kinds of
computer or video games are favorable for cooperation
between adult and child [32]. In our proposal, the chil-
dren have an opportunity not only to see the objects on
the screen, but also to use them haptically. Even more,
the children can see as the others (adult and children)
use the objects simultaneously. Such situation of online
playing avoids the difficulty of recognition of an object
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and actions (visual-haptic discrepancy) with the object
as a result of constant online learning process, which was
pointed out in a recent study [33].

Not all kinds of online tasks might be considered as ap-
propriate for preschool children have nothing to do with
psychological development. The tasks are based on con-
stant repetition of same copy or same video. The authors
of recent publications claim that online teaching requires
different methods and different strategies [13], but it’s
still not clear, which are these method and strategies.

In Mexico, as in many other countries, the parents
were declared as responsible agents of their children ed-
ucation with having no kind of experience or knowledge
of how to guide them. The parents were always responsi-
ble for their children’s tasks, as the teachers have openly
expressed in the interviews about their practice during
the last year [34]. Most of the teachers of normal and
special education in Mexico, in the states of Puebla and
Tlaxcala, who took part in the interviews have answered
that education of children during pandemic should be
provided by the parents at home. Very few teachers
have expressed necessity of changes in existing method-
ology and have said that the only difficulty during the
pandemic are difficulties with internet connection and
economic difficulties of parents, both very true for the
context of leaving in Latin America. At the same time,
most of assessed parents and children have answered
that they eager to return to school and to take part in
collective activities with their teachers and mates. Most
of preschool children in Mexico remained at home for
more than a year practically without any kind of par-
ticipation in collective activities, which guarantee their
psychological development and preparation for school
learning. They never met their friends or teachers. Even
the possibilities of going out for shopping very limited
during pandemic. Very few families were able to include
the children into outdoors significant activities such as
visiting museums, parks, or natural places. Cultural cen-
ters such as museums, theaters and cinemas are closed in
most regions of the country.

There is no possibility for psychological preschool
positive development without participation in playing ac-
tivity permanently. As expressed in the epigraph for the
article, the playing activity is the source and mean of psy-
chological development, so that “perezhivaniye” or emo-
tional involvement of preschool child should be shared
with adult’s orientation. Online classes with the absence
of playing activity don’t satisfy this developmental neces-
sity. The authors of the article hope that the article will
help educators and psychologists to appreciate once again
the great importance of playing activity for child’s psy-
chological development. We also hope that educational
administrative decisions will consider the urgent chang-
ing to face-to-face modality for preschoolers.

Conclusions
Online playing with social roles in simultaneous inter-

active sessions is the only option of realization of collec-
tive playing activity as guiding activity of preschool age.
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Specific modifications in the structure of playing activ-
ity were proposed and used in online sessions. Such modi-
fications concern the means and orientation o activity.

Adult’s constant narration becomes important mean
of orientation for online play sessions.
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Introduction

Adolescence is a period of development and self-con-
solidation specific to the second decade of life (Steinberg,
2014) and is recognized as critical for psychosocial devel-
opment (Meeus, 2016). At the same time, school becomes
a process of socialization during which the adolescent
becomes more and more aware of external perspectives,
perspectives coming from teachers or other social influ-
ences (Choudhury et al., 2006). The maturation process
is then consolidated with the help of interactions between
people and the social contexts surrounding the adolescent
(Meeus, 2016). To achieve an identity of their own, the
adolescent needs to feel understood and respected. This
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process can occur through positive, secure and stable rela-
tionships (Anderson et al., 2004) with a competent adult
who may be outside the family nucleus. This kind of re-
lationship has been shown to be an important resilience
asset in adolescents regardless of their risk status (Ander-
son, 2004). For many adolescents, these relationships are
formed at school with a staff member such as a teacher. De-
spite the fact that the relationships created differ from one
teacher to another (Roorda et al., 2019), the results of Yu
et al., (2018)’s study show that key interactions between
teacher and adolescent appear to meet the developmental
needs, such as autonomy, competence and connection, of
adolescents. It goes without saying that learning-based
relationships are different from interpersonal relation-
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ships, but according to Tobbell and O’Donnell (2013),
the latter are a prerequisite for learning relationships. In
addition to studying the quality of relationships between
teachers and students, especially at-risk students, it is im-
portant to study the attitude and belief that teachers have
towards the success of their students (Davis & Dupper,
2004). These facts are important to consider because, in
Quebec, a pre-pandemic longitudinal study reveals that
35% of adolescents responded that they had a low level
of sense of belonging to their school, while almost 20%
felt that they had a low or medium level of social support
in their school environment (Quebec Health Survey of
High School Students 2016—2017 (QHSHSS), 2018).
So, if teachers and the school community members work
to strengthen student-teacher relationships, consider-
able improvements will occur in student motivation,
engagement and performance (Doré-Coté, 2007; Scales
et al., 2020). School also provides students with the pos-
sibility to develop relationships with peers, relationships
that are crucial for the development of adolescents’ iden-
tity. Whether they are developed through interest-based
groups, group projects or extracurricular activities, these
relationships help teens to stay connected to school and
facilitate their understanding of who they are as learn-
ers. Without those, young people can feel more anxious
and more isolated (Hill & Steinberg, 2020 cited in Bou-
dreault, 2020).

During this adolescence period, the family can natu-
rally play a role in influencing the psychosocial devel-
opment of the adolescent. The results of another longi-
tudinal study involving the participation of more than
500 16-year-olds demonstrate the benefits of a constant
and predictable family environment for healthy devel-
opment and suggest that family routines, although little
studied, are an important factor in long-term adolescent
development (Barton et al., 2019). In Quebec, 31% of
adolescents consider that they have weak or moderate
social support in their family environment (QHSHSS,
2018). However, Deslandes’ numerous studies (see
Deslandes, 2020) carried out with a large number of ad-
olescents in Quebec have highlighted the crucial role of
parental practices including supervision, time manage-
ment and emotional support with regard to the success
and development of young people. Parents are at the
front line of the management of their adolescents’ daily
routines also outside their regular school hours: sleep-
ing habits, time spent on social media and videogames,
as well as paid part-time jobs. In Quebec, 34% of ado-
lescents sleep less than the recommended time which
vary depending of the age group (QHSHSS, 2018). Ac-
cording to CEFRIO (2019), for the group aged from 13
to 17 years old, 39% spent more than 11 hours per week
on electronic devises and 26% go over the recommend-
ed time which is 2 hours a day. In general, it appears
that mothers are more sensitive and warm-hearted (en-
gagement dimension)-than fathers and they participate
more in the adolescents’ schooling (Deslandes, 2020).
In Quebec, a high parental supervision is associated
with school success (Deslandes, 1996).

In March 2020, teenagers in Quebec suddenly found
themselves confined to their homes following the closure
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of schools due to the COVID-19 pandemic. Unlike natu-
ral disasters, responses to pandemics encourage isolation,
separation and quarantine (Sprang & Silman, 2013).
Ruptures of relations, loss of reference points, disruption
of routines. Despite the fact that we have lived through
the HIN1 and SARS pandemic, studies reporting the ef-
fects of human disasters or confinement in young people
are limited. The incidence of post-traumatic shock and
depression in adults following the SARS pandemic in
Canada has been found to be similar to that following
natural disasters and terrorism (Hawryluck et al., 2004).

The results of a cross-sectional study examining indi-
vidual and family turmoil among young people in grades
4 to 12, 6 months after the September 11, 2001 attack,
show that factors such as a parent’s job loss, regulated
parental travel, and school closures were associated with
higher rates of post-traumatic stress disorder, anxiety
disorder, and depression (Comer, et al., 2010). In addi-
tion, mental health problems as listed above, in addition
to sleep disturbances in 9-18 years old, were assessed to
persist for three years following the Ya’an earthquake in
China in 2013 (Tang et al.,, 2018). In contrast, a ques-
tionnaire-based study of over 10,000 adolescents aged 15
and 16 in Norway found that the teacher-student rela-
tionship was a potential mechanism to reduce negative
associations between mental health problems and non-
completion of high school.

The closure of Quebec schools in March 2020 also
brought about a change in the way young people learn.
In September 2020, after an improvement in the socios-
anitary situation, all secondary school students attended
school in person, at least for next couple of weeks, de-
pending on the evolution of the pandemic. Rapidly, it de-
teriorated and the conditions varied according to school
levels and geographic regions. The teens suddenly found
themselves faced with another challenge. Although dis-
tance and hybrid learning in high school has been poorly
studied (Turley & Graham, 2019), Stark (2019)’s find-
ings have shown that distance learning students had a
lower level of motivation compared to regular class stu-
dents and was correlated with performance in the course
and not necessarily with learning strategies.

Theoretical Frameworks

We begin with the external structure of Epstein’s
model consisting of three spheres representing the main
contexts in which children and adolescents learn and
develop: family, school and community, whether or
not intersected according to the following four forces:
time, i.e. age, school level and social conditions at the
time (force A), family characteristics, philosophies and
practices (force B), school (force C) and community
(force D). Some practices are carried out separately and
others jointly. All the links between educators, parents
and the community in the same living environment and
between different contexts can be represented and stud-
ied within the framework of Epstein’s model. Deslandes
(2020) has used this model as a lever for integrating a
sociocultural approach to examine the links between the
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characteristics of students, families, and teachers based
on collaborative school-family relationships as well as
their values, beliefs, and expectations. In this paper, we
push further and integrate the interrelated elements of
Epstein’s model in a more systemic way. The contextual
and systemic aspect of the reality of adolescence takes
on all its importance when situated at the heart of an ac-
tivity system hit by COVID-19. “The concept of “activ-
ity” as mediating between the individual and the social
dimensions of human development originated from Vy-
gotsky’s proposal of human action mediated by psycho-
logical tools as a unit of analysis of the individual’s high-
er cognitive processes” (Liang, 2011, p. 313). Grounded
in cultural historical activity theory, Engestrom (2015)
created a systemic model integrating the socioinstitu-
tional infrastructure of the activity, namely, rules, the
division of labor, and elements of the community and
is referred to as second-generation CHAT, building on
Leontev’s work. Although these elements delineating
an activity system may presumably be considered sepa-
rately, they must be interpreted as being interconnected.
The pursuit of an activity aims at the transformation
of a given environment and this activity is oriented to-
wards an object such as the adolescent’s learning during
the pandemic. According to activity theory, the intro-
duction of new elements, such as COVID-19, is accom-
panied by a questioning of the rules and the division of
labor of a community that regulates the adolescent’s
learning. When recurrent tensions in the form of inner
contradictions are identified, the lens of the triangular
representation helps understand the systemic dimension
of the individuallcollective level of communication and
organization (Engestrom & Sannino, 2013). Several fac-

tors affecting adolescence are likely to create tensions in
teens’ daily life and interrelations with others (Barma et
al.,, 2017). These elements could include modifications
related to the rules and routines of their daily life, modi-
fications of the relationship with the teacher as well as
modifications with regard to the tools proposed by the
teacher and mobilized by the young people in the act of
learning. The adolescent is not acting alone but interact-
ing with other significant school community members
(school sphere) who are key actors in his learning activ-
ity. When two or more activity systems are interacting,
they form a network of interacting systems. In third gen-
eration CHAT or expansive learning, a possible zone of
proximal development takes place between activity sys-
tems and when a collective motive is shared, boundary
crossing can lead to the development of the object of the
activity. Figure 1 presents a network of activity systems.

In light of the contradictions identified, this study
will circle how boundary crossing could happen be-
tween the school sphere and the family sphere to help
the adolescents’ efforts to adapt to disruptive conditions
brought by the pandemic and do their best to engage in
learning.

Project and Research Objectives

This project aims to better describe the experiences
of Quebec adolescents following confinement due to the
COVID-19 pandemic in March 2020 and their return to
class in September of the same year. In short, we propose
to identify the zones of tensions experienced by adoles-
cents when COVID-19 forces them to redefine their re-

Mediating ) Mediating
artefact Partially artefact
- shared .
object
Subject v, R . Ye >« Subject
An PN Object - Outcome Object - Outcome
Mediating g » G
F S ot artefact Divisi (f o }{ules
PN ivision o i
Rules Community Division of b Community
labor
) >, Object - Outcome
Subject
Rules Community Division of
labor

Fig. 1. Network of activity systems with a partially shared object (Engestrém, 2015)
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lationship to family life, learning and school: mediation
tools to their learning activities (online learning, hybrid
mode, etc.), spatio-temporal redefinition of their activi-
ties (ergonomics, systemic understanding), modification
of relationships with significant adults for them (par-
ents, teachers). These tensions, if identified could help
us better understand the impact of COVID-19 on the
learning activities. If unresolved, they could indicate re-
current internal conflict situations for adolescents.

More specifically, this project aims to:

1. Highlight the tensions with relation to the adoles-
cents’ perceptions during COVID-19 regarding:

a. their adjustments and routines;

b. their state of mind;

c. their relations to their peers, their teachers’ and
their parents’ personal and family situation and their
support.

2. Suggest individual and collective mediating av-
enues to better support adolescents’ learning activities
and their parents’ and teachers’ collaboration having the
potential to put in place a zone of proximal development.

Method

Participants

Participants in this study were secondary level stu-
dents registered in Quebec high schools in Septem-
ber 2020. Public and private schools from French and
English school boards were included in the study. The
sample size calculation for our descriptive-level research
project was 385. This sample size is based on a statisti-
cal margin of error of 5% at the 95% confidence level
(Bartlett, 2001).

Instruments

The quantitative survey used were largely inspired
by the measurement instruments translated, validated
and then used in several research studies by Deslandes
and her team (see Deslandes, 2020). The questionnaire
developed was available online on an open source survey
software (LimeSurvey). The 52 questions explore the
objectives described above. More specifically, the ques-
tionnaire is divided into 4 parts:

1. Characteristics of participants and their families
(e.g., socio-demographic data)

2. Physical and school organization (e.g., work tools,
time management)

3. Perceptions of the school environment (e.g., school
schedule, extracurricular activities)

4. Relationships with parents, teachers, school stake-
holders, and friends (during confinement and following
return to school)

The validity of the questionnaire was assessed by 16
students who completed it as a pre-test and ensured the
clarity of the questions. Some adjustments were made af-
ter the analysis of the student’s comments.

Procedures
Emails were sent to all high school principals ask-
ing them to share our study information sheet with the

136

parents through emails or their newsletter. If parents ac-
cepted through passive consent, then they could share
the link of the questionnaires with their adolescents. By
reading the introduction to the questionnaire, the ado-
lescent was able to learn about the objectives of the re-
search project and his role as a participant. He had then
the opportunity to proceed to the questionnaire if he
agreed to participate in the project or to leave the site
if he refused. The answers to the questions were anony-
mous and voluntary and the consent, explained in the in-
troduction, was implicit by clicking to the first question
of the survey. The answers to the questionnaire were
compiled and recorded on the Lime Survey platform.
The project was approved by the Laval University ethics
committee (2020-286,/28-09-2020).

Following data cleaning, quantitative analyses were
done by first conducting descriptive analyses for each
variable, such as frequencies, percentages and histogram
generation. Then bivariate analyses were performed to
examine associations between certain variables (e.g.,
school cycle, family status, gender, etc.). Finally, inde-
pendence and strength of association analyses showed
the existing associations with the use of chi-square and
Cramer’s V. Documented tensions were delineated in
emerging activity systems and possible avenues to put in
place a zone of proximal development.

Results

To keep in line with the research objectives, results
focus on data that reflect tensions to provide a clearer
picture of the impact of COVID-19 on the adolescent
learning conditions. Invitation emails were sent to 598
schools’ principals starting in the week of November
19t 2020. Two French school boards and two English
ones required an application before contact could be
made directly to the schools. Applications were com-
pleted and submitted to three of those school boards
however, due to the cost of the last one, the applica-
tion for one of the English school board was put on
hold. We received our first completed questionnaires
on November 19", 2020 and the survey was closed on
April 3,2021. After data cleaning, a total of 1057 ado-
lescents, from 37 schools, completed the questionnaire
and of those, 929 questionnaires were answered in full
and 128 were partially completed because the teenag-
ers stopped the questionnaire before the end. Due to
the exploratory goal of this research, the descriptive
analyses included the fully and partially completed
questionnaires.

The characteristics of our participants and their fam-
ily are showed in Table 1.

The majority of the participants are Quebecers,
Francophones and have parents well educated. More
than half attend regular school programs and live with
both their parents. A good majority of mothers and
fathers have a fulltime job. Interestingly, their situa-
tion changed during COVID-19: a greater proportion
of mothers and fathers ended up with a higher rate of
part-time jobs.
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Table 1
Sociodemographic characteristics of participants and their families
Characteristics | n | %

Gender

Girl 626 59.2

Boy 405 38.3

Other 26 2.5
Age

less than 13 years 341 32.3

14—15 years 430 40.7

more than 16 years 285 27
Ethnicity

Quebecer or Canadian 926 87.6

Other 131 12.4
Language of study

French 1048 99.1

English 9 0.9
Program of study

Regular 704 66.6

Particular program 314 29.7

High school diploma 16 1.5

Other 23 2.2
Family structure

Both parents 709 67.1

Other 347 32.9
Education level of father

Primary and a few years in high school 110 10.4

High school diploma 238 22.6

College or University 504 47.8

Don’t know or not applicable 202 19.2
Education level of mother

Primary and a few years in high school 48 4.6

High school diploma 178 16.9

College or University 663 62.9

Don’t know or not applicable 165 15.6
Father’s employment before the pandemic

Unemployed 32 3

Part-time work 69 6.6

Full time work 874 83.1

Other 77 7.3
Father’s employment since the pandemic

Unemployed 77 7.4

Part-time work 102 9.8

Full time work 769 73.7

Other 95 9.1
Mother’s employment before the pandemic

Unemployed 66 6.3

Part-time work 119 11.3

Full time work 787 74.9

Other 79 7.5
Mother’s employment since the pandemic

Unemployed 100 9.6

Part-time work 131 12.5

Full time work 719 68.8

Other 95 9.1
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Adjustments and Routines

Adjustments regarding physical localisation of learn-
ing, resources availability and frequency of homework had
to be made in COVID context. When it comes to physi-
cal localisation of learning at the time of the completion
of the questionnaire, 52% of all respondents attended
school everyday, 34 % only a few days per week, and 14%
stayed home every day. In terms of resources available to
the adolescents, 36% declared not having access to a quiet
space to study or attend their classes on line, 19% didn’t
have access to a computer on a regular basis. As for the
frequency of homework, 48% of students declared doing
homework less often than they did before the pandemic.

However, of all participants, 49% played videogames
more than 3 hours per day and, 51% spent more than two
hours a day on social media and 50% reported engaging
in less than one hour a day or not at all in physical activi-
ties and interestingly. Of those who were playing videos
games and were active on social media, 16% of the adoles-
cents spent more than 4 hours a day on video games and
also more than 3 hours a day on social media. 62% of girls
reported being active on social media compare to 38% of
boys (*(2,968) =49.73, p<.001, Cramer’s V=0.23).

As can be seen in Table 2, for sleeping habits, 42% of re-
spondents slept fewer than 8 hours per night. Of those who
are playing video games more than 4 hours a day, 52% sleep
less than 8 hours compare to 36% who play less than 3 hours
per day. Among the group that spend more than 3 hours a
day on social media, 55% sleep less than 8 hours while 21%
of the adolescents that do not use social media sleep less than
8 hours. When asked about part-time work, 29% of our re-
spondents declared having a part-time job. Of the teenagers
who work more than 16 hours per week, 64% sleep less than
8 hours while 42% of those who work less than 11 hours sleep
and 38% of those who do not work sleep less than 8 hours.

State of Mind

Of our participants, when asked how they felt in
general during that time of COVID-19, 59% were sad
and 82%, bored. Nearly 57% declared that COVID
negatively impacted their school success while 24% said
they didn’t understand the subject matter being taught.
When looking at elements that seemed to affect their
will to do their best at school, 42% attributed it to the
changes in their routines, 55% missed school and 65%
declared lacking motivation towards their school work.

Perceptions of the Adolescents with Regard

to their Relations to their Peers, their Teachers’

and their Parents’ Personal and Family

Situation and their Support

When asked if they were happy to meet their friends
again at school in September 2020, 86% of them re-
sponded positively while nearly 30% were not really
happy to meet their new teachers. Since the beginning
of the pandemic, 33% of adolescents did not think that
at least one teacher was concerned about them. In the
same line of thought, 21% did not think that at least
one teacher was preoccupied by their learning progress.
Likewise, 20% did not believe that at least one teacher
was understanding and 37% thought that their well-
being was not important in the eyes of many teachers.
When comparing the situation before and during the
pandemic, among the adolescents who said they felt
close to at least one teacher at school, 47% did declared
they did not remain in touch with at least one teacher
they appreciated.

About their family relationships, 68% of the adoles-
cents felt that their mother’s stress increased since the
pandemic while 56% thought the same about their fa-
thers’ stress (¥*(1, 736) =187.35, p<.001, ¢=0.50).

Table 2
Frequencies and Chi-Square Results for Sleeping Hours in Hours of Activity
Sleeping hours n<8 h|0urs% n8 9 l|10ur‘s% :10 Tour;} x2(6) Cramer’s V

Work (n=1053)

do not work 287 38.4 409 54.8 51 6.8 27 47%%% 0.11

<11 hours 66 41.8 80 50.6 12 7.6

11—15 hours 49 57.6 35 41.2 —1 —1

>16 hours 40 63.5 22 34.9 —1! —1!
Video games (n=1054)

does not play 47 42.7 54 49.1 9 8.2 19.75%* 0.1

<3 hours 155 36 245 56.8 31 7.2

3—4 hours 92 40.5 124 54.6 11 4.8

>4 hours 148 51.7 124 43.4 14 4.9
Social media (n=1054)

does not use 13 21 39 62.9 10 16.1 63.78%** 0.17

<2 hours 147 32.6 270 59.9 34 7.5

2—3 hours 109 48.4 111 49.3 5 2.2

> 3 hours 173 54.7 127 40.2 16 5.1

*5p< 01, ***p<.001.

! Due to the small number of people, the results cannot be released.
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When asked the questions if they agreed with their
parents being worried to leave them alone when they
had to study from home while their parents were at
work, 72% agreed that neither their mother nor their fa-
ther were worried, while 15% thought only their mother
was worried compared to 2% who thought only their fa-
ther was worried (Table 3). About supervision of school
work, 34% of the adolescents said that none of their
parents supervised their work while 25% said only their
mother compare to 4% who said only their father. Of all
adolescents, 25% said that neither their father nor their
mother both their parents keep an eye on their comings
and goings while 16% thought that only their mother did
compare to 3% who thought only their father did. When
discussing supervision of daily routines, 26% said that
neither one of their parents supervised them whereas
supervision was done by the mother for 20% of respon-
dents compare to the father for 3% of the respondents

Adolescents’ perception of their parents’ emotional
support is presented under the angle of encouragements,
sincere congratulations and openness to listen to their
troubles and worries. Most of the adolescents said that they
could talk about their troubles and worries with both their
parents however, only 8% of the adolescents said that they
could not to talk to neither their mother or father. 18% said
that they could talk only to their mother while 4% said that
they can talk only to their father. When having a problem,
8% said that they could talk only to their mother, 4% said
that they could talk only to their father and 3% said that
they could not talk to neither of them. When asked if they
were congratulated for their achievements, 12% said that
they were only from their mother, 2% only from their fa-
ther and 4% did not receive any. Finally, of all the teenagers
who answered when asked if they received encouragements
about their school activities, 12% said that they received
some only from their mother, 3% said only from their father
and 5% didn’t received any encouragements.

Discussion
This section presents specific findings that help under-

standing the emerging tensions in the form of inner contra-
dictions at the poles of the adolescent activity system with

relation to their perceptions during COVID-19 regarding:
their state of mind, their relations to their peers, their teach-
ers’ and their parents’ personal and family situation and their
support their adjustments and routines (see Figure 2). To do
so, we purposely focused on the findings that evoked pos-
sible clashes with situations that existed during COVID-19.

Systemic Analysis of the Adolescent’s

Activity System

Our attention focused on a systemic analysis of the
adolescent’s activity system engaging in learning dur-
ing the pandemic in order to pinpoint a possible zone of
proximal development with other activity systems such
as the school one and the parents’ one. First, we focus
on the adolescents’ activity system. Figure 2 illustrates
reported tensions at each pole (inner contradictions) of
his/her activity system during the pandemic.

The adolescents declared an important decline in
their motivation during COVID. As for their state of
mind, a great majority said that they felt sad and missed
their friends. Half of them said they did not miss going to
school. After the period of confinement (March 2020 —
September 2020), when they actually returned to school
face to face, a third of them were not really happy to meet
their new teachers and they questioned the caring expect-
ed from their teachers. Moreover, almost half of the ado-
lescents declared that they did not remain in touch with
at least one teacher when they were confined. A quar-
ter said that they did not understand the subject being
taught. As for relations with their families, the adolescents
said that their mothers and fathers were more stressed out
during the pandemic. It is well known that an increase in
stress is likely to lead to more misunderstanding within
the family relationships and affect parental practices. For
instance, some adolescents revealed that they could not
rely on either one of their parents when having problems.
A small percentage declared not receiving affective sup-
port regarding their schooling, mainly from their father.

The usual object of the activity of learning adoles-
cents attending middle of high school is to find a balance
between their school work, sleeping hours and leisure
activities, including videogames and use of social media.
In general, a daily routine normally comprises five hours
of instructional schooling in Canada. The rest is gener-

Table 3
Frequencies and Chi-Square Results of Adolescents’ Perceptions for Parental Support and Supervision
Parents lzlflother on(l)/())f :ather onlo/3(f) . Neither - (1) 0
Worry when I am alone at home (n=623) 95 15.2 12 1.9 450 72.2 [ 160.71%*¥* | (.51
Supervise my school work (n=744) 185 24.9 28 3.8 250 33.6 | 180.91*** | 0.49
Supervise my outings (n=712) 112 15.7 21 29 178 25.0 | 271.53*** | 0.62
Supervise my routines (n=725) 142 19.6 20 2.8 186 25.7 | 235.74*** | 0.57
Encourage me in my school school 103 11.5 29 3.2 45 5.0 114.95%** | 0.36
activities (n=897)
I can talk about my worries (n=770) 135 17.5 31 4.0 65 8.4 99.35%** | 0.36
I can count on my parents (n=805) 62 7.7 30 3.7 25 31 73.52%** | 0.30
Congratulate me (n=904) 107 11.8 22 24 35 39 95.94%%* 0.33
**4p<.001.
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Instruments
-Changes in the availability of
learning tools (computers, books)
-Decrease in subject matter
comprenhension (curricular
content)

Subject

-Bored

Object

Struggle to balance
academic, family and

social spheres Outcome

-Demotivated

Rules

Less engaged
in active learning

-Fewer hours of sleep
-Changes in physical
learning settings
-Adjustments in daily
routine

Community

-More stressed out
mothers and fathers
-Fewer face-to-face contacts

Division of labor

-Fewer satisfying
relations with teachers
and friends
-Less team work in class

with friends

Fig. 2. Inner contradictions identified in the adolescent activity system

ally dedicated to extracurricular activities, homework,
sports, etc. Our results indicate a loss of balance between
the previous activities. First, there was a change in the
physical localisation of schooling based on the unpre-
dictable sociosanitary situation: constant back and forth
between face to face and online learning. Not all students
had access to a computer at home and a third declared
not having access to a quiet place to study. Almost half of
them said they did not do their homework as expected.
Likewise, they slept less than the eight hours per night
recommended, especially the videogames players who
dedicated more than four hours a day to play and adoles-
cents active on social media more than three hours a day.
One third of the students had paid jobs which, according
to QHSHSS (2018) represents an increase compared to
pre COVID situation (7%).

A decrease in motivation and the loss of references
points at school, within the family and with friends might
weigh on the adolescent’s capacity to engage fully in his/
her learning tasks as well as his/her general well-being.

Suggested Individual and Collective Mediating

Avenues to Better Support Adolescents’ Learning

Activities and their Parents’ and Teachers’

Collaboration: A Possible Boundary

Crossing Zone

In light of the zones of tensions identified, promising
avenues are considered to better support the adolescents
during these challenging times. Many parents cite tech-
nology as a reason why parenting is harder today than in
the past, even before COVID-19. Conlflicts are likely to
have increased in family settings during the pandemic.
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In order to prevent power struggles and control issues,
involving directly the adolescents when establishing
routines and schedules (leisure time and academic time)
would be a good idea. Parents should be open to a more
flexible schedule when it comes to teenagers’ difficulty
to concentrate early in the morning when attending
classes. When online, teachers should also be more sensi-
tive of the attention span of their students. Nevertheless,
social media can act as a promising tool if not restrict-
ed to a passive leisure activity. During pandemic time,
school could propose group projects using social media
in order to engage students with other friends to pre-
vent isolation (oral presentations, music groups, chess
competitions). Another promising avenue would be for
schools to ensure they have enough human resources to
identify adolescents in need and put in place mentoring
programs. As for parents themselves, they would benefit
from technical support to connect better with the teach-
ers in the context of online learning as well as enhance
their understanding or their adolescent’s reality. The
possibility for teachers to phone home when needs are
expressed by parents or teenagers is a positive action to
take. To help lower their sense of isolation and empower
the adolescents, members of the local community could
be creative and inform the adolescents about people in
need and encourage them to contribute to a collective
effort (environmental projects, help to the elderly, com-
munity gardens while respecting the sociosanitary mea-
sures). Figure 3 illustrates positive avenues to be taken
by individual|collective acting in three activity systems
so a boundary crossing zone is formed for the benefit of
the adolescent.
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Fig. 3. A possible boundary zone activity for a zone of proximal development

Conclusion

Our research provides an improved comprehension of
the impact of COVID-19 on adolescent’s efforts to bal-
ance disruptive changes to their routines and its impact
on their state of mind, relationships with their parents as
well as their perceptions of teacher’s caring. Combining
elements coming from the family and the school spheres,
the descriptive and systemic analysis of the questionnaire
data allows a holistic understanding of the adolescent’s
new learning conditions. Findings put into evidence the
tensions in the form of inner contradictions identified at
the poles of the adolescent activity system: sadness, de-
motivation, disruption on their daily routines and loss of
reference points when it comes to their learning settings.
Access to a quiet space and to a computer is not for all
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WHave TJIaHUPOBATh CBOM 3aHSATHS C TOYKU 3PEHUS BPEMEHU M MPOCTPAHCTBA, TEPECMOTPETh CBOM OTHO-
MeHWsT CO 3HAUMMBIMU B3POCIBIMU. MBI HCIIOIB30BAIN OTHOBPEMEHHO JIBe TeOPeTUYeCKHe KOHIIeTIIINN:
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Kmoueevte cnosa: TIOAPOCTKHU, MMPEOJOJCHNE TPAHUIL, KYJbTYPHO-NCTOPUYECKAA TECOPUA AEATCIbHO-
CTH, 1IKOJIa, CEMb, IIPOTUBOPECYNA.

Baaroaapuoctu. ccnenosanue 6b110 poBeieHo B HayqHO-MCCIe10BaTEIbCKOM IIEHTPE TTOANEPKKH KO M yIalInXCst
Yuusepcurera JlaBasns, Kanaza.

st wurare: Bapma C., /lerand P., Cenm-Mapu H. TlogpocTOK B I1I€HTPe JESTEJIbHOCTHBIX CUCTEM B KOHTEKCTE
COVID-19: nepeocMbicisist IPAKTUKU M OTHOIIEHUS, JiesKaline B ocHoBe o0ydenust // KyabTypHO-ucTopuueckas mneu-
xosorust. 2021. Tom 17. Ne 2. C. 133—143. DOL: https://doi.org/10.17759 /chp.2021170213

Information about the authors
Sylvie Barma, PhD in Didactic, Full Professor, Faculty of Education, Director of the CRI_SAS, Laval University, Quebec, Can-
ada, ORCID: https://orcid.org/0000-0002-3603-2552, e-mail: sylvie.barma@fse.ulaval.ca

Rollande Deslandes, PhD in Educational Psychology, Emeritus and Associate Professor, Education Sciences Department, Quebec
University in Trois-Rivieres, Quebec, Canada, e-mail: rollande.deslandes@uqtr.ca

Nathalie Ste-Marie, MSc in Health Sciences, Research Professionnal for the CRI_SAS, Laval University, Quebec, Canada, e-mail:
nathalie.ste-marie.1@ulaval.ca

Hugpopmayus 06 asmopax
Bapma Cunveu, PhD, npodeccop, dakyabrer o6pasosanust, Yuusepcurer Jlasaus, Keebek, Kanaga, ORCID: https://orcid.
org/0000-0002-3603-2552, e-mail: sylvie.barma@fse.ulaval.ca

Jenanod Poanan, PhD, nouenr, nouetHslii npodeccop, hakybTeT Iejarorndeckux Hayk, Y nusepcurer KseGexa B Tpya-Pusbepe,
Ksebek, Kanaza, e-mail: rollande.deslandes@uqtr.ca

Cenm-Mapu Hamanu, MSc, uccrenosarenn, Y uusepcurer Jlasans, Ksebek, Kanana, e-mail: nathalie.ste-marie.1@laval.ca

TMonyuena 15.04.2021 Received 15.04.2021
ITpunsra B nevars 01.06.2021 Accepted 01.06.2021

143



KybTypHO-UCTOpHYECKAs CUXOJIOTHST

2021.T. 17. Ne 2. C. 144—154

DOT: https://doi.org/10.17759/chp.2021170214
ISSN: 1816-5435 (1ieuarHbrit)

ISSN: 2224-8935 (online)

Cultural-Historical Psychology

2021. Vol. 17, no. 2, pp. 144—154

DO https://doi.org/10.17759 /chp.2021170214
ISSN: 1816-5435 (print)

ISSN: 2224-8935 (online)

Fitness Blogging as a New Social Practice

and Its Implications for Young Women’s Mental Health

Svetlana O. Lepesheva
School No. 152, Moscow, Russia
ORCID: https://orcid.org/0000-0003-0442-6247, e-mail: lanalepeshevapsy@yandex.ru

Alla B. Kholmogorova
Moscow State University of Psychology and Education (MSUPE), Moscow, Russia
ORCID: https: //orcid.org/0000-0001-5194-0199, e-mail: holmogorovaab@mgppu.com

Fitness blogging and fitness marathons are becoming a popular social practice, especially among young
women. Although these practices are claimed to provide health benefits, in reality they pose serious risks
to the participants’ mental wellbeing. The paper focuses on a study aimed at the analysis of the level and
factors of mental distress in female fitness blog subscribers, and the dynamics of their emotional wellbeing
in the course of fitness marathons. A total of 112 women aged 18 to 35 years old, with a mean age of 23.5
(SD=4.7), participated in the study. All the respondents were Instagram fitness blog subscribers. The fol-
lowing methods were used in the study: Physical perfectionism scale [8]; Situational Inventory of Body-Im-
age Dysphoria [14]; Perceived sociocultural pressure scale [3]; Brief Fear of Negative Evaluation Scale [9];
Beck’s Depression Inventory [17]; N.G. Garanyan and A.B. Kholmogorova’s Three-Factor Perfectionism
Questionnaire [1]. Received data testify that young women who spent on Instagram over 60 minutes a day
differed from those who spent maximum 30 minutes online by significantly higher levels of excessive body
standards and body dissatisfaction, and a greater severity of emotional maladjustment symptoms, including
suicidal tendencies. The regression analysis showed that physical and general perfectionism as well as social
anxiety and depression symptoms had the most significant effect on an increase in body dissatisfaction
levels. After completion of a fitness marathon, women had significant increases in body dissatisfaction and
emotional problems. Further research is needed to identify targets that would help to prevent the emotional
maladjustment which occur as a result of young women’s engagement in fitness blogging.

Keywords: body dysphoria, fitness marathon, fitspiration, fitness blog.
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Introduction

This work relies on an assumption of L.S. Vygotsky’s
cultural-historical psychology that a person’s develop-
ment occurs through interiorizing of cultural norms,
rules, customs, and various standards. Body and beauty
standards and ideal body concepts have considerably
varied in the course of time, while girls tend to assimilate
them at an early age through playing with fashion dolls,
looking at the magazine images, etc. [4; 10; 11; 26]. Since
the beginning of the 21% century, these standards have
been rapidly changing over the past 20 years: from an
unnaturally thin body at the beginning of the century to
an athletic frame with a thin waist, pumped up abs, and
strong arm muscles at the present time [4; 10]. The con-
temporary cultural and social space is associated with an
upsurge in information technologies and mass media de-
velopment. Various mass media such as television, radio,
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magazines, and the Internet, have been continuously in-
forming people that they need to conform to unrealistic
beauty ideals.

Social media have become an important source of
various standards and norms in the 21% century. Over
the past few years, social media users have found an-
other way to actively engage in them, namely by run-
ning fitness blogs with images of athletic bodies. There
has been a rise in the popularity of fitness blogs whose
authors post images of their athletic bodies and present
themselves as “inspiring people”. These blogs have be-
come almost a cult due to carefully selected, beautifully
designed and compelling content [24].

At first glance, social media fitness culture contrib-
utes to healthy eating, develops exercise habits, and pro-
motes the idea that achieving one’s ideal body shape is
within one’s power. However a lot of studies show that
it is the mass media that trigger an increase in body dis-
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satisfaction [11; 12]. Images in various mass media in-
terfere significantly with the socio-cultural ideals of the
body and exert a strong effect on the perception of the
female body image [16; 23]. Investigating the relation-
ship between dissatisfaction with one’s own appearance
and viewing the web content about the “ideal” body pa-
rameters and looks is an urgent problem. Experimental
research has found an association between body dissat-
isfaction in women and their exposure to ideal lean im-
ages broadcast by media such as television, magazines,
the Internet, and advertising [20].

Recently, an athletic frame with a thin waist com-
bined with developed abs, powerful biceps, and firm but-
tocks, has become highly popular on the media and has
been considered “ideal” for women at the present time
[25; 10]. This shift to the ideal of an athletic frame takes
root in a global social media movement known as “fitspi-
ration” (a combination of “fitness” and “inspiration”).
“Fitspiration” embraces images and inspirational quotes
targeting mostly women to inspire them to a healthy life-
style by means of giving advice on physical exercise and
diet. A 2016 survey of the “Instagram” social network
found that the rate of the #fitspiration hashtag entries
reached 10 million images which proves the popularity of
this kind of content. A recent content analysis of sports
websites showed that focusing on looks and weight con-
trol resulted in such negative consequences as growing
body dissatisfaction and general emotional maladjust-
ment in women [25].

At the moment, there is a shortage of Russian stud-
ies on the social media fitness blog and fitness marathon
effects on the youth’s mental wellbeing. This highlights
relevance and novelty of this study.

“Fitspiration” (Fitness Inspiration) and Fitness
Marathons as Common Social Practice
in Contemporary Informational Society

#Fitspiration (or “fitspo”) is a genre of social content
aiming at inspiring women to get a certain body shape.
Images and videos usually focus on attractive, lean, and
pumped bodies. Fitspiration was originally developed to
promote fitness; it emphasizes the advantage of an ath-
letic frame rather than thin one [24]. As it is claimed,
this content aims at motivating women to exercise and
to encourage a healthy lifestyle and healthy eating.

Tiggemann and Zaccardo [24] emphasized that Ins-
tagram had many vivid images of slim women who were
exercising or wearing sports outfits. Therefore, it pro-
motes an idea that only slim and fit women and men are
beautiful and healthy. However, recent research shows
that these accounts can adversely affect people’s body
image and cause severe emotional distress as a result of
unfavorable social comparisons [22; 13].

Fitspiration is often available on social media; how-
ever it is still unclear to what extent the body image and
exercise messages differ when targeting men and women.
A content analysis aimed to identify specific features of
fitspiration content in social media and to evaluate sex-re-
lated differences [19]. #Fitspo-marked content on Insta-
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gram, Facebook, Twitter, and Tumblr was collected with-
ina 30-minute period. First of all, the findings showed that
87.2% of the images were extracted from Instagram. Most
of the posts (308/415; 74.2%) were thematically related
to exercise, and 81/415 (19.6%) were related to nutrition.
151 (36.4%) images targeted women only, and 114/415
(27.5%) images targeted men only. Women in the pho-
tos were significantly more likely to be under 25 years old
(p<0.001); to be almost completely naked (p=0.001), and
to have emphasized toned buttocks (p<0.001). Women
were more frequently sexualized than men (p=0.002).
#fitspo showed that the ideal female bodies were slim and
toned, and male bodies were muscular.

Subsequent studies of sports blogs [12; 23; 24] dem-
onstrated that almost all (97.82%) sports blogs included
images of toned women. This analysis also showed that
most blogs (92.85%) had posts that laid emphasis on ex-
ercise. Furthermore, these blogs often contained posts
with negative or shaming comments about unhealthy
diet risks and corresponding dietary recommendations.

In the first study of the effects of Fitspiration images,
Tiggemann and Zaccardo [24] found that participants
who viewed sports images wrote about their wish to
improve their body shape and to eat healthy food, but
they also reported decreased mood and an emerging dis-
satisfaction with their looks. Some studies showed that
women’s pursuit of an ideal appearance and a toned body
had positive associations with eating disorders and com-
pulsive physical exercise [25; 26]. Moreover, experimen-
tal studies showed that viewing images of ideal bodies
was associated with an increased body dissatisfaction
[13], anxiety and depressed mood. Another study found
that women who viewed #fitspiration photos reported
lower body satisfaction levels as compared to women
who viewed travel photos [23].

A fitness marathon is a specific sports game that is car-
ried out with the help of special applications or social me-
dia. Participants complete tasks, and the organizers exer-
cise a remote control of the process. The participants who
have failed to complete the task get dropped out of the
marathon gradually. Information on the first fitness mara-
thons appeared in 2014—2015. The popularity of fitness
marathons has led to the emergence of special online ap-
plications. A fitness marathon participant buys access to
the marathon and waits for it to start. The marathon usu-
ally lasts for one month, during which the participant gets
daily video instructions with exercise, diet guidelines, and
enjoys daily chat access. At the end of the marathon, the
participants’ “before and after” photos get evaluated by
“likes”, and the marathon organizers award prizes.

The objective of this study was to investigate the
relationship between fitness blog participation, body
dissatisfaction, mental distress, and personality features.

Research hypotheses:

1) Female fitness blog subscribers are guided by high
beauty standards and have rigid concepts about the ideal
body and its specific parts.

2) Women who often view Instagram images and ded-
icate more time to fitness marathons have higher levels of
variables reflecting excessively high body standards (body
dissatisfaction, physical perfectionism, and sociocultural
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pressure), emotional distress (symptoms of social anxiety
and depression), and maladaptive personality traits (hy-
persensitive narcissism and perfectionism).

3) Fitness marathon participation increases the lev-
els of body dissatisfaction, unreasonably high bodily
beauty standards and emotional distress among female
fitness blog subscribers.

Methods

1) The “Fitness Blog Subscriber” Questionnaire
consisted of questions regarding the respondent’s fre-
quency of Instagram use, personal activity, and commit-
ment to fitness blogs. The Questionnaire included state-
ments describing subjective assumptions as to the fitness
blog influence on body standards that participants need-
ed to rate on the Likert Scale. At the end of the Ques-
tionnaire, participants were invited to share their ideas
about an ideal female body.

2) Body-related attitude measures

1. The Physical Perfectionism Scale [8] was de-
veloped for physical perfectionism severity assessment,
with physical perfectionism being a system of individual
appearance-related concepts and attitudes. These in-
clude being increasingly concerned about one’s appear-
ance; striving to comply with high body standards and
to achieve the best results in one’s struggle for an ideal
body. An original questionnaire included 16 items and it
was later expanded to 22 items. Participants were asked
to express their agreement or disagreement with each
item using 4 options, “definitely not”, “perhaps not”,
“probably yes”, “definitely yes”.

2. The Situational Inventory of Body-Image Dys-
phoria [14] was developed by T.F. Cash in 1994 and
adapted by L.T. Baranskaya and colleagues for use in a
Russian sample in 2008. This method allows for evalu-
ation of negative attitudes towards one’s own body in
the context of certain situations. The inventory consists
of 20 statements that represent different real-life situ-
ations. Participants were asked to recall times in their
lives when they had faced each of the situations and to
rate how frequently they had experienced negative emo-
tions because of their own looks on a scale from 0 (“nev-
er”) to 4 (“always or almost always”).

3. The Perceived Sociocultural Pressure Scale [3].
The Scale was developed to study the effect of socio-
cultural pressure on the desire to lose weight in young
women. It consists of ten statements that describe fam-
ily, friend, partner, and media pressure to lose weight,
e.g. “I've noticed a strong message from my family to
have a thin body.” Nowadays, young women and many
young men report feeling the external pressure regard-
ing the need to increase their muscle mass. Therefore,
the scale was modified to include statements related to
muscle mass gain and achieving an athletic body frame.
The respondents were asked to rate the perceived pres-
sure on their wish to lose weight / gain muscle mass /
achieve an athletic frame on a scale from 1 to 5 (“none —
a lot”). Both the mean score for all factors and the mean
values of every pressure factor (family, mass media, en-
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vironment, i.e. friends, a training group, a partner) were
calculated.

3) Emotional distress measures

1. The Brief Fear of Negative Evaluation Scale [9].
This scale was proposed by M. Leary in 1983 as a brief
alternative to the Fear of Negative Evaluation Test. The
scale consists of 12 statements which are related to re-
spondents’ attitude to receiving attention and evalua-
tion from other people. Each statement was rated on a
scale from 0 to 4 (“strongly disagree — almost complete-
ly agree”). At the end, the total score of all statement
ratings was calculated.

2. Beck’s Depression Inventory [17]. The Inven-
tory includes descriptions of depression symptoms of
varying severity. Respondents had to evaluate whether
they had or lacked these symptoms. Depending on the
symptom severity, each item could be rated on a scale
from 0 (no symptom, or minimum symptom severity) to
3 (maximum symptom severity).

4) Maladaptive personality trait measures

1. N.G. Garanyan and A.B. Kholmogorova’s Three-
Factor Perfectionism Questionnaire [1]. The ques-
tionnaire consists of 18 statements, that can be grouped
according to three scales: 1) “Concerns about being
evaluated by others resulting from unfavorable compari-
sons with them”; 2) “High standards and requirements
to oneself”; 3) “Negative selection and fixation on one’s
own imperfection”. The first scale tests socially prescribed
perfectionism; the second scale tests self-oriented perfec-
tionism; and the third one tests perfectionistic cognitive
style. Answers were scored as follows: “definitely yes” was
4 points; “probably yes” was 3 points; “perhaps not” was
1 point, “definitely not” was 0 points. The total score de-
scribing the general perfectionism severity and individual
scores for each scale were calculated.

2. The Hypersensitive Narcissism Scale [22]. A new
scale for hypersensitive narcissism was derived by cor-
relating the elements of the H. A. Murray’s (1938) Nar-
cissism Scale with an MMPI-based composite latent
narcissism scale. As a result, 10 items of the Hypersen-
sitive Narcissism Scale (HSNS) were identified. In the
meantime, the Scale has been undergoing validation in a
Russian-speaking sample.

Research procedure

The research was designed as an online survey. Fe-
male fitness blog subscribers were asked to fill out a set
of 7 measures. Before the start of the study, the partici-
pants were informed about the survey design and that
the study was anonymous, and the results would not be
disclosed to third parties. Every participant had an op-
portunity to get feedback on their results.

The second part of the study included young female
fitness marathon participants. 44 participants filled out
the set of measures before and after the marathon. At the
end of the fitness marathon, we asked the participants to
describe their general wellbeing in any format.

Sample
The study included 112 women aged 18 to 35 years;
their mean age was 23.5 (SD=4.7).
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Results

One of the “Fitness Blog Subscriber” Questionnaire
items aimed at identifying the frequency of one’s body
comparisons with social media images. Table 1 shows
that 4% of women reported that they compared their
bodies with social media images on a constant basis, and
25% did it frequently.

The last Questionnaire item invited the participants
to describe the ideal female figure in any format. The rate
of descriptions (N=73) of a toned athletic figure allows us
to confirm the other authors’ findings that the ideal body
concepts have shifted from a thin frame to athletic one. At
the same time, some participants left comments that con-
tained thoughts about the importance of being free from
standards and taking one’s own feelings into account (“An
ideal figure is the figure that its owner likes”; “The body
should be comfortable for its owner”, “Different things
suit different people, there is no one ideal frame” etc.)

Figure 1 below illustrates the rate (%) of the women
whose statements emphasized the importance of being
independent of existing body standards and the women
who stuck to the ideas of a lean muscular body.

There were three groups of women depending on the
amount of time they spent on Instagram per day: 30 min-
utes maximum; 60-90 minutes; or 90 minutes minimum.
The first group included 31 women; the second one in-
cluded 37 women and the third one included 44 women.
Fig. 2 illustrates their distribution in per cent.

Describing theirideas about the ideal body, the young
women singled out 7 key features. Table 2 shows that the
women who spent more time on Instagram mentioned
specific body parts when describing the ideal body more
frequently than the others.

Table 3 below presents various test findings in three
groups of the women singled out depending on the time
they spent on Instagram.

As Table 3 shows, depending on the time spent on
Instagram, the young women had significant differences
in terms of body attitudes as measured by the Physi-
cal Perfectionism Scale and the Situational Inventory
of Body-Image Dysphoria. Physical perfectionism and
body dissatisfaction were significantly higher (p<0.001)
in the women who spent more time online. These women
also had significantly higher levels of emotional distress
as evidenced by more severe depression symptoms and
fear of negative evaluation from others. As for the socio-
cultural pressure levels, all the three groups perceived it
as quite high. The Three-Factor Perfectionism Ques-
tionnaire variable levels did not differ between the three
groups and were characterized by a wide scatter, with
the average values approaching extreme values for the
community sample that the authors had studied for the
Questionnaire validation [1]. According to the validation
data, the Interquartile range varied from 29 to 43 scores
in the community sample, and from 36 to 50 scores in
the clinical group of patients with depression and anxi-
ety disorders. The lack of differences between the groups

Table 1

Frequency of Body Comparisons with Social Media Images in Female Fitness Blog Subscribers
(Based on Answers to “How Often do You Compare Your Body with Social Media Images?”)

Frequency of one’s body comparisons Number of participants
with social media images N (%)
Constantly 61 (54%)
Frequently 29 (25%)
Rarely 21 (21%)

81%

® Independent of standards

= Focused on high standards

Fig. 1. Respondents’ answers describing their ideal female figure concepts
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highlights the importance of studying specific types of  eral body dissatisfaction (see Table 5), but also physical
perfectionism for certain activities. In our case, with the  perfectionism as a specific destructive factor.

respondents engaging in body-perfectioning activities, it As Table 4 shows, more than half of the women who
isimportant to study not only general perfectionism (to-  spent on Instagram over 90 minutes a day had moderate-
tal perfectionism score), although it correlates with gen-  to-severe depression symptoms, that was twice as much

® 30 min.maximum
= 60—90 min.

“ 90 min. minimum

33%

Fig. 2. Women distribution by time they spent on Instagram

Table 2
Differences in Mean Values of Body Part Mentions in Ideal Body Descriptions
Instagram time per day Significance level
Groups 30 minutes maximum | 60—90 minutes | 90 minutes minimum | (p) (Kruskal-Wallis
(N =31) (N = 37) (N = 44) test)
M (SD)
Number of body part mentions in 2.3 (0.8) 5.7 (1.6) 6.8 (1.8) 0.000*
ideal body descriptions
* — the between-group differences are statistically significant (the Kruskal-Wallis test).
Table 3
Differences in Body Attitudes, Emotional Distress, and Maladaptive Personality Traits
Instagram time per day Significance level (p)
Measures 30 minutes maximum | 60—90 minutes | 90 minutes minimum | (the Kruskal-Wallis
(N=31) (N =37) (N = 44) test)
M (SD) M (SD) M (SD)
Body Attitude Measures
Physical perfectionism 17.01(6.5) 21.7 (5.17) 28.64(7.6) 0.000*
Body dissatisfaction 1.5(0.95) 1.74 (0.85) 2.17(0.96) 0.000*
Perceived sociocultural pressure 1.75(0.56) 1.91(0.65) 2.18(0.89) 0.306
Emotional Distress Measures
Depression severity 8.36(7.2) 11.55(5.95) 17.03(11.13) 0.000*
Fear of negative evaluation 21.9(6.24) 20.69 (6.76) 26.8 (7.8) 0.000*
Maladaptive Personality Traits Measures
General Perfectionism 38.94(15.2) 37.07(10.8) 39.97(12.65) 0.479
Socially-prescribed perfectionism 14.6 (7.2) 14.2 (5.4) 15.3 (7.4) 0.329
Self-oriented perfectionism 12.05 (5.00) 13.01 (4.66) 12 (4.54) 0.418
Perfectionistic cognitive style 11.8 (6.54) 10.9 (4.94) 12.5 (4.58) 0.434
Hypersensitive narcissism 26.47(6.66) 29.9 (6.2) 32.7 (7.83) 0.07t

* — the between-group differences are statistically significant (the Kruskal-Wallis test), t — the significance level is p < 0.1.
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as for the young women who spent 60 to 90 minutes a day
on the network. It was also striking that about half of the
women in these two groups (45% and 47%, respectively)
reported suicidal thoughts, which significantly exceeded
the suicidal ideation levels in the group who spent less
than 30 minutes online, as well as the general population
levels. Nevertheless, 29% of the young women who spent
less than 30 minutes on Instagram had suicidal thoughts
and intentions, with this level being quite problematic
too.

Thus, women who used Instagram often, had signifi-
cantly higher levels of excessive body demands (as ex-
pressed by physical perfectionism and body dissatisfac-
tion); emotional distress (depression symptoms and fear
of negative evaluation) and suicidal tendencies.

Moreover, there were significant correlations be-
tween body dissatisfaction levels and other various
measures reflecting: 1) excessively high body demands
(a moderate association between physical perfection-
ism, body dissatisfaction and perceived social pressure);
2) emotional distress (a moderate association between
depression and fear of negative evaluation); 3) maladap-
tive personality traits and cognitive style (weak associa-
tions with the Three-factor Questionnaire’s total score
of perfectionism, socially-prescribed perfectionism, per-
fectionistic cognitive style and hypersensitive narcis-
sism) (see Table 5).

As Table 5 indicates, the only variable that had no
positive association with body dissatisfaction was self-
oriented perfectionism. This finding is consistent with
several other studies, which showed that this variable
might be associated with a greater personal autonomy
and goals and attitudes’ relative independence of exter-
nal demands and standards [1; 7], which may also in-
clude the ideal body concept.

A series of regression analyzes was also carried out to
assess the effects of emotional distress, excessively high
body standards and maladaptive personality traits on
body dissatisfaction. Table 6 presents the results of re-
gression for body dissatisfaction as a dependent variable.

It was found that four independent variables — and
namely, physical perfectionism, fear of negative evalu-
ation, depression, and perfectionism total score — in-
fluenced the body dissatisfaction levels. The model
explained 71.2% of the dependent variable variance
(R?=0.71; F = 99.03).

Dynamics of Body-Related Attitudes
and Emotional Maladjustment Levels
in Women before and after Fitness Marathon

44 women of the whole sample participated in a fit-
ness marathon. They were asked to fill in the question-

Table 4
Depression Severity in Female Blog Subscribers Who Spent Different Amount of Time on Instagram
Respondent
Groups| 30 minutes maximum 60—90 minutes 90 minutes minimum

Depression (N=31) (N=37) (N=144)

Severity

Number of participants, N (%)

No symptoms 16 (51%) 10 (27%) 5 (11%)

Mild 9 (29%) 17 (45%) 16 (36 %)
Moderate 2 (7%) 6 (16%) 6 (14%)

Severe 4 (13%) 4 (11%) 17 (39%)

Suicidal thoughts and intentions 9 (29%) 17 (45%) 21 (47%)

Table 5

Relationships between Body Dissatisfaction and Other Measures of Body Attitudes,
Emotional Distress and Maladaptive Personality Traits

Variables and methods | Body dissatisfaction (Situational Inventory of Body-Image Dysphoria)
Body attitudes
Physical perfectionism 532%%
Perceived sociocultural pressure A12%%
Emotional distress
Depression symptoms S1T7HE
Fear of negative evaluation A22%%
Maladaptive personality traits
Perfectionism Total Score 325%*
Socially-prescribed perfectionism .323*
Self-oriented to perfectionism 071
Perfectionistic cognitive style A419%*
Hypersensitive narcissism 319*

* — p <0.05 (Spearman’s rank correlation), ** — p <0.001 (Spearman’s rank correlation)

149




Lepesheva S.0., Kholmogorova A.B. Fitness Blogging...

Jenewesa C.0., Xoamozoposa A.B. Yuacmue ¢ pummnec-602ax...

naires before (Time 1) and after (Time 2) the marathon.
At Time 1, the participants described their goals includ-
ing weight loss, gluteal and abs muscles strengthening.
The fitness marathon procedure was as follows: every
day at a certain time the participants were sent a file
with a set of exercises and one creative task, and they
had one day to complete the exercise and the task. The
young women had to report on their progress by sending
a photo of the completed task and an accelerated train-
ing video. At the beginning and at the end of the mara-
thon, the young women took their body measurements
and provided them as a final report.

Statistical data processing was carried out using the
SPSS statistical package and Microsoft Excel. The Wil-

coxon signed-rank test for related samples was used to
compare the variables’ levels at Times 1 and 2 (tab. 7).

As Table 7 shows, at Time 2, after the fitness mara-
thon, the young women'’s levels of body dissatisfaction,
physical perfectionism, and depression symptoms grew
significantly.

At Time 2, we also asked the participants to describe
their general wellbeing in any format. Then, we singled
out the criteria, which the women used to describe
their wellbeing after the fitness marathon completion.
Table 8 presents the results of the analysis of the wom-
en’s self-reports.

As Table 8 shows, the women mentioned various
characteristics of their emotional state with domi-

Table 6
Regression Analysis for Body Dissatisfaction as Dependent Variable (N = 112)
Variable Beta T P
Physical perfectionism 0.363 4.212 0.001
Fear of negative evaluation 0.312 3.920 0.000
Depression symptoms 0.402 3.635 0.000
Perfectionism Total Score 0.251 3.013 0.001
Table 7

Wilcoxon Signed-Rank Test for Related Samples and Mean Levels of Body-Related Attitudes
and Emotional Distress in Young Women before and after Fitness Marathon

Variables and methods Values Wilcoxon signed-rank test
Time 1 Time 2 7z Asymptotic
M (SD) M (SD) significance (2-sided)
Body-Related Attitudes
Physical Perfectionism (Physical Perfectionism Scale) 21.6 (4.67) | 24.3(6.03) | 5.896 (a) .000
Body dissatisfaction (Situational Inventory of Body-Image | 2.07 (.83) 217 (.87) | 3.404 (a) .001
Dysphoria)
Indicators of emotional distress
Depression severity (Beck’s Depression Inventory) | 13.9 (7.42) | 18.6 (8.09) | 5.802 (a) | .000
Table 8

Self-reported Evaluation of Wellbeing in Fitness Marathon Completers

Criterion

Statements

Number of mentions

Performance

more toned /

I didn’t lose even 100 g / I see no changes / the waist has become thinner / I 16
have pumped up what I wanted / [I have achieved] “nothing” generally / I have
put on weight and that’s it / it seems that I have just gained weight / no matter
how hard I tried, nothing worked / I have lost weight / [it was] useless for me

/ Ido not see the result / [I got] nowhere near losing weight / I weighted 56

kg and nothing has changed / the result sucks / I failed to lose weight / [my]
weight froze / I lost so much in the beginning, and then there was no change / I
have achieved the result, gained mass / the result is good, my body has become

Emotional state

I am disappointed * 7 / massive (utter) disappointment * 3 / I became even 18
more unhappier / I am terribly upset as a result/ it seems it is even more disap-
pointing /... [l am] happy / I feel disappointed, this was quite an amount of
money for me / I was so nervous every day; I felt relief when this whole thing
came to an end / I'm angry that I have lapsed /

the gym /

Self-image It failedwork for me, I'm a loser / .. and I'm obese and fat / Everyone is so great, 4
not like me / I'm a real loser /
Behavior I lapsed and overate / I have been having the blind munchies, T have been eating 4

so much / I started to spend more time at the gym/ well, I have signed up for
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neering negative feelings (disappointment, hurt and
anger) and provided subjective evaluations of their
fitness marathon performance, i.e. subjective feelings
of the changes in the body (with a feeling of being
dissatisfied with the results standing out), most fre-
quently. Statements characterizing one’s own self and
behavior after the marathon contained more negative
evaluations.

Discussion

The findings obtained are consistent with the results
of multiple foreign and domestic contemporary stud-
ies. For example, there is evidence for a shift towards an
athletic figure popularity over thin one [4; 5; 10]. “The
ideal of an athletic frame”, characterized both by a lean
and toned body with a more muscular upper body, flat
belly with six-pack abs, and a toned lower body, has be-
come popular with various social groups [25]. Likewise,
our study participants provided significantly more de-
scriptions of a muscular, toned body image when writ-
ing about the ideal figure. Our study showed that female
fitness blog subscribers were guided by high appearance
standards and had rigid ideas about the ideal figure and
its specific parts which complies with the existing re-
search data [5]. When comparing our results to earlier
findings, we can see an increase in the rate of women
who focus on high beauty standards. P.M. Tarkhanova’s
study showed that 70% of women laid an extreme em-
phasis on appearance and had strict beauty standards,
while in our study this high beauty standard orientation
was present in 81% of the women [4].

Previous experimental studies showed a link between
an exposure to thin ideal images published by various
mass media (television, magazines, and advertising) and
body dissatisfaction in women [20]. The rise in the ath-
letic frame popularity was partly due to a global uprise
of fitness blogging on social media, i.e. the media sources
that many women use today to get information related
to health, diet, and exercise.

Our study highlighted the importance of time that
the female participants spent on Instagram: the more
time the young women dedicated to viewing fitness
blog images, the higher their levels of excessive body de-
mands, emotional distress and maladaptive personality
traits were. In compliance with a number of foreign stud-
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ies, our study findings clearly indicate that active Insta-
gram use can give rise to body dissatisfaction.

Our study also confirmed the hypothesis that female
fitness blog subscribers’ levels of body dissatisfaction,
excessive bodily beauty standards and emotional dis-
tress increased significantly upon the fitness marathon
completion. Their levels of physical perfectionism and
depression symptoms increased significantly as well.
There was also a predominance of negative emotional
state evaluations and dissatisfaction with the results af-
ter the fitness marathon.

Conclusions

1) In the present times, the ideal of a “thin” figure,
which was typical of the late 1990s and early 2000s, has
undergone significant changes. The new ideal, a “sculpt-
ed” athletic body, which is portrayed as toned, high in
muscle mass and low in body fat, is widely promoted on
fitness blogs and social media.

2) Preoccupation with one’s appearance has been as-
suming epidemic proportions — an increasing number of
people have been experiencing concerns about, and often
dissatisfaction with the way they look. Female fitness
blog subscribers are guided by excessively high body
standards and have rigid ideas about the ideal figure and
its specific parts.

3) Young women who spent on fitness blogs over
90 minutes a day had high levels of excessively high body
standards and emotional distress, including increased
suicidal tendencies. The regression analysis showed that
physical and general perfectionism, depression, and so-
cial anxiety exerted the strongest effect on body dissat-
isfaction.

4) Following their participation in the fitness mar-
athon, young women had significantly higher levels of
body dissatisfaction, physical distress, and depression
symptoms, which is confirmed by the descriptions of
their negative emotional state immediately upon the fit-
ness marathon completion.

5) The findings obtained allow us to infer that young
female fitness blog subscribers and marathon partici-
pants have a high risk of emotional maladjustment.
There is a pressing need for preventive measures to ad-
dress the youth’s massive engagement in social media
practices that are dangerous for their mental health.
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Introduction

How to bring about positive change is a key con-
cern in cultural-historical theory. A focus on the dy-
namics of change is a hallmark of cultural-historical
approaches [5]. Stetsenko [53] critiques the domesti-
cation of Vygotsky to suit politics-neutral approach-
es, arguing that Vygotsky, in the footsteps of Marx,
advocated world-changing scholarship committed to
activist agendas. Vygotsky’s early work can be seen in
this activist light, an unapologetic orientation to so-
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cial justice, equality, liberation of the oppressed, and
social transformation through equal access to educa-
tion [52]. Instead of ‘banal biscuit-box’ readings of
Vygotsky, Stetsenko [52] suggests Vygotsky’s work
belongs alongside other radical movements including
Freire’s critical pedagogy.

These currents are clearly visible in contemporary
cultural-historical research, including that of Mariane
Hedegaard [22], Finnish work on Change Laboratories
and enacted utopias [39], Indigenous learning laborato-
ries tackling historical racism in schools [2; 3], Edwards

CCBY-NC




Hopwood N., Elliot C., Pointon K. Changing the World...

Xoneyo H., dnwuom K., ITounmon K. Usmenss mup dis demeil...

and colleagues’ project reducing social exclusion of chil-
drenin the UK [15], and Edwards’ work with young peo-
ple with autism [16]. There are many other examples of
cultural-historical scholars upholding an ethico-political
approach to research. Stetsenko [51] urges for theory in
general, Vygotsky in particular, to be made ‘dangerous
again’, meaning useful and put to use in the struggle for a
better world, for cultural-historical research to be (or go
back to being) flagrantly partisan [43].

The concept of agency is central to this. However,
dualistic thinking that pits individual agency against
social structure embroils the concept in precisely a rift
between persons and the world that cultural histori-
cal activity theory (CHAT) seeks to overcome [51].
Unsurprisingly, CHAT scholars have been wary of
agency. Stetsenko suggests researchers within and
beyond CHAT have, in debunking the myth(ology)
of isolated individuals, thrown out important con-
cepts — including the person, subjectivity and agency.
These concepts need not imply dualistic thinking.
One of today’s major challenges in theorising human
development and mind is...

“... how to conceptualize human agency yet not slip
into the pitfalls of traditional approaches premised on
assumptions about agency as an autonomous, solipsistic
achievement of isolated individuals understood either as
“free-will” subjects or, on another spectrum of views, as
puppets of extraneous influences at the whim of power-
ful forces outside of one’s control and even awareness.”
[51, p. 5].

Agency can be conceptualised dialectically such
that the gulf between persons and society disappears [8;
51]. A dialectic view enables us to see ‘the adaptive and
innovative opportunities that humans create through
agentic projects with each other and the natural world,
rather than as against each other and the world’ [8,
p. 283]. Agency can and should be taken up in CHAT, in
non-individualistic ways [10; 33; 34]. Agency manifests
in CHAT scholars’ interest in identity development
[23], collaboration at sites of intersecting practices [13;
14], double stimulation [34; 39], mediation in break-
ing away from given frames [19; 21; 28; 56], breaching
social order [20], collaborative change [30; 31], civic
participation [11], and pouvoir d’agir or power to act
[6]. Vygotsky’s work can itself be read for more than
glimpses of agency, including through children’s active
deployment of tools [1], creative sense-making [7; 9],
and idea that actions are not dependent on an imme-
diate need or situation, but are rather directed toward
the future [51].

These examples reflect a recent surge of interest
in agency [48]. If we commit to transforming the sta-
tus quo, not just adapting to it, then we need concepts
that allow for agentic action at the intersection of in-
dividual and social dimensions [50]. This paper takes
up three contemporary approaches to agency within
CHAT: Stetsenko’s [45—54] transformative activist
stance (TAS); Sannino’s [35—41] transformative agen-
cy by double stimulation (TADS); and Edwards’ work
on relational agency [13—17]. Each of these will now
be outlined.
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Contemporary cultural-historical views
of agency

Stetsenko’s transformative activist stance (TAS) in-
corporates agency as a central feature of a wider, unified
ethico-ontoepistemology [50; 51]. This offers a notion of
the ‘collectividual’ [42], which transcends social/indi-
vidual divides. Personal becoming is contingent on how
one comes to matter in social processes, and social prac-
tices are contingent on individual contributions [51].
This shifts from a focus on participation to a concern
with contribution: each person ‘not only enters social
practices, but agentively realises them while making a
difference to them’ [49 p. 10]. TAS combines standpoints
(who is speaking, acting) with endpoints, the future to-
wards which people strive. Actions are world-making,
with agency a matter of moving beyond the status quo
rather than adapting to it, infused with activism as op-
posed to political quietism.

“Paraphrasing Kohn, I would say—show me a concep-
tion of agency that operates with the notion of responding
to the world and stays away from politics, and I will show
you a conceptual terrain tacitly defined by behaviorism
and neoliberalism” [48, p. 11].

Nardi [32] concurs with Stetsenko’s [45] efforts to
(re)direct CHAT towards understanding what enables
us to transform our circumstances, acknowledging that
this will require a readiness to deal with individual agen-
cy without losing sight of the social. Individuals strive
towards the future that ought to be, while doing so is
contingent on access to relevant cultural tools, and al-
ways unfolds within social practices. TAS is not about
solipsistic acts of heroism; it reclaims agency at the inter-
section or nexus of individual and collective.

Sannino [35—41] approaches agency through the
concept of double stimulation. Transformative agency
by double stimulation (TADS) links double stimulation,
volitional action, and transformative agency. TADS re-
fers closely to Vygotsky’s writing, was further developed
through experiments [37; 41], and analysis of efforts to
eradicate homelessness [38—40]. TADS foregrounds
intentionality in agency, focusing on situations where
there are conflicts of motives. Double stimulation is el-
evated from an epistemological principle of formative in-
tervention (as in change laboratories), to a core principle
of agency:

“Transformative agency built on double stimulation
transpires in a problematic, polymotivated situation in
which people evaluate and interpret the circumstances,
make decisions according to the interpretations and act
upon these decisions” |35, p. 2].

Key to TADS is the use of artefacts as auxiliary stim-
uli connected to auxiliary motives that provide a new
frame, a way out from the dilemma through new modes
of action. TADS can capture the emergence of agency
whether focusing more on how individuals escape from
conflicted situations [26; 27; 39], or at diffuse, city-wide
scales [39]. Tt does so without evacuating the social in
the former, or individual contributions in the latter.
Recent expansions of TADS incorporate the concept of
warping or anchoring forward [40]:
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“Forward anchoring involves the formation of novel
representations emerging through personal sense-making,
social interaction and experimentation embedded in the
materiality of a problem situation... Second stimuli un-
derstood as forward-oriented kedge anchors are instru-
mental in the elaboration of new meaning which may be
stabilised to the point of supporting transformative ac-
tions in problem situations for which there are no known
solutions” 40, p. 4].

The individual and social are also equally present
without being separated in Edwards’ work on relational
agency. This comprises three concepts: relational agen-
cy, relational expertise, and common knowledge [13].
Relational agency refers to how two or more people work
with different object motives while tackling the same
complex object of activity, such as a child’s trajectory
[14]. This involves joint expansion of the object, reveal-
ing its complexity in ways that a person working alone
could not do. This expansion, opening up new possibili-
ties for action, depends on relational expertise, a ‘capac-
ity to elicit and hear what matters for other practitioners
or the family and to be explicit about what matters for
themselves as professionals and to be able to draw on
these understandings when needed’ [14 p. 2]. The links
between people working relationally in this way are
built through what Edwards calls common knowledge.
This refers to knowledge of each other’s motive orienta-
tions, which ...

“... can then become a resource that can mediate re-
sponsive collaborations on complex problems. In this sense,
common knowledge is what Vygotskians would recognise
as a second stimulus... a resource that is constructed and
reconstructed in use on problems while it mediates actions
on the problems.” [13 p. 9].

Here we see an auxiliary stimulus arising through
collaborative work. Edwards links common knowledge
with asking and giving reasons, revealing specific values
and motives so that people can recognise what matters
to others, articulate what matters to them, and align
their responses [13]. As with TAS and TADS, Edwards’
advocates work that is ‘deeply ethical as it allows for cre-
ative responses which stem from what is important for
each individual, at the same time connecting people dia-
logically to each other and to a common good’ [13, p. 2].

Complex feeding difficulties in childhood

Feeding difficulties affect many children. They can
vary in severity and duration, from fussy or picky eating,
to life-long difficulties associated with chronic disease or
disability. Feeding difficulties affect around half of oth-
erwise healthy children (with parents identifying more
cases than are recognised clinically), with a much higher
figure of around 80% for children with developmental
delays [4].

In severe cases, children are unable to feed orally.
This is common in prematurely born babies, recovery af-
ter surgery or cancer treatment, and is associated with
hundreds of conditions, such as cerebral palsy, autism
spectrum disorder, cleft palate, and some genetic condi-
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tions [29]. Where oral feeding is not possible, a tube is
often used. This is called enteral feeding, and commonly
begins with a nasogastric (NG) tube, which passes up the
nose then down into the stomach. A surgically emplaced
tube may be used if tube-feeding extends beyond a few
months, including a percutaneous endoscopic gastrosto-
my (PEG), passes from near the naval through the skin
and into the stomach or intestines. Data on tube-feeding
prevalence are patchy and incomplete, with estimates
pointing to between 1 and 92 children per 100,000 [29].

Tube-feeding can solve the problem of nutritional in-
take, providing a safe and reliable of delivering food to
the body. However, tube-feeding can also create prob-
lems, including biomedical side effects (such as excessive
vomiting), and feeding-tube dependency, meaning that
children who could feed orally do not because contin-
ued use of a tube inhibits their learning and ability to
do so [57]. Tube-feeding impacts all aspects of home life,
and can also cause distress, anxiety and social isolation
among families, challenged by the logistical and material
complexities of tube feeding, and feeling stigmatized and
subject to the critical gaze of others [24].

Given these difficulties, what matters to many par-
ents is a transition to a future where their children
thrive without being negatively impacted by the tube.
For some, this means long-term tube-feeding, however
most hope to transition to oral feeding, removing the
tube completely. However, the healthcare system is not
always adequately set up to make such transitions hap-
pen. Tube-feeding helps ensure children gain weight,
which is a key indicator of ‘thriving’, while the untow-
ard problems that tube-feeding can trigger are often out
of clinicians’ sight. Failure to plan for eventual tube-
weaning can cause additional anxiety in families, lead to
feeding-tube dependency, and unnecessarily delay tran-
sition to oral feeding [18]. Tube-weaning should be part
of the discussion and planning from the day tube-feeding
starts, for all children who are expected to be able to feed
orally at some point [55]. This was not the case for the
parents whose agentic actions are the focus of this paper.
They each describe significant struggles in accomplish-
ing tube-weaning. In these struggles they both chal-
lenged the status quo in the healthcare system, and were
assisted by healthcare services and professionals. We
need to better understand how parents have been able to
realise tube-free futures for their children, and the chal-
lenges they have faced in doing so.

Narratives of change from an unfolding,
collaborative activist study

This paper considers data from a larger collaborative
activist project called the SUCCEED Child Feeding Al-
liance, which strives to foster better futures for children
with complex feeding difficulties and their families. The
SUCCEED team includes a paediatrician, speech pathol-
ogist, parents, an artist, and academics from education
and business. The project co-created the childfeeding.org
website, which curates parents’ knowledge, sharing prac-
tical strategies that help families of children who tube-
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feed go from just surviving, to situations where everyone
is thriving. The website aims to ensure tube-feeding is no
longer a barrier to inclusion in developmental opportuni-
ties for children, enjoyment in family mealtimes, and wid-
er social activities for siblings and parents. This was based
on a cultural-historical analysis of the tools that parents
develop and use in their everyday life to help get out of
the house, manage care responsibilities, and resist stig-
matising practices [24]. The website is a unique resource
not constrained by geography and timing (clinic locations
and opening hours), nor by a prescribed relationship to
the child (available to wider relatives, friends, profession-
als and others usually not present in clinic appointments).

Guided by parents, SUCCEED took on new forms
of activism, including arranging Australia’s first tube-
feeding picnic in 2019 (featured on national news tele-
vision), and an online version in 2020 (due to the Co-
vid-19 pandemic). An art installation was co-developed
with parents and artist Kate Disher-Quill, presenting a
series of photographs of parents, children, and tube-feed-
ing equipment, exhibited at a number of locations across
Sydney. The images share the challenges of parenting
children who tube-feed, while celebrating courage, and
children as playful, happy, nurtured, loved and accepted
[12]. Another thread in this activist work involves advo-
cacy for change in healthcare, co-writing an agenda for
research and care improvement, co-authored with par-
ents and clinicians [27]. Central to this is improving care
by addressing the tube-feeding life-cycle, from tube ini-
tiation to tube-weaning (or for those for whom weaning
is not possible, transitioning to long-term tube-feeding).
This paper extends the tube-weaning agenda by exam-
ining how parents enable their children to transition to
oral feeding — through agentic practices that shed criti-
cal light on ways the healthcare system can create tube-
weaning as a site of greater struggle than it needs to be —
while also playing a crucial role in successful weaning.

The analysis focuses on three mothers’ narratives of
tube-weaning. Transitions to oral feeding were accom-
plished in different ways in each family. The mothers
were asked to tell the story of tube-weaning from wher-
ever they felt it started, up until the present day. The
researcher probed for additional detail or confirmation,
but otherwise, the narratives were free-flowing and un-
folded as each mother chose to tell the story. Table 1
outlines the three cases.

In the analysis, a timeline was constructed, placing
each action in unfolding historical context. Then, re-
lationships between the mother, child and others were
mapped to anchor the analysis in the nexus between
individual and social. Next, specific attention was paid
to mediating tools, conflicting motives, common knowl-
edge, and future orientations. Through this, a distinct
character emerged for each of the three cases. The cases
are presented below, beginning with a summary narra-
tive in the first person that foregrounds each mother’s
contribution to the transformations from tube- to oral
feeding. These are discussed with reference to the cul-
tural-historical concepts of agency outlined above, em-
phasising aspects that are particularly resonant in each
case. This is a diffraction for analytical purposes, and in
reality each case displayed aspects of agency highlighted
in the other.

Kate, Jessica, and family

Jessica’s first feeding tube was placed the day she was
born, even before I got to first properly hold her. Tube-
Jfeeding was life-saving, but then became a problem when
she was physically able to eat orally, but have become
tube-feeding dependent.

Jessica’s tube-weaning story began 16 months later, on
the beach. A family came up to us and said, “Oh your ba-
by’s tube-fed. Our niece was tube-fed and she’s just done a
rapid tube wean at the Royal Children’s in Melbourne and
they got her of [ her feeding tube.” We said, “Tell us more!”
I rang the mother. She’d done a net-coaching rapid tube
wean with the Graz Children’s Hospital Austria, supported
by the Royal Children’s Hospital (RCH) Melbourne. We
did our research and connected with other families who
had used this approach. It felt legitimate and safe because
RCH Melbourne had been involved. But I wanted to be
sure. I read articles and made phone calls. Family stories
on the Graz website were really important, as was the opin-
ion of a dietician whom I trusted and felt knew and trusted
Jessica. We connected with another family who had actu-
ally travelled to Graz for their rapid tube-wean.

We macde our decision using a BRAN test, which we had
learnt from another parent: What are the Benefits, Risks,
Alternatives and N is for No thank-you. We knew our child
and our instincts were that Jessica could eat orally, but she

Table 1
Overview of tube-weaning cases*
Mother | Child | Tube-feeding history Approach to tube-weaning Key theoretical insights about agency
Kate Jessica | Birth to 16 months Rapid tube-wean led by overseas | Relational agency, building a coalition of
hospital, based on hunger professionals to overcome inertia in the
healthcare system
Elena Izzie Birth to 14 months Puppets, hunger, learning to chew | Diverse cultural tools of agency, collec-
and swallow, giving Izzie control | tividual, relational agency
Irene Connor |NG tube from birthto | Developing interest in food while | TADS, use of auxiliary motives to resolve
10 months, then PEG | tube-feeding; cessation of tube-use | conflicts of motives; anchoring forward
for just over 2 years during ‘testing’ period before final
removal

* Parents chose the names to be used for them and their children.
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was not hungry from the constant tube-feeding, and had
so many negative experiences around food and tubes and
equipment around her mouth that she was not motivated
to eat.

I really had to sell the idea to Jessica’s paediatrician,
presenting our research and finally the pitch that if kids in
Melbourne are able to do rapid tube-weaning, then Bris-
bane kids should also be able to. Thankfully, Jessica’s pae-
diatrician engaged. We connected with the hospital paedi-
atric child psychiatrist, and she knew the lead consultant
involved at RCH Melbourne and made contact. The rapid
tube-wean was on! But we still had to get the wider feed-
ing team on board. Now we had two consultants supporting
us and the connected care nursing team. The speech pa-
thologist and occupational therapist who were concerned
by Jessica’s lack of feeding skills. With the consultants’ en-
dorsement they got on board. Eventually we persuaded the
hospital legal team, and finally we could go ahead.

We started the wean following a [eed reduction sched-
ule from the Graz team in Austria, overseen by Jessica’s
paediatrician. We had daily play picnics with three other
Jamilies, including one from Brisbane who had been to
Graz. Seeing the quick progress made by one 6-month old
in our group really helped keep us going.

Progress was initially slow and hard going. We were
sending daily videos and updates to Graz. The professor
was always very positive and confident, saying “She’s
close! You see what she’s not doing. We see what she is do-
ing”. They were noticing subtleties that I now realise are
massive milestones for a child regaining interest in food.
Jessica was losing weight as expected, but the messages
Jrom Graz and our local team’s support gave us confidence
to keep going.

Day 17 — Jessica started eating! We were brainstorm-
ing with all of the team (clinicians, nursing, allied health,
and mum) after one play picnic and the complex care
nurse said, “She loves the bath, try feeding in the bath”.
We tried later that day and Jessica ate some puree of f her
Dad’s fingers!

Jessica had to feel hungry and learn that food was the
solution to that hunger. We had to make food and eat-
ing fun and follow her cues, her pace and her timing. We
transitioned Jessica from [eeding in the bath to the dining
table, with a bucket of water beside her for play. After a
Jew days we no longer needed to do this. Jessica was hap-
pily eating puree off a spoon with no distractions.

Three months later our feeding-tube dependent child
was completely orally fed. It has still been a lot of work
to get Jessica to eat age appropriately. We found a speech
pathologist who helped enormously teaching Jessica to
chew and grind food with different textures. Now we go
out and order food for Jessica straight off any menu. To
see her enjoy food and mealtimes just like any other child
brings us the greatest joy. Tube weaning truly transformed
Jessica’s and our whole family’s lives.

The relational aspects of agency in this case are clear, in
the sense associated with Edwards’ [ 14] concept. This was
not a matter of one mother taking on the health system.
Rather, Kate built coalitions of people, each of whom con-
tributed something crucial to the process. This required
acts of advocacy and persuading others to advocate, as
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when the consultants brought the wider team on board,
who in turn helped convince the legal team. The many
healthcare professionals involved each brought their own
object motives, while tackling the same complex object of
helping Jessica feed orally. Not only were different profes-
sionals involved, but the collaboration spanned Australia
and Austria. Kate recognised and addressed the demands
of bringing the healthcare for Jessica into alignment with
her motive for a tube-free future [17].

Common knowledge [13] was key to how these alli-
ances were built. In Edwards’ [13] vocabulary, it was a
process that depended on asking and giving reasons, re-
vealing values, and recognising what matters to others.
Kate had to learn what mattered to the legal team, the
consultants recognised what mattered to their more hesi-
tant colleagues. Relational expertise underpinned coming
to know the motive orientations of others, reaching joint
interpretations of the problem in order to develop a joint
response. Over time, the object (how Jessica could feed
orally) expanded — including noticing Jessica enjoyed the
bath, and the possibility that this could be used to help
her feeding. While the idea was a particular contribution
of the nurse, this inspiration was possible because of all the
information and insight that had been shared, including
by Kate, about how Jessica was at home. These collabora-
tions enabled the transition to oral feeding, but were also
the focus of agency themselves. The coalitions were not a
given, and were themselves sites of struggle, contestation
and power differentials.

Also noteworthy are the many cultural tools that me-
diated this process. These included the BRAN analysis
(recommended by another parent), creative adaptation
of a bucket to bring bath-time to meal-times, stories
provided by other parents on the Graz website, and the
presentation of an achievable future horizon through the
co-presence of a child who was thriving having recently
completed a rapid-wean. This highlights the social con-
tingency of the whole transformation. Kate was able to
act agentically because some tools were available, yet at
the same time agency was required in making other tools
available. Kate’s social environment was not simply sat-
urated with all the necessary tools simply at hand.

Kate’s standpoint, her positioning in wider social rela-
tions, cannot be ignored as a factor making this possible,
including chance encounters on a beach, living in an ur-
ban area close to relevant healthcare services, and the fact
she had a friend who could help her understand how to
persuade the legal team. The healthcare system presented
huge inertia, favouring the status quo of continued tube-
feeding, but the tube-wean would not have been accom-
plished without it. Believing in Jessica, and buttressed by
stories from others, weight given to professional opinion
and institutional standing, Kate took a stand, fiercely
committed to the endpoint of Jessica feeding orally.

Elena, Izzie, and family
When Izzie was 13 months, she’d had her surgery and

I felt we could start to address her feeding (she used an
NG tube). We were attending a clinic, but we weren’t get-
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ting anywhere. They were happy with her weight gain, and
when they offered her food or a bottle, Izzie didn’t want it.
They just said “You're doing a good job Elena, keep it up.
See you next month”.

My mother-in-law pushed it. She happened to meet
someone through her work whose son had feeding issues
and had weaned off his tube. She asked for the details of
their speech therapist, Sarah, and passed them onto me, I
thought I'd try her out, get a second opinion. Sarah saw us
after a few weeks. My mother-in-law came with me, be-
cause I felt I couldn’t think straight right then, I needed
someone with an honest opinion to help me out. She’s the
best person for that.

We went to the appointment. 've never seen anything
like it! Within 10 minutes, Izzie was holding food. That was
‘oh my god!’ because Izzie had never had that relationship
with food. Sarah had a Cookie Monster puppet, and start-
ed singing to Izzie, singing “Fverybody eating, eating”. She
started feeding these biscuits to the puppet. There’s mess
everywhere but he’s eating. Izzie grabbed the food and
started to feed the puppet. Me and my mother-in-law were
like “Am I seeing this?! Are we dreaming?!”

Then Sarah was asking us about Izzie’s story, and we
noticed Izzie grabbed a biscuit and put it in her mouth.
That was it! I knew I had to see Sarah. Within six weeks,
Izzie was off her tube.

We’d go each week, and she reduced Izzie’s formula bit
by bit, replacing it with water so Izzie had to eat: she was
hungry. She had to get comfortable with her mouth, chew-
ing — she didn’t know how to use those mouth muscles.
Sarah would give me a list each week, what we could and
couldn’t offer. Like the pouch food, that was great because
it was high in fat, so it kept her going and made her feel
Jull. We needed her to associate that feeling with food.

We let Izzie have her say. Izzie’s personality is she
wants to do things her way, so we always started with the
tube, and gave her the option afterwards. Gradually, more
water meant more hunger for Izzie, and soon she was eat-
ing solids.

Within six weeks, we were hardly using the tube, and
Sarah said “Today is the day. Take that tube out of Izzie’s
nose”. I didn’t know if I could do it. Sarah said “No, you
have to do it. She’s ready, this is good”. She made me phys-
ically throw it in the bin. I'd replaced her tube heaps of
times. This was different. This was like ‘this is it’.

When I got home, before I even went inside, I rang
my husband, saying “You’ll never believe this. We have
no tube”. He said “Are you kidding?” I said “No. I had to
throw it out”. I took pictures of Izzie in the back seat of the
car, a big smile on her face. I sent it to everyone. We were
all crying. It was a great moment. It was anniversary of my
Dad passing away. I thought ‘that’s him’. So now we truly
celebrate that day.

We kept seeing Sarah, introducing different textures,
homemade cooking and things like that. Izzie had always
been part of our mealtimes, sitting with us, watching us put
Jfood in our mouths. That was our time for bonding, but it
also really helped when it came to the weaning. Any meal,
Izzie was always part of it.

Below is an extract from a speech Elena gave at a
tube-feeding picnic event
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Pretty much from the day Izzie was born, up until
just before Christmas, she was with a feeding tube. [cry-
ing] Um, it gets a bit emotional, as you all know. It was
the hardest point in our lives. [children’s entertainer comes
over to hug her] Thank you! It was super-hard, but we'’re
super proud of what we achieved. [applause | Our main fo-
cus was we hoped to get her of [ that feeding tube. I think
the message is really that for the majority of us it is only
temporary and that’s what we have to think about. There is
the light at the end of the tunnel. We put our heart and soul
and everything into it. With patience and a lot of strength
Jfrom family and friends supporting us as well, and our in-
tuition of what our child needed, we followed that through.
And since just before Christmas she hasn’t had a feeding
tube. She’s been eating everything. I'm super-proud to be a
part of this picnic. We should be super-proud that we are
leading the way, doing things like this where we can all get
together — talk to the people next to you, get their stories,
and see you next year!

Elena’s story highlights a number of everyday items
that became significant as tools of agency. This often in-
volved repurposing towards the endpoint of Izzie weaning
off the tube: a children’s puppet was a tool to link food and
play; food pouches were a means to make oral ingestion
of food safe; the dustbin became a material and symbolic
artefact, accentuating both the significance and finality of
Elena’s action in removing the tube. Finally, Elena took
up the platform of the picnic, drawing on cultural conven-
tions of speech-giving, contributing to making the cultur-
al tools of agency visible and available to others.

Like with Kate and Jessica, the process for Elena
and Izzie started with a chance encounter. Elena’s story
points to the risks of getting trapped in a clinical ac-
quiescence, where tube-feeding is perpetuated because
those involved settle for the status quo of sufficient
weight gain. The ‘given’ future was not one where Izzie
was feeding by mouth.

Elena foregrounds the contributions of others in
making Izzie’s tube-free future possible. However, Ele-
na’s own contributions do not disappear. Elena acted
with relational agency in taking her mother-in-law to
the first appointment, using their special relationship as
a means to exert control over her own behaviour (hav-
ing the courage to attend), and to delegate when she
felt unable to think clearly herself. What might appear
to be surrenders to others are not that at all. Elena fol-
lowed Sarah’s advice, but according to her instincts of
what would work for Izzie — not pushing her (here we
see acts of resistance against the past). Although it was
hard to do, it was Elena who pulled the NG tube out for
the last time and threw it away. Sarah was instrumental
in making this possible. From her clinical standpoint, she
stood for the same endpoint, sharing a belief in Tzzie and
a readiness to take steps towards her tube-free future.

In her speech at the tube-feeding picnic, Elena pub-
licly claimed her accomplishments. Her language (our,
we, us) tells a story of a shared journey, of multiple con-
tributors, whilst acknowledging her own instincts, ef-
forts, and the difficulties she faced.

Elena narrates a truly ‘collectividual’ [42] account of
transformation for Izzie. The mention of others (friends,
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wider family, her father in spirit) does not come at the
expense of her own contribution. This is precisely how
the dynamics of agency worked in Izzie’s tube-weaning,
where the effects of diverse cultural tools (cookie mon-
sters, feeding pouches, diluting practices, the symbolism
and materiality of the bin) were amplified by individual
actions connecting with the actions of others. This nexus
of the personal and social manifests in Elena’s envisioned
future actions in a wider public sphere, joining others in
solidarity, ‘leading the way’ for families with children
who tube-feed, now an expanded, collective, endpoint.

Irene, Connor, and family

When he was 10 months old, Connor had several sur-
geries coming up, so we made the decision to have his NG
tube changed to a PEG. We initially thought it might be
Jor months, but it turned out to be for two years. We un-
derstood he needs it, it’s there for nutrition, so what are
we going to do as parents for him to develop an interest in
Jood and to establish oral feeding?

We knew we had to tick off the medical boxes, ensur-
ing he was safe. I relied on his medical team for that. For
instance, his cardiology team to tell me they are happy with
his heart function, his cleft team to say we need to leave
it a while longer because there’s surgeries coming up. Our
plan forward was to keep offering him food, to help him
have a positive relationship with food.

Intellectually I knew the tube has its purpose, but emo-
tionally I couldn’t wait until it came out. I felt that type
of thinking was focusing on something unproductive. To
get the tube removed, whenever the time comes, we need
A, B and C in place. My job was to get those steps done.
We can’t remove the tube until he has proven he can eat
a full diet, that he’s hydrated orally. Can we give him his
medicine orally? Has he suffered an illness and we haven’t
used the tube? Do his medical team support it? Are there
no surgeries on the horizon? The professionals deal with his
medical stuff, the rest is up to me. Realising that was when
I felt empowered.

Our journey has been a collaboration between our pae-
diatrician and his team, my husband and how we operate
as a family, my research, networking, blogs, and talking to
other parents. That’s how I found out other children with
cleft palate can still eat a full diet without a tube. I knew
there’s nothing stopping him to eat, it’s simply a lack of
practice and instruction. So we had to get him knowing
what to do with food, touching food and more importantly,
swallowing safely.

Yes, we had access to feeding clinics, but he was with
me 24,7, and I had the power to cultivate a positive re-
lationship with food. We set him up to thrive, not to fail.
We made it fun, gave him the foods he enjoys, let him lead
that. We made sure the foods supported him in terms of
how his mouth was for instance he handled solid whole
Joods much better than purée. We all sat down together
Jor meals. At morning tea, I'd pack a few extra snacks —
making adjustments like that to expose Connor to the idea
that this is eating, this is a social thing, this is what we do.
Taking him to coffee shops and restaurants so he could see
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others eating. Our other children got on board, emphasise
their chewing and theatrics “Ooh yummy this is going in
my mouth”. He was captivated. The kids didn’t feel silly.
That was our intensive therapy! He started grabbing food
or opening his mouth and letting us feed him. Fven if most
of the time he wasn’t eating, it was exposure, and it was his
choice. I wasn’t concentrating on getting rid of the tube,
Jjust on taking the pressure of [ and providing him positive
experiences.

Eighteen months after his PEG was put in, the cleft
team said they didn’t want to do any surgery for at least
a year or more. This gave us a window — one of the things
on my list, tick! By this time, he was eating a full diet, but
we were still using the tube occasionally. I said, right, let’s
shut it down and pretend it’s not there, and see if we can
really show he’s eating a full diet, he’s empowered making
choices about his food, we are listening to him.

Isaid let’s try for 3 months. I taped the tube down. It was
a real personal restraint for me not to use it because it is con-
venient, it does guarantee your child is getting everything
they need nutritionally. I had to say, “Irene when things get
tough, you've got to resist the temptation to use the tube.”
Three months was a realistic timeframe for me, without add-
ing any pressure. Six weeks wasn’t enough data for me to
Jeel comfortable removing it.

Those three months we did really well, but he hadn’t
gotten sick, so I didn’t feel it was time to remove the tube.
From then we went on a monthly basis. Let’s assess the data
and Connor’s progress each month. Two months later he
got croup, and his appetite dropped but he was still drink-
ing water. He had a slight fever and we were able to squirt
some Panadol in his mouth, and he swallowed it. Tick!
He recovered and went right back to eating grapes, wa-
termelon, biscuits and so on. There’s my data, there’s my
evidence.

We got to six months since we taped over his tube. I felt
he was ready. I was just waiting for when I felt comfort-
able. I didn’t want to have any regret, I knew I had to feel
100%. I had my tube removal kit ready, the medical team
told me how to do it. People were saying “He’s not using the
tube, you should take it out”. My sister-in-law is a doctor
and thought it posed a risk of infection. I noted the infor-
mation but really had to minimise external opinions and
pressures. It was a personal thing. As a mother when you
Jeel it is right, that’s when it is right.

The 24" November was a day no different from any
other. Connor was asleep. We went to bed. It was 10.15pm.
I said “It’s time. We’re going to take it out.” I had every-
thing ready, I felt empowered. It felt right. I had everything
on hand. It took 90 seconds. It was a good time — he was
asleep, relaxed and as his body had overnight time to close
off the site. Next day, he ate normally and we’ve never
looked back.

Transformative agency by double stimulation (TADS)
[35—37] is especially helpful in understanding the agency
involved in Connor coming to feed orally. Irene’s story
strongly highlights conflicts of motives. Most fundamen-
tal was a conflict between wanting to remove the tube
and wanting to ensure Connor got all the nutrition he
needed. Irene’s solution to this was guided by an auxiliary
motive to work on establishing the conditions for even-




Hopwood N., Elliot C., Pointon K. Changing the World...

Xoneyod H., danuom K., [Tounmon K. Hamenss mup 0ns demeii...

tual removal, part of which involved developing a positive
relationship with food for Connor. When so many other
aspects of Connor’s medical difficulties were beyond her
control, this was described by Irene as ‘empowering’.
These conditions were a combination of criteria she del-
egated to others (the professionals), and those she devel-
oped and applied herself (his not needing the tube when
he got sick, and her own feelings of being ready).

This motive set up new modes of action Irene could
undertake every day, in a process of warping [38]. She
anchored forward by taking Connor to cafes, offering
him food. Each instance of these practices pulled the
family towards those conditions. In Stetsenko’s [45] lan-
guage, Irene found a way to commit to a desired (tube-
free) future, despite the current necessity of the tube.
The primary tool of agency here was Irene’s checklist.

When Connor was feeding without the tube, new
‘kedge anchors’ were placed in the form of additional
tests that would produce the ‘data’ Irene needed. Tests
when Connor got croup and fever provided means to
pull forward again. During this period, Irene resolved
a different conflict of motives: the motive to feed orally
versus the motive to use the tube because it made things
easy. Her solution here was to tape over the tube, the
tape acting as a physical barrier, and a symbolic one,
reminding her to resist the temptation to use the tube.
Irene also used fixed time periods as auxiliary tools in
what was otherwise an open-ended and temporally am-
biguous process — initially three months, then a monthly
data-check. There are echoes of the waiting experiment
here, where a clock is used to make decisions in a situa-
tion with no clear temporal end [37; 41].

The final conflict of motives came when others
thought it was time to remove the tube, and Irene felt
the need to wait. The auxiliary motive here was one of
finding the moment when all doubt was gone for Irene.
This had no temporal anchor, but involved Irene having
everything ready for when the moment arose.

Irene was central to the process as mother and pri-
mary caregiver, and she determined the moment of the
tube’s final removal. However, her story repeatedly high-
lights the importance of others — her family, Connor’s
medical team, members of the public in cafes, children
excitedly modelling chewing, and the blogs and parent
networks which gave Irene the confidence to remove the
tube before Connor’s palate surgery was finished. Con-
nor himself was highly involved, with Irene letting Con-
nor lead aspects of the process, especially around what,
how and how much to eat.

Conclusion

Agency is a potent concept to understand transfor-
mative change, continuing the spirit of Vygotsky and
his colleagues in contributing towards more equitable
and just futures. Contemporary Vygotskian ideas enable
agency to be understood in connection with change at a
nexus of the individual and social, transcending the con-
cept’s unfortunate association with individualism. This
paper has taken up Stetsenko’s transformative activist
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stance (TAS) [42—53], Sannino’s transformative agency
by double stimulation (TADS) [35—41]; and Edwards’
relational agency [13—17]. Three cases were analysed,
in which parents of children with feeding difficulties re-
jected the status quo of enduring tube-feeding, instead
committing to and realising a future in which their child
could feed orally, without a tube.

The analysis highlights how valuable the three ap-
proaches to agency are in understanding the dynamics
of transformation in everyday life. Each upholds the dy-
namic hallmarks of cultural-historical theory, showing
how it is possible to recognise the inherently social na-
ture of change without erasing each mother’s contribu-
tions. Analysis of Kate’s story revealed the importance
of relational agency, building coalitions of professionals
and others in order to overcome inertia in the health-
care system, where the given future was one of indefinite
tube-feeding for Jessica. Elena’s story highlights the di-
verse forms that cultural tools of agency can take, show-
ing how the contingency on such tools renders similar
change for other families precarious, given their avail-
ability is not guaranteed to all. Irene’s story highlights
how conflicts of motives can be overcome through auxil-
iary motives and processes of anchoring forward.

These are not stories of solipsistic heroes. The agentic
contributions of the three mothers were enabled and am-
plified by the involvement of others. They were also con-
tingent on these families’ positioning in wider social struc-
tures through which particular social connections were
available, so that alliances could be forged, support from
extended family, friends and community to be activated.
The three cultural-historical frameworks each reveal how
agency arose through actions mediated by cultural tools.
Agency belongs in this active realm, not a possession of
the three mothers. At the same time, agency depended
on Kate’s, Elena’s and Irene’s commitment to reafise (ie.
make real) the future that ought to be. The cases embody
commitment precisely as Stetsenko outlines:

What the notion of commitment suggests is that a
person not so much expects or anticipates the future,
but rather, actively works to bring this future into real-
ity through one’s own deeds, often against the odds, that
is, even if a particular version of what is to come in the
future is not anticipated as likely and instead, requires
struggle and striving to achieve it. This applies in cases
when a person struggles for one’s vision of ‘what ought to
be’ in spite of the powerful forces that might be pulling in
other directions [42, p. 19].

These parents were not responding to or adapting
under given circumstances [48]. Their actions were not
defined by a response to the tube. They involved taking
a stand, acting towards an end. Stetsenko’s [42] concept
of the collectividual is helpful in holding onto the im-
portance of individual contributions without negating
the social contingency of these actions and the tools that
mediate them.

Cultural-historical theory helps us to identify the
means through which more equitable and inclusive fu-
tures for children with feeding difficulties might be re-
alised. These cases of accomplished transformation are
presented as a call to action, highlighting struggles that
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do not, and should not need to be. Each shows how trans-
formation to oral feeding can be possible in situations
where there were many forces holding a tube-fed a status
quo in place. These include: understandable but entrap-
ping risk-avoidance in healthcare; a sense that because
the tube enables weight gain, the problem is solved; a re-
liance on serendipity; and patchy availability of relevant
tools of agency. Consistent with Vygotsky’s pioneering
thinking about disability and difference, this analysis is
not about fixing a deficit in the child, but about social
deficits, the struggles families engage in despite them,
and the need for wider social action to address these
deficits. It is also about courage, transgressive visions of
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