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Editors' Foreword

Dear Reader! You are holding the second volume of the special issue of the Journal “Cultural-Historical Theory
and Activity Approach: Social and Educational Practices”. The special issue was prepared jointly by Moscow State
University of Psychology and Education and the International Society for Cultural-Historical Activity Research for
the 6th ISCAR Congress, held in August 2021 in Brazil (on-line). The first volume was released in the lead up to the
Congress, and the second — in the aftermath to it, encouraging an international, cross-disciplinary dialogue under
the pandemic, when the lack of lively interactions and face-to-face communication is particularly acute.

The second volume of the special issue includes four sections. Section “Discovering Vygotsky: New Pages in
CHT” continues to acquaint the readers with unpublished works of the founder of the Cultural-Historical Scientific
School. Two lectures by L.S. Vygotsky are published on the pages of the issue for the first time. As in the first volume,
the lectures are published in Russian with the hope of completing the challenging task of their accurate translation
into English in the near future.

Section “Language and Communication Through the Prism of CHT” invites the readers to reflect upon the ways,
how L.S. Vygotsky’s ideas are applied in the process of teaching and learning foreign languages, as well as in creating
spaces for efficient communication and social interactions.

Section “Applying CHT and Activity Approach for Facing Contemporary Challenges” provides papers on a wide
range of relevant issues, emerging in the social and educational sphere of contemporary society. The articles of the
section touch upon such challenges as development of intellectual abilities in learning, developing students’ agency,
conducting empirical research in the framework of CHT, development in the situation of collective imagining as well
as collective “pereghivanije” in playworlds, the issue of cultural identities and constructing digital environments.

Section “Vygotsky’s Ideas in Practices of Inclusion” focuses on the possibilities of applying Cultural-Historical
Theory for constructing inclusive environments, designed for overcoming challenges and difficulties that children
with special educational needs face in various social situations.

Section “Discussions and Discourses” continues the dialogue on the possible readings and interpretations of
L.S. Vygotsky’s works in the light of the recent archival findings.

This volume is dedicated to the memory of B.G. Meshcheryakov, who stood at the origins of the journal and for
many years was its Deputy Chief Editor. Boris Gurievitch was a great connoisseur of contemporary research, con-
ducted in the framework of the Cultural-Historical Scientific School, and contributed a lot to the preservation of
Vygotsky’s legacy. The volume includes an article by B.G. Meshcheryakov, which provides a panoramic view on the
international dialogue on the fundamentals of this tradition.

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

For citation: Rubtsov V.V, Plakitsi K. Editors’ Foreword. Kul turno-istoricheskaya psikhologiya = Cultural-Historical
Psychology, 2021. Vol. 17, no. 3, pp. 4. DOI: https://doi.org/10.17759 /chp.2021170301

st wuratst: Pyouos B.B., Ilnaxumcu K. CiioBo TemaTudeckux pegakropos // KyabTypHO-nCTOpUYecKas ICuxog0rus.
2021. Tom 17. Ne 3. C. 4. DOT: https://doi.org/10.17759/chp.2021170301
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DISCOVERING VYGOTSKY: NEW PAGES IN CHT

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

Foreword to the Publication

Cultural-Historical Psychology is continuing its publication of the transcripts of L.S. Vygotsky’s lectures on child psychology
at the Academy of Communist Education in 1928 (the first two lectures were published in the previous issue). In addition to the
results of Vygotsky’s own research, these lectures also provide an overview of the concepts and experiments by Titchener, Lewin,
Piaget and other famous psychologists. The complex theoretical material is presented in an accessible form, taking into account
the modest level of training of many listeners. The Academy admitted mostly communists and member of Komsomol who had a
secondary school diploma and work experience in public education.

We can trace the evolution of Vygotsky’s views by comparing the surviving transcripts of his lectures from different years, using the “meth-
od of genetic sections” that he himself used to present the child’s path of development. The 1928 lectures differ markedly from Vygotsky's last
lectures, given in 1933—34 at the Leningrad Pedagogical Institute (the Academy of Communist Education will soon merge with it).

Lecture 3 focuses on the characteristics of psychological reactions versus conditional reflexes. Over time, this topic will com-
pletely withdraw from Vygotsky’s lecture courses. In Lecture 4, he relies on Claparéde’s “law of awareness”, which will be criti-
cally re-examined in Chapter 6 of Thinking and Speech. Finally, in Vygotsky’s last lectures on school age, we read that Claparede’s
concept has brought “much theoretical harm and confusion” (Lectures on Pedology. 1zhevsk, 2001, p. 277).

Such discrepancies seem to reinforce the hypothesis that a methodological rupture in Vygotsky’s work took place in the early
1930s. But behind these significant changes one should not lose sight of the “genome” of his theory — the principle that sets the
direction of its development and persists throughout Vygotsky’s path in science. It is very difficult to discern this principle in
Vygotsky’s books and articles; it was openly formulated only in notes to himself: “The central problem of all psychology: Freedom”
(Vygotsky’s Notebooks. A Selection. Spronger, 2018, p. 210)".

In the lectures published here, the words “freedom” or “free” are not used. The idea of freedom appears here in the specific
psychological guise of “voluntary attention,” “deliberate action,” “reaction of choice” (a free will action). And it is noteworthy
that the expression “psychological function” is not used in these lectures; instead, Vygotsky is always talking about “psychological
reactions.” He seeks to present to his listeners the “genotypic” difference between these higher reactions, or “cultural operations,”
and lower-order reactions that are determined by the “situation” and the structure of the body. The cultural action has a “second
plane,” where an “instruction” of behaviour is worked out with the help of words and other signs. Here Vygotsky clearly missing
the notion “ideal” that captures the nature of this “second plane” by means of which a person masters his or her behaviour, i.e.,
behaves, rather than reacts to external stimuli, including the social ones.

In his lectures of 1934, Vygotsky would clarify the concept of a higher psychological function. The volitional moment consti-
tutes only one side of it, the other side is formed by the rational moment, the “intellect.” As a result, the “new formation” of higher
psychological functions shifts to the beginning of school age, when the intellect starts to dominate the “system of consciousness”
(while the functioning of the intellect itself becomes conscious and volitional only years later). Freedom is the synthesis of will
and reason in human activity.

An equally important line of the development of Vygotsky’s views will be an in-depth study of the “affective life.” This topic
is only mentioned in passing in Lecture 4: the “primitive structure” of behaviour and children’s speech is characterised (with a
reference to Stern) by the lack of differentiation and the dominance of affects. And in the “hard choice” experiment, the conflict
of affects is deliberately created: “the pleasant and the unpleasant are combined.” In 1931 Vygotsky’s turn to the problem of the
relationship between the affect and the intellect will lead to discord with Aleksei Leontiev — “the confrontation of two lines for
the future”, as Leontiev describes it in his memoirs.

Thus, the lecture cycle of 1928 gives us with an opportunity to observe the process of formation of the cultural-historical theory at
one of its focal points — when the “instrumental” and “experimental-genetic” method begins to work at full power, and we can already
see the shoots of a new, “meaningful” concept of child consciousness development created by Vygotsky in the last years of his life.

V.T. Kudryavtsev,
A.D. Maidansky

For citation: Kudryavtsev V.T., Maidansky A.D. Foreword to the Publication. Kul turno-istoricheskaya psikhologiya =
Cultural-Historical Psychology, 2021. Vol. 17, no. 3, pp. 5. DOTI: https://doi.org/10.17759 /chp.2021170302

s wararst: Kyopsasues B.T., Maiidanckuii A /l. Tpemuciosue k nybaukanuu // KyabTypHo-rcToprdeckast meuxosio-
rus. 2021. Tom 17. Ne 3. C. 5. DOT: https://doi.org/10.17759 /chp.2021170302

! An attempt to develop this principle is presented in the article: Kudryavtsev V. T. Culture as Self-Perception, Cultural-Historical Psychology,
2016. Vol. 12, no. 3, pp. 113—128 (in Russian).

CCBY-NC




KyabTypHO-1cTOpHUecKas ICUX0JI0TUs

2021. T. 17.Ne 3. C. 6—14

DOT: https://doi.org/10.17759/chp.2021170303
ISSN: 1816-5435 (1ieuarHbrit)

ISSN: 2224-8935 (online)

Cultural-Historical Psychology

2021. Vol. 17, no. 3, pp. 6—14

DO https://doi.org/10.17759 /chp.2021170303
ISSN: 1816-5435 (print)

ISSN: 2224-8935 (online)

JIJEKITUU 110 IICUXOJIOTUU PA3BUTHUA!

JI.C. BoIirorckuii

Tperbs Jeknus.
MDeHoTUIINYECKOE M TEHOTUITHYECKOE
B IICUXO0JIOTHYECKHUX IpoIieccax

ysKe TOBOPWJI, UTO JBa JCHCTBHUSI MOTYT MPOTEKATh

(hbeHOTUIMUYECKN COBEPIIEHHO OJMHAKOBO, a TE€HO-
TUIIMYECKH, TI0 CBOEMY MTPOUCXOKIAECHUIO, TI0 CBOEMY CO-
CTaBy, 110 CBOEH MIPUPOJIE MOTYT OBbITH I1yOOKO OTJNYHbI
o1HO oT Apyroro. HecMoTps Ha BHEIIHee CXOACTBO, OHU
ryGOKO BHYTPEHHE MOTYT OTJIMYATHCS OHO OT APYTOTO.
YacTo HyKHBI OBIBAIOT CIIEINAIbHBIE CPEACTBA HAYUHO-
ro aHajM3a AJIs TOro, YT0ObI MOHATH (DEHOTHIINYECKYIO
OJIMHAKOBOCTDb, BCKPBITh TI'€HOTUIIMYECKUE Pa3JIHYKS,
TeHOTUITMYECKYIO TPUPOLY KaKIOTO M3 HTHX IPOIlec-
coB. Bor B 9Tux ciydasx HysKeH HAyIHBIH aHAJIU3, T. €.
YMEHHeE 32 BHEITHUM BUIOM ITPOIIECCa BCKPBITh €I BHY-
TPEHHUN COCTaB, €r0 BHYTPEHHIOW MPUPOLY, €ro TPo-
ncxoxzaenne. /Ipyroil ciaydail 3akaodaeTcss B TOM, YTO
YaCTO MBI OIIEPUPYEM TAKUMHU IIPOLIECCAMU, IPOUSBOLUM
Takue JeUCTBUsL, KOTOPBIE YK€ OMEPTBENH, T. €. KOTO-
pble MpojeIalu O4eHb J0JIr0e UCTOPUYECKOe PAa3BUTHE
U IIPEBPATUIIMCH B KAKYIO-TO OKAMEHEJIOCTb, 1 JJIsl TOTO
4TOOBI BCKPBITh IPUPOIY ITUX IPOLECCOB IPUXOIUTCS
OISATh-TaKW MIPOBECTH CJIOKHBII aHaI13 dTUX OKameHe-
JIOCTEH, BCKPBITH UX COCTaB.

Bor aBa ciryyast, T/ie pUXOAUTCST IPUMEHSTh aHAIN3.
Jla u BooOiie, Kak o011ee MOJI0KeHHe MOKHO 3/1eCh IIPU-
3HATh TO METOIMUYECKOE MOJIOKEHUE, KOTOPOE BBIIBIHYJI
Mapke. On roBopuir: «Ecin ObI cyIHOCTD Bereil Obla
COBOKYITHa ¢ (DOPMOI UX BHEIITHETO MPOSIBJICHUST, TO BCSI-
Kast Hayka Obliia Obl usuinHeii»2 Y 1eficTBUTE/IbHO, eclIn
ObI (heHOTUIIMUECKK Bely ObLIM Obl TEMU Ke CaMbIMU,
YeM OHM SABJIAIOTCS FeHOTHIIMYECKH, T. €. eCJId Obl BHEII-
Hee TIPOsIBJICHUE Bellleld, KaK UX MOKHO BUICTb KaKIbIN

JICHb, JCHCTBUTEIBHO BBIPAsKAIO OBl UCTUHHOE OTHOIIE-
HIIe 9TUX BeIei, TO, CIPAIUBAETCS, ISl 9eTo Obl TOT/Aa
Obiia Hayka? Torja Halid OTHOIIEHWs, OIBIT HAIIEro
MOBE/IEHsI, TPOCTOE HAOJIOJIEHIE 3aMEHIIIO OBl BIIOJIHE
HayuHbII aHauu3. Bee TO, 4TO Mbl Buean Obl, TO camMoe
cocTaBuJIo ObI IPEAMET HALIEro Hay4HOro sHanust. Ho Bes
TPYIHOCTD TIO3HAHUST 3aKJII0YAETCST B TOM, YTO CaM arlfa-
paT Mo3HaHUsI OPraHM30BAH TaK, YTO CYITHOCThb BelleH,
T. €. ICTUHHOE, HACTOsIIIIee COOTHOTIIEHUE UX U (DOPMBI UX
BHEITHETO MTPOSIBJICHNST HE CBOKYITHBI, M TIO3TOMY HY>KHO
AHAJTM3UPOBATh Te TIPOIECCHl HAYYHOTO WCCJIE0OBAHUS,
IIPY TIOMOITIIN KOTOPBIX 32 BHEIIHEH BUANMOCTBIO BEIIei,
3a BHeNTHel (hOPMOI MX TPOSBIEHUST BCKPBIBAETCS WC-
TUHHOE OTHOIIIEHNeE, JieKalllee B OCHOBE 3TUX ITPOIIECCOB.

B mcuxonorum, B meTCKON B YaCTHOCTH, €CTh TPHU
cJyvast, Ipy KOTOPBIX ITPUMEHeHNe TaKOTO aHaIu3a sIB-
JISIETCSL COBEPIIEHHO HEOOXOAUMBIM. DTOT CIyYail s BaM
Ha3bIBAJ, 9TO TOT CJy4ail, KOrjla Mbl UMeeM (PeHOTUITH-
YECKU CXOJIHBI MTPOIIECC, 2 32 HUM CKPbIBAIOTCS T€HOTH-
MMYECKU Pa3JIMYHbIE TTPOIECCHl. ITO OCHOBHOU cirydait
JUIST JIETCKOM TICUXOJIOTUU TIOTOMY, YTO OH €CTh 4YacTh
r[eHeTnuecKoli| TICUXOJIOTUN, T. €. PAaCCMAaTPUBAETCS B
CBOEM Pa3BUTUM.

[pyroii ciyyaii, 4TO OKaMEHEJIOCTb BHEIIHETO 110Be-
JIeHUsT (3TO TaKOU TMPOIiece, KOTOPBIHM BCAEACTBUE IJTMH-
Helero (pyHKITMOHUPOBAHUS OMEDPTBEN) COBEPITAETCS
y’Ke B MUJIJIMOHHBIN pa3, OMEPTBEJ WU MEXaHU3UPO-
BaJCs, T. €. IO TaKOI CTEMeHU MOTEPSI CBOU MepBOHA-
YaJIbHBIIA 00JIMK, 4TO CBOEH BHEIIHE [IPaKTUKON He To-
BOPHUT HMYETO O CBOE BHyTpeHHel mpupojie.

st wurarer: Boizomekuii JI.C. Tpetbst neximst. DeHOTHITIYECKOE U TEHOTUITNYECKOE B IICUXOJOTHYECKUX MTpotieccax //
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W, nakonery, Tpetuii ciaydaii, KOTOPBIN JIOMOJIHSIET U
3aMBIKaeT 9T J[Ba CJIydasi, — 9TO, KaK MbI 3HaeM, oOpar-
HOe sIBJIEHUE: KOT/Ia TEHOTUTTNYECKH PA3JTUYHbIE POIIeC-
CBbI, KOTOPBIE MBI PaCCMaTpPWBaeM KaK COBEPIIEHHO Pa3-
JIMYHBIE TIPOIECCHl, QYHKITMOHUPYIOT KaK COBEPIICHHO
onMHaKoBble. Takoro poza MpoIeccoB TOJHA AETCKas
rcuxoJiorus. Sl Bo3bMy camblii IPOCTOM puMep. ITO TO,
YTO B TPAAUIIMOHHON 9KCIIEPUMEHTATBHON TICUXOJIOTUN
Ha3bIBAETCST BHUMAHUEM IPOM3BOJBHBIM U HENPOU3-
BOJIbHBIM. [ €HOTUITMYECKN 3TH JIBA MTPOIECCA PA3TUIHBI.
MbI 3HaeM, uTo y peOeHKa B Hayaje PasBUTO HEIPOM3-
BOJIbHOE BHUMAHUE, 3aT€M Pa3BUBAETCS] BHUMaHUeE MPO-
M3BOJIBHOE, U Mbl 3HAEM, UTO ATO MIPOIECC, KOTOPbIN J10-
cTyIeH pebGeHKy paHHero Bospacrta. Mbl 3HaeM, 4To OHO
zieJio pebeHKa 3aCTaBUTh CaMOro 0OpaTuTh BHUMaHKE Ha
HEMOCPEACTBEHHbBIH TIPEMET, JAPyroe Aejao — pebeHKy
3aMHTEPECOBATHCS MPEAMETOM, KOTOPBIH caM 1o cebe
[IPUBJIEKAET BHUMaHIE peOeHKa.

[Mcuxomorust — 1 0ObEKTUBHOE HAGJIOEHIE W 9KC-
MEPUMEHT — YCTAHOBUJIN TJIYOOKOE TEHOTHUITMIECKOE
pasyanyre MeX1y BHUMaHUEM ITPOU3BOJIBHBIM U HEPO-
U3BOJIBHBIM. J[0CTATOYHO CKa3aTh, YTO OTOOP YMCTBEHHO
OTCTAJIBIX JieTell, 0COOEHHO JieTeli OTCTANbIX B IIIyOOKOI
CTeleHHU, Mbl [IPOM3BOANUM, TJIABHBIM 0OPa3oM, HOJIb3Y-
SICh ATUM TIPU3HAKOM HApACTaHWsI WJIM HE HapacTaHUs
ATOTO BHUMAHUSL. JKCIEPUMEHTAJIbHAS TICUXOJOTHUS
cyMeJia TI0Ka3aTh JaJjbllle, 4TO T J[BA TEHOTUITHIECKHT
PasJINYHBIX TIPOTIECCa, MOSBISIONIUECS B Pa3inIHOE
BpeMs1 y pebeHKa, HapacTalollie ¢ PasjinIHOW MHTEH-
CHUBHOCTBIO, PYHKITMOHUPYIOT OJJMHAKOBO. M, Kak aTo
MTOKA3aJl B 9KCIIEPUMEHTAILHOM HCCIEIOBAaHUH YyBCTBA
u BHMMaHus T[uTdeHep]|, pa3 ycTaHOBUBIIEECS MTPOU3-
BOJIbHOE BHUMaHWe (DYHKIIMOHUPYET TaK, YTO €er0 HUKaK
HEJIb3s OTJIMYUTD OT HEITPOU3BOJIBHOTO. Vi1, Kak OH BbI-
paskaeTcst B CBOEM TEHOTHUITNYECKOM 3aKOHE BHUMAHUST
M 4yBCTBA: MPUYMHHOE BHUMaHUe! mepexo/iuT 1mo Mepe
poCTa U pa3BUTHSI B IPOU3BOJIBHOE, T. €. CTOUT BaM yCTa-
HOBUTbH CBOE BHUMAaHWE, KaK 3TO TOBOPSIT, TPOU3BOJILHO,
1 COBEPILEHHO HeJIb3sI yKasaTh 00beKTHUBHOIO IIPU3HAKA,
10 KOTOPOMY 3TOT HPOIECC OTIYAIC OBl B CBOEM TIPO-
TEeKaHUW OT BHUMAHUS HETIPOU3BOIHHOTO.

Taxum 06pasoM, MbI IMEEM CJIEAYIONINE TTPOOJIEMBI.
1 emte pa3 nepeunciio. O[eHOTUITMYECKH | OAUHAKOBBIE
MIPOIIECCHI, KOTOPbBIE, HACKOJIBKO MBI MOKEM 3HATH, TCHO-
TUTIMYECKU PA3JNYHBI, aBTOMAaTU3UPOBAHHBIE TIPOIIEC-

CBbI, O COCTaBe KOTOPBIX Mbl HUUETO HE MOJKEM CKa3aTh
110 BHENTHEMY TTPOTEKAHUIO; TeHOTUTIMYECKH Pa3TnIHble
MPOTIECCHI, KOTOPBIe (DEHOTUTTMYECKHU TTPUBOJIAT K OTHO-
MYy W TOMY ’Ke pe3yJbTary. BoT OCHOBHBIE TpU ciydas,
OCHOBHBIE TPU NPOOJEMbI, U3 KOTOPBIX MbI MCXOIUM.
31ech, S yKe TOBOPIII, MOKHO TPUMEHSTh HAYIHbBIIN aHa-
JIU3, T. €. HAy4HOE UCC/Ie[0BaHue, craBsiiee cebe 1ebio
He OTPAHUYHUTHCST BHEITHUM TIPOSIBJIEHUEM, A TIOTIBITATh-
CsI IPOHUKHYTh 32 BHEIIHIOIO BUIUMOCTb 3TOTO SIBJIEHUS
U TIOCMOTPETb, UTO 32 HUM KPOETCSI.

JI%, HeMeNKWil 2KCIepUMEHTaTOP, 3aHUMAIOIINHCs
ceflyac aHAIM3UPYIONIUM IKCIIEPUMEHTOM, YKA3bIBAET
Ha OIMH OYeHb MHTepecHbIi Meron. OcoOeHHOCTh Ta-
KOTO 9KCIIEPUMEHTa, MeTOAUYEeCKass OCOOEHHOCTh €ro
3aKJII0YAETCI B TOM, YTO KOIJIa MbI TprOeraeM K TakoMmy
AHAIMBUPYIOIIEMY 9KCIIEPUMEHTY, JIJIsl HAC B 00IIEeM HeT
HEOOXOAMMOCTH BCET/Ia YBEJININBATh YMCJIO0 HAIIMX Ha-
GJIFOJIEHIHT HaJl 9KCIIEPUMEHTOM.

Hano pasnnyaTh MHAYKTUBHBIN 1 aHAJIN3UPYIONUN
aKkcrepuMeHT. VHAYKTUBHBIN 5KCIIEPUMEHT, KaK BCs-
KUU TyTh HAYYHOTO TMO3HAHUS, MOJDb3YIONUUCSA 3TUM
CPE/ICTBOM, 3aKJIOUAeTcss B HAKOIJIEHMU MHOKECTBA
HabmoeHuit 1 0600IIeHN ATUX HAOMIONeHU. AHan-
3UPYIONINIT 9KCIIEPUMEHT, BBIBOSI M3 BHEITHUX (opm
WX UICTUHHOE COOTHOIIIEHNE, MOXKET, B IPUHIIATIE, OT O/I-
HOTO 9KCIEepUMeHTa, Kak roBopuT Jl[unmaH]|, mosectn
MPSMO K BBIBO/LY HAYYHOTO 3aKOHA, — U 9TO MOJIOKEHNE
He SIBJISIETCST HOBBIM [IJISI HAYYHOTO METO/la — B YaCTHO-
ctH, 17151 Metogosoruu. B crope ¢ 1168, mpusHaBasmmm
OJIVH MH/IYKTUBHBIN Iy Th, | ?|” yKasas, 4To 9KCIIePUMEHT
BKJIIOUAET B ce0st aHaIn3.

Il Toro uyToObI MOKHO OBLIO OTKPLITH MeXaHuue-
CKUI 9KBUBAJIEHT TEILJIOThI, TOT OCHOBHON (haKT, 4TO Te-
IIJIOBast 9HEPTHUSI CIIOCOOHA [TEPEXOIUTh B MEXaHUYECKY O,
He Hago ObLI0 HaOMIOAATh THICSYM MAIIUH, JOCTATOYHO
OBLIO IPOAHAIU3UPOBAT AeiicTBIE 04HOI. [locTaTouHo
ObLIO 9KCIIEPUMEHTOM II0Ka3aTh, YTO TEILJIOBAs SHEPIUsI
MOJKET TIePEeXOUTh B MEXaHNYECKYT0, TPOCIEINTh OJUH
cayyail, yToObl BhIBECTH OOIIUI 3aK0H, 6€3 TOro 4ToObI
9TOT 3aKOH TIPOBEPSTH HA THICSYE MAIITHH.

Cero/iist sI XOTeJ UBJIOKUTH BaKHOE IOJIOJKEHUE,
KOTOpOE 3aHMMAeT aHAJINU3 B AETCKOU MCUXOJI0TUn. B,
BEPOSTHO, TOHUMAETE, YTO 3TUM CAMBbIM MBI 3aTPOHYJIN
OCHOBHO#1 BOIIPOC, KOTOPBIN MBI CTABUJIN B TIEPBOIi Gece-
ne. becena onpeenuia otHolenre pocta (GU3NIECKOro

3 O «3zaxone Turuenepa» cm.: Borzomexuii JI.C. Cou. T. 3. M.: Ilenaroruka, 1983. 1. 3, ¢. 99.

1 BoamoskHO, creHorpaducTka HeBepHO ycJbliaia TepMut Tutyenepa «iepBudHoe BHUMaHe»> («primary attentions ).

5 Cyas o Beemy, peub uzet 06 Otro JIunmate, IICUXOTEXHUKE, TMOHEPE TIPUKIAAHON rcuxonoruu. OH MOKOHYNI KU3HB CaMOYOUIiCTBOM B
okTsa6pe 1933 r. u3-3a npecseoBaHUil HAIKCTOB, KOTOPbIE TPUILIKA B [epMaHiu K BIACTH.

6 Cropee Bcero numeercst B Bty Kapar IItymid, koropstii, Beseg 3a csoum yuuresem Dpaniem Bpenrano, nosaras, uro dusocodust, mo-

NOOHO eCTECTBEHHBIM HAYKaM, I0JIKHA CTPOUTCS WHYKTHBHBIM MeTOAOM. JI.C. BBITOTCKIIT OTHOCHIICS K YKMCJY CAMBIX HETPUMUPHIMBIX U [TOCTIE-
JIOBATETbHBIX KPUTHKOB «MHIYKTUBHOTO ITyTH» B ncnxosornn. Tak, B «VIcToprmueckoM cMbIc/ie ICHXOTOTHYeCKOTO KPU3Hca» OH OTMeYaeT, 4To
«... 3aCUJINE MH/LYKIIUU U MATEMATUYECKOIT 00pabOTKU 1 HEJOPA3BUTUE AHAIN3A 3HAYUTEILHO TOryOuiiu 1es10 ByHra u Beeii aKcIiepruMeHTanbHO
nicuxostoruus (Buizomexuil JI.C. Victopudecknii eMbica ricuxosiormueckoro kpusuca. Cod. T. 1. M.: [lenaroruka, 1982. C. 402).

7 3ech oiHa OyKBa HaleyaTaHa IoBepX APYroi.

8 BpiroTckuii cBouMu cjoBamu uanaraet dhopmynposry @. Jurenbca: «[lapoBast MammHa sSBUIAch yOeIUTETbHENIINM JOKA3aTeNbCTBOM
TOTO, YTO U3 TETLIOTHI MOKHO TTOJIyYnTh Mexanmdeckoe apmskerne. 100 000 mapoBbIx MammH goKasbiBam Gbl 9T0 He Gostee yOeInTebHO, 4eM OTHA
Matmuay» (Ineenvc @. nanextuka npupoast // Mapke K., durensc @. Cou. Mspanue Bropoe. T. 20. M.: Foctiosmnruspar, 1961. C. 543—544).
Boirorcknit mpusoaut ee B «VcTopuu pa3BuTHS BHICHINX IICUXUUECKUX (DYHKIINI» 711 WITIOCTPAIAN OTPAaHUYEHIH MH/YKIINHT KaK «e/[ITHCTBEH-
HO¥T 1JTM XOTst GbI OCHOBHOI (hOPMBI HAYYHBIX OTKPBITHIN», 000CHOBBIBAsK «<KOHCTPYKTUBHBII IIPUHIIUI» AHAIN3A <«Pa3BUTH TIOBEJCHUS > C TTO3U-
U1 €ro BBICIITNX, KyJIbTYPHBIX, UCTOPIYecKH pazBuBaiomuxcs dopm (Burzomexuil JI.C. Cou. T. 3. M.: [lenaroruka, 1983. C. 77).
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Borzomcxuii JI.C. Tpemvs nexuus

Vygotsky L.S. Lecture three

MEXaHM3Ma, JIEKAIIET0 B OCHOBE MOBe/CHUS pebeHKa, ¢
TEMU CJIOKHBIMUA (hOPMaMU TIOBEIECHUsT, KOTOpbIe pebe-
HOK TPHOGPETAET B IPOIECCe CBOETO PocTa. AHAIN3 CTa-
BUT cebe OCHOBHOI 3a/1a4eii BCKPBITh 9TO OTHOLICHUE,

[TosBosbTE ele OAHO METOIYECKOe 3aMedaHHe,
paHblile, YeM MEPENUTH K M3JI0KEHUIO CAMOTO OTIBITA, KO-
TOpOe S XOTeJ NPOAHAIN3UPOBATh. ITO METOIMIECKOe
3aMeUaHue 3aKJII0UaeTCs BOT B YeM: KaKMMU CPeZICTBaMU
[IPOU3BO/IUTDH HTOT AHAJIN3?

B Tom u 3aksoyaercss HanGoJIbIIAsT TPYAHOCTD TICH-
XOJIOTHHM, KpaiiHe HU3Kasl CTYIeHb, HA KOTOPOIl CTOUT
9Ta HAYKa, YTO CPEJICTBA ATOTO aHAJIN3A KpaiiHe OrpaHu-
yeHbl, KpaiiHe OenHbl. Tak HasblBaeMblil CyObEKTHBHBII
AHAJIM3, KOTOPBIM IT0JB30BATIOCh WHAYKTUBHOE CAMOHA-
GmosieHye, OCHOBHOI €ro <...>Y CTOPOHBI €CTh TO, 4TO OH,
METO/I, OITUCHIBAET, & HE aHATM3UPYET, OH KOHCTATUPYET
TOTOBBIN (haKT, TTEpPeKNBaHNE, KOTOPOE €CTh y3Koe <..>.
OH B sry4mieM ciydae faeT spko aToT ¢daxT. Ho aT0T Me-
TOJI Ha3bIBaeTCsA (DEHOMEHOJIOTUYECKUM. Bbl 3HaeTe, 4TO
KpaiiHee BbIpa)KEHUE WACATUCTUYCCKON MCUXOJOTHH Ha
armazie ceityac npuHsio Gopmy 0coboil HayKu, KOTOpast
€10 COo3/laHa U, BOBHUKHYB TI0 rpejioxkenuio ['yccepiis],
HazbIBaeTCs «(h[€HOMEHOJIOTHEH |», T. €. HAYKOI O siBJle-
HUAX CO3HaHWsI, 6e3 3aj1aull MX aHAJIU3UPOBATH, CTABUThH
B CB$I3b C JIPYTUMH SIBJIEHUSIMU U T. 1. [IpaBusibHblil cam
1o cebe MHAYKTUBHBII METOJT SIBJISIETCS TIO CBOEH TIPUPO-
ne | eHOMEHOIOTIYeCKNM | U /1T aHAIN3a He TOAXOIUT.
AHaJ13 BO3MOKEH TOJIbKO OObEKTUBHBII TIOTOMY, UTO OH
XOUYEeT BCKPBITH HE TO, KAKOT BETh KaKETCS HaM, 2 YeM OHa
SIBJISIETCST HA CAMOM JIeJTe. A 1S TOTO, 4TOODI Ha 9TO OTBE-
THUTB, HY’KHO BCKPBITh €€ 0OBEKTUBHYO CYIIHOCTb.

[Tosb30BasIach M CTapas MCUXOJOTUSA TaKUM O0b-
eKTUBHBIM cpezicTBoM? Tlosib30Basach, HO 3T 0OBEK-
THUBHbBIE CPEJICTBA OBLIM TOJBKO BCIIOMOTATEIbHBIMU
cpeacTBamu. B mpomwibiit pa3!’ g mpuBomni, KakuMu
CpeICcTBaMK TI0JIb30BaICst BuHa /st TOro, 4ToOBI pas-
JINYNTH 1Ba PEHOMEHOJIOTHYECKH OINHAKOBBIX, HO T€HO-
TUMUYECKN PA3JNYHBIX Tpoliecca. llpnem, KoTopsiit oH
MPUMEHST U K JIeTCKOI TICHXOJIOTHH.

S1 yxe ykaspiBas ombiT buma!! Han 3amoMuHaHEM
6OJIBINOTO KoJUYecTBa 1ugp. Bbl MOMHWTE, 4TO 3TO 3a-
MOMWHAHWE TPOW3BOIMJIN [[BA JINIA PA3JINYHBIX CIIO-
cobrocteit. Kak oTMauTh Ba MpOTIecca, KOTOPbIE TAi0T
onuH 1 ToT e atdexrt? OMUH 3aTIOMUHACT YeThIPECTa
YyuceJs U IPYTOH, OJUH IPU 3TOM MOJIYAJ U IPYTON MOJI-
vyas. Kak BCKPbBITh pasjinyue dTUX ABYX IIPOLIECCOB, KO-
TOpBIE 10 BHEIIHEMY BUIY OJMHAKOBBI U TPUBOIIAT K
OJIMHAKOBBIM peaysbratam? Buts nmpo6oBas Tak mocry-
naTh — OH yBemyuBas yucso 1udp. Ho aTo He momor-
70. U torma BuHa meperien K caeayonemMy crnocody: on
TIPEJIOZKIT JIJIST 3AIOMUHAHUS He GOJIBIIIOE KOJTUIECTBO
udp, a MaJeHbKOe M BBIBUHYJ CJEAYIOIee MOJIosKe-
Hue. /IBa, TOBOPMJ OH, (DEHOMEHOJIOTHIECKN OITHAKO-
BbI€, HO TEHOTUITITYECKU Pa3JIUUHbBIE CIIOCOOBI 3alIOMITHA-
HUSI, JIETYE BCETO MOTYT ObITh 06C/Ie[0BaHbI 00bEKTHBHO

9 HeGoIbIIION MOMYCK B CTEHOTPAMME.

[PH 3AMOMUHAHUY HE JJTHHHOTO, HOJBIIIOTO MaTepuaia,
a MajieHbKoro. VIMEHHO TTPH 3aTIOMITHAHUU CEMU-, BOCh-
MU-, HHOT/IA TIATU3HAYHBIX YHces. ToT, KTO 3armoMuHa
HETIOCPE/ICTBEHHO, — 3alTOMWHAJ, B YaCTHOCTHU, MBICJIH
[#] coBa, — mesan 31O GBICTPEE, YEM TOT, KTO 3alIOMU-
HAJ 3TO MHEMOTEXHUYECKH.

[MousiTHO, YTO 3aIOMUHAHNE MHEMOTEXHUYECKOE Ye-
TBIPEX—IATU3HAYHBIX YUCETT 3aliMeT BpeMeHU OOJIBIIIE,
YeM HEIOCPEACTBEHHOE 3alloMuHaHue. Takum oOpazom
JIOKA3aHO, YTO MMEHHO HAa MAJIeHbKOM MaTepuajie [0-
CTATOYHO yKa3aTh OOBEKTHBHYIO PA3HUILY BO BPEMEHH
peaximu. Bel camut BuiTe, 10 KaKkoil CTEIIEHU 3TOT CUET
MAJIeK OT OOBEKTUBHOTO aHAINM3a. ITO TOJBKO CHMIITO-
MBI, KOTOPbIE TTO3BOJISIOT Pa3inyaTh, KAKOTO poja ObLI
IpoIlecc B OZIHOM M APYyToM ciydae. Hamo oTBeTHTH Ha
BOITPOC: KaKOBa Jke ObLTa MCTUHHAS CYIIHOCTH IIpoliecca
B OJJHOM M TOM ke cirydae? Ha ato takoit <..>, 00bek-
TUBHBIN MTOIXO0JI OTBETUTD HE MOKET.

[To3BoJsibTe BaM TPEJIOKUTH APYTOi IPUEM, OTHO-
CATUICAT HETTOCPEACTBEHHO K TOH METOANKE, KOTOPYIO
s M3JIaraj U KOTOPasl MOKA3bIBAET, KAKUM IIyTeM HUJIET
0OBEKTUBHBIN aHAIM3 IEeTCKOI IIcuxonoruu. S mpemia-
raio pebeHKy ciIokuTh 7 mioc 8. PebeHoK cKiajibiBaer.
Yo aro 6yner? Kak npoucxoaur stor npoiecc? Pebe-
HOK Jaer orseT, yto Oyner 15. 5 umero apudmeruye-
CKYIO OTIEPAITHIO COBEPIIEHHO 0COOYIO, C PE3YIBTATOM,
MTOHATHBIM [ [ eHOMeHoIoTYecko | mpaktuku. Pe-
GeHOK pHUIIes K ToMY, 4To 7 Ttioc 8 paBHstercst 15. Kax
MPOAHAIIM3NUPOBATHL ATy omnepanuio? Ha ato MeToamka
9KCIIEPUMEHTA /IaeT OTBET: 9TOT aHAJIN3 HEBO3MOXKHO
BCKPBITh MHAUE, KaK IIPHU MOMOIIM BHENTHUX CPE/CTB.
IpescraBbTe cebe, UTO 5T TAK OPTaHU3YI0 ONBIT. S mpe-
jarato pebeHky He <...>!?

Ecin 51 B akcriepuMenTe M3MEHIO BHEITHIE YACTU U
NPEJIOKY OAHOMY PeGeHKY CJA0KUTH 7 mojioc 8 Tak,
a apyromy 7 mioc 8 Tak, s IOoJIydy Te jke cambie 15 B
oboux caydasx. D[enomenonormyecku] mporece Gy-
MET TPOTEKATh B 00OWX CJAYYAAX OJMHAKOBO, HO sI yiKe
IEPXKY B CBOMX PyKax OObEKTUBHbBIE CPEICTBA, TIPH TIO-
MOII[H KOTOPHIX PeOEHOK COBEPIIIIT 9Ty Olepalinio, ITH
CPEICTBA S MOTY aHAJIM3UPOBaTh. U, anamuanpys, mpo-
BEPSITDH TI0 BHEITHUM TIPU3HAKAM, YTO B OJTHOM W JIPYTOM
carydae peGEHOK MOCTYITI Pa3InaHO. ITH JiBa Ipolecca
MIPOILIN B 3TUX CJIy4asdX pa3iandHo. B oHOM cirydae BbI
3aMeTuTe, YTO PEOEHOK MMeJ PA3JIOKEHHBbIE 5 U, CJie-
JIOBATEJIbHO, €Ie D, U ellle D U, CIeL0BATEIbHO, MOXKET
3amucarh Kak 3 — 5. B gipyrom caydae pebeHOK 10/KeH
nosyuutb 15. On fgospken ObLI UATH HE TEM MyTeM, KO-
TOPBIM II€J TIePBBIiA. YTO TTOKa3bIBAET IICUXOJIOTHYECKOE
HCCJIeIOBaHNeE ATUX caydyaeB? OHO OKa3bIBAET, UTO ATH
IBa (| eHOMEHOJIOTHYECKIX | TIpolfecca pa3inJaTcs 110
BPEMEHH, UJIH 110 KOJIMYECTBY OMIMOOK, UTO OJ[IH 13 DTHX
MIPOIECCOB HA U3BECTHON CTYTIEHN Pa3BUTHS AT MEHD-
Iee KOJUUYECTBO ONUOOK, APYroit — GoJbliiee Konde-
CTBO OMMUGOK.

10 QueBnaHO, MEK/LY ATOI JIEKIIUEN U IPEIBILYIIEN COCTOSAIACH KAK MUHUMYM €Ille OJHa.
" Buizomcexui JI.C. K Borpocy 0 KoMIieHcaTopHbIX mpoieccax B pasputin. Cou. M.: ITeparoruka, 1983. T. 5. C. 122.

2 Crpoka He 3aKOHYEHA.
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Hakowner, u aTo camoe BakHOE, OIIBIT TIOKA3bIBAET,
4TO OHU BOOGIINE pasiudHbl. S ceffuac MOsSICHIO, 4TO 9TO
3HAYUT. AHAIM3 MPOCTOM, 371eCh PeOEHOK 3amUCHIBAET
CBOH pesyJibrat, 3/ech peOEHOK TPOU3BOAUT Tak — <5,
5, 5», OH HpsAMO 3amuchiBaeT «3—>5». Takum oGpasom,
pebEHOK 3/1eCh 3aMUCHIBAET PE3YJIbTAT PAHbIIE, & TOTOM
€TO TIOJICYUTHIBAET. JAIOMHUM 3TO. 3alKChIBACT PaHb-
1re, a MOTOM TOICUUTHIBAET. A 3/1eCh peOEHOK TTOCTYIIAeT
0OpaTHBIM IIyTeM, OH paHbIie 7 TI0C 8 J0JIKEH COCUU-
TaTh, CJIOKHUTD, MOJTYIUTH 15 M MMOTOM MPOYECThb. 3/1€Ch
OH pambllle TTOICUYNTHIBAET, a TIOTOM IPOYUTHIBaeT. [e-
HOTUIIMYECKOE PA3JIIUNe ITUX ONePaIiil — BOT BbIBO,
KOTOPBIIT IeJTaeT COBPEMEHHAs eTCKAs TICUXOJIOTHSI.

Yro man stot meton B apudmernke? Takoil BBIBOJ,
YTO Ha ONpe/eJIeHHON CTYNeHN Pa3BUTHsI, IMEHHO KOT-
12 peOEHOK OBJIAJIEBAET JABYMSI IE€CATKAMI, TeHOTHITHYE-
CKHiT 3TOT c11ocob yist pebeHKa SBIsieTcst OoJiee JIETKUM,
4yeM 3TOT cueT. VIHaue TOBOps, /iBa Tpoliecca, KOTOPbIe
([enoTunMUECKN| OKA3BIBAIOTCS OJMHAKOBBIMHU B 3aBU-
CHUMOCTH OT TOTO, YTO MbI ux <..>'® rpyire reHorunu-
YeCKH PA3IMYHbIX B IIEJIOM psific TPU3HAKOB. B ogHOM
cJlydyae 32 HAC CUUTAET JECATUYHAS CUCTEMA, & MbI [IOTOM
MIOJIBOIUM Pe3YJIbTaT, OJCYUTHIBAEM €r0, B IPYTOM CJIy-
Jae 110CJIe/JOBATEIbHOCTD OTIEPAIIH <...> FeHOTHITNYECKI
oKkasbIBaeTcst MHOI. OJHA olepaliyst CBOMCTBEHHA TOTIA,
KOT/Ia MBI OBJIAJIeBAeM JECSITUYHON CHUCTEMOH, npyras
orrepaIysi MOKeT TIOSIBUTBCS Y YeJIOBeKa, KOTOPHIH ele
ATOU CUCTEMOIT He OBJajies1. BoT mpumep 0CHOBHOTO CTIO-
coba, KOTOPBIM MbI OyJIEM UTH B 9TOM BHEIITHEM aHAJH3E.

Temnepnb T0O3BOJIbTE TIEPENTH K HETIOCPeNCTBEHHOMY
aHATN3Y TPEX OCHOBHBIX CJIy4aeB, KOTOPbIE S HAMETHUJI
€ caMOro Havaa.

[lniga wavasma T1O3BOJIbTE B3SATh CAMBIN TPYAHBIH,
CaMBIil CJIOKHBIA caydail. DTo mpobiemMa peakuuym —
06BIKHOBEHHAS TTPOGJIEMa PEaKI[K, KOTOPas sBJAETCS,
Kak Bbl 3HAaeTe, OCHOBHOU (DOPMOIiT HAIIETO MMOBeNeHUs
BoOOGIe. BBI 3HAaETE, UTO TaKOE MCUXOTOTHYECKAST Peak-
st Kak oHa 06BIYHO MPOU3BBOIUTCS B 9KCIIEPUMEHTE.
[Tpu sKkcnepuMenTe aeTcs MHCTPYKIIMS: KOT/A THI YBU-
JIUTID, YTO 3AKKETCS JIAMIIOUKA, ThI IOJKEH Ha)KaTh Ha
KJTI0Y. 3a’KUTAeTCs JIAMTIOYKA — OH HAKUMAeT Ha KJTOU.
Mpbr mMesid BpeMs OT TIOSIBJIEHUS Pa3APAKUTENS 0 OT-
BeTa — peakinu. Takoe UCHbITaAHNE C BULy HATOMUHAET
MICUXOJIOTHYECKY 0 PEAKIINI0, OOBIKHOBEHHYIO U XOPOIIIO
U3BECTHYIO Ceifvac 1o cBoemy (hu3noI0rnIecKoMy Mexa-
HU3MY, — TIpoliecc ycoBHOro pediekca. Hecomuenno u
3/1eCh BBl UMeETe YCIOBHYIO CBSI3b MEXKY PasapakeHu-
€M ¥ OTBETHBIM JIeiCTBUEM, HO NICHXOJIOTNYeCKast Peax-
IUs1, B CMBICJIE TTPOIIECCA CBOETO MTPOTEKAHUS, COIEPIKHUT
B cebe (hU3NOTOTMIECKUH MEXaHN3M, B OCHOBE CBOEH OT-
JIMYHBIH OT MeXaHW3Ma yCJIOBHOTO pedeKxca.

OjtHaKO ecTh 1eJIBIH Psiji OGBEKTHUBHBIX 0COOEHHOCTEN,
KOTOPBIE TIO3BOJISTIOT OJIMH W TOT JKe TIPOIIECC PA3IniaTh
1o ux <...>. Oco6EeHHOCTD, KOTOpasi COCTaBJIsIeT OTHOILLIE-
HUe MEK/LY peakiieil u pediiekcom, 6oJiee CI0KHAS, 4eM
HTO MOJKET TIOKA3aThCs 110 (b eHOMeHo 0T IYecKOMY | 00b-

13 OcraBiero ITyCTOE€ MECTO [[]II/IHOI>'I OKOJIO ITOJIOBUHDBI CTPOKH.

ACHEHUIO TOTO U Ipyroro. KakoBo aTo pasdiinyue 1103B0JIb-
Te paHblIle BCEIO YCTAHOBUTD.

Bor 1nepBoe otrinymMe 4Ype3BbIYAWHO — BasKHOE.
IkcrepuMenT|abuble| uccaepoBanust buwa, 1. u ap.,
MTOKA3aJIH, YTO JIJIT YCTAHOBJICHUS YCJIOBHOTO pedierca
y uesioBeka 1 pebeHKa paHHETo Bo3pacTa (hakTop cojei-
CTBMS TaK ke BbIpaboTaH. TOT yCIOBHBINA pedieke sB-
JIETCS OTBJICUEHUEM COCPEIOTOUEHNS, KaK BBIPAKACTCS
buna, niu, nnave roBops, OTBIeYEHIEM BHUMaHWSA. YeM
MeHbIe y pebeHKa BHUMAHUS 110 OTHOIIEHHWIO K OCHOB-
HOM omepaiuu, K 3TOMY CJI0KHOMY Pa3ApakKUTEJIO, TeM
yllayHee, TeM ycIlelliHee ¥ TeM CKopee IIPOTeKaeT ycTa-
HOBJIeHHE aTOTO pedhiiekca. Bol 3Haere obpaTHoe TOI0-
JKeHue IPU peakinu. Mbl 3HaeM, 4TO YeM BHUMAaTeJIbHee
pebeHoK, TeM JTydIiie MPOTEKAET MCUXOIOTHYECKAsT Peak-
nusi. Cuity aTol peakIiui MOKHO M3MEPHUTh CTENeHBIO
BHUMAHWS, ¥ 3TO IABHO JIEJIAJIOCh TaK.

Wuage roBops, pakTop BHUMAHUSA, POJTH COCPEOTO-
YEHUS, T. €. POJIb OCHOBHOU, HATIPABJISIONIEH YCTAHOBKH
npu 00pa3oBaHuK yCJAOBHOrO pedyiekca U mpu 06paso-
BaHUM TICUXOJOTHYECKOI Peakiuu, riyOOKO PasJInyHbL.
ITO BbI BEPOATHO 3HAETE U CHIBIIIAIN OObSICHEHKE TOTO,
1oyeMy paHHWH NETCKUI BO3PACT, KOTOPBIN OTJINYAET-
cst craboCThIo, |HE|TPOU3BOIBHOCTHIO BHUMAHUS, OKa-
3BIBAETCSI BO3PACTOM, OJIATOTIPUSITHBIM JIJIST BHIPAOOTKU
ycJI0BHOTO pediiekca, U BO3PACTOM, B KOTOPOM, [Kax]
CUUTAJIOCH JI0 HIOCJIe/IHEr0 BpeMeHH, HeBO3MOKHO Bblpa-
60TaTh CJOKHYIO ICUXOJOTMYECKYI0 PEaKIHio.

Takum 06pasoM, Mbl WMEEM JeJI0 ¢ TPU3HAKAMU,
KOTOpbIe HaM TI0Ka HEBO3MO;KHO MOHSATh. Ho ¢ akcrie-
PUMEHTOM ycTaHaBuBaeTcs (Gakt. VIMEHHO pPoJib BHU-
MaHUsl Pa3JnyHa B 00Pa30BaHIK OJHOTO U TOTO JK€ THIIA
noBesierust. Jlaspiine (akr, KOTOPbIil 1aBHO ObLI ycTa-
nossied B[Bynarom|®. OH cuuraer, 4To peakius mpo-
TeKaeT JIOJIbIIE, IS TPOTEKaHus CBOETO Tpebyer GoJb-
1ero BpeMeHu, yeM pediekc. ITO dKCIePUMEHTAIbHO
MIPOBEPEHHBIN (hAKT.

K sTomMy Hamo 106aBUTH MOMOKEHNE, KOTOPOE yCTa-
HOBUJ B[yHaT]: peakiiusg MOKeT CoKpalaTb CBOE BpeMsl.
Bpemsi ee mpoxoskieHus He ycTaHOBJeHO. Bbr 3HaeTe
pasymume CEHCOPHOW M MOTOPHOU peakIini, Kak TOBOPH-
JIW TICUXOJIOTH paHbllie. Ecim BHMMaHMe Hatle Harpas-
JIEHO Ha PearupyIolinuii OpraH, TO PEAKIIIS COBEPIIACTCS
ropasio ObICTpee, YeM eCJIM y HAC CEHCOPHAs yCTaHOBKA.
Ecnu BHUMaHue HampaBjieHO HAa BHEITHUN pa3apaskul-
TeJh, peaking 3ame/siennasd. [Ipu moaBeneHum BpeMeHn
peaxiug majiaet /1o BpeMeHu pediekca.

[anbie 3TH ycja0BHOE pasMblKaHUEe M 3aMblKaHue
YCJIOBHOI PeaKIMM W YCJIOBHOTO peduiekca oKasbIBa-
I0TCSL Pa3JInYHbIM. Y CJIOBHBIN pediieKe BOZHMKAET Kak
peduJiekc, Bbl 3HaeTe KaKUM IIyTeM — IIyTeM COeIMHeHNs
JIBYX PA3JIUYHBIX CTUMYJIOB, TaK UTO CTUMYJ YCIOBHBII
CTAHOBUTCSI MOCTEMIEHHO CTUMYJIOM BO30Y K AAIOIIIM 3Ty
peaxiuio. Peakius mcuxoorndeckas yCTaHaBIMBAETCS
MyTeM WHCTPYKIUU. ITO Pa3peniaeTcss paHbllie BCETO B
CMBbICJIE KOJINYeCcTBa <...>.

1 Bosmoskno, M.IT [lerucosa. Bmecre ¢ gpyrumu corpyannkamu H.M. IlenoBanoBa ona 3aHUMAIACh CCIEA0BAHUEM TOU MPOOJIEMBI.

15 Cwm.: Boizomexuii JI.C. Cou. T. 3. M.: Ileparoruka, 1983. C. 106.
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Vygotsky L.S. Lecture three

[l BocuTaHus ycaoBHOTO pediieKca Bbl JTOJKHBI
uMeTh GoJree WM MeHee JUTUTETbHYIO TPEHUPOBKY, TCH-
XOJIOTUYECKYIO PEaKIHI0 BBl YCTAHABJIMBAaeTe C OIHOTO
pasza. OGBEKTHBHO 9TO BBIPAJKAETCS BOT B YeM: €CJIH Obl
MBI XOTEJIV BBIBECTH JIBE KPUBBIE — KPUBYIO 3aMBIKAHUS
1 KPUBYIO Pa3MbIKaHUS [IJIsT YCJIOBHOTO pediekca u s
peakIiuu, — MbI 3aMETHJIN Obl, 4TO 9Ta KPUBask 3aMbIKa-
eTcs €pa3y Ha CTO TMPOIEHTOB TIPU MCUXOJIOTMYCCKOM
peakium, a npu ycJaoBHOM pediiekce — Oojiee Wi Me-
Hee ToCTeNneHHo. Jta KpuBas Obljia BIEPBbIe BbIBEIEHA
Tlopumaiikom]'S. OHa ecTh B Hallleil AKCIIEPUMEHTAIb-
HOIi JIuTeparype.

Taxkum 06pa3oM, YCJIOBHOE 3aMBIKAHWE W Pa3MbIKa-
HHUE — OIBIT, OTJINYAIONIUI OJIMH TIPOIeCC OT JIPYTOTo.
Opnnako ipu BHemTHeM, (db[eHOTHUITTYECKOM | paccMoTpe-
HUU KAa4eCTBEHHO Pa3jIMUHBbIE TPOIECCHI TPYAHO yCTa-
HOBUTD. TPYZIHO yCTAaHOBUTH, B KaKOM K€ WCTHHHOM
OTHOIIIEHUU CTOUT OJIFH MPOIECC K [PYTOMY M3 COOTBET-
cTByMomiero aHamusa. OHaKO MOKHO CKa3aTb BOT UTO:
Te MOMEHTBI, KOTOPBIE 3/IeCh 3alMCaHbl, TTOKA3bIBAIOT,
YTO pasjuyue 3jeCh HY)KHO MCKATh B T€HOTUIIMYECKOI
[mrockocTu], T. e. B cnocobax ycTaHOBKH, B criocobe
paszmpaskenus Toro u gpyroro. CrpamruBaercsi, Kak mpo-
AHAJIM3NPOBATh peakiuio. To, 4To 51 paccKasbIBAT 10 CUX
TIOpP, YKAa3bIBA€T C HE MEHBINEH SICHOCTHIO HA CTPAIIHO
HeGIaroMpUsATHBIE YCIOBHSI, B KOTOPbIE OBIBAaET TOCTAB-
JIeH caM TICUXOJIOTIUECKITH aHAIU3.

B camom gesie, o Mepe MOBTOPEHUST PEAKIIMH OHA
WMeeT TEH/ICHITUIO He YCUJIMBATDh CBOE Pa3nyure oT ped-
Jiekca, a, Hao0OpOT, CTYIIEBBIBaTh 9TO pazimune. 110
Mepe TOBTOPEHUST, PeaKiusi uMeeT OOBIKHOBEHHE TIepe-
XOANTDb B OOBIKHOBEHHBIN pediiekc. MHaue roBops, Bpe-
MsI ee TIPOTEKAHUS MAAeT JI0 BpeMeHU 0OBIKHOBEHHOTO
pediiekca, n ocobeHHOCTD ee ctupaetcst. OGBIYHO METO-
JIKA U3YYEHUsT PEAKITTH 3aKII09aJIach B TOM, YTO UCIIBI-
TYeMOMY JIaBaJIM HECKOJBKO TIPOOHBIX OTBITOB, 0OIYHO
okoJio Tpuati. K MoMeHTy Hauasia nccsenoBanus 6pa-
JIN y3Ke BBIBEPEHHBIE PEAKIINHU, PEAKITIH YCTAHOBUBIIHU-
ecsl, PeakIuy, KOTOPBIE TIOTEPSIIIN CBOE TEHOTHITNYECKOe
orsmure ot pedrekca u npuobpesn ¢feHoTunuyeckoe]
C HUMW CXO/ICTBO. VHAaue TOBOPSI, peakius B MCUXOJIO-
THYECKOM 9KCIIEPUMEHTE U3YUYaeTCst OOBIYHO MTOCJIE TOTO,
KaK OHa TIpojiesiaia KaKoii-To Mpollecc OTMUPaHUs, TIpe-
BpaTUJiach B KaKylO-TO OKaMmeHeBInyio (opmy. 3ajada
HCCIIeI0OBAHMS, CJIE0BATENBHO, 33/[a4a AHAIN32, 3aAKJII0-
YaeTcs B TOM, YTOOBI BEPHYTD 3TY PEAKIMIO K TIEPBOHA-
YAJIbHOMY MOMEHTY, K YCJIOBUIM €€ 3aMBbIKaHUs U, KaK
9TO BUIHO U3 TOTO, IPOU3BECTH ATOT AHAIH3 TIPU TIOMO-
111 06beKTUBHBIX cpeicTB. HyskHO 610 B peakiiny Haii-
TH HEYTO TAKOE, YTO HATIOMUHAIO OBI CJIOKHBIE PUMCKHE
u apabckue 1 phl, Hy;KHO GBIT0 HANTH TaK¥e BHEITHIe
CpeCTBa, KOTOPble HaXOAMJIUCh Obl B HAIlleM pPacIopsi-
JKEHUH, KOTOPbIe MOKHO ObL10 OBl [BBecTH |7 B peakinio
U TaKUM 00Pa3oM TIPOCJIEUTh OOBEKTUBHBIM ITyTEM 3TY
peaxInio, ee YCTAHOBKY M pa3Mbikanue. /[ aHammsa
peaxiuu ciejoBano Obl BBIOMPATh Takue ee (hOPMBI, TIPU

KOTOPBIX OBLIO ObI BOBMOXKHO BBEJEHUE 9TUX BHEIIHIX
CpeicTB, HEOOXOAUMBIX JJIsl OPraHU3aIK 00bhEKTUBHO-
IO AKCIIEPUMEHTA.

A Korjia Mbl B TIOBEJICHUM TIPHOEraeM K 9THM BHEII-
HUM cpefcTBaM? Tor/a, Kora u3 STUX BHENTHIX CPEJICTB
MBI MOXKeM pemuTh 3amady. CrenoBaresbHO, HYKHO
OBLIO TaK 3aTPYHUTH BTY JIETKYIO 33/1a4y, YTOOBI TICHU-
XOJIOTHYECKasT Peakifus 6e3 BHEITHUX CPEICTB He MOTJIA
OCYIIECTBUTHCS, U TO BCE OCYIIECTBIISIETCS TIPH TTOMO-
MM CJIOKHON peakiyu BhIOopa.

Cu05kHOM peakiueil BbIbopa Ha3bIBaeTC B 9KCIIEPHU-
MEHTAIBHOM TICMXOJIOTUN TaKasl OpPraHu3aliust IKCIepu-
MEHTA, TIPU KOTOPOI UCITBITYEMOMY JIA€TCSI MHCTPYKITHUST
Ha KK/l OT/AENbHBIN pasmapaskutesb. Ckaxem, Ha
KPaCHBII I[BET — pearupoBaTh OOJIBIIUM IaJbIlEM, Ha
CHHUH 1IBET — yKa3aTeJbHBIM, HA 3¢JIeHbII — Ge3bIMsSIH-
HBIM U T. I. 3aTeM B GeCIOpsIKE TTOSBIISIFOTCS BCE TH
pasapaxkuresnu. Kak ucrbITyeMbiii Gy/ieT, Kak OH JT0JIKeH
pearnpoBaTh BCEMHU JIECATHIO TasbllaMu? Beb oH 1071
JKEH PearrpoBaTh HA KAKIBIN Pa3 OTAETbHBIM HAbIEM.
Kak on Oyzer arto gesnarh?

Orciofia MBI MOKEM BBIBECTH CJIEIyTOIIee: Mbl Ha3bl-
BaeM 9Ty PEaKIMio CJOKHOW peakiueil Bbibopa. DTOT
MICUXOJIOTUYECKU I OKCIIEPUMEHT YCTaHABIMBAET /IBA 3a-
KoHa. IlepBblil 3aKOH TaKoM, 4TO peakius BbIGOPaA IIPO-
Tekaer GoJiee JIJIUTETbHO, UeM peakiusi OObIKHOBEHHa,
npocrast. J[pyroil 3akoH TaKoii, uyTO peakiys BbiGOpa
TEM JIOJIbIIIE OTHUMAET BPEMsl, ueM OOJIbIIe KOJIIECTBO
pasapakuTesiei, u3 KOTOPBIX HAA0 MPOU3BECTH BBHIOOP.
Opnako uccnenosanust T[utuenepal'® mokasamu, 4To
[IPU U3BECTHBIX YCJIOBUSAX PEAKIHSI BBIOOPA MOKET TIPO-
TEKATh He MeJ[JIEHHee, YeM OOBIYHAsT PEAKI[Hs, a HHOT/IA
nporekaer u OpicTpee. Jlasblie OHK II0Ka3a/Id, YTO peak-
111 BBIOOPA MHOIA He HOAYMHSAETCS BTOPOMY 3aKOHY.
WNuaue ToBOPSI, 9TO YUCIO pAs3ApaKUTENEN, U3 KOTOPHIX
MbI MOKeM BbIOMpATh, MOKHO YBEJIUYUBATh, 4 CaAM BbI-
60p He Gyner oTHUMaTh GoJiblie BpeMeru. O6a 11 3a-
KOHa OBbLIM 9KCIIEPUMEHTAJIBHO MOABEPIHYTHI IPOBEPKE
1 ObLJIO YCTAHOBJIEHO, YTO B CAMOCTOSITE/IbHBIX CJIyYasix
9TH 3aKOHBI IMEIOT UCKITIOUEHUSI.

Jlambie, TIPOU3BOIsT (b eHOMEHOTOTIYeCKHiT|, CyOB-
EeKTUBHBIN aHAJIU3 TOTO, YTO TIPOUCXOUT C YETOBEKOM,
KOT/[a OH TIPOU3BOJIUT 3Ty PeakIiio Bbibopa, T[urueHep|
U JIPyTHe aBTOPBI MPUIILIA K BBIBOY, YTO UCIIBITYEMBbIit
npu peakuuy He Bbibupaer. OH IIPOU3BOAKUT KaKyIO-TO
oreparuio, Ho HUKaKOro MOMeHTa BbIGopa 3/1eCh He IPOo-
HCXO/INT.

Otcioza u ob1ee MOJIOKEHe PeakIy Bbioopa. Mbl
JIeJIa€M UTO YTOIHO, TOJIBKO He BhI6OP. BhIOOPOM MOKHO
3TO Ha3BaTh TOJBKO MO BHEITHEMY JIOTHYECKOMY CTpOe-
HUIO pasfpaxkuTeseil u ctuMyioB. Ho Bezib Kax/iblil pas-
NIPAKUTEh HETIOCPE/ICTBEHHO CBSI3aH WHCTPYKIIMEH €
OTIPE/IETICHHBIM JIBUKEHUEM, |, CJIeI0OBATEbHO, MOMEH-
Ta /i BbIbopa Her.

31ech g X04dy yKaszaTh Ha 00I[yl0 0COOEHHOCTh
cyObeKTUBHOTO aHain3a. HacKoJbKO eMy HeJb3st J10-

16 Boizomckuii JI.C. Tlamsith u ee paszsutie B ieTckoM Bozpacte. Cou. T. 2. M.: Tlemaroruka, 1982. C. 388.
17 311ech OCTABJIEHO MECTO JIUISI OJIHOTO CJIOBA. B CJIey101IeM IPeIsIosKeH I TOBOPUTCS O «88e0eHUY HTUX BHEITHUX CPE/ICTBY.
18 Cm.: Boizomexui JI.C. Cou. T. 3. M.: Ileparoruka, 1983. C. 102 u nanee.
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BEPATh B MOJOXKHUTEIHHOM, HACTOJBKO MOXKHO JOBeE-
PSATh B OTPHUIIATETBHOM. Ecii 3TOT aHA/IN3 TOBOPHT, YTO
(| enHomeHOTOTTYECKY | HE TPOMCXOAUT HU TOTO HU JIPY-
rOTO, TO 9TOMY OTPHIIATETLHOMY BBIBOLY MBI MOJKEM JI0-
BepsITh B mpeziesiaXx (| eHOMEHOIOTHUeCKOTO| 00bsicHe-
HUSI, 4TO TAKOE-TO U TAKOE-TO SIBJIEHUE He HAOJIOaeTCs.

B peaxiiu Bei60opa Mbl He BoiOHpaeM. UTo e MBI Je-
smaeM? UTo e IIPOUCXOIUT, KOT/IA HAPSITY CO CJAOKHBIMU
Pa3ApAKUTENSIMU [OJDKEH PEArupoBaTh Psifi CIOKHBIX
JIBUYKEHUI?

OtBeT Ha 3TO JaeT JeTckas Tcuxosorust. Vssect-
HO, YTO 3aKOH PEAKIUU BbIGOPA B OTHOUIEHUU JIETCKON
MICUXOJIOTHU  (DOPMYJIPYETCST TaK: Peakist BhIOOpa
CTAHOBUTCSI IOCTYTHOM pebeHKY He Mo3/IHee TEeCTH JIeT.
3areM KpuBas pasBUTHUSI peakiuu Bbibopa pebenka 06-
PaTHO COTPUKACAETCS C KOJUYIECTBOM PasIpakKUTeIel,
13 KOTOPBIX JI0JIKEH ObITh TPOM3BEICH BHIOOP.

B kaxmom psizie, cCaMTAIOCh HA OCHOBAHUU KCIIEPU-
MEHTAJILHOTO MCCJIe/[0BaHs], peOEHOK TIPOU3BOIUT BbI-
60p U3 IBYX—TPeX CTUMYJIOB. B ciretytonieM orbite OH
[aKCcnIepuMenTaTOp | HAUMHAET YBEJIMUUBATH KOJIUYECTBO
ATUX CTUMYJIOB TocTenienHo. VccienoBamie mocTaBuio
cebe 3aj1aueil aHAIN3 PEAKIIUU U aHAJIN3 PEAKITUU BBIGO-
pa. OHO HAYaIOCh C HU3ILETO BO3PACTA JIeTel TPEX JIET, C
ZieTell, y KOTOPBIX TICUXOJIOTHYECKAsT PEAKITHS TIPE/ICTAB-
sset coboil 3aTpyaHeHne, U T/ie PeakIus BLIOopa 0co-
GEHHO CJIOJKHA, ¥ TJIe TIPUOETaTh K BHEITHUM CPE/ICTBAM
6bLI0 HEOOBIKHOBEHHO TPY/IHO.

[TepBoIil pe3yabTaT 3aKIOYAICS B TOM, YTO TIPH TIO-
MOIIY OPTAHU3AIMHN U3BECTHBIX BHEITHUX CPEICTB OIOC-
PEICTBOBAHHAS | MU | PEaKInst BRIOOPA yCTAHABIMBAECTCSI
u (pyHKIHOHUPYeET y peOeHKa BYX JIET TaK JKe, KaK OHA
(hyHKIIMOHUMPYET Y B3POCIOTO Yesoseka. Ecim Bbr peben-
Ky JIByX JIET TIPEJJIOJKUTE PearupoBaTh HA ATy CTOPOHY
MIOJIHTHEM OTHOI PYKH, & Ha 9TY CTOPOHY — JAPYTOI, JIN
pearupoBaTh Ha KapaH/AII [OJHSTUEM HOTH, a Ha Iepo —
TIOZIHSITUEM PYKH, TO 9T PEAKIINS Y I€BOYKH JIBYX JIET MO-
KeT GBITh MCCIEOBAHA, €CIU BbI PACUJICHUTE BHENTHITH
IyTh OT CTUMYJIA K COOTBETCTBYIOIIEMY ABMKeHuo. Ecimn
BBI TIOJIO’KUTE OKOJIO OZIHON PYKH TIPEIMET U MHCTPYKIIN-
eif CBsIKeTe ero, TOT/[a 9Ta Peakins y peOeHKa TPOTEKaeT
COBEPIIEHHO KaK Y B3POCJIOTO 4esioBeka. [Iporie roBops,
€CJIM BBl MOCTYMUTE CJIEAYIONMM 00Pa3OM: €CJIi BBI 110-
JIOKUTE OKOJIO PYKU B OHOM CJIydae JIUCT OyMard, a B
NIPYTOM CJly4ae, CKasKeM, KJIIOY, eCJId Bbl TEIePb yCJOo-
BUTECH, YTO KOT/IA BbI IIOKAKETE KAPAHJIAIl, OHA [OJKHA
MIOJIHSATD PYKY, & KOTJIA BbI € TIOKaKeTe, CKaKeM, Ha Tepo,
OHA JIOJIXKHA MOJHSTH JAPYTYIO PYKY, TO BOBHUKAET CBSI3b
sroro. Vi BBI eif Tipejiaraere CBsI3aTh CJACAYIONM 00-
PasoM: KapaHJAIll — HA/I0 MOAHATH Ty PYKY, TA€ JEKUT
Gymara, Tlepo — Ty PyKy, T7ie JexkuT kiiod. [lepo 1 Gymara
SIBJISTIOTCST COEIMHSTIONINM 3B€HOM MESK/LY CTHMYJIOM U CO-
OTBETCTBYIOIIEH peakiirieil. Bul BBIK/IapIBaeTe BHENTHUM
00pazoM Iy Th, HAJIAKMBAETE BHEIIHIOK CBSI3b TaK, 4TOOBI
peGeHOK MOT BCe BPeMs PYKOBOAUTHCS €r0. Takast peak-
IUsT yCTaHABJIMBAETCSI Y peOEHKA JIBYX JIET.

WNuade roBopsi, BbI 10JyYaeTe TEHOTUITMYECKYIO KPU-
Byio. To, 4TO TIPUITHCHIBAIOT BO3PACTY IIECTU JIET, TIPU

19 OcTaBIeHO Iy CTOE MECTO [UIIHOI OKOJIO IBYX CTPOK.
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BBEJICHUH BCIIOMOTATEJbHBIX CPEJICTB OKa3bIBAETCS JI0-
CTYIHBIM PeOEHKY MEKIY ABYMSI U TPEMsI TOJaMHU.

Jasbie Bbl mepexoaure K pebeHky GoJiee crapiie-
ro Bospacra, K peOGeHKy ceMU—BOCbMU JieT. Bbl paere
Takylo 3azady. Bel maere peakiio Beibopa us 10 mpes-
METOB, PEAKITNIO, KOTOPast CUNTATACH HEJJOCTYITHOM I
pebenka tmectu Jiet. OKas3bIBa€TCsT, UTO AT PEAKIIUST JJIsT
pebeHKa CoOBEPIIEHHO J0CTYIHA: PeOeHOK BbhIOUpaeT u3
10 cTtumyI0B, pearupyer Ha KasK/blli COOTBETCTBYIONTUM
JIBUKEHUEM [1PU cobmoeHnu COOTBETCTBYIOIIUX YCJIO-
BUit. Ecin BbI MEXKTy CTUMYJIOM 1 pEaKITHei TPOJIOKUTE
BHEITHUI [TyTh, HATIPUMED, €CJIU Bbl 32CTABUTE PEATUPO-
BaTh Ha PsIJl KAPTUHOK HAXKATUEM KJIABUIIYM WU KJII0Ya
U T. I, €CJIU BbI IIPH 9TOM 3acTaBUTe peOeHKa Pearupo-
BaTh Ha OJIHY KaPTUHKY OJHUM CJIOBOM, Ha JIPYTYIO Kap-
TUHKY — JAPYTUM CJIOBOM WJHN APYTUM 3HAKOM, KOTOpblf/,I
pPeGEHOK MOJKET CBSI3aTh C 9TUM 3HAKOM, CO CTUMYJIOM,
€TO0 peakIus yCTaHOBUTCS cpa3y Ha 10 cTumyoB.

B nociexHee Bpemsi y pebGeHKa Tpex € [OJOBUHOM
JIET PEeAKIINs HA CTUMYJI U3 BOCBMU Pa3IpaKUTENeld, KO-
TOPYIO OTHOCHJIM K JeCSTH TojaM, Obljla HaJlasKeHa IIpu
ITOMOIIHN TaKMX BHEHNIHUX CTUMYJIOB. Kaxkasa BbIT'O/la aHa-
Jn3y moJiydaetcss pu aToM? OHa 3aKJII0YaeTCsT B TOM,
4TO Te Olepaluy, KOTOPbIE paHblle ObLIN BHYTPH, 9TU
ollepaluu Ternepb BbIHECEHBI HApysKy. PeGeHoK pemraer
ATY JKe 33j1a4y, ONePUpyst STUMH YJIeHAMU, KOTOPbIE MbI
3/1ech BbIZIBUTaeM. Terepn, KOr/a aTa orepalis BbiHece-
Ha Hapy’Ky, MBI MOXKEM ITPOAHAJN3UPOBATD, KaK HaJa-
JKUBAETCS CBsI3b. VlccieqoBaHne MOKA3bIBAET, UTO CBSI3b
3/1€Ch HAJIAKUBAETCSI YMCTO MHEMOTEXHIYECKIM ITyTEM.

B peaxruu BbIOOpa TPYAHOCTH 3aKJIHOYAETCS HE B
TOM, 4TO peOEHOK JIOJIKEH TIPOU3BECTH BHIOOP, & B TOM,
4TO B PEAKIMU BHIOOPA IPOMCXOIUT TO 3AllOMUHAHUE,
KOTOpPO€ OKasbIBaercs sl peGeHKa NOCTYIIHBIM. JTO
3allOMUHAHUE U JIaeT BO3MOXKHOCTH OCYIIECTBUTD Peak-
o BeiGopa. IIpoie roBops, yciex peakuuu BbiOopa
3aBUCHUT OT TOTO, HACKOJIBKO PeOEHKY YIaeTCsi BOCIIPO-
WU3BECTH UHCTPYKITHIO.

UccnenoBanue JleBuHa, POU3BE/ICHHOE B TIOCTE-
aue 10 JIET, ITIOKA3bIBA€T, YTO MCIIbBITaHUE, B CYIITHOCTH,
CBOJIUT PEAKIINIO BEIOOPA K BOCIIPOU3BEICHIIO HHCTPYK-
un. Y JleBuHa feio o6ctout tak: 6s110 gano 10 1seTos.
brio mpukazano Ha KaXKAbIN 1IBET pearupoBaTh COOT-
BETCTBYIONUM majibiieM. cnbityembrii Bea cebst Tak:
MOSIBJISIETCST CUHUIT KPYKOK <...>19,

31ech 4eloBeK NPOU3BOAWI HOOPOBOJIBHOE Haja-
JKUBAHKE 5TOr0 BHEIIHETO IyTH. TO caMoe Mbl HabJIo-
naeM y pebeHKa, KOTia Mbl eMy JaeM IPOU3BOIUTH Ty
JKe CaMylo OIepalvio TPU ITOMOIIM BHEIIHUX CPEJICTB.
Jlaspiiie 3T BHEITHUE CPE/ICTBA CTAHOBSITCS BCE MeHee
1 MeHee HY;KHBIMK 1 peOeHOK HaurHaeT 00X0AnThest Oes
ITUX BHEITHUX CPEACTB.

Hawm ceftaac nHTEpeCcHO BBISCHUTH COCTaB CHUJ peak-
uu. Yo Ke 9TOT SKCIHEpUMEHT Haj peakiueil Bbioopa,
KaKOH ke OTBET OH JlaeT HaM Ha BOIPOC: KaK PEaKInus
oTHOCUTCH K pediekcy? ITOT OTBET MOKHO ObLIO Obl
NpeACTaBUThb TaK: OH IIOKa3bIBa€T, YTO HAJIAKMBAETCA
9Ta Peaklys TaK TOYHO, KaK HAMTAKUBAIOTCS OOBIKHOBEH-
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HO ycJIOBHBIE pedJIeKChl, T. €. HET HUKAKOTO OCHOBAHUS
MIPeIIoJIaraTh, YTO B OCHOBE 9TOTO JIEKUT KaKOW-TO JIPY-
roil (pU3NOJIOTUUECKNIT MeXaHW3M, WJIH, KaK BhIpaskaet-
csa T[utdenep]|, kakoli-To (HU3NOJIOTHIECKUIT TTPOTIECC,
OTJIMYHBIN OT TOTO MPOIIECcca, KOTOPDIN JIEJKUT B OCHOBE
ycioBHOTO pediekca. Hao6opot, Bce BUIOM3MEHEHUST U
nedexTbl, Bce omMOKU, KOTOPbIEe 3/1eCh HaOJII0LAI0TC,
HETOCPEJICTBEHHO YKA3bIBAIOT HA TO, UTO HET HUKAKOTO
OCHOBAHWSI 10JIaraTh, YTO B OCHOBE €r0 MCIIOJIb3YeTCs
KakoH-TO npyroil mexanusM. [Haye roBops, peakius
oraryaercst ot pedJiekca He 10 cr1ocody ¢Boero GhyHK-
HMOHMPOBAHUs, He II0 CIoco0y CBOEro IIPOTEKAHUS.
Ona orinyaercs 110 c1ocody CBOeil yCTaHOBKH, CBOETO
3aMBIKAHUST W Pa3MbIKAHWST; WHAYE TOBOPS, PEAKITUs OT-
Jgnvaetcst oT pediexca He (h[€HOTUTNYECKH |, 2 TEHOTH-
nuuecku <...>%

Ita ¢BsI3b 00pa3yeTcst TAKUM MyTeM: WHCTPYKITUS U
MOBe/IeHUE UCIBITYEMOTO B ATOM CJIydae SIBJISIOTCS pe-
3yJIbTATOM, [WJH]|, KaK OHM BBIPAKAIOTCH, ACHCTBUEM
JIBYX CTUMYJIOB: [9TO] CTUMYJI UHCTPYKIIUU, CTUMYJI Pa3-
peIalonii, 1 CTUMYJI, HETTIOCPEICTBEHHO BBI3bIBAIONITNI
3Ty OTBETHYIO PEAKIIHIO.

Bbl BuuTE, 4TO aHAN3 ATOI peakIun MPUBOIUT K
TOMY, 4TO 0COOBIE JeIiCTBHA 9TOI peakuu MOTYT ObITh
0OBSICHEHBI HE CTOJIBKO €€ OTHOILIEHHEM K CTHMYJIaM,
CKOJIBKO OTHOIIIEHWEM ee K WHCTPYKIIUH, T. €. K CJIOXK-
HBIM (DopMaM HaTa)KUBAHUS 9TOM CBSI3M.

B dgem ke 3aksovaercs ata mHCTpyKIusa? Bot mo-
CJIETHUI BOTIPOC, HA KOTOPBIH HAZI0 OTBETUTD. B uewm 3a-
KJII0YaeTCss MHCTPYKIUS? EcJin BbI IPOCJIEINTE BCAKYTO
MHCTPYKIIUIO, Bbl 3aMETUTE, YTO OHA IMPOJIEJbIBAETCS B
YCJIOBUSIX TEX JK€ CAMbIX, KAKUE UMEIOTCS Y TPEXJIETHETO
pebenKa, Korga Mbl KIAZeM OKOJIO €ro JIEBOI pyKu Oy-
Mary, OKOJIo ipaBoii — kJjiod. OHa HaJIa)KUBAETCS B CJIO-
BaX B CBSI3U, KOTOPAS TOTOM JIOJIKHA OCYTIECTBUTHCS HA
JleJie, HAJIaKUBAETCST MHCTPYKITHUEN.

WNnave ToBops, BesKasg IMCUXOJOTUYECKAS PEAKITHS
3aKJIIOYAETCST BOT B YeM: HAJIAKUBAETCS BTOPAsT CBS3b,
CHAyvaJsla CJIOBECHAsT CBA3b MEXKY CTUMYJIOM M peaKIlu-
efl, a 3aTeM COOTBETCTBYIONIAS €l CBSI3b MEXKY JIBYMSI
JIEHICTBUSMIU.

WNuaue MOKHO CKa3aTh Tak: MOBe/lEHUE UCIBITYEMO-
O 1P [ICUXOJIOTUYECKON PEAKIINU 3aKJII0YAETCS B TOM,
YTO TIOBe/leHUE TPOTEKAaeT BO BTOPOM Iiane. CHauasa
WHCTPYKIIUS [JIAHUPYET, 3aT€M UCIIBITYEMbII BbITIOJIHS-
eT 3TOT c1ocod geiicTBUA. X0 9TOro crnocoba f1eiicTBUS
MIPOTEKAET COBEPIIEHHO 110 MEXaHU3MY YCJIOBHOTO ped-
JIeKCa, HO HaM OH TIPEJICTABJISIETCS OTJIMYHBIM, OH HaJla-
JKUBAETCSl CaMUM HCIBITYyeMbIM. [[pyrue akcriepuMeH-
TaJbHBIE WCCJEOBAHMUS IIOKAa3bIBAIOT, 4TO U BOOOIIE
HaMepeHHbIe JIEHCTBUS desioBeKa TPOTEKAIT 10 3TOMY
THUITY, TIO THUITy OTepaInii, YCTaHABJUBAIONINX 3aKOHbI
CBSI3U, U 110 TUITY UCTIOJTHEHWST MEXaHM3Ma, KOTOPBIH 9Ty
CBSI3b BBITIOTHSET WU OCYIIECTBIISET.

JleBuH, 06 9KCIIEPUMEHTANbHBIX PabOTax KOTOPOTO
s yyKe YIIOMUHAJ, HECKOJIbKO pa3 MPOU3BOIUI OIIBITHI,
KOTOPbIe UMEJIU 11eJIbI0 BBIACHUTDH, KAK MPOTEKAET Ha-
MepenHoe jiefictBre. OCHOBHbIE Pe3yJIbTaThl €0 OIbITa

2 JTajiee OCTAaBJIEHBI IBE TMYCThIE CTPOKH.
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MIOKAa3aJI1, YTO HAMEePEHHOE JIeNCTBUE POTEKAET TaK JKE,
Kak 1 HeHamepeHHoe. JIeBUH pazimyaeT 1Ba OCHOBHBIX
THUIIA JIeHCTBUS: 9TO TaK HasblBaeMble JIeMCTBUSI, BO3HU-
Kalolne U3 CUTYaInu, U JeHCTBUS, KOTOPBIE TOYNHEHbI
HaIeH BJacTH, KOTOPBIMY MBI B1asieeM. byiem roBopuTh
TakuMU caoBaMu. HameperHoe neiicTBre, OKa3bIBaeTcs,
MIPOTEKAeT TaK JKe KaKk M HeHaMepeHHOe.

A namucan nucbmo. Buixoky m3 momMy ¢ HaMepeHU-
eM oIycTuTh ero B amuk. Oxun cayyvaii. [Ipyroii ciy-
yail: g Wiy 1o yJuie, MHe Opocaercst B Ijla3a HHTepec-
Hasg KHUXKKA, 5 3aX0XKy U MMOKyIao ee. B ogHoM ciyyae
HaMepeHHoe eiicTBue: g caM pelrn GPOCUTH IIHChMO
B MWK, 5 3HAJ, KaK 5 MOCTYILIO. B gipyrom ciydae —
TO, 4TO JleBUH Ha3bIBAET IEHCTBUEM, BOSHUKAIOIIM 13
curyarui. S e, HU4ero He xeJjiaa, GPOCUIACH B Ilasa
KHUTAQ, 1 ee KyTIIJL.

Ectp i 37ech pasnuna? [lo-pasHoMy Jii IpOTEKaET
JleficTBIe HETIOCPEICTBEHHO YCTAHOBJIEHHOE U JIefiCTBIE
He ycraHoBjenHoe. OKa3bIBAETCs, UTO MPOTEKAIOT OHU
COBEPITIEHHO OJIMHAKOBO, HO BO3HUKAIOT OHW COBEPIIEH-
HO TI0-pasHOMYy. [€HOTUITHYECKU 9TU JIeCTBISI TIIyOOKO
Pa3JIMYHBbI.

Kak sxe onm BosHHMKaOT reHotunnyecku? I'enoru-
NUYECKH OHM BO3HMKAIOT BOT TaKKM 00pasoM. UesoBex,
CO3/IAIONNI HaMepPeHHOe JIeHCTBHUE, KaK ITOKAa3bIBAeT
McceloBalne, eciam MOXKHO TaK CKa3aTh, NCKYCCTBEH-
HO co3/1aeT OYAYIIYIO CUTYAIUIO, T. €. OH UCKYCCTBEHHO
CO3/IaeT TO caMoe, UTO TMTPOUCXOINT C UYeIOBEKOM, KOT/Ia
KHUTA 3aCTaBJISIET €T0 C/leJIaTh U3BECTHOE JIEHCTBUE.

ITpeacraBbTe cebe s1 Uy MO YIIHIE, TIOUTOBBIN SIIUK
MHE He TIoTa/lacTcs; HaMepeHHOoe /IeNCTBUE 3aKII0YaeT-
Cd B TOM, UTO S CO3/IAI0 TaKyI0 CUTYAITHIO, KOTOpas T0-
3BOJISIET MHE IPEJIOCTABUTh MOe TOBe/leHre Ha BOJIIO
Oynymeii curyarun. $1 co3aan Takoe moJoKeHune, Koraa
MOYTOBBIN SIIKK SBJISETCS A MEHS CTUMYJIOM, OOy K-
JIAIONINM UYTO-TO cj/leJiaTh. MOJKHO elle TIpolie CKa3aTh.
Bce cBoeoGpasue, BCsl yCTAaHOBKA 9TUX HaMEPEHHBIX
JIENICTBUM CBOIUTCS K TOMY, UTO YEJIOBEK JIeHCTBUTEb-
HO OTIpeJieJIsIeT caM CBOE TTOBe/IeHe Yepe3 BHEITHUE CTH-
MYJIBI, TOJTh3YSICh BHEITHUMU CTUMYJIaMU.

Wrax, st Mor ObI CKasaTh CIEAYIONAM 00Pa3oM: HC-
CJIe/tysI COCTaB PeaKIuy ITPY TOMOIIN BHETITHNUX CPEJICTB,
MBI HAXOJINM, YTO 3Ta PEAKINS MPOTEKaeT B ABYX ILIa-
Hax. MBI mMeeM omeparuio 3aMbIKaHUA 9TOU peakinu U
orepaiuio ee BoiroHeHus. Onepaius BbIIIOJHEHWS BO-
o011e CX0%Ka ¢ YCJAOBHBIM IIPOTEKAHNEM OOBIKHOBEHHO-
ro pediekca. Y CJIOBHBIE MOMEHT IPYTOH, U TO, UTO JIJI
PEeAKINU SIBJISIETCS HEOJAHO3HAUYHBIM, & CJIOXKHBIM JIEM-
CTBUEM, BbIpa’kaeTcs BO BHEITHUX MPU3HAKAX, BbIpaXka-
€TCST B TOM, UTO OHA ITPOTEKAET JI0JIbIIE, OHA 3AMbIKAETCS
1 pa3MBbIKAeTCsI ¢ OJTHOTO pasa, BBIPa’KaeTcsl B TOM, UTO
OHA TIOCTENEHHO MaJaeT 0 OOBIKHOBEHHOIO peduiekca.
ITO TTPOUCXOIUT TIOTOMY, YTO MTyTEM JJTUTETLHOTO BOC-
MATAHUS, TyTeM JJINTEIbHOTO MOBe/IeHNsT BHEITHIe Ha-
JIQKUBAIOIIME CBS3U [IEPeCTaloT ObITh HYKHBIMU U PeaK-
1S [IePEXOIUT B OOBIKHOBEHHBIN YCIOBHBINA peduiekc,
KaKUMU SIBJISIOTCS OOJIBIIMHCTBO HAIINX ITPUBBIYHBIX
JIENCTBU.
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Korma mMbr obparmaeMcst K cOCTaBY peakinii, K pas-
JINYHBIM JIBYM BeIllaM — HMCIIOJHEHNIO 3TOTO MeXaHN3Ma
n <..>%' ee MeXaHU3M, UCIIOJHEHIE MEXAHI3MA JIJIsl HAC
COBepIIeHHO sicHO. Ho 4TO MbI MOKeM CKa3aTh O MeXa-
HusMe? JIJist Toro, 4ToObI 1aTh OTBET Ha 3TOT MOCICAHUI
BOIIPOC, S IOJKEH OCTAHOBUTHCS OYEHb KPATKO HA JIPY-
TOM 3KCIIEPUMEHTAILHOM OMBITE. TOT IPYTOl dKCIIEPH-
MEHT HCCJIeIOBaHUs OXBaThIBaeT MpobjieMy BbiGopa B
cOOCTBEHHOM CMBICJIE BTOTO CJIOBA.

Kak nocrymaer deioBek, peGeHOK, KOT/[a OH JIOJEKEH
BBIOpATH M3 JIBYX WJIM HECKOJBKUX MOTHBOB OJMH? Bbl
3HaeTe, KAKOe HACTYIAET MOJOKEeHUe KoeOaHust, KOrjia
Ha Hallle MoBeleHne JeHCTBYIOT CTUMYJIbI, 3aCTaBJIIO-
IIIMe HAC JIeiCTBOBATh B PA3IMYHBIX HAMTPABIECHUSIX. DTO
MHOTO pa3 MCCJIe0BAJH, M OIATh, KaK U PaHbIle s To-
BOPHJI, CYOBEKTHBHO MCUXOJOTMYECKUI aHAINU3 MOKET
JIaTh TOJBKO 0OBSICHEHUE 3TUX TIPOIECCOB, HO HE MOKET
BCKPBITh MX HACTOSIIETO cocTaBa. OGbeKTUBHBIN SKCITe-
PUMEHT UCCIeIOBAHUS 3/1eCh BO3MOYKEH TOT/IA, KOT/Ia MbI
[IPUMEHSIEM BHEIITHUE CPEJICTBA HTOTO BHIOOPA.

ITepBoe yciioBre BbIOOPA 3aKIIOYAETCS] BOT B YEM: 1
npejaraio pebeHKy cienarh 1Mo BeIG0PY OHO U3 JBYX,
TO, UTO OH CaM XOUeT: WJIU CYUTATh JO JECSTHU, WU 3a-
KPBITb 71232 U [TOCUIETH TaK C TTOJIMUHYTHL T0 U apyroe
HeTpyHO 1 GeceMbicaeHHo. PebeHok BeIGHpaeT 1 jesa-
eT o7iHO U3 IBYX. [0 TakoMy THMY 111€JT 9KCTIEPUMEHT BHI-
6OPOB B IICUXOJIOTH.

Kak mponcxoauT 310T BBIOOD, KaK BBIOOD TPOU3BO-
marest? Jlist Hac sICHO, 9To (DYHKIIMOHUPYET OOBIKHOBEH-
Has yCJIOBHAS CBSI3b. S 1aj1 peueBOil CTUMYJI TPOCYUTATD
N0 JIECATU WJIM TIOCUJIETh C 3aKPBITBIMU TJazamMu. Kax
MIPOU30IIE HTOT BBIOOP, MOUYEMY M3 JIBYX CTUMYJIOB pe-
GeHOK BBIOPAJI OJIVH, 2 HE JPYTOii?

Jlist Toro, 94TOOBI OTBETUTH HA ITOT BOIIPOC: B UEM
3aKJTI0YAETCS] MEXAHU3M CAMOTO ATOTO 3aMBIKAHMS, HAJl
KOTOPBIM MBI TOCIIO/ICTBYEM, KaK MbI CO3/Ia€M 3TH YC-
JIOBHBIE CBSI3U? — JIJIT 9TOTO HY’KHO OTISITh HECKOJIBKO
yCTIOBUH. 3aTPYAHUB BHIGOP, MBI IA€M HUCTIBITYEMOMY B
9TUX CJAyYasdX He BBIOOP MEXIY ABYMsI IeHCTBUAMM, a
BBIOOD MEK/Y ABYMSI TPyIINaMu eiicTBuil. Mbr ipeia-
raem BuIOpaTh JeiicTBuA 4, 0, 8, 2, 0 — TATH AeHCTBUI NN
BBIOpATh AEUCTBUS X, U, UL, Uj, 3. [IpudeM OH MOJKET BbI-
6upathb OHY Win APYTyo Tpymiry. Camu jke 9TU TPYIIIbI
COCTABJIAIOTCS CAELYIONMM 00pa3oM: 4acThb AelcTBUi
3amanumBa st peberka. OH MOJDKEeH TOIyduTh KOH(De-
TY, OH MOJKET YHECTH KapTUHKY, KOTOPast eMy HPaBUTCS,
eMy MO3BOJISTIOT MTOUTPATh C UTPYIIKAMuU U T. JI. Jpyras
vacTh HenpuaTHA. [[pusaTHOE M HENPUSTHOE COEAUHSIIOT-
ca. Korma s npeaiaraio pebeHKy czuesaTh BbIOOD JH000i
W3 JIBYX TPYMI (COCTOSAINX U3 TISATH JICHCTBUM, TIPUSIT-
HBIX ¥ HEMPUATHLIX) PeOGEHOK MPUXOAUT B KoJeHaHMe,
OH He 3HaeT, uTd eMy BbiOparh. C OHOI CTOPOHBI, €My
XOTEJIOCh CIeIaTh TO-TO U TO-TO, HO 3aTO 37I€Ch €CTh He-
npustHoe. To jke 1 Hao6opOT.

WNuaye ToBOps, TO CIOKHOE SBJIEHUE, KOTOPOE 3a-
KJIIOUAETCSI Y HAC B TOM, YTO MbI, BBIOUPAsT U3 KaKUX-HU-
Oy/b CJIOKHBIX BEIell, IPUBOANUM J[OBOJIBI 32 U POTHB,
3/1eCh BBIHOCUTCST HAPY’KY. Mbl MOJKEM Teliepb 9TH TIPU-

2 He60JIb1110# MTPOITYCK.
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SITHBIE U HEIIPUSITHbIE MOTHBBI B JII000il f03€ CMeliaTh,
MbI MOKEM UX YUYEeCTb M UCCJEI0BATH ATO OJHO 3aTPY/I-
HeHUe, KOTOpOoe JIJIsl HAC YPe3BblYaiiHO BakHO. /Ipyroe
3aTpyAHEHUE 3AKJII0YAETCS B TOM, YTO MbI JIOJIKHBI, KaK
9TO yacTo ObIBaeT B JKU3HM, 1IOTpeboBaTh OT pebeHKa
He JUIHHHOTO KoJiehaHust, a ObICTPOro BhIOOpa — Cpasy
OTPaHUYUTH €T0 CPOKOM. MBI MOKEM ClIeJIaTh HEKOTO-
pble MOTUBBI N3BECTHBIMHU, APYTHE — HEN3BECTHBIMU; MBI
MOJKEM CJIeJIaTh TaK, YT0ObI B MOTUBaX ObLIM SIPKO Iepe-
MeIlIaHbl TPUSITHBIE U HENPUSITHBIE B, U T. 1. U Torma
AKCIEPUMEHT TTOKA3bIBAET, UTO B TEX CJIyYasiX, KOTOPHIE
s ceffuac IepPevnciiio, Korua BbIOOP Halo IPOU3BECTU B
OTpPaHUYEHHBIN CPOK, KOT/Ia MOTHUBBI YACTO HEM3BECTHHDI,
Korza pebeHOK He 3HaeT, YTO €ro JKIeT, KOraa MOTHBBI
npUGIUBUTENBHO OJMHAKOBbI, TO €CTh AECTBYIOT OZU-
HAKOBO B OJIHY U JIPYTYIO CTOPOHY, KOTJ[a MOTUB OCOOEH-
HO COOJIa3HUTEIBHBIN U 0OCOOEHHO HEIPUSTHBIN, — B
ATUX CJIydasx peGEHOK YacTo, eCid Mbl OrPaHUYHBAEM
clIelMaIbHBIM 00pa3oM OIIbIT, Ipuberaer K TOMy Cpe/i-
CTBY, KOTOPOE JIAaBHO BHIPAOOTAJIO YeJIOBEUECTBO: pebe-
HOK nipuberaer K xKpebuio.

He ymes pemmnts, pebGeHOK mpuberaer K KOCTIM, KO-
TOpbIE 3/IECh JIeKAT, 1 pelnaeT: « Eciu BeImazer YepHbIi,
9TO clean, 1 Hao6opoT». Bpocaer kpeduii, BHIIOJIHIET
OJIHY WJIM APYTYIO IPYIILY AEHCTBUN M TaKKM 0OpasoM
ocylecTsisier ¢Boil BbiOop. Ecim mpoaHanmsupoBaTh
ATOT CJIyYaid, CTAHOBUTCSI COBEPIIEHHO SICHO, B Y€M 3a-
KJTIOYaeTcsl 9Ta BTOpasl OTepalisi — 3aMbIKaHWe CBs-
31, KOTOPAs COCTaBJSIET CYMIECTBEHHYIO YaCTh BCSIKOU
OOBIKHOBEHHON PeaKI[K, BCSAKOTO IPELYyCMOTPEHHOTO
JeCTBYSA, I€HCTBYS, OTHECEHHOTO K OYLYIIEMY.

C 0IHO# CTOPOHBI COBEPIIEHHO SICHO, YTO NCITOJIHE-
Hue JeiicTBUst peOEHKOM IIPOTEKAeT 110 MeXaHU3My yC-
J0BHOTO peduiekca. OHO 3aKITIOYAETCSA B TOM, 4TO pebe-
HOK CBSI3BIBA€T U3BECTHBIN Pa3PaKUTENb, YePHOE WJTH
6eJi0e, ¢ U3BECTHBIM PAOM JNeHCTBUIA: KaK BbIIIAJET, TaK
OH U mocTynut. TakuMm o6pasoM, CBsI3b 9Ta PEOEHKOM
YCTaHABJIMBAETCST YACTO YCIOBHOPE(DIEKTOPHBIM My TEM.
Ho 3amaua 3mech HECKOMBKO ciioskHee. Kak pebGeHoK 11o-
CTYIHJI B JAHHOM CJIy4Yae, K KAKOMY THILY MbI [OJKHDI
OTHECTH 3TH jielicTBus? K neficTBUSAM IO CUTYaIlH, TO
€CTb MIPUBOJIAIIAM K TOMY JIeUCTBUIO C KHUTON, KOTOPAsT
OTIpeiesTIa MO€e TIOBEICHIE, I K TOMY JE€HCTBUIO, TIe
s caM HaMePEHHO OIYCTHJT TIUCHMO ?

C 01HO¥ CTOPOHBI, COBEPIIEHHO SICHO, YTO 9TO HaMe-
pentoe geiicteue: «Passe BbIOOp yepHOro u Gesoro He
s cam yctaHoBua?» Ho, ¢ Apyroii cTOpoHbI, s Belb He
3HAJI, 4TO 51 TAK IIOCTYILIIO. «Bblasa 6bl Apyras KocTh —
u peiictue ObLIo ObI IPyroes.

B arom cirydyae uypesBbIUaiiHO OCTPO COEUHEHBI ITH
nBe hopmbl oBesieHNs. [lesio BOT B ueM: ieiicTBre — Ha-
MEpEeHHOe, TIOTOMY 4TO CaMU 110 cebe 3TU CTUMYJIbI He
MMeNI HUKAKOTO OTHOIIEHUS APYT K APYTY, TIOKA 5T caM
He YCTAHOBUJI MEKIY HUMU CBsI3b. 51 caM OIIpeIesinT Bbl-
6Op 110 KpeduIo, 1K, HHAYE TOBOPS, S IIOCTYIIMJI TAKIM
00pas3oM IIOTOMY, 4TO KOCTb BbITIa/ia YePHasl.

Jlaspltie cripammmBaeTcst: ToueMy BBITIABINAsT KOCTh 3a-
CTaBHJIa TaK MOCTYNMUTEH? [ToTOMY UTO 5T HETTOCPEICTBEHHO




Borzomcxuii JI.C. Tpemvs nexuus

Vygotsky L.S. Lecture three

HasausI 3Ty cBsi3b. Clie/[oBaTeIbHO, 3TO JIEHCTBHE HAME-
pennoe. Thl caM xoTeJ1, uToObI Kpebuil penmi. PebeHok
YaCTO TAaK M TOBOPUT, KOT/[A eMY [IPUXOJIUTCST BBIIOJHUTh
HEIPUSATHYO BEIllb, KOTJIa OH BO3BPAIIAETCs K KOJIeOaHUIO
WJI KOT/Ia PeOEHOK CITPAITBAET, KaK 9TO HEABHO OBLIIO,
HeJb3s Jii enle nepebpocuthb. Boobiie, npubimskasach K
TOMY, YTO HAJI0 €MY BBITIOJIHUTD, U HE JKeJIast 3TO BBITIOJ-
HUTB, OH IPOOYeT [mocTymuTs |* nHave.

JIpyroe CpeiicTBO — 9TO OTPEETUTH CBOE OBEEHUE
Kak oripejiesienue ero cpbiie. Yro sto 3nauut? Korna
MBI OBJIaJIEBAEM TIPOIECCOM ITPUPOJII, XaPAKTEPHO HE TO,
YTO MbI OBJIAJIEBAEM THM 3aKOHOM IPUPO/IBI, & TO, YTO
MbI HCHOJIb3YEM, MOAYMHSIEM ITOT 3aKOH, KAK OCHOBHOI
3aKOH JIeficTBUsI Hatero nopezerus. Haie mosesierve
paboTaeT 1o peaknuoHHOMy mpuHIuIy. IloBeeHue Bbi-
3bIBAETCS M3BECTHBIM cTUMYyJIOM. ClieZloBaresbHO, Ka-
KOIi ecTh ¢rocob OBJIajieTh CBOUM moBeaeHneM? ToIbKo
cO3/1aBasi U BBOJISL B CUTYAI[IIO CTUMYJI, KOTOPBIN 3acTa-
BuJI Obl HAac BecTU ceOs M3BECTHBIM 00pa3oM. Mbl co3-
JlaeM UCKYCCTBEHHYIO CBSI3b W HaMEPEHHOe JelCTBHE,
BOCIIPOU3BOAUM CHUTYAI[UIO, WM 3acTaBjisieM 3a ceOst
JIeiCTBOBATh BHENTHUI CTUMYJI, CO3/laBasi TaKyl0 CUTY-
aIMIo, KOT/IA TIPH MOMOIIU BHEIITHETO CTUMYJIA BO3/IEH-
cTByeM Ha cebs. 3/1ech POUCXOANT KosebaHre BbIOopa.
Kax ke aror BeIGOp paspetnaercsa? AHaIM3 OTBEYANT Ha
HTOT BOMPOC TaK: TMPOUCXOJST, TOBOPUI OH, HGeCKoHed-
HbIE 3AMbIKAHUSI TIOJTIOCOB.

2 3jtech HeGOIBIION HIPOITYCK.

Bce Bpems noBesieHne HalloMMHaeT 3aMbIKAHUE 9TUX
crumysioB®. CaMblii MOMEHT BBIOOpA CKIAABIBACTCS OT
HermocpencTBeHHOro Bhibopa. On Hesicen. Kakwe MoTu-
BbI TOGe [ ?

S Berasm. OmbiT ¢ peOEHKOM, Y KOTOPOTO 9TOT BHY-
TPEHHUU TIPOIECC SIBJSETCS BHENTHNM, YPe3BbIYATHO
SICHO TTOKA3bIBAET, B YEM [IEJI0, AaHAJIU3 9TOTO JKe CIIydast
U npoTtekanus ero. PeGeHKy Ha/I0 BCTaTh, OH HE XOUET?
OO0bIYHBIM CIIOCOOOM SBJISIETCS KOMAaH/A: Pas, Ba, TPU —
BeTalo. PebeHok mogHumaer caMm cebs yepes BHEIIHUIL
CTUMYJI, KOTOPBIU OH JI€JIAeT 3HAKOM JIJISI TOTO, 4TOObI OH
aTO 1Ipojiesial. Tak yacTo o HUuMaeMcs U Mbl, B3POCJIbIE.
Peberka, KOTOPOTO 51 HAGJIOAI, st HAYYUIT JIETIATh MO KO-
MaH/le HEMPUSATHBIE Beln. Pe6eHOK OXOTHO MTPUMEHSIET
ee [komaHmy| cam Kk cebe. « MHe He XOUETCsl HTOTO cjie-
JIaTh, HO — pas, /IBa, TPU — S JIEJIaf0».

ITOT MPOBEPEHHBIN ciydail Bo3zielicTBust Ha cebs,
OYeHb OOBIYHBIN CJIyUall, ICHO TIOKA3bIBAET, B YEM JIEJIO.
Komanza «pas, Ba, Tpu» HEe UMeEET HUKAKOTO OTHOIIIe-
HUA K HaIlleMy TIOBEZICHUIO, HO MBI /leJTaeM He MHaue, KakK
IIPU [TOMOIIM 3TOTO CTUMYJIAa. ¥ HAC HET JPYroil BJIacTu
Ha/l CBOMM TMOBE/ICHUEM, KPOME HCIIOJIb30BAaHUS €cTe-
CTBEHHOTO 3aKOHA ToBeieHus. VHaue ToBoOps, yesoBek
oBJIajieBaeT cobOI0 TOYHO TaK e, KaK OBJIAJIEBACT U
BHemrHU 1pupozoi. [lockonbky oH Haydaercs 3ako-
HaM, KOTOPBIM IIOJYMHEHO 9TO TIOBe/IeHre, U Hay4yaeTcs
9THU 3aKOHBI IOMYUHAITD cebe — TOIb3YETCs UM,

% Jrta CTPOKa BIIMCaHa OT PYKH B OCTaBJIEHHOE MaITMHACTKOMN IIyCTO€E MECTO.
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JIERIIUU 110 IICUXOJIOTNN PA3BUTUA!

JI.C. Boirorckuii

YeT1Bepras JeKius.
Crpykrypa 1 PYHKIUH KYJIbTYPHBIX Olepaluii pedeHKa

R i - ; r sy . -
; Cren. 0.T.

Tor. BHIODKHA.

5]

IR P

CTPYKTYPA W DVHKUME HYJIBTYPHHX ONEPAUME PEBEHYXA.
Jlekxuns, ApouXTAHHAS B AKSHEMHH KOMMYHACTMHECKOPO BOCTATAHRA |

30-ro noadpr 1928 rona.

B npomasf#l paa A CTRpANCA NOXA8ATL, B KAKKX CIYUAAX M KaK .
npuxXonHTCA npn WCONEIOBAHRAX NMOEEReHNA p&"fﬁl’li{l ﬂpl\l&ﬁﬂ'h aida
ans. My BMIesH & caMsX OFEMX UePTAX,YTO ITO NPYXONMTCA NeAaTh
rorga, KOPAE CYyWHOCTH xuxoReHwdyns ONEpauM He COOTRETCTRYS
¢T ee BHEmHEMy BUAY,KOPN8 NBe ONENANUN K3k=-0yATO ONWHAKOBH
# TOHETHMNMUECKZA OKS3HBAETCA ReHormnuueckolf omepagued W um
BAOKM, YTO X OLHOMY ¥ TOMy ¥e peay ibTaTy MOEHOD MPHATH PasiNd
HHMR TMyTAMH, W TONLKO SHBIN3OM, T.2. BCKDHTHEM COCYasA 684%a
58 TOoH mam WHON omepanMM MOEHO namaau,xaxﬁu ¥e yellcrEure=
AbHO cnoXHue JOpMH MPORBAEHH B NA@TCKOM MoBeleHMw ® kseof
OHM §aMT CcocTaR B Toll waM wxolt omepayum.

Benen 82 oro” npoGneuolt Frapr nee Opyrue ,TeCHO CEASAH-
Hee Mexny CoGoft,X0Topue IAKADNONTCA B ClenyREEM:

HemocTarouHo eme aHarTh,xakol cocra® xaxod HWGyRe omepa=.
e nmenaumnl.aalno eme SHETH,YTO XApaKrepusyer 9Ty onepa= ]
que, XK genoe dl BOT,KOPIA BHATHTHYECKYD TOWKy SPEHMA npo-

TUBOMCTAEAANT TOUKE SPEHMF, KOTOPAR XOWET OXAPSKTEPHADEATH

ZaHHy® OMEepAUND NOEENeHMA, K3X [EN08,CO0 BCEMM TeMU clolc!-f
MM, TOTODHMN HACWNEHA OHSA,Kar uyenoe, TO TOrCA™ l‘Dl;DpﬁT o c!py:
TYpPE NCHXOAOPHUECKON NMepaunM.

Cromro "crpyxrypa” 0F0aHauaeT - CTPOGHWE, ¥ KOrQa MH IO
BOpHM: - CPpPYKTypa EsEoif-nmfyns dopuy MORENEHHA,TO 3THM CA=
MHM WH WMEeM BRMNY TO CBOeodpasuOe Oesde,kKO0TOplE CO3NAETOR

Graronaps MMEHHO LAHHOMY COOTHOTEHMD yacrefl.

Kax yske 0TMEUaIoch, 9T0 — eANHCTBEHHAS JIEKIUS, TeMy KOTopoit cchopmyJriposas cam JI.C. Beirorekmii
U rjie ykasaHa jgara ee npoutenust — 30 HostOpst 1928 .

BHpOLuJIbH‘/’I pas s crapajics [0Ka3aTh, B KaKUX CJIlyda-  CYI[HOCTb KaKOM-HUOY/b OIepaliil He COOTBETCTBYET ee
X U KaK IPUXOAUTCS IIPU MUCCAEJOBAHUAX 1I0Be[e-  BHEIIHEeMY BHJY, KOI/a [Be olepalyy Kak OyaTo ofuHa-
Hust pebeHKa IPUMEHITh aHaau3. Mbl BULEIM B CAaMbIX  KOBBI 1 onepaliys (heHOTUIIMYECKast OKa3blBAETCsI TeHOTH-
00LIMX YepTax, 4To 9TO IPUXOAMUTC [AeIaTh TOTAA, KOTJa  IMYECKOi, U Mbl BUAUM 4YTO K OAHOMY U TOMY K€ Pe3yJib-

s wurarer: Boizomexudi JI.C. Yersepras seist. CTpyKTypa v GyHKIMK KYJIbTYPHBIX oreparnnii pebenka // Kyabryp-
Ho-ucropuueckas rncuxonorus. 2021, Tom 17. Ne 3. C. 15—23. DOLI: https://doi.org/10.17759 /chp.2021170304

For citation: Vygotsky L.S. Lecture four. Structure and functions of cultural operations in children. Kul'turno-
istoricheskaya psikhologiya = Cultural-Historical Psychology, 2021. Vol. 17, no. 3, pp. 15—23. DOI: https://doi.
org/10.17759,/chp.2021170304 (In Russ.).
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Boteomcxuii JI.C. Yemeepmas nexuyus
Vygotsky L.S. Lecture four

TaTy MOXKHO NPUITH Pa3IMYHBIMU TYTSMU. V1 TOJBKO
AHAJN30M, T. €. BCKPBITHEM COCTaBa TOM MJIU MHOM orre-
paruu, MOKHO TI0Ka3aTh, KAKUe JKe JIeHCTBUTETHHO CJI0K-
Hble (DOPMBI TIPOSIBJIEHBI B JIETCKOM ITOBEIEHUN W KaKOI
OHU JTAIOT COCTaB B TO WJIM MHOU OTIEPAITIH.

Besten 3a 910l 1pobieMoil BCTAIOT JIBe APYyTHE, TEC-
HO CBSI3aHHbIE MeKy COOOH, KOTOpPbIE 3aK/II0YaloTCs B
CJIE/IYIOIIEM.

Henocratouno eie 3HaTh, Kakoll COCTaB KaKOM-HU-
Oyab OIepalMy IIOBEAEHUS, BaKHO TAKKE 3HATh, YTO
XapaKTepusyeT 3Ty orepainio Kak 1emnoe. M BoT, Korza
AHATUTUYECKYIO TOUKY 3PEHUST TPOTHBOIIOCTABIISIIOT TOU-
Ke 3PeHHs], KOTOpasi XOUeT OXapaKTepU30BaTh JNAHHYIO
OTIEPAITNIO TTIOBEJICHHS KaK I1eJI0e, CO BCEMU TEMU CBO-
CTBaMM, KOTOPBIMY HACBHIIIEHBI OHA KaK IIEJI0e, TO TOT/a
TOBOPSIT O CTPYKTYPE MCUXOJIOTHUYECKON OTIepaIiiu.

CJ10BO «CTpPyKTypa» 0003HAYaeT CTPOEHUE, U KOT/a
MBI TOBOPUM: «CTPYKTYpa KakoU-HUOYIb (HOPMBI MOBe-
JIEHWST», — TO 9TUM CaMbIM MBI UMEEM B BUJIY TO CBOEO-
OpasHoe 11e10e, KOTOpoe cosfaercs GJaroaapss UMEHHO
JTAHHOMY COOTHOITIEHUTO YaCTeN.

[T InaieKTUIecKoro MBITILIEHUsT He TTPeICTaBIIsSIeT
HUKAKOTO OTKPBITH TO 0OCTOSATENBCTBO, YTO IIeJI0e He
SIBJISIETCST TTPOCTON aprMeTUUECKOI CyMMOI CBOMX Ya-
cTel, 4To 1ies1oe 00JIaIaeT TAKUME CBOMCTBaMU, KOTOPbIE
B YaCTsIX 110 OJUHOUYKE He CYIIECTBYIOT, — U 00paTHO: 4TO
IEJTBIN PSIJl CBOMCTB, KOTOPBIE UMEIOTCS B YACTSIX, BOBCE
He 00513aTeJIbHO TIPOSBISAIOTCS B IIEJIOM.

Wnadve roBopst, 4TO 11eJi0€e BO3HUKAET HA U3BECTHON
CTYTIEHH Pa3BUTHUSI KAKOTO-HUOYb TIporiecca, 0bJiaaaeT
CBOUMU COOCTBEHHBIMKM CBOMCTBAMHU, KOTOPbIE Xapak-
TEPHBI JIJIsT HETO Kak Jiist 11eJ10T0. CTOUT TOJIBKO 3TOMY
1EJIOMY PacIacThCs, M 3TH CBOMCTBA MCYE3HYT, HECMO-
TPST Ha TO, YTO BCE YACTH IEJIOTO TEPE] HAMU OCTAIOTCSI.

Ecim nnst punocodun MBIIIIEHUST 3TO MOHITHE He
pejacTaB/igeT cOO0M HUYEero HOBOTO, TO JJI IICHXOJIO-
'MW — U, B YACTHOCTH, JIETCKON TICUXOJIOTHU — 3TO TI0-
HaATHe GbLJIO BBEIEHO CPaBHUTENBHO HegaBHO. Tak Kak
s B CErofHsIIHel Geceie X0Uy OCBETUTh MMEHHO pac-
CMOTPEHHE ITOTO TOHATHS, TO 51 IIPEIoJaran HayaTh ¢
MPOCTBIX OIBITOB, KOTOPBIE €r0 BCKPHIBAIOT W HATJISITHO
MOKA3bIBAIOT, B YeM 3aKJIOYAeTCS 3aKOH CTPYKTYDPBI U
KaKOBbI CBOICTBA CTPYKTYPbI B 00JIACTH CAMOTO IIPOCTO-
0, CAMOTO TTPUMUTHUBHOTO TIOBE/IEHUS.

Sl He 3HAI0, pacCKA3bIBAJIM JIM BaM, KOT/IA BBI CJIyIIIa-
JIN KyPC TICUXOJIOTHH, OTHOCUTEIBHO OIBITOB 1O CTPYK-
Type, TTPONU3BOIUMBIX HaJl JKUBOTHBIMHU Ha Pa3THMUHBIX
CTYIIEHSIX PA3BUTHsI, B YACTHOCTU, O KypHIle IOMAIITHe
1 O TIOHSITHHM OTHOCUTEJIbHO 1IBETHOTO Ti0Jist. Eciin Her,
TO sI KPaTKO TIOCTApaioCh 3TOT OIBIT BaM PaccKa3aTh, U
TOT/Ia CaMOe TIOHSITHE CTAHET JIJIST BAC YETKUM U SICHBIM.

OTBIT 9TOT?, KOTOPBIH TTO3BOJISIET TIOHSATH SICHO, B YeM
3aKJIIOYAETCS CTPYKTYPa, MPOU3BOAUTCS CJEIYIONTUM
06pasom.

<Pucynox>

JUJIst OTIBITOB JPECCUPOBKU KyPHITHI GPAUCh /IBA JIH-
cra 6ymaru, CBETJIO-CEPBIT JINCT U TEMHO-CEPBIH JIUCT, Ha
OJIMH U Ha IPYTOH TUCT GyMarn Hachmaincs 3epra. Kypu-
113, KOTJIa e MOAIYCKaJIM K 9THM JICTaM OyMaru, 0JKHa
Obi1a ObI KJIEBaTh, KaK 9TO HAZO OBLIO OBl OKUAATH, TO C
OJTHOTO, TO ¢ APYTOTO JiicTa, OIHAKO OIBIT CTABUJICS TaK,
YTO Ha OJIHOM JIKCTe OyMaru, a UMEHHO Ha CBETJIO-CEPOM
JIMCTE, 3ePHa JIesKaIu CBOGOAHO U UX JIETKO MOKHO OBIIO
CKJIEBBIBATH, 2 HA TEMHO-CEPOM 3€pHa ObLIN TIPUKJICEHDI,
TaK YTO KypPUIA CKJIEBbIBATH UX He MOTJIa. Bbl pexkpacto
MOHUMAETE, YTO B Pe3yJIbTare mpod 1 OmmOOK, YCIEITHIX
1 Ge3yCIenHbIX AeHiCTBUIT y KypHUIlbl BEIpaboTanach 1o-
JIOJKUTEIbHAST PEAKITHsT HA CBETJIO-CEPBII JINCT U OTPHUIIA-
TeJbHAsT PEAKIINs Ha TEMHO-CEPBIA.

ITO 3HAYUT, YTO KOTAA TIOCTE WM3BECTHOTO KOJIH-
YecTBa ONMBITOB Opasii CHOBA 9TH JBa JincTa GymMaru u
MOAMYCKAIA KYPHILy, OHa MOAXOAMIAa 6e30MnO0IHO K
CBETJIO-CEPOMY JIUCTY U HE TOAXO/IIIA K TEMHO-CEPOMY.
B 970ii YacTH OTBIT MOKa3al HaM He0OXOAUMOCTh TAKOTO
pozia caMoii 0OBIKHOBEHHOM JPECCUPOBKU, CAMOIO OObIK-
HOBEHHOTO BOCIIUTAHU YCIOBHOTO pediekca.

Korna ata craust onbita 6b11a 3aKOHYEHA, OTIBIT 3TOT
neperies B KPUTHICCKYIO CTAJNI0 U KyPHUIA OJHAK/IBI
GblJIa MOIBEPTHYTA TAKOMY OTIBITY: KypHIle ObLIN [TPeIb-
SIBJICHBI CJIE/IYIONINE J[BA TUCTa GyMaru.

<Pucynox>

OJuH JMCT CBETIO-CEPBIi, KOTOPBIN Yy4acTBOBAJI MTPO-
IIJTBIN pas, U APYroi — Gesiblii et GyMari, KOTOPbIi GbLT
nostokeH psitoM. Uto Mbl Moruii Ob1 0kuzaTh? Kak moumk-
Ha BecTH celst KypHIla IIPU TAKOM IOJIOKEHHUH JICTOB Oy-
Maru? Mbl MOTJIM Obl paccysKaaTh TaK: €CJIM CBETI0-CEePbIil
sacT GyMaru, Ha KOTOPBI y KYPUIlbI BbIpaboTaIach 1mo-
JIOKUTEIbHASA PEAKIIUS B TIPEABILYIIIEM OIIBITE, YYaCTBY-
eT TaKyKe U B HTOM OIIBITE, TO MOKHO ObLJIO ObI OKHU/IATD,
4TO KypHIa TOAONIET K CBETJIO-CEPOMY JIUCTY U Oy/eT ¢
Hero KieBath 3epHa. Ho Mbl MOTIH GBI IOIYCTUTD ¥ IPY-
roe. MoxHO GbITTO GBI CKa3aTh: TaK KaK CUTYAIUs PE3KO
M3MEHIIACh — MOSABWJICS HOBBII JIMCT GyMaru, HOBOE Co-
OTHOITITEHNE, K KOTOPOMY PEaKINst ¥ KypPHITbl He YCTaHOB-
JIEHa, — TO MOKHO OBLIO OKHJATh, YTO JAEHCTBUTEIHHO
HPEBIAYIIAs CTaAUs PA3PYIIATCS, U MOKHO OBITIO TIPEJI-
HoJiaraTh, 4Yto Kypuiia 6o Oyer Bectu cebst B OTHOIIIE-
HIU 9THX JIBYX JINCTOB TaK ke, KaK OBLIO TIEPBOHAYATHHO
B OTHOIIEHUH MEPBBIX JBYX JIUCTOB, TNHO OHA JACT KAKYIO-
TO IPYTryio peakiuio. BepHee, MOKHO GbLIIO OBl OKUATD,
YTO KypHIla OJOU/IET K CBETJIO-cepoMy JucTy. MHade ro-
BOPsI, MOSKHO GBIJTO GBI MIPEIoJIarath, 4To Kypuiia Gyaer
pearupoBaTh Ha CTPYKTYPY JUOO CTAPbIM IEHCTBHEM B OT-
HOIIEHUH CBETJIO-CEPOTO JINCTa, TGO JACT JAPYTYIO PEak-
1wi0. VI BOT STOT MOHSATHBIH OTBIT MOKA3BIBAET, YTO HAIIN
OKUIAHWST B 9TOM CJIydae He ompasiabiBaoTcs. Korma ky-
pulle NPEAbSABIISIOTCS JBa JiCcTa OyMar, CBETJIO-CEePhIi
1 OeJIbIiA, TO KypHIla MOAXOAUT KJIEeBaTh ¢ OEJIOTO JIUCTA 1
COBEPIIEHHO OOXOIUT CBETJIO-CEPhIN, K KOTOPOMY Y Hee
ObLTa BEIPAOOTAH TIOJIOKUTETbHAST PEAKIIUSI.

2 CMm.: Borzomexuai JI.C., Jlypusi A.P. dtionpt no ucropuu noseerust. Ouepku mo ucropun noseaenus: Obesbsna. [pumurus. Pebenok. M.,
JI.: TocymapcerBennoe nsnatensctso, 1930. C. 39; Buzomckui JI.C. Ctpykrypnas ncuxosnorus. C. 90; Ou ace. JI.C. CTpyKTypHasi TICUXOJIOTHS.
[Daexrponnsiii pecype]. C. 90. URL: http://psychlib.ru/mgppu/VOt-1930,/VOt-0841.htm# (nara o6pamenus: 16.09.2021) (tam ke cM. pucyH-
xn); On ace. Ilcuxonorus nckycerBa. M.: ckyccero, 1987. I'n. 3; Owu ace. Victopust pasButus Boicimnx nenxndeckux gynkmmii. Cou. T. 3. M.:

ITeparornka, 1983. C. 218.
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Jlst Toro, 4ToGbl TIOHATH, B YEM 3aKJII0OYAETCS BO-
IPOC, IPOU3BOAMUTCA TPETbS CEPUS OIBITOB, KOTOPbIE
ysKe YCTPAHSIOT COBEPIEHHO KaKne-Tn60 COMHEHUS Ha-
cYeT XapakTepa peakiiuu. A UMeHHO: B TPETHH pa3 Kypu-
1e TIPEIBSIBJISIETCST HOBasl TIapa JIMCTOB GyMaru, Ha aTOT
pa3 OfiMH JINCT TEMHO-CEPBIH, yYaCTBOBABINNHI B TIPEK-
HEM OIIbITe, a IPYTOi — YepPHBII:

<Pucynox>

Mbl Moryin Obl OXKKMIATh HAa TEMHO-CEPBIN [10JI0KHU-
TEJBHYIO PEAKIIMIO U OTPUIATENbHYIO HA YEPHBIi JIUCT.
N peficTBUTEIBHO, KypHUIIA KITIOET C TEMHO-CEPOTO JICTA
U COBEPIIEHHO 0OXOUT YEPHbIH JIHCT.

ITOT OIBIT COBEPLICHHO $ICHO IIOKA3bIBaeT TO, YTO
MO’KHO Ha3BaThb 3aKOHOM CTPYKTYPbI B OTHOIIECHUH IIO-
Bejlenusl. JTO g BaM FOBOPUJI OTHOCUTEIbHO KyPUILbl, HO
AQHAJIOTMYHBIM 00Pa3OM, ¢ HEKOTOPBIMU U3MEHEHUSIMU B
MOCTAHOBKE OITBITOB, MOAOOHBIC OTBITHI MPOTEKAIOT U C
00€e3bsTHOII, U ¢ YesioBeueckuM peberkoM. Kypuita pearu-
pyerT He Ha aOCOJIFOTHYO CBETJIOCTD UM TEMHOTY — TeM-
HO-CEPBIN 1 CBETJIO-CePbIH JINCT, — a Ha U3BECTHOE OTHO-
IeHne, KOTOPOE CO3/IAeTCS MEK/TY CBETJIBIM U TEMHDIM.

Mbi Morin Gbl TPABUJIbHEE BCETO OTIPEETUTD TOBE-
JICHVE KYPUIIbL, ecii Obl CKa3ajiu, 4TO OHA Pearnpyer Ha
6oJiee CBETJIBII M3 HOBBIX JIBYX TOHOB, U KOT/[a B HOBOI
mape 6oJiee CBETIBIM SIBISICTCS GENBIN, TO HTOT GeJbIit
TOH BBI3BIBAET IOJIOKUTEIBbHYIO peakinio. Korma B Tpe-
Thell mape 60Jree CBETIIBIM SIBIISIETCS CBETIO-CEPBIH JIUCT,
TO OH TIOJTy4YaeT MOJOKUTENbHBIN Pe3yJbTar.

Ha ocHOBaHWMM 9TOTO MBI MOTJIH GBI OTMETHUTD CJIE/LY-
OIIMe CBOMCTBA CTPYKTYPHI IOBEJIEHNSI.

[TepBoe cBOCTBO g MOTY (DOPMYJIUPOBATD TaK: TIEJI0€
obyiajlaeT CBOMMM TICUXOJIOTHYECKUMHU CBOMCTBAMHU, KO-
TOpPbIE HE MOTYT OBITh BBIBEIEHBI 3 CYyMMBI €T0 YacTelt,
U TI09TOMY T1eJ10e 06J1a/1aeT U3BECTHBIM COOTHOLIEHUEM B
3aBUCUMOCTH ¥ 110 CPAaBHEHUIO CO CBOMMU yacTsaMu. Ya-
CTU MOTYT M3MEHATHCH; peakilnsd Kak I1eJ10e, CTPYKTypa
peaxIuu, CTpOEHNE — OCTAIOTCS TeMU Ke caMbIMU. S u3-
MEHWJT OJIHY YacTh, BBIOPOCKJ OAHY YacTh, TTOCTABHUI
NPYTYIO, 371€Ch BEIOPOCUIT OJIHY YaCTh U BCTABILI IPYTYIO,
HO PeaxIins Kak I1eJioe COXPaHWIach, M B KOHIIE KOHITOB
TTIOC-MUHYC COXPAHNJICS 3a TIeJIBIM.

WNtak, MBI BUANM, 9TO YaCTH MOTYT M3MEHSATHCS, a
CTPYKTYPa MOKET OCTaThCS.

Bropoe: camble cBOICTBA YacTeil ONpeiesiTioTcs: TeM
[eJIBIM, B KOTOPOE OHU BXOJAT. ITO Haubosee BaKHOE
I Hac cerofHd. BoT mocMoTpure: ¢BeTI0-CephIil JTUCT
B 9TOM II€JIOM, B 3TOI CTPYKTYPE, COCTABJISCT YacThb, U B
JTOM IIape CBETJIO-CEPblil JIUCT UMeEeT IOJIOXKUTEIbHYIO
peaxtmio. Ho Gyyun BHECEH B ATO 1I€JI0€, OH JIA€T OT-
pulaTeabHylo peakiuio. Bxoaur B Apyryio napy JncTos
U JlaeT I0JIOKUTEIbHYIO peakiuio. Mnavye rosops, uc-
TUHHBIE CBOMCTBA YacTell M3MEHSIOTCSI B 3aBUCHMOCTHU
OT TOTO TI€JIOTO, B KOTOPOE 3TH YaCTH BXOJAT.

ITOT IPUMED U OTIBIT MOKA3BIBAIOT C COBEPIIEHHOI siC-
HOCTBIO, B UeM 3aKJIIOUAETCS TO, YTO Mbl HA3bIBAEM CTPYK-
Typoii B moBezenuu. ITog cTpyKTypoil Mbl Gy/ieM mojpas-
YMEBATh TO LIEJI0€ M TAaKOU MPOLECC, KOTOPBI 06Iagaer
M3BECTHBIMU CBOMCTBAMHU MMEHHO B CHJIy CBOETO CTpOE-

3 Dror mpuMep B myGsmKaisix Beirorckoro He hurypupyer.
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HUSI, B CUJIY TOTO, YTO OHO TaKOe T1eJI0e, KOTOPOE SIBJISIET-
Cs1 HE3aBMCHUMO OT CBOMX YacTeil M KOTOPOE OTPEEsieT
CBOWCTBO 3TUX CBOMX YacTell B NU3BECTHON CTETIEH.

Bwmecte ¢ TeM MbI oJiydaeM W BTOpOe ompefieieHue, a
UMEHHO, OIPEIEJICHIE TOTO, UTO MbI Oy/ieM Ha3bIBaTh (DYHK-
[IMOHAJIBHBIM OTHOIIIEHUEM BHYTPU JIAHHOUM CTPYKTYPBL.

Ecitt MbI 0OpaTHMCST K MCTOPUU PA3BUTHUST CTPYKTY-
PBI, TO MBI YBUJIUM, YTO CTPYKTYpa UMEETCS B T€HETH-
YeCKOM OTHOIIEHNUU JBOSIKOTO TMOPSIIKA: TIEpBasi — 9TO
CTpyKTypa HamboJjee ILeJ0CTHAs M HauboJjee MPUMU-
THBHAsl ¥ HaWMeHee pacujeHeHHasl, Takas, B KOTOPOi
OT/IeJIbHbIE YaCTH HE BBICTYMAIOT CAMOCTOSITENIBHO. JTO
Oyler Tak HasblBaeMas CTPYKTypa-o0pas, WM [IPUMU-
THUBHas, HepacuJeHeHHast cTpykrypa. [Ipumepom Takoit
CTPYKTYPBI, TaKOTO I[EJIOTO SIBJISIETCS IIBETHOE TI0JIe’,
OmbIT TIOKa3aJ, YTO W )KUBOTHBIE, U PeOEHOK B PaHHEM
BO3pacTe Ha OTHOPOTHOE TIBETHOE MTOJI€ PEATUPYIOT TIep-
BOHAUYAJIbHO KaK Ha HauboJee 1esocTHoe. JIJIs HUX siceH
9TOT 1BeT. B camom jiesie, npeicrasbTe cebe KpacHbII
JircT Oymaru, OJIJHOPOJIHOE I[BETHOE TT0JIe, U BbI TOHUMa-
eTe, 4TO ITO 1ieJI0e ecTh HanboJiee 1eJI0CTHOE, eCTh Hau-
MeHee pacujIeHeHHOe, BO BCEX CBOMX TOYKaX HamboJjee
OJTHOPO/THOE.

Bosiee cliOKHBIMU B T€HETUYECKOM OTHOINEHUU SIB-
JISTIOTCST YK€ CTPYKTYPbI C PACUJIEHEHHBIMU YaCTSIMU,
OHM Y3Ke He SIBJSIIOTCSI TAKUM IIEJIbIM, KaK, HalpuMmep,
KpacHas 3aKpaiieHHasi rIajko moBepxXHocTb. OHuU sBJIS-
H0TCST TeJIBIM, BHYTPH KOTOPOTO BBICTYTIAIOT GoJiee MIn
MeHee OT/IeTbHBIE YaCTH, HO BCe-TaKW 11eJI0€e TIPOTI0JIKA-
€T CYIIECTBOBATH KakK 1esioe. M BOT B TaKUX I1€JIBIX BO3-
HUKAET TO, YTO HAC CETO/HS WHTEPECyeT, — a MMEHHO
(byHKIIMOHATTBHOE OTHOTICHUE MEKIY IETBIM U MEKIY
€ro 4acTsIMU U K KaJKI0I1 13 YacTel 11eJI0ro.

ITpencrasbre cebe, YTO €CTh OAHOIBETHOE I10JIE, KO-
TOpOe pasjieleH0 Ha 4 KBajapathka. BoT aTo 1BeTHOE
nosie. Kakoe oTHomeHue yacteit Kk aTomy 1esomy? Ot-
HOIIIEHWE OJIMHAKOBOE, KaXKash TOYKA ATOTO IMOJIs CO-
CTaBJIIeT MPOCTO apu(METHYECKYI0 YacTh WM Apo0b
ATOTO IIEJIOTO.

<Pucynox>

Kakoe 31ech otHOmeHMe? 371ech yxKe (PYHKITMOHATD-
HOe OTHOINEeHWE, T. €. KaK[Ias M3 YacTeil UCTOJHSET B
OTHOIIIEHUU 11€JI0TO U3BECTHYIO (DyHKIMIO. BOT cBeTIO0-
cepoiil siuct. Tyt dyHkius 6ojee ceryas, TyT GoJee
TeMHas1. B IBYyX ApyTuX mapax To jKe caMoe — 371eCh O/THA
bynkms, 3nech apyras.

WNuaue roBopsi, B 3aBUCUMOCTH OT TOTO, B KaKoe Iie-
JIO€ BXOJIUT Ta WJIK JIPyrasi 4acTh, OHA COOTBETCTBYET U
PasINYHBIM (QYHKIUSIM B OTHOIIIEHUH K CBOEMY IEJIOMY.
WNuaue roBopsi, HAC MHTEPECYET camasi CTPYKTYpa, T. €.
XapaKTePUCTHKA TeI0T0 U (DYHKIMOHAJIBbHOE OTHOIIIE-
HUE, KOTOPOE CO3/IAETCST MEK/Y 9TUMU YaCTSIMU.

[TosBosibTe Temeph cpady TMepeiT K MpUMepy TCH-
XOJIOTHYECKOMY, KOTOPBIi IOJKeH HAC OJIMIKE TTOBECTH
K pebeHKy. Bbl 3HaeTe, BEPOSITHO, UTO YsKe JIABHO B IICU-
XOJIOTHUH JIETCKOTO SI3bIKA ObLIO YCTAHOBJIEHO TO TIOJIO-
JKEHMeE, YTO Pa3BUTHE JIETCKOTO sI3BIKA, IETCKON pedun He
COBEPIIAETCST TaK, KAK ATO MOKET MTOKA3aThCsl, (DEHOTUTIHN-
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YEeCKH: YTO PAHbIIle BO3HUKAIOT OT/IeJIbHbIE 3BYKHU, [TOTOM
CJIOT4, TIOTOM M3 CJIOTOB BO3HUKAIOT CJI0BA, TIOTOM M3 CJIOB
BO3HMKAIOT mpesioxkenus. Ceiidac yske MblI ITPEKPacHO
3HAEeM, YTO B Havajie Pa3BUTHUS JIETCKOW pedr CTOUT Iie-
Jiast haza TeHEeTUYECKUX eIMHUI], €IMHUIHBIX HaYaIbHbIX
cnoB. Takum 06pa3oM, Terepb Mbl 3HAeM JOCTOBEPHO, YTO
JIETCKAsl Peyb PA3BUBAETCs HE OT 4YacTell K IeJIoMY, a OT
1esoro K yactu. Ecim pebeHoK IPOU3HOCUT «MaMay, TO,
1o Illtepny, aTo o3uavaer 1esoe adeKTUBHO-BOJIEBOE
SIBJIEHME JIUIS BBIPaKEHUs peun pebeHKa, nHade roBops,
3TO eCTb T1eJI0e, MU TPUMUTUBHAS HE PacuieHeHHas ellle
crpykrypa. Bor 510 1 Gyner nmpumep Takoil CTPYKTYDBI,
KOTOpasi COOTBETCTBYET CTPYKTYpPE KPACHOTO TIOJIS, T. €.
6e3 (PYHKIMOHAIBHOTO OTHOIIEHUS OTAEIBHBIX YaCTEil.

Kax nanbire nger pazsutne peun? OHO 3aKII0UAETCS
B TOM, UTO OT HEPACUIEHEHHOW CTPYKTYPHI MEPEXOIUT
K PacWwieHEHHOH, T. €. K CTPYKType PedH, TJie U3 3TOTO
IIEJIOTO BBIIESIOTCS OT/IEIbHBIE YaCTH U TIOJTy9aioTCs
CJI0JKHbIE (DYHKIIMOHAJIbHBIE OTHOIIEHUS] MEXK/IY 4acTsi-
MU, KOTOPble XapaKTepHbl s Hateil gassl. TyT dhpasza
YK€ COCTOUT U3 IEJIOTO PsiJia CJI0B — HAIPUMED, «MaMa,
MOCaJI MEHS Ha CTYJI» WK «<MaMma, JIall MHe TO-TO». TyT
[ecTb] oTmesmbHble YacTH, KOTOPbIE CTOSAT B (DYHKITHO-
HAJIbHOM OTHOIIIEHUH K 1[€JIOMY.

B oTHomennu Kk 4esioBeKy, ecyiii Mbl UMEEM B BULY
JIETCKOE Pa3BUTHE, TO BBl 3HAETE, YTO OCHOBHOU CTa/INEiH,
MEPHUJIOM XapaKTepa TOW CTPYKTYPbI, KOTOPOW JIOCTUT-
Jia TIepBOHAYaJIbHAS JleTCKast hasa, SBISETCS JETCKOe
«MaMay, KOTOpoe MOTOM 3aMEHSIETCS BYMS CJIOBaMHU,
MOTOM TOSIBJIIeTCS TpeThe cyoBo. Ecim dpasa cnavama
ABJISETCS arpaMMaTHYecKol, 6e3 COeJMHEHUs CJIOB, a
MIOTOM BBI CJIBIIITUTE U TIPUIATOUHOE MPEIJIOKEHIE, TO
TYT MbI yiKe HaOJIo1aeM, KaK HepacueHeHHast CTPYKTY-
pa MepexojIuT B CTPYKTYPY BBICIIETO MTOPSI/IKA.

Yro0Obl aTh XapaKTEPUCTUKY PEeUeBOil I€TCKON enu-
HULBI B CMbICJIE CTPOEHUS, YTOObI elile GJIMKe OI0NTH K
MIpe/IMETy, KOTOPBIN HAC CETO/[HSI WHTEPECYET, TTO3BOJIIO0
cebe TepeBecTy TO e caMoe IOJIoKeHe Ha OJIUH U3 ca-
MBIX OCHOBHBIX BOITPOCOB JIETCKON TICUXOJIOTUNA — HA BO-
[POC OTHOCUTEJIEHO PA3BUTHS BHY TPEHHEI peun pebeHKa.

Bur 3HaeTe, KOHEUHO, YTO Y HAC CYIIECTBYET TaK Ha-
3bIBaEMBIH TIPOIIECC BHYTPEHHEN peun, Ge3MOJIBHO, Oe3-
3BYUHOU PeYH, U YTO ITOT IPOIECC UMEET ITEPBEHCTBY-
Iollee 3Hayenue s Mbiiienus. [IpaBma, 1o cux mop
SIBJISIETCSI CIIOPHBIM TEOPETUYECKUI BOIIPOC, B KAKOM OT-
HOIIIEHUU CTOST TIPOIIECCHI MBIIIJIEHUS K TIPOIECCY BHY-
TperHeil peur. OHU ICUXOJIOTY CKJIOHHBI OTPAHUYNBATh
9TU OTHOIIEHHUSI, APyrue, HaoOOPOT, CKJIOHHBI CUUTATh,
YTO MEXK/1y MBIIIIJIEHNEM U BHYTPEHHEN PEUblo CyTIECTBY-
10T Apyrue, 6oJiee coxHble oTHOIeHNs. Ho Kak Obl HU
peliaTh 3TOT CIOPHBIA U OOJIBIION TEOPETUYECKUd BO-
IIPOC, HE TOJJIEKUT COMHEHHUIO TOT (DaKT, YTO pa3BUTHE
BHYTPEHHEH peun SBJSETCS OHUM U3 BAKHEHTIINX YCII0-
BUIT JIJISI PA3BUTHS HAIIETO MBIILJIEHHUS. JTO MOJIOKEHME,
€ KOTOPBIM HU OJIH TICUXOJIOT HE CIIOPUT.

Bmecre ¢ TeM, eciu Bbl 00paTUTECh K IELOJOTUN 1
CIIPOCUTE, KAK PA3BUBAETCSI BHYTPEHHSISI PeUb, B KAKOM
MIPUMEPHO BO3pacTe, KAKUMU MyTSIMU BO3HUKAET, Ka-
KUMU CIOCOOAMU BO3HUKAET, TO Bbl YBUIUTE, YTO ITOT
Ba)KHEHMIIMI BOIIPOC A0 CUX IIOpP OCTaeTcst Ge3 sICHOro
V/IOBJIETBOPUTEILHOTO OTBeTa. M bl He 3HaeM, KOT/1a BO3-
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HUKaeT BHYTPEHHSAS peyb, KaK IPOUCXOUT 9TO BasKHEH -
1Iee rpesBpaiieHue Hallell peur BO BHyTPEHHIOO peyb?

Yorcon, aMmepuKaHCKUI IICHXOJIOT, BbICKa3blBaeT
IIPEAIIOJIOKEHNE, YTO BHYTPEHHSS peub Pa3BUBAETCS U3
BHEIITHE! Jepe3 TMeTnoT; WHade TOBOPST, YTO TIEeTOT 3aHN-
MaeT cpeiHee MECTO MEXK/TY BHYTPEHHEH peunio, 6e33Byd-
HOM, 1 peubto 3Byuameid. [Ipeanonosxknum, 4To pasBuTHE
UIEeT B TAKOW TOCTENOBATENLHOCTI: PeOEHOK CHAYAMA OT
3BYYHOI peuyr MepexXojUT K MIENOTY, OT IMIeNnoTa Tepexo-
ouT K 6e33ByuHoil peun. Ho Tak Kak MbI TaKOTO 3aKOHA,
uTo6BI Y pebeHka TPOMKas peub Tepexojinia B 1IeroT, a
OT IIeI0Ta K BHYTPEHHEH peyu, He 3HaeM, TO BO3HUKAET
mOTPe6GHOCTh PACCMOTPETh ATO Mpeanonokenue. Jleii-
CTBUTEJIBHO JIN MBI MOXKEM IIPE/IIOJNIOKUTD, YTO Pa3BUTHE
BHYTpeHHel peun coBepliaercs yepes 1enot? s aToro
HY>KHO PacCMOTPETb BOIIPOC, KaK MbI 9TO JieJIa/li paHblIle.
BosbmeM heHOTHTIUECKH, T. €. TTO BHEITHEMY BULY, JI€H-
CTBUTEJIBHO JIM IIETIOT 3aHWMaeT cpefiHee Mecto? Heco-
MHEHHO, (DeHOTHITITIECKN 9TO 06cTONT Tak. OIHAKO ecn
MbI 0OpaTuMcst He K (HDeHOTHITITIECKOMY PACCMOTPEHHIO,
a K TeHOTUITMYECKOMY PACCMOTPEHUIO, TO MbI YBUIMM,
4yTO (DYHKIIMH, KOTOPbIE BBIOJIHAET BHYTPEHHSS PeEyb,
ry6OKO OTIINYAIOTCS OT (DYHKIUH, KOTOPHIE BBIMOIHAECT
BHEIIIHSA peyb. BHENIHAS peyub CIIyKUT /U1 COIIUAIBHOTO
MPHUCTIOCOOIEHYS, JITIST CBSA3U ¢ OKPYSKAIOTIUMHU JIIO/IBMH,
a BHYTPEHHSI Pedb CIIY»KUT JIJ1S MHIMBULYJIHOTO TIpU-
crocobeHst, TSI OPUEHTUPOBKH, IS HAJTAKUBAHIIS,
JUUIST TUTAHMPOBAHUST COOCTBEHHOTO MOBE/IEHTISI.

Taxum 06pazoM, QYHKIMKE BHYTPEHHEH PEUr OKas3bl-
BAIOTCS OTJIMYHBIMU U OT (DYHKITUIT BHEITHEH peyn, OHU
BBITIOJIHAIOT pa3jndnble 3a7a4u. CTPyKTypa BHYTPEH-
Hell peun SIBJISIETCST JIM TPOCTO Oe33BYYHOU BHEIIHEH
peunio? Her. Cam YOTCcOH 110Ka3aJ1, 4To ecyiv Obl MbI 3a-
(pukcupoBasu, IPeANONOKIM, HA TIIACTUHKE (DOHOTpa-
(ba mpottecc BHYTPEHHEN Pedn, TO MOJYIUIOCH OBl HEUTO
HEYJIOBUMOE U HECPABHUMOE 110 CPABHEHUIO C BHEITHEH
peublo, TaK Kak B IIpoliecce BHYTPEHHEH peyn UMeeT Me-
CTO TIPOIIECC COKpallleHUH, 9KOHOMUU, KOPOTKUX 3aMbl-
KaHW# — MHOT/Ia MOKHO YCTAaHOBUTD TOJIBKO OT/eJIbHbIE
OIOpHBIE TOUKH. VIHAaUYe roBOPst, CJiv OBl MbI ¢ TOMOIIIBIO
KaKoro-HUOY/Ih amnmapara 3ahuKkCcHpoBagn ObI BHYTPEH-
HIOIO PeYb, TO MBI €€ COBEPIIEHHO He y3Hanu Obl, Ha-
CTOJIBKO OHA OKa3aJiach Obl OTJIUYHON OT peur BHEITHEN.

WTax, MOKHO CKa3aTh, YTO BHYTPEHHSIST pedb OKa3bl-
BaeTcd OTJIUYHON OT BHENIHEW pedr, KakK 10 CTPYKTYpe,
T. €. B OTHOIIICHUM CBOETO CTPOEHUs, Tak U B (DyHKINO-
HAJILHOM OTHOIIIEHUH, T. €. OTHOCUTEIBHO TOH 3a1a4H, KO-
TOPYIO OHA BBIIIOJHSET B OTHOIIEHUH K HAIIIEMY 11eJIOMY.

Bot 1 Bo3HMKaeT BOIIPOC: MOXKHO JIU JIOILYCTUTb, YTO
JIBa IIpolecca, CTOJb Pa3iuyHble B OTHOUIEHUM CTPYK-
TYpbl U B OTHOLIEHWU (DYHKIUI, ABJSIOTCS reHeTuye-
CKU CBA3aHHBIMM 4epe3 LIEIOT, T. €. Yyepe3 HepexojiHoe
3BEHO, KOTOPOE TOJIbKO (PEHOTUIINYECKH, 110 BHELIHEMY
BUJIY 3aHNMaeT CpefiHee MecTo, a QYHKIINK U CTPYKTypa
BeCbMa OTJIMYHBI OT TPOMKOM peun?

IKCIEPUMEHTHI B OOJACTH HCCTEIOBAHUS TIETOTa
MOKA3aJIH, YTO HMIENOT y pebGeHKa MOKeT ObITh BbI3BAH B
paHHeM BO3pacTe, IPUMEPHO B [[BA IO/Ia, KOT/A ellle HeT
BO3MOKHOCTH OOBEKTHBHO TPHUNUCATh PeGEHKY Mpo-
1ece BHyTpPeHHEH pedn. ITO — € OJHOW CTOPOHBI. A ¢
JIPYroil — fajbHeiIme obIThl I0KA3aJIH, YTO HIEOT pe-
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GeHKa He PA3BUBAETCS CIIOHTAHHO B MOMEHTHI 10 IIEPBO-
TO TIKOJBHOTO BO3PacTa — MOMEHTa, KOT/Ia BO3HUKAET
MOTPEGHOCTD B LIENOTE, KOT/Ia KIMEHHO JIFOIU XOTeIH OB,
4TOOBI UX CJIOBA CJIBIIIAJIO OTPAHMYEHHOE KOJHYECTBO
gofeil. Takue CIOKHBIE OTHOIIEHUST y pebeHKa BO3-
HUKAIOT TOPA3/l0 MO3/IHEE, XOTS K 9TOMY TIPUYYAIOT €r0
YPE3BBIYANTHO PaHO; PeOEHOK OTHOCUTEIBHO HEKOTOPHIX
CBOUX MOTPEOHOCTEN PAHO HAYYAETCSI TOBOPHUTD HA YXO.

Takum 06pasoM KOHCTaTHPOBAHO, BO-IIEPBBIX, YPE3BLI-
YaiiHO OOJIBIIOE PAa3/IMYKE IIENOTa, IPOLECCa BHyTPEeHHEN
peuu U rPOMKOH PeuH, a C IPYTroil CTOPOHBI, O4eHb Me/IJIeH-
HOe pa3BuTHe HienoTa. Eciu Obl JeficTBUTEILHO 1eI0 [IPo-
MCXO/TIJIO TaK, YTO BHEIITHSISI peUb MTPEBPAIIAIach B IIETIOT,
a 1IeroT — BO BHYTPEHHIOW Pedb, TO LIEIOT A0JKEH ObLI
ObI 3aHIMATh OCHOBHOE MECTO B ITPOLECCE PAsBUTHS JIET-
CKOIf peuH, a 10 BOCbMU JIET HTOTO He IIPOUCXO/TUT.

Haxowerr, nccieoBanus CTpyKTYpbI ¥ (DYHKITUI TT0-
Ka3aJiv, BO-TIEPBBIX, UTO MIEMOT B TOYHOCTH BOCTIPOU3BO-
IIUT CTPYKTYPY PEYU TPOMKOI: OT TOTO, YTO MBI TOHIKA-
€M ToJIOC, He M3MeHseTcss cTpyKTypa dhpasbl. C apyroi
CTOPOHBI, aTa (PYHKIMS 3aK/I04aercs B 6ojiee CI0KHON
MaHepe COLUAIBHOTO IPUCIOCOOJEHMS: Mbl IIEIYeM TO,
YTO MBI HE XOTHM, 4TOOBI CJIBIIIAIN OKPY KAIOIIUE, NN
KOIZIa XOTHM, YTOOBI HAll TOJOC He ObLI CJBIILEH AAKe
B coceaHell komHare. TakuM o6pasoM, U CO CTOPOHBI
(GyHKIWI, U CO CTOPOHBI CTPYKTYPbhI MBI HAXO/UM TJTy-
6oKOe OTJIMYKE MIENOTa OT BHYTPEHHEI pedl.

BosHukaer comHeHMe, 1€HCTBUTETHHO JIN TIETIOT, KO-
TOPBIN (DEHOTUTTMYECKU SIBJISIETCS TIEPEXOTHON (HOPMOIA,
SIBJISIETCSI TAKOH 11€PeX0HON (hOPMOI B TEHOTUITMYECKOM
oTHOMeHUn? Besb Bce, 4TO MBI 3HAEM O Pa3BUTUU JIET-
CKOH peun, 3aCTaBJIsIeT HAC OTBETUTH HA 3TO OTPUIIATEIb-
HO, 2 UMEHHO, TIPUXOJIUTCS CKA3aTh, YTO 3/IECh MbI IMEEM
SIPKUIT IPUMEP TOTO, JI0 KAaKOU cTerneHu (heHOTUIINYeCKoe
3aKJII0YEHNe CIIOCOOHO Hac OOMAHYTh M YKa3aTh JIOKHO
CO371a101IeeCsT 3BEHO MEKJLY /IBYMSI IIPOTIECCAMMU.

WNnadve roBopst, ecam Mbl TOCMOTPUM BHUMATEJBHO,
TO OKa3bIBAaeTCs, YTO TIpeJIoiarasineecs (eHoTurmyae-
CKH BHEIITHEE CX0CTBO, HEOOXOANMOE JIJIS OIIPEAETEHIIS
IeTnoTa Kak MepexoaHoi (OPMBI OT TIpoliecca BHETTHEH
peun K MpoIieccy BHYTPEHHEH Peur, HU CTPYKTYPOi, HI
(YHKITUSAMY B 9TOM OTHOIIEHUH HE TIOATBEPKIAETCS.

Yro maer renorunuyeckuii anaans? /[ toro, 9toOnl
BBISICHUTD MPOUCXOK/ICHUE BHYTPEHHEN peyr M3 BHETI-
Hell, OH CTapaeTcsl HallTU CBA3YyIollee 3B€HO, TePeXOHBII
MOMEHT, KOTOPhIM CBS3aHA BHEIIIHSAS PeYb C BHYTPEHHEI.
OTOT TEPeXO/HbII MOMEHT HameyaeTcsd B TOW dopme
JIETCKOI peun, KOTopasi B IOCJIeHUE TO/Ibl YCTAHOBJIEHA
U olucaHa ImBeiapckuM uccienoparesieM [uasket, On
WCCTIeIOBAJ IETCKYIO peub B paHHEM U JIOTIKOJbHOM BO3-
pacre U yCTaHOBUJI 0COOYIO (DYHKIIUIO JIETCKOI pedn, Ko-
TOPYIO OH Ha3bIBAET ATOIEHTPUYECKON PEUBIO.

Bl 3HaeTe, B ueM 3aKITI0YAECTCS HTA ATOIEHTPUYCCKAS
peun? OHa 3aK/I0YAETC B TOM, 4TO PeOEHOK, IIPOU3BO-
11 Kakoe-HUOY/Ib JIeiiCTBIE, PAasrOBapUBaeT 4acTo Ha
JIOJISIX, U Pa3TOBAapUBAET TAKUM 00Pa3oM, U4TO HE CTABUT
cebe 3amaqy COOOMIUTL CBOIO MBICJIb APYTMM U HE J0-
JKUaeTest oTBeTa oT aTuX Apyrux. OH Kak 6bl Ha JIOAAX

TOBOPHUT BCJIYX CaM € cOOOI, MBICTUT caM ¢ cOO0M BCITYX.
B orsmune oT conuanbHOi peun, KOTopas HallpaBjeHa
Ha ob1ienwe ¢ ApyruMu, [Traske MpeiToKILI 9Ty Pedb Ha-
3bIBATD ATOIEHTPUUIECKOI.

Camoe MHTepecHOEe 3aKJII0YaeTCs B MPOBEPKE 3TOTO
uccenoBaHuAMY. [Inaxke IpUIILIA MBICTH U3MEPUTD ATY
ATOIEHTPUYECKYI0 Peub B U3BeCTHOU obsactu. [Tuaxke
CTaJl MOJICYUTHIBATD STOIEHTPUUYECKYIO Pedb peOeHKA U
MIOTIBITAJICSI BHIBECTU KOI(PDUIIMEHT ITOU ArorieHTpuye-
CKOI peuyr. ITOT KOI(DDUIMEHT STOIEHTPUYECKON pedn
BBIPA3UTCS CJAEAYIONUM 00Pa3oM: MOJCYUTAEM BCE PaH-
HUE, CIIOHTAHHBIE BHICKA3bIBAHMS PEOEHKA U TIOICUMTAEM
OT/IEJIbHO €T0 3TOLEHTPUYECKUE BbICKA3bIBaHUs, [3aTeM]
BO3bMEM OTHOIIECHHE 3TOIEHTPUYECKUX M CIOHTAHHBIX
BBICKA3bIBAHUI, — KaKYIO YaCTb, KAKOM IIPOLIEHT BCEX BbI-
CKa3bIBaHWIT peOEHKA COCTABUT TOIEHTPHYECKAsT PeUb?

[Muaxke MPOW3BOAMII CBOW TONCYET IBOSKUM CIIO-
coOOM: WJIM TIOJCYUTHIBAJ PEUb OMHOTO PeOEHKA, WJIH
MTOJICYUTHIBAT PeYb IEJIOH IeTCKOM Tpynibl. OH TOACYU-
TBIBAJI BBICKA3bIBAHUS BCEX JIETEH, CUSAIINX B IPYTITIE.
[TonmcuntaB Bce BbICKA3bIBAaHUS BCEX JIETEM, OH TTOTYIHII
CJIEYIOTIUH BBIBOJ, [IJIsI HAC YPE3BBIYAITHO NUHTEPECHDBIH.
OxkaspiBaeTcs, 4To, 110 JaHHbIM [Inake, cpaBHUBABIINM
IIKOJIBHBIN ¥ JIOIIKOJIBHBIN BO3PACT, MOJYYaeTCs: I
JIONIKOJIbHUKA, 3aKaHYMBAIOIIEr0 CBOM JIONIKOJIbHBII
crax, 9ToT Koaddunument paer nudpy 47—50%, a s
LIKOJIbHUKA, HAYMHAIOUIero CBOM IKOJIbHBINA CTax, KO-
adduImenT cpasy majgaeT u Boipaxkaercs B mudpe 25%.
Wuade ToBOPS, cpasy pesko, B TeUeHNEe OJHOTO To/[a KO-
adduimenT aroieHTPUYECKON pevn MMajjaeT B JBa pasa.

Yem oObsicusercs sror dakr? Ecan Gamxe 1mocMo-
TPETh ATOIEHTPUUYECKYIO PeUb, TO YBUIUM, UTO OHA AB-
agercsd v B (DyHKIMOHAIBHOM W B CTPYKTYPHOM OTHO-
HIEHUN TIePeXOIHOM (POPMOI MeXK/y Pedyblo BHEIIHEW 1
BHYTPEHHEN.

Pamnbie Bcero, ecsii BO3bMeM CO CTOPOHBI CTPYKTY-
Pbl, TO 3aMETUM, YTO rOlleHTpUYecKas peyb UMeeT CBOU
CBOIICTBA, a UIMEHHO — OHA Oy/IeT BaM HEMOHITHA, eCJTH
BBI He Oy/ieTe 3HATH BCEX TEX AEHCTBUH, BO BPEMs KOTO-
PBIX TTPOMCXOAN pa3roBop. OHA SBIIETCS COKPAIIEH-
HOM, MHOTO€ B Hell BoimyIeno. Korma pebeHok Tak ToBo-
PHT, OH He 3a00TUTCST, YTOOBI €r0 TIOHSIIA OKPYIKAIOIINE.

ITO He 3HAUUT, 4TO PeOEHOK HE YMEET Pa3rOBapUBaTh
TaK, 4To0BI ero moHuMasu. Korza emy HyKHO TOCTaBUTh
BOIIPOC, HY’KHO CHIeJIaTh MpeJIoKeHre, KOTaa eMy HyX-
HO COO0IUTH, UHHOPMUPOBATD, TO OH TIPEKPACHO yMEET
cKa3aTb TakK, 4To Bbl oliMeTe. Ho Korma oH roBoput cam
¢ coboit, 17ist cebs1, OH BBITYCKAET TIeJIble CJOBA, 1 eCJIU
BBl He Oy/ieTe 3HATh BCIO CUTYAIMIO, B KOTOPOW OH pas-
TOBApUBAET, TO BHI [€T0] 1 He ToliMeTe.

Eciu Bbl BO3bMeTe IIPOTOKOJIbI, B KOTOPBIX 3allnca-
Ha 3TOIEHTPUUYECKAst peYb, TO MHOTO BBl He TIOHMETe.
Ecom, ckakeM, TPOUCXOMNUT TakK, 4TO PebGEHOK PHUCOBAT
3aiila, OH MOXKET CKa3aTb: «YIIU» WU <Telepb YITus.
ITO 03HAYAET, YTO OH HAMEPEH 3alIly MpuaeIaTh yIiu.
[TepBoe, 4TO OTJAWYAET CTPYKTYPY I3TOHMEHTPUUYCCKOI
peun, 3aKII0YaeTCs B TOM, YTO OHA TaK TECHO BKparieHa
BO BHelIHUe JeHcTBYS pebeHKa, B ero Urpy, 4to CTaHo-

1 B crenorpamme: «IIbeskes. [To-Bupanmomy, Berrorckuit mponsnocuit nmst Kak «[Ibsixés.
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BUTCST HETIOHSITHOM, KOT/IA BBl OTOPBETE €€ OT AeHCTBIT
U TIOTIBITAETECH MMOHATH caMy 110 cebe.

Yro obHapykuBaer 3Ta peub? CXOACTBO ¢ BHYTPEH-
Hell peubto. [ToTomy 4TO, HECOMHEHHO, MBI 37I6Ch UMEEM
HavyaJi0 COKPAIEHUI, KOTOPble CBOHCTBEHHBI BHYTPEH-
Hell peun. Haiia BHYTpPeHHsIST peub TOXKe MOHSATHA cebe,
MOTOMY UYTO OHA CJYKUT I MHAWBUAYATBHOTO, a HE
JUISE COIUANIBHOTO Tipuctiocobsierusi. Ecin BbI BO3bMe-
Te (YHKIUIO ITOIEeHTPUYECKON Pedu, TO YBUIUTE, YTO
OHA TIOTOMY Ha3BaHA ATOLEHTPUYECKOIL, YTO BBIIOJIHSIIET
(OYHKIIUIO He CBSI3U C OKPYSKAIOIUMHE JIIOIbMU, a QYHK-
U0 MHAUBUYATIbHOTO npuciocodienusi. Ona corpo-
BOK/Ia€T U CTUMYJIUPYET COOCTBEHHYIO aKTUBHOCTH pe-
Gerka, U MOTOMY B (DYHKI[HOHATLHOM OTHONIEHUH OHA
SIBJISIETCST POJICTBEHHOI BHYTpeHHeil peun. [louemy aTto
He cama BHYTPEHHssT peub? /[T 0TBeTa Ha ATOT BOTIPOC
WMeeTCs CJIeYIONTNH OIIBIT, TTPE/ITIOKEHHBIN Y OTCOHOM.

Yorcon myis wmcciefioBaHUS BHYTPEHHEH pedyn 3a-
CTaBJISIET UCTTBITYEMOTO MBICJIUTD BearyX. OH 1aeT 3a71auy
U IIPOCUT PACCYKAATH BCJIYX. ITOT METOJ, KOTOPBII TPU-
MEHSIETCSI B [IEJIOM PsJIe OTIBITOB 1 KOTOPbIA MOXKET ObITh
OIpaB/IaH, BCE JKe, KOHEUHO, SIBJSETCA METOJIOM He 6e3
rpexa. [lopok aToro MeTosia 3aK/04aeTcs B TOM, 4YTO KOT-
J1a UCTIBITYEMbBII MBICJHUT BCJIYX, KaK Obl OH HU MBICJIHII
st cebst, Bee Ke OH, TI0JIb3YsCh 3BYKAMH, /10 H3BECTHOM
CTEMEHN U3MEHsIeT CBOIO BHYTPEHHIO PEUb, TTEPEBOIS
ee Ha PeJIbChI BHeITHell peun. VIHade TOBOPS, BHYTPEH-
Hee MBIIIJIEHUE YacTO 3aMEHSIeTCS PacCy:KAeHUeM, HO
BCe-TaKW TIPU TPUMEHEHUW 9TOTO METO/a MBI 3aMeda-
eM — 0COOEHHO KOT/Ia MCTIBITYeMBIH TIyOOKO TOTIIOTIEeH
CBOel 3ajjaueii — Bce XapakTepHble (DYHKIIUU U CTPYK-
TYPHbIE CBOUCTBA ATOIEHTPUIECKON peun pebeHKa.

Korga Mbi OyzieM TOBOPUTD O ped, Mbl Oy/IeM TOBO-
puTh 06 HTOM MOAPOOHO, celfuac xe 0CTaTOUHO YCTaHO-
BUTH CJIEIYIOIee: UTO TEePEXOIHBIM MOMEHTOM MEXKIY
BHYTPEHHEIl U BHeENIHel peuybio pebGeHKa SBISAETCS He
IIETIOT, KOTOPBIN (DEHOTUITMYECKH, [T0 BHEITHEMY BUILY,
TIPY HAaUMEHbIIIel 3ByYHOCTH 3aHUMAET Cpe/lHee MeCTo, a
ATOIEHTPUIECKAsT Pedb PebeHKa, KOTOPAs MO BHEITHOCTH
He OTJIMYaeTcs OT BHENIHeW peun M KoTopast (DyHKINO-
HAJIbHO U CTPYKTYPHO SIBJISIETCS TIOATOMY TIEPEXOIHON B
OTHOIIIEHUHU PeUr BOOOIIIE.

Kakme rpomajiHbie BBIBOZIBI TTOJIYYAIOTCS W3 9TOTO?
lenorunuueckoe paccMoTpeHue Ipoiiecca BHyTPeHHe!
peun SICHO OYIEeT U3 CJEAYIOIETO: Mbl HE TOJBKO MPU-
obpeTaeM I10 SrOLEHTPUIECKON peurt 0OBEKT Peun BOOO-
Ille — BHEIITHEel, 3BYYHOI, — HO MbI OBJIAJIEBAEM U BCEMMU
CBOWCTBAMU BHYTPEHHEI PeuH, T. €. Mbl He TOJIBKO MO-
JKEM Ha 0ObeKTe aHAI3a pedr pebeHKa MPOCIe/IuTh BCe
(byHKIIMM 1 CTPYKTYpY /I€TCKOW BHYTPEHHEH peuu, HO
MBI TTpro6peTaeM BO3MOKHOCTD CYAUTH O TOM, UTO TIPE]I-
cTaBJjsieT co60I0 ¥ BHYTPEHHSS PEYb M KAK TPOUCXOAUT
npeBpalieHre BHEITHEH peur BO BHYTPEHHIOT.

B camom zieste, moyemy BHEITHSIS PeUb [TPeBPAIAeTCs
BO BHYTPEHHIOW, Kakue (HaKkTOpbI OMpeNesaioT JTMHIIO
JTOTO MPEBPATIEHUST?

Ecin panpueiinimy uccie[0BaHUSIMU IO TBEPIUT-
Csl, UTO TIePeXO/IHOM (ha3oii OT BHEINIHEN K BHYTPeHHeH

SIBJISIETCS DTOLEHTPUYECKAsd, TO OTBET OyJdeT 3BydaTh
NpUOIUBUTEIBHO TAK: PEYb CTPOUTCS IICUXOJOTUYECKH
BHYTPEHHE paHbIlle, YeM CTPOUTCS (PU3UOJOTHIECKH
BHYTpPEHHE. DTO 3HAYUT, YTO TIO0 CBOEH TICUXOJIOTHYE-
CKOIl (DyHKIIMM peyb ysKe BHYTPEHHSIS, ATOTIEHTPUYECKH
OHa y’Ke BHYTPeHHsIsI, /7ist ce0st, HO 10 CBOEMY BHEIITHE-
My BUJIy OHA ellle peub 3ByYHasd, rpoMKast. VIsMeHuIach
(YHKIMS peun, pedb cTaja BBIIOJHATL APYryio GoJee
CTOKHYI0 (DYHKITHIO, TTOCTET0BATO M3MEHEHNE CTPYK-
Typbl. VI3amMeHrIach CTPYKTypa, Pedb CTala COKpAIlaTh-
s, BUJOU3MEHAThCS, OHa cTajia Bee Gosee u Goee He-
HOHATHOI OKpy:KaiommM, Oojiee 1 6ojiee 3aMbIKalach B
cebe, ¥ peub CTAaHOBUTCS (PUBUOJIOTHYECKN BHYTPEHHE.
W TosbKO TIOCTIE TOTO, KAaK OHA TICMXOJIOTUYECKH U3Me-
HuIa (GYHKIMK W CTPYKTYPY, OHA U3MEHUJIA CBOE OTHO-
IeHKe U K PeYr BOOOIIIE.

Ha arom mpumepe st XoTesr ObI TIOKa3aTh, 10 KAKOW
CTEeIleHW CTPYKTypa W (DYHKITMU, KaK XapaKTepUCTH-
Ka KaKoro-HUOY/Ib MPOTIECcca, SIBJSIOTCS BaKHBIMU JIJIst
OTIpe/ie/ICHUs] WX TeHe3a, T. €. Pa3BUTHA. Bbl Bujenu,
YTO € TOYKU 3peHust (heHOTUITMUECKOI TIETIOT 3aHNMAaeT
CpeHee MECTO MEXK/Y OJTHON U IPYTUM BUIOM PeuH, a C
TeHOTUTTMYECKOM TOYKW 3PEHUsI ATOIEHTPUIECKAsT PEUb
3aHUMAET CpejiHee MECTO MEXK/y OIHOM U Ipyroit ¢op-
MOI1 peuu, U 4TO Ty MEPEXOAHYIO FeHOTHITHUECKYIO CXe-
MY 3TOIEHTPUYECKON PeYr MOXKHO YCTAaHOBUTH TOJIBKO
MccieIOBAaHNEeM CTPYKTYPBI U (DyHKITUH 3TOH peyn.

[To3BosbTE ClIETaTh MaIEHBKIH MTEPEPHIB.

<Ilepepvie>

Ecan nepeiitn x Gosee GAUBKON XapaKTePUCTUKE
TOTO, KaKue K€ BUbI CTPYKTYP M KaKue BUIBI 1EJOTO
00pasyIoTcs B IIPoLecce PasBUTUS MOBeAEHUs peOeHKa,
TO B CAMBIX OOIUX YepTax 1 B 00111eil (popMe MOKHO CKa-
3aTh CJIEIyIOIIee.

PeGeHoK, nepexois OT MPUMUTHUBHBIX (DOPM IIOBE-
JEeHUsS K KyJbTYPHBIM (hOpMaM MOBeAeHUsI, 0OHAPYKHU-
Baet Bce OoJibliiee u OoJIbliiee HapacTaHue 0coboro Tuia
CTPYKTYP, KOTOPBbIE, TI0 MpeiokeHio Kérepa, mpuHsTo
Ha3BIBaTh CTPYKTYPOil 00X0AHBIX TyTell’. B ombrrax Ké-
Jiepa 3T 00XO/HBIE MTYTH PA3IMYaOTCs Kak 00XOIHbIE
MYTHU B IPSIMOM U B TIEDEHOCHOM CMBICJIE 9TOTO CJIOBA.

TunuaHoit CTPYKTYpPOil TOBeIeHNUsT, OOXOIHBIM TIy-
TeM B IIPSIMOM, OYKBaJIbHOM, CMBICJIE DTOTO CJIOBA SBJIs-
€TCs TaKOU OTIBIT.

OueHb TPOCTast, OTOPOKEHHAST C TPEX CTOPOH KJeT-
ka. C 3TO# CTOPOHBI — PEIIeTKa, Yepe3 KOTOPYIO0 BUJIHO,
YTO B KJIETKE JIEKUT TIJIOJI, MJIK KOPM, HAIIPUMED, KYCOK
Msica. Bot 31ech — JKUBOTHOE, TIPEATIOJIOKUM, COOAKA HJIH
o6e3bsiHa. Y YesoBedeckoro pebeHKa Mpu IMPUMUTHBHOI
CTPYKTYpE JETCKOTO MOBEJeHHs OyAeT MpsiMOe Harpas-
Jerre K 1enn. sKBoTHOE, HaxXojsdIeecss B COCTOSTHUN
addexra, Mo/ BAUSHUEM CTUMYJIA CHJIBHOTO TOJIO/A TIPsi-
MO OPOCAETCST M CTAPAETCst YePe3 PEIIETKY J0CTaTh IIeJIb,
XOTsI 3TA 1eJIb TIOJIOXKEHA TaK JAJIEKO, YTO ee TIPSIMO 10-
craTh HeJib3st. JKIBOTHOE, Haxos1eecs: B boJiee CIIoKOI-
HOM COCTOSIHUH, PA3BUBAET ABIZKEHUSA 00XOIHBIM IIYTEM.

% CJIOsKHOCTB CTPYKTYPBI 00XOIHOTO Iy TH — KPUTEPUIl PA3YyMHOCTH IEHCTBHSI.
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3aMeyareJbHBIM B 9TOM OOXOHOM TIYTH SIBJISICTCSI
cJemyIotee: TIPU HETOCPECTBEHHONH WHCTUHKTUBHOM
peaknuu, Tpu aPEeKTUBHOM COCTOSTHUH JKUBOTHOE JIei-
CTBYET MPSIMO K T[eJIM; HO €CJI TUIIA JICKUT He 37IeCh,
a JKUBOTHOE TIPSIMO 3Ty THUILY OCTaTh HE MOKET, TOT/IA
JKUBOTHOE JIEHCTBYET OGXOMHBIM IyTEM IMOJ YIJIOM B
180° x aT0ii 1eau. Takum 06pasoM, CTPYKTYpa 06X0/1-
HOTO TIyTH XapaKTEePU3yeTCd PAHbIIEe BCETO TEM, YTO B
OTJINYMeE OT IIPUMUTUBHO HALIPABJIEHHOTO JAEUCTBUS 9TO
NleiicTBUe PA3BUBAETCS TAK, YTO IIPU PACCMOTPEHUU €r0o
B CBOMX YaCTSIX OHO SIBJISIETCS IEHICTBUEM He K I€JIH, & OT
e, Tlosyyaercst, 4To KMBOTHOE, BMECTO TOTO 4TOOBI
6exaTh K 1eJan, — OeKUT om 11eJd, U 3TOT Oer oT 1eIu
SIBJISIETCS, B 9TOM CMBICJIE — €CJIM BBl Gy/IeTe paccMaTpu-
BaTb €T0 KaK 4acTb 00TIell KpUBOi, — GETOM K TIeH.

Wcenenyst aToT TNPUMUTHBHBI OOXOJHOW MyTh B
OYKBAJIbHOM CMBICJIC 9TOTO CJIOBA, MICUXOJOTH CMOTJIH
YCTAHOBUTD, YTO /IJISI PA3JUIHBIX JKUBOTHBIX JIOCTYITHBI
pas/nYHbIE CTENEHN 9TUX 0OXOMHbIX TryTell. Hampumep,
€CJIN BBl BO3bMETE BMECTO 00€3bsIHBI KYPHILY, TO BbI y3-
HaeTe, 4TO Takoe JieficTBue o yriaom B 180° miist kypu-
I[bl HEBO3MOJKHO, OHA OY/IET CTapaThCs MPOJIE3Th Yepes
peIeTKy, XoTs NONbITKH 3Tn OyayT Gecrionesnbl. Kak
BbIpaskaercs Késep, mpu npyuMUTHBHOM WUJIHU, B JAHHOM
cJIydae, TJIYIIOM ITOBEJEHUN HA HECKOJIbKO KUJIOTPAMM-
MeTPOB pabOThI TPAaTUTCS GOJIBIINE, YeM TPATUTCSA TPU
00XOIHOM I TH.

<Pucynox>

CTouT 3TOT ONBIT TPOAOJKUTH, TTOCTABUTH KJET-
Ky 4yTb-4yTb IIOJ YIJIOM K 9Toil 1esu. Ecau BOT Tak, a
KYypHIa IIOMELIAETCS BOT 3/1€Ch, YTOObI OOXOAHON IIyTh
tpeboBas moBopora B 90° U BOT TyT HAYMHAETCS] 30HA
00OXOJIHBIX TTyTE, KOTOPbIE JOCTYITHBI JIJIST KYPUILBL.

ITOT THIT OOXOHBIX TIyTell ABJIAETCS Y TIEI0T0 Psijia
JKUBOTHBIX MHCTUHKTUBHBIM. Cobaka, Koiika 6e3 Tpyzaa
COBEPIIAIOT CJIOKHBIE 0OXO/HbIE TMYTH, YTOObI 06ONHTH
MPEISATCTRIE, U JIJISI BAC TOHATHO, TOYEMY 3TH 00XO/THbIC
MyTH B GYKBAJILHOM CMBICJIE TOTO CJIOBA PA3BUBAIOTCS Y
JKUBOTHBIX MHCTUHKTUBHO, T. €. BPOKJIEHHO.

Bssre, Hanpumep, o6esbsny. Eif, kak BooOiie Bcsi-
KOMY SKMBOTHOMY, OUY€HDb 9aCTO TPUXOJNTCS, CKAKEM, B
Jlecy BUJIETD 11€JTh TaM, KyJla OHa MPSIMO TIPOUTH He MO-
JKET — CKaykeM, MPENSTCTBYET JIepeBO, PONAcTb, SAMa,
MEHb, W MPUXOUTCS KUBOTHOMY AEUCTBOBAaTH 0OXOJI-
HbIM niyTem. Takum o6pasom, mpocreiinme 06XoaHbie
Iy THU SIBJSIOTCS NUHCTUHKTUBHBIMU.

Kénep uccaenosan pebeHKa 0HOTO TO/A ¥ HATIET Y
HEro HAJMYKUEe TOJIbKO NMPUMHUTUBHOM CTPYKTYDPbI 9THX
myTel, OJIHAKO ITH OOXOAHBIE TYTH U CTPYKTYPbHI 06-
XO/IHBIX ITyTel, KOTOPOe OTJIMYAIOTCS B OCHOBHOM TEM,
9TO BEAYT K eI HE MO MPSIMOMY TIyTH, a 0 00XOTHOMY
YT, MOTYT OBITh MOHSATHI HAMU U B IEPEHOCHOM CMBbIC-
sie. K rakum crpykTypam 00xoaHbix myrteir Kéep cripa-
BEJIJIBO OTHOCHT BCE CJIyYan yIoTpeOJIeHUsT OPY IHil.

<Pucynok>

Ecim BozgbMeM Ty sKe CUTYyaIuio, [HO| TPETIONOKIM,
BOT 9Ta KJIETKA 3AKPbITA CO BCEX CTOPOH. 3/1eCh — I1€JIb, BOT
TyT — 006e3bsHa. Bor TyT nexxur nanka. Iesnb Hesb3s po-

crarb HermocpeacTBeHHo. OOXOMHON MyTh 3aKTI0YACTCS B
TOM, UTO 06E3bsTHA TTPU TTIOMOIIH MAJIKU I0CTAET MHTy. Bor
aT0 camoe yrorpebienre opyauii Kénep paccmarpusaer
KaK cydait 6osree CIOKHOM CTPYKTYPBI OOXOMHBIX My TEH.

Kaxkue ecTh OCHOBAHWSI JIJIST TOTO, YTOOBI ONIPEIEIUTH,
UTO HTO €CTh OOXOMHON MYTh? ITO CAENATH OYEHD TPO-
cro. [TpexacraBbre cebe, UTO JKUBOTHOE HAXOAUTCS B CO-
crosinun adexra.

Bort 3ech Haxomurest cobaka, 371eCh B KJIETKE — KYCOK
msica. Cobaka ouenb rosiogta. Ot Msica B KJIETKe IPO-
tsinyTa BepeBka. Cobaka, Kak MOKA3bIBAET OIIBIT, Oy/IeT
JIASATh, METAThCsI, OeraTh OKOJIO KJIETKU, WA 0OXOHBIX
IyTel, HO OHA He TIOTSHET 32 BEPEBKY MSICO; HACTOJIBKO
OHa TIOTJIOIIEHA BUIOM MsICa, YTO BCSKIH PYTOil TTpe-
MeT He SIBJISIETCS CTUMYJIOM JIJIsI ee IefiCTBII.

OO6X0HOIT TyTh ¢ yHOTpeOIeHIEeM OPYANI 3aKI0Ua-
€TCsT B TOM, UTO 0O€3bsTHA XBATAET TMAJIKY, B TO BPEMSI Kak
ee 1eib — He maika. O6e3bsiHa, BUMS 11€J1b, AEHCTBYET
0OXO/IHBIM TIyTeM, OHA OEpeTCst 3a MPeIMeT, KOTOPBIH,
Ka3aJoch Obl, YBOJWT €€ OT IIeJIH, HO OHA TPUOETaeT K
3TOMY TIpeIMETYy TIOTOMY, YTO CTPYKTypa ee MelCTBUM
SBJIAETCS TIEPBBIM IATOM JIJIst JIOCTUIKEHUST 11eJIn 00X0/1-
HBIM Ty TeM®,

JlanbHelinye ONbITH TOKA3bIBAIOT AaJIbHEHIINE YKa-
3aHUsI OTHOCUTETBHO 0OXOAHBIX myTeid. OHM MOKa3bIBa-
10T, YTO 0OXOHOI MY Th, COBEPIIAEMBIiT COGCTBEHHOM Te-
JIOM, TOPAa3/Io Jierye, 4eM 0OXOHOM Ty Th, COBEPITAEMbIi
OpyIIeM.

Hanpumep, npeacrasbre cebe TaKOi OIIBIT.

<Pucynox>

Bor 31ech — 06e3bsHa, BOT 31ech — 110, Ha ator
pas 1eab cBoGogHA. BOT 9TOT AMMK B TPU CTEHKM Ha-
CTOJIbKO HHM30K, YTO 00e3bsiHA BU/IUT, YTO JIEJAETCS B
aumke. 3aech JgexuT mmanka. O6espsna Oeper IMajaKy u
CTPEMUTCS CKBO3b CTEHKY TIPUTAHYTH K cebe 1o, Tak
KaK ILJIOJ] Yepe3 CTEHKY IPUTSHYTh HeJb3sd, TO JieiicTBre
o6e3bsHbl ocTaercst GeapesyabratHbiM. Torga Hanbo-
Jiee yMHbIe 06€3bSHBI MOCTYMAIOT TaK: OHU GEPyT MKy
U BMECTO TOTO, 4TOOBI TIOKATHIBATE MO/ K cebe B Ha-
[IPaBJIEHUH PSIMOTO JAEHCTBHUST, OHU KATAT MJIOL OT cebst
U OTTOHSIIOT €r0 BOT Tak. TakuM o6pasoM OHU COBEpIIIa-
0T MIPH MOMOIIIN TaJIKK 00XoHoe fAeiicTere. Korma miros
CIIyYaifHO HAYMHAeT KAaTUThCS K OTBEPCTHIO, TOTAA OH
nomaziaet 0OXOHBIM IyTeM K 00e3bsHe.

[Ipencrasbre cebe, 4TO BOT 371eCh — 00€3bsiHA, TYT
OyzeT Ik, 31ech OyleT HaXOAUThCSA CBOOOLHO ILIOL.
Tyt 00XOAHOW TIyTh TOT K€, U €CJIU JIOCTATh 1eJb TIPH
MOMOIIN JIBUKEHUSI TEJIa KOIIKe UK cOOAKE HE YIaeTcs,
TO HY’KHO CJIETaTh 0OXOHOI IYTh MPU TOMOIIIU OPY/IHSL.
Wuave roBopst, 06XOMHOMN TIyTh € IBMKEHHEM COOCTBEH-
HOTO TeJia SIBJISIETCsI, HECOMHEHHO, HoJIee TPOCTHIM, YeM
06XOHON MTyTh TIPU MOMOIIU OPY/HSL.

Wnade roBops, MBI BUJINM, 9TO BHYTPHU OTHOW U TOU
JKe CTPYKTYPBI, KOTOPYIO MOKHO Ha3BaThb CTPYKTYPOU
06XO/THOTO Ty TH, — XapPaKTEPU3YEMOI TEM, UTO 1EJIb J0-
CTUTAETCS HE 0 MPSIMOMY IMYTH, a OOXOHBIM MyTeM, —
UMEIOTCST PA3JIMYKsI [0 CTEHEHsIM CI0KHOCTU. EcTh 60-
Jiee 1pocThie U 6oJiee CI0KHbIE [CTPYKTYPBI].

5 Onocpedcmeosanue, poskieHe TIPEIMETHOTO AEHCTBIS — BBICITAst (popMa 06XOAHOTO Ty TH Y KIBOTHBIX.
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Boteomcxuii JI.C. Yemeepmas nexuyus

Vygotsky L.S. Lecture four

Ette oztHo nHTEpECHOE CBOMCTBO B CTPYKTYPE 06X0/1-
HOTO IIyTH, KOTOPOE Ba;KHO OTMETUTD. 51 BaMm ceifuac 11o-
Ka)Ky TIPEIMEpP CTPYKTYPBI 0OXOHOTO MyTH, KOTOpast 6y-
JIET OTJIMYATBCST OT CTPYKTYPBI BO BTOPOM CMBICJIE, T. €.
OT CTPYKTYPBI C HEPACUTEHEHHBIMU YACTSIMU.

<Pucynox>

IIpencraBbre cebe Takoe MOTOKEHUE: BOT 3I€CH K-
BOTHOE, BOT 11eJTb. JKUBOTHOE MOJKET JI0OCTaTh TI€Jb PY-
KOIO. 3/1eCh T1eJIbIi Psiji TIpesiIMeTOB. UeM SIBJISIIOTCS Bce
HTU TIPEAMETBI 1151 06e3bstHbI? 17151 Hee Best 9Ta cUTyarms
Ype3BbIYATHO TPOCTA: BCE PeasbHOE, UTO OHA BUIUT, CO-
cTaBiigeT (oH. ITa CUTyalMs SABJLETCS HEHTpPaJIbHLIM
CTUMYJIOM U B CHJIy CBOEH HeHTpasbHOCTH OyIeT 03Ha-
yatb TosIbKO GoH. [loz aBgercs aeficTByIONUM CTUMY -
JIoM, U Ha 9ToM (OHE OH SBJILAETCS CTUMYJIOM, KOTOPbII
3acrasJsieT AeicTBoBaTh. Ciie/JoBaTesIbHO, BCE OKPYJKalo-
IIMe IpeIMEThI IPU HarboJiee TIPOCTOI CTPYKTYPE sIBJISI-
I0TCSI J7Ist 00€3bsTHBI HCKITI0UNTEIbHO (hoHOM. TIpe/icTaBb-
Te cebe, uTo 06e3bsTHA JIOJIKHA TIPUOETHY T K 0GXOJIHOMY
Iy TH, TIPU HTOM OKPYIKAIOTIHE TPEIMETHI IEPECTAIOT OBITH
NI Hee HeUTPAJIbHBIMU TIPeIMeTaM U, a KaXKIas U3 yacTeil
CTAHOBUTCSI B KaKOe-HUOY/b (DYHKIIMOHAIBHOE OTHOIIIE-
Hue K 1esn. OTBIT MOKAa3bIBAET, YTO €CIIH, HAITPUMED, BOT
3/1eCh CTOUT GaliMaK, TO 06€3bsiHA CBSA3BIBACT ATOT Halll-
MaK CO CBOEH 11eJIbl0, OHA IIBITAeTCA JI0CTaTh 11eJb [PU
nomoriu Garmmaka. Eciit 9To He yaercs, To oHa BbICTpa-
uBaeT OGallMaK B P/l C TebI0, YTOOBI 3aMOJTHUTH MECTO
MexIy coboil u resbto. Econ [u] ato eil He yaaetcst, TO
OHa XBaTaeT GalliMaK U IIBBIPSIET B 11eJIb. Tak BeeT ceOst 1
PeGEHOK IBYX JIET M OJTHOTO MECSITIA.

WMuade roBOpsi, HEWTPAJIBHBIX IIPEIMETOB HE CyIie-
CTBYET, KaK TOJIbKO ITPSIMO¥L Iy Th K 11eJ1U He ObLT Hai/IeH.
Tax ke To4HO BegeT cebsd U KUBOTHOE GoJlee IIPUMUTIB-
Hoe. Eciin 311ech JIeKUT 071€4710, KOTOPBIM ITOKPBIBAETCS
006€e3bsTHa, COTOMEHHAS TIUISITIA U JPYTOil TIPEIMET — BCE
paBHO [Kakoii], — moboil mpeamer npuobperaer GyHK-
[MOHAIBHOE 3HA4YeHWe U JI000H MpefMeT CTapaercs
HCTIOIb30BATh 06e3bsTHA, YTOOLI TPUOTUBUTHCS K TCITH.
[Momywaercst cTpykTypa Gojiee CIOKHOTO TOPSIIKA, T/IE
MBI IMeeM He TTPOCTO (hOH, HENTPATHHBIN CTUMYJ B TIpe-
JleJlax OZIHOTO JIeHCTBYIOLIErO CTUMYJIa, a IoJydaeTcs
CTPYKTYPA, T/l UCTBITBIBAeTCS (DYHKITMOHATBHOE OTHO-
HIeHe MEK/LY OT/ebHbIMU TipeiMeTamu. OOe3bsiHa 3TH
MIPE/IMETHI TO MIBLIPSET, TO YCTPAUBAET MOCTHUK, TO TIOJIb-
3yercst B Bujie opyaus. Hefirpamphbiii (on mepecraer
OBITH (POHOM, CTPYKTYpa (POHA IIEPEXOAUT B CTPYKTYPY
(byHKITMOHATTBHOTO OTHOIIEHUS MEKY YACTIMMU.

K rakoro Tuma cTpykType, TOIBKO elie Gosiee CI0KHOM,
HOTOMY 4TO Peub MJIET O CTPYKTYpax He HAIIA/HbIX, OTHO-
CHUTCA U Ta CTPYKTYPa, KOTOPast HaC 3/1eCh J0JIKHA HTHTEPEeCo-
BaTh, UMEHHO CTPYKTYPa CJIOKHBIX (POPM TOBeIeH s peber-
Ka. JTa CTPYKTYpa SIBJSIETCS CTPYKTYPOi 0GXOMHBIX MyTel,
MOTOMY YTO OHA TIOMOTAET TaM, I7ie Ha TIPSIMOM TIyTH TICH-
XOTOTHYECKAsT OTIePATTist pebeHKa OKa3bIBAETCsT HEBOZMOJK-
HOU. ONIHAKO, TaK KaK 3TH OOXO[HBIE MyTH MPHOOPETEHbI
YeJI0BEYECTBOM B CBOEM KYJIbTYPHOM HCTOPUYECKOM Pa3BU-
THUM, TaK KaK COIMMAIbHASA CPe/ia C CAMOTO HAuaJla IIPeJiTaraeT
pebeHKy TeIbIil PsAjl TAKUX OOXO/IHBIX MyTel, TO MbI OYEHb
YaCTO HE 3AMEYaeM, UTO MBI HEM 10 OGXOIHOMY TIYTH.

ITpocroii ipumep. IIpezcraBbre cebe, 4TO MHE HYKHO
CPaBHUTb, B KAKOW U3 JIBYX IPYII KIMeeTCst GOTbIIE Mpeil-
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MeToB. Vi npeicraBbTe, 4To peGeHKyY HYKHO PasaesuTh
M3BECTHYIO TPYIITY MPeMETOB, M3BECTHOE KOJNYECTBO
yacTell — CKayKeM, PasfesInTh UTPYIIKU UJIU TIATTKA MeK-
NIy HECKOJbKUMHU TpHUCYTCTBYommMA. [IpuMmuTrBHAS,
camast TIpocTast orepaiyst Obiia Gbl CJEAYIOIIAST JICITHT-
¢Sl KakuM-HUOYIb 00pa3oM Ha IJias, Kak 9TO JIeJIaeTCst y
JIeTell MJIJIIIero Bo3pacTa Wiu y NPUMUTHUBHBIX JIIOJIEH.
Mbl — J0AU KyJIbTYPHBIE, 1 peOEHOK CTApPIIEro HIKOJIb-
HOI'O BO3pacra, 4TOObl PasleIUTh, IeHCTBYET 0OXOLHBIM
IyTeM — OH PaHbllle IePECUNTHIBAET MPe/METhI. TaKuM
00pa3oM, OCHOBHAS 1I€JIb — Pa3deJUTh — OTCTYIAeT Ha
3aiuuii tuiad. [Ipeskie rmepecyuThiBaIOT IPEMETHI, [TOTOM
MIEPECUNTHIBAIOT, CKOJIBKO €CTh IMPUCYTCTBYIONUX y4acT-
HUKOB, 3aTeM TTPOU3BOIAT apuMeTUdecKyio Oreparuio,
MIPe/IoIOKNM, ienaT 64 mpeaMeTra HA 4 TIPUCYTCTBYIO-
IIIUX; TIOJIY9AETCsl, CKOJIBKO JIOJIKHO OBbITh Y KayK/IOTO, M 3a-
TeM JiesiaT. Mnadye ToBOpsi, OCHOBHAS 11€J1b, HECOMHEHHO,
He HACTYTAeT HEMOCPEACTBEHHO, KaK TOJIHKO BO3ZHWKJIA
3aj1aua, a Jaxe y pebeHKa paHHero BO3pacTa OHa OTOABU-
raeTcst, CTABUTCS B KOHIlE, & MPOMEXYTOK 3aI0JIHIETCs
LEJIBIM PSJIOM OII€PaLii, KOTOPbIE SBJISIOTCS 0OXOLHBIM
IyTeM JIJIST PEeHUsT 3a/1a4 1.

PaBubiM 06paszoM, Korga peOeHOK HauyMHAeT CYUTaTh
10 IaJIbliaM, KOrja, He OyAy4u B COCTOSIHUM JAaTh IPSAMOIL
OTBET Ha BOIIPOC YUHUTEIsI, CKOJIbKO Oyzet 6 1 2, OH Hauu-
HaeT CUYUTATH T10 MaJIbIiaM (OTCUUTHIBAET 6, TOTOM OTCUU-
THIBAET 2 M TOBOPUT: §), TO MbI OTISITh UMEEM CTPYKTYPY
06XO/IHOTO TYTH JIJIsI BBIMOJHEHUST U3BECTHOM Orepariim
— cueta. PebeHOK, He MMesS TOTOBOTO, aBTOMATHYECKOTO
OTBETa, TIOJIb3YETCS CBOMMMU YJIeHAMU, KOTOPBIE PaHbIIe
SABJISLIACH TOJIBKO (DOHOM 71t pebeHKa. B naHHOM cirydae
PYKH, HE UMesT [IPSIMOTO OTHOILEHUSI K BOIIPOCY, TIprHoGpe-
TAIOT 3HAYEHMe CPEJICTBA, KAK TOJIbKO 3a/1a4a Ha MPSIMOM
IIyTH OKa3bIBAeTCs ISk peOeHKa OTPE3aHHOI.

MbI MorIn ObI Ha OCHOBAHUHU STHX ITOJOKEHUIT OIIpe-
JIeJTUTh camble (DYHKIIUM, caMOe HazHAueHMe ITOU orre-
paiuu, Kakoe Ha3HaYeHUe BBITIOJIHSIET 9Ta KyJbTypHAs
orepanus B JKU3HU pebeHka. Mbl MOIJIN Obl OTHOCHUTEJIb-
HO BCSIKOU CTPYKTYPbI OTBETUTD TaK.

OnbBIT MOKa3bIBAET, YTO CTPYKTYPa 0OXOJHOTO Ty TH
BO3HUKAET TOJILKO TOT/Ia, KOT/Ia BO3HUKAET MPEISITCTBUE
Ha MIPSIMOM Ty TH, KOT/IA PEAKITHS TI0 TTPSIMOMY Iy TH OKa-
3bIBAETCSI OTPE3aHHON, MHA4Ye TOBOPS, KOr/la CUTYallus
HpeAbsBIdeT Takue TpebOBaHUS, 4YTO IPUMHUTHBHAS
peakiusi OKa3bIBaeTcsl HeyjoBjeTBopuTenbHoil. Kak
obiiee TPaBUJIO, MBI DTO MOKEM OTHECTH K CJIOKHBIM
KyJIbTYPHBIM OIlepalisaM peberka. PeGeHOK HauuHaeT
npuberatb K 0OXOAHBIM IYTSM TOIZA, KOrAa Ha IIPAMOM
IyTH peakius 3aTPyAHeHa; nHaye roBOps, Korua Tpebo-
BaHMs TPHUCIIOCOOJIEHNUsI, BCTarolie Iepel pebeHKoM,
MIPEBBIIIAIOT €0 BO3MOKHOCTHU B JIAHHYIO MUHYTY; MHA-
e roBopsI, Korja y pebeHKa OKasbIBaeTCst IeUIIUAT B I10-
BeJIeHUN — KOT/[a IPU TIOMOIIIM €CTECTBEHHOM peaKiinu
OH He MOJKET CIIPABUTHCS C 3ajiaueil, KoTOpas BOZHUKJIA.
Torza Bo3HUKaeT ABUKEHIE OOXOAHBIM I1yTEM.

B kauectse 1prMepa s 1o3BoJIIO cebe IPUBECTU CBOI
OIIBIT, KOTOPBIN IIpeACTaBsieT cOO0M MOANMUKAIIMIO OIIbI-
ta [Inaske OTHOCUTEIEHO STOLEHTPUYECKOIL peun peOeHKa.

Mpbi HabjogaeM SrOLEHTPUYECKYIO pedb pebeHKa
npubIM3UTEIBHO B TaKOW e cuTyaunuu, Kak y Ilunaxke,
HO TOJIBKO MbI 33J1aeMCSI T€JIbI0 TTPOCTIEUTh, OT KaKUX
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(akTOpOB 3aBUCHUT 3Ta ArolleHTpHUYeckas peub. OTanune
ATOTO OmbITa OT omnbita [Inaske 3axaroyaeTcs B TOM, 4TO
MBI 3aTPYAHSAEM HoBeieHre pebeHka. Mbl HabJto1aeM pe-
6eHKa B MOMEHT CBOOOJIHOIO PUCOBAHUS, HO, B OTJINYNE
ot Iluaske, MBI OPTaHU3yeM JIEJIO TaK, 4TO y pebeHKa He
XBarTaeT IBETHOTO Kapanzamia. Korma oH yBJIeKcs puco-
BaHMeM, Mbl He3aMETHO 0TOMpaeM 00pasell, 110 KOTOPOMY
OH PUCOBAJ; KOT/Ia OH KOITUPYET PUCYHOK Ha TTATUPOCHYIO
OyMary, Mbl He3aMEeTHO BbIHUMaeM KHOIKY 1 Oymara ot-
poiBaercs. CI0BOM, MbI OpraHu3yeM IoBejieHre pebeHKa
Tak, 4ToObl OH HATAJIKMBAJICA Ha Psij 3aTpyaHeHuii. 1 g
KOHCTAaTUPOBAJ, 4YTO STOIEHTPUYECKAs PeYb, MOJICUN-
TaHHasl B ATMX CJydYasX, cpasy Bospacraer Ha 96%, B TO
BpeMsT Kak HOPMaJIbHBIH KoadduimenT oxkomro 47%. ITo
MTOKa3bIBAET, KAK BO3ZHUKAET ATOIIEHTPUYECKAs peub TOT-
Ia, Korja y peOeHKa BOSHHMKAIOT 3arpyiHeHus. IIpen-
cTaBbTe cebe, UTo peOEHOK PUCYET, eMy HYKEH KPACHBII
Kapanzail. Eciu aTOT KapaHall TYT JIEKWUT, TOSBUTCS
s aroueHTpudeckas pedb? Her. PeGeHky HysKeH Kpac-
HBII KapaH/ai, ol 6eper u pucyet. Ho mpeacraBbre, 4T0
pebeHKy HysKeH KpPacHBII KapaH/alll, a 9TOro KapaHaalia
OKOJIO HETO HET, OH OTJISI/IbIBAETCS — HET KapaHjaina. Bor
TYT SIBJISIETCSI ATOTIEHTPUYECKAs] Peub — pacCy’KIeHUe:
MPOTIaJ KPaCHbIN KapaH/alil, Ha/lo JOCTaTh KPACHBIN Ka-
paHjall, WK 3asl ocTaHeTcs (e3 yIueid, Winu NpUAEeTCs
HApUCOBATh CEPHIM KapaH/AIOM, WJIW, €CJU HAMOUYUTh
CUHUII B BojIe, TO OyeT Kak KpacHblil. 1 motoM peGeHOK
9TO Jienaet. MHaue roBops, TaM, rie Heb3sl IeicTBUEM
CIIPABUTBLCS C CUTYAITHEl, TaM BBICTYIAeT Ha CIIEHY pac-
CysKJleHUe, KaK IJIaHUPOBaTh CBOE IMOBeIEHUe, KakK J0-
CTaTh, WK PEOEHOK TIBITAETCST OTAATh cebe OTYET B TOM,
4TO MPOUCXOAUT. DTOT OOXOAHOI TyTh BOSHUKAET TOT/IA,
KOT/Ia ITPSIMOH ITyTh OTPe3aH.

Aot onbIT yoexKaaeT B TOM, YTO SrOLEHTPUYECKast
peub pebenka MoKeT ObITh camasl BaskHas u3 (yHKIUN
BHYTPEHHEN peuu, TaK KaK OHa TIJIaHupyeT (yHKITUN OT-
HOCHUTEJIbHO TIOBe/leHUsI. Bbl 3HaeTe, /0 KaKOW CTereHu
TO, UTO y YeJIoBeKa BO3HUKAET B TOJIOBE, BIUSIET HA TO,
YTO OH JIeJIaeT, U JI0 KAaKOU CTeTIeHN 3TO XapaKTePHO JJIsT
MOBE/ICHNsT YeJIOBEKA, U B KAKOW CTENeH! 5T0 00yCJI0B-
JIMBAET HAMIW AKThI, HAllle OTHOTIECHWE K OKPY’KaIoIei
cpenie. BoT aT0 TtaHMpOBaHWE MBI HaXOJWM B 3TOIEH-
TPUYECKON /IETCKON pevn.

Kianapen — mBeitiiapckuit ucceioBatesib — yKasbl-
BaeT 3aKOHbI, OOBACHAIONINE CTPYKTYPY TAKUX 0OXOIXHBIX
orepaiuii. T 3aKOHbI OH HA3bIBAET 3aKOHAMU TPY/HO-
ctu ocoznanud. Knamape vicciieoBa, Kak BOSHUKAET Y
peGeHKa peakiys Ha CXOAHOE ¥ Peaklusd Ha PasjIMYHOe,
1 HATOJIKHYJICS Ha cJietytorue haKThl: PeaKIius Ha CXO/I-
HOe BO3HUKAET PAaHbIIe, YeM PeaKIns Ha PA3TNIHOe; MeK-
Iy TeM CJIOBECHOE OTIpejie/ieHre Pa3JIndYHOTO BO3HUKAeT
paHblIIle, YeM CJIOBECHOE OTIPe/IeIEHUE CXOJICTBA.

Kiamapen ato o0bsicHsier Tak. COBEpIIEHHO TIOHST-
HO, 4TO PeOEHOK pPaHbIle OMO3HAET B MBICJHU Pasjnyue,
YeM CXO/ICTBO, U ITOYEMY PaHbIIe eHCTBYET B OTHOIIIE-
HUU CXOZICTBA, YeM pazjinyus. B oTHOIIEHUM cXo/cTBa
HET TPYAHOCTEN, OH MPSIMO pearupyer, y Hero HeT oc-
HOBaHMii Ipuberath K 06X0AHOMY IIyTH. B oTHOmEHUN
PasIMYHOro OH Tropasgo OoJblle HaTaJIKUBAeTCs Ha
omuOKY, IPeIPUHIMAET OLHO-APYroe AeHCTBUE, 1 TYT
00HapyKUBAETCs, KaK BO3HUKAET 00X0[HAs Ollepallusl.
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Knanapes odopmiisieT aTOT 3aKOH Tak: Mbl OCMBbIC-
JINBAaeM Ha CJIOBaX WJIM IIEPEBOIUM OIlepalMIo U3 IJIaHa
MEeCTBYS B TIaH BepOATBHBIH TI0 MEPE TOTO, KAK MBI Ha-
y4yaeMcst TPUCHOCOOIEHIIO, 0 MEpe TOro, Kak Mbl Ha-
TAJTKUBAEMCSI Ha TPYAHOCTHU HAIIETO MTOBEIEHNUS.

W neiicTBUTENBHO, UCCIEI0OBATEIN HE TOJBKO rOIeH-
TPUUYECKOI Peur, HO M HCCJE0BATENN 0OJiee CIOKHBIX
OTepaIliii MOKA3bIBAIOT, YTO BCSKUIT pas CTPYKTYpa 00X0/1-
HBIX [TyTel BO3HUKAET TOT7IA, KOT/IA OTIePaIisl Ha IPSIMOM
IyTU OKa3bIBaeTCsl OTpe3aHHoi. lHaue roBops, OCHOBHAS
(byHKIMA, OCHOBHOE Ha3HAueHWE 3TOH BBICHICH (OPMBI
PUCTIOCOOIEHUST 3aKTI0YAETCS B TOM, YTOOBI OCYIIECT-
BJISITH TIPUCTIOCOBICHYIE TaM, T/IE TIPUCTIOCOOIICHIE TT0 TIPsi-
MOMY TIyTH OKa3bIBACTCS JI7IsT peOEHKA 3aTPY/THEHHBIM.

Ho [ecTs] ete ogiHO uype3BbIYaiiHO BaskHOE MOJIOXKe-
HUE, KOTOPOE MOXKHO (hOPMYJTMPOBATH TaK: Pa3BUTHE
TaKWX BBICHIMX (hOPM TTIOBEIEHUS COBEPIITAETCS TIOT /IaB-
JenueM HeobOxoxnmoctu. Eciu y peberka HeT He0OXO-
JIMMOCTH TIOlyMaTh, TO OH HUKOT/IA He TTogymaet. Ecim
Te TPYAHOCTH, KOTOPBIE BBl OPraHU3yeTe, 3aCTaBJISAIOT
pebeHKa UCIIPABJISITh CBOE MOBEJEHUE, TOLyMAaTh, mpe-
K/l YeM JIeHCTBOBATD, OCO3HATH HA CJI0BAX, KAK TOBOPUT
Kianapes, — Torza Bo3HUKAaeT U COOTBETCTBYIOINIEE 110-
Bezienue. U ecsin Bbl opranusyere OIBIT Tak, YTO Y Bac
Ha 3TU 3aTPY/AHEH VS PeOEHOK He HATATKUBAETCST, TO OKa-
JKETCS, UTO U IIPOIIEHT ero arolleHTPUYECKOi peun cpasy
mazgaer ¢ 96% 10 47% , moutn B 2 pasa.

Bosnukaet Borpoc: ioueMy e Bce-Taku, KOT/a y pe-
GeHKa TPYJAHOCTEH HET, U TOT/A SrOEeHTPUYECKas pedb
BBIPAKAETCS] B 3HAYUTEIHHON cyMMe 47 %, OKOJIO TI0JI0-
BUHBI PeYU JIONIKOJIbHOUI? V1 He MPOTUBOPEUUT JIM ITO
TOMY, YTO STOIEHTPUIECKAST PeUb, KaK BOOOIIE CTPYKTY-
pa 06X0HOTO MyTH, BOBHUKAET OT TPYHOCTEI?

ITOT BOIPOC HE TPEJCTABISIETCS] 0OCOOEHHO TPYII-
HbIM. BBl IOHUMaeTe, 4To ecyin y peOeHKa HeT BHEITHIX
TPYAHOCTEH, TO ecTb BHyTpeHHUe. Bpl nmpunomuure, B
KaKoil mocjenoBaTeJbHOCTH UAYT ero aelictud. [Ipen-
MOJIOKVIM, OH JIOJUKEH BBIOPATh, 4TO prcoBaTh. OH HapH-
coBaJI 3afi1a, OH KOHYIJI PUCOBATH, OH IOJIKEH BEIOPATH,
YTO eMy PUCOBaTh Jasbiine. VIHaue ToBOPsI, TPYAHOCTU U
TYT BBI3BIBAIOT ATOIEHTPUUECKYIO P€Ub, M 9TU TPYAHO-
CTU — BHYTPeHHero mopsiika. st Toro, 4ToObl sKCIIe-
PUMEHTAJIBHO U3YYUTH, KaK U KaKue TPYAHOCTH BIUSIIOT
Ha 3rOIMEHTPUYECKYIO PeUb, KAaK BO3HUKAET 9TA ATOIEH-
TPUYECKAS] PEUb, JJIST 9TOTO CJAEAYeT 00s13aTeJbHO pac-
CMOTPETb — HAPALy ¢ ATUMU BHYTPEHHUMU TPYAHOCTS-
MU, KOTOpPbIe MHOT/Ia HEBO3MOKHO y4eCTb, — 1 BHEIITHUE
TPYAHOCTH. V1 TyT OIBIT IIOKA3bIBAET, YTO JTA KE camasd
ATOIIEHTPUYECKAs peyb BO3HUKAET M IIPU TPYJIHOCTSX
BHemHuX. MHnaue roBops, 9KCIIepUMEHTBHI TIOKA3bIBAIOT,
YTO POJIb BHEHIHUX U BHYTPEHHUX TPYAHOCTEN OMHAKO-
Ba B CMbICJIE BBI30BA 9THX 00XOAHBIX myTeii. MHaue To-
BOPSI, U TaM, TJIe MBI HE BUJITUM BHETTHUX TPYAHOCTEN, He
BUJINM BOBHUKHOBEHUS CTPYKTYPbI OGXOIHBIX Ty TEH, a y
pebeHKa BO3HUKAET arOIEHTPUUYECKAsT WU BHYTPEHHSISI
peub, — TaM HYKHO TTPE/IIOoJIaraTh HaJTu4rie BHYTPEHHUX
TPYIHOCTEI, T. €. KAKUX-JH00 3aTPyHEHUI, C KOTOPDI-
MU PeOEHOK MBITAETCs CIIPABUTHC 0OXOIAHBIM IIyTEM.

Bort Bce, 4TO 51 XOTeJs BaM cerofiis ckas3arb. B ciemy-
01Mi pa3 Mbl OyieM 6ecesoBaTh O reHe3e B OTHONIEHN
OCHOBHBIX CTa/IUi Pa3BUTHs peOEHKaA.
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BBenenune

Tema anHOI cTAaTHU HE COBCEM COBIIQ/IAET C ee TJaB-
HOI1 11e71h10. ToUHee cKa3aTh, YTO TEMa OJTHOBPEMEHHO yKa-
3bIBAET W Ha TIeJIb, U HA CPEJICTBO, U Ha ee pe3yJbTar. bes
JUTMHHBIX BCTYTIJIEHUH MOKHO CKa3aTh, UTO TJIaBHAS 11eJIb
3aKJI0YAETCsT B TOM, YTOObI 0OCYAUTh CUTYAIMIO B COBpe-
MEHHOM c00011IecTBe «BBIrOTCKIMAaHCKOM akajgeMuns» (Tep-
muH E. MarycoBa) ¢ TOYKM 3peHHUsT BOIIPOCA O €ro obIeM
OCHOBAHWH, TIOJIYYMB B UTOT€ HEKOTOPBHIM OTBET HA 3TOT
Borpoc. OTHAKO CJIEYET MPEAYTIPEAUTD, 4TO MO «O0IINM
OCHOBaHUEM» 3]1eCh OY/IET PACCMaTPUBATHCSI COBCEM HE
TO, YTO 0ObMHO TIOHUMAECTCS 10/ STUMK CJIOBAMU — MHO-
rokparHo obcyskaasimecst Konnernimu JI.C. Boirorckoro,
A H. JleonTseBa, M.M. Baxtuna, . durectpéma u 1pyrux
aBTOPOB, KOTOPbIE JIECTBUTELHO BHICTYIIAIOT B KAYECTBE
JOCTaTOYHO 00IIero (yHAaMEHTa MHOTOYUCIEHHBIX CO-
BPEMEHHBIX UCCJIeJI0BAaHUI, TEOPUI U HAYUHBIX TIO/IXO/IOB,
a UX UMEHa SIBJIIOTCS XOPOIIO y3HaBaeMbIMK 0603HaYe-
HUAMA (YKa3aTeISIMH ) COOTBETCTBYIOIIIX TEOPETUIECKUX
1 METOIOJIOTHIECKUX OPUEHTAITUI.

Bormpoc, Kotopsiii OyzeT 00CyKAAThCS 31eCh, CKOPee
uMeeT 00paTHOE HATPABJICHUE — MEAC0N0ZUUECKOe, T. €.
3TO BOIPOC O TOM, MOKHO JI1 HAWTU HEKOTOPOE €/[MH-
CTBO B I1€JIEBOM HAIPABJIEHHOCTH COBPEMEHHDIX HCCJIe-
JnoBaHuil. Vi coBceM ITPOCTO — MOKHO JIM YCTAaHOBUTD
KaKyI0-TO 00beIMHSIONLYIO U eJUHYIO 4e/ib PA3BUTHS 1€~
SATEJILHOCTH JJAHHOTO COOOIIeCTBa, HECMOTPS Ha TO, YTO
OHO (paKTUUECKU SIBJISIETCS YPE3BBIYAHO TeMaTHUeCKH
PasHOOGPa3HbIM, MOJUAUCIUILINHAPHBIM, MEXKIyHa-
POJIHBIM, MHOTOITPEJIMETHBIM, MHOTOTOJIOCHBIM ¥ T. TI.

(B ckobkax 3aMedy, 4TO C HTUM BOTIPOCOM CBSI3AHBI U
JpyTue BasKHbIE BOIPOCHI, B YACTHOCTH BOIIPOC O TOM,
KaK JIOCTUYD €JUHCTBA B €ro 0603HAUCHUH, WM UCH-
TudUKaINK, U erie 6osee 3HAYUMBIE BOITPOC 06 OTeHKe
COBPEMEHHOTO COCTOSTHUSL. )

W3 1IoCTaBIEHHOTO MEPBOrO BOIPOCA BBITEKAET CJIe-
AYIOIIMI BOIIPOC — O CPEACTBAX MOUCKA OTBeTa. BbLIo
ObI COBEPIIEHHO OECIEPCIEKTUBHO U HEYOEAUTEIBHO
MIPOBO3IJIAIIATH HEKYIO TIEPCIEKTUBHYIO 11e/b (€3 Tpe-
BapUTEJIHHOTO aHAJIN3a COBPEMEHHOTO U IMPOIILIOTO CO-
crostamii paszsutust. OTCI0/Ia U BO3HUKAET BOIIPOC O Pe-
KOHCTPYKIIUU XPOHOTOIIA..., & YK€ OIMUPAsCh HA HETO,
MOZKHO OBLIIO OBl KCTPAIIOJINPOBATD, Ky/la OH BeJeT Hac.

OueHb MPOCTOE PElICHKE COCTOSIO0 ObI B TOM, 4TOOBI
B3sITh B KAYeCTBE MICKOMOTO XPOHOTOIIA OUEHb TTOTTYJIsIP-
HYIO CErOJHsI JIMHEHHYIO CXeMY TPex+ MOKOJIEHUH Teo-
PUH IeATEeTLHOCTH, KOTOPYIO paspaborar M. HrecTpém.
ITa KOHIEIIH TaK YaCTO BOCIIPOU3BOANIIACH B TIOCJIE]]-
HI€ TOJIbl, YTO HET HUKAKON HYSK/BI B €Ille OJHOM ee TI0-
BropeHun. OHa He MOKET He HPaBUTBLCS B CUJIY CBOE
MPOCTOTHI, JIOTHYHOCTH U cojepskaTeabrocT. Ho Bee-
TaK/ KOe-uTo B Heil Tpebyer 06CyKAeHH.

Bo-11epBbIX, KOrjia TOBOPST 00 9BOJIOIUU TEOPUU
JEATENLHOCTU W €€ TIOKOJIEHUSIX, TO UMILTAIUTHO TO/I-
pasyMeBaeTCst ujiesi CMEHbI OJ[HOTO MTOKOJIEHUSI JIPYTUM,
T. €. TIPoIlece BhIMUPaHUst GoJiee PaHHUX TIOKOJICHUN U
3aMelreHust nX HOBbIMU. Tak, KOHEYHO, MOKHO TOBOPHUTH
0 TIOKOJIEHUSIX JII0/Ieil (UTO HE UCKITIOUAET BOSMOKHOCTH
COYYACTHUsI OJIHOTO U TOTO JK€ YEJIOBEKA B JIESITETBHOCTH
HECKOJIBKUX TTOKOJIEHWT, KaK, HalprMep, ObLJIO B CIyYae
A.H. JleontoeBa u A.P. JIypuu, koTopble cCOTpYIHUYATA
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u ¢ Bpirorckum, 1 ¢ XappKOBYaHaMU, U C TIpe/iCTaBUTe-
JAMU 3-TO U Jlaske 4-TO BBITOTCKMAHCKOIO ITOKOJICHUS );
HO K WJledM U TeOpUsAM dTa JIOTMKa [IPUMeHMMa JaJIeKO
He Bceryia. HoBast Teopust MOJKET OTIMPATHCS Ha CTapyio,
PasBUBATH €€, HO cTapast TCOPHUS MIPU HTOM He 0TOPACHI-
BaeTCs1 M MPOI0JIKaeT paboTarhb B cBoei cepe Jestresib-
HOCTH, HA CBOEM YPOBHE aHan3a. VIMEHHO MO2TOMY s
MIPEIIOYNTAI0 TOBOPUTD HE 00 9BOIOIMU 1 TTOKOJICHU-
X TEOPUU JIEATETbHOCTH, & O XPOHOTOIIE TAKUX TEOPHIA,
a TaKKe B IIEJIOM O XPOHOTOIE HAYKU O JIeSTETHHOCTH
(Kpome Toro, B asibHeiiiieM st 6y/y NCcroib30BaTh GoJiee
YeJI0BEYECKUIi CMBICJI TIOKOJICHUH TP OIIUCAHUH JIPYTO-
T'O XPOHOTOIIA).

Ho u 2710 emte ne Bce. Bo-BTOPBIX, K COXKAIECHUIO, 3T
KOHIIENIUS Pa3BUTUSL TEOPUM AEATEeNbHOCTU SBJISAETCS
HenoJiHOM. Takoe BHieyaTeHue, YTO OHA OTOKIECTBIIS-
€T TpeThe TIOKOJICHUE TEOPUU NESTETHHOCTH TOJBKO C
camum . JHrecTpéMoM, ¢ ero coOCTBEHHOU Teopueil
NeSITeTHHOCTH, UTHOPUPYST MHOTHX JIPYTUX aBTOPOB U
MMOYTH CUHXPOHHBIE NESATETHHOCTHBIEC KOHIIEMIUN Tpe-
TBETO U JIa’Ke YeTBEPTOTO TTOKOJEHUS UCCIe0BaTeNel,
narp., M. Koyua, /I:x Bepua, I'. /lanuenca,K. Xosbikam-
ma, [.I1. lllenposuikoro, B.B. /laBbiosa, 3.B. Wiaben-
koBa, @M. T. MuxaiinoBa, A.l1. Memepsikosa, B.I1. 3un-
uyenko, B.B. Pybuosa, b./I. dibkonuna, I A. [[lykepma,
A.T. Acmososa u MaOTHX Apyrux’ Hu 006 ogHOM U3 HUX
A. Cannamno u V. DHTEcTpéM /1ake He YITOMSTHYJIU B CBO-
€M OITMCAHUN «COBPEMEHHBIX BEPCUI TEOPUU JIESTEIb-
Hoctuy» (2018, c. 44), a B mocseayoneit 63K 10 co-
nepxanuio cratbe (Eng., San., 2020) u3 aHaIormyHOTO
ab3alla uCuesn Jake Te UMEHA, KOTOPbIe OBbLIH B IIPEJI-
HIeCTBYOIIEH crarbe. Bbiio Obl TTOJIE3HO IPU CO3MAHUN
XPOHOTOTA TPUAEPKUBATHCS OAXTUHCKOTO MPUHITHIA
BHEHAXO/IMMOCTH, TPEOYIOIIEro JIeleHTPUPOBAHHOTO
B3TJIsI/Ia HA COOBITHSI.

Takum 06pa3om, TOT GakKT, 4TO B pasHbie MEPHO/BI
BPEMEHU MOTYT COCYIIECTBOBATb HECKOJIBKO TEOPHH, a
9TO 0COOEHHO BEPHO B OTHOIIEHUN COBPEMEHHOTO TTEPH-
0/1a, 3acTaBJjisieT HaC FOBOPUTD He O [TIOKOJIEHUAX TeOPUU
JeSITETBHOCTH, a 0 oJiee IMPOKOM TTIOHSITUH — XPOHO-
TOTIe HAYKWM O JeATETbHOCTH. K ero KOHKpeTusaruu s
BEPHYCH TTO3JKE.

Bomnpoc o neau

Borpoc o niepcriekTuBax pa3BuTHs eI TENBHOTO MO/
xo/1a (M HAYKU O JeITeSbHOCTU ) He SBJISIETCS HOBBIM, O
HEM Pas3MBIIIISIA HEKOTOPbIE BECbMa aKTUBHBIE U aBTO-
PHUTETHBIE KOJIJIETH, MpPEAJaraBIiie pasHble BapUaHTHI
orBeta. OCTAaHOBIIOCH HA /IBYX B CHJIy UX SIPKO BBIpa-
JKEHHOI TIPOTHBOTIONIOKHOCTH.

B.B. Masbimos eme B 1992 r. (omybimkoBaHo B
2016 r.) yrBepxkaan: «Koneunas, mycTb 1 gaiekast, 1ejib

Harmei paboThl IOJIKHA COCTOSITh B CO3/[AaHUY OOIIEenpU-
eMJIeMOll  TIOJTMIUCTIUTIIMHAPHON TEeOpUU JIesATeThHO-
cru» (2016, c. 54).

B 1992 r., xorma sTa IeJIb CTaBUJIACH, elne He OBLIOo
ISCAR, 1o 3aBet B.B. /laBbIioBa COXpaHseT CBOIO CUITY
u ceityac: «Terepp ke HaM B TIpejiesiax MeKIYHAPOIHON
oprarusaiu “ISCRAT” HeoOXOAMMO WCKATh MyTH...
CO3/IaHUSI TO/IVIMHHON COBPEMEHHOHM Teopuu JiesTesb-
HOCTH, UMEHHO “co3/1aHust”, a He MPOCTOTO MOBTOPEHUS
TOrO, YTO HAM OCTAJIOCh B HACJENCTBO OT IPOIILIOTO.
W BMecTe ¢ TeM 3TO HACJTENCTBO BeChMa CEPhe3HOE U
6oJIbII0E, U OTOPACKIBATH €I0 HeJb3s1» (TaM ke, C. 54).

JTa ke TeMa pazBuBasach B.B. /laBbIoBBIM U 11031~
nee (1996, 1997,/2003). Tyt BakHO TOAYEPKHYTH, UTO
B.B. /1aBbI/10B, cTaBs TaKkyio 11€Jb, UCXOIUI U3 TOTO, YTO
uu teopust A.H. JleoHTheBa, HUKaKas ApyTast U3BECTHAS
eMy TeOpHUs eI TeTbHOCTH (B ToM unciie u V. DHrecTpé-
Ma min Metozponormdeckas teopust I Ilexposuir-
KOTO) HE COOTBETCTBYET €TO TIPE/ICTABJICHUSM O TIOJIU-
TUCTITIIMHAPHOW Teopuu. OUYEeBUAHO, /10 HE TOJIBKO
B CXeMATH3MaX THUIIA TPEYTOJbHUKOB UJIH TIPSIMOYTOJIb-
HBIX OJIOKOB, KOTOpPble ObLIM M3JI00JEHHBIMUA WJLIIO-
CTpaIMsIMHU COOTBETCTBEHHO B paboTax U. JurecTpéma u
[.II. ITexposuiikoro. B.B. /laBbIi0B B 11epBYyI0 ouepeib
VKa3bIBaJl Ha OTCYTCTBUE [IOCTATOYHON (HaKTUIECKOI
6asbl IS TOCTPOEHHST TAKOW TEOPHH.

Kax n B.B. /laBbi/10B, 51 He yBepeH B TOM, UTO CO3/a-
HUE TOJTUIUCTIATIIMHAPHON TEOPUH JIEITETbHOCTH MOSKET
MIPOUBOUTH JIOCTATOUHO OBICTPO, HO MHE KajKeTCsl, UTO
CYIIECTBEHHBIM IIIATOM Ha MyTH K Hell OyeT OCO3HaHUE
HEOOXOIMMOCTY CO3AHUST MOJIUAUCITATIINHAPHON HAYKH
0 JICITEJILHOCTH, B PAMKaX KOTOPOH BO3MOKHO CYIIECTBO-
BaHMe MHOT'MX TeOPUI 1 HAIIPABJIEHNI UCC/Ie/I0BAaHUSI.

Hayxka — 370, KOHEUHO, H0JIee KPYITHAsT eJIUHUIIA OP-
raHU3aIUU 3HAHUS 110 CPABHEHUIO C TEOPUIMU, METO-
namu, hakramu u T. 1. Ho u HayKu HEOHOPOIHBI — He
TOJIBKO TI0 CBOUM IpPeIMeTaM UM METOIaM, HO TaKKe
IO CTETEeHU CHEeIWaTu3aIiy, T. €. CAMU HAYKH MOTYT
BBICTYIIATh KaK eAMHUIIBI Pa3HOro ypoBHs. Crnenudu-
Ka HAYKHU O JIESTEJbHOCTU COCTOUT B TOM, UTO HE TOJb-
Ko Tpebyemast oT Hee 00IIast TeOPHs, HO U OHAa caMa
JOJIKHA OBITH MOJUANCIUIINHAPHON, ITa crenuduka
0OBSICHSIETCST, TIPEKE BCETO, TE€M, UTO JESTEIbHOCTD
Mpe/iCTaBJIeHa HA PA3HBIX YPOBHAX COIMOKYJIBTYPHOU
NIeiiCTBUTENbHOCTH, WU, TOBOPSI NHAYE, [IOHITUE JIes-
TeJIBHOCTH IPUMEHSIETCS K SIBJIEHUSM PA3HOTO YPOBHS,
U3yYaeMBIM IEJIBIM CTIEKTPOM HAayK. DTy UJIei0 B Hanho-
Jiee 4eTKoM Bujie paspabatbiBai (huiaocod-MeTop00r
[.I1. enpoButikmii.

Jlpyroii, MOKHO CcKa3aTh, TPOTUBOTIOJJOKHBIN TIeJIe-
BOIT BeKTOP hopmynupyior AuHanuza CananHo u Vpbé
Iurectpém (2018), KoTopbie, Kak Gbl MOAPazyMeBast, 4TO
BIIOJTHE TTPUTOTHAS TEOPUS JICITETHHOCTH Y HUX <YiKE B
KapMaHes, MPU3BIBAIOT K TOMY, 0 yeM K. Mapkc nucan

2 DTOT CIHMCOK MOJKHO MPOJAOJIKATH JI0JT0. B CBSI3M € 9TUM OTMEYY, 4TO, Ha MOil B3IJIsII, JABHO Ha3pesia HeOOXOANMOCTD B CO3/IaHUM JIBYX-
TOMHOTO MEKIYHAPOIHOTO CJIOBAPST KYJIBTYPHO-HCTOPUIECKOI HAYKH O JAESTETBHOCTH, OJNH W3 TOMOB KOTOPOTO BKJIIOYAT OB TIEPCOHATUI, B
TOM 4HCJIe U Te, KOTOPbIE, XOTsI U He JIAI0T YWICHCKNEe B3HOCHI B MEJK/[YHAPO/IHbIE OPraHU3alllK, HO CBOUMU M/IESIMU U UCCJIEJI0OBAHUSIME JIEJIAI0T
CYIIeCTBEHHbIE BKJIA/IBI B HAITY HAYKY, & [PyTOil — OCHOBHBbIE TEPMUHBI (TTOHATHS ) 3TOI HAYKN ¢ (pUKcaIell TpyIHOCTeH X mepeBo/ia Ha IpyTre

A3bIKH.
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eme B 1845 roy (¥ 4TO HAIIMCAHO Ha €ro IMaMSITHUKE B
Jloumone): «Dunocodsl (YuTail: TEOPETUKU JIESTENb-
HocTH. — B.M.) juiib pasimdHbiM 06pasoM OObACHS-
JIK MHP; HO JIEJIO 3aKJII0YAETCS B TOM, YTOOBI U3MEHHUTh
ero» («Tesucwio Deiiepbaxe»: “Philosophers have
only interpreted the world in various ways. The point,
however, is to change it.”).

Crenys aromy 3aBery, A. Cannuno u V. Jurectpém
(2018) numyT: «Ceromns Teopus AeATENbHOCTU CTaJ-
KUBAETCSI ¢ HOBBIME TIPOOJIEMAMK, KOTOPBIE HATIPSIMYIO
CBSI3aHBI € Cy/AbOOIT KU3HN Ha Haiieil miaHere. BoicTpo
Pa3BUBAIOIIUICS TI00AIBHBII HKOJOTUIECKUIT KPUBKC
Tpebyer mpeodpa3oBaHuil, BRIXOAAIINX 32 PAMKH KOH-
KPETHBIX YETKO OMNPEIEJIEHHBIX BU/OB JESITETHHOCTH.
Texy1me BBI30BBI CBOIATCS K CO3/IaHUIO aJIbTEPHATUB
Kanuraausmy» (c. 44). Pazymeercs, B 4esoBeueCKOM
MHUpE CYNIECTBYET MHOTO HEIOCTATKOB, MTPOTUBOPEUHI
U HaIPSDKEHUH, MHOTOE TPeOyeT YCOBEPIIEeHCTBOBAHUH.
OjHako mpeBpaniaTh HAYKy O JIeATEIbHOCTH B CKOPYIO
MIOMOIIIb TI0 PETEHUIO TAKOTO PO/ia TPAKTHYECKUX MPO-
6J1eM 1 0OBIBJILTD 3TO IJIABHON 11eJIbI0 UCCJe0BAHUMN 1
paspaboTOK, Ha MOIi B3IJIAZ, TyOUTENbHO IPEXKIE BCETO
IUII CaMOI HAyKU. JTO He 3HAUUT, YTO HAYKA O JIesITeb-
HOCTH JIOJI’KHA UTHOPUPOBATH IIPAKTUKY U OTKA3bIBATh-
Csl OT NMPUMEHEHM TeOPUNl U METONOB [JIsl PelleHusI
MPAKTUYECKUX 37129 (371eCh MOKHO GBITIO GBI COCTATHCS
Ha MHOTOBEKTOpHYIO nestesnbHOCTh JI.C. BrIToTCKOTO,
HO $1 He Oyj1y TIOBTOPSITH TO, YTO JIABHO ¥ XOPOIIIO H3BECT-
HO, JIUTITHh YIIOMSTHY: OH OTJIMYHO TIOHUMAJT, YTO Ha OTHOH
MpaKTUKE 3MaHue o0Iell MCUXOJOTUN He TIOCTPOMUIIID,
a /IS XOpOoIled MPaKTUKW HysKHA XOPOIas TEOpUs).
B pamkax HayKu 0 eI TETbHOCTH CBOE MECTO JIOJIKHBI 3a-
HUMATh IPUKJIA/HbIE, IPAKTUYeCKUEe U (HyHIAMEHTAb-
Hble Hayku (uiu ux yactn). [TloaTomy, ckopee Bcero, ro-
BOPUTH 00 OJIHO €JIMHCTBEHHOI MEPCIIEKTUBHOM 11eJIH,
Gy/b TO MOJUAUCIUILIMHAPHAS TEOPHsI JAEATETHHOCTH
WM «U3MEHEeHIe MUPay, He MPUXOAUTCs. [lombITkn xe
o6ecIieHuBaTh Posib (HYHAAMEHTATBHBIX UCCIEAOBAHNI
U TIPU3BIBBI HAYATh U3MEHSATh MUD MOIXO/AT JIUIIb JJIsT
TeX, KOMY TPUATHO GeskaTh BIepean mapoBosa. M Bpsi
JIF 9TO-HUOY/Ib M3BMEHUTCS, €CJIM HAYKA O AESATCIbHOCTH
n36aBUTCS. OT HAJOEBINIUX HCKYCCTBEHHBIX U HEOIHO-
3HAYHBIX SMHUTETOB <HEKJIACCMUECKOW» WU <«ITOCTHE-
KJIaCCUYeCKOW» HAyKH.

HosbsIii xpoHoTon

S1 He Oymy IOJIB30BATHCI CIAMIIKOM aOCTPAKTHBIMIE
OTIpeieJIeHUSIMIA XPOHOTOTIA, KOTOPbIe 1aBayinch A.A. Yx-
tomckuM i M.M. baxtunbim. {715 MeHsST XpOHOTOIT —
9TO JIOCTATOYHO 0GOOIIEHHAs U TOOJIOrHIecKast (HeMe-
Tpruyeckas) cxema (crocod penpeseHTalyn) mpouecca
Pa3BUTHS, TIOXOKAst Ha TEHEATIOTMIECKOE JIEPEBO.

Enunnieii anasmsa Hamiero XpOHOTOTA BBICTYTIA-
10T He Bepcuy (PasHOBUIHOCTH) KaKOH-1nb0 Teopuu, a
6oJiee KPyIIHbIE e[UHUIIBI — TEOPETUKO-METOL0JI0rnYe-
CKHe MapajiurMbl, OTYACTU COIOCTABUMbIE C HUMU HAY4Y-
Hble TKOJTbI. [ToaTOMY B HEM NMPUBOJSATCS T€ WJIM WHbBIE
MMeHA C YUCTO UJLTIOCTPATUBHON (Y TOUHSIONIEH ) 11eJIbIO,
6e3 BCSKOM IIPEeTEH3NU Ha BCEOXBATHOCTb.
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O KoJM4ecTBe COBPEMEHHBIX KaHAMIATOB Ha CTa-
TYC TaKOil eIUHMIIbI €CTh PasHble CYKIEHUS, 0OBIUHO
OHM YKJIAJIBIBAIOTCS B JIUAINIA30H OT JIBYX /10 YEThIPEX.
E. Matusov (2008) B “BmIToTCKMaHCKOHW aKageMUu
(Vygotskian academia)” Bbizesmit 1Ba moaxona — couu-
oKyavmypHotld (BKIIOYAas ¢ HEKOTOPBIMU OTOBOPKAMMU
CHAT B nouumanuu V. JHrectpéma) u KyasmypHo-
ucmopuueckuii (B TPaaUIMOHHOM cMbicae). M. /la-
bepmoc (2016) paccmarpuBaeT TPU THUIIA BOCHPUSITHUSA
(unTeprperaiun) teopuun JI.C. BoiroTckoro B MexxryHa-
POZHOM aKaZeMUIECKOM COOOLIECTBE, & UMEHHO: KO2HU-
mueusm, kyavmypaauzm (COIMMOKYJIbTYPHBIN TIOAXON),
KYJAbMYPHO-UCMOPULECKAS MeOPUSL 0essmeTbHOCIU
(Cultural-historical activity theory) (CHAT B notu-
manun W. Ourecrpéma). [lapagokcanabHo, 4TO B 3TOM
CTIIMCKE He HAIJIOCh MecTa COBpeMeHHoMy aTamy (3+
IIOKOJICHUIO) POCCUMCKON IIKOJIBI KYJbTYPHO-UCTOPU-
YeCKOI MCUXOJOTUN U JIeITeTbHOCTHOTO TTOAX0a (Kak
OyITO ee pasBUTHE OCTAHOBUJIOCH HA YPOBHE IIE€PBOIl
noJioBUHBI XX CTOJIETUST), KOTOPBIL €My J0CTaTOUYHO
X0opoio u3Becred. [[0aTOMy €ro Mmo3uiuio Mbl OTHO-
CUM K BapuaHTy 4yeThIpex mapaanrm. Ho gaiie Bce-taku
BCTpeYaeTCst BADMAHT U3 TPEX MapajinuTM (CM., HallpuMmep:
Ellis, V., Edwards, A., & Smagorinsky, P. (Eds.). 2010.
Ch. 1, Introduction): 1) xyasmypno-ucmopunecxasn,
umeronias GJvsKaiiie KOpHU IPEUMYIIECTBEHHO B CO-
BETCKO-POCCHUICKON Tcuxoyioruu u dhunocodumn; 2) co-
UUOKYAbMYPHAS, ACCOITUUPYIOMIASICS TPEKIE BCETO C
PSIZIOM M3BECTHBIX CEBEPO-aMEPUKAHCKUX U OPUTAHCKUX
MICUXOJIOTOB, a Takke wcnanckux asropos (Valsiner,
J., & Rosa, A. (Eds.). 2007. Editors'Introduction) u
3) cultural-historical activity theory (CHAT), tecto
cBsi3aHHast ¢ (QUHCKON (XeJIbCUHCKON) MIKOJION Teopuu
nesitebHOCTH. Cpasy TOAYEpPKHEM, YTO T€O3THOIIOJH-
TUYECKHE MapKEPBI ATUX MaPAUTM UMEIOT COBEPITIEHHO
YCJIOBHBIM XapakTep, MOCKOJIbKY PEATbHBIN COCTaB MX
nocJieloBaTesieil Ype3BblYaiiHO MHTEPHAIIMOHAIEH (CKa-
skeM, B Poccun memasio uccienoBaTesieil, 3aTPOHYThIX
«aHTecTpémusanueii» («Engestromization»). Ha puc. 1
MIpeJICTaBJIeHA IpEeBECHAs cXeMa XPOHOTOIIA KyJIbTYPHO-
HUCTOPUYECKON HAYKH O IeITETLHOCTH.

CreaeM HECKOJIBKO MOSICHEHWH K 3TOi cxeMe. Bo-
HepBbIX, 00paTuM BHUMaHKe Ha To, uto KIUII, 1. e. KyJib-
TYPHO-MCTOpUYECKAsl TICUXOJIOTHS, HE OCTaBaJach Ha
BCEM BPEMEHHOM MHTEpBaJIe XPOHOTOIIA B €€ TEPBUYHOM
BUJIE, IOTOMY /I 0003HAYEHUST €€ HEKOTOPBIX TPAHC-
(bopmarmit Bo BpeMeHH Ha CXeMe MCI0JIb30BaHbI 3Be3-
nouku (KWIT*, KUTT**).

Bo-BTOpbIX, CXeMa onupaeTcst Ha TOUKY 3pPEeHUsT POJI-
CTBEHHOCTH W TIPEEMCTBEHHOCTU B OTHOINEHUSX MeEK-
ny nepsuunoin KUIL u Teopmeit pesarempnoctu (T/1)
AH. Jleontbesa. [Toaromy Ha cxeme «KWII*»> oznauaer
0011Lyto Trapaaurmy, B Kotopoil oobeanHensr KUTT u T/T
(comemces 3mech Ha TOUKy 3perust B.B. /laBbinoBa, n3mo-
SKEHHYI0, HatipumMep, B yOamkaiyax 1996, 2016 rogos):

«ITogMMHABIM UCTOYHUKOM KYJbTYPHO-UCTOPHYE-
CKOIl TEOPUM MOKHO CUUTATH ... TIOHATHE OPEAJbHOMH,
BHEIIHEeH, NJIU COLUAIbHON, OesimenavHocmu.

Taxum 06pasoM, CJI0KHASA U IPOTUBOpeurBas (II0-
poii apaMaThyHas) MCTOpUsl (DYyHIAMEHTATHHBIX HIEH
HayuyHoW mKosel JI.C. BhITOTCKOTO CBU/IETENBCTBYET O
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KynbTypHO-UCTOpUYECKan HaykKa
O AeATeNIbHOCTH

M. Koyn, Dw. Bepuy,
F. Aaeoanc v 50
ANFAC-ANMEDIKANCOAIE QM

WM. JwrecTpite
A Cammmma » 8p.
Peaccan weona T4

TpeTwe NoKaNeH e
Cosertoxo-poccmicKod
et N1.C. BuroTokoro:

B.8. Bamupos, B.B. PySyocse,
B.MN. 3uwverco, 3.8, Wasesmon,

P.7. Muxadnoe
r.nN. Wesponmycaid » 50,

Knh
(TA + ij

MocKonoo- XapLKoaccas
NCMXOMAOMAYEOGR WHONA
M. Jvsreasiog w Sp.
A_M. NecwTecn

AH. NeoHTees,

AP, Nypws,
N.C. Buirorcrkmia

Puc. 1. XpoHOTOII KYJIbTYPHO-MCTOPUYECKUX U JAEATETHHOCTHBIX NCCJIEI0OBAHNI
(KyJIbTYPHO-UCTOPHYECKON HAYKH O e TEeIHHOCTI )

BHYTPEHHEN CBA3U KYJIbTYPHO-UCTOPUUECKON TEOPUU U
Teopun fesrenpnoctuy ([laswinos, 1996, c. 27).

«Kak coornHocdaTcsa n Kak CBs3aHbI TH, HA [1E€PBBIi
B3IJISA/l, HE3AaBUCUMBIE JIPYT OT JpyTa Teopuu? ITOT BO-
poc OyIeT KIIOUEBBIM JJIS MOEro coolIieHwus, boJjiee
TOTO, § 110J1aralo, YT0 UMEHHO B COe/JUHEHMU OCHOBHBIX
njell 9TUX JIBYX TEOPNT MOKHO HAWTH MOJJIMHHBIN HC-
TOYHUK JJIsI UX B3aMMOOOOTAIleHUsI, UCTOYHUK Pas-
BEPTBHIBAHUS HOBBIX ILJIACTOB TEOPUH JIESTeJIbHOCTUS
(1992/2016, c. 45).

B-Tpetbux, 1m0 MOBOY Ha3BaHUA «MOCKOBCKO-Xaph-
KOBCKast MKoJia». OOBIYHO MCHOIB3YETCST YKOPOUEHHOE
Ha3BaHUe — «XapbKOBCKasg NIKOJIa», HO OHO, HA MO
B3IJIA/, SBJAETCA HETOYHBIM. JlOCTaTO4YHO cocaarbes
Ha 1o, yto A.H. JleontbeB (kak u A.P. Jlypus, a unorza
u JI.C. BeIToTCKMIT) JUIIIb TIEPUOANYECKH TTPUE3KAT B
XapbKoB), 0CTaBasCh OJJHOBPEMEHHO MOCKBUYOM.
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B-ueTBepThIX, BU3yaTM3UpOBaHHAsI CXeMa TTOKa3bIBa-
€T JIAIIb CTBOJI ¥ KPOHY XPOHOTOIA, 6e3 KopHeii, T. e. 6e3
MOIITHOTO KYJIbTYPHO-UCTOPUYECKOTO cJiost. CaMu OCHO-
BaTeJIN KyJIbTYPHO-UCTOPUYECKON TICUXOJIOTUU W TEOPUU
JIeSITENTLHOCTUA TIBITAINCh CUCTEMHO WHTErPUPOBATH J10-
CTUKEHUST MHOTHX TIOKOJIEHUI MbICJIUTENEN, HAUNHAS C
T'epomora, Cokpara, ITlnartona u Apucroress (Cole, 1996;
Koy, 1997; Toomela, 2016). A B psiny Haubosee BIIHs-
TeJIbHBIX MBICMTEIEH, JKUBIIUX B O0ee OJIM3K1e K COBpe-
MEHHOCTU BEKa, CJIEAYeT yKa3aTh, KAK MUHUMYM, TAaKKe
b. Cniunosy, 1. Kanra, I.B. Terens, B. ¢pon I'ymbosibira,
K. Mapkca, Y. [lapsuna, J. Taitnopa, B. Byuara. K ne-
IIOJIHOTE ¥ OIPAaHMYEHHOCTU JAHHOM CXEMbI MOKHO OBLIO
ObI 106aBUTD TOT (PAKT, YTO OHA He TIOKA3BIBAET BIUSHIIL
u B3aumoyeiictsust mexkry KUIT u KUIT* ¢ apyrumu co-
BpeMeHHbIMU UM aBTopamu (Harp., X. Bepuep, K. JleBuH,
I1. JKane, 7K. [Inaxe n ap.). Vckioyenne cremano st




Mewepsxos B.I'. Xponomon xyaomypno-ucmopuueckou Hayxu...

Meshcheryakov B.G. The Chronotope of Cultural-Historical Science...

teopuu gesitesbHoctu C.JI. PyOuHInTeliHa, OHAKO CTOUT
3aMeTHTh, 4yTo MHorue 1ocseaosarenu C.JI. PyGuniireii-
Ha caMU HACTOWYMBO JMUCTAHIUPYIOTCS OT KYyJbTYPHO-
HMCTOPUYECKOU TICUXOJIOTU.

B-migTBIX, yUUTBHIBaS, UTO B COBPEMEHHON JTUTEPATY-
pe Gmarogapst V1. DHrecTpéMy MOJyUIIa PACIPOCTpa-
HEHUE KOHIIETIINS TPeX+ MOKOJEHUN TEOPUH JIesiTeb-
HOCTH, CTOUT OTOBOPUTD, UYTO MBI MCTIOJIb3yEeM Ha CXEMe
CJIOBO <«IIOKOJIEHUE» B €r0 COOCTBEHHO YeJI0BEYECKOM
CMBICJIE, T. €. TaK, KaK, K IPUMePY, MUIYT PelaKTOPBI
«Cambridge companion to Vygotsky» (Daniels, Cole, &
Wertsch, 2007, p. 8): «third-generation Vygotskian-
inspired psychologists». M. Cole u J. Wertsch uc-
MOJIB30BAJIN TAKOE MOHUMAHUE <MTOKOJIEHWIT» B CTaThe
2011 r., mocsstimennoit 80-seruio B.I1. 3unuenko (omy-
6simkoBata moBTOpHO B 2021 1.): «MbI, ecJii Tak MOKHO
BBIpa3UThCs, ponus Bragumupy IletpoBuuy u ero apy-
ry, Bacunuio BacusnbeBuuy JlaBbI10BY, @ TaK)Ke MHOTUM
JIPYTUM TIOCJIEZIOBATENSAM KYJIbTYPHO-UCTOPUIECKON
Teopur. MBI pasjiesisieM ¢ HUMU 9eCTh ObITh «TPETHUM
nokoJienuem» rnociaexnosareneil JI.C. Boirorckoro. Kak
n ouu, Mbl yunsuch y A.P. Jlypus u A.H. JleonTtbena...»
(2021, c. 637).

W tmocnennee 3ameuanue, Kacaiolieecss Ha3BaHUSI
«KYJIbTYPHO-UCTOPUYECKAST HayKa O JesITeJIbHOCTH.
Jlaske eciii He IPUHUMATh BO BHUMaHKE 0COOYIO 3HAUM-
MOCTB 3TOTO TIOHSITHSI HE TOJIBKO JUJISI TICUXOJIOTHH, HO U
JUISL BCEX COIMOTYMAaHUTAPHBIX HAYK, HEJIb3s HE 3aMe-
TUTH TOTPEOHOCTD B 0011eM Ha3BaHUH, 00beANHSIONIEM
BCE YPOBHU ¥ BETBU XPOHOTOTIA.

(0] MEKIUCHTUINIMHAPDHOCTH
A NNOJUIUCIHUIVIMHAPDHOCTU HAYKH
O 1€ATEJIbHOCTH

[Tpexxme Bcero, 3azaMcs BOIPOCOM: MOIKHO JIU
tepmun CHAT, wucronbp3yembrii Tak, Kak 3TO jejaer
CO3/IaTeJTh TPEThETO TOKOJIEHUSI TEOPUU JAESATeTHHOCTH,
JIOTIOTHUTEIBHO K 9TOMY pacCMaTpUBaTh KakK OOIIHii,
0OBEIUHSIONINHN BCe JIMHUU U 9TATIbI TIPUBEICHHOTO XPO-
HOTOTIA.

TepMUH <«KyJbTYPHO-UCTOPUYECKAS TEOPUS Jes-
TeabHOCTH» ObLI mpuayMan Maiikiaom Koyaom (1996)
u nomyiaspusuposan Vpbé durectpémom (0coOeHHO
ero akponuMm CHAT), 4To6bI cr10cO6CTBOBATD €AUHCTBY
toro, uTo K 1990-M rogam mpeBparnioch BO MHOKECTBO
HarpaBieHuii, GoJiee WK MEHee BOCXOIAIIIX K paboTaMm
BBITOTCKOTO 1 €ro GmyKaiimx KoJiier.

Ho no daxry noayumnnock HeuTo obparHoe: DHre-
cTpéM B XopolieM cMbicie nocrapasucs, yroosr CHAT
CTaJ MEJUKOM OTOXIECTBJISATHCS C OJHUM HalpaBJie-
HUEeM — 3HTecTpEMOBCKUM. HaBepHoe, He CIUITKOM
yI0OHO BCe BPEMsI BBOJAUTH YTOYHEHUs, KaK, HAIIPU-
mep, aesaan Huk Ileiim (Peim, 2009), koTopbiii Ha3bI-
Ban CHAT B nonumanuum Jurectpéma FEngestromian
activity theory (EAT). B 0011eM, HHKaKOTO T€PMUHOJIO-
TMYECKOr0 eJMHCTBA CPe MHOKEeCTBA HAIPABJIEHMUIT
HEe BO3HMKJIO, MIPOCTO IPYTMM IPUILIOCh UCKATH JIsI
cebst pyrue HAa3BaHW, a HEPEKO /st HUX MX TPUY-
MBIBJI CO CTOPOHBI.
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[TpuBeny HECKOIBKO TIPUMEPOB 13 ATOTO MHOXKECTBA
TUGPUAHBIX Ha3BaHWil (B TOM YHCJE U Te, KOTOPBIE TMO-
sBuinch etre 10 Hazpanuss CHAT):

«KYJIbTYPHO-UCTOPUYECKAST TEOPHS JIeSTEIbHOCTI»
(Cultural-historical activity theory — tepmun M. Koy-
JIa, HA aHTJIMIACKOM SI3bIKE JlaBIiiee Takue a00OpeBruaTypbl
kak CHAT u CH/AT);

«COTMOKYJIbTYPHAsT TEOPUS IEATETBHOCTHY (QHTJL.,
socio-cultural activitytheory, SCAT);

«COIMOKYJIbTYDHbIE ¥ TEOPETHKO-EesTeTbHOCTHBIE
uccyeoBanus» (Hanpumep, B Hassauun «The Centrefor
Sociocultural and Activity Theory Research at the
University of Bathinthe United Kingdom»);

«COIMOKYJIbTYPHBIE HCCJIeI0OBaHUSg» (B Ha3BaHUU
«The Society of Socio-Cultural Research, o6bennHus-
meecs B 2002 r. ¢ ISCRAT);

«KYJIbTYPHBIE WCCJEOBAHUS TI0 TEOPUH JIeSATEb-
Hoctu» (BHasBanum <«The International Society for
Cultural Research on Activity Theorys, ISCRAT);

«KYJbTYPHO-ZICATEIBHOCTHBIC HCCJAeOBaHUS> (4a-
CTO WCIIOJIb3YETCSI B POCCUUCKUX UCTOYHUKAX») WK
«KyJIbTYPHBIE U IESITEIbHOCTHbIE UCCIIe/IOBAHUST» (B Ha-
spanun «The International Society For Cultural And
Activity Research», ISCAR)

Takum o6pasoM, Hyskaa B 00IIeM, 00beIUHSIIONIEM
HAa3BaHUU COXPAHSIETCS /10 CUX TTOP. Takyio pojb MOXKeT
CBITPaTh y’Ke HEOTHOKPATHO WCIIOJIb3yeMOe B TaHHOI
CTaThe Ha3BaHWE <«KYJIbTYPHO-UCTOPHUYECKAs HayKa O
NeSITeTTHHOCTH .

3aMeTUM TakKe, YTO Ha3BaHUE <«KYJIbTYPHO-UCTO-
puueckas rcuxodsiorusi» (KUIT), B nepByio ouepesb ac-
conuupyioiieecs ¢ BRITOTCKUM U €T0 ICUXOJIOTMYECKOM
KOHIIETIIINEH, UM JKe COBPEMEHHDBIN BapUAHT <KYyJIbTyp-
HO-ztessTesibHOCTHAsE Ticuxosiorusy (K/IT) ouenp moj-
XOZAT JIJIsl TICUXOJIOTOB, HO B PaMKaX MeXKAUCITUILIN-
HapHOU (TOJUINCIUIINHAPHON) HAYKU TEPSIOT CBOE
06beMHAIONIEE 3HAUCHNE.

CymectByeT MHEHHE, YTO JIUIIb B TPEThEM TOKOJIE-
HUU TEOPHUH JIeSTeTbHOCTH HAyKa O JIeSITeIbHOCTH CTajia
MexaucInanHapHoit. Co cChlIKOM HA HEJABHO YIIIe/I-
mrero ot Hac IlennTn Xakkapaiinena, Manosuc ladep-
MOC CJIEYIONM 06Pa3soM OTPA3UIT ATY TOUKY 3PEHISL:

«Xaxkapaitnen (Hakkarainen [26, c. 4]) yTBepik-
JIAeT, Y4TO 3alajHas TeOpus AeATeJIbHOCTH TPUHUMAET
“MeXX/IMCIUIINHAPHBIN 110/X0/, a B Poccun npesasiu-
pyet Goaee meuxosorndeckuil Meron”. MexaucuuILIm-
HAPHBII TOXO0/I K TEOPUH JIEATEBbHOCTH Obla paspabo-
taH B LleHTpe Teopuu nesITENbHOCTU U MCCAEIOBAHUI
passuBatonieii paborsl (YHusepcurer DOUHISAHINIMN,
XeJIbCMHKM ), KOTOPBIN BO3TJaBisteT pbé JHTECTPEM.
[lepBoe m BTOpOE TOKOJEHWE TEOPHUM JAESITEJbHOCTU
JleicTBOBaJN B chepe TMICUXOJOTUN KaK B JUCITUTIINHE,
a TPEThe TMMOKOJIEHNE CO3/IAJI0 NCCIEI0BATENBCKYIO TIPO-
rpaMMy ¢ MEKAUCIUTIIMHAPHBIM TIoxomoM» (ladep-
Mmoc, 2016, c. 42).

[To-moemy, 371ech HYKHBI YTOYHEHUS B MOHUMAHUN
<«MEKIUCIUIITTHAPHOTO TTOAXO0/1a.

[Togxon BbITOTCKOTO K TICUXOJOTUYECKUM BOITPOCAM,
HECOMHEHHO, ObLI MEXKUCIUTIIMHAPHBIM. 11 BO MHOTOM
Garosiapst aToMy OH GBI CTOJIb yeIelmHbiM. Brarogaps
CBOUM OOTIMPHBIM 3HAHUSAM B PasiMYHBIX OOJACTIX —




KYJbTYPHO-UCTOPUYECKAA IICUXOJOTUA 2021. T. 17. Ne 3
CULTURAL-HISTORICAL PSYCHOLOGY. 2021. Vol. 17, no. 3

unocobun u Joruke, GHUINOJOTUN, IBOJIOIMOHHON
OGUOIOTHY, ICUXUATPHHN, HEBPOJIOTUH, TTEaTOTHKE, JINHT-
BUCTHUKE, CeMUOTHKe, ¢uiosioruy, sTHorpaduu u T. 1.,
€ro Teopur MpUoGpeTa 0coOYI0 MOHITHITHYIO IIHPOTY,
TIyOUHY, MHOTOCTOPOHHOCTH (MHOTOACTIEKTHOCTD ), KOTO-
past Kak pas3 M jieJiaeT UX IPUTITATeTbHBIMU [I7IST CTIEIN-
AJINCTOB Pas3HbIX oOJiacTell. MarepuaioM IS ero ujiei
MOTJIU CIYKUTH (haKTBbI, TIOJTyYEeHHBIC OTHIOIH HE TOJBKO
MICUXOJIOTMYECKUMH MeTO/laMU. BCIIOMHUM TakiKe, 4TO
Boirorckuit npeHTUOUITMPOBATICS HE TOJIBKO C TO3UIIUEN
TICUX0JIOTa, HO 1 TIEZI0JIOTA, & TIEJI0JIOT U, TIO 3aMBICJLY, BbI-
cTynasia Kak HoJuAucIUIInHapHas (MHOTOIIpeMeTHAs )
HayKa O JITCKOM Pa3BUTHH.

He Tosbko «ieTckoe pasButHes, HO U Takue 0GHEKTHI
HCCIIe/JOBAHMS, KAK JIeATeJbHOCTb WU JIMYHOCTDb, BXO-
JST B 00J1aCTH UCCJIEIOBAHNST MHOTUX JTUCITUTLINH, T. €.
SIBJISTIOTCST MEKVCITUTITMHAPHBIMH.

Bo3MoXHO, aBTOpBI, OTPHUIAIOININE MEKIUCITUTIIN-
HapHOCTh TO/X0/a BBITOTCKOTO M MPHU3HAONME 3TO
XapaKTepHOW YepTOil TPEThero MOKOJIEHNST TEOPUU JIesi-
TEJTBHOCTH, UMEIOT B BUY [PYTON THUIT MEXKIANUCIUTLIN-
HAPHOCTHU, CBSI3AHHBINA ¢ MHOKECTBOM OOBEKTOB ¥ TIPO-
6J1eM HCCIIeOBAHMSI.

[To orHomennio Kk BbIrOTCKOMY OTYACTH MOAXOAUT
xapakrepuctuka, ganHas IleapoBunkum x obiemy
TUITYy HUCccaeoBareaeil 1esTeJIbHOCTH: <... IOYTH Beerja
B JIMIIE O/IHOT'O PEAIbHOI0 yYEHOI0 COeANHAIOTCS ClIelu-
QJIMCTHI PA3HOTO PO/Ia W, CJIEeNOBATETbHO, TTPOUCXOUT
00beIMHEHNE PA3HBIX CPEJICTB, Yallle BCeTO CHHKPETHYE-
CKO€, HO OPTaHM30BAHHOE B PAMKaX OJHOM CyOBEKTUB-
HOUM cuCTeMbl “BUjIeHUS” MHUPa M YaCTHBIX TPEJMETOB
ugyuenust» (1975/1995, c. 270).

He BraBasich B 1oApOOHOCTH 1 HE TIPETEH/IYSI HA OPU-
TUHAJIBHOCTD, TIPEJIOKY pasjinuyeHue 1Mo KpaitHell mepe
TPeX yPOBHEH MEKINCIUTIITNHAPHOCTH:

1) MEXIMCIUIIMHAPHOCTD HA MHIMBUILYAJIbHOM HC-
cJe/10BaTeIbckoM ypoBHe ( Beirorckuii u MuOTHE IpyTHE);

2) MEXIUCIUIIIMHAPHOCTD Ha YPOBHE KOJIJICKTHBA,
pa3pabaThIBAIONIETO KOHKPETHBIN MPOEKT (HAYIHBIH MK
npakTrudeckuii). B.B. /[aBbI/I0B B 3TOM ciIydae TOBOPUII O
KOMILJIEKCHOM UCCJIE/IOBAHUY, KOTOPOE OH OIIMCbIBAJI Ha
COOCTBEHHOM OTIBITE:

«Xotst 51 caM cebsT TPUYNCIISAI0 K TICUXOJIOTaM, HO
[0 XapaKTepy CBOUX PabOT MOCTOSTHHO BBIHYJKIEH TaK
WJIM WHAYe PACcCMaTPUBATH BOIIPOCHI JAMIAKTUKHU, KOH-
KPETHBIX METO/IMK, & TaKyKe TEeOPETHUYECKHUE BOIIPOCHI
negaroruku. M ato He ciaydaiino — usydenue yueGHOI
NIeSATeJIbHOCTU  1IKOJbHUKOB, IIPOBOJMMOE HCCJIE0Ba-
TEJIbCKUM MeTOJIOM (DOPMUPYIOLIETO IKCIEPUMEHTH-
poBaHus (a 3TOT MeTO[| ABJISETCS, 110 HAllleMy MHEHHUIO,
HanboJiee COBPEMEHHBIM 1 a/[EKBATHBIM ), TOJIKHO OBITH
MO-HACTOSIIEMY KOMIIJIEKCHBIM U OXBaThIBaTh B CBOEH
IIEJTOCTHOCTH (UI0CO(CKO-TOTHIECKHIE, TICUXOTIOTIYIe-
CKWe, TUIaKTHYeCKre, METOANYECKre 1 (PU3NOTIOr0-TH-
THEHUYeCKNe acTIeKThl 3TOU /eI TeJTbHOCTH.

IMomobHOEe uccaeoBaHne TOJKHBI TPOBOUTD BMe-
CTe U Ha e[MHOMU 9KCIIePUMEHTaIbHOMI Gase CreagiucTbl
BCEX YKa3aHHBIX AMcCHUILUIMH. W Kora HaMm yaaBasioch
UMEHHO TaK OpraHu3oBath paboTry, oHa Oblia Hanbosee
MIPOAYKTUBHOI. U crienuaancTsl pa3Horo Hay4yHOro Ipo-
uist, o HarmuM HAGTIOICHUSIM, CAMU HAYYHIIHCH OTHO-
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CUTEJIBHO XOPOIIIO0 OPUEHTUPOBATHCS B BOTIPOCAX CMEXK-
HBIX JTUCITUTIIIIH.

Il Hac Best coBpeMeHHast pobyieMaTiKa yueOHOi
NEeSTEbHOCTH, TIO CYTU JIeJia, SBJSETCS B OCHOBHOM
KOMNILEKCHOU JOZUKO-NCUX0I020-Ne0aA202UMEeCKOl npode-
mamuxoit» (Jaseinos, 1990,/2016, c. 44).

3) MEXRIUCIUTITMHAPHOCTh HA YPOBHE (COBCEM He
00s13aTesIbHO (hOPMAILHOT0) COOOIIECTBA YYEHBIX Pas-
HBIX crenuagbHocTel. [lo-BuanmMomMy, aTOT TUI MeEX-
aucnuiinHapHoct /[aBpinoB 0603HAYATT CJIOBOM <IIO-
JIAUCTIATLIMHAPHOCTD .

ITo noBoxy o6BuHeHuit Boirorckoro
B 9THOLIEHTPH3MeE

OHa U3 TTaBHBIX MBICJIeH BBITOTCKOTO 1 KyJIbTYPHO-
WCTOPUYECKON TICUXOJIOTHH, HECOMHEHHO TPU3HAIONIEN
crennduKy HACTEACTBEHHON YeJIOBEUYECKOW TIPUPOJIBI
(BOTLIONIEHHOI B TeHOTHIIE U C(HOPMUPOBAHHOU B TIPO-
1ecce aHTPOIOTeHe3a B CHENU(DUUECKON COIMOKYJIb-
TYPHOH Cpejie), 3aKII0UAeTCs B TOM, UTO UCTOPUYECKUT
porpecc KyJabTypbl (TIPEK/ie BCETO MHTEIIEKTYIbHOI ),
10 KpaiiHeii Mepe, B ualiasoHe OT IePBOOBITHON 9IIOXU
BEPXHEro I1aJICOJIUTA /10 COBPEMEHHOCTH, HUKAK (WU
[IOYTH HUKAK) He CBA3aH C «TeHEeTUYECKUMU» HM3MeHe-
HUSMMU 4€JI0OBEYECKON IIPUPOADLL U IIeJMKOM (UJIN [10YTH
HEJTUKOM ) OOBSICHSETCS TeHEPATUBHBIME 1 KOHCTPYKTHB-
HBIMH CIIOCOGHOCTSIME K CAMOPa3BUTHIO CAMOM UestoBede-
CKOH KyJIbTypbl. /{11 BeITOTCKOTO 9TO 1TOJI0JKEHNE TMENIO
craryc Heocriopumoro (axra. U s pymaio, 4To ero He Mo-
IyT OCHApUBATh Jake YOEKAECHHBIE CTOPOHHUKY TaK Ha-
3BIBAEMOTO <«KYJIbTYPHOTO PEISTUBU3MAY, HEKOTOPbIE 13
KOTOPBIX CKJIOHHBI TIPUKJIeuBaTh Boirorckomy u Jlypum
APJIBIK STHOIIEHTPUCTOB B CBS3M C MX WHTEpIpeTainei
pe3yJIbTaToOB cpefHeasnaTckux akcnenuinuii B 1931 u
1932 rr. B uem ke cocTosia cyTh 3TON MHTEPIIPETAIIIH ?
Ecu abeTparnpoBaThest 0T KOHKPETHBIX THOTEOTpadu-
YeCKUX MapKepoB (a ¢ TOUKH 3peHwst 00MIeil Teopun aTu
MapKepbl HUKAKOTO 3HAYeHUsT He NUMEIOT ), TO OHU JIeJTalin
CJIeTYTOIITII BBIBOJI: CYIIECTBEHHbIE N3MEHEHUS B KyJIb-
Type TPUBOAT K M3MEHEHUSIM CO3HAHWS 4YejoBeKa, B
YACTHOCTH, €0 HHTEJUIEKTYAJIbHBIX CIOCOOHOCTEH (UTO
IS KyJIbTYPHO-UCTOPUYECKON TICUXOJIOTUU UMEJIO CTa-
TYC TeOPEeTUYECKOI TUIIOTE3bl, BIIEPBbIE ITPOBEPSBIIEHCS
KBA3MAKCIEPUMEHTATIBHBIM METO/IOM ).

Koneuno, Beirorckuit u Jlypus ne Morju uccie-
JIOBaTh HWHTEJJIEKT [EPBOOBITHOTO KPOMAHBOHCKOTO
YyeJI0BeKa, HO OHU BOCHOJIb30BAJUCh TEMH BO3MOXK-
HOCTSMU, KOTOpble MM IPEJOCTaBJISJIN COBPEMEHHbIE
KPOCC-KYJIbTYpHbIE Pas3/idyusl B JOCTYIIHOH UM CHUTYya-
IIUW JIJIST TTPOBEPKU TaKOHW THUIIOTE3bl, TOUHEe OTepaIio-
HAJILHOTO CJIEICTBUS W3 Hee: HOBBbIE (DOPMBI MBITIIJICHUS,
TpaHCJaUpyeMble Oarogapsi 0OyYeHUI0 B IIKOJIAX, MO-
IyT IOCTATOYHO OBICTPO YCBAMBATHCsI (IIPUCBAUBATHCS)
JIFOJIBMU U3 3TO KYJIBTYPHI, T. €. HET KAKUX-JTH00 reHe-
TUYECKUX OTPAHUYEHUN JITIs1 KYJIbTYPHOTO Pa3BUTHSA UH-
TesiekTa sozeii. COMHEBAIOCh, YTO 3TOT BBIBOJ UMEET
KaKoe-TO OTHOIIEHWE K 3THOIIEHTPU3MY M MOXKET XOTS
6bl Ha HOTY CKOMIIPOMETUPOBATH KYJIHTYPHO-MCTOPHYE-
CKYIO [ICUXOJIOTHIO.
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VX BBIBO/IBI HAXO/ATCA B IIOJTHOM COTJIACHU U ITPEeeM-
CTBEHHOCTH C MOJIOKEHUAMHU, 3a(pUKCUPOBAHHBIMU CILY-
CTS MHOI'O JIeT B paMKax JesTeJbHOCTHON KOHIENIIUU
I.I1. [lleapoBunkoro («obuieil Teopun AeATeIbHOCTH» ):

«CeromHs ysKe He MOJKET BBISBIBATH COMHEHUTT TE3HC, 4TO
o0yueHne 1 BOCIIUTAHUE CO3/[AI0T B YEJIOBEKE TO, UTO HE MOT-
JIO BOHUKHYTbH ¥ MOSIBUTHCS Y HETO KaK Y OT/EIBHON 000U
6e3 HTOTO, MPUUYEM MMEHHO CO3/AI0T; 3HAHUE MATEeMATUKH
u (pU3UKYU, UCTOPUU U reorpauu, yMeHUe PeliaTh PasHoo-
GpasHble 33/[a4H CPEICTBAME ATHX HAYK U T. IL. HE MOSIBJISIIOT-
¢s1 caMut co0OM U3 OIbITa “IpakTideckoil sxkusun”. C apyroii
CTOPOHDI, MOSIBJIEHNE BCEX ITUX 3HAHUI 1 yMEHUI He COIpo-
BOXK/AETCA — U 9TO TOKE MOYKHO CUMTATDh BBISICHCHHDLIM U
MOKA3aHHBIM — M3MEHEHUSIMU OHOIOTHYECKOTo cybeTpara
“gemosexa”> (Illexposurkmii, 1968,/1995, c. 394).

IJTO He O3HAYaeT, YTO METOAWKU, TPOIENYpPhl U
OIUCAHUS PE3YJbTATOB JMAHHOTO WCCJEIOBAHUS OBLIH
WJICJIbHBIMUA 1 X He CJIe[lyeT KPUTUYECKHU OTIeHUBATD,
paBHO Kak u Teoperuueckue mpejacrapienus JI.C. Boi-
TOTCKOTO O CTaausaX u (aKTopax aHTPOIOTeHe3a, HO
O0OBUHEHUSI B 9THOIIEHTPU3ME, BO-TIEPBBIX, BBIXO/ST 3a
PaMKU HAyYHOU KPUTUKU U, BO-BTOPBIX, HA MOU B3I,
He UMEIOT HUKaKUX OCHOBAaHUH.

BmecTo 3akaioueHus.
3HAYNMOCTD JIeITeJbHOCTH KaK 00beKTa
HCCJIeIOBaHMSI

JlesiTe TbHOCTH UMEET OHTOJIOTHYECKHIT CTaTyC He Me-
Hee 3HAUMMBIH, YeM MO3T, JIBUKEHUEe UJTH MMO3HAHUE, KO-
TOpbIE, KaK U3BECTHO, 00pesin CBOM HayKu (HEHPOHAyKa,
KWHE3WOJIOTHS, KOTHUTUBHAS HAYKa).

B mexkotopom cmbice sie-(hakTo, HAyKa O JeATelb-
HOCTH y’Ke [IABHO CYIIECTBYET U MMEET MOIIHBINA KYJIb-
TYPHBbII CJIOU, IPeK/ie Bcero B husocodun, 0 4eM Mucas
[.I1. Hlexpoputkuii (1974/1995):

«Ecnu octaBuTh B cTOpOHE OT/E/IbHBIE TIOCTAHOBKU
BOIIPOCOB U OPHEHTUPOBATHCS TOJBKO HA JOCTATOUYHO
cucTeMaTHIeckre pa3paboTKH, TO, HaBEPHOE, MOKHO
CKa3aTh, YTO B usiocodun nsyueHne aesTeJbHOCTH KaK
TAKOBOM Hadasioch npumMepHo 350 jier Hasaj, Xors 06-
IMe OCHOBAHUS W OIPE/Ie/ICHHAsT TPAAUIINS B 9TOM 06-
JIACTY NN Y3Ke oT Apuctoressy (c. 233).
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[IpumeuaTenbHO, YTO UMEHHO APUCTOTENH B CITUCOK
us 10 xaTeropuii BKJIIOUMJI TIOHsTHE Oedicmeus (ip.-
rped. 10 oY — «JIENCTBOBATD ).

U a0 BriosiHe 0GBSICHUMO:

«/lesaTebHOCTD, KaK MBI ysKe TOBOPUJIH, 3aHIUMAET CO-
BepIlieHHO 0co60e MOJIoKEeHE B cHcTeMe colrtnyMa. VIMeH-
HO OHA ABJSETCS TeM (HaKTOPOM, KOTOPBIH TIpeBpaIiaeT
BCe ero sjieMeHThbl (M Belly, U OTHOUIEHUST) B OJIHY WJIH
HECKOJIBKO Uesocmubly cmpyxmyp. Bhe nesaTebHOCTH
HET HU CPEJICTB IIPOU3BOJICTBA, HU 3HAKOB, HU TIPEJIMETOB
HCKYCCTBA; BHE JIEITEJbHOCTA HET caMUX Jiofieil. TouHo
TakK ke U B IIPOIlecce BOCITPOU3BO/ICTBA COIMYMa UMEHHO
JIesITeTbHOCTh 3aHMMaeT OCHOBHOE MECTO — U KaK TO, YTO
BOCIIPOM3BOAMUTCS, ¥ KaK TO, 4TO 0GECIIEUNBAET BOCIIPOM3-
BozictBO» (Illenposurkuii, 1966,/1995, c. 200—201).

CIIopbl 0 TOM, KTO SIBJISIETCSI OCHOBATEJIEM TICUXOJIO-
TMYECKOM TEOPUU JIeSITETHHOCTH OYEHb YacTO BENYTCS
Yyepes TOJICYEThI TOTO, CKOJIBKO Pa3 U B KAKOM TOJy TOT
nym wHoW aBtop (Boirorckuii, PybouHiireiis, JIeOHThEB)
VIIOTPeOJISAI TEPMUH «IeATeIbHOCTb> B CBOUX PaboTax.
ITocneposatenu C.JI. Pybunmreiina «OTKOIAIU» CTa-
TBIO CBOETO yuuTeist, onybnkoBanuyio 8 1922 1. 8 Onec-
ce, HO KOTOpast HECKOJIBKO JIECSTUIIETUH OCTaBajJach He-
n3BecTHON. TeMm He MeHee, OHU YBEPEHHO /OKA3bIBAIOT
npuopurer C.JI. Pybunmireiina, Xots aTa paboTa He CO-
BCEM O JIeITEIBHOCTH, a CKOpee, 0 CaMO/IeITeTbHOCTH, 1
HUKAKOW MICUXO0JIOTUIECKON TEOPUH B HE HeT.

ITH CIIOPBI, KaK TIPABUJIO, UTHOPUPYIOT TOT (haKT, UTO
TEPMUH «/IeITETLHOCTB> UCIOJIb30BAJICS €Ile B JIOPEBO-
JIOIIMOHHON poccuiicKkoit pusoco(ckoil 1 MCUxXoa0Tn-
4eCcKOU JiuTepaType u Oe3 BCIKoro BiusiHus Mapkca.

[IpuBenry uib OIMH MAJION3BECTHBIN UCTOPUYECKN
npumep. OuH 13 ocHOBaTeJel JOPEBOJIIOIIMOHHON PoC-
cuiickoir ncuxosorun Hukosait AxossieBuy [por ere
140 ;e Tomy Hazaz nuca:

«MbI BBOJIUM B YKCJIO OCHOBHBIX TICUXOJIOTUYECKUX
IMOHATUN HOBOE IOHATHE “IeATeJIbHOCTH B TECHOM
3HAYEHWU CJIOBA, T. €. TPOBOUM ellle He TTPU3HAHHOE B
Hallle BpeMs TPOTUBOMOJIOKEHNE BoJd (CTpeMJIEHUH,
JKeJIAaHWW) W JIesiTeTbHOCTH (JIBVDKeHWH, IeWCTBUI) U
TEM CaMbIM Ha MECTO OOBIYHON TPUXOTOMUM TIPE/JIaraeM
TETPAXOTOMMIO TICUXMYECKUX SIBJIEHUH, JleJieHne UX Ha
uemoipe pasnesbublie kiacca» (I'por, Ilcuxomornsa uys-
crBoBanwuii, 1879—1880, c. 434).
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The Zone of Proximal Development (ZPD) held “great practical significance” for education as it identi-
fied how instruction can optimally impact learner development: by aligning mediation not to abilities that
have already fully formed but to those that are emerging or “ripening” [30]. Despite being one of the most
well-known and influential features of Vygotsky’s writings, it has also been subject to critique. For instance,
it is [25] suggested that Vygotsky introduced a “methodological paradox” in formulating the ZPD: it en-
deavors to bring into focus proximal or future psychological functioning by engaging in teaching-learning
activity in the present. In their view, this means that direct, empirical study of the ZPD is not possible as
it can only be inferred retrospectively, once future abilities have become the new present [25]. Moreover,
Valsiner and van der Veer [25] charged that Vygotsky’s depiction of the ZPD did not reflect his commit-
ment to dialectical thinking because the concept does not allow for the creation of anything new but implies
“mere transposition from the interindividual to the intraindividual domain” [25, p. 48]. Supporting our
arguments with examples from research in our field of second language (1.2) studies, we propose that atten-
tion to changes in the quality of mediation learners require during ZPD activity offers a means of observing
the future as the abilities in question shift from ‘ripening’ to ‘developed.’ In this way, future independent
performance is brought into the present during dialectical activity wherein tension between learner actual
abilities and the demands of the task are resolved through mediator-learner cooperation. We propose this
process as a way of realizing ‘the methodological imperative’ that was sought after by Vygotsky [26]. We
then consider the importance of the relationship between learner transposition of ideal language features
presented through instruction and the development of the ability to creatively manipulate these features in
order to shape how others construe objects and events in accordance with the user’s personal perspective.

Keywords: zone of proximal development, methodological imperative, dynamic assessment, prediction,
transformation, transposition, creativity, dialectic.
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Introduction gotsky, and it has influenced theorizing and practice in

a number of fields, including education. Indeed, nearly

Vygotsky’s discovery of the Zone of Proximal De-  forty years ago, when Western scholars were still becom-
velopment (ZPD) must rank among the most important  ing acquainted with Vygotsky’s writings, some worried
of psychology in the Twentieth Century. It is certainly ~ that the ZPD had already been applied so “loosely and
among the concepts most closely associated with Vy-  indiscriminately” that it risked losing its “explanatory
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power” [34, p. 7]. Others lamented that references to
the ZPD had become so ubiquitous that it was “one of
the most used and least understood constructs to appear
in contemporary educational literature” [21, p. 370]. In
contrast, it was suggested that the ZPD lends itself to
multiple readings and, understood in the full context of
Vygotsky’s theory, has broad applications to psychologi-
cal abilities and their development in children as well as
adults [16]. Vygotsky himself wrote of the ZPD’s “great
practical significance” for education [30, p. 204].

Divergent interpretations of the ZPD may in part be
due to the translations of Vygotsky’s writings into Eng-
lish. Table 1 offers a comparison of one of the most well-
known definitions of the ZPD as it appears in Mind in
Society [28] with a more recently translated paper, The
dynamics of the schoolchild’s mental development in re-
lation to teaching and learning [32]. The former, which
has had considerable influence on how Vygotsky’s ideas
have been interpreted in the English-speaking world, is
not a monograph prepared by Vygotsky but is instead an
assemblage of his lecture notes and papers.

The contrasts in these translations, while seemingly
subtle, have reinforced differing ‘readings’ of the ZPD
[16]. The phrasing of the 1978 [28] translation, with
mention of potential development as an aptitude that is
created through mediated interaction, resonates with an
interpretation of the ZPD as itself a quality or property
of individuals. Indeed, one of Vygotsky’s earliest known
discussions of the ZPD was in a 1933 lecture delivered
at the Bubnov Institute that examined the observation
that IQ measures of young children often shifted over
the first year of schooling, with low performers gain-
ing and high performers losing 1Q points. Vygotsky ex-
plained that through an alternate administration of the
test, in which children were offered support when they
encountered problems, it was possible to group them not
only according to low or high IQ but also on the basis
of a large or small ZPD, defined according to how re-
sponsive they were to support. This argument inspired a
range of procedures referred to as Dynamic Assessment
(DA) [14] aimed at uncovering latent potential ability
among low performing learners (e.g., [5]; [6]). A concern
that arises from this reading of the ZPD, however, is the
extent to which abilities are construed as already pres-
ent in individuals rather than created through cultural

transformation of the natural lines of development, a po-
sition Vygotsky argued forcefully.

The appearance of the terms “guidance”, “coop-
eration,” and “collaboration” in definitions of the ZPD
follow Vygotsky’s maxim that “what the child can do
in cooperation today he can do alone tomorrow [33,
pp. 199—200]. Therefore, the only good kind of instruc-
tion is that which marches ahead of development and
leads it.” Aside from passing references to prompts, lead-
ing questions, and feedback, Vygotsky did not detail
what such cooperation might include, but a theoretical
argument that concerns ‘helping’ learners to do more
than they can independently was perhaps the most read-
ily embraced aspect of early translations of Vygotsky’s
writings. The metaphor of ‘scaffolding’ [36], likely famil-
iar to all educators, expresses this reading of the ZPD,
as an adult or teacher possesses the expertise needed to
complete a task and acts ‘on’ the learner accordingly (see
also [7]). It has also been observed that the relation be-
tween successful task completion and learner develop-
ment of relevant psychological abilities is not always
clear in discussions of scaffolding [24]. Moreover, as the
metaphor has become increasingly employed to describe
assistance offered from one individual to another, less at-
tention has often been given to the basis for determining
what kinds of support to offer and when to do so or when
to permit individuals to attempt tasks on their own.
While scaffolding suggests an engineering endeavor and
the effort of an expert to offer something to learners, Vy-
gotsky seems to prefer a gardening analogy that requires
the gardener to take careful account of those plants that
have already produced fruits and flowers and those that
have only buds and to alter his attention and activity ac-
cordingly. Indeed, consideration of what is not yet pres-
ent but could be if properly nurtured is, in our view, a
crucial feature of Vygotsky’s conceptualization of the
ZPD and one that requires further attention if its sig-
nificance to education is to be realized [for a critique of
the scaffolding metaphor, see 37].

The purpose of this paper is to address two critical
and related issues raised by Valsiner and van der Veer
[25] in their discussion of the ZPD. The first issue is
their critique that the ZPD fails to adequately concep-
tualize future development. According to these authors,
Vygotsky introduced a “methodological paradox” by re-

Table 1

Translating Vygotsky’s description of the ZPD

Mind in Society [28, p. 86]

Source Text (emphasis added)

The dynamics of the schoolchild’s mental development in

relation to teaching and learning [32, p. 204] (emphasis added)

“the distance between the actual develop-
mental level as determined by independent
problem solving and the level of potential
development as determined through problem
solving under adult guidance or in collabo-
ration with more capable peers”

Excerpt

“the distance between the level of his actual development, deter-
mined with the help of independently solved tasks, and the level of
possible development, defined with the help of tasks solved by the
child under the guidance of adults or in cooperation with more
intelligent peers”

determined by/through = made possible by,
dependent on

Difference 1

determined/defined with = the activity is helpful to identifying it

Difference 2 | potential development = aptitude or ability

to develop

possible development = a glimpse of what might be worked
toward
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lying upon teaching-learning activity in the present to
observe the future because, they maintain, this approach
allows for only an interpretation of what might be — an
interpretation that can be evaluated after development
occurs, that is, retrospectively as inferred future abili-
ties become the new present. The second issue is their
further charge that Vygotsky’s modeling of the future
emphasized a “mere transposition” from the inter-psy-
chological domain of individuals functioning together to
the intra-psychological domain of a person functioning
independently, effectively delimiting development to
the transfer, or reproduction, of existing knowledge and
ability rather than the creation of something new. In an
attempt to respond to these crucial issues, we consider
two studies reported in the second language (1.2) learn-
ing research literature.

Background

1. The ZPD and 12 studies

The field of L2 studies as a distinct area of research
began in earnest with the work of S. Pit Corder [9] and
revolved around empirical investigations of errors pro-
duced by learners while studying an L2. Many of the as-
sumptions of these early studies were influenced by the
arguments proposed by Chomsky [8] to account for pro-
cesses of first language acquisition. In his view, observed
regularities of the timing and sequencing of acquisition of
particular language features, as well as children’s capac-
ity to extrapolate patterns from impoverished instances
of language use they encounter, could only be explained
if language acquisition obeyed a set universal constraints
determined by our biological endowment. Although
Chomsky had little to say regarding L2 development,
others (e.g., [35]) proposed a relationship between 1.2
acquisition and universal grammar that eventually rel-
egated the role of teachers to providing input necessary
to set in motion internal processes of L2 acquisition.

As scholarship in L2 studies grew, other theoretical
accounts of L2 development gained traction, but the
assumption that the field ought to be exclusively con-
cerned with processes internal to individuals predomi-
nated. For instance, it was proposed that all learners
regardless of first language or whether learning occurs
inside or outside of classrooms, adhere to specific devel-
opmental sequences as they acquire particular features of
an L2 (e.g., German word order, English negation) [22].
Some researchers insisted that L2 development was an
internal cognitive process and therefore proposed that
the study of L2 acquisition should be considered a sub-
field of cognitive science [11].

Against this backdrop interest in Vygotsky’s theory
grew among L2 researchers, beginning with its introduc-
tion to the field through the work of Frawley and Lan-
tolf [12] and continuing with a robust series of studies
through the 1990s that employed concepts and principles
drawn from Vygotsky’s writings to explicate processes
of L2 development. A study of L2 English tutor-learner
interactions [1], and discussed in more detail later, has
been particularly influential in specifying principles of
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mediation and learner responsiveness when their perfor-
mance breaks down. While L2 Vygotsky scholars have
carried out studies examining approaches to mediation
with diverse populations of learners in a range of instruc-
tional contexts [for a recent review, see 19], they have
yet to fully explore its implications for future perfor-
mance — the topic of the discussion that follows.

2. The ZPD and future development:

A paradox and a conundrum

In their analysis of Vygotsky’s discussions of the
ZPD (or ZBR in Russian), Valsiner and van der Veer
submit that his use of the concept in the situations we
have reviewed were each predicated upon a single “un-
derlying causal system” of development, a system that in
their view he did not fully specify [25, p. 45]. The system
in question is imitation as reflected in the ideas of Bald-
win on persistent imitation [3]. Vygotsky understood
imitation not as a form of copying or mimicry but as a
creative act [32]. For example, a person with no musi-
cal training might carefully watch the movements of an
orchestra conductor and reproduce them, but it cannot
be said that this person is conducting. Without an un-
derstanding of the meaning behind the various move-
ments made by a conductor — the direction of strokes,
their timing, the musicians to whom they are oriented,
and so on — the person is only copying what the conduc-
tor has done and cannot go beyond it (i.e., offer direction
to areal orchestra as they play the same piece of music or
indeed a different one). Imitation, continuing with this
example, would pertain to an apprentice conductor hon-
ing his/her abilities through careful observation of the
master’s moves, and observation with an understanding
of the signification of each move. By imitating the mas-
ter, an apprentice conductor gains experience leading
an orchestra and through this process develops his/her
ability to conduct other pieces and other orchestras in
the future. It may also be that the apprentice conductor
introduces variations that the master did not produce,
leading the piece to be performed in a recognizable but
distinctive manner.

Creative experimentation that transforms the model
is a crucial feature of development as it is what enables
individuals to function in changing circumstances and
to meet as yet unknown problems and challenges. It is
also central to Vygotsky’s commitment to dialectical
thinking, in which change entails a merging of thesis
and antithesis and the emergence of something new, a
process that brings the present into the future in a man-
ner that retains elements of what has been while creating
what not yet is. However, it is precisely in this way that
Valsiner and van der Veer believe that the ZPD “falls out
of the [sic] line with most other ideas of his [Vygotsky’s]
theoretical heritage” [25, p. 48]. Those authors describe
what we term a paradox and a conundrum in Vygotsky’s
analysis of the ZPD and how it reveals the future.

The “methodological paradox” concerns the matter
of predicting future abilities based on observable perfor-
mance in the present [25]. To be sure, predicting the fu-
ture is of interest to psychologists and educators, but the
originality of Vygotsky’s proposal is that the evidential
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basis for making predictions is expanded beyond obser-
vations of learner independent performance to include
their performance guided by someone else. Focusing on
the implications of the ZPD for education, the authors
note that teaching-learning (obuchenie) was proposed
by Vygotsky as the central driver of development, the
activity that must precede development such that it
targets abilities that are ripening and pushes them to-
ward maturity. In their view, while obuchenie creates the
ZPD in the present, “there is no way in which anybody
can study that process directly, within the present” [25,
p. 46]. Moreover, while “it is relatively easy to observe
the presence of those psychological functions that are
well formed,” functions “that are only in the process of
approaching their recognizable final forms” cannot be
observed directly [25, p. 47]. Those latter psychological
processes can only be explicated as the present shifts to
the nearest past and the nearest future becomes the pres-
ent. Valsiner and van der Veer point out that because
of the irreversible nature of time empirical research can
only be conducted in the present and any efforts to un-
derstand the future occur only as predictions that can-
not be evaluated except retrospectively. The inability to
locate “where development happens” resulted in what
Valsiner and van der Veer characterize as a “crisis in psy-
chology” [26, p. 152].

Vygotsky recognized the crisis and consequently es-
tablished as a “methodological imperative” that diagno-
sis of development cannot be limited to analysis of actual
development (i.e., it fruits) but it must also analyze what
is in the process of emerging (i.e., it buds and flowers),
with the link between obuchenie and the ZPD seen as the
key to realizing the imperative [26, p. 157]. Accordingly,
Vygotsky proposed that it is possible to “get a glimpse”
of emerging development by investigating the process
of joint problem-solving activity whereby collaborative
“guides the functions involved toward their final forms
of the future” [26, p. 159]. As far as we can determine,
Vygotsky did not provide explicit evidence of the meth-
odological imperative at work. The only predictions that
he made were in conjunction with his frequently cited re-
search regarding 1Q and the ZPD [33] which represented
a purely quantitative interpretation of the concept [26, p.
158]. Van der Veer and Valsiner point out a problem with
regard to the predictability of the quantitative interpreta-
tion [27]. A child with a chronological age of 4 and a men-
tal age (determined by IQ test) of 4.5 and who is able to
solve problems with hints and prompts at mental age of 7
the child was considered to have a ZPD mental age of 2.5,
meaning that within 2.5 years that child’s independent
performance would match her collaborative performance
at age 4 [27, p. 342]. The problem is that Vygotsky as-
sumed that despite the passage of time, everything in the
child’s life remained as it was when she was 4. Presumably,
however, others would continue to interact with the child
and by the time she reached the age of 5, the collaborative
performance of the child could have presumably improved
resulting in a ZPD mental age beyond the original pro-
jected mental age of 7.

We would like to propose a possible way of address-
ing Vygotsky’s “methodological imperative” based on
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some research carried out in second language develop-
ment. Before doing so, we will first discuss the Valsiner’s
and van der Veer’s conundrum, which is related to the
predictability paradox of the ZPD.

The conundrum arises as Vygotsky’s examples of
adult-child or teacher-learner interactions appear to
limit development to approximation of the target or
ideal model that is provided and do not take adequate
account of creativity [25]. Indeed, Valsiner and van der
Veer read Vygotsky’s depiction of internalization as a
“mere transposition from the interindividual to the in-
traindividual domain,” a process in which “no dialecti-
cal construction of novelty is implied” [25, p. 48]. They
continue, “the nearest-future state of development can-
not be predicted from the child/social context interac-
tion, although the latter undoubtedly plays a role in the
synthesis of (unpredictable) future of the psychological
functions” [25, p. 48]. In what follows, we draw on evi-
dence from two studies of L2 teaching and learning to
offer a possible resolution of the paradox and a viable
way out of the conundrum. We are not asserting that our
proposals are ironclad; however, we believe that they are
worth considering and could serve as a basis for addi-
tional research and commentary.

Predicting the Future and the Methodological
Imperative

While not directly addressing the prediction para-
dox, Aljaafreh nevertheless formulated a procedure that
we believe has some promise in achieving its resolution
[1]. As a first step in our proposal, consider the ‘hierar-
chy of mediation’ (see Table 2) deployed by Aljaafreh [1]
and reported in Aljaafreh and Lantolf [2]. The hierarchy,
arranged from most implicit to most explicit, reflects the
various types of mediation Aljaafreh used when inter-
acting with three ESL learners as he helped them revise
some of the written work required in their ESL course.
His assumption was that the quality of mediation is as
important, if not more so, for diagnosing and promoting
learner development than is quantity of mediation. In
this regard he concurs with researchers [see 4; 39; 26]
who suggest that the quality of assistance provided by
others may be the most significant feature in promoting
development in the ZPD, as reflected in the following
comment: “The quality of mediation matters: For one
person a slight prompt or hint is sufficient while anoth-
er has to have things clearly shown and explained” [4,
p. 52]. Our proposal with respect to the methodological
imperative is that the quality of mediation may not only
promote development, it may also serve as a means of
glimpsing the future.

For the most implicit level of mediation 0 the learn-
ers were asked to locate and correct any errors in their
texts prior to a tutorial session, while for the most explic-
it level (12) the tutor illustrated correct use of a given
language feature. The justification for counting level 0 as
mediation is predicated on the assumption that without
such a request from the tutor, the learners most likely
would not have reviewed their work prior to a session.
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Level 1 is also quite interesting, because learners would
often state that they could not find errors when asked
to do so prior to a session, but once they sat next to the
tutor but before any interaction was initiated some were
able to identify and even occasionally correct an error.
This indicates that a learner’s orientation to the text
changed once the social situation changed from doing
something alone to the opportunity to collaborate with
another person [1; 29].

Learners who produced appropriate language as a
result of more implicit mediation were considered to
be more advanced in their linguistic development than
were learners who required more explicit mediation [1].
Aljaafreh devised a schema for ranking the developmen-
tal trajectory of learners based on their responsiveness
to mediation. This schema is presented in Table 3 below.

The column marked as Level indicates what Aljaaf-
reh considered to be the developmental state of a given
learner for a given language feature ranked from 1 low-
est to 5 highest. The next column shows whether or
not learners were able to notice or identify errors they
produced in their original performance. Level 1 learners
were unable to notice an error, while those at levels 2
through 5 did so. The third column indicates whether
or not a learner was able to correct an error with level
1 and 2 learners unable to do so, while those at levels
3 through 5 displayed the ability to make a correction.
The final, and most revealing column, indicates whether
or not the learners were able to respond appropriately
to a tutor’s mediation. Level 1 learners were unable to
respond in anyway to tutor mediation, while those at the
remaining four levels were capable of correction under
appropriate mediation.

To fully appreciate the significance of learner perfor-
mance reflected in Table 3, it is necessary to read across

the four columns. Thus, a learner at level 1 was unable to
notice or correct an error even with mediation whether
implicit or explicit. This implies that at this point the
feature is not within the learner’s ZPD. A Level 2 learner
was able to notice an error, but could not correct it even
with explicit mediation. The implication here is that the
learner was at the very early stage of development. In
Vygotsky’s ZPD metaphor, the feature was just begin-
ning to bud. A learner at Level 3 was able to notice an
error and correct it but only with a high level of explicit
mediation, while a learner at Level 4 noticed and cor-
rected an error in response to implicit mediation. Finally,
Level 5 learners functioned independently in that they
noticed and corrected an error without mediation. The
process reflected in this category in terms of Vygotsky’s
metaphor manifests full flowering of a plant but does not
yet bear full fruit because learners are still incapable of
error-free performance. Nevertheless, when they do fal-
ter, they can detect and correct a problem.

To illustrate how the schema given in Table 3 figures
into predicting a learner’s developmental future/trajec-
tory, consider the evidence concerning use of Tense by
learner N given in Table 4 and the same learner’s use of
articles presented in Table 5.

Learner N clearly had problems controlling English
tense marking and required a good deal of mediation
from the tutor to identify and correct his performance.
The key column in terms of future development is the
ZPD column, where the numbers correspond to the lev-
els presented in Table 3. Indeed, the mean of this learn-
er’s performance is 2.6, which means that control over
the feature of tense was only in the budding stage. There-
fore, we would predict that independent performance for
the tense feature for this learner is not in the near future.
On the other hand, if we now consider the same learner’s

Table 2

Hierarchy of mediation [2]

0. Ask learner to find and correct errors prior to session
1. “Collaborative frame” prompted by presence of tutor as dialogic partner

2. Focused scan of utterance with error

3. Tutor indicates something is problematic in sentence, clause, line...

4. Tutor rejects unsuccessful attempts at identifying error

5. Tutor narrows focus — repeats or points to segment with error

6. Tutor indicates nature of error — “something wrong with tense marker”

7. Tutor identifies error — “you can’t use auxiliary here”

8. Tutor rejects learner’s unsuccessful attempts at error correction

9. Tutor provides clues to help learner arrive at correct form (It is not really past but is still ongoing)

10. Tutor provides correct form
11. Tutor provides explanation

12. Tutor provides examples of correct use

Table 3
Responsiveness to mediation [1]
Level Notice Correct Intervention

1 - _ B

2 + - +

3 + + + (high)

4 + + + (low)

5 + + Self-repair
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performance regarding use of the English articles, given
in Table 5, we see a greater degree of control over this
feature when compared to tense. Again, the key evidence
comes from the ZPD column in which the learner scores
4 and 5 with a mean of 4.3, a clear indication of more
advanced development, or in Vygotsky’s terms, not just
a bud but a full flower that is close to producing fruit.

An important aspect of the proposal regarding pre-
diction of future development has to do with how de-
velopment is conceptualized. It has been generally as-
sumed that development is manifested only in terms of
change in an individual’s independent performance in a
particular domain, whether it be language, mathematics,
or musical ability. However, the claim that we are mak-
ing with regard to the ZPD is that development can also
be observed in changes in mediation required for learner
performance to improve. In other words, improved per-
formance resulting from implicit mediation is indicative
of greater development than is performance that requires
explicit mediation. This is documented in the compari-
son between Tables 4 and 5. Learner N’s responsiveness
to implicit mediation with regard to English articles
shows that his development was more advanced than
tense, which required more explicit mediation. If we de-
termine development solely on the basis of independent
performance, it is likely that we would miss the oppor-
tunity to observe the future in the making, because N’s
independent performance with regard to tense marking
and article selection was by and large problematic. The
key to observing the future then rests on how individu-
als respond to mediation.

As for the matter of how to evaluate a prediction oth-
er than retrospectively, it is our view that responsiveness
to mediation in the present is a likely indicator of the fu-
ture in the making. Recall that van der Veer and Valsin-
er suggested that Vygotsky seemed to assume a static
environment when he made his predictions regarding
IQ and ZPD [27]. One could make a similar assumption

with respect to the current proposal. However, we must
also keep in mind that Vygotsky linked the diagnosis of
development in the ZPD with obuchenie—the teaching-
learning dialectic that should occur in educational set-
tings. If indeed instruction is organized to take account
of learners’ ZPD [see 32], teachers will continue to guide
development based on the maturational level displayed
by learners. In the case of learner N, because his ability
to use tense appropriately is less mature than his ability
to use articles, instruction will need to be more explicit
and take up a longer span of time for the former than
the latter feature of English. In other words, a possible
way of realizing Vygotsky’s methodological imperative
to glimpse the future is through the quality of mediation
necessary to support learner performance. In terms of
the gardening metaphor, for N tense is budding while ar-
ticles are flowering. Of course, future empirical research
will need to verify our proposal.

Transformation and Creativity

In this section we address the conundrum of predict-
ing the future and at the same time allowing for trans-
formation and creativity to emerge. We begin with a
quote from Vygotsky that shows his commitment to the
importance of creativity for what it means to be a hu-
man being: “It is precisely human creative activity that
makes the human being a creature oriented toward the
future, creating the future and thus altering his own
present” [31, p. 9]. The basis of creativity is imagination,
which is what enables “artistic, scientific, and technical
creation” [31, p. 9]. Creativity is the result of “forms of
imagination that are directed toward reality”, whereby
the “boundary between realistic thinking and imagina-
tion is erased.” In fact, an accurate cognizing of reality
requires an “element of imagination, a certain flight from
the immediate concrete, solitary impressions in which

Table 4
Leaner N tense performance [1]
Tense Week Moves Move Sequence Resolution ZPD
1 8 2,3,4,5,6,9,9,8 L (I will never forget) 3
3 14 2,4,5,6,8,9,9,10,10,10 11,11,12,12 T 1
3 1 1 L 4
4 6 2,7,8,9,10,11 T 1
Mean = 2.6
Table 5
Learner N article performance [1]
Article Week Moves Move Sequence Resolution ZPD
5 2 3,6 L 4
5 3 2,37 L 4
5 1 2 L 4
6 4 2,3,2,2 L 4
6 0 -- L 5
6 0 -- L 5
Mean=4.3
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this reality is presented ... the processes of invention or
artistic creativity demand a substantial participation by
both realistic thinking and imagination. The two act as a
unity” [31, p. 49].

Creativity is not limited to works of genius as rep-
resented in the art of Michelangelo or the equations of
Einstein. Indeed, everything we use in our daily lives
results from the “crystallized imagination” of anony-
mous and “unknown inventors” [31, pp. 9—10]. With-
out creativity and imagination humans would be limited
to “reproduction of the old” and would consequently be
unable to “adapt to the future” unless it merely “repro-
duced the past” [31, p. 9]. It is important to note that the
quality of this transformation differs from what may oc-
cur in imitation, which we mentioned earlier. While imi-
tation is a potentially transformative process, this trans-
formation does not result from deliberate or intentional
action. One can believe that imitation of a model is ac-
curate even if the imitative act transforms the model, as
in the example we discussed of conducting an orchestra.
This process no doubt plays an important function in
cultural and psychological change. The type of transfor-
mation we consider in this section, however, is different
because it involves a conscious, intentional attempt to
create something new. We suggest this is an approach
to considering the conundrum that, to our knowledge,
has not been fully considered and that merits additional
research. The L2 examples we provide are intended to
initiate such a line of research.

Imagination/creativity does not arise as a pure flight
of fantasy but is in fact strongly linked to our previous
experiences of reality, which we transform by combin-
ing aspects of these experiences in novel ways [31, p. 13].
This extends from fairy tales to technical objects that
make our external life easier. Importantly, however, it
also includes symbolic works of art, literature, music, etc.
which influence our internal intellectual and emotional
life [31, p. 23].

Vygotsky did not limit what counts as experiences
of reality to those that are first-person encounters with
the world. He also allowed for our ability to participate
vicariously in the experiences of others [31]. This oc-
curs, for instance, in school as we read and hear about
events of the past, such as the French Revolution, or
about places that we are not likely to visit, such as the
African Desert [31, p. 16]. Contrary to what many may
believe, adults on the whole, have the potential for more
creative imaginations than do children. Given that imag-
ination/creativity emerges from our direct and vicarious
experiences of reality, it stands to reason that because
adults have experienced more of reality than children,
they have a far richer resource to draw upon. This occurs
whenever when we confront novel circumstances that
we are unable to adapt to by using our existing capaci-
ties and thus face an emotional or practical need to cre-
ate something (internally or externally) new [31, p. 29].

According to Vygotsky “true creative imagination
in all areas of creativity belong only to those who have
achieved maturity. As maturity approached [sic], the
imagination also matures” [31, p. 32]. While Vygotsky
had in mind the maturation that occurs when we move
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from childhood into adolescence and adulthood, we pro-
pose that the concept of maturity also applies to the ac-
cretion of conceptual knowledge that takes place in any
domain as our experiences of that domain grow and ex-
pand. As an example, consider the process that unfolds
in gastronomic development. Knowing how to fry an egg
or follow a recipe, does not make one an expert chef with
the skill to prepare novel culinary dishes. To do so mini-
mally requires deep knowledge of how various ingredi-
ents combine to enhance taste, texture and appearance.
This can only be achieved, with few exceptions, through
a great deal of experience and education. Applying for a
chef position in a restaurant, normally entails a demon-
stration of one’s culinary ability. This includes a dem-
onstration of such a basic skill as making an omelet as
well as the ability to create a quality dish from a set of
ingredients not seen prior to the job interview. To be-
come an expert chef, as in any domain of human endeav-
or, requires an accumulation of experience that begins at
the novice level where basic abilities such as following a
recipe are established.

Analogizing from the culinary to the language domain,
we argue that before one is able to use language with
imagination it is necessary to first establish understand-
ing of, and control over, the features and concepts of the
language. To prepare a creative linguistic offering entails
control over its essential concepts. In fact, verbal creativ-
ity indeed requires “a very high level of accumulated ex-
perience” [31, p. 43]. An indispensable contribution to the
accumulation of necessary experience is made by formal
education [31, p. 50]. Accordingly, education has the re-
sponsibility to build the foundation for creativity, which
means it must broaden what a student “sees, hears, and ex-
periences” because the more students experience the more
productive will be their imagination [31, p. 15].

As an example of what we have in mind with regard
to linguistic creativity we consider some evidence from
a classroom study on the teaching of Spanish as a for-
eign language in a U.S. university setting. The study by
Yafiez-Prieto [38] engaged a third-year (low-advanced)
Spanish class focused on the relationship between every-
day and literary language, including how figurative and
creative language is used in both domains. One of the
topics addressed in the course was how verbal aspect, a
typically difficult area for speakers of English to master,
can be manipulated to create emotional effects on inter-
locutors or readers of texts. To appreciate this process,
we first provide a brief account of the conceptual mean-
ing of verbal aspect as manifesting different temporal
perspectives on events.

The key to verbal aspect is the concept of “bounded-
ness.” Objects and events in the world are said to be nat-
urally bounded or unbounded. Thus, water, by its nature
is an unbounded entity because it does not have specific
boundaries. It can, however, become bounded when it is
put into a container, such as a glass, bottle, river, or lake.
It takes its form from the container. On the other hand,
an object such as an apple, by its nature, is bounded by
its outer skin. If we place apples in different containers,
the individual apples retain their original form regard-
less of the shape of the container. Similarly, events that
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occur in the world are by their nature either bounded or
unbounded. Thus, walking and talking are unbounded
because they do not have an inherent end point or con-
clusion. In theory, one could walk or talk ad infinitum.
Events such as throwing an object or jumping are by
their nature bounded because they have a definite end
point. In the act of throwing a ball, for example, the act
is completed as soon as the ball leaves the throwers hand.

Spanish, along with many other languages, not in-
cluding English, grammatically marks the distinction
between bounded and unbounded events with differ-
ent verbal suffixes. Thus, unbounded events are marked
with grammatical forms referred to as imperfect endings,
while bounded events are marked with grammatical
forms referred to as perfective (or preterit) endings. This
distinction, however, only holds when referring to past
time events. Spanish does not mark the distinction for
present or future events. To indicate that someone en-
gaged in the activity of walking in the past, an imperfect
suffix is normally used, as in Ayer, Juan caminaba por el
parque ‘Yesterday, John was walking through the park’,
where -aba indicates that the event is unbounded. To
communicate that a bounded activity such as throwing
a ball occurred, a preterit suffix is used, as in Juan tiré la
pelota ‘John threw the ball’.

Although verb endings often match the nature of
events (i.e., imperfective for unbounded and preterit for
bounded events), speakers and writers manipulate gram-
matical markers so that naturally unbounded events are
treated as if they were bounded (similar to putting water
intoaglass), and bounded events can likewise be expressed
as if they were unbounded (analogous to smashing an ap-
ple against a wall, resulting in its loss of boundedness as
it smears across the surface of the wall). Thus, a speaker/
writer can impart the fact that John walked to a particu-
lar place by combining a preterit suffix with a naturally
unbounded event, thereby placing a boundary around the
activity of walking, as in Juan caminé a la escuela ‘John
walked to school’. In a similar way, a speaker/writer can
express the fact that John was in the act of throwing a
ball, and therefore uses an imperfect suffix with a natural-
ly bounded event, as in Juan tiraba una pelota ‘John was
throwing a ball’. Things become a bit more complicated
in this case, as the example can mean either that John was
in the act of throwing or that he threw the ball repeatedly
(against a wall or with a friend).

Yafiez-Prieto [38] first presented her students with a
visualized explanation [see 18] of the meaning of aspect
followed by a one-page short story written by the Argen-
tinian author Julio Cortazar. In the story, Cortazar plays
with verbal aspect to create a different sense of how
events can be made to unfold in ways that draw readers
into the story in imaginative and unexpected ways. The
short story demonstrated the fact that language features
can be manipulated to produce particular effects on in-
terlocutors/readers and that one does not need to always
reproduce so-called “correct forms.” Indeed, in his dis-
cussion of the grammatical and psychological structure
of speech, Vygotsky presents a quote from a Pushkin
poem to illustrate his belief that “what is a mistake from
the perspective of [grammatical] language, may have
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artistic value if it has an original source: ‘Like rosy lips
without a smile, I would not love Russian speech, with-
out grammatical errors’™ [33, p. 252].

Below is an excerpt from a story produced by one of
Yanez-Prieto’s students with the pseudonym Emma that
illustrates creative use of aspect. In the excerpt Emma’s
mother and father reveal to their children that their
mother has been diagnosed with a serious illness. In the
first part of the excerpt Emma uses imperfect aspect where
one would normally anticipate use of preterit aspect. We
translate the story into English and indicate verbal aspect
with words instead of morphological endings:

But that night, my dad did-imperfect not bother us
with his questions and my mom did-imperfect not even
raise her eyes from her plate. That night silence was-
imperfect not comfortable; it was-imperfect heavy and
strong. Tt filled-imperfect the room, sinking my family,
and my sisters and I crossed-imperfect worried glances.
Something was-imperfect not right.

In the second part of the excerpt Emma recounts going
to visit her mother in her room following dinner. In this
case she used a mixture of imperfect and preterit suffixes:

I went-preterit down the stairs slowly, without feel-
ing the treads under my feet. With each footstep towards
her room my heart beat-preterit louder. When I arrived-
preterit at her room, it was-imperfect dark and quiet and
my om was-imperfect in bed, with her eyes closed.

Emma explained her use of aspect as follows:

Although a lot of my paper could have been written in
either imperfect or preterit, I tried to use each tense [sic]
strategically to convey different meanings. For example,
when T was talking about the moments when we were
in the dining room in silence, I used imperfect to depict
everything as if the reader was there in the middle of the
action, seeing everything as it was happening. When I
went to my mom’s room to see her after I found out that
she was sick, I used preterit for all the verbs. This time I
wanted to show each action as a complete act.

Emma’s use of aspect in the second excerpt is closer
to what we might expect from a speaker/writer relat-
ing a typical story. She used the preterit to describe her
movements toward her mother’s room and the imperfect
to describe the state in which she found her mother.

Commentary from another student reveals the in-
sight he had regarding how grammar entails more than
using ‘correct’ forms and that it can be manipulated cre-
atively to tell stories:

It’s kind of funny how you can have a grammar st ...
the gram ... grammatical structure actually tell a story.
I'd not really noticed that or seen that before. I mean, the
words are telling the story and the grammar is telling the
story, which is kind of weird. Yeah, I'd never seen that
before. Interesting.

The comment from yet another student evidenced
the conflict some experienced between reproduction,
in which students are indoctrinated to believe that lan-
guage use is about rule-following behavior, and creative
ways to express oneself as intimated in Pushkin’s poem:

This week we learned about aspect and perspective. I
feel that I am starting to understand that there are many
more uses for the preterit and imperfect than those in-
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troduced in textbooks. It is confusing however to grasp
the idea that the preterit can be used to describe some-
thing in the past, when we have been taught the “rules”
that the imperfect is used for description in the past.

Discussion

Reconciling the paradox and the conundrum

The question that we are left with is how to recon-
cile the conflict between predicting future development
while at the same time promoting imagination and cre-
ativity. We believe the answer lies in understanding the
dialectical relationship between the two processes. A di-
alectical relationship entails a “a union of two or more
internally related processes that are simultaneously sup-
porting and undermining one another” [19, p. 49]. On
this view reproduction is in conflict with the creative use
of language in that creativity undermines yet depends on
reproduction, for without the latter process there would
be nothing to transform. On the other hand, creativity
produces new possibilities of use that are potentially ap-
propriated and reproduced by others in a constant devel-
opmental cycle. Reproduction is “a form of moveability
by which one practice is constantly rebuilt and repro-
duced from its former form, with the variations” similar
to our conductor example [17, p. 367]. A key moment in
this process is what Hegel labelled Aufhebung ‘sublation’
in which components of the contradiction are simultane-
ously retained and transformed as a new totality emerges
[17, p. 369]. As Vygotsky states:

the essential feature that distinguishes imagination
from other forms of mental activity is that it does not
repeat combinations of accumulated impressions but
builds a new series of impressions from them. The very
foundation of the activity that we refer to as imagination
is the introduction of something new into the flow of
our impressions, the transformation of these impressions
such that something new, an image that did not previ-
ously exist, emerges. [33, p. 339]

Earlier we observed that Vygotsky considered a key
to creative development to reside in the educational pro-
cess. We argue that Yafiez-Prieto’s project represents an
important and to a degree successful attempt to realize
Vygotsky’s contention. In her case, the experiences were
provided by the reading of literature and then linking
how language is used by recognized authors to how lan-
guage can be used in everyday communication. It is es-
sential to highlight that to move students to the creative
stage of language use, Yafiez-Prieto first had to guide
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3ona Gmmkaiimero passutus (3BP) nMena «6osbinoe mpakTHYecKoe 3HaYeHue» s 00pasoBaHus, T10-
CKOJIbKY TIOKa3aJia, KaKk 00yYeHHe MOKET ONTUMAJILHO BJIUSITh HA PA3BUTHE YYAIIErOCs — IyTeM OPUEHTALU
OIIOCPEIOBAHUSI HE Ha TIOJIHOCTBIO ChOPMIPOBAHHBIE CIIOCOOHOCTH, a Ha Te, KOTOPBIE TOJIBKO (hOPMUPYIOTCS WU
«cospesaior» [30]. HecMoTpst Ha TO, 4TO 9TO OJIHA M3 CAMBIX M3BECTHBIX U BJMSTEIbHBIX el B pabotax Bri-
TOTCKOTO, OHA TeM He MeHee MojiBeprajach kputnke. Hanprmep, HekoTopble aBTOPBI ITPe/Iioiaraior, 4to Beiror-
CKUH BBEJT «METOIOIOTHYeCKU Tapanokcs mpu popmysmposke 36P [25]: 3BP doxycupyetcs Ha bmmkaiiiem
wi Gy IeM TIICuXoJ0rnueckoM (hyHKIIMOHUPOBAHWH, IeiiCTBY s uepe3 o0yueHue B HacTosieM. 110 ux MHeHuo,
9TO O3HAYAET, YTO MIPSIMOE IMIUPHUECKOE ucciegoBanue 35P HEBO3MOIKHO, TAK KaK OHO MOKET ObITb BHIBEJIEHO
TOJIBKO PETPOCIIEKTHBHO, KaK TOJIbKO Oy/Iyliire CIOCOOHOCTU CTaHyT HOBBIM HacTostiiuM |25]. Bouiee Toro, Bas-
cuHep ¥ Bau jiep Beep [25] yrBep:xaau, uto onucanre Boirorckium 3BP He corsacyeTcst ¢ ero npuBepskeHHO-
CTHIO JIMATIEKTUYECKOMY MBIIICHHIO, TIOCKOJIBKY 9Ta KOHIIEHIHs He JIOMYCKACT CO3/[aHMsI 4ero-Imbo HOBOTO, a
MO/IPa3yMeBaeT «IIPOCTOM TIePEHOC 13 HHTEPHHANBUAYATLHON BO BHYTPUMHANBUAYATIBHYIO 00/1acTh> [25, c. 48].
[TosKperuisis Halllu apryMEHThI IPUMEPAMU U3 UCCIIEI0BAHUI B 00acTi udyyeHus: BToporo sizbika (L2), Mbr
PEJIIIOJIATAEM, YTO BHUMAHUE K U3MEHEHUSIM B XapaKTepe OIOCPEI0BAHMUS, KOTOPOE TPEOYETCst yUAIIUMCS B PAM-
kax 3BP, no3posister Ham HaGII0ATH 32 OYIYIIIM 110 MEpPE TOT0, KaK PACCMATPHBAEMbIE CIIOCOOHOCTH EPEXO/ISIT
U3 «CO3PEBAIOIINX> B CTATYC «Pa3BUTHIX». Takum 06pasoM, Oy/IyIiasi CaMOCTOSITENbHAST IESITENBHOCTD yJallle-
rocs epeHoCHTCS B HACTOSAIIIEE B IMATIEKTUYECKOM ITPoIecce, B X0/1e KOTOPOTO IIPOTHBOPEYHe MeXLy (hakTuie-
CKUMH CIIOCOGHOCTSIMHU YUAITErocst U TPeDOBAHUSAMI 3aJIa4H PA3PEIIAETCsI TOCPEICTBOM COTPYAHUIECTBA MESKLY
MOCPEIHUKOM U yJaluMest. Mbl BUIIM 3TOT HPOIECC KAK CIIOCO0 PEATIUBAIIUHI «METOIOIOTMYECKOr0 UMIIEPATH-
Bay, K KOTOpoMY cTpeMuyics Boirotckuii [26]. B 3aBepienune Mbl paccMatpuBaeM BaKHOCTb B3AUMOCBSI3U MESK/LY
MEPEHOCOM YUAIUMCSI MIETBHBIX SI3BIKOBBIX XaPAKTEPUCTHK, IPEICTABIEHHBIX B [IPOIlecce OOyUYeHVst, U Pa3BH-
THEM CIIOCOOHOCTH TBOPUYECKH MAHUITYIMPOBATH STUMH XapPAKTEPUCTUKAMU, YTOObI (HOPMEIPOBATD TO, KAK [[PyTrHe
KOHCTPYUPYIOT OGBEKThI 1 COOBITHST B COOTBETCTBIH C JIMYHOM TOUKOU 3PEHUSI MOJIb30BATEIS.

Knrouegote cnosa: 3ona OKaNIIEro Pa3BUTHST, METOOJOTIECKUIT NMIIEPATUB, ITHAMITIECKAST OTIeH-
Ka, IPOTrHO3, TpaHchOpMaIs, TPAHCIIO3UIINS, KPEATUBHOCTD, JIMAJCKTHKA.
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Introduction

The increased pace of higher education internation-
alization over the course of the past 20 years has resulted
in proliferation of English medium courses and stirred
various debates centered on the nature of the English
Medium Instruction (EMI) phenomenon and its most
applicable pedagogy. Defined as ‘the use of the English
language to teach academic subjects (other than Eng-
lish itself) in countries or jurisdictions where the first
language of the majority of the population is not Eng-
lish’ [22, p. 4], the practice has encountered a myriad of
implementation challenges at the classroom level which
include, but are not limited to, insufficient teacher and
student language ability [6; 8; 12; 17; 22; 35; 50; 56], lack
of professional development programs for teachers and
empirically proven pedagogical principles of organizing
teaching/learning process in such settings [4; 12; 16;
50], old transmission models of teaching [8; 23; 29; 37],
heterogeneous student language proficiency [3; 17; 56]
and most importantly an unwillingness, or rather mere
inability, of content teachers to be language teachers [5;
23; 24]. All of the above issues have prompted a host of
researchers to voice concerns about the adverse effects
of English mediated programs and courses on content
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learning, which, in their view, impede deep learning [6;
35; 435].

To tackle these challenges and facilitate EMTI’s effi-
cacious implementation, various conceptual frameworks
and pedagogical approaches were introduced, which pri-
marily stem from the applied linguistics perspective and
thus entail diverse forms of language support and devel-
opment [18; 19; 20; 43; 45; 49; 59]. The main idea of this
article, on the other hand, is to problematize the EMI
phenomenon from a different vantage point by drawing
on the cultural-historical theory (CHT) and present a
case for a symbiosis of two theoretical perspectives. To
this end, the aim of the article is threefold: 1) to provide
an overview of the EMI phenomenon, its current con-
ceptualization and key problem; 2) to cite recent exam-
ples of CHT applications in second and content-based
language teaching/learning; 3) to present arguments in
support of the relevance and wider adoption of CHT to
alleviate some of the challenges inherent in EMI.

Origins of the EMI phenomenon

Teaching content through English is not a new phe-
nomenon. Some European universities in the Netherlands
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and Sweden boasted English mediated courses as early as
the 1950s [9]. One of the first undergraduate programs
fully conducted in English was introduced at Maastricht
University in 1987 providing a concurrent language sup-
port program, which involved a joint course development
between a language and a subject expert to boost stu-
dents’ linguistic competence. Thus, the English language
acted both as a medium and as an educational goal [72].

The first PhD thesis describing the EMI phenom-
enon was successfully defended in 1995 and was devoted
to the investigation of the Dutch engineering education.
This pioneering study outlined the key challenges and
research vectors that still remain relevant nowadays.
Despite some limitations with regards to the sample
size, Vinke [68] confirmed that a medium of instruction
affects the process and outcomes of teaching and learn-
ing. The surveyed instructors, who were proficient us-
ers of English, stated a decreased ability to improvise in
English and pointed to a slower pace of lecture delivery.
Additionally, student learning outcomes demonstrated
that the change of the medium of instruction had a mod-
erately negative effect on content learning. In her con-
clusions, Vinke [68] pointed out that in order to teach
effectively through English, an adequate level of English
proficiency should be exhibited by both teachers and
students and suggested to introduce language improve-
ment programs for instructors and concurrent language
support programs for students.

Indeed, learning subject matter mediated by a foreign
and, more importantly, academic language poses a chal-
lenge for many university students since many of them
are not familiar with the genre of scientific texts, cor-
responding ‘lexicogrammar’ or ‘different ways of orga-
nizing meaning’ [32, p. 12]. Recent quantitative studies
demonstrated that only academic English proficiency is
a statistically significant predictor of successful perfor-
mance in EMI courses [14; 58; 74]. Unsurprisingly, most
current EMI conceptualization frameworks reflect vari-
ous roles of language support in teaching subject matter
though a foreign language starting from pre-sessional,
adjunct and finally to fully integrated models.

In fact, the debate about the best way to achieve
content and language integration is the key issue and at
the heart of most content-based language teaching ap-
proaches, including Content and Language Integrated
Learning (CLIL) that took off in the European Union in
the 1990s and which is often used interchangeably with
EMI. Despite a major difference related to the stated
goals of these approaches — CLIL is ‘a dual-focused edu-
cation approach in which an additional language is used
for the learning and teaching of both content and lan-
guage’ [13, p. 1], whereas the EMT’s definition does not
contain explicit language goals — both approaches share
alot in common. Currently, most researchers of the Eng-
lish mediated teaching/learning phenomenon view EMI
as a CLIL variety and designate CLIL as an umbrella
term [2; 36; 41]. EMI is thus located on the content-
driven end of the content-based language learning con-
tinuum, where content objectives dominate and which is
dubbed ‘hard’ CLIL as opposed to language-driven, ‘soft’
CLIL approaches [24].
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Current EMI methodology: systemic functional
linguistics and literacy

Perhaps the strongest argument in support of the
compatibility of EMI and CLIL is Halliday’s tenet of the
inseparability of language development and learning,
which is based on his theory of language-based learning.
He views human learning as ‘linguistic activity’ and ‘lan-
guaging’ [32, p. 1] and states that

‘..it is a process of making meaning — a semiotic pro-
cess; and the prototypical form of human semiotic is lan-
guage. Hence the ontogenesis of language is at the same
time the ontogenesis of learning’ [30, p. 93];

‘...it seems appropriate that a general theory of learn-
ing, interpreted as “learning through language”, should
be grounded in whatever is known about “learning lan-
guage” [30, p. 113].

Based on this theory as well as on the applied lin-
guistics interdisciplinary focus to solve ‘real social issues
and problems in which language plays an important role’
[51, p. 3], a host of researchers advocate the application
of linguistic theories to guide the implementation of
English-mediated programs. According to Morton and
Llinares [51], four sub-domains of applied linguistics
have gained momentum in CLIL/EMI research — sec-
ond language acquisition, systemic functional linguis-
tics (SFL), discourse analysis and sociolinguistics. But
it is systemic functional linguistics (SFL) developed by
Halliday and informed by his language-based theory of
learning that is currently suggested as the most suitable
theory to ground EMI [7; 41; 52; 55].

According to SFL, language 1) makes meaning of the
world and is ‘a way of thinking about the environment’
[32, p. 4] (the ideational metafunction); 2) is instrumen-
tal in mediating interactions with others and is ‘a way of
acting in the environment’ [32, p. 4] (the interpersonal
metafunction); 3) ‘serves to assemble the ideational and
interpersonal into cohesive and ordered texts’ (the tex-
tual metafunction) [41, p. 2]. In SFL, the unit of analysis
is texts (both oral and written) — ‘language functioning
in context’ [31, p. 3]. Not only does SFL approach the
language through linguistic analysis, but it also empha-
sizes its meaning-making potential and provides tools for
literacy development. The notion of literacy associated
with language development is particularly pertinent to
CLIL/EMI contexts.

According to Halliday, children go to school to ac-
quire educational knowledge, which is associated with
reading and writing, as opposed to commonsense knowl-
edge, which is mostly limited to speaking and listening
[32]. To a large extent, current tertiary practices also
primarily favor knowledge development through read-
ing and writing. These language aspects used to be the
original focus of literacy studies [53], while lately the
concept of literacy has gradually evolved into a more
complex notion of ‘the ability to appropriately partici-
pate in the communicative practices of a discipline’ [1,
p. 3]. Tt is important to distinguish between disciplinary
and content area literacy because the former underscores
discipline specific ways of ‘how discipline experts read
and how language is structured in disciplinary texts’, not
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just general reading strategies [61, p. 14]. For instance,
historians identify the author and the source of informa-
tion and interpret the reading with the historical events
in mind, while chemists emphasize various representa-
tions to understand the concepts fully, whilst mathema-
ticians focus on discovering possible errors [60]. Hence,
to become disciplinary literate, students require explicit
guidance from subject experts to discuss exemplar texts
and reasoning behind them to produce their own texts
as a result [61]. Disciplinary literacy also presupposes
mastering various modes of knowledge representations,
such as graphs, formulae, diagrams, in other words, it is
multimodal [1].

The emphasis on literacy development and ground-
ing CLIL/EMI in SFL have resulted in the development
of several pedagogical approaches, namely cognitive
discourse functions (CDFs) proposed by Dalton-Puffer
[18; 19; 20; 53] and Pluriliteracies Approach to Teaching
for Learning devised by a group of international experts
(The Graz Group) [49]. However lately, in the quest of
identifying ‘the best pedagogical practices to teach and
learn content and language in integration’ [41, p. 4], the
attention has been drawn to the cultural-historical the-
ory [25].

Contribution of cultural-historical theory
to contemporary research

The cultural-historical theory (CHT) was a response
to a crisis in psychology at the turn of the 20th century.
Having drawn on Spinoza, Hegel and materialist dialec-
tics, Vygotsky propounded ‘internally consistent and
monistic’ [15, p. 68] cultural-historical theory of devel-
opment, which investigated the origin and development
(‘the becoming’) of higher psychological functions and
set out to investigate the ontogenesis of consciousness
and personality development. The former was addressed
in his Thinking and Speech and the latter resulted in
elaborating the concepts of ‘critical periods’, ‘social situ-
ation of development’, ‘neoformation’, and ‘perezhivanie’
[15, p. 58]. Vygotsky’s theory is an exemplar of develop-
ment per se — he commenced with the investigation of
mediation, shifted his focus to the study of sign mean-
ing, introduced the concept of sense — ‘the unity of af-
fective and intellectual processes’ [15, p. 198] and in his
last years selected perezhivanie as the unit of analysis to
study ‘consciousness as a complex, developing phenom-
enon’ [15, p. 197].

The cultural-historical theory is holistic because
it is ‘a system with a precisely defined subject-matter,
research methods, a complete set of laws, and a system
of basic interconnected concepts and principles’ [67,
p. 109] and it is also a ‘non-classical’ psychological the-
ory as it ‘aims toward theoretical explanation and ex-
perimental investigation of the very processes of mental
development of the human being’ [63, p. 89]. It is ‘non-
classical’ because 1) it defines development as ‘a qualita-
tive reorganization of the system’ [63, p. 84] and 2) it
‘defines social environment not just as a factor, but as the
source of development’ [63, p. 84]. ‘The interaction be-

44

tween real and ideal forms explains the moving force of
development’ [63, p. 85]. The interaction itself is medi-
ated by signs, which in the cultural developmental pro-
cess undergo the transition from being external tools to
becoming internal, mental ones [63]. The developmental
process of higher psychological functions takes place ac-
cording to the general genetic law which states that

‘.any function in the child’s cultural development
appears on stage twice, that is, on two planes. It firstly
appears on the social plane and then on a psychological
plane. Firstly, it appears among people as an inter-psy-
chological category, and then within the child as an intra-
psychological category’ [69, p. 145 as cited in 63, p. 87].

By having developed an experimental-genetic meth-
od for the reconstruction of the process of development
of higher mental functions, Vygotsky overcame the
theory-praxis gap [15]. Therefore, the cultural-histor-
ical theory ‘does not belong to the history of psychol-
ogy only, but rather it is a living and powerful theory
which informs contemporary research’ [67, p. 107] and
provides both a theoretical framework and a coherent
method. The genetic research methodology or the ge-
netic method affords the study of higher mental func-
tions in the process of theoretical and experimental re-
construction of the very process of their emergence and
development in phylogenesis and ontogenesis [64] and is
distinguished by the following three characteristics, ac-
cording to Veresov [65]: first and foremost, the method
is concerned with the analysis of the genesis (the emer-
gence and development) of higher mental functions and
not their mature forms; secondly, the genetic method is
not preoccupied with visible manifestations of psycho-
logical processes, but rather with uncovering true dy-
namic cause-and-effect and genetic connections which
underlie these visible manifestations; finally, the method
yields the experimental investigation into psychological
processes in such a manner as to reveal the differences in
their psychological nature hidden behind their observ-
able (phenotypical) similarities.

Vygotsky’s ideas were furthered among others by
P.Ya. Galperin and V.V. Davydov. Galperin meticu-
lously described the transformation process (‘the system
of interdependent characteristics’) [27, p. 6] from the
external plane and material (materialized) forms pres-
ent in the social activity to the internal, psychological
form. He operationalized ‘what actually occurs in the
zone of proximal development and the teacher’s role of
instigating and supporting student learning and devel-
opment’ [28, p. 1]. Complete, but constructed by learn-
ers orientation ‘reveals the essence of learning’ [27, p. 8]
and enhances learners’ ‘agentic capacity to be in control
of their own learning’ [27, p. 9]. A teacher takes on an
active interventionist stance by designing and facilitat-
ing students’ learning and agency [26; 42], not simply
observing ‘what happens in the classroom but examine
ways to create, manage and control the process of learn-
ing’ [28, . 2].

The continuity of the cultural-historical tradition
was manifested in the works of Galperin’s student,
V.V. Davydov. His guiding principle was ‘theoreti-
cal thinking: a process of taking the learner from the
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abstract to the concrete’ [27, p. 7]. To that end, he ad-
vocated teaching concepts and developing ‘generalised
understanding of the materials being studied’ [27, p. 7]
as the first step of a subject matter learning process. To
overcome rote learning students need to be exposed to
various learning tasks as part of their learning activities,
which reproduce ‘the micro-cycle of the ascending from
the abstract to the concrete’ [21, p. 5].

Recent applications of CHT to foreign
language pedagogy

Due to its potential in resolving contemporary edu-
cational challenges and despite problems associated with
translation [47; 66; 67], Vygotsky’s ideas became very
popular in the field of (second) language learning, where
his theory is referred to as sociocultural in the western
research literature. Beginning from 2003 an increasing
number of language development studies have adopted
the sociocultural approach [38] in their pursuit of elabo-
rating coherent pedagogical guidelines. For instance,
van Compernolle & Williams [11] ponder on the notion
of pedagogy from a sociocultural perspective. They view
pedagogical interventions as ‘theoretically informed
teaching techniques’ and as ‘part and parcel of further
developing the theory’ [11, p. 277]. In their expanded
view, ‘pedagogy is about creating the conditions for, and
supporting, development (i.e. internalization of psycho-
logical tools), and while this often involves a physically
present human mediator, not all aspects of pedagogical
activity require it’ [11, p. 278].

Negueruela-Azarola et al. [54] write about the ‘dia-
lectical connection between social interaction and per-
sonal intra-action” and advocate a transformative peda-
gogy, which ‘centers on learners mindfully engaging with
psychological tools in conceptually meaningful activi-
ties’ [54, p. 233]. Their study presents ‘a concept-based
teaching approach to second language (L2) learning,
development and interaction’, which employs ‘conscious
conceptual mediation’ and ‘meaning-making activities
that promote verbal consciousness through communi-
cating with the self’ [54, p. 242]. Teachers, who utilize
this approach, need to develop ‘a brief and coherent’ ex-
planation of ‘a conceptual category of meaning’, create ‘a
visual representation of the targeted concept’ and finally
‘the learner needs to engage in social interaction with
self that leads to intra-action’ [54, p. 243]. If these ‘peda-
gogical sequences’ are followed, they result in improved
levels of understanding as reported by students.

The challenges of adopting concept-based instruc-
tion are reported in Williams et al. [73] and range from
aversion to risk to lack of confidence in implementing a
new approach and misalignment of curriculum, instruc-
tion and assessment, when expert/novice instructors are
faced with making a decision about rejecting or adopting
new didactics. Conversely, Mahn [46] provides an inspi-
rational account of a practical and efficacious application
of the ZPD concept in the classroom discourse, which
became known as the Academic Literacy for All (ALA)
project. The project was built on the ‘guiding principle’
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elaborated earlier by Hedegaard [33] of ‘how the dis-
course, inquiry, and interaction between students and
teachers created zones of proximal development, helping
to ‘understand how the dialectic relationship between
abstract and concrete aspects of a conceptual system can
be combined with personal experience to become part of
a person’s conceptual understanding’ [46, p. 253]. The
project entailed the creation of the protocol (a sequence
of activities), which ensured gradual elevation of the ev-
eryday concepts to the level of the academic concepts by
means of creating prompts and ‘opportunities for dialog-
ic interaction’ [46, p. 260], posing questions and provid-
ing necessary linguistic input.

Van Compernolle’s research [10] also examines the
emergence of L2 sociolinguistic competence in class-
room interaction from the CHT perspective and utilizes
concept-based instruction. The research design em-
ployed various tasks: 1) monologic and dialogic verbal-
ized reflections; 2) the use of ‘cooperative appropriate-
ness judgment tasks where the tutor assisted them [the
students] in using the concepts to solve communicative
problems and strategic interaction scenarios ‘to bridge
the gap between their conscious knowledge of lan-
guage ... and performance abilities’ [10, p. 278].

More recent applications of the cultural-historical/
sociocultural approach to foreign language teaching are
found in Mandili [48] and Poehner & Infante [57]. In
her PhD thesis Mandili [48] investigated conditions for
developing English language speech among Saudi Arabi-
an school children. She observed and documented vari-
ous examples of interactions between ideal and present
forms as well as teacher strategies employed in the ZPD
(collaboration, interaction) and outlined a host of specif-
ic activities conducive to English speech development.
She drew on the concepts of the ZPD and interaction
of ideal/real forms. On the other hand, the case study
presented by Poehner & Infante [57] employed different
concepts — those of scientific/everyday concepts and
mediation through dialogic interaction — and applied
them complementary to develop the conceptual under-
standing of the English tense-aspect system and regulate
second language use by a learner. The proposed Mediat-
ed Development (MD-L2) is informed by 1) Galperin’s
model of step-by-step conceptual knowledge internal-
ization (material form, perceptual form, verbalization,
and finally an internal plane) and 2) mediated learning
experience as propounded by Feuerstein and which en-
tails a structured approach to learner interaction with
a mediator and specific psychological actions such as
comparison, labeling, verbalizing to help internalize the
meaning. The guiding role of the instructor and the use
of psychological tools resulted in the learner’s enhanced
language functioning.

A recent trend endorsed by a host of researchers [40;
41; 52] is to combine linguistic and cultural historical ap-
proaches to effectuate teaching/learning in CLIL/EMI
contexts. A pioneering instance of merging sociocultural
theory, systemic functional and cognitive linguistics ap-
proaches is the study of Hill [34] conducted in the Japa-
nese tertiary CLIL settings. Eleven students were split
into experimental and control groups. The former worked
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in pairs (one of the students in pairs was a higher-level
learner) and jointly constructed the meaning of polyse-
mous, genre-specific lexis. The latter group worked indi-
vidually. This empirical research interweaved the con-
cepts of the ZPD, everyday and genre-specific concepts
with Galperin’s theory. In the experimental group the
extension from everyday to genre-specific lexical mean-
ing was highlighted, which led to statistically significant
development in comprehension, development in usage
and enhanced comprehension of genre-specific meanings
by lower-level learners working in pairs. The author con-
cludes that the merger of three approaches holds promise
for CLIL/EMI pedagogy.

Discussion

In CLIL/EMI tertiary settings students are concur-
rently inducted into scientific concepts and a new lan-
guage of science by being exposed to content mediated by
discipline-specific genre features of texts and new lexis,
the so-called ‘apprenticeship into literacy’ [71, p. 65]. As
adults with a fully developed mother tongue, their initia-
tion into academic language transpires as a downward pro-
cess (similar to the appropriation of scientific concepts).
The academic language they are exposed to is not learnt by
‘osmosis’ — it needs to be taught [32]. However, in reality
subject teachers often simply frontload the vocabulary de-
void of context, failing to highlight the relations between
the language functions and the content [25].

According to the cultural-historical perspective, lan-
guage development is not a mechanistic process (focus
on form or rigid scaffolding) [62], but rather unfolds
contextually and collaboratively, by interweaving new
language with students’ existing knowledge and expand-
ing its meaning and interconnections in dialogic inter-
action. Moreover, this appropriation of meaning cannot
transpire in every social interaction, but only in the so-
cial situation of development, when students are faced
with a challenge (drama/collision) [63] and provided
with developmentally appropriate tools and expert sup-
port [11, 46] and where the so-called ‘potentiating’ envi-
ronment propels learners forward [26].

Unfortunately, all too often a content teacher’s role
in CLIL/EMI contexts is reduced to simply ‘profess-
ing’ knowledge, which is frequently attributed to their
insufficient language ability [5]. Language proficiency
is undoubtedly crucial for CLIL/EMI subject special-
ists (as they represent the ideal forms in interaction),
but the creation of the social situation of development is
even more so. In the classrooms, where in excess of 80%
of talk is conducted by subject specialists [50], the op-
portunities for verbalization and triggering the develop-
ment process in the ZBR [66] are inherently lost. In fact,
in light of the cultural-historical theory, heterogeneous
language proficiency of students, which is frequently
cited as one of the main hurdles to interaction in EMI
learning contexts, can be turned into an opportunity by
organizing expert/novice pair and group work tasked
with various language and cognitive discoveries, as dem-
onstrated in Hill [34].
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Another concerning fact is presented in the study of
Johnson & Picciuolo [37], which established that 80% of
questions asked during CLIL/EMI classes are simply pro-
gression markers (such as ok? right?) rather than being
open-ended and referential ones that afford language and
concept development as well as make students’ thinking
transparent [46]. To facilitate meaning construction and
sense-making in the ZPD, teachers need at least to learn
to ask the ‘right’ types of questions and at best

‘to create a site where it is legitimate for all partici-
pants to ask for and be asked for reasons for the claims
they make. In this way sense making is made visible and
learners are encouraged to explore the implications of
their current understandings and test their implications
as they engage with public meanings’ [26, p. 159].

Furthermore, echoing Davydov’s focus on tasks, Ed-
wards suggests the four-quadrant model of task sequenc-
ing, which includes two intermediate quadrants afford-
ing learners sense-making opportunities in safe and
engaging environments to exercise their control over the
concepts [26], while Donato calls for engaging academic
tasks tying together purposeful language and content
outcomes as the task goals [25].

Conclusions

The teaching/learning principles outlined by Vy-
gotsky and further developed by his associates and fol-
lowers provide a solid methodology to design and guide
collaborative learning activities in English-mediated
tertiary contexts, while the knowledge of systemic func-
tional linguistics enables teachers ‘to select useful texts
for instruction and to identify the contextualized lan-
guage focus of content-based lessons’ [25, p. 43]. SFL
understands the language needed ‘to construct particu-
lar discursive practices’ [25, p. 35] and ‘makes visible the
relationship of content to language as a meaning-making
resource in a particular disciplinary genre’ [25, p. 36].

Moreover, Wells [71] points to the congruence and
complementarity of both theories — they both adopt
a genetic approach and underscore the use of develop-
mental tools. Halliday was a linguist whose primary fo-
cus was studying texts as part of various discourses and
mental functions as they are realized externally in speech
and writing, hence, his interest in genre and register.
Conversely, Vygotsky was a psychologist who was con-
cerned with ‘the ways in which language influences men-
tal functions and in the way it functions in inner speech’
[71, p. 73]. Both Halliday and Vygotsky believed that
teaching/learning is about development and construc-
tion of meaning.

Grounded in applied linguistics, current CLIL/EMI
conceptualizations primarily address language concerns,
where content and language integration is enacted by
raising language awareness among teachers and lan-
guage proficiency of students, and team-teaching alli-
ances of language teaching and content specialists are
seen as a way forward [ 2; 4; 39; 44; 45]. However, a few
researchers voice the need ‘to use theoretically-informed
models that go beyond a focus on language ‘only’ and un-
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derstand content and language as two sides of the same
coin’ [41, p. 2]. In the same vein, Donato [25] draws on
Vygotsky when he posits that to address the challenge of
content and language integration means to understand
‘that thought is not simply expressed in words; it is real-
ized in them’ [70].

Finally, Pecorari [56] has recently referred to EMT as
a phenomenon, not a pedagogical approach unlike CLIL,
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B nmonckax MeTo010ruu 00yYeHus JUCIUILINHAM
Ha AHIJIMMCKOM SI3bIKE B By3e€

T.B. beabckas
Poccuiickast akaieMust HAPOHOTO XO3SUCTBA M TOCYAAPCTBEHHOI CIIysKObI
upu [Ipesunenre PO (OI'EOY BO PAHXuI'C),
. MockBa, Poccuiickas Denepariust
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AHTIMIACKAIN A3BIK KaK CPECTBO 00yYeHUsT — MperojaBanye,/u3ydeHre HaydHbIX JUCIUIINE Ha aKa-
JI€EMUYECKOM aHIJIMIHCKOM SI3bIKe B YHUBepcHTeTe — IprodperaeT Bce GOJIBIIYIO HOIMYASAPHOCTh BO BCEX
cTpaHaX MUPA, HEB3UMPAsl HA OTCYTCTBUE KOHCEHCYCA B OTHOIIECHUH KOHIENTyayn3ainn (peHoMeHa U MpH-
MCHHUMBIX K HEMY TIPUHITUIIOB IIPENo/IaBaHuAd, a TaKKE HECMOTPA Ha MHOJKECTBO IMPAKTUYECKUX BBI3SOBOB, C
KOTOPBIMHU CTAJIKUBAIOTCA IIPEIoJaBaTe/in 1 CTyZ[eHTbI B ay[[I/ITOpI/IHX. I/IMGHHO 39THU BbI3OBbI HOI[TOJIKHyJII/I
pAn I/ICCJIG[[OBaTeJIeI;'I O6paSOBaHI/Iﬂ BbICKa3aTb OlTaCe€HMA 110 ITOBOAY NOTEHIIUAJIbHO HEraTUBHOT'O BJIUAHUA
AHTJIOSI3BIYHBIX TIPOTPAMM Ha OCBOEHUE COJIEPKAHUSI HAYUHOM JINCITUIINHBI 1, KAK CJIE€/ICTBUE, HA KAYeCTBO
0JTy4aeMoro o6pasoBaHus B 1ieJoM. PazpaboTatHble U Ipe/ljlaraeMble B HACTOSIIIEE BPEMsI METOI0JI0TNYE-
CKMe€ ¥ TTeJIaTOTHYeCKUe MOAXO0bI K JAHHOMY (heHOMEHY B OCHOBHOM OMUPAIOTCS HA TIPUKJIAIHYIO JIUHTBH-
CTURY, 4YTO N JIOTUYHO, YUYUTbIBAsI, 4TO O6y‘{CHI/IC TIPOXOAUT Ha NHOCTPAHHOM (HCpOI[HOM) JUIA TIpetoiaBa-
TeJsiell U CTYZeHTOB si3bike. OIHAKO B IAHHOI CTaThe, ONUPASCh HA AMAJIEKTHYECKOE eINHCTBO pevr (CJI0Ba)
1 co3HaHus (MBIIIJICHUS ), a TAK)KE HeJIaBHME TIPUMepbl ycnenHoro npuMenenns uzeii JI.C. Beirorckoro B
00y4eHH HHOCTPAHHOMY SA3BIKY, MBI IIPE/I/IaraeM PacIiupUTh TEOPETHYECKUI TTOX0]I, KCIOJIb3YsT CUMOKMO03
JIBYX TEOPUIT — KyJIbTYPHO-UCTOPUUYECKON 1 CUCTEMHO-(DYHKITMOHATBbHOW JTUHTBUCTUKH. CTaThsi CMeIaeT
aKIeHT ¢ HanboJiee NCCACIOBAHHON TEMbI B M3yUYeHNN (heHOMEeHa — aHTJIMHCKOTO SI3bIKa — Ha TIPOTece 006-
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he modern practice of working with children with

affective pathology (especially with ASD children)
and motivational disorders presents a very multi-sided
picture: a kaleidoscope of approaches and correction
technologies becomes a prism of the specialists’ subjecti-
vation, makes it possible to satisfy a wide social request,
but does not always solve the main issue — the need to
provide quality assistance to a child and their families.
The replication in the national educational space of the
crippled foreign methods based on psychoanalysis [5],
behavioral analysis [44—47], biologization direction in
science [1; 26; 28; 33]; the impossibility of recreating
the meanings inherent to the interdisciplinary field of
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“In the beginning was the Word.” The Riddle is

from the first lines. Did I understand the hint? ...

“In the beginning, there was a Thought.” Here is a translation.
It conveys this verse the closest...

“There was Power in the beginning.” That is the point.

But after a little hesitation

I reject this interpretation.

As T see, I was baffled again:

“In the beginning was the Deed” — the verse reads”

Faust, by Goethe

knowledge — developmental psychology, result in failure
to fully realize a child’s cultural potential. After all, the
evidence-based practices, albeit based on big data, a dou-
ble placebo-controlled study, in the absence of complete-
ness of meaningful theoretical analysis, do not take into
account the individual history and context of the child’s
development, complex intrafunctional connections and
relationships that are formed in this situation, also fail,
in contrast to a holistic systemic cross-functional analy-
sis that subordinates the analysis of external manifesta-
tions and makes it its integral part, but not limited to it.
As, for example, in the non-classical paradigm of educa-
tion, which makes it possible to personify learning on a
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more complete basis and even build alternative routes
[11, p. 105]. The practice also demonstrates such limita-
tion. So, for example, in behavioral therapy, the formed
child’s actions are situational, incomprehensible, formal,
limited only to robotic (mechanistic) execution, and in
some cases, children show an aggressive reaction, but in
the worst cases — an autoaggressive reaction in response
to the instrumental nature of communication. After all,
behavioral therapists, unlike the followers of the activ-
ity approach — the developmental psychologists, do
not pay due attention to the experiences, the subjective
world of the child, their personal history, context, but
focus only on external (formal) performance. They orga-
nize their work based on a primitive and easily replicable
functional analysis without paying attention to complex
interfunctional connections and relationships that allow
building alternative routes of the development, so many
children with a lack of verbal communication remain us-
ers of alternative communication. The followers of the
psychoanalytic direction put the child mirroring at the
forefront, but it is also insufficient for the completeness
of their development and the formation of an existen-
tial component. In this context, it is possible to recall
N. Chomsky’s criticism of F. Skinner, about a distance
polemic of L. Vygotsky with Z. Freud, which reached
the stage of rivalry between scientific programs back in
1932, when the possibility of rethinking classical psy-
choanalysis in the context of the ideas of L.S. Vygotsky,
namely, the idea of consciousness as a dynamic semantic
system, the idea of a semantic field, was discussed [17].
The popular biologization direction also creates a de-
ceptive impression of helping a child, while stimulating
the child’s natural activity, it does not in any way for-
mulate its semantic content. Notwithstanding the fact
that a decisive step in resolving these methodological
contradictions was made by L.S. Vygotsky back in 1927
in his work “The Historical Meaning of the Psychologi-
cal Crisis” [17], despite the need to study the conditions
leading to the prevention of motivational disorders, the
normalization of the state under emotional-volitional
disorders, the experts have not yet realized the possibili-
ties of non-classical psychology — developmental psy-
chology, and “clinical developmental psychology which
has arisen on the verge of developmental psychology and
child psychiatry is in the period of its formation. Though
the first studies in this area began to appear more than
100 years ago” [8, p. 3]. The stressed topics allow to hope
that the spontaneously formed supporters of foreign
technologies who are based on fragmentary, not always
specialized training! will critically treat their experience
and the inert routine nature of the practices introduced,
and their focus on systemic cross-functional analysis
and interdisciplinarity of knowledge, in-depth study of
the historical context in resolving the issue, a reflexive
dialogue with scientific schools will lead them to under-

standing the ideas outlined earlier by domestic research-
ers [4; 9—14; 25; 31; 37—42]. The choice of a work meth-
od should be determined not by its newness, modernity,
foreign origin, and majority, but by the work content,
the way to achieve a given result, the productive and
negative effects of work, the formation of consciousness
and regulatory forms of activities in combination with
speech communication, not only imitative (reflected),
formalized child’s activity and alternative communica-
tion. After all, the key question — to be or not to be? —
is central in the the theory of L.S. Vygotsky and arises
before us when interacting with other people and before
the experimental genetic method?, it is especially acute
for ASD children as resolving unsuccessfully in most
cases due to the unformed subjectivity (consciousness
(mental model)). So far it has not been problematized, as
evidenced by the conducted experiments [33], although
it was earlier indicated by L.S. Vygotsky as a method
question [13, p. 25]. Let us illustrate the statement with
a typical example from the practice: the primary visit of
a primary school Grade 4 student with his parents. The
child copes with the program requirements, but, mostly
due to mechanical memorization. The parents have tra-
ditional and predictable complaints of his aggressive be-
havior: “we learn the program, but the situation with be-
havior it is very bad, he got out of hand”. A child, seeing
that a specialist opens a math textbook in front of him,
begins to shout, throw everything off the table, push the
specialist, looking into his eyes, and repeating in a reflec-
tion: “Vova, what do you want?”, “Vova, what do you
want?” — a phrase repeated by his mother in confusion
in such situations. Needless to say, the parents them-
selves did not know what the child wanted. Or they
didn’t want to know: in their opinion, the substantive
results are more important. However, the child with pre-
served articulation capabilities and readiness to recite
the multiplication table, could not say anything: he was
never taught the most important things. Inconsistency
in relationships, insufficient conditions for personal self-
determination and sense generation led him to a conflict
with the world, fencing off, which is a non-existance.
The ASD children of preschool age require special at-
tention, since their development is characterized not only
by the contact specificity, but also by a decrease in the
level of development of speech understanding, as well as
by a practical absence of communicative tools (approxi-
mately 65% of ASD children in preschool age do not
speak) [2]. It should be noted that their communication is
very specific. The following is observed in a number of
cases: the action of an adult’s hand, vocalizations or a bird’s
language that do not carry a semantic load. The affect of
inadequacy [31, p. 21], which is expressed in screaming,
crying, aggression, autoaggression or in the isolation of
children (autostimulation) is more often observed. The
close ones, when characterizing the interaction with such

! Tt would be more correct to say that this work includes parents who have learned from foreign experts, replicating the technology of work
according to a certain template without correlating this technology with other scientific data (that is, without a holistic methodological analysis)

and, often without practical work experience with children.

2 Here the words of A.A. Puzyrei ring the bell: "cultural-historical psychology is a possible thing, but not inevitable” [30, p. 10].
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a child, say: “got sick again”, “flew away”, and often call
these children as “foreigners”, “aliens”. The special litera-
ture characterizes a contact of such children as inadequate,
negativistic, absent, and formal. How else can you charac-
terize them when hear from a five-year-old kid: “I am here
in Russia ... you are great that you live in Russia ... an eleva-
tor ... an elevator.” Gradually, human relations and the so-
cial world for such children cease to exist, since they ceased
to exist for this world: blind imitation to foreign experts
working within the framework of quantitative reflexologi-
cal concepts that have long lost their relevance led to the
fact that only reflective thinking was formed in children,
but “the seven-star crisis symptoms” [12, p. 374] were built
up, revealing its new features. Until we see the child’s per-
sonal action, we do not form his “self-action” [40, p. 163],
associative and reflexive thinking [9], we will not provide
them with the opportunity to experience the joy of experi-
ence from designing the reality [24], -we will not be able to
grow up a Human, Personality focused not only on self,
but also on Another: complex forms and motives of cul-
tural behavior are not formed in reflexological work, prim-
itive motivation aimed at manipulating the child’s needs
will only aggravate the emotional-volitional defect.
A child’s life will be accompanied by a conflict of contra-
dictions® [25, p. 273], which each of us can become a hos-
tage under a situation of the conflict of interests or a situa-
tion of the collision of two internal motives reflected in
consciousness in the form of independent opposite values.
The conflict of contradictions in ASD child is aggravated
by the syncretic nature of his* thinking (unformed speech
generalizations), insufficient development of the “concept
comprehension field”™ [19, p. 221] and is critically en-
hanced by the presence of a semantic barrier [31, p. 10].
After all, it is difficult to understand a child with ASD,
even a speaking one. To understand him /her, it is neces-
sary to know the history of their development, to see what
they have “absorbed from the entire context” [9, p. 347].
Then, instead of the phrase: I am here in Russia ... you are
great that you live in Russia ... an elevator ... an elevator”,
one can catch: “Hello, I came, let’s go play, let’s build an
elevator from soft blocks again.” Considering that speech
syncretes used by a child with ASD are captured on the
basis of random similarity (“I am here in Russia ..” and
“Hello, I am here ...” — as a sign of greeting, meeting with a
loved one), external closeness (“shoe “ — “boot ), emo-
tional reaction (“The postman” instead of “has frightened”
in a situation where the child is frightened by a stranger
(the postman), and the mother designates the situation as
the “postman”, but not with the word” frightened”), it be-
comes clear that “there is a sense in his nonsense” [19,
p. 224]. Therefore, “I am here in Russia” has a completely

different meaning for a child than for an adult. The mean-
ing of this phrase will be clear to anyone who studies his
personal history and social context. A child, like a word,
“acquires the meaning only in the phrase, and the phrase
itself — only in the context of a paragraph, a paragraph —
in the context of a book, a book — in the context of the
author’s work” [9, p. 347]. Addressing an adult: “I am here
in Russia ... you are great that you live in Russia ... an eleva-
tor ... an elevator,” the child expects an answer. If we ana-
lyze his personal history, it will become clear that the de-
scribed dialogue is constantly repeated by him with his
closed ones, and then they pay attention to him, laugh, re-
peat his words, give him an answer, but without correcting
his addressing and setting a pattern of action. Meanwhile,
the child’s activity, like “... the meaning of the word, is a
complex phenomenon, mobile, constantly changing in
connection with the circumstances” [9, p. 347]. However,
the child does not change here because of the context as a
social situation is unchangeable, not adapted to the child
specifics, and due to lack of special conditions and a com-
municative model given on behalf of the child and ap-
proved by the adult. The personal history of each child is
unique, as is the situation in which he lives and acts. The
mediator must “read” this peculiarity: “The success of the
educational influence can be ensured only if the real reason
for this or that act (offense) is established ... in many cases,
aggravating it ... Limiting himself to external manifesta-
tions ... the teacher often acts “by trial and error”, not elim-
inating the cause of deficiency, and in many cases exacer-
bating it ... One and the same manifestation ... may have
different reasons and require different effects” [31, p. 9].
A holistic analysis of the social situation and developmen-
tal history of a child with ASD helps the mediator in re-
thinking the child’s message, allows the child to be given
an adequate orientation in the use of a communicative
tool, prevents the emergence of a semantic barrier [31] and
the formation of a semantic bias [29] which aggravates af-
fective disorders, making work with children not evidence-
based and imitation, but a truly personified practice. It is
important to remember in this work about the conflict of
insufficiency [25, p. 273], which may also lead to an affec-
tive explosion. We talked about it when “the subject is not
able to perform a difficult task, especially if he considered
it achievable for himself. It is as a result of the collision of
an attempt to act with the impossibility of performing it a
state arises that is characterized by confusion, affect and
disorganization of behavior” [25, p. 273], rejection of activ-
ity, and passive aggressiveness. The impossibility of per-
forming an action is due to the lack of orientation [14,
p. 278] in the methods of its implementation or the impos-
sibility of its implementation (overload, leading to satiety

3 The term used by A.R. Luria, but transformed into the mutually exclusive tendencies in behavior in his work "The Nature of Human Con-
flicts: An Objective Study of the Disorganization of Human Behavior.” The conflict of contradictions accompanies the daily life of the ASD child
and manifests itself when the parents want to intensively get rid of the painful manifestations of the child, which the child does not consider
painful, but are HIS individual NORM. In situations where the ASD child cannot fulfill a requirement (for example, not able clapping hands), the
conflict of contradictions is aggravated by the insufficiency conflict: the disorganization of the child's behavior becomes more marked.

4 Syncretism of thinking is the initial stage of the generalization formation. The term was introduced by Claparede, and P.P. Blonsky called it
"the incoherent connection of children's thinking." The study of the thinking formation stages (from syncretic thinking to thinking in complexes,
and then to thinking in concepts) is described in the methodology for studying the development of concepts by L.S.Vygotsky - L.S. Sakharov.

5 The term first used by L.S. Vygotsky, which will later be transformed into the concept of the semantic field.
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of the child, mismatch of requirements, etc.) [20]. Consid-
ering the fact that ASD is a spectral disorder with a wide
range of manifestations, and any child from this spectrum
is disharmonious in his/her development, the search for
opportunities for the formation of his/r orientation is im-
possible without a holistic cross-functional analysis. What
can become a pier for one is not at all suitable for another,
therefore the use of template technologies and functional
analysis in work with ASD children, like a mix of ap-
proaches, is unacceptable from the viewpoint of scientific
theory and systemogenesis®, because the interest concen-
tration on individual, although very significant work as-
pects with a child turns out to be unjustified from the
viewpoint of the generally recognized systemic methodol-
ogy and results in the under-disclosure of the child’s re-
sources and the aggravation of affective pathology. The
conflict of insufficiency is most often found in the process
of the “act of mediation” [37, p. 123] — in situations of
teaching a child to use a communicative tool. Introducing
an ASD child with a communicative tool (photography,
writing, speaking), it is important to take into account the
fact of his being in symbiosis with a parent (the “Pra-we”
situation according to Vygotsky [12, p. 300—310]).
A child in this situation, as a rule, acts with the hand of an
adult, or without highlighting it at all climbs over it to
reach the object of his need. It is important for the media-
tor in this situation to set a boundary for the child’s action
(for example, not to complete his action), forming in him
an awareness of the limits of his capabilities and the need
to turn to the mediator. When forming “self-action”, it is
important to ensure that the child has formed the idea of
“his action in the situation as an action with the situation”
[37, p. 123] based on a communicative tool (photography,
writing, speaking). The adult’s response to the child’s
speech (at the level of sound, syllable, word, phrase) solves
this problem.

The dialogism of non-classical theory opens additional
horizons in overcoming the effect of inadequacy [41]. The
nature of the construction of a mediating (living’” com-
municative) action as a “method to include and involve
an individual into a life situation” [4; 38; 39] influences
not only the appearance of qualitative neologisms (of ver-
bal communication [2; 24], not alternative communica-
tion%, comprehension), but also the child’s experiences: it
can either encourage openness, mutual communication,
increase the boundaries of one’s capabilities, or cement
the child’s obsession on some action, form an emasculat-
ed, formal performance or lead to an affective breakdown
and refusal of action. To build up an appropriate dialogue

with the child and prevent the emergence of “crisis symp-
toms” [12, p. 374], it is important to consider the “transi-
tions between different forms” [38] of the work: it should
be constructed with a view of a contact dosing at its early
stages with a gradual intensification of the interaction in
subsequent stages with an increase in the activity of the
mediator through the variability of his tentative-orien-
tational actions and the regulation of conflicts of insuf-
ficiency and contradictions, and aimed at building a com-
mon space and forming the cultural behavior forms. The
adult’s insensitivity to the child’s responses leads to the
fact that the disorganization of his behavior only intensi-
fies. In some cases, for example, when a child’s endurance
reduces, he may demonstrate an aggressive response to
addressing or, even worse, an autoaggressive reaction (as
a response to excessive pressure from the outside world,
inconsistent or uncoordinated attitude from the social
environment [20]). Transformation of the child’s person-
al action into “self-action” [40, p. 163] is often difficult.
Not only parents, but also practitioners do not go out of
the clinical paradigm into the developmental plane, say-
ing about the child: “he does not want anything at all” or
“he agrees with everything (disagrees)”, “I do not know
what he likes ...”. Moreover, the child himself, with a rigid
external organization of behavior, can demonstrate op-
posite tendencies, adjusting to the environment. In this
situation, we are helped by a reference point for analyzing
the child’s activity and reading his response to the pro-
posed interaction options. At the same time, it is impor-
tant to observe ethologically important characteristics
of the child’s behavior: facial expressions, gestures, loco-
motions, vegetative reactions to events while correlating
them with the child history and the social situation of his
development. After all, a conversation with parents does
not always reveal the completeness of the problem and,
more importantly, the possible piers of development. In
the process of development of the child’s “self-action”, it
is important to change the nature of the child’s/adult’s’
thinking (from mirroring to reflexive/transformative,
from functional to interfunctional) [24] and to form a
way of using a communicative tool /method, as well as to
form a conditioned position'’, planning a transition from
egocentrism (centralization) to decentration (when a
child with ASD, leaving the position of “Pra-we”, begins
to indirectly (through a communicative tool) influence
the mediator, initiate his actions, reflexively refers to
them, developing the completeness of orientation in the
situation, comparing the result with an image standard,
to understand a different way of acting and limiting self

6 Systemogenesis is a selective maturation of functional systems and their individual parts in the process of ontogenesis. The term was intro-
duced by P.K. Anokhin: Systemogenesis as a general pattern of the evolutionary process. Bull. exp. biol. and med. 1948, V. 26, No. 8, p.

7L.S. Vygotsky called it “melting down” [10, p. 109], and V.P. Zinchenko - "a live movement" [21, p. 255].

8 It is important to note that the replicated examples of successful work with children within this technique are based on the functional chil-
dren category (potentially speaking children): a child with apraxia will never be able to talk based only on alternative communication, they need

the qualitatively different ways of working to help overcome also a defect.

9 As to thinking of adults, we judge by their assimilation of the mode of action, and of a child - of the speech tool.

10D.B. Elkonin has been writing about the possibility of overcoming cognitive egocentrism. His students and him realized a special experi-
mental program for the formation of a conditional position - the ability to move arbitrarily from the factual to the conditionally admitted point
of view. According to the book by B.D. Elkonin "The Introduction to the Developmental Psychology” (in the tradition of the cultural-historical

theory by L.S. Vygotsky). M .: Trivola, 1994. 168 p., Ill. [10, p. 109].
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due to which the process of reality perception acquires a
meaningful character, and the dialogue is built on the ba-
sis of positional vision and a spatio-temporal model, and
the parents are motivated not by a clinical diagnosis, but
by the content of a social situation.

The preliminary data obtained allow us to draw a
positive conclusion that the work within the framework
of “melting down” [10, p. 109], “living movement” |21,
p. 255] gives good results: taking into account the se-
mantic component allows us to form a child as a subject
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1. What and how is assessed in education

The issue of assessing educational success and the
effectiveness of teaching methods is associated with the
diagnostics of the results achieved by students on the
basis of the developed indicators. As a rule, the devel-
oped indicators are based on the assessment of the per-
formance of tasks by students or answers to questions.
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In one case, these are correct or incorrect answers to
the presented test, the problem to be solved, the task
being performed, or the question asked. In the second
case, it is the interpretation of errors when perform-
ing tasks, based on the analysis of which a conclusion
is made about the strength of the assimilated material
and about the depth of their development and consis-
tency. In the third case, this is a reconstruction of the




KYJbTYPHO-UCTOPUYECKAA IICUXOJOTUA 2021. T. 17. Ne 3
CULTURAL-HISTORICAL PSYCHOLOGY. 2021. Vol. 17, no. 3

way the student acts when solving a problem, setting of
a problem, or fulfilling a task.

Three possible approaches to diagnosing learning
outcomes are based on different ideas about what is
formed and developed as a result of learning. In one case,
it is a specific skill or practiced ability to answer accu-
rately a question asked, perform an operation or apply a
rule in a given specific task context. In the second case,
it is the assessed competence of the student, the presence
and level of development of which is agreed by the teach-
ers or school supervisor evaluating it. In the third case, it
is a formed and developed intellectual ability.

In the first case, the language of description of the
units of the content of education being mastered coin-
cides with the language of description of what the student
has mastered and what he has formed. In this case, it is as-
sumed that the student masters exactly what the teacher
explains and shows to him. Whether it be the division op-
eration, the rule for multiplying fractions, or the formu-
lation of Ohm’s law. In the second case, the assessment
is based on mutual recognition that the student has mas-
tered a certain communicative universal learning action
— for example, the ability to enter into a dialogue and con-
duct it, taking into account the peculiarities of communi-
cation with various groups of people. In the third case, the
subject of assessment is the student’s way of action, for
example, deepening the understanding of a certain mean-
ingful version by understanding the versions of “others” in
the context of interaction and collective communication,
thanks to which the level of development of the individual
ability of understanding is assessed.

The fundamental point of assessing the learning out-
come is that in the latter case, not one, but three differ-
ent ways of describing the result are used:

1. Description of what is being mastered in the form
of subject material;

2. Description of educational content units presented
through a certain way of action;

3. Description of what is shaped in the students
themselves as new mental formations.

Obviously, the ways of describing learning outcomes
do not coincide, although they should be integrated with
each other. Units of educational content are mastered
by students in the form of ways of action — setting of a
problem, modeling action, schematization of understood
data, etc. In this case, one must proceed from the fact
that they develop intellectual abilities of understanding,
reflective thinking, goal-setting, etc.

The generalization of the mastered methods of ac-
tion is the main indicator of the development of abilities.
And the meta-subject learning outcome is the formed in-
tellectual abilities based on certain general (universal)
types of activity. The need to distinguish and at the same
time connect three ways of describing learning outcomes
(the language of subject learning material, the language
of methods of action, and the language of abilities) char-
acterizes a fundamentally new approach to building a
system for diagnosing learning outcomes.

The view on the learning outcome as the mastery
of generalized methods of action by students was deep-
ly worked out by V.V. Davydov [16]. According to
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V.V. Davydov, the teacher should organize the educa-
tional material in such a way in a situation of searching
for a solution to the educational problem so that, work-
ing with it, the student would discover a new way of ac-
tion and the corresponding system of concepts. To do
this, the student must perform special educational activ-
ities — modeling, schematization, formulating a research
hypothesis, putting forward a design concept, etc.

In our opinion, the meta-subject result is associated
both with the development of a generalized method of
action, and with the development of the corresponding
abilities and cannot be reduced only to universal edu-
cational actions. This is impossible, if only because the
action itself must be reflexively distinguished and its
features studied. To do this, students need to form the
ability of reflective thinking, which in its structure is
more complicated than all universal skills and the de-
velopment of which depends on the age of the children.
Thus, we are faced with a kind of paradox: in order to
consider educational skills as an achieved meta-subject
result, a student must form a general ability (reflective
thinking), which in its content is more complicated than
these skills.

It is inappropriate to transform universal learning
activities and abilities into a fixed set of learning units
for students to master. By including the child in solv-
ing specific educational problems and tasks, one cannot
close the opportunity for him to master a fundamentally
new way of action, tracing the conditions for the origin
of knowledge, or initiate conditions for the emergence of
new abilities. The way of action is not given before its im-
plementation, and the ability is mediated by the process
of students’ search for a common way of solving prob-
lems. Therefore, it is impossible to form abilities with-
out building a zone of searching, transforming action. In
numerous works of L.V. Berzfai [4], V.V. Rubtsov [20;
21; 23; 24] and N.G. Alekseev [2; 3], it is shown that the
development of a general method for solving a problem:

1) is based on search and testing actions that reveal the
meaning of the educational task and the principle of per-
forming the action in the situation of the educational task;

2) is inextricably linked with the very form of orga-
nizing the joint action of the students themselves, stu-
dents and the teacher, which is the initial and predeter-
mines the individual actions of the participants in the
situation,

3) is provided by reflection of the form of organiza-
tion and implementation of collective action

4) requires constructing an idea of collective action
and analyzing the conditions for its implementation.

2. Way of action as the original unit of ability

The transforming action is carried out in all spheres
of human activity. We can consider action in the ideal
reality of thinking with an indefinite set of ideal opera-
tions (V.V. Davydov, V.P. Andronov [15]), study action
in communicative-dialogical processes (V.V. Rubtsov
[23; 24], R.Ya. Guzman [20], A.A. Margolis [22], Elvi-
ra S. Akopova, Olga I. Glazunova, Yury V. Gromyko [1]),
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and finally, consider the features of constructing action in
a situation of uncertainty and unstructuredness of collec-
tive interactions (O.1. Glazunova, Yu.V Gromyko [9]).

In his famous work Thinking and Speech, L.S. Vy-
gotsky emphasized that “thinking and speech have
completely different genetic roots” [5]. Following
L.S. Vygotsky, it is legitimate to assert that think-
ing, communication and action have different origins.
V.V. Davydov [14] identified the structure of the act
of thought. G.P. Shchedrovitsky [31] and V.Ya. Du-
brovsky [18] described the structure of the act of action.
John Langshaw Austin [19] and John Rogers Searle [26]
identified the communicative act providing special con-
ditions to implement actions.

Abilities, respectively, are manifested in three differ-
ent acts (thinking, communication, act of action) and
have different forms of implementation. Moreover, the
actor action is included in both thinking and communica-
tion. Such abilities as reflexive thinking, understanding,
imagination, goal-setting, modeling, schematization, put-
ting forward a design concept in the project action, the ad-
vancement of a research hypothesis are determined by the
context of solving the problem in which they are imple-
mented. This means that the ability is realized in the form
that is specified by the search conditions for a general way
of action that single out a certain class of action tasks. In
other words, abilities are organized differently depending
on the form in which the way of action with the content
of the object of the task is implemented in thinking, com-
munication and, in fact, in the situation of action.

Analysis of works in the field of the theory of human
activity and learning activity allows us to consider abil-
ity as a dynamic integrity of states of consciousness, con-
necting object of activity with the meaning of situation
and providing a systematic search for a way of action
[1; 9]. This dynamic integrity of states of consciousness
organizes the way of action and is characterized by spe-
cial dynamic transitions (casts). It is these transitions
that connect the three acts described above: the act of
thought, the act of communication, and the act of ac-
tion. The transitions unfold in the range from grasping
the ideal principle in thinking to identifying a “living”
difference in communication of one’s own subjective vi-
sion of this principle and the vision of the possible action
of another participant in the situation, and then to the
implementation of the principle in a specific situation of
collectively organized action. The ideal, individual sub-
jective, collective-subjective and joint-objective become
constant points of reference and a space of mutual me-
diation in the structure of “living” ability. In Fig. 4, the
top line uniting zones 1 and 2 conventionally denotes
the sphere of objective. The bottom line, uniting zones
3 and 4, denotes the sphere of subjective. The column on
the left uniting zones 2 and 3 is the sphere of collective,
collaborative. The column on the right uniting zones 1
and 4, is the sphere of individual.

In a number of works [33; 34], the situation of a group
solution of a learning problem is considered as a combina-
tion of the results of individual actions. Therefore, master-
ing the content (object or situation) is described schemat-

Objective-subject sphere

Joint-objective
(collective-objective) 3 |

Ideal (individual objective, eliminating the
difference between individual and collective) 4
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>

Sphere of the collective

Collective-subjective 2

=

—

|enpiAIpul 3y} Jo aJayds ay ]

\/

Individual subjective 1

-

Subjective-semantic sphere

Fig. 1. Ability as a system of mediated transitions of 3 interrelated acts: act of thought — act of communication —
act of action (conventional image)
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ically (thin arrows) in the form of a process that begins in
zone 1, then the transition to zone 2 based on the co-orga-
nization of individual actions into a joint action, then goes
into zone 3, where the general method of collective work is
objectified and symbolically consolidated, and finally exit
to zone 4 based on the assignment of the results of joint
educational work by each member of the study group. The
process of collective solution of an educational problem is
considered in a completely different way in the works of
V.V. Rubtsov [23], G.P. Shchedrovitsky [31], O.1. Glazu-
nova, Yu.V. Gromyko [9] and others. These works show
that joint action does not consist of the addition of indi-
vidual actions of individuals. The statement of the prob-
lem is determined by the form of organization of collective
thought activity. The joint form of organizing action when
setting of a problem between students and the teacher is
the initial one. Therefore, the movement starts from zone
2 (thick arrows). Then, through the cognitive-affective
conflict, transitions are made simultaneously from zone 2
to zones 3 and 1 on the basis of highlighting the objective
content of the collective task and the form of individual
participation in a conflicting collective action, and from
zones 3 and 1 to zone 4, where there is a solution that re-
moves the conflict. The individualization of the content
being mastered with such an approach is not a primary,
but a secondary process associated with the reflection of
the form of organizing joint action and one’s participation
in it. Thus, an important step has been taken in consider-
ing the ability as an integrative unit of a person’s activity
capabilities, linking the development of cultural modes
of action and the individual form of implementing these
methods in a situation of collective interactions [26; 1; 9].

It is also obvious that the ability in the considered
approach differs from skills, abilities, competencies, and
techniques of action, in essence. Skill, in contrast to abil-
ity, is associated with mastering and automating opera-
tions in human behavior that are externally presented
and fixed in the form of procedures and their clearly de-
fined sequence. Ability is built on the basis of the imple-
mentation of flexible reflexive control of the execution
of operations and their sequence in accordance with
the allocated specificity of specific situational circum-
stances. Competencies characterize an external coordi-
nated (conventional) assessment of the effectiveness of
the employee’s performance of his professional function
without identifying the mode of action and means of or-
ganizing the action. Finally, intellectual technique is an
element of an individual ability that characterizes the
semantic connection of the objectivity of the action, the
characteristics of the situation and the elements of the
action in the form of operations that are distinguished
in mind. In the structure of the ability, as follows from
our reasoning, there is an integration of the subjective-
semantic, energetic, connected with meaning of situa-
tion and objective side of the action being built.

3. Abilities and state of consciousness

It appears that the state of consciousness is an impor-
tant condition for organizing the ability, as opposed to
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skill, ability and competence. It is the state of conscious-
ness that provides a dynamic (mobile) character in the
organization of the ability. This is due to the unavoid-
able subjective orientation of the ability. An ability can-
not be reduced to a known set of operations, since the
most important characteristic of an ability is the isola-
tion of operations in an action being taken. These opera-
tions do not exist outside the direction of consciousness
that distinguishes operations.

G.P. Shchedrovitsky [30] discussed that consciousness
is nothing more than a specific mirror reflecting the con-
tent of thinking and the object of action. The new content
is expressed by symbols, signs, schemes in the processes of
semiosis (the generation of signs), and consciousness only
reflects the signs themselves and what the created signs
determine. Continuing this thought, it can be argued
that ability is a kind of representative of the world of con-
sciousness, which determines the complicated optics of a
reflecting mirror — its convexity or concavity, focus on a
reflected object, a magnification in the reflection of some
details and a demagnification in others, etc.

Thus, the considered ability differs from the psychical
function, since the ability is determined by the context of
the action and is realized in action on the one hand, and
on the other hand, it is determined by the mechanisms
of the work of consciousness. It is abilities, not psychical
functions, that emerge from the world behind the look-
ing glass of consciousness onto the stage and become the
acting actors in the drama of limitations, which are faced
by the reversing action of the drama, which largely de-
termines the situation of the student’s development in
the conditions of his interaction with others in the pro-
cess of joint collective activity.

Therefore, we should return to the well-known state-
ment of L.S. Vygotsky that “a mental function appears
on the stage twice, once as an interpsychic process be-
tween people, and another time as an intrapsychic pro-
cess within a person”, “Every function in the cultural de-
velopment of a child appears on the scene twice, in two
roles, first — social, then psychological, first between
people, as an interpsychic category, then inside a child,
as an intrapsychic category” [6, p. 145].

At the same time, a point to keep in mind is that in
the development of human subjectivity, the key role be-
longs to the mastered ability. The ability is exteriorized
and socialized, acquiring competence characteristics
due to external assessments of a person’s actions, and
is individualized and subjectivized in the process when
a person guides his own behavior. From this perspec-
tive, consciousness creates an opportunity for a person
to be involved in interactions with other people and to
exercise regulation and subjective guidance of the abil-
ity itself individually. Continuing the thought of L.S.
Vygotsky, we can say that ability appears on the stage
twice: first, as a spellbinding and initially inaccessible ac-
tion of a skilled person — an adult or older child, and then
as the child’s own action (mine). Someone else’s skillful
action is observed from the outside and at the same time
is measured as possible, that is, future own action. One’s
own trying action is associated with inner experiences
and regulation, but at the same time, it is the subject of
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communication with other skillful and trying unskillful
ones, with an attempt to look at one’s own action from
their positions and through their eyes.

The restoration of the real drama of human subjec-
tivity requires the selection of the entire set of acting
characters in the form of mastered objective abilities
(write, read, add, subtract, multiply, substitute numeri-
cal values into the formula, etc.) and meta-objective
abilities (understand, communicate, carry out reflexive
thinking, solve a problem, schematize, form an action
plan, etc.). This circumstance is interestingly revealed in
the works of V.V. Rubtsov [23], V.I. Slobodchikov [27],
E.E. Shuleshko [29]. It is in these works that the forma-
tion of ability acts as a process of entering the child-adult
educational community of skillful (read, write, solve
problems), since the exercise and realization of the abil-
ity is supported in various forms of the community of the
teacher and students, realizing and mastering this ability
(V.V. Rubtsov [23; 24], Yu.V. Gromyko, V.V. Rubtsov,
A.A. Margolis [11], Yu.V. Gromyko, V.V. Rubtsov [13],
O.1. Glazunova, Yu.V. Gromyko [9]).

Personal guidance of ability is based on special ac-
tivity techniques. Such techniques are associated with
methods of self-organization, with control over one’s
own states and its implementation, with the allocation of
significant elements of action in the form of operations,
with an acceleration or delay in the rate of implementa-
tion of an action, and the ability itself is neither a tech-
nique, nor a way of action, nor an operation, nor a means
of organizing an action. Ability is a special mode of con-
scious regulation of action, when the state of conscious-
ness, orientation in the situation and the object-opera-
tional part of the action are integrated into a system that
save the opportunity to build and guide one’s own action
in the conditions of a community being organized and
interactions with others. In this case, the internal states
of consciousness unfolds in external action, and the ac-
tion itself is characterized through the way of perceiving
the situation and the object of the action being mastered.

Such a fusion and unity of the state of consciousness
and the operational component of the action brings us
back to the understanding of abilities as spiritual forces
and spiritual power of a person (mental powers). These
mental powers are manifested in the energy of conscious-
ness: in the sense-baring energy of sustained interest,
in maintaining attention, that is, in the intentionality
of consciousness, in the intensity of experience. These
energetic characteristics determine the characteristics
of both the orientational and the executive parts of the
action. The way a person, mastering and realizing the
ability, sees and understands the situation of action, be-
longs to the very structure and implementation of the
ability. Therefore, there are no processes of perception
and attention in themselves, which Wundt psychology
proposed to study. The perception of the situation and
the intentionality of consciousness are included in the
general structure of any practical ability (skill), the prin-
cipal centers of which are the state of consciousness and
the operationalization of action. Operationalization of
action is a form of realization of the ability, manifested
outside, and the state of consciousness is its inner core.
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The connection between the orientational compo-
nent of the state of consciousness and the operational
structure, which ensures the implementation of the
ability’s work, is manifested in the fact that the state of
consciousness observes and orientates the implementa-
tion of the ability in specific circumstances, in a specific
situation. To a certain extent, it resembles the phenom-
enon “the mind of a bishop” described by the famous
religious scholar and philosopher S.S. Khoruzhy — a
concept introduced “in the mature late-Byzantine he-
sychasm” [28]. This concept, as it may seem strange at
first glance, is very close to L.S. Vygotsky’s understand-
ing of higher abilities. Speaking about the development
of higher mental functions, Vygotsky built a hierarchy of
steps of behavior, and in this hierarchy he singled out the
formation of self-governing abilities as a particularly im-
portant point. L.S. Vygotsky: “...a person himself creates
connections and paths for his response. He rebuilds the
natural structure. He subordinates to his power with the
help of a sign the processes of his own behavior. We find
it surprising that traditional psychology did not notice
this phenomenon at all, which we can call mastering our
own reactions, mastering our own actions” [6, p. 118].

Here it is important to pay attention to the state of the
observing consciousness, as the most important compo-
nent of the core of the ability, in addition to the signs that
organize the action, as its kind of auxiliary scaffolding and
tools. The emphasis on signs and tools does not allow one
to notice this most important element of the observing
episcopal consciousness (in ancient Greek, bishop means
observer), to which both attention (intentionality) and
perception and the tension associated with overcoming
what has been achieved are subordinated.

It is this observing energetic state of consciousness
that holds the entire structure of operations of the ex-
ecutive part of the action in the form of a kind of single-
point convolution and determines the boundaries of the
sequential implementation of the intended operations. Is
it not in this energetic state of consciousness that inter-
nal codes of action (the subject of V.P. Zinchenko’s re-
flection [25]) are contained, which are as internal as they
are external? Such a possibility of the observing state of
consciousness to keep the realization of the ability in the
form of a simultaneously realized structure (emergent
(self-arising) act) and at the same time the planned se-
quence of operations performed allows you to delay, slow
down the realization of the ability. Thanks to this, the
ability has the quality of resisting any automatism, any
unconscious realization.

According to the outstanding modern Italian philos-
opher Giorgio Agamben, such an opportunity to delay
the implementation of a seemingly mastered and already
automatically realized action, to de-automate the action
in order to rebuild each time, is the basis of creative acts.
In his opinion, “Someone who possesses the ability — or
has the appropriate skill — may or may not use it. Ability
— and this is a genius, despite its complete obviousness,
Aristotle’s thesis — in fact, is determined by the possi-
bility of its unfulfillment. An architect is capable to the
extent that he can build nothing. ... Based on the fact
that ability is a temporarily unrealized action, Aristotle
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draws a conclusion about the fundamental mutual in-
volvement of ability and inability.... Adynamia, inability,
does not mean here the absence of any ability, but rather
the ability-not (to go over to action), dynamis me ener-
gein. The ability released by the act of creation must be
an internal ability inherent in the act itself, just as the
act of resistance must be inherent in it. ...A living and
existing one in the image of ability is capable of his own
inability, and only in this, he has his ability. He can ex-
ist and act, because he maintains his attitude to his own
non-being and non-doing” [32, p. 35—36].

Crucially, expanding his vision of the problem of abil-
ity and inability, Giorgio Agamben connects the mecha-
nism for the realization of the ability with the act of cre-
ation, with the inner possibility of the act itself, which is
a quantum of non-automated processes of human con-
sciousness.

This defining characteristic of the quantum nature
of consciousness and theoretical thinking is deeply com-
prehended and described by V.V. Davydov using the ex-
ample of the analysis of a thought act, which is a cell of
the ability of thinking in the theory of thought processes
[14]. Our analysis of this fundamental theoretical state-
ment shows that V.V. Davydov, describing the structure
of the thought act, determined the sociogenetic basis of
thought, including:

1. A holistic prototypical structure of any act of
thought, presumably reproduced in all types of thinking
(learning, play, research, project, management) in spe-
cific forms;

2. A concept in the form of an act of thinking, reveal-
ing the process of the origin of subject knowledge;

3. Core learning actions (specific actions, modeling
actions, model transformation actions), based on which
the most important components of the thought act in the
joint activities of students and the teacher are imitated

4. Reflective consciousness, capable of highlighting
and fixing the object of thought (content of thinking)
and the form of thinking [10; 12].

4. Development of the ability to understand
in schoolchildren as the most important
educational result of general secondary

education

The concept of the structure of the ability as a mode
of action was implemented by us in specific monitoring
studies of the development of a number of basic abili-
ties of students. In this case, the subject of study was the
ability to understand.

As it is known, the development of students’ ability
of understanding and mutual understanding is one of the
most important educational results. It is understanding
that creates the sense-baring sphere in which the acts
of thinking are carried out. Understanding determines
the perspectives and material basis for acts of thinking
in the form of emerging semantic structures. At the same
time, according to a number of studies, in the conditions
of modern mass school, the ability of understanding de-
velops in students below the capabilities that modern
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children have. This is due to the fact that schoolchildren
read little, they are not taught enough to understand
texts and express their own thoughts in texts. [O. Gla-
zunova, 7].

The basis of our research was a series of specially de-
veloped diagnostic techniques that allow us to assess the
level of development of children’s understanding ability
at different stages of schooling. The diagnostic series was
aimed at assessing the ability to understand at differ-
ent age stages of schooling: over-fives (6—7 years old),
students: 1st grade (7—8 years old), 4th grade (10—
11 years old), 5th grade (11—12 years old), 9th grade
(15—16 years old) and 11th grade (17—18 years old).
The study was carried out in 2007—2013, it was attend-
ed by schoolchildren of about 40 schools, mainly from
Moscow. In total, about 10,000 children took part in the
monitoring survey.

We proceeded from the fact that the result of under-
standing is the appearance of the meaning (semantic ver-
sion) of the text.

At each age stage, the presence and level of forma-
tion of methods and techniques of understanding was
checked:

— building a general meaningful version of under-
standing;

— understanding stemming from the logical basis of
the text;

— understanding through considering the symbolic
basis of the text;

— understanding of the author’s position (reflective
understanding);

— deepening the own meaningful version by under-
standing the versions of others in collective communica-
tion;

finding a way out of a situation of misunderstanding.

This set of understanding techniques is somehow
mastered by students of Russian schools through work
on the entire set of academic subjects. Depending on the
nature of the text and the situation, one or another un-
derstanding technique may be used.

Based on a certain composition of levels of formation
of methods and techniques of understanding the text,
for each technique, a scale for assessing the level of de-
velopment of the corresponding aspect of the ability to
understand was developed. For example, when assessing
the general meaningful version of understanding, the fol-
lowing scale was used:

0 points — no answer; retelling the text instead of fix-
ing its meaning; fixing an arbitrary meaning that cannot
be attributed to the read text in any way.

1 point — fragmentary version of understanding —
the meaning of the text refers to its small peripheral,
arbitrarily chosen fragment, while the student believes
that this is the meaning of the entire text as a whole.

2 points — incomplete version of understanding —
the meaningful version grasps the text as a whole, but it
can be shown that there are fragments of the text that,
from the point of view of this version, are not needed or
fall out from it.

3 points — full meaningful version — the version of un-
derstanding corresponds to the text as a whole and it is
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impossible to show a single fragment of the text that would
not fit into the proposed version of text interpretation.

The materials of understanding included in the di-
agnostic series were texts selected by expert teachers.
The complexity of the text corresponded to the devel-
opmental age of the students. To diagnose each of the
specific understanding techniques, a specific text and
corresponding questions were offered.

Here is an example of assessing the level of the mean-
ingful version of text comprehension when working with
students. So, when working with pupils of the 6th grade
(12 years old), they read the story of V. Dragunsky Big
Movement on Sadovaya. Before reading the text indi-
vidually, the children were asked the following question:
“What is the meaning of this story? What did the author
want to convey?”. The answers were given individually.

Two children said that the meaning of this text is how
good it is to do something together — to fix a bicycle and
then ride it. This is a fragmentary version with a score
of 1. The overwhelming majority of children expressed
two types of meaningful versions. The first type was
clearly articulated by one of the girls: “You shouldn’t
entrust your valuables to the care of strangers.” This is
an incomplete version, with a score of 2. It comprehends
the entire text, but fragments remain in it that do not
fit into it. Another type of meaningful version was ex-
pressed by another group of children: “It is not good to
offend little ones, to deceive them and take things away
from them.” It is also an incomplete version, with a score
of 2, although it is deeper than the previous version of
understanding for this text. We have never met the full
version, estimated at 3 points, which would take into ac-
count the ending of the story and the question addressed
to the reader about what is most terrible here, as well as
the understanding that this is a child’s loss of trust in
adults as a result of deceptions.

Based on the data of the research that we conducted
over 6 years (2007—2013), we can state the following:

1. The development of the ability to understand in
children did not acquire the character of a gradual evolu-
tionary increase. The corresponding position is reflected
in Fig. 2.

1,8
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1,2

1
0,8
0,6
0,4
02

0
grade 1

preschoolers grade 4

The decrease in the level of development of the abil-
ity to understand in this diagram does not mean that the
texts that the child understood in preschool age, he under-
stands in the future worse and worse and completely ceas-
es to understand by the 9th grade. This is due to the fact
that the level of complexity of the texts in our methods
increases, corresponds to the age capabilities of students,
while the principles of assessing the results of understand-
ing remained unchanged. The data presented in the graph
indicate the fact that with an increase in the complexity of
texts corresponding to the age (according to experts), the
level of understanding of texts relatively decreases.

In general, the overall picture of the continuity of
the development of children’s abilities in school condi-
tions was that, in fact, in every school there were “zones”
where an increase in the level of development of the abil-
ity to understand took place, however, in no school did
such a zone extend to the entire period of schooling.

At the same time, it is obvious that the achieved level
of development of the ability to understand is much low-
er than the age capabilities of students. At the same time,
the additional potential for the development of this abil-
ity is manifested when using activity educational tech-
nologies, which requires special discussion. Without the
use of such technologies, students master mainly stereo-
typed schemes for interpreting the texts of fiction, which
do not provide an understanding of their meaning. Ac-
cording to our data, among the ways we have identified
the text at a lower level, children develop a technique
for finding a way out of a situation of misunderstanding,
associated with the ability to ask a question to an adult,
a peer or oneself. For the rest of the techniques, the situ-
ation is also unstable.

Analysis of the formation of individual techniques
of understanding during the period of study at school
shows that, like the integral level of understanding, it
does not have a gradual successive form of development.
In addition, the formation of individual techniques is
not coordinated with each other and occurs as if out of
order. This happens because there is no directed and me-
thodically structured teacher’s work on the formation of
the ability to understand. This ability and its individual

grade 5 grade 9 grade 11

Fig. 2. The dynamics of the development of the ability to understand at different age levels of schooling
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techniques develop naturally in the process of subject
learning and school life of the child.

This is what a more detailed analysis of the data from
the study shows in terms of zones of increase and decrease
in the level of development of the ability to understand.

Analysis of these data made it possible to determine
some patterns in the development of various aspects of
the ability to understand. Thus, a consistent increase in
the level of development of understanding with aging
occurs in children only in one aspect of this ability — the
understanding of the author’s position. The dynamics of
the development of understanding of the symbolic ba-
sis of the text, as well as the logical basis of the text are
presented in approximately the same way. Starting from
the 1st grade, there was a rather sharp drop in the level
of development of these methods of understanding up to
the 9th grade, and then by the 11th grade, the level of
development of these methods increased. Moreover, for
the way of understanding the logical basis of the text,
this increase reached the level of grade 5, and for the way
of understanding the symbolic basis of the text, the level
turned out to be higher than all previous stages of learn-
ing, except for grade 1. The dynamics of the development
of the level of the general meaningful version was reflect-
ed in a sharp drop between the preschool level of educa-
tion and the level of grade 1 in elementary school. This
aspect of the ability to understand remained unchanged,
then increased in the 5th grade, fell in the 9th and again
increased in the 11th, slightly exceeding the initial level
of preschoolers. Finally, the way out of the situation of
misunderstanding has invariably remained at the same
low level, and in elementary school this level is slightly
lower among children than among high school students.

It is obvious that the use of pedagogical technologies
by the teacher for the development of the ability to un-
derstand allows him to increase his level. Without the

et
.

use of such technologies, students mainly master the
stereotyped schemes for interpreting the texts of fiction,
the reliance on which does not provide the proper level
of understanding of their meaning.

5. Conclusion

The performed theoretical analysis and experimental
monitoring research allow us to draw the following con-
clusions:

1. Ability is determined by the individual acquisi-
tion of a joint way of action when solving an educational
problem. At the same time, the structure and regulation
of the ability is not identical with the revealed and re-
constructed mode of action, on which it relies.

2. Abilities are a dynamic integrity of the observing
energy-sense bearing mobile state of consciousness and
the mastering way of action.

3. Tt is the abilities under formation that are being
mastered by the student in the educational process (re-
flexive thinking, understanding, mutual understanding,
imagination, goal-setting, modeling, schematization, the
formation of the concept of project action, the advance-
ment of a research hypothesis) represent one of the lead-
ing mechanisms, the protagonists of the development of
human subjectivity

4. In this article, we describe the monitoring diagnos-
tics of the ability to understand in different age groups of
schoolchildren. Diagnostics of the ability to understand
was considered on the basis of students mastering the
following methods and techniques of understanding:

— building a general meaningful version of under-
standing;

— understanding stemming from the logical basis of
the text;

General semantic version
—— Logical basis of the text
-+« Symbolic basis of the text
--e-- Author’s position

— — Awav out of a situation of
misunderstanding

preschoolers grade1l grade4 grade5 grade9 gradell

Fig. 3. The dynamics of the development of certain aspects of understanding in children at different stages
of schooling (2010—2011 academic years)
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— understanding through considering the symbolic
basis of the text;

— understanding of the author’s position (reflective
understanding);

— deepening the own meaningful version by under-
standing the versions of others in collective communica-
tion;

— finding a way out of a situation of misunderstand-
ing.

Monitoring diagnostics of the level of development
of the ability to understand in different age groups of
schoolchildren makes it possible to assess the develop-
mental effect of traditional education. When a specially
developed activity content of education and new meth-
ods of work of a teacher with students are not used, this
developmental effect is much lower. There are reserves
for increasing the level of development of understanding
of students in the modern education system, but their
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Introduction

This paper discusses the role of psychology in pro-
moting student participation in everyday decisions in
Brazilian public schools. This discussion occurs in a po-
litical and social context marked by socioeconomic in-
equalities and power relations, which permeate the en-
tire history of the Latin American continent and make it
difficult to achieve genuine democratization of institu-
tions such as schools.

This unequal power relations have its origin in the fif-
teenth century, a period in which European navigations
arrived in America and began exploratory colonization.
According to Quijano [14], this period establishes a new
pattern of world power; the modern/colonial Euro cen-
tered capitalism, which is based on two axes: the con-
struction of the idea of human races, in an attempt to
justify the exploitation and genocide of native people, as
well as of African people brought to America to be en-
slaved; and the new social hierarchy of labor, which links
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labor and the social role to this supposed race. Thus,
wage-earning labor is reserved for white people. In con-
trast, Black and Native American people can be exploit-
ed by slave labor and subjected to all sorts of violence for
almost four centuries.

This process culminated in different consequences
for the constitution of Latin American countries be-
cause even after the end of slavery, native and freed
black people were not the target of public policies to
include them as citizens [16]. Instead, the liberation of
black people was a threat for power elites, which op-
pressed them for centuries. Consequently, they chose
to bring European workers to occupy wage-earning
positions and whiten the Brazilian population, leading
black people to a growing exclusion [1]. Pockets of pov-
erty were formed, which gave rise to the well-known
Brazilian «favelas». In these places, poor (and predomi-
nantly black) populations live without adequate hous-
ing, sanitation, culture, education, leisure, etc., until
the present time [11].
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This unequal reality produced different countries for
populations that shared the same territory: for some, the
rights linked to wage work and an advance in improv-
ing their quality of life; for others, the conduct of every-
day life based on the struggle for survival. According to
O'Donnell [13], these inequalities led to a problem faced
during the period of independence and the constitution
of Latin American nation-states: the non-recognition of
populations as members of the same nation. According
to Maranh o and Teixeira [8], in the 1930s, marked by
the Great Depression, Brazil changed this scenario on a
national scale for the first time. Under Get lio Vargas'
government, the Land's industrialization process has ex-
panded; the urban population has tripled; and different
social movements have emerged in the struggles for land
reform, gender equality, racial equality, labor rights, etc.

The growing popular participation in social move-
ments during the Cold War put the capitalist elites on
alert. Together with the military, they organized a coup
that installed in 1964 a civil-military dictatorship in Bra-
zil. Following the dictatorships in different Latin Ameri-
can countries, the Brazilian dictatorship progressively
used force and violence to block projects claimed by so-
cial movements [8]. The dictatorship period came to an
end after 30 years of hard popular struggles in the late
1980s. Only in 2010, through a presidential decree, was
a commission organized to investigate the crimes against
human rights committed during that period: the Nation-
al Truth Commission. In its reports [2; 3; 4], crimes such
asillegal or arbitrary arrests; torture; summary, arbitrary
or extrajudicial execution, and other deaths attributed
to the State; forced disappearance and concealment of
corpses; sexual violence, gender violence, and violence
against children and adolescents are highlighted.

Despite all the apparatus of violence and repression
used to silence and cut any political participation at
the root, popular pressure led to democratic reopening.
These movements drove the construction of the 1988
Constitution. According to Gargarella [5], different po-
litical forces have acted in the building of this Constitu-
tion, some seeking to maintain control over the popula-
tion and prioritizing the interests of the wealthiest elites,
and others establishing initiatives for popular participa-
tion and advances in social protection. The advances re-
lated to participation from the 1988 Constitution were
so significant, it was called the Citizen Constitution.
The increase in the supply of participatory practices has
been materialized in the regulations that followed and
established public policies on health, welfare, and social
protection.

Contributions from Historical-Cultural Psychol-
ogy and German Critical Psychology

In a place where there aren't concrete conditions
for the development of participatory people, formal De-
mocracy does not concretize [10]. This understanding is
based on Cultural-Historical Psychology (CHP) contri-
butions, which explicit the laws of development of higher
mental functions, elucidating the paths for forming par-
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ticipatory subjects. Vigotski criticized the conception of
development as changes in isolated parts of the mind re-
sulting from organic growth or maturation [17]. Instead,
development would be driven by a culture historically
systematized by human work and transmitted in social
relations. In this sense, every higher mental function is
mediated by the sign, and it is established, initially, as
an inter-psychological category, on the social plane, and
then as an intra-psychological category [19]. In explain-
ing the meaning of «category» in this context, Veresov
and Fleer [18] point to a specific type of social relation-
ship capable of promoting development: dramatic rela-
tions. Thus, as the child establishes relations with the
social environment and experiences dramatic situations,
new crises require the reorganization of the psychologi-
cal system to develop and complex the personality.

Such foundations shed light on the importance of
social situations, such as the experience of participa-
tion, which can be configured as a social situation of
development. Vigotski [20] explains the social situa-
tion of development as an initial moment that reveals
dynamic changes in the development process, estab-
lishing a way for social relations to constitute person-
ality. In a social situation that promotes participation
development, it is necessary to consider elements re-
lated to the action.

German Critical Psychology (GCP), based on Alexei
Leontiev's constructions, turns its gaze to human action.
Holzkamp [7] postulates that in the face of possibilities
for action organized from a specific social structure and
presented to the subjects by the structure of cultural
meanings, people have subjective reasons to act in one
way or another that can only be understood from their
perspective. Participation in the conscious and predic-
tive determination of social living conditions, which
transcends individuality, has been called «agency» by
Holzkamp and its colleagues [12]. Holzkamp [7] points
out that agency may present itself in a restrictive alter-
native, in which action does not seek to expand control
and expand the possibilities for action so that the root
of social contradictions remains intact. The other option
is a generalized agency, which collectively seeks to in-
crease control and the conscious generalized prediction
of individually relevant living conditions.

In an articulated manner, the GCP and CHP comple-
ment each other and provide an important foundation
for us to understand that, without the experience of par-
ticipation in the inter-psychological sphere, it will be
difficult for subjects to act collectively to expand their
possibilities for action. This is a great challenge when we
consider the historical context of a country's constitu-
tion in which popular participation is seen as a threat
and not an object of interest by the dominant power.
In this scenario, the contributions of GCP and CHP
provide an important theoretical framework on which
psychology can understand the phenomenon of politi-
cal passivity. These theories also provide ground to plan
interventions that enable the development of participa-
tory people, who can lead their everyday lives from a col-
lective agency to overcome the barriers imposed by the
unequal social structure.
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Method

The authors enrolled in a municipal primary school
for three years (2015 to 2017). In addition to the au-
thors, two psychology undergraduate interns joined the
project for one school year each. Every week, the psy-
chology team made a four-hour visit to the school, and
part of this time was dedicated to class assemblies with
nine classes from 6th to 9th grade. These classes were
composed of about 30 students each. In Brazilian public
schools, there is diversity concerning race. Still, almost
all children's families are part of a low social class, as they
live on the outskirts of the school, located in a peripheral
and impoverished area of the city. The students were
teenagers from 12 to 14 years old, and most of them had
never joined an assembly. Therefore, it was necessary to
establish techniques that would lead them to learn how
to participate. These techniques involved some steps:

1. Explanation of what is an assembly and what are
the minutes to register the discussions;

2. Collective construction of operating agreements!
in the first assembly of each year and record of the agree-
ments in minutes;

3. One monthly assembly per class. The assemblies
lasted 1 class hour (50 minutes) and were divided into:
the choice of topic, discussion to clarify what character-
izes the problem, and proposals for addressing the issues.
In the end, all students signed the minutes.

4. One meeting with student representatives to dis-
cuss the assemblies held during the month. Students,
teachers, and school principals attended this meeting.

Psychologists’ role was facilitating the assemblies,
and teachers who provided their class time for this work
were invited to participate, but not every teacher re-
mained in the room.

This procedure was based on Participatory Action
Research principles, which point to the insertion of re-
searchers in the field for the collective construction of
knowledge and practices for social change [9]. All as-
semblies were recorded in field diaries by members of
the psychology team, pointing out their comprehensions
and describing students' actions and speeches. This pa-
per selected three field diaries with narratives that illus-
trate how psychology praxis with the students can build
conditions for expanding their agency.

Results

Many themes were discussed over three years in the
school, and there are numerous interesting reports in the
field diaries analyzed on the process of building a par-
ticipatory space. For this paper, we sought situations
that illustrate student discussions and how Psychology
has constructed mediations aimed at expanding the pos-
sibilities for student action. Thus, three scenes will be

presented: in the first, students discuss the activities
developed in physical education classes and establish a
dialogue with the teacher; in the second, the students
discuss bullying and the suffering resulting from it; and,
in the third, psychologist hold an assembly to prevent a
case of theft at school from being referred to the police.

Scene 01: Beyond football

This class has a very peculiar dynamic: it is a very
united class, and almost every student (girls and boys)
love to play football. They brought this up because we
asked if there was good friendliness, and some responded
yes and others no. When we asked them why, they said
that they always play together and make fun of each oth-
er and that they only fight during the games, but soon
they are at peace. (...) One of the students said that she
and four other girls hate football, but the classes are al-
ways limited to playing football and very rarely anoth-
er game. The teacher lets them play something else in
the corner, but they stand still, which seems to bother
the class. They said the girls do nothing, even when the
teacher lets them do whatever they want. One of the
girls answered that it's not very cool because there are
only five girls you can't make an interesting game, so
they get discouraged and bored. We asked them if they
couldn't alternate the games, and the class answered that
it's Democracy: most of them like football, so they al-
ways play football. T asked how democratic this is: they
always do what they want, and the girls never do. Then
the discussion developed. The students showed concern
for the girls on the one hand because they ended up be-
ing marked as absent and got low grades. Still, on the
other hand, the class was annoyed, because the girls were
the only ones not to take part in football and when they
took part they didn't do anything — or score against
their team. The student stood up for herself, saying that
she doesn't like football, so she doesn't know how to
play and that it was bad because every time she picked
up the ball, people complained about it or cursed at it.
They closed the deal she suggested: since most of them
like football, the more extensive classes on Wednesdays
would be dedicated to football, and the ones on Thurs-
days, which are smaller, to another activity. The stu-
dents agreed to take a test, as long as the girls accepted
taking part in football, and they did (but only two out of
the five girls were present).

Then one of the students said that the next class was
physical education and asked if we wanted to accompa-
ny them. Since we had finished the assemblies, we de-
cided to go and see them talking to the teacher about
the arrangements in the class. When we got to the court,
the class was sitting in the bleachers with the standing
teacher talking. We asked for permission to talk about
the assembly plans, and the teacher agreed, seeming to
be a bit on edge. I explained that physical education was
the assembly topic and that we collectively discussed the

! The agreements were established to make it possible to hold the assemblies, and involved some dimensions: organization agreements (order
of speech, for example), relationship between the participant’s agreements (respecting what the other spoke, for example) and involvement agree-
ments (being attentive and fulfilling what was decided in the collective, for example).
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solution to a problem that the assembly identified, so I
asked the representatives to talk about the discussion.
By coincidence, the student spokesperson for the girls
who don't like football was the vice representative and
spoke about the agreement. Honestly, the teacher's re-
action frightened even the psychologists. He ironically
shouted that he has already made this discussion in class,
but people did not manifest. Also, that he already tried
to bring other sports, but, for example, «those boys» (he
pointed to the front row where that were only boys)
<have no imagination; they will always want to play
football». But as he only pointed at the boys, the girls
were offended and said, «Hey, nor us either!», mean-
ing that they also had no imagination and only wanted
football. The teacher replied: «I'll get to you; I'm talking
about them for nows. Then he said that the girls asked
the boys to consider that they were playing together and
«take it easy» in the assaults. And he praised the class,
which is the only one that can play mixed-gender foot-
ball. Finally, he accepted the student's proposal, but he
showed that he did not believe that the five girls, who
did not like playing, would participate in the class. Af-
ter this agreement, we asked permission, and we left the
court. (DCd6).

In this account, it is possible to observe the unity of
the class around the football game, which even seems to
configure a collective identity. The presence of students
who don't appreciate football generates contradictory
reactions in the others who, at the same time, sympa-
thize with how much the girls are harmed. Still, they also
feel bothered because the girls represent a break in this
identity. The assembly made it possible for the class to
openly discuss issues felt and resented by everyone for
some time, but individually. Thus, students could hear
the girls' perspectives, and those who were proud of the
class unity could no longer ignore the annoyance of their
colleagues.

It is interesting to note that the students dealt with
the contradiction of their feelings towards the girls by
justifying themselves that this was democratic and,
therefore, they were right. It turns out here that the suf-
fering of the excluded girls was a practical consequence
of distorted conceptions about Democracy. However,
the psychologist's questioning initiates a crisis in this
certainty of the students: is it democratic for one part
of the class to always doing what they feel like and the
other part never doing so? The students could reflect
and rethink their possibilities for action from this ques-
tion, concluding that they could use the shorter class for
another activity.

Although the students made important advances in
thinking about more inclusive and democratic practic-
es for their daily school life, the report shows that the
conversation with the teacher was not very easy. Even
though the teacher accepted the proposal, he did it with
suspicion and hostility and used his authority to blame
the students for the situation and label them unimagina-
tive. On this occasion, the project had been developing

assemblies for less than a year, and such circumstances
showed that it was essential to start working on these
issues with teachers. Subsequently, it was done through-
out various meetings for the teachers to understand the
proposal, not as a strengthening of the students against
them. Instead, it was a means to democratize relations
and to the construction of improvements for everyone
who shares school as a living space.

Scene 02: Boys don't cry

The most voted topic of discussion was «Bullying».
One of the students helped by writing the discussion
points on the blackboard, and I asked the class to char-
acterize the problem. Victor? raised his hand and said
that he is constantly bullied because he is above the
weight. Other students pointed out another boy, as he
suffered for the same reason. I asked if they knew what
bullying was and explained the difference between that
and a single offense. Then I asked them to raise their
hands on who had already been a victim (5 people), the
aggressor (13 people), and the audience (12 people).
Initially, almost everyone raised their hand for the au-
dience question, but when I explained that the audience
acted as an incentive for the fight to continue, many re-
treated. The only girl who did not raise her hand to the
audience was Sara, who then came to talk to me. We
discussed a little about how the audience can encour-
age the fight to continue. And I exemplified with an-
other class' student without mentioning his name, but
I said he was a boy who made beautiful poetry. Still,
he bullied others with his colleagues, even though he
didn't think it was right, because that was the only way
he felt respected and admired by his colleagues. They
were a little impressed with the story. So, we started
talking about how they felt. One of the boys said that
he's afraid to expose his feelings, and when colleagues
do something bad to him, he has to pretend it's okay,
even if he's going to suffer afterward because otherwise,
the teasing gets worse. Many students agreed with this
placement, saying that they have seen people quietly
suffering because they cannot show that they are af-
fected. T asked if the boys could show feelings, and the
group was divided; some said it was obvious, others said
they would be teased if they did. Victor said that he
couldn't hold back the crying, and sometimes he cries
in front of people. At that moment, some of the boys
commented halfway with mockery, «Well, but are you
going to cry?» So, we discussed how much this preju-
dice against crying isolates people with their sufferings.
I asked what they suggested for referrals. Student Sara
was the first to say that she thinks people should think
twice before acting. T asked if it was cool for them to
keep acting as an audience, and they said they would
try not to play this role. One of the boys said that some-
times he makes interventions, getting people to stop
making fun of others, but he gave an example like this:
«Hey bro, are you going to keep doing that shit? Do
you have any mental issue?». Even if he wants to help,

2 All names used in this paper are fictitious in order to preserve their identities.
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sometimes the students do it aggressively. Finally, I
asked if it was helpful to ask the person to stop, and
many said that's where it gets worse. So, we addressed
this issue by agreeing to <«respect the request to stop
the teasing». (DCd27).

In the narrative, it is possible to identify that, at some
level, students saw the assembly as a safe space for ex-
pressing their feelings. By initially asking to talk about
bullying, the class can deepen their understanding of the
topic and reflect on the roles each one has played in these
situations. However, it is possible to see some cultural
issues such as prejudice against overweight people and,
above all, some consequences of sexism hidden under the
cloak of the term bullying. Santos and Dinis [15] discuss
the pressure suffered by adolescent boys to act according
to socially established practices as codes of framework
to the male gender. In this way, cultural manifestations
related to the feminine, such as crying, are excluded from
their field of action. When the student Victor confesses
that he cannot hold back the crying, the other boys mock
him, even though they also revealed their difficulties
hiding their feelings.

In the passage that describes the speech of a student
who tries to defend the victim, it is possible to verify that
the student does it aggressively. He questions if the ag-
gressor has «a mental issue», which is another problem
discussed by Santos and Dinis [15], the violent behavior
of those who do not adjust to the norms. Thus, if I have
to ask the other person to stop beating up, I cannot do
it respectfully because that would sound less masculine,
making me vulnerable to being the next victim. Without
enough time to go into these issues, the psychologists try
to establish a collective referral for the resolution of that
particular situation, so the class agrees to respect the re-
quest of the other to stop the aggression.

In this scene, the different types of conflict between
students are explained, which can be worked through
collective actions such as assemblies, as these collec-
tives become safe spaces for their manifestation. The
fear of dealing with more sensitive issues, such as the
example, is overcome by the bonds between psycholo-
gists and students. The expressions create conditions for
the production of critical reflections on different situa-
tions. However, psychologists must be attentive so that
the manifestations of students are not used against them
later by other colleagues. That is why it is necessary to
emphasize the importance of respecting the agreements
to build a safe space for everyone's manifestation.

Scene 03: The theft of the pencil

The subject of «theft> was discussed, starting with
defining the difference between theft and robbery.
When T asked who once had something stolen at school,
13 people raised their hands in a class of 26. I pointed to
the size of the problem, which reaches half of the group,
and some students began to report previous situations
of theft. Two black students (William and Alan) said
that when there is theft, people always accuse blacks.

This line led to a clash in the room because there was
one black student who said he had never been accused
of theft, and this was not related to skin color but their
usual bad behavior. William complained that all the
bad things are attributed to him because he's unruly,
and they've already asked him to open his backpack
to look for something. We discussed that this was not
right; one cannot open another's backpack, only the
owner can do that. Then some referrals were made: the
first is «look before judging». Many times, things can
disappear because we lost, so we argued that it was not
to judge colleagues in any way, and before announc-
ing a theft, the person should check if he was not in
the room or in «lost and found». The second guideline
was that when someone finds something in the school,
they will ask who the owner is, and when they don't
find the owner, they will hand it over to lost and found.
I staged it with Douglas's case, putting it on top of a
chair and saying «finders keepers, losers weepers,*» and
taking it for me. I wondered if it was theft; most said it
was. When T interpreted it differently, saying, «look, I
found a case, whose is it?» a third of the room raised
its hand, claiming it was theirs. So, they explained that
when someone asks, a lot of people indicate they own
it. I asked if it was theft, and they said it was. The third
referral was that everyone would open their backpacks
for the teacher to see if necessary. I asked if they would
agree to show the bags, and they said if everyone agrees,
they would also. Finally, T talked about the theft of the
pencil and how disrespectful it was to Daniel [a stu-
dent who had his pencil stolen]. He said that a fourth
referral would be the person who took it to return his
pencil by tomorrow. So, they objected: «if the person
has already stolen, why would he give it back?» I did a
round of interviews, consulting one by one on whether
they would return it. To my surprise, some were very
sincere and said no, or «it depends on what», «it de-
pends on the person», «it depends on where I found it».
«If T found it outside the room, for example, I wouldn't
give it back, not even if it's something very nice or if it's
from someone I "don't like"». We discussed each one of
these possibilities, and Peter said that <«it's a fool who
finds something very "cool "and gives it back». Some
students said that it was dishonesty. We took the min-
utes to the guidance counselor, saying that this was the
document she should show Daniel's father, signaling
that the school had made arrangements and dealt with
the situation. (DCd12).

When we left the class, student William looked for
one of the staff psychologists and asked, «Do I have to
sign anything?» Since his question was out of context,
no one could understand what it was about. The psy-
chologist said she didn't understand, and the student
ran into the classroom. She went after him to under-
stand what he had said and returned with the under-
standing that the student was asking if he would need
to sign anything by returning the pencil to the school
manager. (DCg6).

3 In original Portuguese this expression is literally translated: «what is found is not stolen».
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The report describes an assembly explicitly held
to address a situation of theft that occurred at school.
That day, the pedagogical coordinator had mentioned
to the psychology team that a father had gone to school
to threaten, saying that if his son's pencil didn't show
up by the end of the day, he would call the police to
school and solve this problem. The particularity of the
event justified the father's fury: last week, his son's pen-
cil was stolen. Then the father bought a new one. The
next day, the person who stole it swapped the old pencil
for the new one, and his son showed up at home with
the old pencil.

Learning about this case, the team went to the class
to prevent the problem from becoming a police case
and take preventive action: even if the police solved the
problem, their role is not educational, so that it would
possibly occur again. At the beginning of the conversa-
tion, it turns out that this is not an isolated problem:
many students have already had their belongings stolen.
At the same time, the discussion elucidates the students’
perspective on the problem. It indicates that many stu-
dents take the items they find in school for themselves,
especially if it is something of economic or social value.
In this discussion, many students were able to identify
that this was also a form of theft (as well as claiming that
an item found was theirs, when in reality it was not),
and some possibilities of action were delimited for future
analogous situations.

In addition to theft, the issue of race is also discussed
in this assembly. While some students claim to be ac-
cused of theft because they are black, others point to
their usual stance because they are often involved in
school problems. As we needed to build referrals to theft,
there was not enough time to work in-depth on such an
essential issue as race relations, but having identified
this need, the Psychology team had other opportunities
to address it. In the end, one of the students asked quite
discreetly about how he should proceed to return the
item, indicating that the assembly somehow made sense
to him and made him rethink his attitude. We handed
the minutes with a record of agreements signed by stu-
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Introduction similarly resistant to models founded in psychoanalytic

theory. So, it is very much with the benefit of hindsight

Cultural-Historical psychology has offered a wealth — and the freedom to pursue independent research that I

of ideas about theory and innovative practice in recent —now hope to reach a deeper understanding of the poten-

years. These exciting developments inspired me to reflect ~ tial of ZPD in community mental health, and to explore

on my earlier career as an occupational therapist, work-  its unexpected resonance with a less well-known model of

ing in a community mental health setting in the National ~ psychoanalytic intervention.

Health Service (NHS). I was especially driven to review
a limited study, undertaken in 2002, following records of

increased levels of social and creative activity at an ‘Activ- Background to the 2002 study and discussion
ity Centre’ over the decade 1991-2001. This was a period of operational policy in an NHS Trust

of great change in the NHS provision of mental health and

social care, when thousands of patients were moved from In the context of my NHS employment from 1991 to

the hospitals where they had lived for many years, to re- 2001, the workplace to be discussed was an occupational
ceive care in the community. The Activity Centre wasset  therapy department, but as such it functioned with an
up to provide a meeting place and optional activities for — unusual degree of autonomy, located miles away from
people transferred to care homes in a small seaside town.  the hospital base, and in a house indistinguishable from
Reflecting on our shared experience of collaborative neighbouring residential properties. This unusual set-
learning, as part of my teacher training, my study refer-  ting, which began as part of a rehabilitation project for
enced Vygotsky’s Zone of Proximal Development (ZPD)  long term psychiatric patients, undoubtedly influenced
and Luria’s model of field research in the early 1930s, as  attitudes towards the service it provided, from the per-
an attempt to explain the unplanned positive outcomes  spectives of both service users and NHS management. To
at the Activity Centre. While these ideas were well re-  potential clients it looked like the kind of place where you
ceived in teacher training, they did not readily connect — might meet friends and drink tea, but T was once told by
with the medical model of psychiatry dominating much of ~ an NHS Trust publicist that the client’s drawing of the
NHS practice and professional training, which was often  premises we were using for our service description did
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not meet the required ‘corporate image.” This perceived
requirement was probably founded in changing manage-
ment systems, following successive government policies
to advance privatisation of the NHS, which like many
large organisations is itself full of contradictions. Pub-
lic relations departments quite rightly promoted ‘client
centred’ and ‘evidence based’ practice, ‘service-user in-
volvement’ and consultation, but these ideas were not
fully realised in practice. They existed alongside human
rights issues around stigma, social inclusion, capacity for
active, informed consent, and the availability of choice vs.
compliance with treatment. So, funded by and appearing
on the fringe of a psychiatric institution, we experienced
many of the challenges described by Daniels [5] in his
discussion of multiagency work, which often extended to
inter-disciplinary relations. Nevertheless, we succeeded
in developing and writing an operational policy, which
was agreed and approved by the local NHS Trust. In this
policy, our Introduction and stated aims were as follows:

This policy is being written in consultation with staff
and clients from February 2000 and may be reviewed
and revised.

The Activity Centre is part of the Trust’s Occupa-
tional Therapy Service within the Adult Mental Health
day care provision for the community. It is a converted
house in the town centre and is open from 9 a.m. to 4 p.m.
from Monday to Friday, including most Bank Holidays.
It serves a mixed group of about 80 people who attend
“because they want to” at an average rate of 30 per day.

Aims/Philosophy

We (staff and clients) manage the Activity Centre
together on a day to day basis, and share responsibilities
as far as possible. We aim to provide a friendly, infor-
mal atmosphere where people are encouraged, but not
directed to take part in planning and decision-making
processes, and to participate in activities where clients
and staff can teach and learn skills from each other.

We aimed to apply the principle of mutual learning to
social interaction, as well as practical and creative activi-
ties at the Centre, and there are precedents for such an ap-
proach in NHS mental health care provision. For instance,
there is the therapeutic community (TC) model of care, in
which clients “have a significant involvement in decision-
making and the practicalities of running the unit.” |3, p.
365] and where the “promotion of belongingness which is
likely to be a substantial feature of integrated treatments”
can have “an independent effect on well-being and mental
health” [29, p. 636]. Here TCs look to the field of psychol-
ogy [2] and to psychotherapy, to promote service users’
agency as a force for development [1]. However, the situ-
ation of TCs in the NHS has often proved problematic,
as has their representation and/or reputation; not only
regarding the history of particular units [14], which vary
greatly in their intake of service users and methodolo-
gies [17], but also within their own network [36]. Some
of these issues might well reflect the inherent difficulty
of sustaining a collective model of care, given the medical
hierarchy integral to the organisation of the NHS.

However, the Activity Centre faced less of a chal-
lenge in this respect — making no claim to TC status and
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situated in a management structure where several profes-
sional disciplines were represented. In addition, the med-
ical cover we required was shared between a number of
consultant psychiatrists based in the local mental health
clinic and hospital. Around 2000, this arrangement was
extended to allow doctors in general practice (GPs) to
refer directly to the Activity Centre. This offered eas-
ier access and choice to potential service users, insofar
as their self-referral could be supported by a nearby GP
surgery without waiting for an appointment with a con-
sultant psychiatrist, or indeed reaching a point of crisis
in their mental health which would lead to urgent psy-
chiatric intervention. At the same time, this more open
referral system shifts some of the responsibility for initial
assessment to the service provider. This is advantageous
to both potential service-user and provider in terms of
their mutual assessment of the suitability of therapy on
offer, but in some cases, access to further information,
such any relevant social care, medical or criminal history
is necessary for effective risk management. Where good
communication prevails within the multi-disciplinary
teams and between the care agencies involved, this in-
formation is obtained in advance of a meeting on site, as
was generally the case at the Activity Centre. However,
before discussing the study, and in the interests of dem-
onstrating the consistency our approach, the following
extract from our Operational Policy describes the refer-
ral and assessment process through to treatment:-

REFERRALS

Introduction and/or first visit can be informal, but
assessment and registration requires medical referral
by a psychiatrist of GP. Clients’ Planning Group to be
given notice of new referrals — Client friend /mentor to
look after each new client on 1* day.

ASSESSMENT

Assessment interviews to be offered within two
weeks of referral. Assessment is a mutual process and be-
gins with an interview between a staff member and po-
tential client, who jointly write and sign an agreement,
which should include a check-in day.

TREATMENT

Each client’s agreement with the Centre names a staff
member to monitor their care. Treatment is activity-based
and founded on effective working relationships between
staff and clients — to be mutually assessed on an on-going
basis. The core activity is social — working together as an
informal group and maintaining a friendly atmosphere.

Although a multi-agency assessment process cannot
be wholly dynamic, the psychodynamic interaction be-
tween a service-user and provider during an assessment
interview, is a crucial factor in the development of any
future therapeutic relationship. This can be fraught with
complications. For example, if the general psychiatric
and/or social ‘Care Plan’ of a potential client stipulates
compulsory attendance of day care, then their choices are
seriously limited. So, when one young man with such lim-
ited options, and a history of reported ‘challenging behav-
iour’ made an informal visit to the Centre, he expressed
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understandable reservations. In response to his guarded
statement that he “might” attend, I told him not to do
us any favours and emphasised that people attended our
place because they wanted to. Thankfully, this young man
proceeded to an assessment interview, attended regu-
larly, and became keen on growing plants. He also self-
diagnosed his autistic spectrum disorder, after watching
a television documentary on Asperger’s syndrome. The
next day, on arrival at the Centre, he declared, “I think
I might be artistic.” Our view was that he might well be
autistic and artistic, since in addition to experiencing re-
lationship difficulties, he had already shown appreciation
of the use of imagery and self-reflection. This young man’s
insight into his own problems with socialising proved to
be enormously helpful to our mutual learning and rela-
tionship building at the Centre thereafter.

The ZPD at the ‘Activity Centre’?

The project ‘Vygotsky — Social Learning, Theory &
Practice’ was submitted in my teacher training for a Post
Graduate Certificate of Education in 2002. The core
problem, as defined in 2002, was to understand how a
selection of positive, but unpredicted outcomes of teach-
ing and learning amongst a mixed group of adults were
achieved, with reference to these research questions:

The following indented text is copied from the original
study, with References inserted —

¢ What evidence can be found to support the ap-
plication of Vygotsky’s theory of social learning with a
mixed group of adults in a community setting?

¢ How might the process of learning, determined by
“problem solving ... in collaboration with more capable
peers” [41, p. 86] be assessed and evaluated?

The student/client group

The individual participants at the Activity Centre
range in age from 18 to 75, and in educational back-
ground — from the personal and social isolation and/or
deprivation associated with years of institutional life and
mental health problems, to the relatively fulfilling expe-
riences of post-compulsory education, professional train-
ing and employment. There are approximately 90 clients
registered at the Centre. All are former psychiatric pa-
tients with a history of between 5 and 45 years of treat-
ment beginning with hospital admission, and continuing
in the community, where the majority are living in resi-
dential care homes, with NHS mental health provision
co-ordinated by teams based at the local psychiatric hos-
pital and/or other agencies, such as mental health and
social care centres. Clients attend the Activity Centre on
an entirely voluntary basis, describing it as an “informal
meeting place for people who attend because they want
to”. The average daily attendance of 30 conveniently co-
incides with the health and safety limit for the premises.
There are four occupational therapy staff members — all
committed to further education and training within and
beyond the Activity Centre, and throughout any given
year, there is a succession of under-graduate O.T. stu-
dents on fieldwork placement. Like the staff, they have
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access to in-service education sessions at the Centre, and
elsewhere in the NHS Trust

The student/client group of the original study includ-
ed 4 professional staff and a succession of 1 or 2 students
in training throughout the period 1991-2001. The clients
themselves were a largely self-selecting group with diag-
noses ranging through schizophrenia, bi-polar disorder,
depression, anxiety, learning disabilities, autistic spectrum
and personality disorders. It is important to acknowledge
the socio-political context for psychiatric patients in the
late 20 century in the UK, when there was a shift from
long-term hospital confinement to ‘Care in the Commu-
nity’. This was particularly life changing for former psy-
chiatric patients with severe and enduring mental health
problems, many of whom had been institutionalised for
decades. Regarding this cultural shift, Luria’s approach to
field research in the 1930s [26] was an inspiration, in that
the lives of the people he was meeting were also experienc-
ing change, albeit on a grander scale, in the wake of a revo-
lution. With great wisdom, sensitivity and good humour,
Luria met with his subjects in locations such as fields, tea
houses and cafes, where a sense of belonging, and continu-
ity with their social lives would promote good communi-
cation and, as far as possible — equal status between the
visiting researchers and members of the host communities.
The sense of belonging associated with such environments
resounds with that promoted in the therapeutic commu-
nities discussed earlier. Furthermore, it was in the cafes,
lounges, and outdoor spaces on the sites of the old psychi-
atric hospitals that patients, visitors and sometimes staff
would mix convivially. So, the perception of the Activity
Centre as an informal meeting place, resembling a café,
contributed to its potential as a social space for learning.

Following the research questions, our stated aims
were “To explore the implications of Vygotsky’s ideas for
post-compulsory education and occupational therapy”
in mental health, and “To assess the relevance of social
learning theory to the experience of adults with diverse
learning and teaching needs.” The matter of finding evi-
dence to support the application of Vygotsky’s theory of
social learning in a mixed group of adults was addressed
primarily with reference to Vygotsky [41], Luria [26] and
Kolb [20], in Experiential Learning, which was inspired
by Vygotsky. Additionally, there were the contemporary
sources of Kozulin [21], on the sociocultural approach to
language development, including its use with immigrant
communities, and Daniels [6], examining individual expe-
rience in mainstream education. Our supporting evidence
was drawn from records spanning 10 years of practice,
during which time we developed an operational policy.
This reflected our commitment to shared learning, by en-
couraging clients’ active participation in the day-to-day
management of the Centre, planning activities with them
rather than for them, and interacting with a view towards
co-operation, rather than correction. With hindsight, this
is what we would now describe as a mediational process
[30], in keeping with sociocultural theory [22]. During the
period 1991—2001, we observed a steady climb in referral
and attendance figures and a marked increase in service-
users’ participation in the activities we had organised to-
gether. We associated these positive outcomes with the




Thomas P. Unexpected Connections...

Tomac II. Heooxcudamnmvie nepecevenus...

changes we had made In the management of the Centre
with our clients, and with an improved view of ourselves as
lifelong learners, as well as therapists alongside our clients.

To summarise, again from our Policy, activities at the
Centre included:

» A weekly planning meeting led by clients and min-
uted

* Paid cleaning duties (NHS Trust cleaning con-
tract)

» Cooking

* Gardening (includes access to allotment)

 Arts and crafts

 Using the computer (with supervised internet ac-
cess)

* Writing and publishing a poetry magazine [35]

* Weekly keep fit sessions

* Video-making

* Snooker

* The website project and poster 2000

In the original study, these activities and others were
presented as a ‘Table of Collaborative Achievements since
1991’. Activities initiated by individual clients were list-
ed as “Client-lead sessions (in the Centre) and included:
Teaching Basic Navigation, Teaching Latin, Tap danc-
ing, Keep Fit and Dressmaking & Beading. In addition,
all clients had daily opportunities to take on work, which
would benefit the group, and receive tokens exchange-
able for lunches, or craft items, in the Credits for Work
initiative from 1997. The study featured another graphic
illustration, attempting to show the progressive transfer
of agency from staff to clients, with a time scale over the
decade to 2001. However, client records of attendance
and engagement with operational changes or clients’ ini-
tiatives were not sufficiently detailed or dated to achieve
this with sufficient validity. Nonetheless, prior to 1991,
the daily life of the Centre was programmed by former
staff and included craft activities such as woodwork
and candle-making, under their direction. Many clients
showed no interest in these activities, remarking “The
staff are making candles again”, and preferring to use the
Centre to socialise and enjoy the lunch provided there.
Between 1991 and 1995, ‘under new management’, this
lack of participation was addressed by inviting clients to
elect a chairperson for a Clients Planning Group, and of-
fering new activities and opportunities for clients to teach
sessions themselves. Hence, in respect of timing, we saw a
distinct ‘before and after’ progression in service-users en-
gagement with activities at the Centre. As evidence for
consideration, given this outcome, the study claimed that:

The clients’ motivation to initiate and or negotiate ac-
tivities indicates their sense of empowerment, to the extent
that roles were reversed — most strikingly in the case of cli-
ent lead sessions and the Clients’ Workshops, where a group
were invited and paid to visit the University to teach under-
graduate O.T. students, from 1999 to 2001 [24].

Two individual case studies, with related session plans
on ‘Learning French’ and ‘Reading Greek’ were also in-
cluded, and raised interesting possibilities for further de-
velopment, with reference to second language education
[30] and to the model of case studies pioneered by Luria
[27; 28] and later advanced and examined by Sacks [33].
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Towards the study’s conclusion, it was argued that
positive learning outcomes had emerged:

For instance, practical teaching resources — in the
form of videos, essays and articles have been produced
by students and clients. These are the tangible outcomes
of peer group learning. Work from the Centre, presented
by staff and students in O.T. training, and at conferences
has stimulated invitations for the clients and students
themselves to become facilitative teachers.

However, despite the evidence supporting social learn-
ing in a mixed group of adults, in relation to the study’s
first research question, the second question regarding as-
sessment and evaluation was not fully addressed. It is here
that developments in the field of cultural-historical psy-
chology since 2000 may offer new ideas and offer a deeper
understanding of Vygotsky’s thinking and recover mean-
ings, which have literally been lost in translation.

Reviewing the past in relation to current
research and praxis

Hardman reminds the reader that, “For Vygotsky
(1978, 1986), teaching and learning are dialectically re-
lated. In fact, the Russian word obuchenie, which he uses
to discuss teaching, is best translated as teaching/learn-
ing” [16, p. 4]. She attributes this recognition to Daniels
[7] and cites Fleer and Hammer [11] for their exposition
of Vygotsky’s use of the concept of perezhivanie, to unite
emotion and thinking. The latter is strikingly appropriate
in the general context of mental health, as is the dialectical
connection between teaching and learning. With refer-
ence to the Zone of Proximal Development (ZPD), Kozu-
lin offers an enlightening exposition of its three facets, and
the Russian scene, in relation to the growing diversity of
dynamic assessment [23]. Furthermore, Valsiner and van
der Veer expose an interesting cultural-historical con-
nection by reviewing their 1993 definition of Vygotsky’s
zona as “essentially a field-theoretical concept” 38, p. 148].
There, they acknowledge the “gargantuan efforts by Kurt
Lewin to adopt topology for purposes of psychological dis-
course.” [39, p. 36]. In 1947, Lewin explored the ‘Frontiers
in Group Dynamics’ [25] and following a ground-breaking
examination of social factors contributing to change, pre-
sented “Three Steps: Unfreezing, Moving, and Freezing of
Group Standards” [ibid. p. 34]. Only a few years later, in
1951, psychoanalysts, Stengel [34] and Ezriel [8] simulta-
neously published papers discussing ‘The Scientific Test-
ing of Psycho-Analytic Findings and Theory’, with Ezriel
proposing the psycho-analytic session as an experimental
situation. Questions of any communality of purpose be-
tween Lewin, Stengel and Ezriel and of the compatibility
of their ideas with Vygotsky’s ZPD are worthy of further
discussion; as are the implications for Zavershneva’s work
on Vygotsky regarding the problem of consciousness
[45], and her comprehensive exposition of ‘Vygotsky vs.
Freud’ [46]. However, it was Ezriel’s model of interven-
tion, which influenced my reflections on our work at the
Activity Centre, despite its absence from the 2002 study.

As T have written previously [36], Ezriel described
his psychoanalytic peers’ response to his early papers
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as working against the ‘art’ or ‘spirit’ of psychoanalysis.
However, he was employed by the Tavistock Clinic in
London, in the 1960s and ran supervision groups there,
prior to his retirement. In 1952, Ezriel wrote about ‘Psy-
choanalytic Group Therapy’ [9], having developed a
method of intervention defining three kinds of relations
in ‘here and now’ transference (i.e. thoughts and feelings
towards the group and/or the therapist). In short, these
relationships are described as:

1. The “required relationship” [ibid], maintaining a
minimal level of tension in the group

2. A more anxiety provoking relationship which
group members “avoid in external reality, however much
they may desire it” [ibid] and,

3. A “calamity” which group members seem convinced
would follow if they were to give in to their “secret desire
of entering into the avoided relationship.” [ibid]

In constructing such an interpretation, the analyst
should echo the ideas expressed and words used by group
members, as far as possible, and specify the nature of the
imagined calamity. If the interpretation is correct, there
is an observable shift from the required to the avoided
relationship — perhaps apparent in a freer expression of
avoided issues, and/or a sense of relief from tension. If
on the other hand, the required relationship is reinforced
and the level of tension increased, the interpretation is
incorrect. In this way, group members are empowered
to approve or disapprove of of any given interpretation,
having engaged in what Goodburn described as a process
of ‘mutual research’ [12]. It may be for cultural-histori-
cal psychologists to consider how the process of reaching
a correct interpretation, as proposed by Ezriel, may com-
pare with the process associated with Vygotsky’s ZPD.

The relevance of psychoanalytic theory to occupa-
tional therapy, and to the Activity Centre study may be
less clear. However, when my study was in progress, I dis-
cussed it with Goodburn, who was reflecting on his un-
published work on the concept of transference to the insti-
tution [13]. He proposed that in the Activity Centre, some
predictable examples of Ezriel’s avoided relationship in
transference might be demonstrated in the social interac-
tion between staff and clients, without ensuing calamity, in
keeping with the 3-part formulation above. For instance, a
recurrent dynamic associated with institutionalisation is
the perceived requirement to accept leadership and follow
instructions. Claiming agency and making controversial
choices might be avoided for fear of a calamitous depriva-
tion of any kind of relationship, loss of identity or existen-
tial crisis. So, if therapists show no interest in authoritarian
leadership, but a readiness to learn from service-users, this
may reduce anxiety and encourage clients to develop their
teaching/learning skills. Interestingly, in a recent study
referencing Ezriel [8; 10], Reghintovschi [32] formulated
predictions such as “sibling rivalry in psychoanalytic insti-
tutions” [ibid, pp. 94—96] to be tested in interviews, with
some success. However, further resonance might be found
in Cultural-Historical psychology.

In his discussion of Dynamic Assessment (DA), Kozulin
[23] includes occupational therapy (OT) as one of the fields
making progress. DA was pioneered in the 1960s in OT by
Griffiths [15], but it was then presented for the care of the
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elderly. Kozulin acknowledges more recent work Katz et
al. [19], which can be followed by Toglia and Cermak [37],
with signs of support from the field of psychiatry [43]. Addi-
tionally, in clinical psychology, Carl Haywood and Lidz [4]
present a wide range of applications from children to adults
and seniors, in clinical and educational settings. Kozulin
hopefully predicts that all these disciplines will continue to
develop their own systems of DA of cognitive modifiabil-
ity and learning potential, retaining “the main postulates of
Vygotsky’s theory that any study of human mental process-
es should be done in a situation of interaction and change
rather than passive observation and acceptance of the
given conditions.” [23, p. 143] The wider field of cultural-
historical psychology has also presented many stimulating
publications such as Xi and Lantolf’s [44] critical examina-
tion of the relationship between scaffolding and the ZPD,
Hopwood’s [18] extraordinary project on Transformative
Agency with children and their families, and Potapov’s [31]
engaging account of the use of new technology, shown to
improve social, emotional communication and promote
mental health amongst adolescents in education.

Conclusion

The original conclusion of the 2002 Activity Centre
study owned that although there were positive learning
outcomes and indications of a transfer of agency at the Cen-
tre, the second research question on assessment and evalu-
ation was not fully addressed. Despite the inspirational
work on Dynamic Assessment (DA) presented in Cultural-
Historical Psychology, this remains problematic for several
reasons. While Ezriel hoped to see advances in research-
ing and testing psychoanalytic interpretations by sound
or video recording therapy sessions, this would be difficult
in a community centre where activities and interactions
were dispersed throughout the building and on other sites
such as the garden and allotment, on any given day. Also,
service-users with negative experience of static testing in
psychiatric hospitals may well be reluctant to give consent.
In fact, on several occasions Activity Centre staff support-
ed clients in declining a psychologist’s request to conduct
tests there. However, given the growing use of DA in both
occupational therapy and psychiatry, it is hoped that many
disciplines will work together for further developments in
mental health services, in keeping with Kozulin’s thinking.
Sadly, these hopes are not applicable to the current service
at the Activity Centre, since in 2010, the NHS Trust with-
drew its staff from there, despite our joint proposals with
another agency, that we should collaborate and share the
premises. At that time, both staff and clients experienced
the frustration which seems to be shared by many research-
ers in the field of cultural-historical psychology, in relation
to the limited recognition of their work. However, the po-
tential for advancement has been significantly energised
by researchers, such as Hardman examining ‘Vygotsky’s
decolonial pedagogical legacy in the 21% century: back to
the future’ [16]. There is a clear need to examine the hier-
archical and political management of other public services,
including healthcare provision, from a decolonial, anti-in-
stitutionalised perspective, for broader social change.
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1. Introduction

Collective routines and collective learning experienc-
es have a central role in everyday educational reality in
childcare centres and early childhood settings. As a com-
mon practice tradition, children along with early child-
hood teachers, share a collective reality that responds to
collective needs, reflects on collective planning, and in-
cludes a wide range of collective activities such as joining
each other during the lunchtime routine and outdoor free
play or participating in team discussions and collabora-
tive tasks. For most infants and toddlers, belonging to a
group and to a class community constitutes a new social,
emotional, and intellectual reality. This early experience
of collective formal settings as part of the institutional
practice tradition puts demands on infants and educators
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as a form of continuous challenge for young children. Re-
sponding to the new reality requires new types of activity
and new kinds of thinking from the child. However, in this
age period, the sense of collectiveness is still in an embry-
onic form. The early genesis and development of a sense
of collectiveness during infancy is a generally under-re-
searched area. We do not know much about how children
and early childhood teachers become oriented to collec-
tiveness or how they develop this sense of collectiveness
we see as an important practice tradition in preschools for
infants. Understanding this would lead to new ways of
thinking about planning and organising learning in group
settings for infant and toddler development.

The purpose of this study was to explore how infants
enter into, experience, and contribute to the need for collec-
tiveness and how early childhood teachers create the con-
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ditions for the development of a sense of togetherness and
a motive orientation to collectiveness during infancy. The
study examined the emergence and the qualities of togeth-
erness as well as the dynamics of collectiveness for infants
during a Conceptual PlayWorld (CPW). A CPW [12; 13] is
a collective model of practice developed to support young
children’s conceptual learning and development through
play and imagination. Through distinct pedagogical charac-
teristics, the model introduces and steps the children along
with the teachers through an imaginary situation based on
a children’s book. Within these imaginary situations, prob-
lem scenarios emerge that require the use of concepts to
help solve the problem and mature the play. Being in role
together, children and the teachers are trying to find a so-
lution to the inquiries as part of their imaginary play. This
is how the concepts come in service of children’s play and
children begin to form the concept through their imaginary
play. It is argued that sharing the same imaginary situation
will create the stimulating conditions for infants to come
together and stepwise experience a range of early forms of
collectiveness. Teachers’ pedagogical positioning within the
CPW as play partners is expected to introduce and support
a sense of collectiveness in the infants’ environment. But
this kind of research has not yet been undertaken.

The paper begins with an overview of what is gen-
erally known about collective practices and experiences
within early childhood settings. This is followed by the
theoretical foundations guiding the study, the method-
ology, and the related study design. The paper concludes
by discussing the findings and the theoretical insights
relevant to what is the earliest developmental period —
infancy in group settings.

2. Theoretical framework

2.1. Collective Practice Traditions

in Early Childhood Settings

Collective practice traditions are reflected in many
educational curriculums for early years worldwide and
the development of a sense of collectiveness in group
contexts is considered a fundamental principle of early
childhood education in many contemporary societies
[5]. Collectiveness is conceptualized and defined here
as the essence of young children being aware of, joining
in, participating in, and contributing to an activity set-
ting in a way that reflects shared meanings and under-
standings, constantly negotiated and converging inten-
tions and motives as well as commonly accepted rules
and roles. Collectiveness in early childhood settings is
mutually constituted by the participants (institutional
demands, societal traditions, and participants’ motive
orientation) and is guided by meaningful and purpose-
ful actions by them. The notion of collectiveness is also
conceptualized and used here in relation to the notion of
togetherness. Togetherness is understood as a require-
ment and an early and precursor of collectiveness for
young children. Research in collective practices in the
early years has tended to focus on preschoolers and kin-
dergarten students [1; 9; 10; 14; 16;17]. What we have
learned from these studies is that collectiveness involves
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both peers and teachers, requires supportive pedagogical
strategies, and is the baseline for qualitative learning and
development in early childhood educational settings.
Not surprisingly, a limited number of researchers have
considered and studied collectiveness as part of infants’
learning and development. However, as Verba [30] ar-
gued, the beginning of the pipeline for peers’ interac-
tions reach back into infancy. Sumsion et., al [29] have
highlighted the importance of understanding infants’
perspective and the way they experience the collective
reality they participate in. Research has shown that dur-
ing infancy children start to form the ability to create
and share an “intersubjective space” during their social
interactions [27]. Several studies in the field [2—4] have
also revealed that infants have a wide range of social ca-
pabilities as well as that the interactions and the rela-
tionships between infants, peers, and adults are complex.
These insights are suggestive of infants’ agency to be
involved within group culture in childcare centres and
early childhood settings [22; 28]. What is critical for the
introduction and the emergence of a sense of belonging
in group cultures during infancy is the mediating role
of the adults such as parents, caregivers, educators, and
teachers in supporting collective participation [24].

The overall play-based pedagogy for the early years
aims to orient the child to the group and support the
emergence of collectiveness [11; 26]. However, very
little is known about the concrete pedagogical practices
that are effective, efficient, and appropriate for infants to
start building on their capacity to participate in collec-
tive experiences. The study reported in this paper seeks
to address this gap by providing insight into how early
childhood teachers can create the conditions for the ear-
ly genesis and development of a sense of collectiveness
during infancy.

2.2. Theoretical Concepts Framing the Study

2.2.1. The interrelation between the inter

and intra-psychological level

One of the ingenious achievements of Vygotsky was to
bring together the individual and social plane of children’s
development. Considering learning as a fundamentally so-
cial activity means that all higher psychological functions
appear first on the inter-psychological plane, where a per-
son interacts with others and begins to recognise what is
valued, and then on the intra-psychological plane, where
the learner can perform the valued psychological func-
tions independently [31]. How this happens for infants
who embody their world through their physical interac-
tions has not been fully theorised. However, Vygotsky
[31] argued the process of development of psychological
functions in an individual follows from its development in
relation to other children or adults first on a social plane
and this can be seen when infants move towards each oth-
er and gesture their intent. The argument is that the social
and cultural environment presents the child with a vari-
ety of tasks and demands and engages children in their
worlds. Thus, engagement in social activities is critical for
children as it offers multiple opportunities and possibili-
ties for learning and development. In this study, we trace
and analyse how infants’ participation in social activities
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looks like in an early care centre and how its emergence
through their actions and intentions, and how this is sup-
ported by early childhood teachers.

2.2.2. Demands, motives, and motive orientations

Building on the cultural-historical conceptualisation of
learning and development [6;23;32], Hedegaard [20, p.11]
has argued that a wholeness approach “focus(es) on chil-
dren’s activities in activity settings located in institutional
practices that have history embodied in traditions and
framed by societal conditions”. Following this argument,
observing children’s activities in an activity setting gives
access to understanding their motives and intentions for
engaging in the activity. The wholeness approach to un-
derstanding children’s learning and development considers
the institutional practice and what people do in the activi-
ties within the institutional setting as the key. Emphasis is
given on the broader cultural tradition, institutional prac-
tices, activity settings and children’s activities. Captur-
ing the dialectical interrelations between these aspects of
a child’s social and cultural reality offers a framework for
studying children by focusing on their activities and the
demands they meet in diverse institutional practices such
as the home practice, the school practice or the day-care
practice. The wholeness approach illustrates how the indi-
vidual and the social plane are brought together in praxis
as the child participates in and experiences diverse activity
settings such as participating in class or doing homework
that is formed by cultural traditions and values such as be-
longing to a school community or following a schedule and
shaped by everyday institutional practices such as tasks as-
signments or family gathering. Following the above theo-
rization, in this paper, we observed and analysed children
within a CPW activity setting to get an insight into their
motives and intentions for engaging in the activity setting
as well as to better understand how the early childhood
teachers’ pedagogical practice and the practice tradition of
the center created the conditions for infants’ motive orien-
tation towards a sense of collectiveness.

3. Methodological Framework

3.1. A Conceptual PlayWorld as an educational

experiment

The study followed the method of educational experi-
ment introduced by Hedegaard [19]. Within an education-
al experiment participants and researchers work together
to create a condensed form of developmental conditions for
the child. CPW was introduced to the teachers as a play-
based model of practice for teaching concepts. The struc-
ture of the model is following five characteristics: a) select-
ing a story that introduces a problem situation regarding a
concept or a set of concepts; the drama of the story creates
empathy for the characters and engages children, b) design-
ing a space to explore the concepts in different ways; this
can be an indoor or outdoor space designed collectively by
the teachers and the children, ¢) entering and exiting the
space creating collective experiences; children along with
the teacher are in role pretending to be characters of the
story, d) planning several inquiries, based on the story’s
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plot, to approach the concept or the concepts; the concepts
come in the service of children’s play to lead to provide a
solution on the problem that is introduced by the story, and
e) planning the teacher’s role as he/she joins the imaginary
space to interact with the children; being in role, teachers
become play-partners to children. In the present educa-
tional experiment Science, Technology, Engineering and
Mathematics concepts were explored implementing a CPW
inspired by story of “Possum in the House” written by Ki-
ersten Jensen and illustrated by Tony Oliver.

3.2. Study Design and Method of Analysis

3.2.1. Participants and data generation

Evidence from thirteen infants (8 girls and 5 boys),
two teachers named Mei and Samantha, and one teacher
assistant named Nitu from one classroom in the state of
Victoria, Australia are presented in this paper. All par-
ticipants are named with pseudonyms. The infants were
aged between 0,5 (6 months) and 2 years with a mean
age of 1,2 (1 year and 3 months). Parents and all par-
ticipants provided written informed consent to be in the
study. Ethics approval was gained from the university
and the relevant Department.

Teachers’ participated in a professional development
session during which they collaborated with the research-
ers’ on the designing and implementation of a CPW. Regu-
lar support in the field and a follow-up professional learn-
ing session to consolidate understandings and directions
of the educational experiment were provided. Most of
these sessions were digitally recorded. A total of 5,3 hours
of the professional development sessions in the centre as a
whole and an additional 3,9 hours of planning and inter-
view sessions with the teachers were collected. This data
source allowed us to get an insight into teachers’ needs for
implementing the CPW and better support them as part of
the educational experiment.

The data collection process of the actual teaching ran
over three weeks. The digital recordings captured the
implementation of the CPW. The time of the recording
was decided by the teachers regarding the flow of the ev-
eryday educational routines in the center and children’s
interests. A total of 17,8 hours of digital data were col-
lected. Following the five characteristics, the teachers
created a CPW based on the children’s book ‘Possum in
the House’. The story is based on an engaging scenario; a
naughty possum, an indigenous Australian mammal, has
entered and runs all over the house hiding in different
rooms and making mischiefs. A problem situation is in-
troduced: how to get the possum out of the house?

3.2.2. Data analysis

The analysis was based on Hedegaard’s [19] wholeness
approach that introduces three different levels of data anal-
ysis. The first level of analysis is a common-sense interpre-
tation. At this level, the analysis was based on the research-
ers’ comments on infants’” and educators’ experience. This
meant viewing all the data set and extracting examples of
moments where indicators of collectiveness were evident
within infants’ imaginary play. Examples were noted and
logged. The second level of analysis is situated practice
interpretation. At this level, the emergence of conceptual
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links and correlations between the results obtained from
the analysis at the common-sense interpretation level was
undertaken. This meant clustering all those moments of
collectiveness to determine a pattern of data about particu-
lar practices of the teachers’ and the orientation of infants
to diverse types of collectiveness. The third level is the the-
matic interpretation. At thislevel, a theoretical analysis was
carried out based on the theoretical concepts that frame the
study (i.e. the interrelation between inter and intra-psycho-
logical level, motives, and motive orientation). This level of
analysis aimed to find a conceptual pattern that explains
how teachers created the condition for the emergence of
infants’ collectiveness — the research question that drove
our study. A set of three vignettes is presented as examples
of common actions. The criterion posed for the selection of
the vignettes was the identification of qualitative turning
points in the way infants experience collectiveness within
the imaginary situation.

4. Findings

The overall findings revealed the critical role of teach-
ers in creating the conditions for infants’ orientation to
the collective. It was shown that being in the imaginary
situation as play partners, teachers introduced to the in-
fants’ environment the demand to align with the collec-
tive, and they consistently facilitated and sustained in-
fants’ motive orientation to the collective as part of their
imaginary play. The use of props, the embodiment of the
experience as well as the focus on a shared intellectual
and abstract space that goes beyond physical objects and
concrete spaces appeared to create motivating condi-
tions for the genesis and development of infants’ sense of
collectiveness within the CPW group settings. Indicative
examples are presented as follows.

4.1. Vignette 1: Joining a collective experience

In Vignette 1, Mei begins to read the book Possum in
the House’ to Olin. At the moment, Olin is the only infant
awake. As Mei reads the story, she enters the imaginary
situation by pretending to be a possum. She changes the
tone of her voice and uses a set of objects that are featured
in the story, such as cornflakes packets, wooden toys, plastic

|

blocks, or a metal saucepan, to reproduce the sounds made
by the possum running across the house and engaging with
the objects (i.e. “Crunch, crunch went the cornflakes”). Mei
encourages Olin to join her and imagine being a possum
too and explore different sounds with her (e.g., “What’s the
sound the hammer makes on the paper? What sound does it
make on the block? Give it a try! What about the other side?”)
(Figure 1). Olin joins in the CPW. Olin and Mei appear to
imagine together that they are both possums, as is suggested
by their orientation to each other and the storyline. They
both follow the commonly accepted roles of possums. A
sense of collectiveness emerges. Olin embodies the idea of
being a naughty possum by using different objects to pro-
duce diverse sounds. As the story continues, he explores the
sound of “crunchy cornflakes being eaten in the cupboard”,
“clothes ripping in the laundry” and “pages rustling in the
study”. Mei and Olin share the same meaning of the objects
they use in turns. Olin continues to embody the idea of be-
ing a possum by using the cornflakes packet as a transition
object to invite Nitu into the CPW. He takes the packet and
walks to Nitu to let her listen to the sound, thereby inviting
her into the imaginary situation and expanding the sense
of emerging collectiveness. Nitu responds to Olin sharing
the same meaning of the object. As Mei is reading, Olin in-
teracts with her by creating diverse sounds using a pot and
imitates sounds (i.e. “Screech, screech!”). This is suggestive
of Mei’s and Olin converging intentions in using the objects
as part of the imaginary situation. Olin contributes to the
imaginary play by putting the baby possum to sleep next to
Mei using a cot and a blanket.

The other infants wake up. Mei uses the possum pup-
pet to say hello to the infants, Anna and Rachel, and in-
vite them within the imaginary situation. Olin stands up
and walks to Rachel. He continues to embody the idea of
being a possum by again using the cornflakes packet as a
transition object to invite Rachel into the CPW. Olin tries
to make Rachel and Anna aware of the imaginary situa-
tion. He runs back to the cot, points to the baby, and takes
the possum out of the cot. Anna joins the CPW and begins
to touch the possum puppet. Rachel enters the CPW by
using the book as a transition object. She shows the book
around to her peers and the teachers and then sits down.
Anna and Rachel are now both motivated towards the
imaginary situation. Mei reads the book again. The whole

Fig. 1. Being in the role and exploring different sounds as play partners
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group comes together to listen to the story. Everyone now
appear to be motivated by the activity, as is suggested by
their orientation to each other and by their orientation
to the book and the related props such as the puppet, the
blanket, the saucepan, and the cornflakes. Megan, another
infant, join the reading group (Figure 2).

Mei, Anna, and Megan are using the props to explore
together the sound with the log, hammer, and pot as if
being the naughty possums themselves. All the infants
are now oriented to the story. Mei shows children other
materials such as paper, expanding their imaginary play
and keeping them inside the imaginary situation. The
children and the teacher continue to be oriented to each
other, to participate in and share the imaginary situa-
tion, and to stay engaged with the group activity explor-
ing different sounds together. The whole activity setting
lasted around forty minutes.

Vignette 1 showcases how Mei’s pedagogical position-
ing within the CPW oriented the infants to each other,
developed a sense of togetherness, and stimulated infants’
motive orientation to the group and the collective. Mei in-
troduced the demand to align with the collective by intro-
ducing infants to the shared imaginary situation. Infants’
intention to join in and participate in the imaginary play
motivated them to converge their intentions and motives,
accept rules and roles within the play, and develop a sense
of togetherness to respond to the demand of collective-
ness. Being in the role, Mei had awareness of the infants’
imaginary play throughout the activity setting. That is,
she was able to detect, acknowledge, and respond to the
infants’ activity and orient their activity towards the col-
lective. That could be seen in the example when Mei, while
she kept storytelling, noticed that Rachel was playing
with the doll and the blanket and responded to her action.
That led to Rachel’s response to Mei’s action by putting
another blanket in the cot. Mei was part of the infants’
imaginary play physically, emotionally, and intellectually.
Thus, Mei was able to facilitate and sustain infants’ mo-
tive orientation to the collective efficiently through the
activity setting being inside the imaginary play as a play
partner and an active member of the group. Mei oriented
infants to start noticing, reflecting, and reacting to each

other’s actions during the imaginary play. Gradually, in-
fants started paying attention to each other when experi-
encing the same situation, realizing each member of the
group had a different role as well as a different perspective
to the collective experience while rules were also com-
monly accepted. Mutual interactions and exchanges were
noticed. Mei’s pedagogical positioning created the con-
ditions for the infants to experience the same imaginary
situation. Sharing the same imaginary situation appeared
to orient the infants to realize the collective aspect of the
activity setting, come together, be inspired, stay engaged
throughout the whole activity setting, and contribute to
the common experience. This suggests that the imaginary
situation became meaningful for them at a personal level
but at the same time a common meaning was shared and
developed at an interpersonal level. A sense of together-
ness and an early form of collective imagining appeared to
emerge during the activity setting.

4.2. Vignette 2: Exploring in pairs

Two days afterward, Olin plays alone with a piece of
paper on the floor. He appears to explore the texture and
the sounds coming from the material by touching, tear-
ing, ripping, and scratching the paper. Mei introduces a
new prop to Olin that is related to the story seen earlier
in Vignette 1. She brings Olin a blanket to continue ex-
ploring the texture and the sounds of diverse materials.
Olin is stimulated by the new prop and starts handling
the blanket, jumping on the blanket, tiling the blanket
on the floor, and crawling on the blanket. Nitu, inter-
acts with Olin, helping him to lay the blanket on the
floor. Gilly, a younger child (1 year and 3.5 months old),
watches Olin’s play. Olin points three times at the blan-
ket saying “Night-night!”. Nitu responds to Olin by ask-
ing him who is sleeping, Olin or the possum, (i.e. “Olin
night-night or possum night-night?”) and prompting him
to find the possum. This is suggestive of the way Nitu
is introducing collective imagining into the infants’ en-
vironment. Olin responds to Nitu’s invitation. He looks
around and then points to the direction where the bas-
ket with the possum puppets is. Nitu names the different
possum puppets (i.e. “Mummy possum, baby possum!”).

Fig. 2. Being in the role and exploring different sounds as a collective
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Olin enters the imaginary situation by taking the baby
possum puppet out of the basket. Gilly points to Olin
and the possum expressing her interest in Olin’s play.
This is suggestive of the way the two infants’ intentions
and motives begin to converge within the activity set-
ting. Olin crawls on the carpet with the possum laugh-
ing and pretending that he is putting the possum into
sleep saying “Night-night”. Olin closes his eyes, acting
as though he is asleep. His sleeping actions are consis-
tent with the pretend play he initiated by saying “Night-
night”. Joint play here appears to show the early forms
of child-initiated collective experiencing the story. Nitu
enhances Olin’s imaginary play (i.e. “You are sleeping
with possum!”, “Now Olin and Mommy possum and baby
possum are sleeping together!”). Gilly continues paying
attention to Olin’s play and when the teacher again lays
the blanket on the floor, she holds the other possum pup-
pet and climbs onto the blanket joining Olin (Figure 3).

Nitu and Mei orient Gilly towards joining the activ-
ity (i.e. “Go, go, Gilly! Go play with the possum puppet!”,
“Possum is going to Olin, the possum is going to Gilly!”) at
the same time as encouraging the infants’ orientation to
each other. This is suggestive of the way the two teachers
put the demand on the infants to align with the collective
and motivate infants to develop a sense of togetherness.
The two teachers are both in the imaginary situation now.
Olin and Gilly are now oriented to each other. They crawl
together up to the blanket sharing the same meaning and
understanding of the situation; that is, pretending to be
possums. This is suggestive of the commonly accepted
rules and roles in infants’ imaginary play. Gilly tries to
touch the possum. She imitates Olin as he moves and
sleeps as a possum. Nitu sustains infants’ motive orienta-
tion to the shared imaginary situation by showing Olin
and Gilly the possum’s tail. The two infants move around
and across the blanket together pretending to be possums
and contributing to the activity setting.

What is important here is that the activity Olin initi-
ated evolved into a collective activity for both Olin, Gilly,
and Nitu. Nitu’s mediating role and the way she interrelat-
ed Olin’s initiative with the imaginary situation was criti-
cal. The whole process was transformed by Nitu through

the way she responded to Olin’s play and she oriented
Olin to again enter the imaginary situation by creating a
short narrative around his play (“Olin night- night or pos-
sum night-night?”). Another turning point in the activity
setting has been the way Nitu, along with Mei, verbally
acknowledged and reinforced Gilly’s entering and involve-
ment in the imaginary situation. Olin’s imaginary play ap-
peared to orient Gilly to the activity setting. Gilly was re-
ceptive to this too. As such, Vignette 2 showcases how it
is not just the teachers who are orienting the infants to a
sense of collectiveness, but it is also the infants themselves.
In the same activity setting, we follow how both infants
entered into the CPW, but also how they were receptive to
being together. The object play was a stimulus that gave
rise to the infants’ interaction in the CPW. However, the
sense of togetherness appeared to be the moving force for
the infants’ rich engagement within the activity setting.
The way Olin and Gilly came together and interacted as
a pair of individuals held together as a system by dynamic
interpersonal exchanges is suggestive of the genesis of a
sense of togetherness and the orientation to collectiveness
between infants through imaginary play in group settings.

4.3. Vignette 3: exploring as a group

Five days afterward, Nitu reads the book and asks the
children questions (i.e. “Where is the possum?”). Infants
are engaged and the story finishes by prompting the chil-
dren to look for the possum in the room. Samantha shows
Clara, Anna, and Rachel the possum footprints on the wall
(see Figure 3). Samantha guides the infants to search for
the possum following the paper footprints. Infants enter
the CPW and join the group activity. Samantha follows
the footprints pretending to be mummy possum by chang-
ing her voice and handling the puppet. Samantha orients
the infants towards being in the same role and going on
adventures together. This is suggestive of the way she in-
troduces the demand to align with the collective. Infants
appear to participate in the activity setting and become
oriented to the collective. They are all following the pup-
pet listening to Samantha in the role of mummy possum.
She poses the problem that she has lost her daughter. Sa-
mantha points to the possum footprint and prompts the

Fig. 3. Pretending sleepy possums in pair
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children to find the next one together motivating infants
towards the collective. The infants are oriented to the col-
lective. They walk together to look for the possums. They
find the daddy possum under the desk. Samantha imme-
diately changes the role and acts as a daddy possum (i.e.
“Where is my daughter?”). Olin screams with delight when
he finds a possum hiding in the highchair. Samantha,
Anna, Amy, and Megan are oriented to each other and the
collective and go to investigate too. Samantha goes into
a dual role acting ‘as if’ she is mummy and daddy possum
in search of their daughter. Megan wants to carry one of
the possums, Rachel and Olin make screaming noises. All
the infants appear to share the same meanings and have
the converged intention and motive to find the possum.
Physical proximity, eye contact, joint attention are sug-
gestive of this sense of togetherness between the infants
(Figure 4). The infants stayed engaged in the activity as
a collective pretending to put the baby possum to sleep.
This vignette illustrates how through consistently
stimulating and supporting infants’ engagement with
the imaginary situation, teachers introduced the demand
of collectiveness and created the motivating conditions
for the development of a sense of togetherness between
the infants. Being in the role herself, Samantha moti-
vated the infants to be in the role themselves. By con-
tinually stimulating the infants to be in role, Samantha
sustained the infants’ motive orientation to the imagi-
nary situation and the collective. The narrative that she
kept crafting during the whole activity setting (i.e. “Let’s
keep following those footprints!”) and the overall embodi-
ment of the experience through the puppets facilitated
infants’ motivation. Entering and being together in the
CPW, the infants realized the collective aspect of the ac-
tivity setting. They participated in and contributed to
the group activity, they stayed engaged as a collective
around the theme of the story, they shared meanings and
understandings of being in an imaginary adventure and
brought in line their intentions and motives of finding
the possum. What is also important here is that being in-
spired and motivated by the teachers positioning within
the imaginary situation, the infants took imaginary play
a step forward and continued to contribute to the ac-

tivity setting in their way even after the imaginary ad-
venture was over. This could be seen in the way infants
imagining together, putting the possum to sleep. This is
suggestive that the motive orientation to the collective
sustained as infants continued their imaginary play.

5. Discussion

In the above vignettes, it was shown that teachers’
pedagogical positioning within the imaginary situation
led to the emergence of a sense of togetherness between
the infants as well as between the infants and the teach-
ers and created the motivating conditions for the infants
to respond to the demand of collectiveness introduced
by the pedagogical practices. We identified four key
ways for the genesis and development of infants’ sense
of collectiveness in group settings throughout the study.

First, it was found that by supporting infants’ imaginary
play as play partners, teachers facilitated and sustained in-
fants’ motive orientation to the collective. Rather than fol-
lowing the typical practice tradition of being an observer
of children’s imaginary play, teachers were inspired by
the new practice tradition of the CPW and experienced
the imaginary moments being in the imaginary situation
themselves. Teachers’ positioning within the imaginary
situation was evident through the tone of their voice (i.e.
vibrant tone and changes in the sound of their voice), ges-
tures (i.e. waving hands as if showing the possum’s nails),
body language, and body positioning (i.e. walking slowly
to avoid scaring the possum) as well as through their over-
all comments (i.e. “Now Olin and Mummy possum and baby
possum are sleeping together!”). Narratives and directing
talk to the infants while being in character engaged the in-
fants with the activity and the concepts related to this. Re-
sponding to infants’ initiatives, teachers expanded and ex-
tended infants’ thinking about the imaginary play as well as
initiated and deepened infants’ interactions as part of their
shared experience. Being in the CPW together allowed the
group members to spend critical time together, focus on a
common goal and action (e.g., find the possum), do paral-
lel, and at some points, common play (e.g, put the possum

Fig. 4. Following the possum’s footprints as a collective
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to sleep), have eye contact, use babble and use words to
describe their activity (e.g., “Tail, furry tail!”), share the
space as they sit down together, share objects related to the
activity and take turns to explore these objects (e.g., us-
ing the hammer to create sound), and imitate each other’s
play (e.g., the sleeping possum). With the support of the
teachers, the infants oriented themselves to each other, re-
sponded to a wide range of communication challenges such
as informing the group that the baby possum was finally
found, and importantly, responded to the demand of col-
lectiveness as posed within the activity setting. Acting as
play partners and being in the role, teachers strengthened
infants’ orientation to the collective and expanded their ca-
pacity for collective participation. This was an important
finding since in the playworlds literature there have been
arguments about the teachers being in the centre of the ac-
tivity settings, shaping children’s experiences, and disori-
enting them from peers’ interactions [12; 25].

Second, the use of props appeared to support the in-
fants’ collective orientation. During the CPW teachers
introduced various props to the infants including the
children’s book, the set of puppets, the small hammer
along with diverse material, the blanket, and printed
footprints. Different props inspired the infants’ activ-
ity in diverse ways. Infants used the objects as transi-
tion objects to enter the CPW as well as to invite in their
peers or the teachers. For example, Olin used different
objects like the cornflakes package and the branches to
invite Nitu and Rachel into the CPW. Props also acted as
a resource to inspire infants’ joint actions to the imagi-
nary CPW. This could be seen when handling and lying
on a blanket inspired Olin and Gilly to act together as
being baby possums. The action of the infants as a collec-
tive was also generated by the use of props. For example,
Samantha used the puppet to bring together the infants
and keep them oriented to finding the baby possum by
following a pathway of footprints. At the same time,
speaking through the puppets supported Samantha to be
in the role. This is suggestive of the way props acted as
a resource of inspiration for the teachers too. Props gave
the teachers’ access to the infants’ imaginary play as well
as kept them in the imaginary play with the infants.

Third, the embodiment of the story through role-play-
ing seemed to orient the infants and the teachers to each
other and the collective. Teachers stimulated infants to be
in role with them and use their body, gestures, and their
voice in the way that possums do. Embodying their experi-
ence, the infants manage to express themselves and com-
municate dimensions of the experience that they could not
verbalize [15]. Being in the role, the infants attuned their
bodily actions. That was shown, for example, when every-
one acted together to imagine being possums and started
running quickly in the house or when they all imagined be-
ing adventurers and carefully following footprints. Infants,
along with the teachers, developed a bodily language with
common characteristics such as gestures and body posi-
tioning that made sense for all the participants in the CPW.
This could be seen when teachers and infants imitate the
possum sound “Screech, screech!” making, at the same time,
a gesture pretending they are possums. The interaction be-
tween Olin and Gilly is indicative of the development of
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a common bodily language. Using their body, infants and
teachers found a way to orient themselves to each other
and the collective. The findings provided indicators of how
embodiment, expressed through the use of props and role-
playing, expanded infants’ experience, supported a sense of
togetherness, and at the same time developed infants’ col-
lective orientation in the group setting.

Finally, through the implementation of the CPW
teachers shift infants’ focus from physical objects and the
concrete spaces and orient them to share an intellectual
and abstract space. The analysis of the data provided im-
portant evidence that imaginary situations got infants’
attention (i.e. one after the other, the infants joined
the group activity), stimulated infants to create shared
meanings and understandings (i.e. “night- night” means
that the possum has to go to sleep) over three weeks
while the CPW was implemented, and enabled infants to
transfer the content of an imaginary situation (i.e. imi-
tating possum sounds) into diverse activity settings (i.e.
reading the story, playing with a blanket, going on an
adventure searching for footprints). The infants and the
teachers participated in the group activity sharing their
interest, excitement, and enjoyment of the story. Along-
side the teachers, the infants appeared to consistently
wonder and think together about the problematic situa-
tion of the naughty possum being in the house. Their ac-
tions suggest they imagined themselves, their peers, and
the teachers as possums or as going on adventures. They
appeared to conceptualized the diverse spaces of a house
through their actions. They explored together various
concepts such as the concept of sound or the concept of
the biological characteristics of the possum. They used
the same practice to search for the possum and finally
contributed towards the common purpose of solving the
problem. Teachers consistently supported the transi-
tion of infants’ thinking from physical objects and the
concrete space towards intellectual and abstract spaces.
Describing, talking, and wondering about the imaginary
story themselves, teachers stimulated infants to follow
them in conceptualising the story. This could be seen
for example when Nitu asked Olin, “Olin night- night or
possum night-night?” making him think about and share
the idea of what an imaginary possum could be doing.
Encouraging infants’ communication about the story,
teachers provided the infants with a common space for
abstract interactions and exchanges. For example, Sa-
mantha initiated a “putting possum to sleep” game, and
infants started an imaginary bedtime routine for the pos-
sum. The above findings are indicators of how sharing
the intellectual and abstract space created within the
CPW oriented the infants to a sense of collectiveness that
was sustained throughout the diverse activity settings.

The overall findings gave an insight into how togeth-
erness in group settings looks like for infants and how
an orientation to the collective is developed through
the implementation of a CPW. What is important for a
deeper interpretation of the findings is to understand the
way the institutional practices and demands, the infant’s
dominant motives, and the motivating conditions cre-
ated by the teachers [18;20;21] are dialectically interre-
lated through the infants’ participation in the CPW.
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Infants’ dominating motives to interact, explore, and
play with the surrounding world [24] led their activity and
oriented infants in the activity settings. The new practice
of participating collectively in the experiences was intro-
duced to the infants by the teachers. This practice comes
in line with the societal demands for early participation in
formal educational settings and at the same time follows
the institutional practices of collective participation in ac-
tivity settings. The new practice puts new demands upon
the infants on two levels. On the one hand, the infants were
required to develop a new kind of togetherness. On the oth-
er hand, the infants were also required to develop a motive
orientation to the group activity and align with the collec-
tive. Implementing a CPW, the teachers created the moti-
vating conditions that offered infants the opportunity and
the support to respond to the above demands. Sharing the
same imaginary situations challenged the infants to gradu-
ally deepen their interactions with the teachers as well as
with their peers and experience a sense of togetherness. Be-
ing in role, the infants started thinking together around the
same abstract concept, making connections with the con-
crete environment [9]. Through the three vignettes, it was
shown that the infants’ thinking moved from an actual level
of engagement with the teachers and the peers to a more
advanced level of shared engagement and higher forms of
participating in a collective experience. Collective imagi-
nation in and across the imaginary situation created the
motivating conditions for the infants’ early development of
togetherness and orientation to the collectiveness.

At the same time, the infant’s activity created new
demands between them [21] Infants not only joined the
group activity settings but also contributed to the activi-
ties through their active participation as well as shaped
the activities in a way that was meaningful to them and
the other members of the group. For example, Olin put
a new demand on Gilly, stimulating her to participate in
imaginary play as a play partner. This new demand initi-
ated by Olin was verbally and physically supported by the
teachers who encouraged Gilly to join in the experience.
By sharing a common imaginary scenario such as a sleepy
possum as well as by sharing the same objects such as pup-
pets and a blanket, the two infants collectively explored
the way that the possum sleeps. The interactions between
the two infants stimulated Gilly to join in the activity and
begin her engagement with the concept. Social bonds be-
tween the infants emerged and developed. This indicative
example highlighted the way the social situation of the
activity setting oriented the child within the activity set-
ting [21]. The example also suggests that it is not just the
teachers who oriented the infants to a sense of collective-
ness, but it was also the infants themselves.

The findings provided important evidence about the
social genesis of imagination as a higher mental function
[33]. Tt was shown that infants firstly began to imagine
as part of their common experience in the CPW and then
continued to imagine being possums as individuals. That
is, imagination firstly emerged at an inter-psychological
level. After that, the infants’ imagination continued to de-
velop on an intra-psychological level as part of the role
each infant took in the imaginary play. The dialectical
interrelation between collective imagining and individu-
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al imagining in the early years has been underscored in
previous studies [8; 10]. What is new here is the under-
standing of how this interrelation comes to life for infants
and how teachers can support the development of infants’
imagination as a higher psychological function through
collective activities appropriate for this age period.

6. Conclusions

This study sought to explore the early genesis and de-
velopment of collectiveness in infancy in group activity
settings. The findings revealed how infants entered into
collectives and how early childhood teachers created the
conditions and supported infants to develop a sense of to-
getherness and respond to the demand of collectiveness. It
was found that teachers used imaginary play to introduce
to the infants’ environment the demand to align with the
collective. What was also shown is that teachers facili-
tated and sustained infants’ motive orientation to the col-
lective through supporting infants’ imaginary play as play
partners. The use of props, the embodiment of the experi-
ence as well as the shift from physical objects and concrete
spaces to a shared intellectual and abstract space appeared
to be critical for the genesis and development of infants’
sense of collectiveness in the group settings of the CPW.

Implementing a CPW, teachers created new educa-
tional forms and pedagogical practices to support infants.
The evidence showed that these practices were meaning-
ful for infants, promoting their participation in group ac-
tivities settings during everyday educational reality. The
emergence of togetherness and the orientation to early
forms of collective was realised through the way the in-
fants joined, contributed, and shaped the activity settings.
Imagining together within the CPW, appeared to be the
moving force for infants’ dynamic, rich, and consistent en-
gagement throughout the group activity setting.

The above understandings gave an insight into how
infants are introduced, realised, and addressed the na-
ture of the demands of collectiveness in the everyday ed-
ucational reality. New knowledge is created about how
imagining through a CPW can build dynamic class com-
munities for the youngest learners in early childhood
settings. The new insights about the nature and the crit-
ical role of imagination as a learning and development
interface between peers and teachers open up a new area
of understanding about imagination as a starting point
in teaching and learning with infants in formal settings.
Imagination can pave the way to more advanced activ-
ity settings for infants, providing access to abstract and
symbolic conceptualisations. This is a standpoint that
changes the narrative around infants’ low capability on
complex and advanced tasks and activities by showcas-
ing, recognizing, and valuing infants’ strengths.

The overall findings of the study add to the limited
literature about infants’ educational experience in early
childhood settings. Reinforcing collectively-oriented
pedagogical practices is critical in everyday educational
reality given that collectiveness is essential for a child’s
learning and social activity in the educational settings.
An early and efficient introduction of a sense of collec-
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tiveness in infants’ environment lies the foundations for
active participation in educational settings and smooth
transitions through the child’s overall school life. These
new understandings inform everyday practice and early
childhood policy with a model that creates dynamic in-
teractional challenges, opportunities, and possibilities
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Introduction: Playworlds of the Playworld
of Creative Research

Gunilla Lindqvist, a foundational scholar of Vygotsky’s
[31, 32, 33, 34, 35] theories of play, art and development
in our collective playworld research, designed playworlds
[10, 11, 12, 13, 14, 15, 16, 17, 18, 22] to find a “common
denominator” of play and aesthetic forms. Lindqvist [12]
calls this denominator “the aesthetics of play” and we [20]
have described playworlds as “an art of development”. It is
difficult, perhaps impossible, for scientists who are work-
ing alone, without artists, to adequately describe art or sub-
jects that are art-adjacent. In order to describe playworlds
for this special issue, we have, thus, turned to an artist, and
one whose material we share (written words). We have also
made use of our own sense of aesthetic appreciation; and
included the words of playworld participants whose pro-
fession, existence, and /or stages of development resist the
segregation of cognition and emotion.

It was L.S. Vygotsky who placed emotion at the center
of this dilemma when he wrote: “Few understand why it is
imperative not only to have the effect of art take shape and
excite the reader or spectator but also to explain art, and to
explain it in such a way that the explanation does not kill the
emotion.” [31, p. 254]. In this paper we attempt to explain
playworlds without killing the emotion by doing the fol-
lowing: We center ourselves not in an abstract understand-
ing of playworlds, but in those unique, individual play-
worlds that we truly love. We use Salman Rushdie’s words
on the love of literature — “Ask Yourself Which Books You
Truly Love” is the name of the essay from which we took
his words — to frame our discussion of playworlds.

Salman Rushdie [27] writes: “I believe that the books
and stories we fall in love with make us who we are, or,
not to claim too much, the beloved tale becomes a part of
the way in which we understand things and make judg-
ments and choices in our daily lives.” Several playworlds
have made us who we are, and you will hear this in our
descriptions and discussions of playworlds. We also
present a chorus of voices, expressions of love of play-
worlds not only from researchers and artists, but also
from teachers, children, administrators of institutions in
which playworlds are created, and imaginary characters.

To use the words of Rushdie [27]: Playworlds [12]
make adults and children fall, together, in love with imagi-
nary worlds that are “full of beautiful impossibility,” which
“by being not true (tell) the truth, often more beautifully
and memorably than stories that rel(y) on being true.”
Playworlds happen “right now” and they show us “ordi-
nary magic, human magic”: “ordinary people respond(ing)
to the arrival in their lives of the extraordinary.” There are
always children and adults in our classrooms who are in
the midst of responding to the extraordinary, for life is of-
ten extraordinary; and, as well, the particular task of play-
worlds, the creating of an imaginary world for and with all
participants and participants of all ages, is itself extraordi-
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nary (or we would have more examples of such practices).
Furthermore, playworlds are “infinite in their possibili-
ties,” and they are “fun.” Playworlds “add() dimensions
to the real,” “fourth, fifth, sixth and seventh dimensions
to the usual three,” and they are “a way of enriching and
intensifying our experience of the real.”

We will focus on six topics that emerged from our
data, as we used Rushdie’s words, above, to guide our
analysis: truth, time, human magic, infinite possibili-
ties, fun, and the enriching and intensifying — thus, cre-
ating — of the real, in playworlds. We will look to the
common theoretical foundation of our collective’s play-
worlds in Vygotksy’s theories of play, art, imagination
and creativity; and we will hear from playworld partici-
pants; concerning these six topics. We will start with a
brief and concrete history of our collective’s playworlds.
However, it is first necessary to reiterate that playworlds
are not instructional methods or techniques. Playworlds
are multivocal, researcher-participant, collaborative acts
of creation, and it is this that this paper both describes
and explores, and, in the process, partially exemplifies.

A Brief history of the Playworld of Creative
Research and our playworlds

Playworlds are created from a relatively new form of
play that can be described as a combination of adult forms
of creative imagination (art, science, etc.), which require
extensive real life experience, and children’s forms of cre-
ative imagination (play), which require the embodiment
of ideas and emotions in the material world (Vygtosky’s
“pivot” [32]) [4, 22]. In playworlds, adults and children
(or teenagers or seniors) enter into a common fantasy.
Playworlds are designed to support the development of
both adults and children (or teenagers or seniors).

Our collective is named the Playworld of Creative
Research (PWCR) and we are a subgroup within the
International Playworld Network (IPWN) (see Chap-
ter 14 in The Story of LCHC: A Polyphonic Autobiog-
raphy [29]). Our PWCR is defined by our understand-
ing of playworlds and the study of playworlds as ways
of being. The IPWNW is a group of playworld scholars
who have been collaborating in their playworld research,
through joint publications, playworld conferences, and
international playworld research projects, since 2003.

In 2003, there was a coincidental convergence of
researchers at the Laboratory of Comparative Hu-
man Cognition (LCHC) (see [29]) at the University
of California, San Diego, who had been studying Fifth
Dimensions (5thDs) [3] and who were also particularly
interested in play, art, and the creativity of young chil-
dren as culture producers. LCHC playworlds evolved
directly from a series of student and scholar exchanges
with Pentti Hakkarainen’s laboratory in Finland, Silmu
(for a connection between 5thDs and Silmu’s Narrative
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Learning see [8]), at the University of Oulu, which in-
cluded playworld projects with Milda Bredikyte; and
it was through Silmu that we all became intrigued (re-
intrigued in our Swedish colleague’s case) by the work of
Lindqvist: the designer of the first playworlds in Sweden
and the scholar who coined the term “playworlds” in her
studies of her “creative pedagogy of play” [12, p. 72].

It was out of the LCHC playworlds that the IPWNW
developed and expanded from our original LCHC play-
world participants to include collaborative writing and
discussions with Ana Marjanovic-Shane [19], Hiroaki
Ishiguro [9], Ryoko Watanabe [36], and others. This
network includes a variety of playworlds, many of which
are derived from Lindqvist’'s work. But the IPWNW
also includes many playworlds that, while they can trace
a key portion of their theoretical history back to Vyg-
tosky’s work, have been inspired by Lindqvist’s work
only after they joined the network; playworlds that are
primarily inspired by local, and also other foreign, theory
and practice. Our topics of study and methods are even
more varied than our influences.

The Common theoretical basis
of PWCR playworlds

We place emotion at the center of our efforts to de-
scribe playworlds because we are striving to avoid shunt-
ing emotion to the side and missing its role in playworlds
and descriptions of playworlds, or giving attention to topics
such as art, fun and imagination, without due emphasis on
cognition. Cognition and emotion are still, often, separated
in the social scientific study of development and learning,
Vygotsky called this separation “a major weakness of tra-
ditional psychology” and explained that this separation
“makes the thought process appear as an autonomous flow
of ‘thoughts thinking themselves, segregated from the
fullness of life, from the personal needs and interests, the
inclinations and impulses, of the thinker” [33, p. 10]. Yet,
we accept this segregation in part because we do not have
adequate means of observing, and then capturing for study,
complex dynamic relations between such key psychological
processes as cognition, emotion, imagination and creativity
[4]. (Elsewhere we argue that playworlds can also help us
to solve this methodological problem [5].) One unaccept-
able result of this acceptance is that we cannot adequately
understand phenomenon such as the “art of development”
or “aesthetics of play” that is playworlds.

Desegregation of emotion and cognition are, inter-
estingly, at the center of Vygotsky’s theory in support of
playworlds [12, 22], as well as being central to our project
of describing playworlds [4]. Vygotsky argues [35] that
imagination is an essential aspect of all thought, and that:
“It is this ability to combine elements to produce a struc-
ture, to combine the old in new ways, that is the basis of
creativity” [35, p. 7]. And Vygotsky [35] describes four
ways that imagination is associated with reality, including
the following: emotions, which are a part of reality in that
they are real and we experience them as real even if they
don’t correspond to the rest of reality as expected, influ-
ence imagination, and imagination influences emotions;
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impressions that produce similar emotional effects have a
tendency to cluster together in our imagination; and imag-
ination can satisfy emotional needs, such that both imagi-
nation and realistic thinking are connected to emotions.

Methods

Research question

This special issue concerns effective educational prac-
tices but, as should be clear by now, it is difficult to know
how to determine if playworlds are or are not effective,
or even to decide how to respond when we ask ourselves:
“Effective concerning what?” We can, as with literature
or other art forms, often compare one playworld to an-
other and judge one to be better or worse than another,
and we can say why this is so. However, we have found it
impossible to choose a finite number of criteria by which
we might judge if playworlds are or are not effective, and
many of the criteria that do come to mind cannot be ef-
fectively or ineffectively addressed.

In one paper [2] we did, in fact, demonstrate that par-
ticipation in a playworld improves children’s narrative and
literacy skills. We could possibly show that playworlds
are particularly effective according to this criteria and do
suspect that this is the case. But we have not conducted
the studies that would show this. We have also shown that
playworlds can create room in classrooms for children’s
agency to enact and develop “effectively” [24; 25]. How-
ever, what is effective is relative to what the aims and chal-
lenges are, that the local, particular playworld aims to meet.

The research challenge that this study set out to meet,
is to describe and explore playworlds without keeping
emotion and thought separated from one another. We did
this by asking to the participants of the playworlds to de-
scribe their ways of being in the playworlds as the partici-
pants and the creators of the playworlds: how they live in
the playworlds; how they act in the playworlds; how they
feel in the playwords. In these unique and concrete experi-
ences of living, acting and feeling, emotion and cognition
are two aspects of the same experience, unified and not seg-
regated from each other, as Vygotsky noted. We turned to
researchers and participants in several playworlds, which
took place in several different manners and countries, and
with several different populations to create a multivocal,
researcher-participant, collaborative study, as a reflection
of our topic of study. We asked them one question: “Why
do you think playworlds are worth creating?” We asked this
question because we wanted to know participants' “per-
sonal needs and interests, the inclinations and impulses,”
all of which are the nuclei of our ways of being.

Participants

The participants in this study are 36 researchers and
participants in 38 playworld that have been created
between 2002 and 2021. They include researchers, art-
ists, teachers, children, administrators of institutions in
which playworlds are created, as well as the imaginary
characters that came into being through these playworld
activities. The playworlds in which these participants
have been active took place in early childhood public el-
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ementary school classrooms in California [4] and in New
York City [6] in the US; in preschools in Stockholm and
Jonkoping, Sweden [23]; in elementary schools [24, 25]
and a foster care program for adolescents [26] in Helsin-
ki, Finland; and in a center for elderly care for residents
with dementia [36], and a preschool [21, 28], in Japan.

Data

We asked the participants to express why they think
playworlds are worth creating. We left it to each of the pri-
mary authors to contact the participants with whom they
themselves had worked most closely, so that translation
would not be an issue and technical questions could be an-
swered in the context of shared experiences in playworlds.
Of the 48 participants we contacted, via email and by
phone, simply asking each participant to respond in any
way they liked to the above prompt, 36 responded. Not all
of the responses appear in the results section, below, due
to space constraints, but all were included in the analysis.

Method of Analysis

Again, in order to describe and explore playworlds
without keeping emotion and thought separated from one
another, we employed a multivocal, researcher-participant,
collaborative and creative method of analysis: a form of ab-
ductive analysis [30]. This particular method is still in the
process of being developed and this study constitutes one
of the early stages of this process (see also [5]). We orga-
nized and repeatedly reorganized our participants’ contri-
butions, and the afore mentioned most salient and most of-
ten repeated six topics emerged: truth, time, human magic,
infinite possibilities, fun, and the enriching and intensify-
ing — thus, creating — of the real. We created “a chorus of
voices,” which we present in the following section of the
paper as both our results and discussion of our results, and
this chorus itself both brought shape to and was shaped
by our guiding topics (as a vocal chorus is shaped by and
brings shapes to the notes on the sheet music).

Results and Discussion: A Chorus of voices,
expressions of love of playworlds

Many of the following statements address more than
one of our topics, so we have organized the statements not
by topic but by tone. We have organized these statements
to make the reading of these many disparate voices, coming
as they do from diverse professions, stages of life, cultures,
and even planes of existence (real and imaginary), harmoni-
ous even as their juxtaposition offers up fruitful contradic-
tions. (Please note that some of these statements are tran-
scribed, so should be read as speech, and we have resisted
grammatical corrections when the phrasing is poetic.)

Kiyo (researcher in Japan, working with

playworlds since 2002)

“I will answer the question of why playworlds are im-
portant for the peoples’ way of being.

In short, playworlds are important because the par-
ticipants, both children and adults, can be the intellec-
tual producers of the worlds.
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My view depends on my nearly 20 years of experi-
ence of the playworlds research project in one Japanese
kindergarten, whose unique characteristic is that its
curriculum has two pillars: Art activities and imagina-
tive play activities. Children experience the production
of the world not only in the art activities in the form of
the art product creation but also in the imaginative play.
Imaginative play is not just the experience of pretense
nor the performing of some ready-made narrative. It is
the experience of producing the imaginative world.

For children to go beyond the stereotypical imagina-
tion into the new imaginative world, the teacher’s support
is necessary to extend children’s imagination. It is not the
support from outside nor from above. The teacher should
commit to the imaginative world authentically and enjoy it
her/himself so that she/he can find out some new potential
for the development of the new world in children’s produc-
tive activities. The teacher should be, in the project, as a
being with children, sharing and co-producing the world.”

Michael (teacher and administrator in the US,

working with playworlds since 2004)

“And you know I remember that day. I don’t know, I
got a good feeling. Like this is going to be a cool thing. And
in hindsight, in hindsight, it’s one of the coolest things. I
mean not just at school, obviously at school. But it’s one of
the coolest things I've ever been around and done.

But, yeah, so my favorite moment, and, and that’s
probably gonna be the memory I have, like that moment I
have of Beth (a playworld researcher) coming in. Because
that signified the beginning of something really special
happening in this classroom. And special in my life.

... I'd do it again a million times. Out of a million ... T
can’t wait to start again next year.”

Doug (teacher in the US, working with

playworlds since 2017)

“As an NYC public school teacher I am often ham-
strung, challenged, indeed overwhelmed by the problem
of “space.” And this confoundedness relates to so many
definitions of the word—elbow to elbow in classrooms
populated with inhumane class sizes even with our
youngest children, boxed in by curriculums designed,
marketed, and declared every five years as inviolable
blueprints for success by corporatist non-educators,
walled into inadequate physical spaces with asbestos-
filled walls, jaundiced fluorescent light, and stress-induc-
ing acoustics, and pressed into school days and schedules
that, if unchecked, march from activity to activity with
little understanding of what children need and how they
grow and learn. How do we limit the concept of “space”
for young children, let me count the ways...

Well, there are also rebellions afoot and T count myself
as one of the conspirators in this fight. And one of my tools
in this rebellion, and a most powerful one, are playworlds.
Against these inhibiting forces, playworlds create another
space, one that is near limitless. It is a protected space
that is carved into contexts, described above, where one
thought it impossible. The rules and language of this space
are child-driven, child-imagined, wholly child-owned. It
is defined by stories, often beginning with a shared text,
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then fueled by the children’s imagination, they metamor-
phosize and expand. Suddenly, one finds that the walls of
the classroom have evaporated, we’ve blown the roof off
the place and off we go... to create, to play ourselves into
new worlds. And while children are the drivers of this pro-
cess, their adult teachers are collaborators. This creates
the added element, and a persuasive and impactful one,
that adults engage in play too and that school, too often a
prescribed, hemmed in, rote context, is anything but. And
for the curriculum-minded, those who need to know that
skills are accruing, the story here is equally persuasive.
Playworlds achieve the kind of data that the data-driven
don’t likely understand, but can’t dispute.”

Anna-Karin (teacher in Sweden, working with

playworlds since 2013)

“Every day I meet play, someone asks should we play.
I think that play can take place in so many different ways.

At breakfast one morning I am asked if we can play
Butterbean’s café. Okay, we can, I answer (now during
Corona times, we adults hand out the food). T am assigned
arole, Poppy, I do not know at all what character it is but
get help from the children and can then add my own expe-
riences of what it is like to work in a café. We get a fun and
playful start to the day. Popular culture is often the begin-
ning of play, children choose roles that are negotiated and
environments are built. The game changes, the addition of
props, characters disappear and new ones are added. Play
must take place and be present in all rooms. A child said
to me “we have to move” when I thought we could stay in
the same spot outside and continue with the play building
we had started. It was an exciting move, we ended up in
shops, a swimming pool and a playground, many experi-
ences were tried here and I got to share mine.

New, old, the visible and the invisible are bound to-
gether and just as quickly it can be dissolved...

We meet many children and we educators need to have
many ways to meet the children in order to be respon-
sive and curious and see exactly what that child needs to
feel meaningful and happy in being just themselves. T meet
children who are completely inside different play worlds.
I have noticed that here too the characters play a big role.
We usually sit down together with a paper folded in sev-
eral parts and in each box they draw and tell about these
characters. More children become curious and the drawing
continues. And we get to take part in each other’s stories.
Play, read, listen, write, draw, paint, listen and talk to each
other. Laugh and joke, jump and dance. Dare to challenge
and be challenged. Let creativity take place and give it space.”

Kati (teacher in Finland, working with playworlds

since 2001)

“The effectiveness of playworlds is based on the world
of fairy tales and the “magic” of the stories. When the sto-
ry is meaningful for the children, the fairytale world as a
frame of reference is the best learning environment. This is
the starting point from which the teacher then plans and
modifies the contents and different topics and problem-
solving tasks in relation to the needs of the individuals /
group at hand. Playworlds is motivating, interesting and
engaging for children. The children learn by adventure
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and enjoy every moment. The motivation of the shared
play creates motivation for learning. The adult gets deep
into the world of children by implementing children’s
ideas and innovations in play and by playing alongside
and with them. Children get to solve puzzles and learn
together in a safe peer group in a way that makes sense
to them. The fairy tale attracts the children and exciting
events are of continuous interest. The intensity for the
adult arises from never knowing what will happen next.
Children take the story forward and the adult needs to be
able to improvise and also guide the evolving situations
from within the plot. The adult creates tensions and puz-
zles through her fictive role to make room for children’s
thinking skills and joint processing. And the pedagogical
documentation of all this makes it visible. In a nutshell,
(this is) my opinion on the matter.”

Jason (visual artist and puppeteer in the US,

working with playworlds since 2018)

“Playworlds are important because they are fueled by
magic and imagination. In these kinds of worlds there
are endless possibilities and exploratory potentials. It’s
one of the few places where serious and silly can coexist
in equal and boundless ways.”

Luciano (puppeteer in the US, working with

playworlds since 2018)

“When the pandemic hit, Mr. Lu was working in three
schools in Queens, one of the communities that has thus
far suffered the greatest loss of life from the virus: Hope
had plummeted. Mr. Lu understood that the key to create
hope and keep moving forward was for people to inspire
each other. So one night, his puppet, Tony the Monkey,
watched a video of another puppet, Dr. Smartypants, cre-
ating a puppet, and this inspired Tony to make his own
puppet. The video of Tony watching Dr. Smartypants and
becoming inspired soon created a puppet-within-puppet
universe that had a life of its own, and shaped the course
the puppet playworlds work in New York City.”

“This puppet it’s me, but it is not me”. And that’s the
reason we the puppeteers don’t fear “wrong answers”.
The sensation of being in a safe place also opens a door
to let our feelings come out and be explored... well, not
our feelings, but the puppets’ feelings, and so in turn, it’s
also our feelings... and this was incredibly helpful for chil-
dren, families and educators during the pandemic, when
emotions were high and finding outlets for those emotions
was difficult. Now that we’ve created this puppet and play
world, it will always be there for all of us to reconnect to.”

Anna (administrator in the US, working with

playworlds since 2013)

“With sadness in my heart, T visited Kori’'s Zoom
classroom, knowing that screen school was not some-
thing T could or would value. Suffice it to say, T was
surprised when T discovered children engaging not only
with their teachers, each of them in a square digital box,
but also with the puppets that Gaby and Kori were hold-
ing. I observed puppets, teachers and children deeply en-
gaged in talk... Leo (a child), told Roscoe that he was not
a real puppet ... .”
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Robert (researcher in the US and Sweden,

working with playworlds since 2004)

“There are many questions, issues, and concerns, re-
lated to the education and care of children and adults of
all ages, that T have seen playworlds address in ways that
have enriched the lives of its participants. Of these I think
that playworlds are especially suited for creating spaces
and activities that are welcoming and inclusive. They do
this, I think, because they are designed to occasion a kind
of sustained and engaged negotiation among participants
about their shared play activities (or better said, about
coming to consensus about the sharedness of their play ac-
tivities). This engagement and negotiation, because it is in
and about play, can be quite open and welcoming of differ-
ent ways of understanding and communicating the world.
It is a form of activity that creates community, that creates
culture, and in this sense it fits the description of inclusive
education as oriented to the creation of community [7].”

Ryoko (researcher in Finland and Japan, working

with playworlds since 2006)

“Playworlds are important for the people’s way of being
because people can encounter each other as equals, listen and
respond to their (possible) voices and hopes, and explore the
meanings in their lives with the joint creation of imaginative
and meaningful worlds for them. In my research, I had the
chances to observe playworld-like moments with Kawagu-
chi, an experienced occupational therapist, in the Japanese
nursing home for the elderly for several years. He improvi-
sationally created many dramatic roles and “scenes” (in his
words) with the elderly people with dementia to produce
“the everyday life spaces” based on their past experiences,
to communicate with them in a lively way, as familiar (not
hierarchically organized — Kawaguchi assigned the roles/
characters which were familiar to the elderly people —)
characters with equal rights, free from the therapist-client
relationship, and to make their lives in the nursing home
more meaningful. He didn’t use ready-made narratives and
their interactions as play often lasted for a very short time,
but their playworlds in the nursing home demonstrate how
playing in imaginative worlds is important and basic for our
life and lifelong development with others.”

Sonja (researcher in the US, working with

playworlds since 2003)

“Playworlds are highly engaging and immersive cre-
ative spaces where children and adults can express them-
selves and interact with others in an authentic, compas-
sionate and respectful manner across boundaries of age,
gender, race, ethnicity, sexual orientation, ability, etc.”

Monica (researcher in Sweden and the US, working

with playworlds since 1980’s)

“First of all T think that play is a major "language” of
the child and thus the way the child enters into the cultur-
al world and takes it on, understands it and makes sense
of it. Play is the significant way of making meaning in the
world but also shaping it. This gives the child a sense of
freedom which is one of the important things with play
and which is fundamental for the child’s future life. Sec-
ondly, I think that in play strong and beautiful emotions/
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feelings emerges and that is something that one wants
be embraced by and immersed into. Moreover, playworlds
is a way for children and adults to meet and interact in
the magic of play — to envision, listen to and explore each
other and thus get closer to one another and one another’s
worlds. Respect, inclusion and love emerge within these
encounters/meetings. In order to understand how impor-
tant it is for children to play, by participating and creat-
ing challenging play environments inspired by art and
science, adults make it possible for all children to become
active co-creators of possible and desirable worlds.”

Mary Ann (teacher in the US, working with

playworlds since 2017)

“The most incredible thing happened this year, that
saved me and my students during the pandemic, and it
was the puppets. The puppets brought joy into all of our
lives. The puppets helped us forget the pandemic. In re-
mote learning we entered in a magical space full of joy,
laughter and wondering. We sang with the puppets, had
conversations with our puppets, read stories, and we be-
came story tellers. Now the challenge is, how to share it
with others, and how to bring the puppets into schools.
We have a lot of work to do, because we need to spread
the joy to others who might need even more. I have used
the puppets for singing songs, and having share time and
conversations together, puppet theater on Thursday for
fairy tales, intro. to Mo Willem (an author), ... discussing
issues during Black and women history months, and even
to teach letters. However, the most important thing is to
interact with the puppets: this was our basket of joy.”

ekl TV OB SRS
This is a painting by a child participant of a playworld

Please view this video by Mr. Lu and Tony the Mon-
key: https://youtu.be/k9Jwk4zASz1
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Conclusion

When we realize in praxis the radical power of Vyg-
tosky’s call to desegregate emotion and cognition, and
so appreciate his understanding that imagination and
reality cocreate the creative cycle of consciousness, and
so human life, then we can study and so / also create,
enter and exit playworlds “right now.” In this process,
as the chorus of playworld participant voices above has
shown and as Rushdie's words remind us, we create,
together, “ordinary magic, human magic”: “ordinary
people respond(ing) to the arrival in their lives of the
extraordinary.” Such ways of being are “infinite in their
possibilities,” and also “fun.” Thus, they are ways of be-
ing that “add() dimensions to the real,” “enriching and
intensifying our experience of the real.” We always need
such ways of being, but we certainly need them now,
when the real is global illness and mourning, and when
we need all of our magic to meet the several, simultane-
ous existential threats to humanity.
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(PWCR). UrpoBbie MUpPbI KOHCTPYUPYIOTCS HA OCHOBE OTHOCUTENBHO HOBOI (hOPMBI UTPbI, KOTOPYIO MOKHO

! Urposoit mup tBOpueckoro uccaenoBanust (Playworld of Creative Research, PWCR) 5T0 KOIJIEKTHB, KOTOPBIH M3yYaeT UTPOBBIE MUPBI
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Bce damuninny B 9THX rpyIax mepedncyeHbl B aahaBUTHOM HOPSI/IKE.
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0XapaKTepH30BaTh KaK COYETAHE B3POCTBIX (hOPM TBOPUECKOTO BOOGPaskeH st (MCKYCCTBA, HAYKHU U T. JI.), TPe-
GyIoIMX OOMIMPHOTO KUZHEHHOTO OIIBITA, U IETCKUX (POPM TBOPIECKOTO BOOOPAsKEHHsT (UTPbI), IIPE/IIOIaraio-
IUX TeJlecHoe IposkuBanue (embodiment) uzeil u amMolMil B MaTepuasbHOM MEPe. B UrpoBbIX MUpax B3pociibie
U JIETH/TIO/IPOCTKH,/JIIO/IA CTAPIIETO BO3PACTA OKA3bIBAIOTCS B eIMHOM (haHTa3MITHOM TIPOCTPAHCTBE, CIIPOEKTH-
poBaHHOM /71 uX coBMecTHOro passutus. C toukn 3pennss PWCR, urpoBbie MUPBI 1 MX H3y4eHHE — 3TO CIO-
co6bl GbITHsE. B 1aHHO#T cTaThe MBI OMUCHIBAEM YHUKAJIBHBIC, HIT HA YTO HE MOXOKKE UIPOBbIE MUPbI, KOTOPbIE
MBI HCKPEHHE JII0GHM, ¢ TIO3UII HecieioBaTenell, Xy I0KHUKOB, YUUTeel, IeTeil, a/[MUHUCTPATOPOB, a TAKIKe
BBILyMaHHbIX [IEPCOHAKEH, YUACTBYIONIUX B UTPOBBIX MEpax. ONupasich Ha CJI0BA BEJIMKOTO TIUCATEIIST O JIIOOBU
K JIUTEPATYPE, MbI CTPOUM OOCYIKIEHUE UTPOBBIX MUPOB BOKPYT UCTHHbI, BPDEMEHU, YEJIOBEYECKOTO BOJIIEOCTBA,
6ECKOHEYHBIX BO3MOJKHOCTEN, BECEJIbsI, @ TAKKE PAcCyskaaeM 06 060raleHuu 1 YKpeIvieHn  (a 3Ha4uT, U O CO-
TBOPEHHN ) PeAIbHOTO B UrPoBbIX Mupax B Anonun, Ouumnsaayn, [sennn u Coemnnennpix HITarax.

Kntouesvie cosa: BOO6pa)K6HI/Ie, TBOPYECTBO, 9MOIINU, COSHAHNE, 6BITI/Ie, urpa, 10IKOJIbHOE O6paSOBaHI/Ie.

ITocBsienue. CraTbst rnocesnaercsd namatu [enrru XaKKapaMHeHa, pa60TaM1/1 KOTOPOT'O Mbl BJOXHOBJIAJNCH U KOTO-
POTO HaM OY€Hb He XBaTaeT.
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OCTAIOTCS] 3HAUMMBIMU JIJIs1 HAC B HAIIIC AUCKYyCCUn 00 UT'POBBIX MUPax.
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A pilot cross-sectional online study attempts to clarify the role of implicit sociocultural attitudes in future
thinking and tests a hypothesis that the implicit activation of Individualism / Collectivism concepts changes
the content and other characteristics of self-relevant images of the future — self-defining future projections
(SDFPs). The study performed in 2019-2020 involved 191 people, mean age — M = 36.9 (SD = 10.4) years.
Group 1 underwent Individualism priming: 108 people (11.2% of males), mean age — M = 37.6 (SD = 1.04)
years. Group 2 underwent Collectivism priming: 83 people (22.9% of males), age — M = 36 years (SD = 1.13).
No significant sociodemographic between-group differences were found (p<0.05). Two versions of the online
survey (one with an Individualism priming task and another with a Collectivism priming task) were randomly
sent to students and teachers of Russian higher education institutions. After completing the priming task,
the respondents constructed SDFPs in line with the definition provided and evaluated their quality. Experts
rated SDFP thematic content, integration of meaning and specificity in accordance with valid coding pro-
cedures. Collectivism / Individualism levels were assessed using the INDCOL test. The priming procedure
had a small significant effect on SDFP thematic content, interpersonal orientation, and specificity. It was
more prominent in the Collectivism priming, although expected correlations between the Individualism and
feelings of the Autonomy and Competence need satisfaction in SDFPs were also found. Collectivism seemed
to strengthen future thinking overgenerality and to hinder the capacity to reflect on one’s own future. On
the contrary, Individualism involves taking personal responsibility, but it seemed to enhance the need for
Relatedness and social support (a protective factor in depressive conditions) in a compensatory manner. The
data contributes to a further understanding of implicit influences on future thinking and suggest that it is the
balance of the Collectivism and Individualism values that is crucial for mental health.

Keywords: priming, future thinking, Individualism, Collectivism.
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Introduction

According to the Self-Memory System (SMS), an
influential model of autobiographical memory [15], the
human ability to remember one’s personal past (autobio-
graphical memory) and to imagine one’s personal future
(future thinking) are supported by the same knowledge
structures: (1) abstract representations of the self in the
past, present and future (conceptual self); (2) concep-
tual knowledge about one’s past or anticipated lifetime
periods (autobiographical knowledge base); and (3) epi-
sodic details for constructing specific mental images of
the past and the future.

Some of these images — “self-defining memories”
(SDMs) [29; 30] and “self-defining future projections”
(SDFPs) [16] — have deeper links with the conceptual
self and may be more significant to one’s identity. SDFPs
are future counterparts of SDMs, i.e. “mental represen-
tations of plausible and highly significant future events
that provide with core information for one’s understand-
ing of self..” [16, P. 111]. Both SDMs and SDFPs evoke
a strong sense of personal continuity over time [15].
Mental simulation of specific images and linking them
to the conceptual self (i.e. meaning making, reflection)
help to enable people’s sense of identity and are crucial
for psychological well-being [29].

This process is largely dependent on a person’s so-
ciocultural situation, i.e. the autobiographical narra-
tive context (e.g. independence v interdependence;
individualist versus relatedness orientation, etc.) and
parental reminiscing/communication style [2; 18; 39].
Representatives of collectivistic (“Eastern”) versus in-
dividualistic (“Western”) cultures have differences in
autobiographical memory and future thinking specifici-
ty, emotionality, autonomous orientation, and self-cen-
teredness [39; 40]. Chinese and Australian participants
had significant differences in content but not emotional
valence and specificity of the past and future events
[12]. Chinese participants anticipated more interper-
sonal relationship and career-related events whereas
Australians imagined more achievement-related and
life-threatening events [12]. This result is consistent
with research on individualistic/collectivistic cultural
bias in autobiographical remembering [39]. However
another study in the US and Danish student samples
[27] found no content-related cultural differences for
the future events. Several studies revealed that Euro-
pean Americans provided more specific future events
than Chinese participants [40].

Implicit cultural and/or individual attitudes may
change the content and characteristics of self-relevant
past and future events through priming, an effect of
implicit memory [38]. For example, coherence of re-
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trieved SDMs about a romantic relationship depended
strongly on whether attachment security or insecu-
rity had been primed [32]. Priming of autobiographi-
cal memories from a certain time period (elementary
school years; adolescence, and prominent news events
from a specific time period) increased the number of
memories from these time periods [22]. Reminiscing
about certain past periods also facilitated generation of
involuntary autobiographical memories from these pe-
riods in subsequent days [11].

Although several works [19] highlighted the effect
of implicit processes on future thinking, there are still
few studies that focused on it. In one of them [33], re-
searchers asked participants who had been primed to
think about social or academic experiences to describe
a personal life event that might plausibly occur to them
during the following week. The primed participants
generated corresponding events significantly more fre-
quently than controls. Nevertheless, to our knowledge,
the issue of cultural identity priming effect on the future
thinking content and phenomenological characteristics
has not been addressed in the existing literature. At the
same time, investigating the implicit cultural influences
on the self-relevant mental images of the future (SDF-
Ps) is of a special interest. It may be important not only
in terms of individual mental health, but also from the
perspective of understanding the whole cultural group’s
functioning and evolution.

Therefore, the study objective was to evaluate
the effect of collectivistic/individualistic attitudes on
SDFP characteristics. We hypothesized that implicit
activation of Collectivism/Individualism would change
SDFP content (theme; frequency of Collectivism/In-
dividualism linguistic markers; specificity, and psycho-
logical need satisfaction) accordingly. Specifically, we
assumed that the Collectivism priming might enhance
the use of the 1* person plural pronouns (We-language);
Relationship-themed, interpersonal SDFPs and feelings
of Relatedness need satisfaction, and might thwart the
levels of Autonomy need satisfaction and specificity of
SDFPs. The Individualism priming was assumed to en-
hance the use of I-language; Achievement-themed and
intrapersonal SDFPs; and the levels of Autonomy need
satisfaction.

Methods

Research program. This pilot cross-sectional online
study took place in December 2019-March 2020 and was
part of a larger study of future thinking [37] carried out
by the Moscow Research and Practical Centre for Nar-
cology and approved by a local ethical committee.
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Participants were Russian-speaking medical care
workers, students, and teachers of psychological educa-
tion programs from 25 Russian regions who provided
their emails for information and research purposes. Po-
tential respondents (N=2,500) were randomly assigned
to two conditions — Group 1 (Individualism Priming)
and Group 2 (Collectivism Priming) — and received cor-
responding links to online forms via email (see specific
instructions below).

The participants who gave an informed consent to
the study on the first page of the form could proceed to
the Collectivism/Individualism Priming task [35]. Fol-
lowing this task, they generated SDFPs [16] and rated
their phenomenological and psychological characteris-
tics. Finally, they filled out the Russian version of IND-
COL test [7; 36].

Participants. 213 people, most of whom resided in
large cities from 0.5 to 12 mln. citizens, responded to the
online form. 199 participants who reported no current
substance use or mental disorder were included in the
study. Eight (8) people failed to complete the SDFP
task and were excluded. So, the study sample included
191 people; mean age — 36.9 (SD=10.4). Table 1 pro-
vides the sample characteristics by the Groups.

The Groups did not differ by age (two-tailed t-test,
t (189) =1.5, p=0.1); education level (Yates > (1) =
0.000; p=0.9); relationship status (3> (1) = 0.3; p=0.6)
(tab. 1). Despite a statistical difference in gender dis-
tribution (¥*(1) = 4.7; p=0.03), we chose to include all
participants in the study as gender-related differences in
the measures of interest were not significant (p>0.053),
and previous research showed no differences in SDFP
characteristics between the genders [16].

Variables and measures

Collectivism/Individualism Priming Task. The
priming task was adopted from traditional priming re-
search [35] and adjusted for use in an online study. The
respondents were asked to think about what makes them
different from (the Individualism Priming in Group 1),
or similar to (the Collectivism Priming in Group 2),
their family and other people, and to choose relevant as-
pects from a checklist (appearance; talent; capabilities;
job; etc.).

SDFP Task. SDFPs were gathered using the SDFP
task [16] translated into Russian (using the double trans-
lation method) and employed in previous studies [37].
The participants were familiarized with the SDFP defi-
nition and were asked to put down one plausible SDFP
for themselves. They also had to specify the time when
this event might take place (temporal distance) and rate
SDFP phenomenological and psychological characteris-
tics on the 7-point scale.

a. Phenomenological characteristics: valence (1 —
very negative; 7- very positive); clarity & vividness (1—
very unclear; 7 — very vivid and clear); centrality of
event to one’s identity (1 — very marginal; 7 — very cen-
tral); simulation frequency (1 — never; 7 —very often).

b. Basic psychological needs satisfaction assess-
ment procedure and limitations were described thor-
oughly in an earlier study [37]. The participants were
asked to rate their agreement with three statements,
with each standing for one psychological need — Auton-
omy, Relatedness, and Competence.

c. Thematic content (including relational orienta-
tion), specificity and integrity of meaning were as-
sessed by raters according to established coding prin-
ciples [30; 34]. The following themes were assessed:
Life-threatening event; Achievement; Relationship;
Recreation/Exploration; Shame & Guilt; Unclassified.
An SDFP was rated as interpersonal when it mentioned
other people as significant agents of activity, and as in-
trapersonal when it focused on the narrative’s author as
the agent of activity [25]. To ensure reliability of the rat-
ing procedure, 103 SDFP texts (54%) were assessed by
two experts (an author and an independent rater, PhD,
a psychotherapist experienced in psychology research).
The independent rater who was blind of the groups (just
like the first rater) and of the experiment’s goals and hy-
potheses, received expert rating forms with the SDFP
texts and descriptions of coding categories based on the
coding manuals. The interrater agreement (Cohen’s kap-
pa) exceeded 0.61 for all the measures of interest.

d. Lexical characteristics. We expected the Individ-
ualism Priming to increase the frequency of “I-language”
(verbs and pronouns in the 1% person singular) and the
Collectivism Priming to increase the frequency of “We-
language” (the 1t person plural).

Manipulation Check. The Russian version of INDCOL
test [7; 36] measuring vertical and horizontal dimensions

Table 1
Sociodemographic Variables
. Group 1 Group 2
Variables N(%) N (%)

Gender Female 12 (11.2%) 19 (22.9%)
Male 95 (88.8%) 64 (77.1%)

Education Other 9 (8.3%) 6 (7.2%)
Higher 99 (91.7%) 77 (92.8%)
Relationship status (romantic or marriage) |In relationship 85 (78.7%) 68 (81.9%)
No relationship 23 (21.3%) 15 (18.1%)

Age M(SD) 37.6 (1.04) 36 (1.13)

M — mean; SD — standard deviation
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of Collectivism/Individualism was used as a manipulation
check. Horisontal Individualism (HI) implies “the concep-
tion of an autonomous individual and emphasis on equal-
ity”; Vertical Individualism (VI) implies “the conception
of an autonomous individual and acceptance of inequality”;
Horisontal Collectivism (HC) implies “perceiving the self
as a part of the collective, but seeing all members of the col-
lective as the same”; Vertical Collectivism (VC) implies
“perceiving the self as a part of the collective and accepting
inequalities within the collective”[28; P. 240]. The internal
reliability of the scales was satisfactory with Cronbach’s al-
phas for each scale equalling or exceeding 0.7.

Statistical methods. Nonparametric methods were
chosen for between-group comparisons as most distribu-
tions deviated from normal or had other limitations for
the use of parametric methods. Descriptive statistics is
presented as median (Mdn) values and Quartiles (Q) 1
and 3 — Mdn [Q1-Q3]. Mean values (M) and standard
deviations (SD) are provided for informative purposes
and in case of the two-tailed t-test comparisons. The lev-
els of SDFP quantitative measures and INDCOL levels
were compared using Mann-Whitney U-Test; nominal
(categorical) data were compared using Chi square (y?);
Yates’ Chi square, and Fisher exact test as appropriate.
Correlational analysis relied on Spearman’s rank corre-
lation coefficient. Regression analyses included univari-
ate binomial and linear regression as appropriate. In case
of multiple calculations, the significance level (p<0.05)
was corrected accordingly.

Results

24.08% (N=46) of SDFPs looked like captions rather
than fully-fledged SDFP texts. They consisted of 2 to
7 words and usually had nominative or impersonal syn-
tactic structure (containing either subject or predicate
alone). These SDFPs were meaningful and denoted
important events in people’s future life (e.g. PhD thesis
defence, terminal illness; mother’s death) but most often
they had neither actors nor sufficient detail that could
help to imagine an episodic event rather than an abstract
one. After correction for these SDFPs, the results for the
whole sample changed little, therefore we present the
findings for the whole sample in this paper.

Manipulation check. There was a statistically sig-
nificant increase in HC (p=0.048) in Group 2 (tab. 2).

Self-Defining Future Projection Task. The
Groups had no differences as to phenomenological
and psychological characteristics of SDFPs (Fig. 1)
as well as in the SDFP temporal distance: 24 months
[6—60] in Group 1 and 19 months [6—36] in Group
2 (p<0.05). The frequency of “I-language” (2 words
[0—4.7] in Group 1 versus 1 word [0—3] in Group 2)
and “We-language” (0 words [0—0] in both groups)
was also similar.

There were some between-group differences in the
content-related SDFP characteristics (tab. 3).

The overall distribution of various theme cat-
egories did not differ significantly between the groups

Table 2

Intergroup Differences in Priming-related Variables

Variables Group 1 Group 2 Mann-Whitney.
Mdn Q1; Q3 Mdn Q1; Q3 U-Test
Horisontal Individualism 45.5 41—49.8 44 40—47 3916.5
Vertical Individualism 33 28—37 33 27—37 4442.5
Horisontal Collectivism 37 31—41 39 34—43 3733.5*
Vertical Collectivism 28 21—33 29 23—35 3898.5

* The difference is significant at p<0.05

FIG.1. SDFP PHENOMENOLOGICAL AND PSYCHOLOGICAL
CHARACTERISTICS
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(x*(5) = 5.3; p=0.38) (tab. 3). Achievement was the most
frequent event in both groups. Group 2 generated more
SDFPs about relationship (21.7 % v 10.2% in Group 1)
although this difference failed to be significant after cor-
rection for multiple comparisons. Nevertheless, Group 2
provided more interpersonal narratives and fewer intra-
personal narratives than Group 1 (tab. 3) in line with
our hypothesis.

Correlations

To assess whether changes in the SDFPs charac-
teristics related to the priming procedure, we carried
out a correlational analysis. Table 4 illustrates its
findings.

As Table 4 shows, in Group 1, which received the
Individualism Priming, an increase in VI and HI levels
was associated with an increase in perceived satisfaction
of Autonomy and Competence needs, which was not
observed in Group 2, which received the Collectivism
Priming. At the same time, in Group 1, there was also
a statistically significant relationship between Related-
ness and HC, which our hypotheses did not imply. The
Individualism Priming also resulted in an increased fre-
quency of “I-language”.

In Group 2, there were significant correlations in-
dicating a possible relationship between the collectiv-
istic orientation and future thinking overgenerality: an
increase in HC and VC levels was accompanied by an
increase in overgenerality of future images, while the
temporal distance decreased.

Regression analysis

To evaluate priming effects on the content of result-
ing SDFPs, we have carried out univariate regression
analysis within the whole sample using linear and bino-
mial regression where appropriate.

The models included HI, VI, HC, VC as predictors
and SDFP-variables as dependent variables. Tem-
poral distance, psychological need levels and lexical
variables were tested using linear regression models.
Thematic content variables (for the themes whose fre-
quency exceeded 5%); relational orientation; specific-
ity and integration of meaning were tested using bino-
mial regression.

We found small but statistically significant ef-
fects only for the Collectivism variables: HC and
specificity, and VC and integration of meaning

(tab. 5).

Table 3
Thematic content of SDFPs
. Group 1 Group 2 .
Variables N % N % p=
Thematic content Life-threatening event 4 3.7 2 2.4 .7 (b)
Recreation/Exploration 12 11.1 10 12 .84 ()
Relationship 1| 102 | 18 | 217 | 046¢a)
Achievement 72 66.7 49 59 .28(a)
Shame/Guilt 1 9 1 1.2 1 (b)
Unclassified 7.4 4 4.8 .6 (b)
Relational orientation Intrapersonal 69 65.7 36 45.6 006 (a)
Interpersonal 36 34.3 43 54.4
Specific narrative 23 21.3 1 13.3 15 (a)
Integration of meaning 50 46.3 30 36.1 16
* See the index in brackets for the test used: (a) Chi square; (b) Fisher exact test
Table 4
Correlations between priming-related variables and SDFP characteristics by Groups
1 2 3 4
Group 1 Horisontal Vertical Horisontal Vertical
Individualism individualism collectivism collectivism
Autonomy 22" -.03 -.07 -.2"
Relatedness 17 -.08 377 .01
Competence 24" -.03 -.06 -.24"
I-language 2 -.04 .01 -16
Group 2 1 2 3 4
Overgenerality .07 .03 27 26"
Temporal distance (months) -1 13 04 -.23"
Vividness .16 -.22° 15 .02

*The correlation is significant at p<0.05; ** at p<0.01
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Table 5
Binomial regression for SDFP and Individualism/Collectivism parameters
Factor | Estimate | Std. Error | z value | Pr(cle)
Overgenerality
Horisontal.collectivism 07 .03 2.7 .007
(Intercept) -1.06 .96 -1.1 3
Vertical.collectivism .05 .02 1.89 .058
(Intercept) 32 0.65 49 .62
Integration of meaning
Vertical.collectivism -.04 .02 -2.03 04
(Intercept) .69 52 133 18
Discussion “I-language” and one of the Individualism measures

This pilot cross-sectional online study aimed at eval-
uating the effect of collectivistic/individualistic atti-
tudes on the content and phenomenological characteris-
tics of self-relevant mental images of the future (SDFPs)
and tested a hypothesis that implicit activation of collec-
tivistic/individualistic cultural identities would change
the SDFP content accordingly.

We found out that almost one fourth (24.08%) of
the SDFPs consisted of 2 to 7 words and lacked epi-
sodic detail even though the participants received were
directly instructed to describe a plausible self-relevant
future event as specifically as they could so that a
stranger could imagine it vividly. This large percent-
age of overgeneral descriptions may be explained by
the online design of the study when people chose not
to spend time on fulfilling this effort-consuming task,
or some other problems with the procedure (e.g. the
presence of undiagnosed and non-reported mental dis-
orders). In our previous study in a sample of substance-
dependent and healthy adults the number of these de-
scriptive caption-like SDFPs did not exceed 16 % in
a healthy subsample and 12% in a clinical subsample,
although the study had an online design either [37]. So,
this finding may need additional investigation. There-
fore, an explanation that this surprising overgenerality
might relate to the inherent characteristics of a Russian
sample may not be feasible in our case. Nevertheless,
after correction for these SDFPs, the findings changed
insignificantly.

An additional research question that we pursued was
whether the adopted priming procedure would be effec-
tive for Collectivism/Individualism priming in an online
setting. The two groups were expected to show increases
in the INDCOL levels of Collectivism and Individual-
ism, correspondingly. There was indeed a statistically
significant increase in Horizontal Collectivism (HC)
(p=0.048) in Group 2, but all the other measures were
similar between groups. Whereas overall theme distribu-
tion and the pairwise SDFP theme comparison revealed
no differences between groups (p >0.05) (tab. 3), Group
2 tended to generate more SDFPs about relationship
(21.7 % v 10.2% in Group 1) and provided significantly
more interpersonal (54.4% v 34.3%) and fewer intraper-
sonal narratives (45.6% v 65.7%) than Group 1 (tab. 3).
We also found a significant positive correlation between
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(Horizontal Individualism, HI). Given the differences in
SDFP content and correlations between INDCOL lev-
els, psychological need satisfaction and lexical variables,
these findings provide preliminary evidence that our
priming task did evoke the individualistic/collectivistic
cultural identities in the participants even though this
effect was not quite evident.

It is worth mentioning that the groups did not dif-
fer by age which fell within the range of 30-40 years.
The whole sample median age equaled 36 years [Q1=29;
Q3=44]. This Y-generation or the First Non-Soviet
Generation [5] was brought up within the period of
great socio-economic turbulence and high uncertainty
following the end of the Soviet Union. Their social situ-
ation of development was much different from the previ-
ous generations which were more inclined towards col-
lectivistic values [26]. Since the late 1970s, collectivistic
attitudes got gradually replaced by more individualistic
ones [26; 31] and got even more thwarted at the edge of
the centuries [6; 20]. The studies of the Russian Y-gen-
eration have consistently shown a co-existence of both
Individualist and Collectivist attitudes in their mental-
ity [7; 8]. In line with other studies [4; 8], our sample
tended to have higher levels of Horisontal Individualism
(45 [Q1=40; Q3=49]) and Horisontal Collectivism (38
[Q1=33; Q3=42]) with lower levels of Vertical Individ-
ualism (33 [Q1=28; Q3=37]) and Vertical Collectivism
(28 [Q1=22; Q3=35]). This ambiguity of competing cul-
tural identities may be the reason why our priming task
effects on the participants’ self-relevant future thinking
turned out to be less evident than we expected. This con-
flict or, vice versa, an attempt to integrate the compet-
ing attitudes may also explain some of the other findings
presented below.

As expected, the between-group comparison failed
to elicit any priming effect on most phenomenological
(temporal distance; valence of emotional response; viv-
idness; importance for identity) SDFP characteristics.
However, overgenerality had interesting associations
with both Collectivism variables in the Collectivism-
primed group (Group 2) (tab.4). There was also a mild
but statistically significant effect of the collectivistic
orientation on future thinking overgenerality among all
participants. The Vertical Collectivism growth in Group
2 was associated with a shortened temporal distance in
SDFPs, i.e. the participants with a stronger orientation
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towards the priority of collective values over personal
ones might experience difficulties imagining long-term
SDFPs. Lack of specific detail in vague and abstract
images of the future seems to enable people with emo-
tional disorders to overcome future-related negative af-
fect which may arise due to cognitive distortions (nega-
tive forecasting and catastrophizing) that are typical of
people with anxiety and depressive conditions [9; 24].
Several studies found the relationship between depres-
sive symptoms and Collectivism in the Russian-speaking
samples [1; 21].

On the other hand, it is argued that episodic future
simulation itself seems to induce higher anxiety in sub-
jects through facilitation of uncertainty feelings and
fear of the unknown [10]. The terror-management and
personal uncertainty theories [23] consistently found
that uncertainty feelings lead to strengthening of one’s
cultural beliefs and values, and an increase in identifica-
tion with cultural groups. Taking into account that our
study was carried out in a presumably healthy rather
than clinical sample, the association between future
thinking overgenerality and the Collectivism variables
in Group 2 may also be viewed as reflecting a parallel ef-
fect of overcoming uncertainty-induced anxiety through
identification with a collective. It may also be noted that
this effect was absent in the Individualism-primed group
which may evidence an augmentative effect of Collectiv-
ism priming on overcoming future-induced uncertainty.

As depression and anxiety symptoms are strongly as-
sociated, they may play some part in mediating the Col-
lectivism effect on future thinking, which may become
a subject of future studies. These studies should include
measures of positive/negative affect or depression/anxi-
ety as manipulation checks to substantiate the hypoth-
eses presented above.

It is also interesting that Collectivism seemed to hin-
der the participants’ ability to make meaning of their self-
relevant future events. This finding may be closely relat-
ed to the identified overgenerality of the future thinking
which might interfere with the meaning making process.
Furthermore, collectivistic cultures are strongly associ-
ated with an indirect communication style when people
tend to avoid explicit statements and guide themselves
with the non-verbal context when interacting with each
other [17]. Given the association between Collectivism
and overgenerality, we may assume that in Vygotskian
terms [2], the participants with higher Collectivism lev-
els seemed to avoid explicating (exteriorizing) their in-
terior speech about their future and to avoid reflecting
on it.

The basic psychological need levels did not differ
between the Groups (Fig.1), although we had expected
to find priming-related differences in Relatedness and
Autonomy levels. Nevertheless, we found weak but sig-
nificant correlations between Individualism/Collectiv-
ism measures and feelings of psychological need satisfac-
tion in Group 1. In line with our hypothesis, Autonomy
and Competence correlated positively with HI, and
negatively with VC.

We also found quite an unexpected positive asso-
ciation between Horizontal Collectivism and Related-

110

ness need levels in the Individualism-Primed Group
(Group 1). This finding may well be explained by the
same mechanism of trying to compensate for the fu-
ture-induced uncertainty and related anxiety [10]. As
Group 1 enjoyed no additional augmentation of collec-
tivistic identity through the Collectivism priming, the
participants might have found a different way of coping
with these aversive feelings through higher reliance on
their collectivistic values, which co-existed with the
individualistic ones in our sample, although they were
less prominent.

A recent large-scale meta-analysis demonstrated
that it was the ability to receive social support that
was the main protective factor for depression [13].
Since the individualistic orientation hinders the ca-
pacity to apply for and receive social support, we may
assume that within the Individualism priming condi-
tion, the participants try to unconsciously compen-
sate for the risks of social isolation and depressive re-
sponse by activating the need for Relatedness and the
associated collectivistic attitudes. This kind of coping
through an increase in reliance on social support is as-
sociated with higher Collectivism levels in Russian-
speaking samples with comparable sociodemographic
characteristics [3].

Limitations. 1) The results of this study may be
extrapolated only on people with higher education,
residents of large cities and interested/ working in
the field of psychology. 2) For the trial convenience
purposes, the design of this pilot study excluded a No-
Priming group that would be an obligatory extension
should this study be replicated. 3) The SDFP self-
assessment included several one-item scales with lim-
ited reliability. The justification for this methodology
in this kind of studies, please, see elsewhere [37]. 4)
The INDCOL test was used despite the poor fit of the
theoretically expected structure as found in an earlier
study [7]. Nevertheless, the same authors advocated
its use for research purposes, and it is widely accepted
in Russia. Internal reliability of the scales was satisfac-
tory in our study. 5) The rater agreement was found to
be satisfactory but needs to be improved should the
study be replicated. It could be done through inclu-
sion of specific rater training rather than simple oral
and written instruction.

Conclusions

We found some effect of cultural identity priming
on the thematic content, relational orientation, and
specificity of self-relevant images of the future — Self-
defining future projections. The Collectivism Priming
seemed to be more pronounced although there were
some expected correlations between the Individualism
levels and the feeling of Autonomy and Competence
psychological need satisfaction. The collectivistic cul-
tural identity seemed to increase future-thinking over-
generality, shortened temporal distance future images
and hindered the reflection on their personal future in
our participants as in line with the collectivistic orien-
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tation responsibility for the future is handed over to
society. On the one hand, this may reduce anxiety, and
on the other, this may thwart self-efficacy — the most
important protective factor for depressive conditions.
On the contrary, the individualistic orientation implies
taking responsibility for the self, but it may simultane-
ously increase the need for Relatedness and social sup-
port (protective factors for depressive disorders) in a
compensatory manner. It is important to emphasize
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B nmsoTHoM mornepedyHoM OHJIAMH-UCCACIOBAHUY MPEAIPUHUMAECTCS MOIbITKA IPOSICHUTD POJIb
MaJIOOCO3HABAEMbIX COIMOKYJIbTYPHBIX YCTAHOBOK B PEAJM3AlMU MPOCIEKTUBHOTO MBIIIJIECHUS U
TECTUPYETCS TUIIOTE3a O TOM, YTO UMIIMITUTHAS aKTUBaIusg KoHuenuuit Muansuayanusma / Koi-
JIEKTUBU3MA U3MEHSIET COJlep/KaTebHble U JAPYrhe XapaKTePUCTUKKM 3HAYUMBIX 00PasoB JIMUHOTO
6ynyuiero — camoornpeaensiomux npoexiuii (CIIB). B uccaenosanume 2019—2020 rr. o 191 ve-
JoBeK, cpenamnii Bozpact — M=36,9 ner (SD=10,4). B I'pynme 1 ¢pukcupoBanrach MHANBUAYATUCTH-
yeckas ycranoska: 108 uenosex (11,2% mysxunn), Bodpact — M=37,6 netr (SD=1,04). B I'pynne 2 —
KOJIJIEKTUBUCTCKasl ycTaHoBka: 83 uvesnoseka (22,9% wmyskunn), Bogpact — M=36 ser (SD=1,13).
3HaUMMBIX COIMOAeMOTrpadUIecKIX Pa3IMunuil Mekay rpyinamu He oOHapyskeHo (p<0,05). /Isa
BapuaHTa OHJIANH-ONpocHUKA (C 3asaHueM Ha npaiimMunr Kosrexkrususma/VHausuayannsma coot-
BETCTBEHHO) OBLIM CJAydYaiiHbIM 06PA30M Pa30CiaHbl 00YUYAIONMMCS U IPEIIOAABATESAM POCCUIICKIX
BBICIITNX 00pa30BaTebHbIX yupeskaeHuil. Ilocie mporemypsl mpaiiMiuHra KyJIbTyPHBIX HIEHTHYHO-
creii pecrionzienTsl Koncrpyuposaian CIIB B coorBeTcTBUM ¢ PUBEACHHBIM OIIPe/leJIeHIEM U Olle-
HUBaJIM UX XapaKTePUCTUKHU. TeMaTudeckoe cojiepsKaHue, MHTErpaus CMbicaa U creinududHoCTb
CIIDB o1eHUBaINCh 9KCIIEPTAMH B COOTBETCTBUY C BAJUIHBIMU MPOIEAYPAMI KOJUPOBKU. Y POBEHD
KousnextnBusma,/Nuansunyannama ornenunadcs ¢ nomoibio Tecta INDCOL. IIponeaypa npaiiMmu-
ra okasbiBajia HeOOJIbIIOI CTATUCTUYECKH 3HAYMMbIN 3(DhEKT HA TEMATUYECKOE COJEPKAHME, MEK-
JIUYHOCTHYIO oprenTanuio u cnenuduanoctb CITB. OcobeHHo BbIpaskeHHBIM OH OBIJ B CIydyae mpai-
munra KosektuBusma, XoTs HaiieHbl 0’K1laeMble KOPPessaInn Mexay yposaem Vnansugyannsma
U 4yBCTBaMU Y/IOBJETBOPEHHOCTH OTPeOHOCTENH B aBTOHOMUU U KOMIIETEHTHOCTU. KOJLIeKTUBU3M,
[O-BUAUMOMY, YCUIUBAJ IJI00ATM3AIUIO0 IPOCIEKTUBHOTO MBIIIJIEHHS U PEISITCTBOBAJ pedieKcun
cobceTBeHHOTO Gyayiiero. MHaBUAyanusM, HalpOTUB, MPEAIoJaral MPUHATHE OTBETCTBEHHOCTU Ha
cebst, HO TIPU HTOM KOMIIEHCATOPHO yCHJIUBAJI TOTPEOHOCTH BO B3AMMOCBSI3U U COLUAIBHON MOIEPIK-
Ke KaK IPOTeKTUBHOM (aKTope IeNpecCUBHLIX cocTosHUi. [losydenHble 1anHblie BHOCAT BKJAJ B
JajpHelnee MOHMMaHUe BAXSHUSA UMITUIIUTHBIX IIPOIECCOB HA MPOCHEKTUBHOE MBIIIJICHUE U T10-
3BOJISIIOT TIPEAIIOJNOKNTh, YTO UMEHHO Oasanc 1eHHocreil Kostektupusma u Muansuayanusma ss-
JIAETCS BaKHON OCHOBOM IICUXMYECKOTO 3/[0POBbA.

Knroueswte cnoga: nipaiiMunr, npocrieKtTuBHoe Mmbituienne, Muausuayanusm, Kosiekrususm.
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(DEE) acceptance. To measure the attitudes towards DEE a Scale for Assessing University Digital Edu-
cational Environment was used (AUDEE Scale by M. Sorokova, M. Odintsova, and N. Radchikova). Aca-
demic motivation was evaluated by “Academic Motivation Scales” Questionnaire (by T. Gordeeva, O. Sy-
chev, and E. Osin). Study-related experiences were measured by Activity-Related Experiences Assessment
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Introduction

The digital revolution has opened up new opportu-
nities for education, quickly and significantly changed
it. The digital transformation of education includes the
process of using digital tools. In modern cultural and
historical conditions, a digital instrument is becoming a
familiar cultural instrument. As L. Vygotsky and A. Lu-
ria stated: “A cultured person has nothing to strain his
sight to see a distant object — he can put on glasses for
this, look through binoculars or take a telescope; he does
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not need to listen to the distance, run as fast as he can to
convey the news — he performs all these functions with
the help of those instruments and means of communica-
tion and transportation that carry out his will. All arti-
ficial tools, all cultural environment serve to expand our
senses, and a modern cultured person can afford the lux-
ury of possessing them” [35, p. 156]. The luxury of pos-
sessing digital tools expands our capabilities, generates
new pedagogical practices and forms a new social devel-
opmental situation. In such a way, digital technologies
arise, on the one hand, as part of the historical heritage
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of human activity, mediated by tools, and on the other,
as powerful multifunctional intermediary means, which
significantly expands human capabilities, including in
the field of education.

T. Blayone states that modern information tech-
nologies, as it were, function “between” people and their
environment, increasing opportunities and contribut-
ing to both interiorization (construction of individual
thinking) and exteriorization (the ability of a person to
restructure internalized schemes and reintroduce them
into the environment in the form of ideas, artifacts, etc.)
[5]. All this occurs against the background of a cultural
shift (disruption of the existing balance of the cultural
system), in the conditions of a transition from a stable
state to an unstable one, and can contribute to both the
development of culture, an increase in its creative poten-
tial, and stagnation, or even destruction [27]. What is
happening in the field of education can be described as a
“local cultural revolution” (according to M. Saraf [27]),
which inevitably includes a set of profound qualitative
changes in education, as a result of which there is a re-
structuring and transformation of the entire structure of
education and its relationships with other areas of life.

The specificity of the new social situation of devel-
opment requires a revision of views on the process of so-
cialization and the introduction of the concept of “digital
socialization” [29]. Digital socialization is understood as
“the process of mastering and appropriating a person’s
social experience acquired in online contexts, mediated
by all available digital technologies, reproducing this ex-
perience in mixed offline / online reality and forming his
digital personality as part of a real personality” [29, p. 76.].
The problem of digital socialization at a new historical
stage in the development of society includes a wide range
of issues. These are issues of acceptance / rejection of new
technologies; attitudes towards innovation; motivation
to study in a digital educational environment (DEE);
the quality of experience as characteristic of educational
activity; moral codes (academic honesty / dishonesty)
as universal components of human culture; the ability to
quickly adapt to the changing conditions of digitalization.
This is also the problem of satisfaction with online learn-
ing; the effectiveness of the use of information and com-
munication technologies, their assessments and factors
that determine this effectiveness.

An integrated approach that has become widespread
recently [7, 20] proposes to determine the efficiency of
online learning as a set of two indicators: the level of
knowledge, skills, and abilities and student satisfaction
with the experience of online education. Academic per-
formance was often considered in the research, possibly
due to its easy availability, while satisfaction with online
education and convenience of work in a DEE were rarely
examined. That is why students’ attitudes towards the
DEE were taken as the indicator of e-learning perfor-
mance in this work. Students’ attitudes towards DEE,
acceptance of DEE are even more important because
without acceptance and positive attitude good educa-
tional results are impossible.

In such a way, the main question of interest for sci-
entists working in this field concerns the prerequisites
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and factors of DEE acceptance. According to cultural
historical activity theory (CHAT) that includes L. Vy-
gotsky’s cultural historical theory and A. Leontiev’s Ac-
tivity Theory, one of the key prerequisites is motivation.
Intrinsic motivation is essential because intention, in
fact, is a verbal representation of the future action re-
sult. However, the intention represents an order to one-
self (“I will do this”) and marks a very important step in
correct development of human motivation processes: the
emergence, along with external orders, of internal ones,
that is, the internalization of speech motivation [24,
p. 53]. As the next step in complicating the motivational
structure of human actions is mediation our motives by
acts of social evaluation, extrinsic motivation is also im-
portant. External and internal motivation, correlated
with the level of social culture of the individual, contrib-
ute to the mutual enrichment of all participants in the
educational process. As a result, students from passive
recipients of knowledge, skills and abilities become ac-
tive participants in online learning.

Anotherimportant concept for CHAT is “perezhivanie”
(experience), which is often not translated into English
(e.g., [14]) and has German analogs “das Erleben”, “das
Erlebniss”. The concept perezhivanie “allows us to further
consider consciousness as a self-generating system that
is developed as a new human quality that emerges along
with ongoing social life” [14, p. 3]. Perezhivanie appears
during human action; it involves emotions and cognition
within a complex psychical network that is never defined
as a result of a single external cause. The state of experi-
ence (perezhivanie) is similar to a state of flow [9] — a state
of concentration or complete absorption with the current
activity and the situation. It is considered that the flow
state is an optimal state of intrinsic motivation, where a
person is fully immersed in what they are doing. Some-
times flow experience is characterized as the optimal ex-
perience. As optimality could be understood in three dif-
ferent ways [18] as 1) effectiveness, i.e., the achievement
of a certain result, 2) positive emotional balance, maxi-
mizing positive emotions and minimizing negative, and 3)
inclusion in the sense contexts of your own life as well as
the lives of other people and society in overall, connection
with the past and the future, in the experience of flow all
three components are united. Notice that optimal experi-
ence includes sense contexts that are close to Vygotsky’s
notion of senses (a dynamic system of senses that includes
a motivational (affective) side, the will, the dynamics of
action and the dynamics of thinking [14]). In such a way,
motivation is closely related to experience (perezhivanie)
in specific activities [19].

Another factor of acceptance / rejection of online
learning is moral codes (academic honesty / dishonesty)
as universal components of human culture. According to
CHAT the concept of moral identity is culturally biased
[16, 25]. Ethics and moral codes remain critical and uni-
versal components of human culture and have a strong
imprint in language [28]. Language (labeling) plays a
great role because mediators (material or symbolic) are
considered intrinsic components of higher mental func-
tions. This influence could be found in different mecha-
nisms of moral disengagement [4]. Some studies have
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shown that most violations of ethical standards occur
during online examinations [22]; in a networked en-
vironment in general, as many of the characteristics of
online technology increase the potential for dishonest
behavior. At the same time, students in the online envi-
ronment are less likely to admit that their actions were
wrong [1]. However, some researchers have shown that
the Internet and other digital tools are means, but not
causes of academic dishonesty [33]. Other factors also
contribute to the use of dishonest strategies. For exam-
ple, under such social norms, where their use is consid-
ered acceptable [21]; in collectivist cultures, where there
is a greater tolerance for dishonest strategies and moral
attitudes towards mutual assistance are widespread [3].
In general, the cultural context plays an important role
in shaping students’ attitudes towards academic dishon-
esty: how acceptable dishonest behavior is and what is
meant by morality / immorality [8].

Adaptability allows to reflect the process and results
of internal changes, external active adaptation, and self-
change of the individual to new conditions of existence
and may be important too. Adaptability to learning in
a digital educational environment presupposes an opti-
mal combination of internal (subjective) and external
(environmental) conditions. On the part of the subject
of educational activity, there may be resistance to the
introduction of information and communication tech-
nologies. Globally, resistance to the introduction of new
technologies into culture is in fact resistance to moder-
nity, which prevents successful adaptation to changing
environmental conditions [13].

Summarizing all of the above, we note that one of the
specific tasks of psychological science is to highlight the
prerequisites for the acceptance of digital educational
technologies in new cultural and historical conditions.
Based on cultural historical activity theory, such prereq-
uisites are motivation to learn in a digital educational
environment [24]; experiencing pleasure and meaning-
fulness of learning activities in new conditions [19]; mor-
al codes (academic honesty) as universal components of
human culture [8] and the ability to quickly adapt to ed-
ucational activities in the context of digitalization [13].

Method

Participants

406 students of Moscow State University of Psy-
chology and Education took part in the investigation
(90,1% female). All of them complete online courses on
mathematical methods in psychology. The average age
was 28,7£9,6 years (median = 24 years, mode = 20 years)
varying from 19 to 72 years. The data was obtained in
September-December of 2020 when the University
worked in distance mode. The database is available at
RusPsyDATA [31].

Instruments

To measure the attitudes towards the DEE a special
Scale for assessing university digital educational envi-
ronment was used (AUDEE Scale by M. Sorokova, M.
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Odintsova, and N. Radchikova, 2021 [32]). AUDEE
Scale has six subscales: “DEE Learning Process Satisfac-
tion”, “DEE Communication Satisfaction and Learning
Motivation”, “DEE Stress Tension”, “Need for Support
in the DEE Learning Activities”, “DEE Dishonest Strat-
egies Prevalence”, and “DEE Accessibility” as well as the
total score indicating the degree of positive attitude.

Academic motivation was evaluated by “Academic
Motivation Scales” Questionnaire (by T. Gordeeva,
O. Sychev, and E. Osin, 2014 [15]) based on self-deter-
mination theory describing the intrinsic and extrinsic
motivation of academic activity. It is assumed that dif-
ferent types of motivation related to needs are satisfied
by the nature of the learning activity (such as needs for
cognition, achievement, and personal growth) and needs
external to learning (such as needs for autonomy and
self-respect). The Questionnaire has seven scales, includ-
ing three scales measuring types of intrinsic motivation
(intrinsic cognition, achievement, and personal growth),
three scales measuring extrinsic motivation (motivation
for self-respect, introjected, and external regulation),
and an amotivation scale.

Study-related experiences were measured by Activi-
ty-Related Experiences Assessment technique (AREA)
developed by D. Leontiev and his colleagues in 2018
[18]. This technique allows to determine four different
experiences one could have when studying: Effort, Plea-
sure, Meaning, and Void. The experience of effort tells
us about the effectiveness of the activity, the experience
of pleasure — about its pleasantness, and the experience
of meaning — about its involvement in more broad con-
texts. The absence of all three components is manifested
in the experience of emptiness (void), which could be de-
scribed as psychic entropy, a sensation being a victim of
uncontrolled processes [18, p. 57].

Moral behavior was evaluated with the help of
Moral Disengagement Questionnaire (MD-24) based
on A. Bandura’s concept of moral disengagement and
adapted by Y. Ledovaya and her colleagues in 2016 [17].
According to A. Bandura’s concept of moral, disengage-
ment has eight different mechanisms: Moral Justifica-
tion, Euphemistic Labelling, Advantageous Comparison,
Displacement of Responsibility, Diffusion of Responsi-
bility, Distortion of Consequences, Dehumanization,
Attribution of Blame.

Students’ adaptability was accessed by a special ques-
tionnaire that includes two scales: adaptability to the study
group and adaptability to the educational activity devel-
oped in 2010 by T. Dubovitskaya and A. Krylova [12].

Statistical packages SPSS V.23 and SAS JMP 11.0.0
were used for statistical analysis.

Results and discussion

Descriptive statistics for all measured variables are
presented in Table 1. Average values of Moral Disen-
gagement Scales lie in the range between 1,5 and 3,1 that
corresponds with the data obtained by Y. Ledovaya et al.
[17]. The scores for adaptability to the study group and
adaptability to educational activities are also similar to
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those obtained by T. Dubovitskaya and A. Krylova (12,0
and 10,6 respectively) [12]. The results of motivation
measurement are higher for some scales and lower for
some scales than the results of T. Gordeeva et al. [15]. For
example, achievement motivation is two points more for
our sample, introjected motivation is two points less, but
the difference between the means lies within two points.
Cluster analysis (k-means) was used to divide all the
participants into groups on the basis of their attitude to-
wards DEE (AUDEE Scale). All AUDEE subscales were
used. All of them were standardized because of different
ranges. The results show that two different attitudes to-
wards DEE (two clusters) could be distinguished (pict. 1).
One group of participants (cluster 2, N = 221) is character-
ized by the satisfaction with the learning process and com-
munication above average, by learning motivation above
average, by high evaluation of DEE accessibility, by stress

tension below average, by need for support below average,
and by low estimation of dishonest strategies prevalence.
It could be assumed that the members of this group accept
DEE technology, and therefore it may be called an Accep-
tance group. The other group of participants (cluster 1,
N = 185) is characterized by the satisfaction in the learn-
ing process and communication below average, by learn-
ing motivation below average, by low evaluation of DEE
accessibility, by stress tension above average, by need for
support above average, and by high estimation of dishon-
est strategies prevalence. All this indicates that the mem-
bers of the group try to resist DEE technology and avoid
it. Further, we will refer to it as Resistance group.

To determine what characteristics are specific for
each group Student’s ¢-test was applied. The comparison
of the two groups (table 2) shows that they differ almost
in all study-related experiences: pleasure experience

Table 1

Descriptive statistics for all measured variables: mean * standard deviation, median [lower quartile;
upper quartile], minimum, and maximum (N=406)

. . Me .
Questionnaires and scales M *=SD [LQ; UQ] Min Max
Activity-Related Experiences Assessment technique (AREA)
Effort 12,8 = 3,4 13 [11; 15] 3 18
Pleasure 11,5 +39 12 [9; 14] 3 18
Meaning 14,0 + 3,7 15 [12; 17] 3 18
Void 77436 7[5; 10] 3 18
“Academic Motivation Scales” Questionnaire
Intrinsic cognition 16,6 £ 3,0 17 [15; 19] 4 20
Achievement 15,9 £ 3,1 16 [14; 18] 4 20
Personal growth 16,1 + 3,1 16 [14; 19] 4 20
Self-respect 13,6 + 4,1 14 [11; 16] 4 20
Introjected motivation 11,2+39 11 [8; 14] 4 20
External regulation 92+37 91[6;12] 4 20
Amotivation 71 +£34 6[4;9] 4 20
Students Adaptability in the Higher Educational Establishment
Adaptability to Study Group 12,0 £3,3 13 [10; 15] 0 16
Adaptability to Educational Activities 10,9+ 3,8 12 [8; 14] 0 16
Moral Disengagement Scale (MD-24)
Moral Justification 22+13 2[1;3] 1 7
Euphemistic Labelling 1,509 111;2] 1 7
Advantageous Comparison 29+ 14 312;4] 1 7
Displacement of Responsibility 24+1,3 21; 3] 1 6
Diffusion of Responsibility 2,4+1,3 2[1; 3] 1 7
Distortion of Consequences 20+1,3 2[1; 3] 1 7
Dehumanization 24+15 2[1; 3] 1 7
Attribution of Blame 3,1+1,6 3[2; 4] 1 7
AUDEE Scale
DEE Learning Process Satisfaction 45,7185 46,0 [40; 52] 13 60
DEE Communication satisfaction and Learning Motivation 19,4 £ 6,2 19,5 [15; 24] 7 35
DEE Stress Tension 20,5+ 6,6 20,0 [15; 25] 8 40
Need for support in DEE learning activity 14,2 £ 4,6 14,0 [11; 17] 6 28
DEE Dishonest Strategies Prevalence 16,7 £ 3,8 16,0 [14; 19] 7 30
DEE Accessibility 21,4+30 22,0 [20; 24] 11 25
AUDEE Scale total score 133,1 £23/4 134 [116; 150] 54 184
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Pict. 1. k-means cluster analysis results

and meaning experience are significantly higher for Ac-
ceptance group, Void experience is significantly lower.
However, there is no difference in effort. That may be
interpreted in a way that both groups highly appreciated
the effectiveness of their activities in the digital educa-
tional environment due to perseverance.

Almost all kinds of motivation were higher in Ac-
ceptance group compared to Resistance group, and amo-
tivation was respectively lower. The only exception is
introjected motivation. This means that the Acceptance
group is characterized by more pronounced aspirations:
to learn new things, to achieve high results in studies,
to develop their abilities, in contrast to the Resistance
group. At the same time, for those and others, educa-
tional activity is based on a sense of duty to significant
people.

It is interesting that the adaptability to the study
group does not differ, but the adaptability to learning
process is one point higher for Acceptance group.

The comparisons of different moral disengagement
mechanisms show that although the differences in mean
values are not big (from 0,2 to 0,4 scale points), they are
statistically significant for euphemistic labelling, dis-
placement and diffusion of responsibility, distortion of
consequences, and dehumanization. All mechanisms of
moral separation are more pronounced in the Resistance
group than in the Acceptance group. Moral responsi-
bility that discourages academic dishonesty reduces its
use, but can be neutralized through various mechanisms.
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Thus, the Resistance group believes that in fact the use
of dishonest strategies is not a deception (Euphemistic
Labelling); and the appropriation of other people’s ideas
is not such a serious offense (Distortion of Consequenc-
es); that dishonest strategies are provoked by educators
or fellow students (Displacement of Responsibility); and
that everyone uses dishonest strategies (Diffusion of Re-
sponsibility); some people can be dispensed with with-
out ceremony (Dehumanization).

It may be supposed that the Resistance group ap-
preciates the mechanisms of moral disconnection more
highly due to the belief that the Internet increases the
tendency to neutralize moral responsibility (“the online
disinhibition effect” [33, 34]). The mechanism of dehu-
manization emerges due to difficulties in identifying a
person, a certain impersonality of the image of a person
in the digital environment. However, these assumptions
require additional research.

O. Dremova and her colleagues showed that the use of
dishonest strategies may be due to negative experiences
in learning activities (fear, boredom, dislike for learning
activities, etc.) [10, 11]. Positive experiences in learn-
ing activities (interest, inspiration, satisfaction with the
learning process, etc.) prevent the use of dishonest strate-
gies. This is confirmed by the data obtained in our study
for the Resistance group: reduced satisfaction with the
educational process and communicative interaction, pro-
nounced stress intensity, the experience of emptiness and
meaninglessness of educational activity.
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Table 2

Descriptive statistics (mean * standard deviation) and the results of comparison of two groups
(Student’s test £-value and probability level p)

Mean * Std.Dev.
Variable Acceptance group | Resistance group t p
(N=221) (N=185)
Age, years 28,4+9,2 29,0 + 10,1 -0,6 0,5687
Activity-Related Experiences Assessment technique (AREA)
Effort 12,8 £3,5 12,8 =34 -0,1 0,8844
Pleasure 135+ 3,0 9,1+34 13,7 0,0001
Meaning 153+27 12,4 4,1 8,7 0,0001
Void 6,3+28 94 +36 -9,9 0,0001
“Academic Motivation Scales” Questionnaire
Intrinsic cognition 17,4+£26 15,7 £ 3,1 5,9 0,0001
Achievement 16,5+ 3,1 15,1+ 3,0 4.5 0,0001
Personal growth 16,8 + 3,0 152+29 5,6 0,0001
Self-respect 14,2+ 4,3 13,0 £3,8 2,8 0,0060
Introjected motivation 11,2+ 4,1 11,2+ 3,7 -0,1 0,9169
External regulation 89+39 97+35 2.1 0,0328
Amotivation 6,2+28 8,1+38 -5,9 0,0001
Students Adaptability in the Higher Educational Establishment
Adaptability to Study Group 12,2+32 11,7+ 3,3 1,6 0,1149
Adaptability to Educational Activities 11,3+ 3,7 10,3+ 3,8 2,6 0,0091
Moral Disengagement Scale (MD-24)
Moral Justification 22+14 22+13 -0,3 0,7792
Euphemistic Labelling 1,4+0,8 1,6 1,0 -29 0,0044
Advantageous Comparison 29+15 30+13 -0,8 0,4216
Displacement of Responsibility 22+12 26+13 -27 0,0069
Diffusion of Responsibility 2,2+1,2 26+1,3 -3,6 0,0004
Distortion of Consequences 19+12 23+14 -3,2 0,0013
Dehumanization 22+14 26+1,5 -3.1 0,0022
Attribution of Blame 30+17 32+15 -1,3 0,1991

Thus, the Acceptance group is characterized by satis-
faction with the educational process and communicative
interaction in the DEE, high ratings of the DEE avail-
ability, a sense of security, and independence (no need for
support in the DEE). Specific features for this group are
the following: experiences of pleasure and meaningfulness
of educational activity in the DEE; increased motivation
to learn new things, to achieve high results in studies, to
develop their abilities; sufficient adaptation to the educa-
tional process), and lower ratings for the use of dishon-
est strategies. The Resistance group is characterized by
insufficient satisfaction with the educational process and
communicative interaction in the DEE, low assessments
of accessibility, stress, and a pronounced need for support.
This group differs by the experience of emptiness and
meaninglessness in educational activity, reduced motiva-
tion, insufficient adaptation to the educational process,
but sufficient adaptation to the educational group; by us-
age of some mechanisms of moral separation to neutralize
moral responsibility. However, this group is characterized
by tenacity and perseverance when working in DEE.

To determine what are the most important character-
istics that distinguish Acceptance group a classification
tree was built. Classification (or decision) tree analysis is
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a statistical method which repeatedly splits up a sample
into subgroups [6, 26]. The resulted tree for Acceptance
group is presented in pict. 2, including the classifica-
tion variable and the cut point for each split. Within
each node the proportion of participants who have got
to the Acceptance group between the baseline and fol-
low-up assessments is shown. The model appeared to be
very good (AUROC = 0,82; sensitivity = 77%, specific-
ity = 76%, positive predictive value = 79%).

The model (pict. 2) shows that the main predic-
tors to get into the Acceptance group are motivation
(Achievement motivation and Self-Respect motivation)
and study-related experiences (Pleasure and Void).
Achievement motivation of more than 16 points (ime-
dian value, table 1) increases the chance to get into the
Acceptance group from 41,2 % to 63,5 %. For highly mo-
tivated students (Achievement motivation > 16 points),
pleasure experience is the most important construct. If
the pleasure is equal or more than 12 points (median
value, table 1), then the chance to get into the Accep-
tance group increases from 31,3 % to 79,5 %. Very high
Self Respect motivation that represents extrinsic moti-
vation (more than 16 points, i.e., more than the upper
quartile, table 1) increases chances to get into the Accep-
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tance group for more than 10 % (from 74,3 % to 88,3 %).
The minimal chance to get into the Acceptance group
(3,6 %) is predicted for students with Achievement mo-
tivation below average (less than 16 points), pleasure
study-related experience lower than 9 points (less than
low quartile), and void study-related experience equal to
or more than 11 points which is higher than upper quar-
tile. This chance is a little higher (23,1 %) if Void study-
related experience is less than 11 points.

The risk group with predicted chances to get to the
Acceptance group around 8 % is characterized by suffi-
ciently high intrinsic motivation (Achievement motiva-
tion > 16 points) but low pleasure study related experi-
ence (less than 12 points) and high void study experience
(more than 10 points). All this shows that motivation
and activity-related experience are important prerequi-
sites for new educational technology acceptance. Adapt-
ability and moral behavior are less important for the
prediction of DEE acceptance / rejection. Firstly, this
is due to the already accomplished shift in the culture of
society, where information technologies have been wide-
ly introduced for several decades. The participants of our
study, having passed through the “threshold” state be-
tween two stages of cultural development (pre-informa-
tional and informational), adapted to these conditions
in their daily activities. They have space for individual
transformation in the educational environment. After
all, “an adult is not only connected with the environment
by thousands of intimate connections — he himself is its
product, his essence is in the essence of his environment”
[35, p. 130]. “The environment, as it were, grow inward,
behavior becomes social, cultural, not only in its content,
but also in its mechanisms, in its techniques” 35, p. 157].
Such “growing inward” involves the process of adapta-
tion to new conditions. At the present stage, there is an
increase in the overall level of digital competencies, a
culture of digital citizenship is being formed [29] regard-
less of age [30]. Second, the use of dishonest strategies
in education is global and widespread throughout the
world. increasingly, students see certain acts of academ-
ic dishonesty as appropriate, common and acceptable in
education, regardless of whether they accept or not ac-

cept the digital learning environment [2]. In addition, it
is possible that collectivism [23], characteristic of Rus-
sian culture, is a sufficiently significant factor predicting
joint forms of academic dishonesty.

Conclusion

As we can see, the predictions of cultural historical
activity theory that postulates that motivation, expe-
riencing pleasure and meaningfulness of learning ac-
tivities in new conditions, moral codes (academic hon-
esty), and the ability to quickly adapt to educational
activities in the context of digitalization could be seen
as prerequisites for the DEE acceptance were empiri-
cally confirmed. The results of our research show that
the prerequisites for the DEE acceptance are the fol-
lowing: experience of pleasure and meaningfulness of
educational activity; increased motivation to learn new
things, to achieve high results in studies, to develop
their abilities; sufficient adaptability to the educational
process. Prerequisites for DEE resistance are the fol-
lowing: the experience of emptiness and meaningless-
ness of educational activity; decreased motivation;
insufficient adaptability to the educational process; us-
ing some mechanisms of moral separation to neutralize
moral responsibility.

The unifying characteristics of the two groups distin-
guished by the attitude towards the DEE (Acceptance
group and Resistance group) are persistence and perse-
verance when working in the DEE and successful adap-
tation to the study group. These characteristics can be
viewed as resources for embracing digital reality in edu-
cation, reducing tensions and determining the success of
information technology adoption.

Thus, according to the apt remark of L. Vygotsky and
A. Luria, “Culture, the environment remakes a person,
not only giving him certain knowledge. They transform
the very structure of his psychological processes, devel-
oping in him certain methods of using his own capabili-
ties” [35, p. 221]. We see that every person has these
opportunities, but not everyone can use them for their

All sample
Chance to get to the Acceptance group = 45,6%
N = 406
Achievement Motivation = 16 Achievement Mofivation < 16
Chance = 63,5% Chance = 41,2%
N =241 N =165
Pleasure = 12 Pleasure < 12 Pleasure 2 9 Pleasure < 9
Chance = 79,5% Chance = 31,3% Chance = 55,0%; Chance = 13,0%
N =161 N =80 N=111 N =54
woeilRespect || yeoespect, Void < 11 Void 2 11 Void < 8 Void 2 8 Void < 11 Void 11
Chance = 88 3% Chance = 74.3% Chance = 41,8% Chance = 8,0% Chance = 79,2% Chance = 32,8% Chance = 23,1% Chance = 3,6%
N=60 N=101 N=55 N=25 N=53 N =58 N =26 N=28

Pict. 2. Classification tree for Acceptance group; classification variables, cut points for each split, estimated risk to get
to Acceptance group, and number of participants
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intended purpose due to various reasons and barriers. To
some extent, our research allowed us to only partially
understand these reasons. In the future, it is planned to
study the “cultural capability” of modern man as a dy-
namic phenomenon, acquired in live contact with the so-
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CoriacHo TeopuH KyJIbTyPHO-UCTOPUYECKON A€ TEeTbHOCTH, MOTHBAIMS, AalITHPOBAHHOCTD, yueh-
HBIH ONBIT («IIepeKUBaHUe» ) ¥ MOPAJIbHbIE YCTAHOBKU MOTYT PACCMAaTPUBATHCST KAK TPEATIOCHIIKH JIJIsT
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Introduction ucation such as bilingual education (BE), English as a

second language (ESL) or teaching English to speak-

Teaching and learning with children who experience  ers of other languages (TESOL), and special education.
the intersection of multiple layers of difference requires ~ While these areas are distinct in many ways, they are all
knowledge and services involving multiple areas in ed- — impacted by deficit perspectives invading the education
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of bilingual children, and their disproportional represen-
tation in the high frequent disability categories [13].

This study consists of an exploration of pathways to
prepare teachers to work more comprehensively with bi-
lingual children, who are referred to as English language
learners or ELLs. As a result of lack of inclusive designs
but also a dearth of teacher preparation programs focus-
ing on this intersection, bilingual children with disabili-
ties are often forced to choose between their bilingual
and their disability learning identities [11]. To address
these issues, researchers explain, “a strong collaborative
model in which professionals with expertise in different
areas come together to solve a problem” is needed but
still lacking [7, p. vi].

Reporting on the efforts of a group of university
faculty to embark in boundary crossing across fields to
prepare teachers for inclusive bilingual education, this
study addresses two questions:

1) What boundaries surface discursively during in-
terdisciplinary work involving higher education profes-
sors and where are these boundaries located in relation
to the larger activity elements and levels at which the
efforts are nested?

2) What kinds of epistemic learning actions for pro-
ductive boundary crossing emerge in this context?

Theoretical Framework

This study draws from third-generation Cultural His-
torical Activity Theory [CHAT; 6], which is built on Vy-
gotsky’s artifact-mediated learning [16]. Artifacts, as well
as other elements such as division of labor, community, or
the activity rules are all part of a person’s activity system.
As people engage in collective activity, tensions surface and
participants enact agency, creating new ways of engaging
in collaborative activity, a process described as expansive
learning [4]. Expansive learning is characterized by seven
epistemic learning actions: (1) Questioning (criticizing or
rejecting existing practices or knowledge); (2) Analyzing
(exploring causes and explanations for its roots and devel-
opment—historical-genetic; or for its internal systematized
relations—actual-empirical); (3) Modeling the new solution
(a simplified model of a new idea offering a breakthrough
to tensions); (4) Examining the model; (5) Implementing
the model; (6) Reflecting on and evaluating the process;
and (7) consolidating into a stable new way of engaging in
practice [5, pp. 383—384]. These actions are often used in
cycles of collaborative work where there is a shared object
to make learning apparent [7]. For this study, the evolving
object was to prepare teachers to address the needs of bilin-
gual children with and without disabilities.

Defining Boundaries

Boundaries refer to discontinuities and separation
between the inside and outside of a community [14].
According to CHAT, boundaries are potential sources
for learning as participants who work together toward
a shared object engage in boundary crossing efforts [4].
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The transfer of knowledge across boundaries is complex
and requires developing common meanings and transforma-
tion of knowledge [14]. That is, knowledge sharing involves
collective creative actions leading to “incremental change
and the improvement of future outcomes of activities” [ 10,
p. 117]. In this experience, we use the concept of boundaries
as those temporal and spatial emerging locations of change,
which can trigger learning and development [9].

Studying Boundary Crossing

Studies looking at the process through which boundar-
ies appear showed that participants might indirectly express
boundaries through discursive means [8;9]. Expressions can
act as landmarks of boundaries in collaborative work across
systems [8]. Tt is important to also connect the discursive
landmarks of boundary expressions to the larger activity
through its elements to establish the connection [8].

Boundary crossing has been studied along four learning
mechanisms [1;2]: (1) Identification: (Re)defining the way
in which the intersecting practices are different from one
another; (2) Coordination: Means and procedures sought
to assist in different elements working together; (3) Re-
flection: Mutually describing the involved practices and
willingness to employ others’ perspectives; And (4) trans-
formation: Change materializes in the existing practices.
These different mechanisms could be studied together with
three levels of interaction: The institutional level (crossing
actions originated in from multiple organizations), the in-
terpersonal level (crossing actions between groups across
systems), and the intrapersonal level (crossing actions ini-
tiated by people in intersecting practices) [1, pp. 247—248].

Expansive Learning and Mechanisms
of Boundary Crossing

When the collaborative effort in expansive learning
aims to promote boundary crossing, then arising tensions
center on surfacing the boundaries and taking action to
cross them, creating new ways of working together. The
epistemic actions that describe learning during expan-
sive learning cycles [5] can hence be connected to those
used in defining boundary crossing learning mechanisms
[1], generating a hybrid analytical tool.

Asillustrated in fig. 1, the epistemic actions of question-
ing and analysis match the mechanism of identification in
boundary crossing as here the boundary is identified and
merely [re]defined. The learning action of modeling con-
nects with the mechanisms of coordination and reflection
where others’ perspectives are considered, and bidirectional
boundary crossing is facilitated. Lastly, the learning action
of examining and testing correspond to the mechanism of
transformation as new in-between practices are designed.

Methods

This study is rooted in the “boundary crossing change
laboratory” [CL; 8;9]. Boundary crossing CL focuses “on
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developing collaboration and communication between two
interlinked activities that are serving the same clients or
realize parts of a broader object” [15, p. 190]. In a sense, the
participants engage in collaborative work co-constructing
their shared object through boundary crossing. Learning
in this boundary crossing CL occurs through the collabo-
ration at the junction of different activity systems when
meaning making and transformation of practices take
place and participants address and cross existing boundar-
ies [1;4]. Researchers facilitate CL sessions through initial
ethnographic work used as mirror material [16] to surface
boundaries and promote the participants’ learning.

Participants and Context

The study took place in a university located in the
Northeast of the U.S. Angela, a faculty member at this
university, taught courses addressing bilingual educa-
tion in the department of special education and reading.
Angela invited Patricia, who works in a different univer-
sity, to facilitate the CL experience with her, and col-
lected the initial ethnographic data. After implementing
the first three sessions together, Angela continued the
process for three additional one-hour meetings.

Fourteen professors representing different relevant
fields participated in this research experience and two state
representatives joined the CL on Day 3. Fig. 2 shows the
university departments/programs and tab. shows partici-
pants’ pseudonyms, and their departments or positions.

1. Questionirg [ ed

stage)

7. Consolidating and
Generalizing the New
Practice

6. Reflecting on the
Process (follow up
stabilization)

5, Implementing the New
Madel [fallow up
resistance)

Transformation

A Examining and Testing
the Mew Maodel (follow
up adjustment and
ennchment )

Positionality

Angela was born and raised in Colombia and Patricia
in Spain, and both moved to the US as young adults and
learned English as a second language. Anu was born and
raised in Finland, speaks Finnish, and learned English
in school. Patricia and Anu identify as White, Angela
as Latina, and the three identify as non-disabled cisgen-
der females. Currently, Angela and Patricia’s research
revolve mostly around inclusive bilingual /bicultural
education. Anu focuses her research on organizational
studies and has extensive experience with change labo-
ratory methodologies. We found our experiences helpful
in interpreting this work, but also collaborated to moni-
tor our understandings.

Data Sources

Angela collected existing ethnographic data (i.e.,
83 minutes of video-taped interviews with five fac-
ulty members; documents from the State Depart-
ment of Education, demographics about bilingual
learners; and university program descriptions).

On Day 1 and after participants’ introductions, An-
gela and Patricia showed parts of the video as mirror ma-
terial to stimulate conversations. Consequently, they also
prepared and presented theoretical and practical tools to
assist the participants in analyzing existing boundaries
and engaging in boundary crossing. Data in the form of

Identification
{no boundary crossing—{re]define
‘ different/complementary nature)

AUVAN

: Coordination
{ideas for boundary

crossing—seeking shared
means or procedures)

AKA

2. Analysis (double bind)

3. Madeling the New
Solution [break through)

Reflection

(exchange for boundary
crossing—value and take up
another’s perspective)

{collaboration for boundary crossing—
shared problem collaborative work
andfor group identity)

LN

208

Fig. 1. Hybrid analytical tool between the expansive learning cycle and boundary crossing mechanisms [adapted from 1; 3]
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discussions and conversations from the first three CL ses-  ticipants’ indirect ways of expressing boundaries [8]. We

sions (two hours each) were videotaped and transcribed.  created a chart with these landmarks and analyzed connec-

tions to the larger activity system elements [6]. We coded

the data with three identified forms of boundaries elicited

Data Analysis from the boundary expressions: Bilingual teacher prepara-

tion, cross-disciplinary programmatic, and paradigmatic. We

To analyze the data, we first identified discourse mark- ~ then connected these to three levels of boundary expres-
ers (landmarks) manifesting boundary expressions and par-  sions [1]: Institutional, interpersonal, and intrapersonal.

University Organization
Departments and Programs Represented in Boundary Crossing Change Laboratory

SCHOOL OF ARTS SCHOOL OF HEALTH AND

ANDSCIENCES || HUMAN SERVICES
|
Special Education Elementary World Languages Communication
& Reading Education and Literatures Disorders
S S — o ———————

TESOL/Bilingual
%

Special Education Components

Special Education/Elementary

Elementary/Bilingual Education

Boundary Crossing Change Laboratory Focus:
Special Education-Teaching Students with Disabilities/ELL or Bilingual Education

Fig. 2. University organization of departments/programs represented in the CL

Participants’ departments or positions

Participant Department or Position
Robert Department of Communication Disorders
Elise TESOL Graduate Program
Lorna TESOL Graduate Program
Harriet Department of Elementary Education
Lorena Department of Special Education and Reading
Rachel Department of Special Education and Reading
Leslie Department of Special Education and Reading
Ruby Department of Special Education and Reading
Diana Interim Dean
Berta Department of Special Education and Reading
Ben High School Teacher — Chair of English Learner

Department

Ryan Department of Special Education and Reading
Gilda State Department of Education =
Marta State Department of Education
Angela Department of Special Education and Reading
Patricia Bilingual /Bicultural Education
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We used the three codes of boundary expressions to
categorize the excerpts that addressed these different
boundaries and created “word clouds” (using Word Cloud
free software) to pinpoint the main boundary topics.

We then used Engestrom’s [5] expansive learning cy-
cle of epistemic actions, which were contextualized in Ak-
kerman and Bakker’s [2] learning mechanisms as shown
in fig. 1 to define the boundary crossing own epistemic
actions. The researchers analyzed the entire data together
following a “collaborative approach” [12, p. 398].

Findings

Multileveled Boundary Crossing Efforts

and Activity Elements

While the term boundary was not used directly by the
participants, they used several terms and sentences indi-
cating landmarks of boundary expressions. The analysis
of these landmarks suggested three main forms of bound-
aries that needed to be explored and crossed. First, there
were landmarks indicating “bilingual teacher preparation
boundaries”, which the participants discussed in relation to
candidates’ possibilities -or lack thereof- to obtain teaching
certifications for inclusive bilingual education, certifica-
tion requirements, and other aspects connected to bound-
aries between institutions. Second, there were landmarks
pointing to “cross-disciplinary programmatic boundaries”,
through which the participants discussed the need to work
across disciplinary organizational units within the institu-
tion. The last group of landmarks referred to “paradigmatic
boundaries” in relation to bilingual and inclusive education
in society, education, and the world.

Landmarks of Inclusive Bilingual Teacher

Preparation Boundary Expressions

The term “cross” (or “crossing”) was used on six oc-
casions by participants to point out boundaries in inclu-
sive bilingual education: Five of the instances addressed
bilingual teacher preparation boundaries, while one
addressed cross-disciplinary programmatic boundar-
ies. For example, Lorna used the term “cross-endorsed”
three times in one turn on Day 1 to indicate how inclu-
sive bilingual education certifications could be obtained
(boundary expressions appear in cursive),

Lorna: We now have the option of students at the el-
ementary ed[ucation] level doing the special ed[ucation]
and the elementary ed[ucation] dual program, and then
coming back and doing the master’s then to get cross-en-
dorsed in ESL and bilingual ed[ucation]. One would get
cross-endorsed in bilingual elementary, but you would
not get cross-endorsed in bilingual special ed[ucation]
because it doesn’t exist in the state [Day 1, Lorna]

Here, Lorna furthered a boundary situated beyond the
educational institution. In this case, the boundary is with
the State Department of Education, who sets the rules for
certification and decides what certifications can be “cross-
endorsed”, or added to other certifications. In this way,
these rules posed a boundary, which Lorna realized could
not be crossed by the participants themselves (i.e., intrap-
ersonal level) or by altering the rules within the universi-
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ty. Rather, it required faculty to work together (i.e., inter-
personal level) to involve representatives from the state.

On Day 2, Berta questioned the issue of cross-en-
dorsement that pointed to a boundary between the insti-
tution and the State Department of Education, and tried
to explain it with these words,

Berta: [W ]hy the special ed[ucation] person couldn’t
get cross-endorsed or add a certification on the bilin-
gual...presumably it must be because they don’t have a
content area major...the bilingual certification requires
content area knowledge as well [Day 2, Berta]

Berta explained the rules around what initial certifica-
tions can accept a cross-endorsement in bilingual education.
The issue at the center was the need to have a major in a
content area. Since teacher candidates in a program lead-
ing to teaching students with disabilities (discursively ex-
pressed here as special education) did not include a major in
a content area, there was no pathway for cross-endorsement
with the bilingual extension. These rules created a tension
for the participants because they put an obstacle in their ef-
forts to prepare teachers to address the needs of bilingual
children with and without disabilities simultaneously.

In addition, the term “limiting” was used once to express
boundaries in relation to bilingual teacher preparation. This
term was introduced on Day 3 by Gilda, one of the represen-
tatives from the State Department of Education,

Gilda: [T]o be certified as a bilingual teacher you must
demonstrate proficiency in whatever the underlying non-
English language is. If I'm a bilingual teacher and I have stu-
dents in my elementary school that speak [a number of lan-
guages...] and I'm only proficient in one language... So, there
is a built-in issue already that adds to the political culmina-
tion of what’s happening in the field...Special ed[ucation]
is no different. The problem is that right now the certifica-
tion is a comprehensive special ed[ucation] certification...
non-categorical. So...I could be hired to teach any special
ed[ucation] population. If you start categorizing and break-
ing down certifications into various discrete areas of train-
ing, you start limiting your pipeline [Gilda, Day 3]

This statement reflected how the representative ana-
lyzed the main specializations for teaching bilingual chil-
dren with disabilities (i.e., bilingual and special education)
as being “discrete” areas of training. She first raised the
problem of having to be proficient in the language to teach
bilingually (i.e., “to be certified as a bilingual teacher”), but
later, she situated the issue in English as a second language,
where children might be from different linguistic back-
grounds. This contrasts with bilingual education where all
children are learning the same two languages. While notic-
ing the political layer embedded in the resistance toward
bilingual education (i.e., “the political culmination of what’s
happening in the field”), Gilda connected what she felt was,
“a built-in issue” with the special education certification,
where teachers are prepared to address the needs of a wide
range of children with disabilities, even though these can
vary greatly. She described this certification as being non-
categorical at this moment, which she perceived as compa-
rable to the bilingual extension certification because of the
different languages that could be needed.

This excerpt hence was related to the outcome of the
larger activity (i.e., to prepare teachers for working with
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bilingual children with and without disabilities). The
representative also connected to the rules that govern
bilingual education in the state. Aspects of certification
can be interpreted as involving boundary crossing that
goes beyond the educational institutional level to en-
gage the State Department of Education, but it is also
infused with the intrapersonal boundary crossing deci-
sions prospective candidates would have to make.

Landmarks of Cross-Disciplinary

Programmatic Boundary Expressions

One instance where “crossing” was used as an expres-
sion of cross-disciplinary programmatic boundaries took
place on Day 2. Angela engaged in the following discus-
sion about expansion of, what she referred to as “our lo-
cal expertise”, that could expand the opportunities of
teacher candidates. She raised the possibility of bound-
ary crossing as follows,

Angela: Expansion of what we have, using what we
have, our local expertise to expand the opportunities for
teacher candidates

Berta: [B|ut also provide more in-depth learning for
our teacher candidates

Angela: And even for us, it would be acquiring ex-
pertise crossing our areas, some of us would be learning
about special ed[ucation], some of us will be learning
about bilingual ed[ucation] and TESOL, and others will
be learning about disorders

Harriet: All of us, we have this underlying social jus-
tice theme [at the university] ... To me that’s what binds
us all together. It’s our commitment to the kids in the
classroom, and each of us have seen [kids] who desper-
ately need well-trained special ed[ucation| teachers who
are also well trained in bilingual ed[ucation]...We come
with our different agendas, we come with our different
focuses, but...we do that dance...we’re walking down the
same path together

During this exchange, Angela used the term “cross-
ing” to indicate the boundaries between the different ar-
eas, or fields of study. She highlighted how each field has
a different “expertise” and how crossing areas of exper-
tise would be needed to prepare teachers for the inclu-
sive bilingual education classroom. She named the fields
of bilingual education, TESOL, and language disorders,
which were represented by the CL participants. The dif-
ferent fields have hence different artifacts and there is a
need to share these mostly at the interpersonal level. As
Angela highlighted the boundaries between fields, Har-
riet then reinforced the need to cross these boundaries.
She expressed how all the participants shared an “under-
lying social justice” commitment, and that while they all
had “different agendas” and “focuses”, they realize that
working together and crossing those boundaries was
needed to serve “the kids in the classroom”. In this way,
Harriet acknowledged the agency of the participants in
joining this boundary crossing CL, and the shared object
that brought them together. Harriet used the metaphors
“we do that dance” and “we’re walking down the same
path together”, both of which expressed the shared ob-
ject and commitment to cross boundaries for the sake of
education (“that’s why we are working together”).
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The term “barrier/s” was also used to directly refer
to cross-disciplinary programmatic boundaries. In one
instance when the term was used (Day 2), Patricia asked
participants, while showing the activity system triangu-
lar model, about the rules that had come up and these
Were some responses,

Angela: The university, you know, restrictions with
credits and do you want the undergraduate program or
the master’s program...?

Lorena: The cost of the students and the require-
ments

Patricia: And Robert yesterday mentioned also his
lack of faith in this process just because of the difficulty
working with interdisciplinary departments

Robert: The institutional barriers

This exchange started out discussing teacher certifi-
cation boundaries. It then shifted onto cross-disciplinary
programmatic boundaries as Robert, a professor of com-
munication disorders, used the word “barriers” in plural
to summarize aspects of the organization within the in-
stitution as establishing a boundary between what could
be allowed, or not, in relation to engaging in interdisci-
plinary work across departments. This aspect, connected
to the activity’s rules, highlighted how the boundary
could not be easily addressed out of intrapersonal (i.e.,
personal choice and perceived opportunities), or even
interpersonal efforts (i.e., sharing of artifacts across pro-
grams) but rather it was an institutional level boundary
(i.e., university cost and requirements) to their efforts.

Landmarks of Paradigmatic Boundary

Expressions

The term “barrier” was also used to express a para-
digmatic boundary on Day 3, when Leslie, a professor of
special education, explained,

Leslie: So, bilingualism is highly valued and I think
here we've got this kind of politics where people are re-
ally schizophrenic about the whole dual language issue,
and that’s a real barrier [ Day 3, Leslie]

With these words, Leslie pointed out how the socio-
political context in the U.S. in relation to bilingual edu-
cation placed what she described as “a real barrier” to
expanding possibilities for inclusive bilingual education
teacher preparation. We interpreted this as an expres-
sion of a paradigmatic boundary at the sociopolitical lev-
el. This barrier engaged aspects of rules that limit high
quality bilingual education program growth, and the ob-
ject or motif of the participants for being in the activity.

Boundary expressions manifested paradigmatic
boundaries in relation to differences between approach-
es within areas such as TESOL and bilingual education.
For instance,

Patricia: And another discussion is the difference be-
tween TESOL and bilingual because they are [...situated
as| two separate fields

Elise: [They are kind of separate here...Unless you
are bilingual and you have training in a subject area, in
math for example, you can’t get certified in bilingual

Patricia: So, you made a very good point. In order
to... have a bilingual certification, one of the require-
ments that all the programs have is to fluently speak the
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other language, because you have to be ready to teach
content in both languages

Here Patricia and Elise discussed differences be-
tween the fields of TESOL and bilingual education (i.e.,
the need to be fluently bilingual).

In a separate expression of boundaries, the need to
cross between teacher preparation programs and actual
practice in the classroom was highlighted. For example,
one of the state representatives explained,

Gilda: So, we've got to address that, we've got to seek
input from the field and I think once you do, you are go-
ing to hear very clearly that they want training that re-
ally addresses what they are facing in the classroom...
The debate at the reform level in education right now
is if it does not add value to teacher’s skills, more impor-
tantly, it doesn’t add value to their content knowledge
and content pedagogy because there is no research-based
connection...I actually want to say...communication dis-
orders is missing from there and it really needs to be an
integrated part of these programs [Day 3, Gilda]

This excerpt raised the issue of the lack of communica-
tion (i.e., boundary) between practice and theory and the
need for university teaching to be highly practical. In a sense,
this was a call for sharing artifacts across institutional spaces
(ie., institutional level). Furthermore, Gilda highlighted
that there was a need for programs such as “communication
disorders” to also be “an integrated part” of the different
teacher preparation programs. This is important but fields
connected to disabilities, such as communication disorders,
have historically kept separate from bilingual education.

Epistemic Learning Actions
for Boundary Crossing

This section addresses the second research question:
What kinds of epistemic learning actions for productive
boundary crossing emerge in this context? This part is
based on the hybrid analytical approach illustrated in
fig. 1. Given its importance, the epistemic actions and
boundary crossing mechanisms hybrid is used to explain
the learning during boundary crossing efforts in refer-
ence to the first type of boundaries that surfaced discur-
sively (bilingual teacher preparation).

Learning in Relation to Bilingual Teacher

Preparation Boundaries

The word-based analysis revealed that the most fre-
quent terms of all excerpts that were coded as addressing
bilingual teacher preparation boundaries manifested areas
of participants’ interests that prompted expansive learn-
ing. The word frequency visualization is shown in fig. 3.

The visualization exposed five terms that appeared
more than 20 times in these excerpts: “Special education”
(35 times), “State” (30 times), “teachers” (30 times), “cer-
tification” (28 times), and “students” (21 times). Hence,
the themes that manifested through this visualization
focused on certification requirements at the State level
while aiming to attend to teachers’ and students’ needs.

There were two main epistemic actions from fig. 1 that
referred to teacher preparation during the CL. These were

131

analyzing, which involves identification and (re)defining
of intersecting practices, and modeling, which involves
coordination (seeking means and procedures for diverse
practices to cooperate efficiently in distributed work) or
reflection (engaging in perspective making and taking).
The analysis showed how the progressively deeper explo-
ration of aspects of the boundary redirected the shared
object from aiming for a new program possibly leading to
multiple teaching certifications, to a practical approach
where the intended outcome was teacher candidates
learning about, and serving, bilingual children. The learn-
ing trajectory that took place during the meetings in the
context of teacher preparation boundary crossing mani-
fested through the participants’ actions. Several volitional
actions, which are illustrated next, aimed at modeling a
solution to the issue through coordination and reflection.
On Day 1, participants primarily engaged in analyzing
the programs they had where teacher candidates could al-
ready cross boundaries. The participants learned from one
another that they already had an undergraduate program
that allowed them to obtain a degree, along with elementary
special education certifications (i.e., the “collaborative” pro-
gram). However, adding the bilingual certification to that
program was situated as a complex issue (i.e., undergradu-
ates might not have enough time to take all the courses).
Angela followed up on this conversation explaining what
one of the State representatives had said during an initial
conversation with her. As she spoke, the analysis and begin-
ning of modeling took place as a form of an epistemic action
on the part of the professor from the reading program,
Angela: T talked to Gilda on the phone..and her
main concern is the literacy part, it’s reading. She said
[that] at the undergraduate level, [it was] impossible for
a teacher candidate...to have the three certifications, the
special ed[ucation], the elementary ed[ucation] and the

faculty development grant

various expertise area

eacly childhood ed blhng'ual ed Dbilingual education program
certificate
students  monday
certification plebl

triple major

master

sixth year
elementary bilingual

teachers

last year

department of educa
logical reason
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second language support variety of people

cross endorsement
orms of certificati i 1
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Fig. 3. Teacher preparation boundaries word frequency
visualization
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bilingual ed[ucation]..In her opinion..students don’t
have enough time and credits

Rachel: And graduate with the bachelor’s, you know? If
we could make the program such [...] that they graduate with
both the bachelor’s and the master’s, I...think that would be
better because they would be taking so many courses

In this excerpt, Rachel enacted the epistemic action of
“modeling” in response to the State representative’s con-
cerns expressed to Angela prior to the CL, by presenting a
possible way to address the issue of the many courses the
candidates would need to graduate with three certifica-
tions (analysis-identification): A joined collaboration for
a bachelor’s and master’s degree program.

On Day 2, similar boundary-related aspects around
certification were brought back. The participants took
additional volitional actions pointing to the need to
cross the boundary between the university, the schools,
and the Department of Education to find out if there in-
deed was a need for bilingual teachers with expertise on
teaching students with disabilities,

Ruby: [ A]re administrators [in schools] looking for this?

Elise: That’s the question, exactly. Do we want to
have teachers who are separately certified in bilingual
and special education, or do we want to have a merged
certificat[ion program]? And, if we want to have a
merged certificat[ion], then it totally makes sense to
have this interdisciplinary program

Here, Ruby and Elise used “identification” as they
suggested the need to cross and (re)define the bound-
ary separating university and school personnel. The
epistemic action of identification helped the participants
think about what could be more beneficial: A merged
certification program at the undergraduate or graduate
levels, or both. This was an important shift that changed
the direction of the activity. Initially, the group was fo-
cused on enacting across-fields boundary crossing mere-
ly through the addition of certifications or taking cours-
es separately and obtaining approval from the State.

As the conversation continued, more ideas were gen-
erated. For instance, Ruby, the Chair of the Special Edu-
cation and Reading Department, indicated that maybe
a graduate program (master’s degree) made most sense,

Ruby: I'm just seeing it at the master’s level because,
just like kids needing the foundation, a learner bridge,
teachers need to have a foundation in teaching, and I
think they get that in their pre-service programs, that’s
why I think this is a higher level [Ruby, Day 2].

With these words, Ruby situated learning to teach
as a process that takes years and that might even require
longer than the duration of an undergraduate program.

Furthermore, Robert, from the Communication Disorders
Department, also, in a modeling effort, explained that instead
of creating a program leading to a teaching certification, they
could create a program that grants a “certificate”. A certificate-
granting program focuses on providing pedagogical knowl-
edge but is less regulated by the Department of Education.

At this point, Ruth during Day 2, went back to the idea
of a master’s degree and raised the possibility to obtain
funds through a grant, “[for] the master’s type of program...
there might be grant money available”. With this proposal,
she engaged as part of the collective work in constructing a
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possible model of the new idea, which had been entertained
earlier in the CL, but adding the need to obtain grant sup-
port. This contribution added a level of analysis (epistemic
action) and through reflection (epistemic action of identi-
fication), participants tried to convince others about how
efficient a certificate program could be to work with people
in school districts (crossing boundaries).

While participants generated multiple programmatic
ideas on Day 2, the group kept going back to the need to
really find out from schools and administrators about what
they needed. Ideas to do this included Ruby’s suggestion
to “get some data from the State”, and Robert’s idea to
“send out a survey” to school administrators. Both agreed
on the survey being “what we need to pitch it to the next
level” [Ruth, Day 2]. These different actions pointed to
efforts to cooperate within and outside the university ef-
fectively, rather than just creating a program which might
not meet the needs in schools.

While the faculty generated several options to cross
boundaries, the issue of rules continued to be present. Since
the State collected data on schools and set the rules for cer-
tification, the representatives were perceived as an impor-
tant partner with whom they needed to cross boundaries.
The faculty questioned having to follow their rules,

Ruby: [W]e can'’t sit back and keep waiting for the
state to decide what they are going to make in terms of
certification rules. We are supposed to be the thinkers!

Harriet: I would like to present to the state that
there’s a body of people down here doing really excellent
work...Yes, we want your input, but we also have things
to tell you that we do well

With these words, the participants expressed the
need to take action to change things to accomplish their
object (i.e., better preparing teacher candidates for in-
clusive bilingual education). The statement “we want
your input, but we also have things to tell you that we
do well”, showed their identification of a boundary along
with the need to cross it and work together.

The ideas generated on Day 2 were reanalyzed as the
state representatives joined the group on Day 3. Bound-
aries was reestablished, but also renegotiated as they
together explored possibilities. The efforts described
within the teacher preparation boundaries, can be recog-
nized as a form of learning where multiple perspectives
and new ideas were developed.

Discussion and Implications

The data showed that three main boundaries were
discussed during the initial three sessions of this CL
in inclusive bilingual education (i.e., bilingual teacher
preparation, cross-disciplinary programmatic aspects,
and paradigmatic related boundaries). These boundaries
surfaced while discussing the rules and artifacts of the
shared activity of the participants.

In terms of the levels, while boundary crossing at the
intrapersonal level, and at the interpersonal level were
important, the need to engage multiple institutions (i.e.,
schools and university) was centered. In addition, the dis-
cussion manifested that there was a need to go beyond the
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institutional level to reach to policy makers and address
the sociopolitical resistance against bilingual education.
The second research question investigated the kinds
of epistemic learning actions for boundary crossing that
emerged. In the context of bilingual teacher preparation
boundaries, the participants engaged primarily in ana-
lyzing their existing comprehensive programs. However,
they also embraced modeling new options. Through vo-
litional actions, the participants realized that their object
was to engage in inter-disciplinary work, but they could
not do that unless they created a “merged” program.
Research supports this need to create merged programs
where courses and clinical experiences in classrooms focus
on the intersection of bilingualism and disabilities, rather
than providing candidates with separate experiences [11].
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IIporpaMMbl TIOJTOTOBKU yYUTEJIEll TOTOBST CIEUAIICTOB JUGO [UIsl OUIMHTBATILHOTO 00pazoBaHust (aH-
IIMHCKII KaK BTOPOIT A3BIK), JIHO0 JUIS CIEIMATILHOTO 00Pa3oBaHust — JTO JIBA OTACTbHBIX HATIPABICHUS TIe-
narornyeckoil crerpanuzaiy. CooTBeTCTBEHHO, KOV BO3HUKACT HEOOXOAUMOCTD 06yanb OWTMHTBATTBHBIX
nereit ¢ OB3, 910 craHOBUTCS TPYIHOI 3aaueii Auist yuntesst. B HacTosiiee BpeMst CylIecTByeT 00beKTHBHAsS
HO0TPeGHOCTD B IIPEOI0JIEHUH STUX MPAHUIL] CHIEIUATIU3AIMH, B 00beMHEHN I 00J1aCTel TTe[arornuecKoi aKcIep-
THU3bI ¥ B TAKOM TIOJIFOTOBKE YYUTEIEl, KOTOpast I03BOJIsiia Obl UM YYUTHIBATh YHUKAILHOCTD KasK[0TO peOeHKa.
B orBet Ha Takoli 3a11poc rpyIna uccseoBaresieil opraHusosasa taboparopuio usmenenuii (change laboratory)
coBMecTHO ¢ 14 podeccopamu u 2 koncyJbranTamu u3 [ocyapeTBeHHoro enapraMenTa obpasosarust. B xoze
PaboThI TaGOPATOPUH H3YYaIaCh BHIPAKEHHOCTh TPAHMUIL M XapaKTeP UX B3AUMOCBSI3H C JIEITEJILHOCTBIO B Goiee
pokoM riare. Takke B hokyce BHUMAHMS GBI ITPOIIECC HAYYEHNSI, COIY TCTBYIONIMET YCHIIHSIM TI0 TIPEOJI0Jie-
HUIO TpaHull, ['paHuibl ObLIK BbIjIeJIeHbI BOKPYT 00JIaCTel, CBI3aHHBIX C MOATOTOBKON yuuTeseil iyist OUImHT-
BaJIbHOTI'O IIPENo/laBaHusd, a TaKKe C KPOCC-AUCTHUIIIMHAPHBIMU ITPOTPAaMMHBIMU U ITaPA/IMTMATUYECKUMU aClIeK-
Tamu. HecMOTpst Ha B&XKHOCTB [TPEOIOJIEH YIS TPAHUI] HA BHY TPHJIMYHOCTHOM M MESKJIMYHOCTHOM YPOBHSIX, ObLiIa
HPUIETBHO ONpezieieHa HeoOXOMMOCTb BOBJIEYDb B TIPOIECC PA3INYHble OPraHU3al[ii 1 HHCTUTYTHL. B Xoz1e
JIMCKYCCUU YY9aCTHUKAME TaKyKe ObLJIO sICHO ¢(hOPMYITHPOBAHO, YTO TIOATOTOBKA YUHUTEJIEH /UIsI MHKIIO3UBHOTO
GUJIMHTBATLHOTO 0OPA30BAHIsT CTAHET BO3MOYKHA TOJIBKO B TOM CJIYYae, eCJIN YIACTCST BBITH 32 PAMKH HHCTUTY-
IIMOHAJIBHOTO BSaI/IMOI[eI‘/)ICTBI/Iﬂ " HaJIAIUTb KOHTAKT C TEMU, KTO OIIpeaCIACT O6H_[eCTBeHHyIO IIOBECTKY, ‘lTO6bI
TIIEPEJIOMUTDH CYHIECTBYIOIIEE COLMOITOJINTUYECKOE COIIPOTUBJIEHUE B OTHOIIEHWI 6I/IJII/IHI’B3JH)HOFO O6y‘ieﬁl/l$l.
Ha nporsixenyn Beeil paboThl 1aGOPaTOPHU YYaCTHUKY OCYIIECTBIISUIN [I03HABATELHbIE IEUCTBYS, CBSI3aHHBIE
MPENMYIIECTBEHHO C aHATM30M M MOJIETUPOBaHIEeM. Yepe3 CBOM MPOM3BOJIbHBIE IEHCTBHS YIACTHUKI CMOTJIT
OTKPBITH 11s cebst (T. €. 0CO3HATh) OOHOBJIEHHBII 0OBEKT JiesiTenbHOCTH. [lanHast paboTa MOo3BOJISIET JIydlIiie T10-
HSITh, KAKM 00Pa3oM MOKHO JIEJIUTD APYT € APYTOM OTBETCTBEHHOCTH B 0GPA30BAHMM, MCTIOIB3YSI B KAUeCTBE
UHCTPYMEHTA TIPEOIOJIEHUE TPAHUI] MEKILY CIICI[UATICTAME U3 CMEKHBIX 00JIaCTel.
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CKOe O6p3.30B3.HI/Ie, BbICIIIEE O6paBOBaHI/Ie.
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Introduction

The idea of inclusion as a value idea of social transfor-
mation first of all makes changes in the system of educa-
tion. Following the analysis of organizational transfor-
mation and the content of inclusive values, the questions
of psychological and pedagogical character are posed in
the research field of inclusive educational practice.

For Russian psychological science the idea of inclu-
sion is not new. The methodological basis of its imple-
mentation is the thesis of L.S. Vygotsky, condemning
the principle of homogeneity in the selection of a chil-
dren’s group: «... deeply anti-pedagogical is the rule ac-
cording to which we, for convenience, select homoge-
neous groups of retarded children. By doing this, we not
only go against the natural tendency in the development
of children, but, much more importantly, by depriving
a mentally retarded child of collective cooperation and
communication with other children standing above him,
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we exacerbate rather than alleviate the immediate cause
of his higher functions’ underdevelopment» [4, p. 209].

Psychological analysis of inclusive educational practice
allows to discuss the strategies of psychological support,
the educational technologies of individualization, the basis
of subjectivity, the forms of joint activity, etc. The educa-
tional environment, built on the principles of social inter-
action between children with different educational needs,
and the inclusive process, as a dynamically unfolding pro-
cess of changes in specially created conditions and forms of
support, determine the conditions for inclusive education,
which become the social environment in which new forms
of relationships and activities arise [16]. A special prob-
lem, which until now has received very little reflection in
the scientific publications, is the problem of psychological
development in conditions of joint education of children
with different educational needs.

The problem of development is regarded in cultural-
historical psychology as a social problem. Discussing
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the genesis of higher psychological functions, L.S. Vy-
gotsky has considered interpersonal relationship as the
original form of their existence. In this context, the ne-
cessity to study the quality of peers’ relationship in the
educational process becomes obvious [8]. According to
L.S. Vygotsky, the sphere of relations being the basis of
the child’s psychological development constructs the
social situation of development at each age stage. The
concept of the social situation of development is defined
as «a peculiar, specific for a given age, exclusive, unique
and inimitable relationship between the child and the
surrounding reality, primarily social one» [3, p. 903].
A qualitative transformation in the social situation of
development is considered to be the source and the basis
of psychological development.

The dynamic structure of the social situation of de-
velopment consists of two aspects: 1) the objective as-
pect, including the child’s social position, the system of
expectations, norms and requirements, as well as forms
of cooperation and joint activity; 2) the subjective as-
pect, including the system of orienting images, as well
as the child’s subjective reflection of his/her objective
place in the system of social relations [6]. According to
O.A. Karabanova and N.N. Malofeev, it is necessary to
take into account the structure of the social situation
of development and all its components, when planning
psychological and pedagogical support for students in
inclusive education [7].

On the basis of an empirical study of children’ social
situation of development in the Elkonin-Davydov edu-
cational system G.A. Zuckerman [14] made a conclusion
that there are two phases of elementary school age. The
content of the first phase of the age (the first two years
of schooling) is associated with the formation of stu-
dents’ agency position in learning activity. The second
phase of the age, called the phase of autonomization of
student as an agent of learning activity within the class
community, arises at the age from 10 to 12 and is associ-
ated with changes both in the form of learning collabora-
tion and in the students’ self-consciousness. In the study,
by the third year of schooling a “true class community”
has been formed and a “social stratification” of the peer
group has arised, i.e. the setting of the status categories
distribution [14, p. 59].

The conclusion about changes in the children’ sta-
tuses distribution by the third year of schooling was also
made by M.Yu. Kondratyev and A.A. Lisitsyna in the
study of class intragroup structuring in the conditions
of traditional education. At the beginning of primary
school age, especially in the first grade, the sociometric
structure of the class mostly reflects the teacher’s atti-
tudes towards children, but by the third year of school-
ing, an informal status structure of the class begins to
emerge, that reflects the personal characteristics of peers
and is independent of the teacher’s opinion [10]. The in-
formal structure of the class develops most intensively
later, in adolescence.

The sociometric structure of classes as peers’ groups
has normal distribution. In the opinion of Ya.L. Kolo-
minsky, the shift of the group status structure curve rela-
tively to the normal distribution curve should be con-
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sidered a diagnostic indicator of social and psychological
processes in the class, while the most “sensitive” are the
extreme status categories such as “stars” and “isolated”
[9]. Another factor influencing the status structure of
the group is the homogeneity of its composition [18].
According to a few empirical studies, the percentage of
students in extreme status categories is decreasing in
heterogeneous groups [9].

Learning conditions, requirements for students in the
educational system, as well as the social position of chil-
dren in study groups constitute an objective aspect of the
social situation of development. As a subjective aspect,
the authors consider the developmental features associat-
ed with the attitude of children to their social conditions,
including their attitude to themselves and acceptance of
their place in the system of social relations [6]. A positive
attitude towards oneself is considered as one of the indica-
tors of the children’ psychological well-being [2].

In the study of the age dynamics of the psychologi-
cal well-being indicators in primary school children in
the context of traditional education, A.D. Andreeva and
O.A. Moskvitina shows a general decrease in the self-
esteem, the level of aspirations and the satisfaction with
age among fourth-grade students with their subsequent
increase in the fifth grade [1]. The authors explain this
fact by a change in the children’ social situation of de-
velopment in advance the transition to secondary school
[1]. The decrease in the indicators of psychological well-
being among fourth-grade students has been confirmed
by other authors [5], however, due to different methods
of diagnostics, the possibilities for the data comparison
are limited.

Based on previous research on the age dynamics of
elementary school students’ social situation of develop-
ment in traditional education and the Elkonin-Davydov
educational system we expect to observe an age dynam-
ics in students’ social position and their system of ori-
enting images in the conditions of inclusive education
in accordance with two phases of elementary school age.
As inclusive classes constitute heterogeneous groups of
students with different educational needs, we expect the
distribution of sociometric statuses in inclusive classes
has a specific character with a decrease of the extreme
sociometric status categories such as “stars” and “iso-
lated”.

Study Program

This study aims to reveal the specifics and the age
dynamics of the social situation of development in ele-
mentary school children studying in inclusive education.
The following hypothesis are tested: Hypothesis 1: the
distribution of sociometric statuses of students in inclu-
sive classes has specific character.

Hypothesis 2: the age dynamics of the social position
of elementary school students is observed in the condi-
tions of inclusive education.

Hypothesis 3: the age dynamics of the system of ori-
enting images of elementary school students is observed
in the conditions of inclusive education.
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The study sample consists of 328 children aged 7 to
11 years, including 18 children with special educational
needs, studying in two inclusive schools in Moscow. The
special educational needs of the 18 children (11 girls
and 7 boys) have been confirmed by the conclusion of
an independent psychological, medical and pedagogical
commission. The children with SEN learn according to
adapted educational programs together with their nor-
matively developing classmates. From one to three chil-
dren with SEN learn in each surveyed inclusive class.
The proportion of students with disabilities in the study
sample corresponds to the proportion of children with
SEN in the general Russian child population.

The social position of children was measured using
sociometric method. To identify the system of orienting
images of children two projective techniques were used:
“Color Test of Relationship” and “Sentence Completion
Test”.

The study was carried out frontally in each class. The
diagnostic procedure began with the projective tech-
nique “Color Test of Relationship”, which consisted of
children’ choice among the proposed color cards of color
associations to the character of each classmate from the
class list, including their own character. Then, in accor-
dance with the diagnostic procedure [12], the students
were asked to go to another activity (sociometric peer
nominations), after that they were asked to rank the
color cards from the most pleasant to the least pleasant
according to their personal preferences. Thus, an indi-
vidual profiles of color preferences were identified for
each student, then color associations of classmates were
translated into ranks of emotional acceptance. Emotion-
al acceptance was defined as the choice from the first to

age norm

the third ranks of color preferences, emotional rejection
was defined as the choice from the sixth to the eighth
ranks of color preferences, and the fourth and fifth ranks
were defined as neutral attitude.

At the end of the diagnostic procedure, the students
were asked to compose and to write down the endings
of sentences. The “Sentence Completion Test” was used
to diagnose the students’ representations of themselves,
their classmates and relationships with them.

In sociometric diagnostics, students were asked to an-
swer three questions by choosing among their classmates
three desirable and three undesirable partners for joint
learning and recreation activities. Thus, positive and nega-
tive sociometric statuses were figures out for each student.
To analyze the distribution of sociometric statuses based
on the number of positive choices received by every stu-
dent from his/her classmates, four categories were iden-
tified: 1) “stars”, i.e. children received 6 or more choices,
2) “accepted” — from 3 to 5 choices, 3) “not accepted” —
from 1 to 2 choices, 4) “isolated” — 0 choices [9].

The following methods were used for statistical data
processing: Pearson’s chi-square test, Mann-Whitney U-
test, F-test. Statistical data processing was performed us-
ing MS Office Excel and IBM SPSS Statistics programs.

Results

To test hypothesis 1 the revealed distribution of sta-
tuses in the inclusive classes was compared with the nor-
mative distribution of sociometric statuses in elementary
school children studying in the conditions of traditional
education [9; 11; 13]. The results are presented in Figure 1.
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Fig. 1. Sociometrical statuses distribution in elementary school children studying in inclusive classes versus age norm
in traditional education (N = 328)
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In the studied inclusive classes, the proportion of
students with advantageous sociometric statuses (i.e.
“stars” and “accepted”) amounts from 42 to 78% and ex-
ceeds the analogic proportion revealed in the conditions
of traditional education — 39%. At the same time, the
proportion of students who had not received any posi-
tive choices from their classmates (so-called “isolation
index”) in the studied classes does not exceed 16%, in
the six of fourteen classes it is less than 5% (comparing
with an age norm of 19%). The results allow to conclude
about the positive quality of relations between class-
mates in inclusive classes. The differences between the
distribution of sociometric statuses in inclusive classes
and the age norm revealed in the conditions of tradi-
tional education are statistically significant (y* = 140,0;
p <0,001). These data support hypothesis 1 of the study.

In addition, a comparison of the sociometric statuses of
normatively developing children and their classmates with
SEN was made. The differences between positive sociomet-
ric indices of normatively developing children and children
with SEN are not significant (U = 2146,5; p > 0,1). The
distribution of sociometric statuses of students with SEN
corresponds to the age norm for elementary school children
revealed in the conditions of traditional education, the dif-
ferences in two distributions are not statistically significant
(x*=0,599; p > 0,93). Table 1 presents the data.

At the same time, the negative sociometric indices of
elementary school children with SEN are significantly
lower than those of their normatively developing class-

mates (U = 1241,5; p < 0,01). These conclusions are con-
sistent with the results previously revealed by a number
of researchers [17; 19; 20; 21; 22; 23; 24]. The results show
the necessity of psychological support to facilitate inclu-
sion of children with SEN in peers’ group. A detailed com-
parative analysis of the social situation of development in
normatively developing elementary school children and
their classmates with SEN in conditions of joint educa-
tion in inclusive classes was published earlier [15].

To test hypothesis 2 on the age dynamics of the so-
cial position of students, a comparison of the sociometric
statuses distribution in the first (students of the second
grades, N = 117) and the second (students of the third
and fourth grades, N = 211) phases of age was made.
The proportion of children with advantageous statuses
(“stars”, “accepted”) increases in the second phase of the
age compared to the first phase, the difference is statisti-
cally significant (y*> = 43,696; p < 0,001). These data sup-
port hypothesis 2 of the study.

To test hypothesis 3, the system of orienting images,
including the self-image, the image of a partner, the im-
age of interpersonal relations [6], was identified using
two projective methods: “Color Test of Relationship”
and “Sentence Completion Test”.

The data of the “Color Test of Relationship” show that
the majority of elementary school children accept them-
selves emotionally. The proportion of children who have
positive self-attitude slightly increases from the first to
the second phase of age (¢* = 0,73; p > 0,1) (see fig. 2).

Table 1
Distribution of sociometric statuses in children with SEN studying in inclusive classes (N = 18)
Sociometric status | Second grade | Third grade | Fourth grade Sum Distribution of statuses | Age norm
“Stars” 0 2 0 2 1% 9%
“Accepted” 1 2 2 5 28% 30%
“Not accepted” 4 2 1 7 39% 43%
“Isolated” 3 0 1 4 22% 19%
100%
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Fig. 2. Age dynamics of emotional self-attitude in elementary school children studying in inclusive classes (N = 328)
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In all inclusive classes, examined in the study, the
emotional acceptance of students by their classmates
prevails, the average for the classes is from 57 to 76%.
The level of emotional acceptance gradually decreases,
the differences in the distribution of this indicator be-
tween the second, third and fourth grades are statisti-
cally significant (y* = 427,695; p < 0,05).

The representations of themselves, classmates and
relationships with them in the system of students’ ori-
enting images were identified by the “Sentence Comple-
tion Test”. The image of desirable social position in the
class among elementary school children (“In my class I
would like to be...”) is associated mostly with a position
of successful student (to be an “excellent student”, “good
student”): 29% answers in second grades, 38% — in third
grades, 52% — in fourth grades. In the second phase of the
age the proportion of children who define the desirable
social position through friendship with their classmates
increases (to be a “friend”, “good friend”, “insider”): 4%
answers in second grades, 25% — in third grades, 17% —
in fourth grades. At the same time, the number of an-
swers related to general abilities (to be “the smartest”,
“most fun”, “prettier and smarter than everyone else”)
and with the position of a teacher (to be a “teacher”) de-
creases. To test the hypothesis about age dynamics, the
data of the second, third and fourth grades were com-
pared by using the Pearson test; statistically significant
differences were found (%> = 519,855, p < 0,001). These
data support hypothesis 3 of the study. The distribution
of students’ answers is presented in the Table 2.

Children’s representations about their abilities were
defined in the sentence “T am capable enough to...”. Their
answers are associated with successful learning activity
(“to study well”, “to get excellent marks”, “to write a
test”, “to complete a difficult task”, “to graduate school”,
“to do my homework on my own”, “to go to the fifth
grade”), as well as extracurricular activities (“to play the
guitar”, “to swim”, “to paint and play the piano”, “to get

” o«

the sports category in figure skating”, “to make pocket

” o«

money”, “to become a champion”) and general self-real-

” o«

ization (“to make my dreams come true”, “to be cool”, “to
overcome all obstacles”). The distribution of students’
responses on the sentence is presented in the Table 3.

Students most often associate the realization of their
abilities with learning activity (63% of the answers), the
proportion of such answers increases with age: in the
second grades — 50%, in the fourth grades — 65%. To
test the hypothesis about age dynamics, the data of the
second, third and fourth grades were compared using the
Pearson test; no statistically significant differences were
found (y3*=5,613; p > 0,23).

Children’s representations about their friends were
defined in the sentence “My friends often...”. To analyze
the children’s responses were divided into three catego-
ries: 1) responses showing positive peer relationships

” o«

(“make friends with me”, “help me”, “share with me”,

” o« ” o«

“play, draw with me”, “cheer up”, “support me in diffi-
cult times”, “love to play with me”, “call me for a walk”);
2) neutral responses, not affecting peers’ interactions
with the respondent (“play”, “laugh”, “have fun”, “run”,
“tell funny stories”, “come up with something”); 3) re-
sponses showing negative peer relationships (“I have no
friends”, “they betray me”, “they do not notice me”, “they
hate me”). The distribution of students’ responses on the
sentence is presented in the Table 4.

Quantitative analysis shows that most of the re-
sponses (85%) reflect positive or neutral experience of
peers’ relationships, meanwhile 15% of the answers re-
flect conflicts between peers. An age dynamics for this
parameter was not found (y* = 6,37; p > 0,18).

The image of elementary school children about the
attitude of their classmates to them were determined in
the endings of the sentence “When T am absent, my class-
mates...”. To analyze the children’s responses were divided
into three categories: 1) responses showing positive peers

” o«

relationships (“worry about me”, “they call me”, “they
might be sad”, “they miss me”, “they help and send me
homework”); 2) neutral responses, not affecting peers’ in-
teractions with the respondent (“learn”, “walk”, “run in the

school”, “play with guys from other classes”); 3) responses

Table 2

Distribution of answers of normatively developing students on desired social position in the class (N = 131)

Categories of answers about the desired social position in the class
Classes - : T
student teacher friendship abilities
Second grades 14 11 2 21
Third grades 14 4 9 9
Fourth grades 25 1 8 14
Sum 53 15 19 44
Table 3
Distribution of answers of normatively developing students on their abilities (N = 126)
Classes Categories of answers about their abilities
learning activity extracurricular activities general self-realization

Second grades 21 13 8
Third grades 26 4 5
Fourth grades 32 10 7
Sum 79 27 20
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showing negative peers relationships (“they pay little at-
tention to it”, “they don’t even call me”, “they say: truant”,
“they forget about me”). The distribution of students’ re-
sponses on the sentence is presented in the Table 5.

Most of the answers (63%) reflect a positive image
of relations with classmates, 24% — a neutral image and
13% — a negative image. An age dynamics for this pa-
rameter was not found (y* = 5,920; p > 0,24).

Thus, in the system of orienting images of elementa-
ry school children studying in inclusive classes, the age
dynamics in the desired social position was revealed. In
the second phase of the age the proportion of children
who define the desired social position through successful
learning and friendship with their classmates increases.
The results indicate the development of a student’s po-
sition in children, as well as an increasing role of rela-
tionships with peers in the formation of self-attitude of
elementary school students.

The level of children’ emotional self-acceptance re-
mains high throughout the entire elementary school age.
A normative crisis of self-acceptance [1] was not found
in our fourth grades students. This fact can be explained
by such features of the social situation of development
in inclusive education as a positive peers’ relations and
emotional support from teachers. But since the authors of
the studies on psychological well-being, that indicate the
normative crisis of self-attitude of fourth-grade students
in the context of traditional education [1; 5] used other
diagnostic methods, this conclusion requires additional
verification.

A gradual decrease in the level of classmates’ emo-
tional acceptance was found in the system of orienting

images of elementary school children studying in inclu-
sive classes. At the same time the proportion of children
with advantageous sociometric statuses in the classroom
increase in the second phase of the age. The facts indicate
the development of children’s selectivity in relationships
with peers. In general, an increase in the proportion of
children with advantageous statuses and a decrease in
the proportion of children who have not received match-
es from their classmates (the “isolation index”) indicate
the formation of class community, where children with
different needs and developmental characteristics are in-
cluded and accepted, that corresponds to the principles
of an inclusive approach in education.

Conclusion

The study verifies the hypothesis about age dynam-
ics in the social situation of development at elementary
school inclusive classes, that appears to show a develop-
mental effect of inclusive educational environment. In
addition, for the first time in a Russian sample, the study
shows the specific features of the social situation of de-
velopment in elementary school children studying in the
conditions of an inclusive educational model.

A detailed study of the psychological well-being in
children studying in inclusive education, a study of stu-
dents’ social position in a larger sample, as well as a lon-
gitudinal study of the dynamics of the social situation of
development during the transition from elementary to
high school seem to be promising directions for further
research.

Table 4

Distribution of answers of normatively developing students about their relations with friends (N = 132)

Classes Categories of answers about the relations with friends
positive neutral negative
Second grades 19 19 7
Third grades 14 19 6
Fourth grades 24 18 6
Sum 57 56 19

Table 5

Distribution of answers of normatively developing students about their relations with classmates (N = 117)

Classes Categories of answers about the relations with classmates
positive neutral negative
Second grades 28 6 2
Third grades 21 10 4
Fourth grades 25 12 9
Sum 74 28 15
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Introduction

In the review of research papers [1; 2; 3; 4; 5], the
psychodrama as Group psychotherapy practice improves
the symptoms associated with a wide range of behavioral
problems while remaining and attracting for a long time
the focus of scientific interest. The positive contribution
of the implementation of intervention programs with the
practice of psychodrama in the development of interper-
sonal relationships and social skills of participants, self-
knowledge and emotional understanding is emphasized
by many studies [6; 7], in the treatment of eating disor-
ders [8]. The research [9] reports positive results from
the application of psychodrama in higher education in
order to detect and solve the teaching and learning needs
of students, while the research [10] reports the psycho-
drama that was developed in the graduate program of
the School of Nursing of the University of Sao Paulo as a
pedagogical teaching method for the protection of work-
ers’ health. Analytical psychodrama, as a form of group
psychotherapy, is an integral part of the treatment pro-
gram for young adults at the Counseling Center of the
University of Bologna, which provides a free service to
its students, aimed at providing psychological support
[11]. The results of various university studies in many
countries [12; 11], have shown the success of the inter-
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vention in reducing symptoms and improving the well-
being of patients and even that analytical psychodrama
is an appropriate treatment for students as it reduces the
symptoms of young adults. Research on psychodrama
[13; 14; 15] is conducted in a school-community con-
text, focusing on interdisciplinary prevention programs
and they are related to socio-emotional learning as well
as children’s and adolescents’ bullying and aggression.
The athletic match and especially the children’s con-
frontation in individual combat competitions, such as
judo, often generate tension and stress [16]. According
to the application of McGrath’s theory [17], children of
late childhood, in the sport of judo participate in a pro-
cess which includes: a) environmental stimuli that make
demands on the child, such as the opponent , his/her tech-
nical level, the confrontational intelligence and the suc-
cesses of the rival athlete, b) the child’s perception of the
specific situation and how it should be dealt with, ¢) the
actual action — the child’s response to this situation, and
d) the consequences of this action for the child. A phe-
nomenological state of stress is created by the complex of
environmental stimulus, the child’s competitive abilities,
and the conflict situation of these two and whether his/
her abilities respond to this state. In a representation of
the process of children’s confrontation in judo competi-
tions of the children’s categories for boys and girls and
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contrasting with the stages of occurrence of stress, the
judo competition is a psychological and physiological re-
quirement. The child’s perception of the demands of the
fight is related to the fact that the child perceives the de-
mands of the fight “perceives them as a threat” by thinking
such as: “it will be very difficult for me to win this fight”,
“the other’s ability is better “My ability is not enough to
win.” This condition is often characterized by an increased
heart rate, rapid breathing, abdominal cramps, negative
thoughts and increased muscle tension, which lead to re-
duced performance compared to the actual performance
that the child could achieve [18].

The purpose of this study is to study the application
and effectiveness of psychodrama in a group of children
of late childhood involved in the sport of judo to enhance
their athletic performance.

Conceptual definitions

Psychodrama is a psychotherapeutic method dur-
ing which participants are encouraged to continue and
complete their actions, only through dramatization,
role-playing and dramatic self-presentation. Both verbal
and non-verbal communication are used and a number of
scenes are represented that describe, for example, memo-
ries of past events, fantasies, dreams, future plans, inter-
nal conflicts and the mental state of the individual in the
here and now [19].

The protagonist who is the first in both the action
and in the psychodramatic process is the representative
voice through which the other members of the group can
“process” themselves [7].

Performance stress is a generalized fear before a pre-
sentation or performance in front of an audience, which
usually focuses on the consequences of failing to meet
the requirements of the occasion [20].

Stress is a prolonged period of psychological and physi-
cal stimulation, which has negative effects on mood, cog-
nitive ability, immune function and physical health [20].

Theoretical background of research

“Spontaneity” as a concept is the source manifestation
of behavior, that is, when someone acts following one’s in-
ner impulses without accepting external influences and is
characterized by the element of competence, while when it
refers to an already known situation it contains a degree of
innovation [7; 21]. Fine (1979) [22], states that when spon-
taneity is limited, suspended then the individual is led to
individual and social psychopathology. According to the
founder of psychodrama [21] the level of individual sponta-
neity functions as a criterion for assessing his mental state,
social ability and involvement in this situation. Psychodra-
matic intervention promotes spontaneity and creativity,
as is the case with children’s play. This mental mechanism
then facilitates new roles and coping with new situations
[23; 21]. In psychodramatic intervention, individuals meet
each other in <here and now”, that is, the immediacy of the
situation, the focus of their consciousness on the issue, the
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treatment of themselves and others in the foreground [24].
In the psychodramatic encounter, concepts and mental
phenomena develop themselves such as; we are together, si-
lence, eye and physical contact, body language, uniqueness,
love, hate, anger, fear, past, present, future [25].

A key feature is the “tele” the two-way flow of emo-
tions between the participants in the intervention [7;
21]. The “tele” is that connecting factor that connects
the members of the team; it is the mutual exchange of
empathy and appreciation [21].

“Purification” is a concept used by the ancient phi-
losopher Aristotle and meant the “emotional relief, dis-
charge” of the viewer watching the tragedy. The mem-
bers of the psychodrama group “see, observe and reflect”
on a new version, perspective on an old problematic situ-
ation and begin to feel differently about it [21].

According to sociological theory, “role” is the social
behavior that is expected from a person who holds a social
position in relation to the holder of another position [26].

The exposure of the individual in the psychodramatic
process relates to communication and the way in which
it relates to other players within the team [27]. The oth-
er players have different perceptions of the situation and
perhaps different perspectives on things in psychodrama.
The diversity of views, decisions makes its appearance
within the team of psychodrama.

The “transition” to psychodrama refers to many is-
sues, such as in the phases of the process e.g. transition
from warm-up, to the dramatization and to the post-
dramatization phase, to the roles that the individual
assumes, before, during and after playing, as well as the
transitions to the spiritual level from a real state, to
imaginary and symbolic and vice versa [28; 21].

The child in the present psychodramatic process adopts
the other’s attitude (rival athlete, athlete’s, coach’s, sports
fans, champion’s, and parent’s) and realizes, performs this
role with himself herself, that is, handles this role as an ob-
ject. This role has a social structure, characteristics which
the child becomes in familiar with psychodrama. These
characteristics of the role are associated with the systems
of social, historical and cultural structure in the communi-
ty in which the child lives and develops [29; 30]. The fact
that the child adopts and internalizes the characteristics
of the role that have been mentioned above means that he
/ she adopts and internalizes the characteristics and at-
titudes of the wider society as a whole in the community
in which he /she develops. This is very important for the
child and his social development. The child adopts and
internalizes the above behaviors and makes an effort to
respond appropriately to this role through the psychodra-
matic process. The child also understands and adopts the
other participants’ attitude in the group, e.g. of athletes,
coaches, fans, parents, friends involved in this process. At
this point it has to do with his individual and group duty
that he perceives and the characteristics of other roles and
behaviors. This is exactly the fact that the adoption and
realization by the child of the characteristics and behavior
of the other roles, but also the relationship between the
roles, influences and shapes the behavior of the child but
it is also very important for the socialization of child’s ac-
cording to Mead [29]. The child will therefore organize
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Fig. 1. Basic concepts of the psychodramatic process

his /her behavior in the psychodramatic game according
to the above, but at the same time he / she is related to
the others and expresses his /her behavior in the game, in
the team in a spontaneous way. According to Vygotsky
[31], the factors of mental development are not inside the
child’s body but outside, it in the child’s social interaction
with other people (especially in adults) in the course of
which information, habits and patterns of social behavior
are not simply assimilated, but the main mental structures
are formed that then determine the whole flow of mental
processes. Once these structures are formed, we can speak
of the existence in man of the corresponding higher (that
is, conscious and voluntary) mental functions of the same
consciousness. The main peculiarity of consciousness lies
in the fact that any conscious content assumes a symbolic
(mainly verbal, internal speech) form. According to the
above, the psychodramatic process contributes signifi-
cantly to covering the distance of the existing mental age
of the child with the limit of his /her possibilities to solve
problematic situations. Vygotsky defined as the Zone of
Immediate Development (ZEA) the distance between the
existing mental age of the child and the level of problem
solving that the child can reach, with the help of others
[31]. Within this zone learning initially and cognitive de-
velopment are later accomplished.

Research methodology

Sample research

The children who participated in the research
(N = 10, 6 boys, 4 girls and aged 12 years + 5 months),
are judo athletes, students of the sixth primary school,
had a coaching age of 2-4 years and have participated
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many times in competitions . The children and their par-
ents were informed about the purpose and method of the
research. The principles of scientific research ethics were
observed, the relevant permission had been given by
children and the parents before the research was carried
out. The anonymity of the participants was also ensured.
The participation of the children was optional and they
were given the opportunity to leave at any stage of the
research. Children regularly participate in training three
times a week for 90 minutes. The psychodrama was per-
formed every fifteen days, twice a month for 90 minutes
in the same place as the training, which was shaped ap-
propriately for the phases of the psychodrama.

Psychodrama process in the present research

There were 22 psychodramatic meetings for a whole
year. Many psychodrama researchers emphasize the need
for longer interventions beyond the 12 sessions in order
to make the results and improvements in the condition
of individuals from the psychodrama process more stable
[6; 32; 33]. The psychodramatic process is divided into
three phases: warm-up, action, and feedback [7].

The warm-up or pre-reaction phase lasts about 15 to
20 minutes and attracts the attention of the participants
in the “here and now”. The purpose of the psychodra-
matic process in this phase is to enhance the readiness of
the team members for emotional and active involvement
and the choice of the protagonist about what he/she
wants to work on stage. The warm-up includes a free-
flowing discussion, commenting on team-related issues
such as: size, coherence, emotions, structured exercises,
guided fantasies and thoughts. “Sometimes I can’t sleep;
my opponents are stronger than me, etc.” When the
group focuses on a protagonist, then the group coordi-
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nator who also has the role of director “reads, observes”
the verbal and non-verbal messages transmitted by both
the protagonist and the other members of the group and
investigates his own reactions. Based on these messages
and the internal reactions of the coordinator — director,
the acting phase is planned and evolved.

In the second phase of the play, the protagonist’s in-
ner reality is structured and represented on stage. This
phase lasts about 30 to 40 minutes. The coordinator asks
the protagonist to select members of the team who will
play on stage. The role of the coordinator in the selection
of specific roles for the other members who will play on
stage is crucial. In the acting phase we have the action
on stage. The experienced coordinator distinguishes the
dramatic depiction of the present difficulty of the pro-
tagonist, the investigation of this difficulty and the rep-
resentation through the realization of the possible solu-
tions and alternative ways of dealing with it [34].

In the third phase of the feedback, the team mem-
bers who played leave their roles on stage and return to
the team. This phase lasts about 30 to 40 minutes. All
members of the group spectators, protagonist and those
who played express their thoughts and feelings around
the action. The coordinator protects team members from
criticism [7]. All members experience therapeutic effects
as they process the emotions they experienced during
the performance [7].

Methodology of the present research

The present work presents a combination of meth-
odological tools of case study and action research. The
present study is limited to a single case of the combined
method of physical therapy with psychodrama aimed at
strengthening the personality of young judo athletes —
developing their ability to effectively deal with the fear
they feel about the games — but from which it is hoped
that generalizations can be made for similar cases, then

we refer to the case study. This type of qualitative re-
search is a complete and detailed examination of a com-
munity of primary school students which is carried out
for a long time in the physical space of the gym, where
it is possible to study phenomena that occur rarely [35].
The present research is carried out in a sports environ-
ment, involving athletes, projects and processes that
need a solution, or where changing a characteristic can
bring about a desired result, such as the adoption of an
integrated learning method as opposed to training and
learning individual tactics, sports skills — which is the
requested thing of the present study and then we can
talk about the method of action research [36].

Description and results

Then an indicative meeting from the other eighteen
ones follows and it is analyzed that relates to the expe-
riential communication and participation of children in
difficult self-management processes such as fear of the
fight, stress before the fight by developing a problem-
solving strategy.

Warm-up: duration 20 ‘minutes.

The coordinator welcomes the children. They all
sit together in a circular pattern. The group discusses
how they did but also about the events of the interval
of 15 days that mediated from the previous meeting and
they consider them important for discussion. A member
(A) brings for discussion the matches that took place but
also for those that are going to take place soon. He men-
tions the fact that he constantly thinks about them and
that he makes a great effort to calm his thoughts about it.
Specifically, it states:

“On Sunday in the games I played four times, I made
two wins and two defeats and I came out fifth in the end.
I am not at all happy with myself and my performance. I
lost my third race to this athlete who was much stronger

Table 1

Annual plan of psychological and physical preparation of judo athletes for the pan-Hellenic
children’s judo competitions in the last week of January 2021
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than me. T will have to face him in the national champi-
onship and T am afraid that I may lose again. T will train;
I will not miss the trainings but how to beat it since it is
stronger. “This worries me; I think about it all the time
and I cannot calm down.”

The coordinator then states: “So what creates this
phobic situation for us is not so much the fight as a fight,
as a process, but a difficult opponent that we have to face
and he may have made it difficult for us in other fights.
“None of us like to lose, we want to play as much as possi-
ble, to win and win medals for it and we train regularly”.

The coordinator guides the discussion so that all the
children express themselves present a flow in the discus-
sion and they do not talk to each other.

Coordinator: “What we all notice is that this feeling
is common to all of us. This feeling of fear has a dynamic
which is greater in others and less in others. It is impor-
tant that this happens to all of us, it is a universal situ-
ation, phobic, but we can manage it and overcome it, as
you very nicely mentioned before. We ask for the help of
the coach, we participate in the training; I intensify the
effort even more. Well done guys, these are actions that
you thought of yourself and did to provide a solution. So
guys, how do we see this situation? How could we com-
pare this situation? With what object, animal, history,
and human could we compare it? “

Member (F): “looks like Homer’s Odyssey”.

Member (T): “with the story of Sisyphus”.

Member (C): “with Mount Everest, a big mountain
that we are trying to climb”.

Member (I): “the story of children in Thailand who
were locked up and isolated for twenty days deep in a
cave without contact with the rest of the world”.

The coordinator then gives each member some time
to tell their own story — analogy.

Coordinator: “Which of the stories you have heard
would you like us to play in different roles?”

The children thought and after a dialectical discus-
sion decided to make a composition of all four stories.
The member (F) receiving trust in his face from the
other members of the team announces to the coordinator
and to the team the story that the team finally ended up
playing.

Coordinator: “We have to choose who wants to play
on stage, what role he wants to play, who wants to be a
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spectators. Even those who choose to play can improvise
on stage freely and about the story.”

Children voluntarily choose the roles. The coordina-
tor gives the group members some time to think about
the story and the roles they will play and then get up to
go on stage.

Main part: duration 40 ‘minutes

The divided roles were: a) Sisyphus, b) two members
would play Sisyphus’s comrades who would help him in
his endeavor, ¢) “The Dog” amember of the group opened
and closed his arms trying to trap his victim for to eat it,
d) the Cyclops and e) the two robbers who would try to
steal the “fearless”. Three children and the coordinator
preferred to be spectators, sitting in the group area and
watching the others play while not taking an active part
with a role on stage.

The event begins. Sisyphus is lying on one side of
the stage, he and his two companions are supposed to be
sleeping in the depths of an underground cave and have
an episodic sleep with Sisyphus dreaming and talking in
his sleep.

After the main action: duration 30 ‘minutes.

The facilitator gives some time to the members who
played to calm down from the intensity of the dramatic
play and to return to the reality of the team.

Coordinator: “How are we before, during and after
the game? Did we like the game?”

All the children replied that they liked the process
and would like to be given the opportunity to repeat
it for many other issues. The emotions reported by the
children are worth noting below.

Member of the team that played Sisyphus: “I really
liked the process and generally similar activities, so I
asked the team to take on the role of Sisyphus. Interest,
enthusiasm, question if T am in the role, curiosity to play
well, how others will judge me, anxiety not to escape the
story with what I say. I had a lot of fun. “

Coordinator to Sisyphus: “First of all, big thumbs up
to everyone you played, you were all really great, as pro-
fessional actors. Sisyfe you showed not to be afraid at all
and for every obstacle that was presented you had a plan
that you followed with composure and great care. Al-
though I do not hide from you that in the beginning with
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the thoughts you had in your sleep you showed us how
much you are afraid. “But then you wake up very well.”

Member of the team that played Sisyphus: “This is how
I try to be in reality too. I'm afraid too if T can describe
this situation that way. I am also afraid in the competi-
tion but T do not allow this feeling of fear to overwhelm
me, I want to win it every time, to control it. I am afraid
when T have not prepared well for the next day at school
that the teacher examines me and I do not answer, I know
that even if I did not answer, nothing happened but I do
not like it. That’s why I prepare and read in advance. I do
the same in training. I do not like to lose, so I try harder in
training. I'm afraid of losing games. I implement a plan but
apart from training I ask the coach to find me videotaped
matches of my opponents to watch them first and then to
fight with them. T do not want to leave things to chance,
as they come. It is a fact that T experience some important
things very intensely and many times I dream about them
while I sleep.”

Member who played partner 1: “At first I felt interest,
curiosity, embarrassment, anxiety about what I would
do, what I would say in the event, what others would tell
me, if I performed well at the game, if I was in the game.
In the end I liked everything that happened and I would
love to play again. I felt a little tight at the beginning
of the game, even though we all know each other very
well. However, this feeling of anxiety is similar to what
I feel and have when the competition is approaching. 1
felt relieved and confident when Sisyphus explained to
us the plan he had in mind and when we implemented it
to overcome the difficulties.

Member who played partner 2: “T was afraid if we
succeed but at the same time I had a hope that we will
succeed in the end. T was a little scared if T did the role
correctly. I really liked it and I had fun. “I was trying to
find out where what we did on stage was similar to what
we feel in training and competitions.”

Spectator of the event: “I liked the spectacle from the
children and at first I did not think that it would develop
into such a nice situation. At first I did not want to play
and T preferred to sit down. In the end T wondered why
I should not play too. Something T will pursue next time
in the team. I was scared at first to play because I was
not sure I would make it and others would laugh with
me, and I did not want that to happen. I was curious to
see what others would do on stage. It strongly reminded
me of the effort I make and all the kids do with training
and competitions. I made a parallel between the training
and the race by going from the underground cave to the
mountain climbing, the difficulties, the fears that we will
face and in the end we will emerge victorious. It’s all in
the game. I was very worried and even now I think a lot
about these processes that take place in my mind. “Is fear
part of the game, in what we do to intensify our attention
and effort on what we do to be the winners in the end?”

A member impersonating Scylla: “And if we are de-
feated by someone, what happened? Will they kill us?
Absolutely nothing happened. Since I know that I tried
hard and failed to beat someone, then this means ei-
ther that the other is better with more capabilities and
abilities than me (like the ones that Sisyphus applied
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to deceive me and pass through my area) or that I was
unlucky. “Personally, T am scared when I go to school
illiterate and T am worried that the teacher will not ex-
amine me, when I do not train properly and we go down
to competitions, then yes, I am very scared”.

Another spectator: “I was curious what we would see.
It makes it difficult for me to go on stage and play, con-
gratulations to the children who played. They were re-
ally good and T liked them. T was satisfied that they did
it after they had an action plan and put it into practice. I
liked the whole scene and it left a very good impression
on me.”

After all the children had spoken, the coordinator
then spoke about the summary of the psychodramatic
process.

Coordinator: “through this experiential, thoughts,
feelings, attitudes emerged on the surface. These emo-
tions in order of appearance and as you mentioned them
were embarrassment, interest, curiosity, anxiety, worry,
satisfaction, excitement, fun. The whole team expe-
rienced these feelings that are common to all of us. So
when we feel a feeling of worry, fear of something like the
fights and our opponents experience exactly the same
feeling we are not the only ones experiencing it. I can’t
know how much what I say can help us. So I inform you
about an emotional factor that refers to the universality
of emotions [37]. In the face of the same situation, the
participants experience common feelings, so it is not only
you who are afraid, so your opponent is also afraid. You
all mentioned your concern if I would play my role prop-
erly, what others would say about how I played, T did
not want to be exposed playing. Isn’t this concern what
we feel in the races as well? The question then is what
happens to this feeling, what creates it? What do we do
about it? How do I dominate it and not let it dominate
us? Many of you rightly said that I am very worried if I
am illiterate, if [ am untrained, I am scared of what oth-
ers will say if I fail, I am not sure if I succeed, I felt con-
fident and relieved when Sisyphus explained the action
plan. Indeed some of the thoughts you have made and
are doing as well as the feelings are common to all people
in the face of difficult situations. The following thoughts
that referred to the psychodramatic process and reflect
the reality as you experience it and these are the insuf-
ficient training, our self-confidence, the difficulty and
importance of the fight, the important other parents and
friends, the perception of defeat and victory (and if I lose
did anything bad happen? Next time I will try harder, it’s
also luck that each of us has the uncertainty of the result
and the cohesion of the team. The three partners worked
together perfectly and succeeded. This means bonding
and cohesion between team members. I do not hide the
fact that because you did not mention the cooperation
through the psychodramatic process, in a way, in paral-
lel with the lack of cooperation and coherence, it is also
in the training, that is, even though you train together,
everyone cares about what they will achieve. He and not
all together as a team. It is a fact that according to sports
psychology [16] the above thoughts are causes of anxiety
in athletes. The point, however, is that we recognize our
thoughts as okay, but what are we going to do to domi-
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nate over these thoughts and situations? Here again you
mentioned that: an action plan made me feel confident
and relieved, when I train, when I ask the coach after
training to watch videotaped matches of my opponents,
when I do not care so much if T lose and what happened
then If T lose and that is in the game, as victory is also de-
feat is part of it. I will try more and more systematically
next time. There are some actions I need to take that will
guide me so that these concerns are completely or largely
eliminated. But does it take some tolerable level of con-
cern for each of us to keep us motivated to succeed? If
we consider that Sisyphus, after reaching the top of the
mountain and completing his mission, rested for a while
the precious fearless on the top of the mountain and
then threw it down to continue the process of taking it
again and bringing it to the top. You chose the story, you
played it, and you show it way and the solution of the
situation in a nice and experiential way. I really thank
you very much.

Discussion

The purpose of this study is to study the application
and effectiveness of psychodrama in a group of children
of late childhood involved in the sport of judo to enhance
their athletic performance. The program presented refers
to the combination of extracurricular physical education
in children’s leisure time through the combination of
judo and psychodrama and showed that it is an appro-
priate supportive method of psychological support for
children of late childhood involved in sports and athletic
performance. Specifically, the psychodramatic process of
the present work is an innovative and original action —
intervention for sports and children’s competition which
in parallel with the sports process helps children to per-
form better. This conclusion is drawn from the children’s
own assessments, in addition to their reports that they
liked it very much and ask to be repeated, the children
report that it helped them a lot to reduce the effects of
the negative thoughts they had and that they were re-
lieved and respond better to races. The team consists of
10 children who would take part in the Panhellenic com-
petitions of boys and girls category A. Among them two
boys won first place, one boy won a silver medal, one girl
and two other boys won bronze ones, two girls and one
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Ilcuxoapama u ee poJib B JETCKUX
COpPEBHOBATEJIbHBIX IPOTHBOOOPCTBAX.
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Hacrostimast paGoTa mipecyie/lyer cpasy JBe 1eJIi: BO-MePBbIX, TIIyOUHHOE U3ydeHre n anaius dheHome-
HOB B IICUXOJ[PaMaTHUYECKON TIPYIITe; BO-BTOPBIX, MPUBJIeYEHNE BHUMAHUS K Pe3yJIbTaTaM IPUMEHEHUs
TEXHUKH MCUXOAPaMbl B paboTe ¢ TMOAPOCTKAMU-CIIOPTCMEHAMHE, [IOCTOSHHO TIPMHUMAIIIUMU YYacTue B
copeBHoBanusx. [pyrima u3 6 mambunkos 1 4 neBouex (N = 10, 100%) B Bozpacte 12 jet £ 5 mecsiieB y4a-
ctBOBajia B 90-MUHYTHBIX CECCHUSIX TICUXOPaMbl Kak/bie 15 mHeit Ha mpoTsikennu roja (¢ ssaBapst 2019 o
staBapb 2020). TlapasiesbHo ¢ ceccusiMu pebsita TPUIK/IBI B Hee 0 Tocemmann 90-MUHy THbIE TPEHUPOBKU
1o j3o70. VI ceccuu, 1 TPEHUPOBKU TIPOXOJIUIIN B OJHOM U TOM ke Mecte. Hacrostimast pabora npejcras-
JsieT coboil u3ydenue Keiica, moApoGHOe HCCIeI0BAHNE 1 KAYeCTBEHHBII aHAIN3 TIPOTecca ICUXOPAMbI B
IpYIIIIE IHBIX A3100UCTOB. Pe3yibTaTbl KOMOMHUPOBAHUS IIPOrPAMMBbI (PU3UUECKOTO PA3BUTUS U METO/IA
[ICUXOJIPAMbI OKA3aJIUCh BIIEYAT/ISIONIMMU HE TOJIBKO 110 CBUETEILCTBY caMuX PebsT, HO U 110 O(HIIUAIb-
HBIM pe3yJIbTaTaM dyeMIuoHata ['peru mo 1310710 /s IeBOYEK U MATbYUKOB. /leaeTcst BBIBOJ O TOM, UTO
MICUXO0JIPAMY MOJKHO PACCMATPUBATD KaK aJbTePHATHBHBIN MeTO/ 00yJYeH sl B IIKOJIAX.
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In this article we analyze the shift in Vygotskian science from “archival revolution” to the revelatory
“revisionist revolution”, which Yasnitsky and colleagues proclaimed in 2012. The aim of revisionist revolu-
tion supporters is a critical analysis of the scientific heritage of Vygotsky, Luria and their colleagues, and
the demythologization of Vygotsky’s personality as well as the scientific contribution of his school. We ana-
lyze in detail a selected set of the papers within “revisionist” movement and describe their advantages and
disadvantages, and further question the soundness of statements of these papers. We justify our disagree-
ment with the exposed by revisionist papers undervaluation of the results of Luria’s Central Asian expedi-
tions. We also refute the assumptions of Yasnitsky and his colleagues about the absence of documentary
evidence demonstrating that the heritage and name of Vygotsky were under administrative prohibition
during the years of Stalinism, and provide corresponding documents. We conclude that ignorance of one
group of facts, tendentious analysis of the other facts, and partiality in the discussion lead the researchers
who work on “revisionist revolution” to misrepresent psychological science development.

Keywords: Vygotsky, Luria, cultural-historical psychology, Vygotskian heritage, archival revolution,
revisionist revolution, Yasnitsky, administrative prohibition, history of psychology.
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Why a critical analysis of the “revisionist
revolution” is needed?

In 2017, Anton Yasnitsky and Eli Lamdan published
“In August 1941: The Unknown Letter of A.R. Luria in
the United States as a Mirror of the Revisionist Rev-
olution? in the journal History of Russian Psychology
in Persons: Digest (No. 2) [42]. The article is remark-
able because Luria’s newly discovered letter provided

the authors with an opportunity to outline the basis of
their approach, which they call “the revisionist revo-
lution in Vygotsky studies”. Of the 68 pages, only 10
are focused on Luria’s letter, with the rest devoted to
the “revisionist revolution”. The title of the approach
is somewhat surprising, because in Russian the word
“revisionism” has negative connotations [13, 30, cf. 31].
The idea of a “revisionist” approach is actively pro-
moted by Yasnitsky, as can be seen, for example, in the

! The original article was published in open access in Russian as: Akhutina, T.V. (2019). O revizionizme v vygotskovedenii. Kommentarii k
statye A. Yasnitskogo i E. Lamdana “V avguste 1941-go” (2017) [On Revisionism in Vygotskian Science. Commentary on “In August of 1941” by
Yasnitsky and Lamdan (2017)]. The Russian Journal of Cognitive Science, 2019, 6(1), 4—13.
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article on “Lev Vygotsky” in Wikipedia, written with
Yasnitsky’s active participation [37]. Both the Wiki-
pedia entry and the 2017 article refer to the “cult of
Vygotsky”, which is opposed by the “revisionist revolu-
tion in Vygotsky studies”. Since there has never been a
public response to the “revolution” from Russian his-
torians of psychology, it makes sense to carefully con-
sider the apology of “revisionism”. The factual side of
the Yasnitsky and Lamdan article is a polite letter from
Alexander Romanovich Luria and a polite reply from
its addressee, Horace Kallen. The history of relations
between Luria and Kallen, who facilitated the publica-
tion in English of Luria’s book The Nature of Human
Conflicts in 1932 in the U.S. [19], is noteworthy. For
the authors publishing this document, on the one hand,
the letter is evidence of Luria’s (as well as Vygotsky’s)
desire for international relations, as Yasnitsky and
Lamdan advocate for the important role of horizontal
links between scientists, and here we can only agree
with them. However, this letter is otherwise just a pre-
text for them to acquaint the reader with the “research
potential of the “revisionist turn” in Vygotsky studies”
[42, p. 225]. So, what does the new approach offer us?

The purpose of the “revisionist revolution in Vy-
gotsky studies” is “critical study of the scientific
heritage of L.S. Vygotsky (1896—1934), A.R. Luria
(1902—1977) and the circle of their collaborators” [42,
p. 225]. Another article by the leader of this revolution,
Anton Yasnitsky, co-authored with Jennifer Fraser
[12] points to the task as “to deconstruct the mytholo-
gized persona of Lev Vygotsky” (p. 135; here the term
postmodern philosophy is used to refer to understand-
ing through the destruction of a stereotype or inclu-
sion in a new context). It should be noted that, back
in 2010, the authors referred to their approach using
the more neutral term “archival revolution” [38], but in
2012 they changed the name to the emotionally colored
“revisionist revolution” [40]. And since 2012, it is the
critical, “revealing” character of the texts that has been
dramatically strengthened [32].

In the literature review presented in the article un-
der our consideration [42], the authors want to give the
reader the impression that it is this critical direction
that is now leading the study of the Vygotsky heritage.
But that is far from the case. For example, the works of
Ekaterina Zavershneva [44; 45; 46; 47; 48; 49] hold a
prominent place in their review. But her work can only
be attributed to the “archive revolution”. Zavershneva
is alien to the unmasking pathos of Yasnitsky and his
followers®. As we discuss further, the main boundary of
the “revisionist turn” is determined exactly by emotion
and the subjective “revealing” bias of Yasnitsky and col-
leagues. From this point of view, it is possible to identify
particular dynamics in the works by Yasnitsky and co-
authors presented in the review [42].

An analysis of three pre-revisionist papers

For an example, let us consider the article “I wish you
knew from what stray matter ...”* in Dubna Psychological
Journal [39], written before the revisionist turn. This is a
substantial article, which reveals the erudition of the au-
thor. The question raised, in particular, about the place of
the work “Tool and Sign” in the heritage of Vygotsky is
quite rational, because its earlier proposed solutions are
opposite. Yasnitsky believes that this is a relatively insig-
nificant work by Vygotsky, which did not deserve publi-
cation. I am closer to David Kellogg [15], who defends the
view that this book plays an important role in the devel-
opment of Vygotsky’s ideas and that he not only planned
to print it, but also took steps to publish this work abroad
(as evidenced by the discovery of the English text).

However, already in the 2011 article, there is a wor-
risome reduced estimation of “Thinking and Speech”,
in particular its seventh chapter. Yasnitsky writes: “All
of the author’s attempts to reason on linguistic topics
in chapter seven of his last book look quite naive and
somewhat unprofessional, especially in comparison with
works on similar topics of his predecessors and contem-
poraries (e.g., [33]). An absence of references and weak
elaboration of the corresponding conceptual apparatus
further worsen the overall impression of the text with all
the signs of incomplete work and draft” [39, p. 38].

It should be noted that this is the very chapter, writ-
ten with a foreboding of death (pulmonary tuberculosis,
possible arrest), which discloses Vygotsky’s mature un-
derstanding of inner speech, the pathway from thought
to word. In the future, this understanding will be sought
in the fields of neuropsychology, psycho- and neurolin-
guistics and developmental psychology [22; 18; 1; 2; 3;
4; 11; 6; 5 and many others]. Using the key words “inner
speech Vygotsky” in a Google Scholar search provides
33,900 responses, of which 11,400 date from the past five
years (2014 to 2018).

Another article, which can be attributed instead to
the “pre-revisionist” period, is the publication of Lam-
dan and Yasnitsky [17] about a paper by Luria [20],
published in Paris in the materials of the First Interna-
tional Conference of Child Psychiatry. It presents the
case of a boy with mental retardation in whom an early
disturbance of visual gnosis led to a chain of pathologi-
cal consequences due to which meaningful productive
speech was not formed. This case is an illustration of the
principle of dynamic (chronogenic) organization and lo-
calization of functions, which Vygotsky proposed in his
last published work and in his last Moscow talk taking
an example of visual agnosia. Luria cites this work by
Vygotsky [35] in his paper, however, Lamdan and Yas-
nitsky [17] do not mention it, thus diminishing the influ-
ence of Vygotsky. Nowadays, such a chain of events first
described by Vygotsky is called the “cascade effect”, and

2 Andrey Maidansky [29] showed in his review “Anton Yasnitsky and Ren van der Veer (eds.), Revisionist Revolution in Vygotsky Studies
(Routledge, London, 2017)”, that editors, when including Zavershneva's articles in the collection, deleted or changed passages that did not fit the

revisionist ideology.

3 This is a quote from a poem by Anna Akhmatova (1889—1966): “If only you knew what trash gives rise / To verse, without a tinge of shame”.
Yasnitsky used another translation “I wish you knew from what stray matter...”
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it occupies an important place when discussing the dy-
namic principle of developmental neuropsychology [14].

An analysis of the papers after revisionist turn

Let’s move on to the “revisionist” articles. We begin
with three articles by Yasnitsky and Lamdan, which the
authors refer to as “historical-methodological and histor-
ical-theoretical works” [42, p. 233]. They discuss Luria’s
research on optical illusions among the Uzbeks [41; 16],
and both authors are categorical in their judgments. They
cite the well-known Luria phrase, that “the Uzbeks have
no illusions”, and his statement that the results of the ex-
peditions were not published for “political reasons” — in
their opinion, these views “do not quite correspond to
reality” [41, p. 4]. In addition, it is argued that “Luria’s
experimental data on optical illusions do not stand up to
criticism” [16, p. 63]. Let us turn to how the authors draw
conclusions made in these “methodological works”.

Arguing against the statement that “the Uzbeks have
no illusions”, Yasnitsky ignores the fact that Luria never
claimed that the Uzbeks have no visual illusions at all, since
cultural differences were obtained only on certain illusions.
Luria gives two different examples of perception of illusions
in a letter to Wolfgang Kéhler in December 1931. He said
the same thing in his 1974 talk: “I found it quite astonishing
that all the geometrical optical illusions fall into two cat-
egories: some already exist in all our subjects, while others
do not, including obviously categorial components” (the
report was published in Luria’s heritage collection: [26; 27],
see p. 274)". And most importantly, in his book on the Cen-
tral Asian expeditions [23; 25], he notes that “almost all”
experienced the Miiller-Lyer illusion, “even ichkari wom-
en’ (two thirds of them)” [25, p. 43]. Contrasting the con-
clusions of Luria and those of Kurt Koffka, who believed
that the Uzbeks have illusions, Yasnitsky does not pay at-
tention to the fact that Koffka did not reproduce the main
method of Luria — conducting experiments with subjects of
different educational levels. Koffka conducted experiments
in the Ferghana Valley, a relatively “cultured” area where
massive collectivization and literacy training were carried
out. When the expedition moved to the area of the village
of Shahimardan, with a predominantly illiterate traditional
population, Koffka’s health deteriorated due to several con-
secutive attacks of malaria and he had to leave.

This is the main difference between the experiments
of Luria and Kofka that “history-methodology experts”
do not notice. However, it is the cultural and education-
al contrast between the participants in the experiments

that is of importance to today’s readers (see, for example,
the article by scientists Vadim Deglin from Russia and
Marcel Kinsbourne from the USA on the hemispheric
differences in thinking styles [9]). In this context, it is
perhaps worth remembering also the work of Stanislas
Dehaene, Lauren Cohen and Regina Kolinski [10] on
the changes in behavior and brain organization caused
by the acquisition of reading.

Is it correct to compare Koffka’s results on illusions
to Luria’s results? Do Koffka’s results cancel Luria’s
conclusions, given that Koffka did not replicate the main
methodical technique —investigation of subjects of dif-
ferent educational levels (literate and illiterate popula-
tions)? Of course not. Luria could have discussed Koft-
ka’s results, but was certainly not obliged to.

Yasnitsky calls into question the statement that the
results of the expeditions were not published for “political
reasons” [41, p. 4]. Tt is known that in 1932 the Moscow
Control Commission of the WPI started to work in the
Institute of Psychology, which “demanded from Luria ma-
terial on the work carried out under his leadership on a psy-
chological expedition to Central Asia” (from A.R. Luria’s
letter addressed to the Culture and Propaganda section
of the Central Committee of the All-Union Communist
Party of Bolsheviks and to People’s Commissar A.S. Bub-
nov, quoted from [28, p. 66])". As A.R. Luria himself said:
“I was accused of all mortal sins, even racism, and I had to
leave the Institute of Psychology” [27, p. 274]. His move to
Kharkiv is also connected with these events. But our “his-
tory-methodology experts” think that “the criticism that
these studies <of Luria> received in the Soviet Union...
nevertheless, does not explain why these studies were not
published abroad” [41, p. 19]. It is abundantly clear that
it was dangerous to publish on this topic (he was threat-
ened with arrest)®, and in a situation where Nazism was
flourishing in Europe, all the more so. However, Yasnitsky
claims that Luria and Vygotsky knew about the results of
the study and Koffka’s critical conclusion as early as the
summer of 1932. This implied, if not a complete failure of
Luria’s entire Central Asian study in 1931—1932, then at
least serious reasons to doubt the conclusions of the 1931
expedition and the need for a critical review of both the
conclusions and Luria’s experimental methods [41, p. 19].

In Yasnitsky’s opinion, it was not the fear of repri-
sals but the uncertainty in his conclusions that impeded
publication. Moreover, Yasnitsky is in some way in tune
with those who accused Luria of nationalism. He writes:

“were the reason for criticism of Luria’s research,
which — contrary to the beliefs and open declarations of this
researcher and his collaborations — nevertheless allowed one

4Tt is after these words that Luria continues: “I sent Vygotsky a telegram: “The Uzbeks have no illusions”, to which I received such a very
affective letter from Vygotsky, which T have preserved” [27, p. 274]. Yasnitsky seems to mix scientific texts and telegrams.
> Ichkari women are women who never leave the female half of the house in traditional Uzbek culture.

6 WPI — Workers and Peasants Inspection.

7 The control commission “without those conclusions in their hands, without which neither the tasks of the work, nor the draft material can
be correctly understood, ... made a number of grave accusations, presenting our work as an example ... of a colonialist study based on racial theory
and trying to show the inferiority of the thinking of our border nationalities” (from the same letter [28, p. 67]).

8 Luria knew that people were arrested for smaller deeds. In 1928, there was the Shakhty Trial (Shakhtinskoye delo), in which mining engineers
were accused of spying. In 1929, there was a Case of the Academy of Sciences, when 150 people — historians, philologists, literary scholars — were
arrested and accused of creating a secret archive and preparing the counter-revolution. In 1930-1931, the former political allies of the Bolsheviks’
party — representatives of the Industrial party, the Farmers’ party and the Mensheviks — were slaughtered.
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to draw a conclusion about the existence of intellectual and
psychological superiority of some nationalities over others in
the multinational Soviet state” [41, p. 7; italics ours — T.A.].

This can be written only without understanding the
essence of the facts stated by Luria, the interpretation
of which became the basis of cultural-historical psychol-
ogy. The facts clearly demonstrated the influence of new
cultural and educational experience on the formation of
mental functions, rather than indicating the superiority
of nationalities. As Yasnitsky allows himself to deny the
statement made by Luria on March 25, 1974 in his talk at
the Institute of Psychology on sending a telegram to Vy-
gotsky saying “The Uzbeks have no illusions!” [27, p. 274],
and to call this episode “apocryphal history”, “tradition”
[41, p. 2], Yasnitsky refuses to respect Luria. He also shows
his misunderstanding of Luria’s experiments, arguing that
Vygotsky’s rave reviews of the results of Luria’s expedi-
tions “did not justify themselves” [41, p. 23]. Yasnitsky’s
work is characterized by an abundance of factual material,
meticulous digging out facts, but understanding the es-
sence of what lies behind the facts is often lacking.

Was there a ban of Vygotsky’s publications
in USSR? New archival evidence

Let us consider another essay, written by Jennifer
Fraser of the University of Toronto and Anton Yasnitsky
[12]: “Deconstructing Vygotsky’s Victimization Narra-
tive: A Re-Examination of the ‘Stalinist Suppression’ of
Vygotskian Theory”. Based on the title, it is apparent that
the authors suppose that modern psychology has devel-
oped a view of Vygotsky as a victim and want to re-exam-
ine whether there was a ban on his theory. In another arti-
cle published in 2017, Yasnitsky and Lamdan refer to the
“opinion that the works, heritage and name of Vygotsky
were under administrative ban during the years of Stalin-
ism” as “widely spread but undocumented” [42, p. 8].

Fraser and Yasnitsky use the fact that Rubinstein in
Fundamentals of General Psychology and Luria in Trau-
matic Aphasia both cited Vygotsky as evidence that
there was no official ban on the publication and citation
of Vygotsky. But it is important to examine how these
authors cite Vygotsky.

I did a small search on the citation of Vygotsky by
Luria in his works on aphasia in 1940, 1947 and 1975.
In 1975/1976, in Basic Problems of Neurolinguistics [24],
Luria cites Vygotsky 27 times in 250 pages of text (and
no one else so often). In 1948/1970, in Traumatic Apha-
sia [22], within 365 pages of text Luria cites Vygotsky
10 times, and Esther Bein and Kurt Goldstein 11 times
each, according to the author index of the book. The first
reference to Vygotsky (p. 56) appears under the “cov-
er” of Piotr Anokhin: “As the studies of physiologists
(Anokhin) and psychologists (Vygotsky) have shown...”.
On page 85, Luria speaks of inner speech according to his
understanding of Vygotsky, but there is no reference to

Vygotsky in the text; the name appears only in the in-
dex of authors. All other references to Vygotsky in the
index appear in a chain of other authors, that is, again
masked among less provocative names. Only once does
Luria mention the book Thinking and Speech (p. 77), but
this reference is not in the index of authors. A book from
1940 entitled The Doctrine of Aphasia in the Light of
Brain Pathology. Part Two. Parietal (Semantic) Aphasia,
which exists only in manuscript form and in typewrit-
ing (family archive) [21], unlike Luria’s book of 1947
[22], was not prepared by the author for printing. There
are nine references to Vygotsky within 219 pages of the
typewritten version, and they are given without “cover”.

In my opinion, the technique of “undercover” cita-
tion suggests that there was a ban, and that Luria delib-
erately “gradually” introduced the name of Vygotsky in
order to teach censors from science that Vygotsky can
be mentioned. Of course, A.R. Luria was afraid, but he
took the risk, hoping that the time would come when it
would be possible to talk about Vygotsky in full voice.
It was safer not to cite Vygotsky at all, but the scientists
considered it their duty to mention him.

There is a lot of other evidence that suggests that
there was such a ban. It is mentioned quite often by Gita
Lvovna Vygodskaya and Tamara Mikhailovna Lifanova
in their book about Vygotsky (see, for example, [34,
pp. 141—144, 344—349]). They talk about the removal
of Vygotsky’s books and articles from libraries; in the
collections with Vygotsky’s articles cut out, there was
a stamp: “Withdrawn according to the ‘Regulations on
Pedological Perversions...”. The authors talk about Ra-
chel Markovna Bosskis’s rescue of books by Vygotsky
designated for destruction and about the visit of Dan-
iel Borisovich Elkonin and Mira Abramovna Levina to
the communist party boss of Leningrad, Zhdanov (Vy-
gotsky’s students were aware that they might be ar-
rested after the visit, but they considered it their duty to
protect the teacher), and much more.

Yasnitsky and his co-authors label the testimonies of
Vygodskaya and Lifanova as “myths”. Without discuss-
ing the ethical side of such disregard, let us consider oth-
er evidence of the existence of the ban. I will introduce
two such documents.

In August 2015, Eli Lamdan, one of the co-authors of
the article that we examine here, and I worked in the Lu-
ria family archive at their dacha (summerhouse) in Svis-
tukha. There, while examining the folders in the book-
case, we found a document that convincingly proves the
existence of a ban on the work of Vygotsky. Nevertheless,
knowing of this evidence did not change Yasnitsky’s opin-
ion about the ban. It is quite possible that at that time the
first version of the article under discussion had already
been written, but had not yet been published. This is the
document (family Luria’s archive, without number).

To the chief of Glavlit® of the USSR.

We hereby consider it necessary to draw your attention
to the unacceptable situation that has developed with re-

9 Glavlit (Main Directorate for Literature and Publishing) is the supreme department created by a special resolution of the Council of
People’s Commissars (Sovnarkom) of the USSR on June 6, 1933, in order to “unite all types of censorship”.
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gard to the work of one of the outstanding Soviet psycholo-
gists — L.S. Vygotsky.

His books (including the book “Thinking and Speech”)
have been removed from the general library storage, ref-
erences to his works are crossed out of the corresponding
bibliography.

We consider this fact to be unjustified and detrimental
to scientific work.

Professor L.S. Vygotsky, who died in 1934, was one of
the outstanding Soviet psychologists. His book “Thinking
and Speech” is still one of the most serious attempts to ap-
proach the most complex issues of psychology; in particu-
lar, it gives a serious critique of many foreign psychologi-
cal theories, is based on deep knowledge of their work, and
retaining its significance to date.

We believe that there are no circumstances to tarnish
the name of this major Soviet researcher, and we ask you
to reconsider the issue of him, in particular — to restore his
book in general storage.

Full members of the Academy of Pedagogical Sciences
of the RSFSR":

/A. N. Leontiev /

/B. M. Teplov /

/B. M. Teplov /

/C. L. Rubinstein /

VA.R. Luria /

/K. N. Kornilov /

In the lower left corner of the pencil writing of
AR. Luria: Sent via APN (Academy of Pedagogical Sci-
ences) 8. VII. 55.

This document was submitted in July 1955", and
then Selected Psychological Research by L.S. Vygotsky
(Moscow: Publishing House of the RSFSR Academy of
Sciences) was published in 1956.

The second piece of direct evidence of the ban on
Vygotsky’s books was provided by the Italian researcher
Dorena Caroli. Thanks to Luciano Mecacci and Ekat-
erina Yurievna Zavershneva, we have access to Caroli’s
report [7], which first published a list of books officially
seized due to the decision of the Central Committee of
the All-Union Communist Party (Bolsheviks) of July 4,
1936 (See also [8]).

This list, stored in GARF"? (GARF. F. A-2306. Op
69. D. 2232. L. 6—12) and presented in pages 97 to 103
of Caroli’s report, contains 108 books, including three
major works by L.S. Vygotsky (Pedagogical Psychology,
Paedology of the Adolescent [1929 to 1931], Fundamen-
tals of Paedology), abook by A. Gesell with a foreword of
Vygotsky, as well as books by P.P. Blonsky, A.A. Nevsky,

10 RSFSR — Russian Socialist Federative Soviet Republic.

A.B. Zalkind and K.N. Kornilov, a collection of works
edited by A.A. Shein (a coworker of Vygotsky) as well
as other books!®.

In addition, Caroli writes that among the papers
in the Narkompros archive'* was found a report of Au-
gust 7, 1936, compiled by A.S. Bubnov and sent to the
Party Central Committee and Stalin, on the implemen-
tation of the Central Committee’s decision “On the
paedological perversions in the Narkompros system on
July 4”. The report pointed out measures taken to “re-
store pedagogy” ([7, p. 92], a reference to the place of
the document in the archive: GARF, A-2306 (Narkom-
pros Foundation). Op. 69. D. 2232. L. 90—91). Among
these measures were the book seizure already mentioned
above, as well as the direct order to conduct a campaign
“to criticize and expose” perversions pointed out by the
Party (ibid.). Caroli writes with reference to this source:
“Theoretical research on paedology by S.S. Molozhavy
and L.S. Vygotsky should have been criticized...” |7,
p. 92]. Tt also shows that there was an official ban, con-
trary to the opinion of Yasnitsky.

In her article, Caroli provides evidence that after the
Central Committee resolution “On Paedological Per-
version...”"” and subsequent orders, a wave of arrests of
paedologists and teachers swept the country. For exam-
ple, in Kharkiv, Ukraine, from August 12, 1937 to April
6, 1938, 1,341 teachers were arrested, of whom 918 were
shot, 402 were sentenced to ten years and 21 to eight
years in camps” [7, p. 95].

So, the ban on publication and citation did exist. The
threat of arrest is enough reason to avoid citing and the
more recent publications on topics that are not approved
from above. To sum up: Prejudice, the desire to “debunk”
or “expose”, can disserve a historian. This is exactly what
we see when reading revisionist articles by Yasnitsky
with his colleagues.

The future of Vygotsky studies is not in revision-
ism, but in a more thorough reading of Vygotsky, in the
collection and analysis of new scientific achievements,
which have been obtained using the ideas of Vygotsky
and his circle.

The leader of revisionist revolution, Anton Yas-
nitsky, as well as René van der Veer and Michel Ferrari,
earlier went in this direction. In 2014, they prepared and
released an impressive 533-page volume of The Cam-
bridge Handbook of Cultural-Historical Psychology [43].
Another great event for readers was the publication of
Notebooks by L.S. Vygotsky (2017, English edition 2018)
[36] and the comments to them, which were prepared
by Ekaterina Zavershneva and René van der Veer with

" This letter was written at the beginning of the “thaw” (ottepel) which is the unofficial term for the period in the history of the USSR after the
death of Stalin that lasted about ten years (mid-1950s to mid-1960s). It was characterized by the condemnation of the cult of Stalin’s personality
and the repressions of the 1930s, the emergence of some freedom of speech, and the relative liberalization of political and public life.

2 GARF — State archive of the Russian Federation.

13 According to Zavershneva, similar lists of books for withdrawal are also available in the archives of the Nizhny Novgorod region (GANO.

F.1457. Op. 2. D.18. L. 17).

“Narkompros is People’s Commissariat of Education of the RSFSR.

15 “On Paedological Perversion...” refers to the decree of the Central Committee of the All-Union Communist Party (Bolsheviks). “On
Paedological Perversions in the System of Narcompros” of July 4, 1936 prohibited paedology and negatively affected the development of psychol-

ogy in the USSR.
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a thorough analysis. We hope that all these authors will
continue in this direction.

Conclusions

Although the Vygotsky legacy has a long history, we
are still now in the process of understanding his ideas and
uncovering his lines of thinking. In this process, I call for
accuracy in treating historical factuality and interpreting
the results and evaluating the ideas of the cultural-histor-

References

1. Akhutina  T.V.  Neyrolingvisticheskiy —  analiz
dinamicheskoy afazii [Neurolinguistic analysis of dynamic
aphasia]. Moscow: Moscow State University, 1975. (In
Russ.).

2. Akhutina T.V. Porozhdenie rechi: neyrolingoisticheskiy
analiz sintaksisa | Generating speech. Neurolinguistic analysis
of the syntax]. Moscow: Moscow State University, 1989. (In
Russ.).

3. Akhutina T.V. The role of inner speech in the
construction of an utterance. Journal of Russian and East
European Psychology, 2003. Vol. 41, no. 3—4, pp. 49—74.
DOTI:10.2753/rpo1061-040541030449.

4. Akhutina T.V. Vygotsky-Luria-Leontiev’s school of
psycholinguistics: The mechanisms of language production. In
R.A. Sari Poyhonen (Ed.), Language in action: Vygotsky and
Leontievian legacy today. Newcastle, UK: Cambridge Scholars
Publishing, 2007, pp. 32—56.

5. Alderson-Day B., Fernyhough C. Inner speech:
Development, cognitive functions, phenomenology, and
neurobiology. Psychological Bulletin, 2015. Vol. 141, no. 5,
pp. 931—965. DOI:10.1037,/bul0000021.

6. Berk L.E. Children’s private speech: An overview of
theory and the status of research. In P. Llyod (Ed.), Critical
Assessments: Thought and Language. Taylor & Francis /
Routledge, 1999. Vol. 11, pp. 33—70.

7. Caroli D. Kontseptsiya S.S. Molozhavogo: mezhdu
istoricheskim monizmom i repressiyami pedologii (1924—
1937) [S.S. Molozhavy’s conceptual framework: Between
historical monism and suppression of pedology (1924—
1937)]. In B.G. Kornetov (Ed.), Istoriko-pedagogicheskoe
znanie v nachale Il tysyacheletiya: istoriya pedagogiki kak
pedagogicheskaya i istoricheskaya nauka. Materialy Desyatoy
mezhdunarodnoy konferentsii. Moskoa, 13 noyabrya 2014 g.
[Knowledge in history of education at the beginning of the
Third millenium: History of education as both historical
and educational sciences discipline. Proceedings of the
X International conference. Moscow, November 13, 2014].
Moscow: ASOU, 2014, pp. 82—103. (In Russ.).

8. Caroli D., Mecacci L. Forbidden Science: The
dismantling of pedology and the listing of the works of
pedologist in the Soviet Union in 1936-1938. European
Yearbook of the History of Psychology, 2020. Vol. 6, pp. 11—61.
DOI:10.1484/J. EYHP.5.121860.

9. Deglin V.L., Kinsbourn M. Divergent thinking styles of
the hemispheres: How syllogisms are solved during transitory
hemisphere suppression. Brain and Cognition, 1996. Vol. 31,
no. 3, pp. 285—307. DOL:10.1006 /breg. 1996.0048.

10. Dehaene S., Cohen L., Kolinsky R. Illiterate to
literate: Behavioural and cerebral changes induced by reading
acquisition. Nature Reviews Neuroscience, 2015. Vol. 16, no. 4,
pp. 234—244. DOI:10.1038/nrn3924.

157

ical approach. Paying tribute to Anton Yasnitsky and his
co-authors for their activity in searching for new facts, we
(colleagues and readers) should be careful in accepting their
conclusions: publications of the “revisionists” can mislead
readers owing to a biased selection and interpretation of
facts. The suppression of some evidence and the tendentious
analysis of other facts, partiality in the discussion, including
the desire to “demythologize” the scientific significance of
the works of Lev Vygotsky and scientists of his circle, led
Yasnitsky and his co-authors to distort the historical pic-
ture of the development of psychological science.

11. Emerson C. The outer word and inner speech:
Bakhtin, Vygotsky, and the internalization of language.
Critical Inquiry, 1983. Vol. 10, no. 2, pp. 245—264.
DOI:10.1086,/448245.

12. Fraser J., Yasnitsky A. Deconstructing Vygotsky’s
victimization  narrative: A re-examination of the
“stalinist suppression” of Vygotskian theory. History of
the Human Sciences, 2015. Vol. 28, no. 2, pp. 128—153.
DOI:10.1177,/0952695114560200

13. “Istoricheskiy Revisionizm [Historical Revisionism]”
(n.d.). In Wikipedia (Russian). Available at: https://
ru.wikipedia.org/wiki/Vcropuueckuii PEeBU3NOHU3M
(Accessed 08.08.2021). (In Russ.).

14. Karmiloff-Smith A. Development itself is the key to
understanding developmental disorders. In M.H. Jonson,
Y. Munakata, R.O. Gilmore (Eds.), Brain development and
cognition: A reader (2" ed.). Oxford, UK: Blackwell, 2002,
pp. 375—391.

15. Kellogg D. Which is (more) original, and Does either
version really matter? (A comment on A. Yasnitsky’s “The
Vygotsky that we (do not) know: Vygotsky’s main works
and the chronology of their composition”). PsyAnima, Dubna
Psychological Journal, 2011. Vol. 4, no. 4, pp. 80—81. Available
at: https://psyanima.su/journal /2011/4/2011n4a2,/2011n
4a2.pdf (Accessed 08.08.2021).

16. Lamdan E. Who had illusions? Alexander R. Luria’s
Central Asian experiments on optical illusions. PsyAnima,
Dubna Psychological Journal, 2013. Vol. 3, no. 6, pp. 66—76.
Available at: http://psyanima.su/journal /2013/3/2013n3a4,/
2013n3a4.2.pdf (Accessed 08.08.2021).

17. Lamdan E., Yasnitsky A. “Back to the future”: Toward
Luria’s holistic cultural science of human brain and mind in
a historical study of mental retardation. Frontiers in Human
Neuroscience, 2013. Vol. 7. DOI1:10.3389 /fnhum.2013.00509

18. Leont’ev  A.A.  Psikholingvisticheskie  edinitsy i
porozhdenie rechevogo vyskazyvaniya |Psycholinguistic units
and the generation of speech utterances]. Moscow: Nauka,
1969. (In Russ.).

19. Luria A.R. The nature of human conflicts. New York:
Liveright, 1932.

20. Luria A.R. Psychological views on the development of
oligophrenic states. In M. Leconte (Ed.), First International
Congress of Child Psychiatry, Paris. Lille: S.1.L.1.C, 1937. Vol.
4, pp. 135—145.

21. Luria A.R. Uchenie ob afazii v svete mozgovoy patologii.
Chast’ vtoraya. Temennaya (semanticheskaya) afaziya [ Theory
of aphasia in the light of brain pathopogy. Part II. Parietal
(semantic) aphasia]. Unpublished manuscript, 1940, 219 pp.
Family archive. (In Russ.).

22. Luria A.R. Travmaticheskaya afaziya [Traumatic
aphasia]. Moscow: Publishing House of USSR Academy of
Medical Sciences, 1947/1970. (In Russ.).




Akhutina T.V. On Revisionism in Vygotskian Science...

Axymuna T.B. O peusuonusme é 6b120mcKo8e0eHUu. .

23. Luria A.R. Ob istoricheskom razoitii poznavatel’nykh
protsessov: Eksperimental’no-psikhologicheskoe issledovanie [ On
historical development of cognitive processes: Experimental
psychological study]. Moscow: Nauka, 1974. (In Russ.).

24. Luria  A.R. Basic problems of neurolinguistics
(Trans. B. Haigh). Oxford, England: Mouton, 1976.
DOI:10.1515/9783110800159.

25. Luria A.R. Cognitive development, its cultural and
social foundations (Trans. M. Lopez-Morillas, L. Solotaroff).
Cambridge, MA: Harvard University Press, 1976.

26. Luria A.R. Psychological heritage. Moscow: Smysl,
2003. (In Russ.).

27. Luria A.R. Puti rannego razvitiya sovetskoy psikhologii.
Dvadtsatye gody po sobstvennym vospominaniyam [Early
development ways of Soviet psychology. A recollection of the
twenties]. In Z.M. Glozman, D.A. Leontiev, E.G. Radkovskaya
(Eds.), Psikhologicheskoe nasledie: Izbrannye trudy po obschej
psikhologii [ Psychological heritage: Selected works on general
psychology]. Moscow: Smysl, 2003, pp. 259—274. (In Russ.).

28. Luria E.A. Moy otets A.R. Luriya [ My father A.R. Luria].
Moscow: Gnozis, 1994. (In Russ.).

29. Maidansky A. Anton Yasnitsky and René van der Veer
(eds.): Revisionist revolution in Vygotsky studies. Studies
in East European Thought. 2020. Vol. 72, pp. 89—95. DOI:
10.1007 /s11212-020-09359-1.

30. “Revisionism” (n.d.). In A.M. Prokhorov (Ed.) Bolshaya
Sovetskaya Entsiklopedia | Great Soviet Encyclopedia] (3" ed.).
Moscow: Sovetskaya Entsiklopedia, 1975. Vol. 21, pp. 536—
537. (In Russ.).

31. “Revisionism” (n.d.). In: Oxford Reference. Available
at: https://www.oxfordreference.com/view/10.1093 /0i/
authority.20110810105729649 (Accessed 08.08.2021).

32. Spiridonov V.F. Neskol'ko tezisov po povodu stat’i
A. Yasnitskogo “Zaochnaia polemika mezhdu Luriei i Koffkoi”
[Several remarks on A. Yasnitsky’s article “Luria — Koffka
controversy”|. PsyAnima, Dubna Psychological Journal, 2013. Vol. 6,
no. 3, pp. 37—39. Available at: http://psyanima.su/journal /2013/3
/2013n3a2/2013n3a2.3.pdf (Accessed 08.08.2021). (In Russ.).

33. Voloshinov V.N. Marksizm i filosofiya yazyka [ Marxism
and the philosophy of language]. Leningrad: Priboi, 1929. (In
Russ.).

34. Vygodskaya G.L., Lifanova T.M. Lev Semyonovich
Vygotsky: Zhizn’, deyatelnost’, i shtrikhi k portretu [Lev
Semyonovich Vygotsky: Life, activity, and lines toward a
portrait]. Moscow: Smysl, 1996. (In Russ.).

35. Vygotsky L.S. Psikhologiya i uchenie o lokalizatsii
psikhicheskikh funktsij [Psychology and the theory of the
localization of psychical functions]. In Peroyy Vseukrainskiy
s’ezd neyropsikhologov i psikhiatroo. Tezisy dokladov [First All-
Ukrainian congress of neuropsychologists and psychiatrists.
Abstracts]. Kharkov: Medizdat, 1934, pp. 34—41. (In Russ.).

36. Vygotsky L.S. Vygotsky’s notebooks. A selection. Ed. by
E. Zavershneva, R. van der Veer. Singapore: Springer Nature,
2018. Parallel publication in Russian: Vygotsky L.S. Zapisnye
knizhki L.S. Vygotskogo. Izbrannoe. Ed. by E. Zavershneva,
R. van der Veer. Moscow: Kanon+, 2017.

37. “Vygotsky, Lev Semenovich” (n.d.) In Wikipedia
(Russian).  Available at:  https://ru.wikipedia.org/w/
index.php?title=Boirorckuii, Jles_CemenoBuu (Accessed
08.08.2021). (In Russ.).

38. Yasnitsky A. “Archival revolution” in Vygotskian
studies? Uncovering Vygotsky’s archives. Journal of the

158

Russian and East FEuropean Psychology, 2010. Vol. 1, no. 48,
pp. 3—13. DOI: 10.2753/RP0O1061-0405480100.

39. Yasnitsky A. “Kogda b vy znali iz kakogo sora..”:
K opredeleniiu sostava i khronologii sozdaniia osnovnykh
rabot Vygotskogo [“I wish you knew from what stray
matter...”: Identifying the set of Vygotsky’s major oeuvre and
determining the chronology of their composition]. PsyAnima,
Dubna Psychological Journal, 2011. Vol. 4, no. 4, pp. 1—52.
Available at: https://psyanima.su/journal/2011/4,/2011n4a1l
/2011n4al.pdf (Accessed 08.08.2021). (In Russ.).

40. Yasnitsky A. Revisionist revolution in Vygotskian
science: Toward cultural-historical Gestalt psychology. Guest
editor’s introduction. Journal of Russian and Fast European
Psychology, 2012. Vol. 50, no. 4, pp. 3—15. DOI:10.2753/
rpo1061-0405500400.

41. Yasnitsky A. Kurt Koffka: “U uzbekov EST’
illiuzii!” Zaochnaia polemika mezdhu Luriei i Koffkoi [Kurt
Koffka: “Uzbeks DO HAVE illiusions!” The Luria-Koffka
controversy|. PsyAnima, Dubna Psychological Journal, 2013.
Vol. 6, no. 3, pp. 1—25. Available at: https://psyanima.su/jour
nal/2013,/3,2013n3a1,/2013n3al.pdf (Accessed 08.08.2021).
(In Russ.).

42. Yasnitsky A., Lamdan E. “In August of 1941”: Alexander
Luria’s unknown letter to the USA in the light of revisionist
revolution in the historiography of Russian psychology.
Istoriya rossiyskoy psikhologii v litsakh: Daydzhest | Faces of the
history of Russian psychology: A digest], 2017. No. 2, pp. 225—
292. (In Russ.).

43. Yasnitsky A., van der Veer R., Ferrari M. (Eds.).
The Cambridge handbook of cultural-historical psychology.
Cambridge, UK: Cambridge University Press, 2014.

44. Zavershneva E.Y. Zapisnye knizhki, zametki, nauchnye
dnevniki L. S. Vygotskogo: rezul’taty issledovaniya semejnogo
arhiva. Chast’ 1 [L. S. Vygotsky’s notebooks, notes, scientific
notebooks: Family archive findings. Part 1]. Voprosy
Psychologii = Questions of Psychology, 2008a. No. 1, pp. 132—
145. (In Russ.).

45. Zavershneva, E.Y. Zapisnye knizhki, zametki,
nauchnye dnevniki L. S. Vygotskogo: rezul’taty issledovaniya
semejnogo arhiva. Chast’ 2 [L.S. Vygotsky’s notebooks, notes,
scientific notebooks: Family archive findings. Part 2]. Voprosy
Psychologii = Questions of Psychology, 2008b. No. 2, pp. 120—
136. (In Russ.).

46. Zavershneva E.Y. Evrejskij vopros v neopublikovannyh
rukopisjah L.S. Vygotskogo [ The Jewishissue in L.S. Vygotskys
unpublished manuscripts]. Voprosy Psychologii = Questions of
Psychology, 2012a. No. 2, pp. 79—99. (In Russ.).

47. Zavershneva E.Y. Investigating L.S. Vygotsky's
manuscript  “The historical meaning of the crisis in
psychology”. Journal of Russian and East European Psychology,
2012b. Vol. 50, no. 4, pp. 42—63. DOI:10.2753/RPO1061-
0405500402

48. Zavershneva EY. “The Key to Human Psychology”.
Commentary on L.S. Vygotsky’s notebook from the Zakharino
Hospital (1926). Journal of Russian and East European
Psychology, 2012c. Vol. 50, no, 4, pp. 16—41. DOI:10.2753/
RPO1061-0405500401

49. Zavershneva E.Y. “Moljus’ o dare dushevnogo usilija”:
mysli i nastroenija L.S. Vygotskogo v 1917—1918 gg. [“I pray
for the gift of spiritual effort” L.S. Vygotsky’s thoughts and
moods in 1917—1918]. Voprosy Psychologii = Questions of
Psychology, 2013. No. 3, pp. 125—142. (In Russ.).




KYJbTYPHO-UCTOPUYECKAA IICUXOJOTUA 2021. T. 17. Ne 3
CULTURAL-HISTORICAL PSYCHOLOGY. 2021. Vol. 17, no. 3

O PEBU3NOHU3ME B BBITOTCKOBEC/I€HUN

Kommenmapuii k cmamve Acnuyrozo u Jlamoana
«B aseycme 1941-20» (2017)

T.B. Axytuna
MocxkoBckuii rocynapcTBerHbiil yausepcurtet umenu M.B. JlomoHnocosa
(OTBOY BO «MTI'Y umenu M.B. Jlomonocoas ), Mocksa, Poccust
ORCID: http://orcid.org/0000-0002-8503-2495, e-mail: akhutina@mail.ru

Ilepesod A. Ilsapu, ¢ nosvimu npumeuarusmu T. Axymunoti u A. lsapy!

B at1oii ctaTbe Mbl aHAIU3UPYEM TTEPEX0/l B U3yUyeHUU BBITOTCKOTO OT «apXUBHOM PEBOJIIOIINIY> K OTKPO-
BEHHOI «PEBU3MOHUCTCKON PEBOJIOIIY, KOTOPYIO SICHUIIKII 1 ero KoJutern mposoaraacuim B 2012 rogy.
[les1b1o CTOPOHHUKOB PEBU3MOHUCTCKON PEBOJIONNN SBJIAETCS KPUTHYECKUI aHAIM3 HAYYHOTO HACJIE/INs
Broirorckoro, Jlypun n ux kosuier u ieMu@osiorusanus Kak JMYHOCTH BhIToTCKOT0, Tak 1 HAy4HOTO BKJIa/1a
€ro MIKOJIbl. MblI 10IPOGHO aHAIM3UPYeM BbIGPAHHBIN HA0OP MyOIMKAIM B PAMKaX «PEeBU3MOHUCTCKOTO>
JIBUKEHUSI U OIMCHIBAEM UX IIPEUMYIIECTBA U HEJOCTATKY, CTaBs 110Jl COMHEHME 000CHOBAHHOCTD YTBEPK-
JIEHUI 9TUX JOKYMEHTOB. Mbl 060CHOBBIBaEM CBOE Hecorjacue ¢ OOHAPYKEHHBIMU PEBU3HOHUCTCKUMU
1myGJIMKAISIMU, HEJIOOTIEHUBAIOIMMU PE3YJIbTATHI IIEHTPATbHOA3MATCKUX sKcneuiuii JIypun. Ml Takxke
OITpOBEpPraeM MPEIOIOKEHUsT SICHUIIKOTO 1 €ro KOJIIer 00 OTCYTCTBUM TOKYMEHTATbHBIX CBUIETENbCTB
TOTO, YTO Hacje/ e U UM BBIrOTCKOTO HAXOAMIINCH MOJ] /IMUHUCTPATUBHBIM 3aIIPETOM B TOJIbI CTAINHN3-
Ma, W TIPEeIOCTaBJIsIeM COOTBETCTBYIONHE TOKYMEHTHI. MBI /le;1aeM BBIBOJI, YTO He3HAHWE OHOW TPYTITIBI
(haKTOB, TEHIEHIINO3HBIII aHAJIU3 APYTUX (HAKTOB U IPUCTPACTHOCTD B OOCYIKICHUM TIPUBOST UCCIIEN0BA-
TeJiell, paboTAINIIUX HAJl «PEBUSHOHKUCTCKON PEBOJIOIMEN», K HCKAKEHUIO TAHHBIX O Pa3BUTHU [ICUXOJIO-
TUYECKON HAYKHU.

Knroueewvte cnosa: Brirotckuii, Jlypus, KyabTypHO-UCTOpUYecKast IICUXOJIOTHS, Hacenne Beirorcko-
TO, apXUBHASI PEBOJIIOINS, PEBU3MOHUCTCKAs PEBOJIONNS, SICHUIIKMIA, a/IMUHUCTPATUBHBII 3a11peT, UCTO-
pUSt TICUXOJIOTUH.

Buaarogapuocru. Asrop Giarogaput Jlydano Mekauun u Exatepuiy 3aBepliHeBy 3a JOCTYII K IIOJHOMY TEKCTY TOKJIa-
na Jlopernt Kaposiu 1 HOBBIM JIAHHBIM O CIIUCKAX KHUT, OTOOPAHHBIX ISl U3BSITUS U3 COBETCKUX GUOIMOTEK, a TAKKE K
HOBOII cTaThe [8].
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Jle CemenoBuu Boirorckmii (1896—1934)

17 nosbpst 2021 r. ucnonusiercsa 125 jer co aHs
poxnenns JIbpa CemenoBr4a BBIrOTCKOro — reHuasb-
HOTO y4eHOro, CO3JABLIEr0 HEYTo OOoJIbllee, 4eM HO-
BBII MIOAXOJ B OTEYECTBEHHON U MUPOBOU MCUXOJOIHN.
B cucreme noHATHI KyJIbTYPHO-UCTOPUYECKOI TEOPUM
JI.C. Boirorckum, 1o cytu, ObLI 3agaH 0coOblii criocod

MBIIIJIEHUS, KOTOPBIN II03BOJIIET PACKPBITH UCTOYHU-
KM IIPOUCXOXK/IECHUS, UCTOPUYECKYIO JIOTUKY Pa3BUTHS
cneuuguuecku ueno8eueckozo 6 ueiogeKe. ITOT CrIocod
MBIIJIEHUS BHOCUT IPUHIMIIMAJIbHbIE KOPPEKTUBBI B
TOT 06pa3 4eI0BeKa, KOTOPBIH CO3/AeTCST COBOKYTTHBIMU
YCUJUSAMU BCETO KOMIIJIEKCa HAyK O HEM, a He TOJbKO
ncuxoJiorneit. Bnagumup IletpoBuu 3uHYeHKO, Iiep-
BBIIl TJIaBHBIN pelakTop KypHaia «KymabTypHO-UCTO-
pudecKas IICUXO0JIOTUST»> (B 9TOM TOJIY €My UCTIOJTHUIOCH
61 90 J1eT), OO TIOBTOPSTh, YTO ABYM MCUXOJOTAM
XX Beka — 7K. IInaxe n JI.C. Boirorckomy 3apesep-
suposano Mecto B XXI Beke. [lelicTBuTenpHo, o6a OHI
MPUBHECH B HAYKY O YeJIOBEKEe CBOIl B3TJISZ U OCOOBII
croco6 MBINIIEHNsT, KOTOPHIE BBIXOAT 34 MPEACIIbI U3-
BECTHBIX HAYYHBIX OIIMCAHNI.

O KyJIbTYpE Kak «paxmopes, «cpedes, <konmexcmes
YeJI0BEYECKOI0 pa3BUTHS IIMcaIu U /10, U 1ocjie Beiror-
ckoro. B 3apybeskHOIT HayKe CYIIeCTBYeT HAlpaBJIcHUE
MCCIIEIOBAHNH — <«KYJIbTYPHAS TICUXOJOTHST», KOTOPYIO
WHTEPECYIOT T€ WM WHbIC <BIUSHWUS» KyJIbTYPbl Ha
WHIWBUIYyaThHOE CO3HAHWE U €ro pa3BuTue. K Teopun
Boirorckoro aTo He nMeeT HUKaKOro oTHoleHus. bosee
TOTO, €T0 TEOPUST — HE <O BIUSAHUAX», XaPAKTEPUCTUKA
KOTOPBIX «Ha BBIXOJIE» JIAa€T HAM OYEPEJHYIO BEPCHIO
conmanpioro 6uxesnopusma. Ilo ciosam Bsirorckoro,
«IeHTpaJbHast TpobieMa Beell MCUXOJOTHIy — 8060~
da, T. €. TO, YTO MPUHIUTHAILHO HE MOXKET OBITH BbI-
BE/ICHO M3 COBOKYIIHOCTH <«BJMSAHUI». KysbTypa mis
Boirorckoro — He ¢BOJi KOHBEHI[MOHAJIBHBIX JIUPEKTUB,

Jlns wurarot: Py6uos B.B., Kyopsasues B.T. Mbicauts 110 Beirorckomy // KynbrypHo-uctopuueckas ncuxosorus. 2021,
Tom 17. Ne 3. C. 160—161. DOL: https://doi.org/10.17759 /chp.2021170320
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a aKKyMYJISITOP UCTOPUYECKU CJIOKUBIIETOCST OIbITa, a
rJIaBHOE — TIOTEHIIMAJa CBOOOIHOTO AEHCTBUS — KYJIb-
TYPHOTO, COIMAJBHOTO JIEMCTBUS 4YeJOBEKa, TJIABHBIM
a(hdHeKkTOM KOTOPOTro SIBJISIETCS «CO3/IaHKe HOBBIX (hopm
moBesnieansI>. ViMenHo Tak BBITOTCKUT ompeiesisia TBOP-
yectBO. [ToaTOMY KyJbTypHO-MCTOpHUYECKAS TICUXOJIO-
'l BO BCEM JIMalla30He CBOMX IPOOJIEMHbBIX HOJIel — OT
anayim3a uckyccTsa (Tot akt, uTo BeiroTckuii Haunnas
C HETO, COBCEM He CJIyuyaeH) /10 UCCJIe/IOBAHUST AaHOMAJIb-
HBIX CIIEHAPUEB JIETCKOTO PAa3BUTUS — 3TO HAyKa O CBO-
60oj1e 1 TBOPYECTBE Y€I0BEKa.

I. O66unrays mnpemjaraj CBOMM MWCIIBITYEMBIM 3a-
nomunams Oecembicsennble cuaoru, a JI.C. Boirorckuii
cosaBajl nPobieMHYyI0 CUTYALUIO, B KOTOPOI 9TH CJIO-
TH, HAJeJSIsICh 3HAYEHUSMU, CTAHOBUJINCH CPEICTBOM
O3HAUMBAHUsI OCBAMBAEMOI0 Marepuaja. Y Ke Ha 9TOM
MIPOCTOM TIPUMEPE TMPOCIECKUBACTCS PA3TUIUE MEKILY
<KJIACCUYECKOI» M «HEKJIACCHUECKO» TICUXO0JOTHEN —
B HEll MOJIEJTUPYETCST CaM NPOUECC NOPOACOCHUSL CMBLCILOB
Kak 0c000ro OTHOIIEHUS YeI0BeKa K MUPY, OCHOBAHHOIO
HA CAMOOTHOIIEHUH, KAK OTHOIIEHUH JIPYTUX U C IPYTU-
Mu. beccmbicsientble CJIOTU NPUBOIAT K JIOTIOJHUTEb-
HOH mpobJieMaTu3aliyl caMoil CUTyalu cOOCTBEHHOTO
JIENCTBUS, B KOTOPOU IOCTaBJIeHa 3a/1a4a Ha Kiaccudu-
KaIlMIio TIPU3HAKOB KaK 00IIe3HaYNMBbIX CMBICJIOB. B 110-
MCKe ¥ TOHWMAHWH CMBICJIOB — KJIIOY K PEITEHUIO 3a/[aUH.
[TpupaTh cmovic GECCMBICTIEHHOMY CJIOTY — 3HAYKT, Hali-
TH CMBICTIOBOH «3HAMEHATENb> JIJISI TPYTIIIBI HEITOXOKUX
IIPYT Ha pyTa (PUTYPOK, a TOHUMaHWUE W TIOCBSTIEHUE B
3TO <«OTKPBITHE» [PYTUX JIOJell TpeBpaliaeT HaiIeH-
HbII cMbICa B 3HaueHue. [oaromy, kakue Obl (pUrypru
Jlajiee <HU TOTIA/IAJINCh Ha TJ1a3ay JeHCTBYIONEMY Yesio-
BEKY, OHM Oy/IyT BIIMCHIBATHCS B KJIACC B COOTBETCTBUU C
00LIeIOHNMAEMbIM 3HAYUMBIM. PasyMmeeTcss, — Ipu I0-
HUMaHUU YCI0BHOCMU W TPAHUI] TOTO, YTO O3HAYAETCSI.
O6pasHo ToBOPS, IPH IOHUMAHUY, HAIIPUMED, TOT0, 4TO,
XOTS «y0as u ne cocmoum us 38 nonyzaes» (Kax 6 usgecm-
HOM MYJAbm@uivme), HO OJHUM TTOTyTaeM MOKHO M3Me-
pUTH U yIaBa, W, TUIIOTETUYECKH, paccTossHuE 10 JIyHBI.
31ech HAIO «MBICIUTH 0 BBITOTCKOMY» WJIM TPOCTO
Molcaums B 00IIeM CMBICJIOBOM moJie. [loHnManue cyTu
Bellleil U B3auMoIlOHUMaHMe JIoJeil B 9TOl cuTyanuy,
i «0600IIeHre u obteHnes st BBITOTCKOTO, — 3TO
He /[Ba Pa3HbIX IIPOIECCa, a JABE CTOPOHbI OOIIEro, KYJIb-
TYPHO CTPOSIIIETOCSI COBMECTHOT'O JIENCTBUS.

O06 oTHeIbHOM UYesioBeKe BbIrOTCKUIT BCerja Mblc-
JIAJI B KaTEropuax obupiocmu. YenoBek yxe IPUXOLUT
B MUD B 00pase OOUIHOCTH — <IICUXUYECKON OOLIHO-
cTH» MJajieHtia u mambl. U B faspHeiilemM aTta ncxo/1-
Has [0 CBoeil mpupoje OOUIHOCTh He pacTopraercs,
a pasBuBaercs. Kak usBecTHO, B 30He OJvsKailiiero
Pa3BUTHS IIPOUCXOIUT EPEXOJ OT COBMECTHOIO BbI-
MOJTHEHUST IEHCTBUS K WHAWBUIYATHLHOMY, TOUYHEE,
caMOCTOsITeJIbHOMY. B KakoMm cirydae peGeHOK OKa3bl-
Baercs «OumKke» K Bapocsaomy? C onpesesieHHON ToY-
KU 3PEHUsT, OUEBU/IHO, MOKHO CKa3aTh, YTO BO BTOPOM,
IMOCKOJIBKY CAMOCTOSITEJIbHOCTb U SIBJISIETCSI, TPEXK/Ie
Bcero, aTpubyToM B3pocaoCcTH. IIpuyeMm, AeHCTBYs
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CaMOCTOSITEJIbHO, OH BCTYIIAeT B BUPTYaJbHYIO 0OII-
HOCTb HE TOJIBKO C T€M, KTO IOHAYaJNy COJEHCTBOBA
emy (¢ MaMoii, 1efarorom, JOObIM «IPYrUM» ), HO U
BO3MOKHBIMH «J[PYTUMU», KOTOPbBIE CROCOOHBL K CAMO-
CTOSITETHHOMY IeHcTBHIO. TO €CTh OTBIT €T0 camocmo-
AMenvioz0 TeNCTBUI ¢ CaMOro Hadaja CKJIAbIBACTCS
B 0000wecmeiennot Gopme. Bimkailimii  yuyeHUK
JI.C. Boirorckoro /[.b. abKoHNH OoTMeUas, 4To faxke
MTOAPOCTKOBBIN HETATUBU3M — 3TO HE MIPOTUBOTIOCTAB-
JIeH1e B3POCIOMY, a ocobas MaHudecTalus cTpeMie-
HUA 3aHATH €ro MO3UIHIO.

Tak 4TO Ke «HaxXOAUT», 10 BBITOTCKOMY, YeJIOBEK B
KyJIbType? Y CJIOBUSI, UHCTPYMEHTBI, UCTOUHUKHU Y€JI0-
Beueckoro crnocoba kusHn? M ux Toke — HO, B IIEPBYIO
ouepesib, 06pas cebst caMoro Kak AefcTBYOIero, oopas
CBOMX BO3MOJKHOCTEH, MX <udeaivnyio (popmys», KOTO-
past, KOHEUHO, Beer/ia TpanchopMupyercs, mpeobpasyer-
cs B rpanuiax peaibHoil. OOperaer ee, HaIpUMep, Kak
(hbopMy KyJIBTYPBI: TO K€ NCKYCCTBO — 9TO MPEK/IE BCETO
HAIIIK 9MOIIUY, KOTOPbIE He HYK/IAIOTCS B KOHTPOJIE, T10-
TOMY YTO MX YK€ B3sITT <10l KOHTPOJIb» CaM aBTOP IPO-
U3BeJleHNs, CBsI3aB BOEAMHO <«a@PeKT U MHTEJIIEKT».
«lamner — B ToOJTIe» — m3BecTHast (popMmyJia JHUTEpa-
typoBena [O.M. AlixenBanbia, OJHOTO U3 yuuTesel
JI.C. Brirorckoro. I'amiyier He HCIIBITBIBAET HU OJHOIO
MePEeKUBAHUS, KOTOPOE TaK WJIM WHAYe He UCIBITHIBATI
6b1 apyrue joau. Ho oH mepeskuBaer ux B 0coboii «uje-
anpHOi (popmes. OO arom <«IlcuxoJOrHsT MCKyCcCTBa»
Brirorckoro.

O «mkose BBITOTCKOTO» MOKHO TOBOPHUTH B JIBYX
cMbIcsiax. Bo-mepBbiX, — 3TO, TIpeXje BCero, HaydHast
1KoJia. Bo-BTOpbIX, — 9TO MIKoJIa B OYKBaJIbHOM CMBIC-
jge cioBa. Ta cucremMa pasBUBaIoOLIEro 0Opa3sOBaHUs
(B ee pasHbIX BapHaHTax), KOTOpas IOCTpoeHa Ha Oase
ero uaeil. IT0 — MOJEIb TOrO, YTO BBITOTCKUII Ha3bl-
BaJl «BBICOKOOPTaHU30BAHHON MPAKTUKOI», TTPAKTHUKOM
CaMOM3MEHEHHsI YeJIOBEKa, CTPOSIIECS B CIeUaJbHO
OPraHM30BaHHBIX (hOpMax ero OOIIHOCTH — OOLIEHUH
¥ B3aMMOJIEVICTBUU C JPYTUMHU JIIOAbMU. BHYTpH Takoi
[PAKTUKU COOCTBEHHO M BO3HHMKAIOT HOBbIE 0OOPa3Iibl
MOJIIMHHO TBOPYECKOTO MbliieHus. VIMeHHO njien pas-
BUBaIOIIEro 00pa3OBaHUs, 3a/J0KEHHbIE BbIFOTCKIM,
OTIPE/IEJISAIOT CEro/{HsI HOBBIM BEKTOP MHHOBAIIMOHHOTO
JBWKEeHUsT B oOpasoBaresibHOI npakTuke. Heciydaitno
M3 YCT IPAKTUKOB 0Opa3oBaHUs CErO/HS BCe Yallle 3BY-
yar 000POTHI ¥ TEPMUHBI U3 «CJOBapsi» BbIrorckoro u
ero Hay4HBIH IIKOJIBI — <o0yuenue, éedyuee 3a coboll
paseumues, <301a OAUNCATIULC20 PA3BUMUSL>, <COUUATD-
HASL CUMYAUUsL DA3BUMUS>, <6COYUUTE MUN 0esMeNbHO-
cmus> v Jp.

Yrobbl Takoe cJ0BOYIIOTpebIeHne cTajlo emle doee
OCMBICJIEHHBIM, BCEM HaM, pabOTAIONIUM B TPaJUIU1 Ha-
yuroit mkossr JI.C. BeIroTckoro, HeOOXOAMMO 3aHOBO
BEPHYTHCS K aHAJINU3Y TeX UCXOMHBIX TTOHATHIA, KOTOPHIE
CTOSIT 32 YCTOSIBITUMUCS TEPMUHAMMU, U €llle Pa3 «IIpo-
yrTaTh» TeKCThl caMoro JI.C. Bbirorckoro, 4To6b! rydiie
[IOHATH HercYepIaeMylo TayOuHy ero MbICJIH, II0Ipodo-
BaTh «MBICJINTDb KaK BbIroTckuii».
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B.Il. 3unyeHKO yepe3 Npu3My CBOMX OTHOIIEHUN
(mo aBroOHMorpacduyeckum matepuasam B.I1. 3unuyeHKo)

b.I'. MemepskoB

JOKTOP TICUXOJIOTHYECKIX HAYK, Tipodeccop Kadeapsl icuxosnorun, [TBOY BO MockoBckoit obmacTu
TocynapcrBentbiii yausepeureT «Jy6Has, [lyGHa, Poccuiickas Deneparius,
e-mail: borlogic2@uni-dubna.ru

BJIE[I[I/IMI/Ip [leTpoBWY 3UHYEHKO MPUHA/IEKHUT K BbI-
JATONTIMCS  [ICATENIIM TPEThErO TOKOJIEHUS TKOJIBI
JI.C. Boirorckoro — A.P. Jlypuu — A.H. JleonrneBa,
KOTOpagd MPOJIOJIKACT CYHIECTBOBATH U MMEET IUPOKYIO
M3BECTHOCTb B MUPOBO# [ICUXOJIOTHH, B TOM YHUCJIE TOJ
HA3BAHUSIMU <«KYJbTYPHO-UCTOPUYECKAS [ICUXOJOTHU» U
«reopus JesitebHOCTHY. B.I1. 3nHUYEeHKO — aBTOp OKOJIO
400 HayuHbIX myb mkarii, cesiiie 100 ero paboT usaaHbl
3a py6eskoM, B ToM uncJie 12 MoHorpaduii Ha aHTJIHCKOM,
HEMEITKOM, UCTTAHCKOM, SITTOHCKOM U JIPYTUX SI3BIKAX.

Kax wussectro, Ierp T mpopy6un Oxuo B Empory,
npasa, He s ncuxosorun. A Jles Cemenosuu Boiror-
CKHUI IPOPYOUJI OKHO JIJIst TICMX0JIorun U B EBporty, u B
Awmepuxky, u B ipyrue Crpannpl Cera. Ho gaxe ecoiu ecTb
OKHO, TO BCE PABHO HY KHBI eIl OIaronpusTHbIE YCIOBUS
U, TJIaBHOE, JIIO/JIM, KOTOPbIE 3TUM OKHOM CMOTYT I10JIb-
soBatbest. B.I1. 3unyenko GbLI Kak pas TeM YUeHbIM, KTO
VCIIEIIHO IPEACTABIIA HAllly IICUXOJIOTMIO HA Pas3HbIX
MESKTYHAPOHBIX KOH(EPEHIMSIX 1 BOOOIIE B MEKIyHA-
POIHOM COOOIIECTBE U ChITPaAJl OTPOMHYIO POJIb B IIPOTIEC-
ce naTepHanuzanun K1II u Teopun nesiterbHOCTH.

[MonTBepskcHEM 9TOMY MOTYT CJYKUTH CJIOBA
Maiixa Koysma nn /[’xnmma Bepua:

«Hanucanme cratou o Bragumupe IlerpoBudue 3un-
YEHKO — 3aMeyaTesIbHOTO YYEHOTO W WHTEJJIEKTyasa
MesKIyHAPOAHOro MaciiTaba — GOJIbIIas 4eCTh A HaC.

ITa BO3MOKHOCTH TOOY/INIA HAC MOPA3MBIILIATD O
HaIlleM JI0JITOM U HEOOBIKHOBEHHO TECHOM COTPY/[HHUYE-
ctBe ¢ Baagumupowm IlerpoBuuem. Mbl, ecii Tak MOKHO
BbIpazuthcs, poaus Baagumupy Ilerposuuy u ero apyry,
Bacuinio BacuibeBnuy JaBbl10BY, a TaKKe MHOTUM JIPY-
TUM TIOCJIEZIOBATEISIM KYJIbTYPHO-UCTOPUIECKON TEOPUH.
MbI pasjesisieM ¢ HUMU 4ecTh OBbITh «<mpemvum noxo.e-
nuem» niocaenosateseit JI.C. Borrorekoro. Kak 11 omm, Mbl
yunuch y A.P. Jlypus u A.H. JleonTsesa...» [1, c. 637].

K GoJbIioMy COKaJIEHHIO, CPEI MHOTOUYMCJEHHBIX
MIPOCTO BOCXUTUTENBHBIX BocriomuHanuii B.I1. o Bwigaro-
MIAXCS JIONSAX, KOTOPBIX OH JIMYHO 3HAJT W/WMJIN Ybe TBOP-

YeCTBO HAIIIO B HEM TIOOKHIl OTKJIMK, HE HAIIOCh Me-
cTa, BpeMeH! 1 BHUMaHKS OHOMY U3 OJIVZKAMIINX APy3eit
3unuenko — Biagumupy MuxaiinoBuay MyHuUnoBy, Ko-
TOPBIN pojiuiics Becero Ha 4 mecsia panbiie B.I1. Kak pac-
ckazbiBast Mue cam B.I1., on mozsonus B.M. Mynwunosy B
ero zienb poskaernst (31 mapra) u, B cBoeM cruiie, He Oe3
YyTOUKHU eXu/IcTBa, ciupocuit: «Hy, uto, Bosozs, cronso
n0xxuBath 10 80-yetusa?s. OTBET ObLI OJOKUTEILHBIM 1
obompsronM 7t criparmBaroriero. B.I1. mepeskin cBo-
€To JIpyTa BCero Ha 2 rofa... BemommHaeTces, Kak Beceso n
JKM3HEPAIOCTHO TPOITiesl GAaHKET, MIABHO MEPETEKIi B
KalycTHUK, B yecTb 80-setns B.M. Mynunosa (MITIILY,
cMm. ororpacduio 1). Haxomsacs B aToit ayautopun, HeBO3-
MOJKHO OBLIO TIOJ[yMaTh, 4TO OHU TaK CKOPO YHIYT...

CoBceM HEIaBHO, BO MHOTOM OJiarofapsi THUTAHU-
YeCcKUM yCUJINAM KeHbl U copatHuka B.II. — Hartanbn
JImutpueBnsl I'opzeeBoii, a Takxke elle 0OHOTO pyra 1
copariuka ero — Anarommsi Mocudosnya Hazaposa,
TOSIBUJICST HOBBIH TOJICTBIN TOM B TeMaTHYECKOM cobpa-
Hum counnennit B.IL. [1].

Bﬂéﬁiumup ;
HHYCHKO -
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gam B.IL. 3unvenko) // KynbrypHo-ucropuueckas neuxosorust. 2021. Tom 17. Ne 3. C. 162—169. DOTI: https://doi.

org/10.17759,/chp.2021170321
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Towm pasbur Ha aBa paszaesa. [Tepsbiil u camblii 60JIb-
moit pasnen (3/4 TomMa) COCTOUT, B CBOIO O4Yepe/b, U3
Tpex yacreil: 1) crarbu B.II. o Beimaonuxcs aesaTesnrsx
TYMaHUTAPHOU KyJbTYPBHI, TICUXOJOTUU U (usiocopun,
onyOJIMKOBaHHBIE B JKypHajiaX W cOOpHHKAX; 2) Mo-
CJIeCTIOBUS U TIpeaucaoBus, Hanncanubie B.I1. B kaurax
OTEYECTBEHHBIX 1 3apyOeKHBIX aBTOPOB; 3) JiBa rHIep-
OTKpOBeHHBbIX MHTepBbio ¢ B.II. Bropoii pasgen Toma
BKJI0YaeT GOJIbIIOEe MHOKECTBO (CTOJIb GOJIBIIOE, YTO
naxe He Bce ynoMaHyTsl B «Comepkanun» Toma) Goee
WM MeHee KPaTKUX BOCIIOMUHAHWIL JII0el 0 cBoeM 06-
menun ¢ B.I1., cBoux BrieyaTieHUsIX 0 €ro JINYHOCTH, €T0
paboTax, JEeKIUAX U T. 1.

B aTo#1 kHUTe, HA HAII B3TJI, B NIPEAEJbHO KOH-
IIeHTPUPOBAHHOM BH/JIe TIPEJICTABJIEHbI KU3HbB, AyIla
un nyx camoro B.II. Koneuno, oueHb MHTEPECHBI €Tr0
aHAJIW3Bl TBOPUYECTBA BBIJAIONIUXCS MBICIAUTECH, a
TakXe BOCIIOMUHAHUS O JIOASX, KOTOPBbIE CHIIPATIH
3HAYMMYIO POJIb B ero :Ku3nu. Ho He MeHee MHTepecHO
u 1o, ymo B.Il. tuier o cBoeM OTHOIIIEHUU K HUM, U
06patHo — 00 MX OTHOLIEHHMU K cebe, 0 COBMECTHOM
¢ HUMU TBop4YecTBe U 06ueHuu. [To-BUaMMOMY, 9TO U
eCTb caMblil IPSAAMON U KpaTyaImnuil myTh K JUYHOCTH
B.II., a 310 — BaxxHOE yCJIOBUE U IOHUMAHUS €T0 TBOP-
yecTBa. Kcratu, BoT uto o Tom ke mucas B.I1. B mpeau-
caosun k kaure [JI. Beirogckoit u T.M. Jludanosoit
[1,c.297]:

«CerojiHst CTAaHOBUTCS OOIIUM MECTOM METOI0JIOTHI
HayKH PoJIb “TI03HABATETLHOTO OTHOIEHU , “THIHOCT-
HOTO 3HAHMS, yIACTBYIONUX B HAYYHOM TIPOU3BOICTBE.
Bes aHHbIX 0 IMYHOCTH YYEHOT0, a TeM OoJiee yUeHOTO-
MICUXO0JIOTA, MHOTOE TPY/THO TIOHATD B HAYKE».

Hayunewm ¢ pamummm

ITuMoJiornst paMuinu «3UHYEHKO» KOPEHUTCS
B JIPEBHETPEYECKOIT MUDOTIOTHH U MOXKeT OBITH pac-
mudpoBaHa TPUMEPHO TaK: <«KUBYIIMH Kak 3eBC»
[2]. OTciona merko mepeiitn 1 k 6borute mamsaTi Mie-
MO3UHE, U KO BceM zieBsiT Mysam... [locmoTpuTe Ha

yapibky B.I1., Korga oH BIEpBBIE YCIBIMNAT 006 9TOM
9TUMOJIOTMYECKOM  PaCCIeJ0BaHUM Ha  3ace/laHuu
Yuenoro coBera ¢axyspTeTa MCUXOJOTUN XapbKOB-
CKOTO yHHUBepcHuTera B 4ecTb 50-seTusi co3Manus Ka-
dbenpor ncuxonornu u 110-1eTust co AHS POXKIEHUS
orria B.II., BIIosHE 3aciyKMBAIONIETO TUTYJA <3€BC
XapbKOBCKOU TICUXOJOTU .

O 3esce XapbKOBCKOH MCHUXOJOTHU: <. Cy/Abba
u caydail cuesanu ILV. 3uHYEHKO MOJIHOMPABHBIM
YYaCTHUKOM XapPbKOBCKOU TICUXOJOTUYECKON IITKOJIBI
U Ha BCIO KM3Hb (KpoMe JIMXUX TOol0B BTOpoii Mupo-
BOIl BOITHBI, Ha KOTODPOil eMy [OBeJIOCh ObITH caile-
POM) CBsI3aJIa €T0 C JAPY3bsIMU U KOJIJIETaMU, YacTb U3
KOTOpBIX 1moToM nepeexasn B MockBy. Otbe3n B Mo-
ckBy A.H. JleontseBa, A.P. Jlypun, A.B. 3anopoxia,
I1.41. Tampriepuna BeiHyAMI ero mocie 1945 r. cratb
He(opMaJIbHBIM JHIEPOM XapPhbKOBCKOM TTKOJBL. JTY
POJIb OH UCIOJHSIT T0OPOCOBECTHO, OTBETCTBEHHO, HO
6e3 yIOBOJBCTBUS. 3HAYUTEIHHO OOJIBIIYIO PALOCTh
eMy JIOCTaBJIsLIa €r0 Iefarormdeckast pabora co cry-
JICHTaMW U aClMpPAHTAMU U TIPOBEJICHUE dKCIIEPUMEH-
TaJIbHBIX UCCIeIOBaHNI TaMgTu» [ 1, c. 222].

B cB43u ¢ 1aBHO yTBEPAUBIINMCS Ha3BaHNEM «Xapb-
KOBCKasl IICUXOJIOTMYECKas I1IIKOJa» CJAelyeT 3aMEeTUTD,
YTO OHO HE COBCEM TOYHO, IIOCKOJIBKY U B CBOEM IeHe-
31ce, 1 BO BpeMsl BCEro Iepruo/ia CBOEro CyecTBOBAHN
9Ta «IMKOJIa» ObLTa (PU3NYECKH U JTYXOBHO HEOTAETUMA
oT MoCKOBCKOii 1KoJIbI Ticuxosioruu. Iloatomy Oostee
TOYHBIM HaM TIPE/ICTaBJsIeTCsT Ha3BaHMe «MOCKOBCKO-
XapbKOBCKas IICUXOJIOTMYecKas IKoJa». Tak ObLIo U
[OCJIE€ TOTO, KaK OOJIBIINHCTBO €€ YYACTHUKOB TI€peMe-
CTUJINCH B MOCKBY, POJIOJIKASI TECHOE COTPY/THUUECTBO
C OCTaBaBIIUMUCH B XapPbKOBE IICUXOJIOTaMU, C KOTOPbI-
MU UX OTYACTHU COCMHSIIN U POJICTBEHHBIE CBSA3HU (B TOM
gyucnue u ¢ B.IL.).

O cemMbe U TUHACTHH

«II.L1. 3un4yenko okasan OTPOMHOE, ITOUTH HETpaB-
MOTOIOOHOE, XOTS U BIOJHE HEMPOU3BOJILHOE BIMSHIE

Domoepagpus 1. 12 wionst 2011 r. (MTTIITY)
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Mewepsxos B.I'. B.Il. 3unuenio uepe3 npumy ceoux omrouleHui. .

Meshsheryakov B.G. V.P. Zinchenko Through the Lens...

Ha cynbObl cBoux Giusknx. Ero skeHa, most mama, Bepa
laBujioBHa, yuyniaach BMeCTe ¢ HUM, CTaja IEaroroM,
3aTeM HayaJla IIPerolaBaTh IICUXO0JIOTNIO B XapbKOBCKOM
KOHCEPBATOPUH.

Mosi cectpa — Tarbsna IleTpoBHa 3WHYEHKO
(1939—2001) u s cranu ncuxosoramu. (Mewst otert OT-
TOBAapUBAJI CTAHOBUTHCS TICHXOJOTOM, WPOHU3UPOBAJ
10 TIOBO/TY TICUXOJIOTHU: 9TO He TIpoeccus, a JOBOJIbHO
y3Kas CIeUAIbHOCTD; ICUXOJIOTU MOCJe TEOJOTUN 1
MEJIMITMHBI — camasi TOYHas HayKa ¥ T. 11.) Mo keHa —
Haranbsa [Imurpuesna Topaeesa (1o o6pasoBaHuio —
6uosor) craja ncuxojorom. Ham cbin Asekcanap
TOXKE CTaJI [ICUXO0JIOTOM U JKEHUJICS Ha Icuxodiore Ajie
Bosiosuu. Ceituac oHn 06a cuxoTepaneBThl U JKUBYT B
bepxim.

[Toxamyii, caMmoe yIWBHUTETHHOE, YTO ChIH W JIOYb,
BCJIEJT 32 HUM, TIOCBSITHJIN OOJIBIIOE BPEMsI MCCJIEI0Ba-

HuaM mamatu. A BHyK, onas B CIIIA, zammTun gokTop-
CKYIO JIUCCEPTAINIO TI0O HOCTAJbIMH, KOTOPast PEeCTaB-
JisieT coboii sipuaiinyio GopMmy, XOTsl 1 HEIIPOU3BOJIBHOI,
HO HEYHUUTOXUMOM, MOCTOSTHHOUN MaMSTH, BO3MOXKHO,
MaMsITH Pojia. ITO TaKast HEIPOU3BOJIbHAS MTAMSITh, KOTO-
past IIpoYHee BCSIKOU 1TPOU3BOJIbHON. A Bejib HEKOTOPbIe
COMHEBAIOTCSI B CYIIECTBOBAHUU KYJIbTYPHOI reHeThde-
ckott mamatu. Victopug Hatmell ceMbu — CBUIETEIBCTBO
TOTO, UTO TAaKUEe COMHEHUSI HEOCHOBATEJIbHBbI.

Eciu 6bl c/Iy4naoch HEBO3MOKHOE M BCs HAllla Ce-
MbsI cOOpajach BMECTe, TO MbI BO TiIaBe ¢ I1.1. 3undyenko
cMoriu Obl OTKPBITh, HaJIEI0Ch, HeILI0Xoii Ilcuxomornye-
ckuit kosumemx [1, c. 222—223].

«Orelt, 6e3yCIOBHO, OB Ha MEHS B CMBICJIE BbI-
6opa npodeccun. On 3anumasncs npodIEeMON aMsATH,
caM rOTOBUJI KaKKe-TO HEXUTPbIE IPUCIOCOONCHUS ISt
AKCIIEPUMEHTOB, KaK TOBOPUTCsI, Bee Jiesias cam. Vcrbl-

Domoepagpuu 3 u 4 (31 mast 2013, r. XapbkoB).
Psanom ¢ B.II. 3unvyenko — BeimmyckHUK dakyabreTa ncuxorornn MIY, poccuiicko-aMepiuKkaHCKUil IICUXOTEPATIEBT
Anekcanyip Baagnumuposuy 3uHYEHKO
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TYEeMBIMU B €r0 9KCIIEPUMEHTAX GBI MOU JPY3bst UIIH
MOJIPY?KKU MO€EH cecTpbl TaThsIHbI, BIIOCJAEICTBUU TOKE
[ICUXO0JIOT; OTEIl U K HaM B KJIACC TIPUXOJIUJ U TaM IIPO-
BOJINJI KOJLIEKTUBHBIE DKCIIEPUMEHTDL.

Mama Obliia yIUTETbHUIEH, BIIOCTEACTBUI TIPEMOIa-
BaJia Me/IarOTMKy B XapbKOBCKOW KOHCEPBATOPUH, B JIAJTb-
HellieM HaYasIa IperoaaBath u neuxonoruios |1, c. 524].

J{eTCTBO U IOHOCTb:
XapbkoB — 9Bakyalus — XapbKOB

B.I1. poguncs 10 aBrycra 1931 r. B cembe ICUX0JIOTOB
1 11e/1aroros, B XapbKoBe.

«JlercTBO GBLTO 3aMevatenbHBIM. HaBepHoe, y Kak-
JIOTO YeJIOBEKA, YeM JIOJIbIIIE OH JKUBET, TEM OHO JIydIlle
eMy KaKeTCsl, XOTsI TaM ObIBAET, KOHEUHO, BCSIKOE.

[IpeaBoennble, MKOIBbHBIE TOBL... VI BIpyT — Heoxu-
JlaHHOE B3pocJieHue. Y MeHs 1epe]] riazaMu 22 WioHs
1941 ropga, aT0 6bLIO BocKpeceHbe. Haia cembst cobpa-
Jlach eXaTh CHUMATD Jauy 1oji XapbKOBOM. S BbITIEeT Ha
GAJIKOH, U COCEJICKUIT TOBApUIIl MHE CKa3al, 4TO Hava-
Jlach BoiiHa (MbI paJro He BKJoyaaun)»> [1, c. 523].

«Hy u, koneuno, nan6oJsiee IPKO MOMHUTCSI BOGHHOE
JIETCTBO, 3TO JIBe 9Bakyaluu — ojHa 1oji CranuHrpa,
cmobona Hukomaesckast, nanporus Kampirisa, Tam po-
JIMHA OTIIA, YKPAUHCKOE CEJI0 CO CBOMM OBITOM, SIBBIKOM.
A xorga Hem1bl iogoin K CTajuHTpaLy, TO Mbl yexa-
su B IOxubiil Kasaxcran... Tam HacTurm MeHst 6oJies-
HI: MECTHBIH KJIUMaT B 9ToH ['os01H01 cTenn (TaKoBO ee
Ha3BaHUE) KATETOPUYECK MHe He Toaxoani. S mepebo-
JIeJI U TU3EHTEePUEit, U JKeITYXOH, 1 OPIOITHBIM Tr(OM, U
KOHBIOHKTUBUTOM (OT c60pa XJIOIKa).

Kax Tosbko XapbkoB 6b11 0CBOGOXK/IEH, MaTh TIOHS-
JIa, 4TO HYKHO OTTYyza yesxarb» [1, c. 523—524].

«Ha cBoem or1biTe 3HalO, YTO IETCTBO U IOHOCTb Ha-
KJIQ/IbIBAIOT HEU3IJIAJIMMYIO [IeYaTh Ha BCIO IaJIbHEHIITY10
sku3Hb. S mokunya Xapekos B 17 e, B 1948 r. Munyc
yeTbIpe rojia dBaKyaluu Bo BpeMsd BoiiHbl. MToro moei
ku3HU B XapbKoBe Bcero-to 13 ser. U, Tem He MeHee,
XapbKOB He TOJIBKO MOST POJIMHA, HO U CAMBIN IOPOTO U
JIOOUMBIIA TOPOJI. 3/1€CH MPOIILIN CUACTIUBbIE TOJIBI JKU3-
HU C POAUTENIAMM, CECTPOii, 6abyIIKOH, IOABUIOCH MOE
nepBoe A (koraa 006pasoBaUCh APYTUE, TEMEPD YiKe HE
MIPUTIOMHUTD ), 3aBA3JIUCD TIEPBbIE APYKECKIe OTHOIIIE-
HUSI, BCIIBIXHYJIA TI€PBast JIIOO0Bb. 3/1eCh BO3HUKIIA TSITA
K Moeil Gy/ayuieit podeccun — TICUXOJIOTUH, KOTOPas
Obliia B TO BPEMsI Y3KOHU CIEIUAIBHOCTBIO M el He YN
B MOEM poJiHOM Topojie» [1, c. 35].

B.II. — cTyZeHT oT/e/IeHus IICUX0JIOTUH
dunocodcroro pakyaprera MI'Y

«B XapbkoBe HE TOTOBUJIM TICUXOJIOTOB, XapbhKOB-
CcKas IICUXOJIOTUYecKas IIKoJa ctajga MOCKOBCKOM, I10-
9TOMY Halo ObLIO OTIHPABJATLCS 3a 00pasoBaHUEM B
Mocksy, B MI'Y.

Orerr menst orroBapusad. lllyrs, roBopu, urto mcu-
XOJIOTHST BOOOIIE €elle He HAyKa, WJIM ATO HayKa, HO elle
He mpoceccus, a BCEero JINIIb Y3Kasl CIeIHalbHOCTh, YTO
MoryT ObITh TpyaHOcTH. W coBeroBas: “Jlyuiie ObI ThI
TOIIeT B KaKOW-HUOY/Ib CEIbCKOXO3SIHCTBEHHBIN MHCTH-
TYT, cTaJl OBl JIECHIKOM, a s Obl, BBIII/[s1 HA IEHCHUIO, [TPHU-
exait Obl K Tebe, 1 Mbl sKUJIK Obl ¢ TOOOI B jiecy”.

Ho atoro we cayumnoch. A yexam B MockBy» [1,
c. 524—525].

N3 cratbu o C.JI. Py6unmireiine: «Harremy mokose-
HUIO CTYZEeHTOB otheserus mncuxoornn (1948—1953)
1OBe3JI0 — MbI 3actasu ero eie npodeccopom MIY
(mo 1951 r.). Hamr kypc ObLT JIGCOHTBEBCKMM, a HE py-
GUHIITEHHOBCKUM. [TOKOJIEHUS TOT/Ia Pa3Indainuch Mo
MIepPCOHATBHOMY MPU3HAKY B 3aBUCUMOCTH OT TOTO, KTO
quTaT IByXIeTHUH Kype « O6mmeit meuxomorums. Cepreit
JICOHUIOBIY YUTAJ HAM JIUIITh HeGOJIBIION KypC TI0 TIPO-
GiieMam MbITIeHUs1. Ero copepskanue, KOHEUHO, BBIMbI-
JIOCh U3 TIAMSITH, HO 00pa3 1 06JMK aKaJeMIIecKOTO U
BMECTe C TeM yBJiedueHHOro rpodeccopa ocrascs. Ocra-
JIOCH BII€YATJIeHUEe W OT CTUJISL, OT APYAUIIUHU, KOTOPAs,
Ka3aJoch, He 3HaeT rpanuil. Hu B ero obJinKe, HU B 10~
BeJIEHUU MbI He 3aMeyayiid CJIEJ0B TeX HEIPUSTHOCTEI,
KOTOPBIE ero mocTuran. HyskHo oTaate 10/KHOE U IpY-
TUM IIPEIoIaBATENSIM, KOTOPBIE HU CJIOBOM, HI HAMEKOM
He TIOCBSTIAIN HAC B TPOUCXo/uBIIee ¢ HuM. Ham 6b110
oueHb skanb, Koraa B 1951 r. Cepreii Jleonngosua — cos-
natesb Kadeapbl W OTAeJTeHUs TICUXOJOTHU Ha (huio-
codcroM akyibreTe — ObLT YBOJIeH U3 MOCKOBCKOTO
YHUBEPCUTETA W BCE TTOCTEAYIONINE TOKOJEHUS CTYy/IeH-
TOB OBLIN JIUIIEHBI YI0BOJBCTBUSI €ro cJayiiaTh. [lo-
CTBIZHAS CTEHOrPaMMa ¢ 00CYKIeHUeM ero «3abrysxKie-
Huil» ObLTa onmybnKoBaHa B « Borpocax neuxosoruns !,
Bupouem, 6biTh yBoseHHbIM 13 MI'Y He cThinHO. 3Hao
ATO Ha COOGCTBEHHOM OIIBITE, TIPAB/a, MEHS YBOJIUIM (e3
06CYKIEHUs, TTPOCTO U CO BKYCOM — 1o Tesedony. Jlo-
cajla, KOHEYHO, GBI, HO 5T HAXOXKYCh B XOPOIIEH KOM-
nauun ¢ C.JI. PyGunmreiitnom, H.A. BepHuireiinom,
A.A. 3unoBbeBbiM, Bsau.Be. VBanoseiM, M.K. Mamap-
fpamBuan u apyraumu» [1, c. 171].

[Iponomxkenne: «BepHych B CTyZeHUECKHWE TOIBI.
Meue nocuactausuiock obmarbest ¢ Cepreem JleoHu-
JIOBUYEM 110 TI0BOJY MOEH KypcoBoM paboTbi, PyKOBO-
autesieM Kotopoil o Obu1. CounHeHue, Kak st Terepb
MMOHUMAIO, OBLIIO BIIOJIHE TPUMUTUBHBIM. OHO KAKUM-TO
4yJIOM y MEHsI COXPAHUJIOCh, XOTS JIABHO Mcyesan 0be
Mou auccepraiuu. S o apyrom. Koncynbranuu mpoxo-
JAJIA Y HETO JIOMa, U MEHsI MOTpsAcIa ero 6ubinoreka,
B OCHOBHOM HEMEIIKOH TMCHUXO0JIOTUYECKON 1 (usiocod-
cKoll uTeparypsl (e oHa ceiiuac?). Takoro GoraTcTsa
s He Buziest Hu y A.P. Jlypun, nu y A.H. JleontseBa. {1 o
Hell BCIIOMIHAJ, KOT/Ia MHe JOBOANJIOCH ObITh Ha Kade-
IIpax TICUXOJIOTHN BuibHIOCCKOTO, BepiauHckoro yHU-
BepcuTeToB U B jaboparopun B. Bywara B Jleiiniure.
U BHOBB BIleUaTJIEHHE OT €ro A00POTHI, LYIIEBHON Iile-
npoctu. Hu TeHW CHUCXOUTENBHOCTH, XOTS MTOBOJI /IS
Hee, HecoMHeHHO, ObLL. OH — omeccur — 6e3 yJbIOKU
YUTAJA MOU TOJIYIETCKUM II0YE€PKOM HAIMCAHHBIE Pac-

! Crpanuipl ucTopuu: 0 ToM, Kak 6b11 yBosien C.JI. Pybuninreiin. Bonpocs nenxosorun. 1989. Ne 4—5.
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cysknenns o Tom, uto ayman .M. CeueHnoB o nmamsatus»
[1,c.172—173].

N3 «IIrpuxoB x moptpery /.b. DiabpronmHas:
«¥Ysuan g JI.B. DapkonuHa, emie OYAy4Yd CTYAECHTOM,
B KoHIle 40-X TT., KOTJa OH XPUILJIOBATBHIM TOJOCOM
qUTa) HaM Hes3aOblBaeMble JIEKIIUHU IO CUXOJOTHU
UTPBl W JIETCTBA. 3aTeM s1 OJIMKe TO3HAKOMUJICS C
HUM B JrabopaTtopuu aeTckoil mcuxosioruu HUU ncu-
xosoruu AIITH PCOCP (ubine Ilcuxosoruueckoro
nucturyra PAQO), pykoBoaumoii A.B. 3anoposxkiiem.
B aroii xe naboparopuu paboran [.B. abkoHuH 10
Tex rop, noka ycuausimu A.A. CMUpPHOBA He MTOJTyYNJI
co6CTBEHHYIO0 JTabOPATOPHIO TICUXOJOTHH MIIAJIIIIETO
HIKOJIBHUKA. B 9TU rofipl y HAC CJIOXKUJINUCH TeIJible
OTHOIIEHWS, KOTOPBIE 3aTeM, HECMOTPS Ha GOJIBITYIO
pasHUIly B BO3pacre, mepepociu B aApysxkOy. ymaro,
yro /I.b. D/ibKOHUH TlepeHec Ha MEHSI 4acTb CBOUX
APYKecKUX cuMmatuii k Moemy otmy ILV. 3unuen-
KO, KaK U I, B CBOIO 04Yepe/ib, llepeHec CBOK JI0OOBb
k JI.b. Dabkonuny Ha ero cweiHa b.J[. DabkonuHa,
KOTOpOoro 4 3Haio ¢ netctBa. Mol ¢ B.B. /laBbiioBBIM
HepesKo ObIBAJU B J[oMe DJIbKOHUHBIX, T/[€ €T0 CEMbSI
sxuia Ha KpacHokazapMeHHO# yiuile B IBYX HEOOIb-
HIMX KOMHATaX, PACHOJIOKEHHBIX B XOPOIIIO U3BECTHOM
COBETCKOM KOpWUJOpHOU (a/eKBAaTHO OTpakaollei
CYTh KOMMYHAJIBHO-COTMATUCTUIECKOTO OBITHS) CH-
creme. K cuacThio, aT0T OBIT He COBMAAAT ¢ OBITHEM
J/1.b. OnpkoHMHA 1 He ompenesisiyi ero co3HaHue» |1,
c. 236—237].

3mech yMecTHO ObLIO GBI IaTh OTBETHOE CJIOBO (-
JIaXBep/ibl, — MPOU3BOIHOE OT OJIHOTO TEPMUHA U3 3UH-
YEHKOBCKOTO (OJIBKIOPA, HaBESTHHOTO Biagmmupom
MuxaitioBuuem AsutaxsepaosbeiM [em.: 1, ¢. 570] Bopucy
[lanuunoBuuy IJIbKOHUHY, HO M3-32 OTPAHUYCHHOCTH
obbeMa colIeMcst JIMinb Ha crpanuist [1, ¢. 720—721].

Hauaso npenosaBaTe bCKoOii /IeSITeIbHOCTH

Eme B cryzenueckune rogpl (HaumHasi ¢ 4 Kypca)
W Jajee yXKe B TOJBI CHAYATa 3a09HON, MMOTOM OYHOM
actimpanTypsl B.I1. mpenoaBas ncuxosaoruio 1 JOTUKY
B JIBYX MOCKOBCKHUX TKoJax — 593-if m 598-i1, BBICOKO
OIIEHUBAS BIUSHIE MTOJTYIEHHOTO OTIBITA /711 (POPMUPO-
BaHUSI CBOUX MEIATOTUYECKUX CIIOCOOHOCTEM:

«B 1ByX 11kosax yske rnperoziaBaji iCuXoJI0ruio 1 JI0-
ruKy. 51 “yrnaxosbiBas” B TPH AHS BCE CBOM YPOKU; B Cy0-
60Ty ypoKu ObLIN B JIBE CMEHBI B O/IHOIT U JPYTOil MIKOJIE.
OcraibHoe BpeMst OTBOJIII Ha HayIHYIO paboty. Tak uto
TSATh JIET TITKOJIE OT/IAJT U He JKaJeio 06 3ToM. A moToM —
9TO XOpolllas Iejarornyeckasi IIOArOTOBKa Iiepej IIpe-
MoJlaBaHNEM B By3e, KOTOPOe 3aTeM TocyenoBano. MHo-
r7ia TPYAHO MPpUXoansioch. OMHOMY Jaske MPUIIIOCH 10
(DUBMOHOMUU JIATh, TOCJIE YETO I TOIIE] K 3aBYUY, UTOObI
noziaTh 3asiBjieHue 00 yBoJbHeHUn, Ho OH MeHs Bce Ke
ocraBu, ckasas: “Vau paboraii gabiie”.

ITu ro/bl ObLIN B3AMMHBIM YUYECHUYECTBOM, CEPhE3-
HOM IOJTOTOBKOM K IIpernogaBaTeibcKoil paboTe B By3e.
[Mocrenenno BeipabaTbiBasach U YBEPEHHOCTh B cebe
kak HactaBHuKa. [Iporren ctpax nepes ayauropueii» [1,
c. 527].
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Acnupanrypa.
ITepBblie uccnaeaoBaHus MO/ PyKOBOICTBOM
A.B. 3anopo:xkia

ITo oxonuyanun yausepcurera 8 1953 r. B.I1. mocry-
i B actniupantypy HUN neuxosoruun ATITH PCOCP,
KoTOpyto okonum B 1956 r. 3amurus B 1957 r. oz py-
KoBozicTBOM A.B. 3amoposkiia KaHAWIATCKYIO Tuccep-
tanuio Ha TeMy <«HekoTopbie 0COOEHHOCTH IBYIKEHUI
PYKHU U TJia3a U UX PoJjib B (DOPMUPOBAHWH J[BUTATEJIb-
HBIX HABBIKOB» (OMUIHAILHBIMU OIMOHEHTAMHU ObLIH
A.P. JIypust u ILS. Tambnepun), paboTai B TOM e UH-
CTUTYTE, CHaYaJIa B KA4eCTBE MJIA/IIIETO, 3aTEM CTAPIIIETOo
HAYYHOTO COTPYIHUKA.

«Anekcanap Biagumuposuu Gosee 30 jer papuin
MHE CBOIO JI060Bb 1 ipysk6y. CHavama s TOJYYUIT UX B
Jlap 110 HACJIE/ICTBY, 110 IIpaBy PoskJeHus, Kak cbit IleTpa
WBanosuua 3unuenko (¢ moum oTiioMm A.B. 3anoposkert
MO/IPYSKUJICST B CBOM XapbKOBCKUI TIEPUOJ, KOTOPBIN Y
HETOo, B OT/IMune oT Apyrux “xappkoBuan” — A.H. Jle-
outbeBa u A.P. Jlypuu, TpofoKaiIcs 10 caMOl BOIHBIL
BepryBimch 1oce pbIThs OKOIOB, OH 9BaKyHPOBAJ-
cs n3 XapbKoBa ¢ TOcJeHUM 1oesiom). Iloszxe, MHe
KaKeTCsl, 5 3aCJHYKUJI €ro pacroJiokeHue u cam. Ero
YPOKH, KaK U YPOKU MOETO OTII4, HE TIPOCTO XPAHSATCS B
Moeit 6JIaroIapHON TTAMSITH, OHH BOTIIA B MOIO TLIOTh U
kpoBb» [1, c. 201].

«A.B. 3anoposkern 6611 Teprinmee A.P. JIypuu. OnHo-
IO U3 CBOUX JICHCTBUTEIBHO TAJAHTIUBBIX YUEHUKOB OH
Ha3bIBaJ “Z0OPOKAYECTBEHHBIM JIEHTSIeM” U MHOI'O€ IIPO-
s emy (HaBepHOe, YMTATeNTh [OTaIaeTCsl, O KOM 3]1eCh
UJIeT pedb; He MyTaTh ¢ ynmomuHaeMbiMu B.I1. B apyrom
Mecre “3j0KadecTBeHHbIMU JenTsamu”. — 5.M.). Boob-
1e, OH HAC TaK 3aMeYaTeJbHO BOCIUTHIBAJ, UTO MBI, €TO
YUEHUKH, TOTO COBEPIIEHHO He 3aMevasi. A OH, CMesCh,
TOBOPMJI, YTO 4yesioBeka 1ocye 12—13 jier BocuThIBaTH
Gecrnosiesno. He passHakoMuiicst co MHOU AJieKcaH/p
Baagumuposny, korza s 8 1960 r. He nipunsia ero mpe-
JIOKEHUST OPTaHU30BATh MCUXOJOTHYECKYIO J1abopato-
pHIO B co3/1aBaeMOM UM Torzia THCTUTYyTE TOITKOIBHOTO
BOCTIUTAHVSI WJTH BO3TJIABUTH €TI0 TAOOPATOPHIO IETCKOM
ncuxosioruu B IlcuxosornyeckoM MHCTUTYTE, KOTOPBIi
oH TokuAaMI. S mpeamnoden “ceirpaTth B amuk’ — B HUU
ABTOMATUYECKOW ammapaTypsl, Te MHe TPEITOKIIN
OPraHu30BaTh JabOPATOPHUI0 WHKEHEPHOH MCUXOJIOTHI
U 3aHSTHCSI TIPOGJIEMaMU TPOTUBOBO3LYIITHOM 0OOPOHBI
(cMm. pasnen 7. — b.M.). A.B. 3amioposelr OTIyCTII MEHST
U UCKPEHHE TTOKEJIA ycrexa, XOTst OH ObLI OTOPYEH U He
CKPBIBAJI 3TOTO, MOM OTKAa3 HUKAK He MMOBJIUSJ HA HAIIN
otromenus. OH TOJIBKO KaK-TO ckazasn Mue: “Iisasa Ha
Tebst, 1 MHOT/Ia UyBCTBYIO cebs1 Kak KypHIla, BHICH/IEBIIAs
VTAT U YAUBJIAIONIALCS, YTO OHU JIeJIAIOT TO, YTO OHA He
yMeeT cama, Harpumep, IiaBaior”. Mens ornpasjabiBaeT
TO, 9TO MBI BMecTe ¢ Mmoei xenoir — H./I. TopaeeBoii
erre ipu Ku3HU A.B. 3amoposkiia mMpoAoLKUIN €To HC-
CTIEJIOBAHMS TTPOU3BOJBHBIX JIBUKECHUN U TPEIMETHBIX
neiictBuil. K cyacThbio, MbI yCIien TOCBATHTD €My HaIry
MEePBYIO KHUTY 110 HCCIe0BaHn0 MOTOPUKU. OH OBLI
HCKPEHHE PaJl TOMY, UTO TIOUYTH 3a0bITast M, 3aCJTOHEH-
Hast JMPEKTOPCKUMU OOS3aHHOCTAMU TIPOOIEeMaTUKa
pasBuBaetcs» |1, c. 205].
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B.II. HaspiBas acnupaHTCKUN TEPUOJ U TOCTeNy-
onuii mepuoj paboTsl moa pykosoactBoM A.B. 3aro-
POKIIA «CYACTIMBBIMY, BIPOYEM, M MEPUOJI, KOTOPBII
MIPUIIE]T €My Ha CMEHY, — «He MeHee CYaCTJIUBbIM> |1,
c. 530]. B ero mepexoje B 000POHKY CBHITPAJ BaKHYIO
pouib J1.1I0. TTanos, o yem B.II. coobian ciemytoriee:

«B xonme 1959 roma y MeHsT poM30IIIa BCTpeda ¢
elle OJHUM M3 MOUX YUYUTEJEH — JABAKIBI TOKTOPOM,
TeXHUYECKUX U (PU3UKO-MATEMATHUECKUX HAYK, IPO-
deccopom Imurpuem IOpbeBuuem IlanoBbiM. On —
opranusatop u cosgateab BUHWTU, nepsoiii gexan
(usrexa, OHOKAIIHUK OYAYIINETO aKaJeMHUKa, PEKTOpa
MTY Usana l'eopruesuya Ilerposckoro. /[.1O. [1anos
TOMY >K€ Xy/IO’KHUK U 1109T. MBI ¢ HUM CcJIy4aiiHo BcTpe-
THJINCh, W OH TPUTIACHI MeHs paboTaTh B 3aKPBITYIO
opranuzaruio (moutossiii ammk Ne 701), HaxoanBIyio-
¢ B YJIAaHCKOM TE€PeyJIIKe, MPEIJIOKUB MHE 3aHIMAThCS
WHKeHepHOU nicuxosiorueit. OH caM ysKe Ha 3aKare JieT
rorest B 000POHHYIO TPOMBIIJIEHHOCTD, BO3TJIABUJI TaM
TeopeTnueckuii otaen. IlocTaBui mepen agMUHUCTPA-
IIUEel BOIPOC O TOM, UTO JIJIs CPE/ICTB BOOPY/KEHUS 1 BO-
€HHOI TEXHUKHM HEOOXOIUMO YUUTHIBATD YEJIOBEUECKUI
akrop. A emy ckasai, 4To 11 ITUX TesIell OZHOTO CO-
TPpyAHHUKA Oy/IET MAJIO, YTO €CTh YEJIOBEK M3 TOTO K€ MH-
cTuTyTa, MOi pusarens Baagumup Imurpuesny Hebbi-
sbia. On ropoput: “Her nipobsiem”. VI Mbl 06a monuim
TyJla: HECMOTPSL Ha BCe 3allpellieHusl O COBMECTUTEIbCTBE
Hac 0(hOPMUJIN HA TIOJICTABKH.

B reuenne 1960 rosa BBISICHUIIOCE, YTO HY;KHO CO3/IaBATh
J1aboPaTOPHIO 10 MHKEHEPHOU Ticuxosorum» [ 1, ¢. 530].

IlepBas B Hameil cTpane J1adbopaTOpHs
UHKEHEePHOMH IICUXO0JIOTHH, 3aTeM 9PTOHOMHKA

<51 opranusoBas IepByIO B HallleM TOCyIapcTBe U
B 0OOPOHHO# MPOMBITIICHHOCTH JTaGOPaTOPUIO HHIKe-
HepHOW Ticmxosnoruu. [lyg MeHsT U Moux TOBapuiei
mpobieMa eSTeTbHOCTH OMEPaTOpoB, MPUHIIUIIOB €e
OpraHM3aIliy, ONTUMHU3AIMN, MPOEKTHPOBAHUS Oblia
[EHTPaJIbHON 1Po6IeMOil. DT0 TpeOOBAIO HE TOJBKO
IICUXOJIOTMYECKOr0, HO U (HUI0COGCKO-METOI0JOrHYe-
CKOTO MbITIeHUs. Y yCTaHOBUIICSA TAKOTO PO/Ia KOHTAKT.
U xor/a st TOKOHYUI ¢ 000POHHON MTPOMBIILIEHHOCTHIO,
TO nepeites B IHCTUTYT TeXHUYeCcKol acTeTukn Komu-
TeTa 10 HayKe U TeXHUKE 3aBeAyIONUM OT/IesIa 9PTOHO-
MUKH. MBI (5 11 3aMeCTUTENb TMPeKTOpa MHCTUTYTa My-
HUIIOB) PEITIIN K TeM JabopaTopusiM, KOTOPbIe ObLIH B
MOEM OT/leJIe 9PTOHOMUKHN — IIPUKJIAIHBIE, 9KCIIEPUMEH-
TaJIbHBIE, TICHXOJIOTUYECKUE, — ellie 106aBUTh TabopaTo-
puto Mmetozgosoruns |1, c. 280].

«ITomnio pasrosop ¢ Dexopom [Imurpuesmdem (Lop-
60BbIM. — B.M.) BO BTOpOI mosioBrHe 1960-x rogos. OH
TOBOPHWL:

“Tsl — MOJIOJI, UHKEHEPHYIO TICUXOJIOTHIO YiKe BbI-
mycTun u3 OyThiku. Jlaske ecyim KTO-TO 3aX0UET, €€ He
OCTAHOBUTD, TO YK€ HEBO3MOKHO, 3aMHTEPECOBAHHbBIC
JIONM He ity T aToro cienars. Crpana GoJibHAsT, XOTS
3TOTO He oco3HaeT. UYepes ABaIaTh JIeT eif OueHb TToHa-
noburcst neuxorepanus. MoJozible I0JKHBI 9TO MOHITH
1 HayaTb OCBaUBaTh 3TO [IeJI0, a 51 ToMoTy”.
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JKasb, 4TO MBI, MOJIOJIbIE TOT/IA, HE TPUCIYIIATNUC.
Om, B oT/IMunMe OT HaC, ajiexo Buen srepens [1, c. 301].

Henpocrurensro Oyzner we npusectu cjiosa B.IL. o
TOM, Kakoe sHaueHue st Hero umes D.J1. Top6os:

«Mmue ouenn nosesino B xku3uu. Oemgop Amurpuesny
Top6os (1916—1977) omapun MeHst cBoeil ApysKOOI,
KOTOpasi, BipoueM, Obljia BecbMa TpeboBaTesibHa U Cy-
pOBa, Kakoli u mojaraercs ObITh MYKCKOI npyxbe. <..>
[TomHio, Kak B caMOM Hayajie Halllero 3HaKOMCTBA OH
CIIPOCHUJI MEHS, YTO MHE HY’KHO JIJISl TIOJTHOTO CYACTHS B
Moeii Hay4aHoii paborte. S ckasay, 4To MHE HyKeH OKYJIO-
MeTp, paspabOTaHHBI OJHOII aMepUKaHCKON (hUPMOiL,
MO3BOJIAIONINN PErMCTPUPOBATDL JIBUJKEHUS IJ1a3 U Ha-
KJIAIBIBATH TPAEKTOPUIO HA PACCMATPUBAEMBIA OGBEKT.
Om, Kak-TO ¢ COMHEHUEM [I0CMOTPEB Ha MeHs, CKa3aJl: f
ZyMaJi Thl yMHee. S Be/lb He O TOM CIIPaITBalo, TpruiemM
3/1eCh METO/IMKA W TEXHUKA, S CIPAITUBAIO O MCUXOJIO-
run. [Toske OH Bee ske TPU3HAT BO MHE TICUXO0JIOTa, UTO,
HE CKPOI0, OBLIIO TIPUSTHO.

®Denop [mutpueBny ymes, Kak HUKTO APYTOH, KaK
Obl HEHAPOKOM pPACIIUPSTh CO3HAHUE OKPYIKAMIINX.
A ocHoBanust ji7ist 31010 y Hero ObLn. OH BBIPOC B ce-
Mbe, T/l BBICOKAst TyMaHUTapHast KyJbTypa Obljia ecre-
CTBEHHOIl cpejoit obuTanus, a 06pasoBaHUe MOJTYYIII
MeuiMHCKoe. Kak Bpay, oH BUjies1 Bce: B CTy/IeHYeCKHe
ro/Ibl paboTalt Ha CKOPOH MOMOTITH, TOTOM BPAYOM aBUa-
IIHOHHOTO TIOJIKA, /lasiee paboTa B BOEHHBIX TOCTTUTATISIX,
yueba M COTPYIHUYECTBO C 3aMeyaTeJbHBIM HEBPOJIO-
rom M.IO. Pamonoprom B MHCTUTYTE HEHPOXUPYPrIH
umenu H.H. Bypzenko, pabota B aBUAIllMOHHOW 1 KOC-
MUYecKoi MeuimHe. Kak Bpad, oH, Ka3aj10och, U3HYTPU
BUJIEJ TETECHBIN OpraHu3M, a KaKk TYMaHUTapui, ICUX0-
JIOT, TICUXOHEBPOJIOT, IICUXOTEPAIeBT, OH BUIE “aHATO-
MUIO 1 (PU3UOJIOTHUIO YesIOBeUeCcKOoro ayxa” (BbIpaskeHue
A.A. Yxtomckoro)» [1, c. 299].

WurepecHoe pediiekCuBHOE J0TIONHEHIE PO paboTy
B «SIUKe» 1 ee pos B popMupoBannu snaHoctu B.I1.:

«41 Toryia He BIIOTHE TIOHMMAJI, YTO TaKOE MHKEHePHAsT
[ICUXOJIOTH, U CKa3aTb, YTO OHA MEHS CUJIbHO 3aBJIEKIIA,
He MOTY (XOTSI BITOCJIC/ICTBUY OHA JIEHCTBUTEIHHO 3aBJICK-
sa menst). Ho TyT ObLI BOT Kakoil MOMEHT. $1 moHMMaJI, 4TO
BCE MOU YYUTEJSI TPEACTABJISIIOT cOOOI 3aMedaresbHoe
Co00I1IeCTBO, YTO OHU JAPY3bs MOEro oTla, Ilerpa VBaHo-
BUYa 3UHUEHKO, IIIYOOKO €r0 YBAKAIOT U KO MHE MO3TOMY
3aMedaTeIbHO OTHOCSTCS. HO 3T0 Kak Obl OTpaKeHHBIN
CBET OT OTIA, He SABJIomuiica Moell 3acayroi. Tem 60-
Jiee, 4To 5 He MepeolieHUBaJl CBOMX TOCTHKEHUH B HAYKe.
U 51 Toraa noyMait: 9to K st Tak u Gyjry BCe BpeMsi ChIHOM
I1.1. 3unuenko?! Hano monpobosars cebs TaM, rie HU-
KTO He 3HaeT, KTo takoii [lerp BanoBmu 3mHYEHKO, KTO
takoil Anekceit Hukonaesnu JIeoHTheB, KTO TaKoil AJlek-
cauap Baagmmuposuy 3amoposkerl... To ecTs mocTaparh-
st MPUOOPECTH CAMOCTOSITETBHOCTD. U s1 IeHCTBUTEBHO
VIIET TY/Ia, T7ie BOOOIe HUKTO He OT/indaeT JIGOHTbeBa OT
He JleoHTheBa, PyOuHiITeiina ot He PyOuHinTeiina... Tam
U CKJTA/IBIBAJICST MO XapaKTep U THIT OOIIEHHUSI C JIFObMIL
51 ouyBCTBOBAJ CeOSA BIOJHE CAMOCTOSITEBHBIM, TTOTO-
MY 4TO HHMKOIO ysKe He ObLIO 3a CIIMHOH, He ObLIO TO/-
crpaxoBku» [1, c. 531].

Y1o6bl 06IETYUTH YUTATEINIO OPUEHTAITIIO BO BpEMe-
HU, IPUBE/IEM HEKOTOPYIO YTOUHAIOINYI0 HH(OpMaInio
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u3 6uorpaduu B.I1. OH opraHu3oBa/ 1 BO3IJIABJISLI Jla-
Goparopuio nHKeHepHoii cuxosorun B HU aBroma-
trueckoit anmapatypsl (1961—1969), 3atem 3aBenoBan
otnenoM aproHomukun BHUU TexHmwdyeckoil acTeTUKU
IT'KHT CCCP B 1969—1984 rr. Kpome Toro, ObL1 co3-
JaTesieM W 3aBefyfonuM Kadeapbl TICUXOJOTHU TPy
U WHXKEHEPHOU TCUXO0JIOTUN (haKyabTeTa MCUXOJIOTUN
MTY umenu M.B. Jlomonocosa (1970—1982). B Mo-
CKOBCKOM WHCTUTYTE PAIUOTEXHUKHU, BJEKTPOHUKH U
apromatuku (MUPIA) on cosznan kadenpy apronomu-
ku (3aBemoBai B 1984—2001 rr.), a B Mexaynapoanom
YHUBEPCHUTETE TIPUPO/IBI, 00IECTBA U YesoBeka «/[yoHas
(ubine FocynapcTBeHHbIN yHUBEpCHTET «/{yOHa» ) — Ka-
(henpy ncuxonorun, kotopo pykosoui ¢ 1998 mo 2008
r., a nosxe (10 2013 1.) GbLI ee HAYYHBIM PYKOBOJMTE-
JeM. B JloBepilieHne MepeyncaeHHbIX OPraHi3aTOPCKUX
W YIPaBJIEHYECKUX TIOBUTOB 3aCJHY>KUBAET yIMOMHUHA-
HUst TOT hakT, 4To KoHIle 80-X IT. OH OBLT 3aM. [UPEK-
topa Wucturyra dunocohun PAH u pyroBoguTesem
[enTpa HAyK O YeTOBEKe, a TAKKE <«IAUPEKTOPOM-Opra-
Huzatopom» UucrturyTa yesoseka PAH.

Crout Tak:xe ynoMstHyTh, 4to B 35 jtet B.I1. ctam mok-
TOPOM TICHXOJIOTMYECKUX HayK (TeMa Auccepranud —
«Bocnpusrue kak neiictues, 1966 r.), B 38 sieT — 1po-
(eccopom.

Kadeapa ncuxosnoruu Tpy/1a u MH;Ke€HEepHOU
IICUXO0JIOTUHU

«W gumms B 1970 Tromy mocse 3amyThl JOKTOPCKOM
JccepTalym, — KCTaTH, 1o o0lieil, a He 10 WHKeHep-
HOII HcuxoJorun, — Oblia co3gana kadeapa UHKeHep-
Holt ncuxosoruu B MI'Y, koTopoil g 3aBeioBas HA 1OJI-
craBku. U rsiaBHOe BHUMaHUE S Y€ UHKeHEePHOH
[ICUXOJIOTUH, & eCJIM OBITh TOUYHBIM, TO €€ KOTHUTUBHBIM
acIleKTaM.

Korga y Tebs BUCAT Ha 1iiee OTAe SPrOHOMUKH, B KO-
TOPOM HECKOJIBKO JIECATKOB YeJIOBEK, TPU J1a00PaTOPHH,
na ente kadeapa 8 MI'Y, To, koneuno, kademnpe s yaemsia
MEHbIIIe BHUMaHWs, YeM Hago ObLIO Obl. XOTsI, MEKIY
npounM, Kadeapa meApo MUTanach jJeHbraMu, UCTOY-
HUKOM KOTOPBIX Oblia OOOPOHHAS IIPOMBIILIEHHOCTD.
Ha kadenpe oTKpbLIOCH I1eJi0e HATIpaBJeHUEe UCCIIe/0-
BaHUM, ABJABIIEECS TOAPA3/eJOM KOTHUTHUBHOU IICH-
XOJIOTUM: ATO UCCJeIOBAaHUE KPATKOBPEMEHHON MaMITH
1 3PUTEJIBHOTO BOCIIPUSTHUS, UCCTIEI0OBAHNE JIBUKEHUI,
MUKDPOCTPYKTYPHBII aHaius mnpeobpasoBanuii uHboOp-
Malliu, OCYIIECTBJSIONNXCS B KPAaTKOBPEMEHHON Ta-
MSTH, PabOTHI TI0 OlleHKe (DYHKIIMOHAIBHBIX COCTOSTHUI,
paborbr Anaronus Mocudosuya Hasaposa, IOpusa Kon-
crantuHOoBMYa CtpenkoBa, Hatambsu JImutpuesusr ['op-
neesoii, Cepres Koncrantnnosuua Cepruenko, AHHBI
Bopucosasr Jleonosoii, bopuca Banosnua Becnianosa
u ap. ITo cytn jesa, MHXEHEPHYIO TICUXOJIOTHUIO 51 pac-
CMATPUBAJI KaK HKCIIEPUMEHTAJIbHYIO TICUXOJIOTUIO, HO
[MOBBIIIEHHON OTBeTCTBeHHOCTH. Ha 10 ObL10 1 BBIIABATD
«HA-ropa» BCEBO3MOJKHbIE PEKOMEHIALNH, TPeOOBaHNUS
u 1. 1. U kacbenpa 10cTaTOUHO yCIENTHO, HA MO B3TJISIL,
CyIIIeCTBOBAJIa, OHa U ceityac cyecrByer. S1 paboras Ha
kacdespe no 1982 roxa, 1. e. 12 ner. Kadenpa B kakne-to
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HWHTEPBAJIbI BpEMEHU CTAHOBUJIACH TUTAHTCKOM, TIOTOMY
YTO JIEHbTU OB OUEHb XOPOIIUe U ObLI0 HeMaJIo TLI0-
nIaJieil 1 BCeBO3MOKHbBIE TBOPUECKHE KOJJIEKTUBBI; KyP-
COBbIE, JUILJIOMHbIE U JAUCCEPTALMOHHbBIE pabOThI CTAJIH
BBITIOJHATHCS Ha KOMMBIOTEPHOW TeXHUKe. XOTS 2Ta
TeXHUKA U Oblya TIOXY:Ke 3alafHOl, HO JaHHBIA pobest
KOMIIEHCHPOBaAJICS, Kak B Poccuu ObIBaeT, BBbILYMKOH,
usobperaTeabHOCThIO [1, ¢. 533].

Kadenpa spronomukun B MUPIA

IIpo a1y kadenpy ciaenoBano Obl HAKMCATH OT/IE/Ib-
HYIO CTaThio, oHOBpeMenHo ¢ B.II. Tam e okazasuch
B.M. Mynwunos, A.1. Hazapos, E.b. Mopry#sos, b.I'. Me-
mepsakos, MI.A. Memepsikosa u gp. Y B.IL. 6bL11 HEKOTO-
pbIe ONITUMHUCTUYECKHUE HAIEXKIbI, YTO ATOT TEXHUYECKU I
BY3 MOJKET CO3/aTh caMbie OJIarOTNPHUSTHbIE MATEPUAIIb-
HO-TEXHUYECKUE YCJIOBUS JIJIsl PA3BEPTHIBAHUS 9KCIIEPU-
MEHTaJbHbBIX UCCJIEJOBAHUI, HO 3TOTO, K COXKAJIEHUIO, HE
crayunsioch (MUPIA — ne MTU). 13-3a HepocraTtka
MeCTa IPUIETCs Ha 9TOH TeMe COKOHOMUTB. JII0OOIBITHO
onHo BbicKasbiBanue B.IL., xapakrepusyiomiee ocoOeH-
HOCTH Tefiarorndeckoro mpoiecca B MUPIA:

«bBbL10, MexIy TIpOYNM, UCIIBITAHWUE: OHO JIEJIO YH-
TaTh JIEKIIUU TICUXOJIOTAaM, a JIPyroe — uHxKeHepaM. Tbi
NPUXOAUI K HUM, OCOOEHHO K CTyAeHTaM 4—5 Kyp-
COB, ATO Y:Ke TIOUTU COCTOSIBIITMECST CTIEIUATIICTBI, & TYT
“kakasi-To Ticuxojoruss” uMm ynrtaercs. Taxk uTo ObLIO He-
MPOCTO OBJIAIETH 3TOIT TyOIHKOM. TIprMepHO Tak ke, Kak
KOI/[a-TO “OBJIajieBal” MKOJbHUKAMK CTapPIIUX KJIACCOB.
KomneuHo, 6e3 MHOTOJIETHEIO OIIbITa COTPYAHUYECTBA C
WHKEHEePaMU s BPsijl Jint ciipasuiicst Obi» |1, ¢. 535].

Tpynusie 1990-e roas

B tpynubsie 1990-e romsr B.I1. BmMecte ¢ B.B. [laBbI-
jqoBeiM 1 D.T. MuxaiiJloBbIM YnTaIN JIEKIIUN B Pa3HbIX
ropozax crpanbl — Hazbim, Tobosbek, ¥Ycrb-MimumMck,
Axyrck, Anama u MuOTHE npyrre. OUeHb BEPOSTHO, UTO
OHU «MOTAJIUCh» 10 9TUM TOPOJIaM U BECSIM HE CTOJIBKO
paau CBOEro YIOBOJLCTBUA U OJIArOIOJIyuns, CKOJbKO
LIS TOTO, YTOOBI TOJIEPKUBATH CBOMX MEHEE COLUAIBHO
3aIMUIIEHHBIX KoJuter. Pagymeercs:, 1o He abuimposa-
JIOCh, HO TaK OHO U OBLIO.

O [lyoue

B unrepsbio 2005 1. (¢ B.. Apramonosbsim) B.II. ne
6e3 ropzoctu coobian o Kadeape:

«Celfiuac s mpernoialo B YHUBEPCUTETE TIPUPO/IBI,
ob1tecTBa u vesoBeka «J[yOHa», OpraHU30Basl CUIIbHYIO
kadenpy ncuxosoruu (tTam 9 AOKTOPOB Hayk). U yixke
JIBa BBIIIYCKa y Hac ObL1o (Kadenpa BBIIYCKAIOIAsT, TaM
uet (akysibretoB). [1o 25 yesioBeK B ro/1 MbI BbIITYCKaeM.
IT10 TaKkoii rybepHATOPCKUI YHIUBEPCUTET — €MHCTBEH-
Hbelil B MockoBckoil obsactu. 11 TaM B OCHOBHOM TIpe-
nozaaioT Beiryckuuku MI'Y, 1okTopa n KanauaaTel HayK.
To ectb ouens npodeccronanbHast komanaas |1, c. 536].
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B ToMm ke MHTEPBbBIO ecTh ellle MHTepecHbIN dpar-
MenT. Ha Botipoc «Kaxue yeneuenus y Bac ecmo, kax na-
yunaemcst Baw denv?» B.I1. oTBeTHI KpaTKO:

«/lerb y MeHsI 10-pa3HOMY HaunHaeTcs. BoT Buepa,
HaIPUMeEP, BCTAJ B [IIECTh YaCOB YTPa, B BOCEMb OBLTT yIKe
y craniun Metpo «HoBocsobockast», a B 1ecsiTh — y
cebst Ha kade/pe ICUXO0JIOTHH B yHUBepcuTere «J/[yOHas.
[ToTom — yeThIpe JIEKITMOHHBIE TTAPBI U TTOCJIE JICBATH Be-
uyepa — goma. MTTIITY u T'Y BIIID toxe paccaabuthest
He pator. K coxaenuo, Jbikn, 6aiijapka — B IPOIILIIOM.
TycoBatbest He 1100110, Y I0BOJIBCTBUE TIOJMYYAIO OT YTe-
Hust v mucbMa. Kak rosopsar B Onecce: cam Ha cebst yIuB-
JISIIOCH TI0 3TOMY TTI0BOAY» [ 1, ¢. 550].

Tenomopranust B JIy6Hy u 06paTHO K CTAHIIHH METPO
3aHrMasa (ecau He GbIIO HEOKUIAHHOCTEN ), Kak MUHI-
MyM, 4—5 dacoB. B To BpeMs 1opora, 0cOGEHHO 10 Mepe
npubmkenust k JlyOme, ObLTa TUITIHO POCCHICKOM.
1 xorma okosio 10 4acoB yrpa MUKPOaBTOOYC OCTaHAB-
JIUBAJICA Y 3/IaHUS YHWBEPCUTETa, Tpodeccop MHOT/A
6oxpo npousHocuir: «Ilepexn yrnorpebienuem — B3bas-
ThIBaTh». V1 9TO cpasy MOAHUMAJIO HACTPOEHUE y TOJy-
COHHBIX MOCKOBCKUX ITIpeIo/iaBareiei.

006 akTyaabHOM

AxTyasbHOE W TOYYUTEThHOE IPOPOYECKOe TIPe/l-
yopeskaenne B.I1. 3unuenko, mponsHeceHHOE B MHTEP-
BbI0 2005 T.:

«Hexoropble HauBHbBIE, a 4Yallle KOPbICTHBIE JIIOIU
CYUTAIOT, YTO MOYKHO YYUTb JAUCTAHIIMOHHO. SI Takoe
obyueHne Ha3bIBAIO AMETUYECKUM. YBEPEH, YTO XaM-
CKUI JICHUHCKUN CTUJIb HE TOJBKO B IMOJUTUKE, HO
naxke U B Guaocodun 0ObICHIETCA ero 9KCTEPHATOM:
OH JKMBOTO TIpodeccopa He Bujea. A Bejlb UMEHHO Tie-

Jumepamypa

1. 3unuenxo B.II. Tlamars u Bocrnomunanust. / Pep.-

coct. H.JI. Topueesa; nayu. pen. A.M. Haszapos. M.; CII6.:
[Terporaud, [lentp rymanntapusx nanmmatns, 2021. 762 c.
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JIaror sBJISIETCSI HOCUTEJIEeM >KUBOTO 3HAHUS, U OH, IIO
CyTU [IeJla, OYeJIOBEUYMBAET WHCTUTYAJIU3NPOBAHHBIE
3Hanus. [lo riazam coymartesneil oH CyQUT, €CTh T0-
HuUMaHme muan "Her. Kcrat, n negarormyeckoe KOCHO-
SI3bIYMe — 3TO MOIMHEeHmHi KaHan pazsutus. [lotomy
4TO TaM, Ijie TJIaJ[Kasl pedb, T1e He BUJIHO, YTO Te1aror
JyMaeT caM, — OyeT IPOBaJl, «<OTCKOK» OT BOCIIPUSATUS
caymatedneil. Korjga mpuxonut Ha kadenpy 4esoBek u
HauyMHAeT BCJAYX YMTaTh y4eOHMK, HUYEro XOPOIIero
OKUIATh He mpuxoautcs» |1, c. 548—549].

BMmecTo 3akmouenus

3pech He TUITHUM GYIeT TIOBTOPUTD:

«Bmagumup TlerpoBuy ObLT haHTACTHYECKN TYIIEB-
HO ¥ JIyXOBHO TieApbiM. OH 6€30CTAaHOBOUHO MApPIJ HaM
CBOIO JIYIlly — U B HEMIOCPEICTBEHHOM 00IIeHIY 1 00I1ie-
HUU OMOCPEACTBOBAHHOM. PsijioM ¢ HUM Bceria ObLIo
Ter1o, Becesio u yiorHo. O ObLI 110100eH MOOUIIBHOMY
U IPOCTOPHOMY KaOMHETY TICUXOJIOTHYECKO PAa3TPY3KIL.
C 671ar0/IapHOCTHI0 TOMHUM 3TOTO 3aMEYATETHHOTO Ye-
JIoBeKa 00JIbIIOro ymMa 1 60/b1oi gymms [1, ¢. 694].

[To Tpapummu, ycranosiennoit B.I1., 3akonuum 1o-
a3uelt:

He on 1 Hac mpusTHOI OCTPOTOTIO

W vexxHOCTBIO cepyieqHoi TpuBIeKa!

He on i1 Hac TecHeli coemnusi?

CkoJib ObLII OH IIPOCT, HEe CKPBITEH B Pa3rosope!
Kak zist gpyseit Bcio ayny obHaskan!

Kak B30p ero Bo riy6b cepzel BHuka!
Boicokuii jiyx mbLIaI B ceM OBICTPOM B30Pe.

B.A. JKyxoscxuii

2. Mewepsixos b.I. 3eBc XapbkoBckoil nicuxosoruu //
Bompocsr nenxomormm. 2013. Ne 4. C. 124—135.
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Bopuc T'ypresuu Metepsikos (1953—2021)

CioBo o0 bopuce MemepskoBe

24 monst 2021 1. ymep Bopuc I'ypreBuy MeniepsikoB, OKTOP TICUXOJIOTHYECKUX HayK, TTpodeccop ['ocynapcTBen-
HOTO yHUBepcuTera «/[yOHa», 3aMeCcTUTeNh TIABHOTO peflakTopa KypHama «KynbTypHo-uctopudeckast mCuxoso-
THsT», HAll KoJera u aApyT. OH He T0KUI MecsIia /1o CBOero 68-JeTHst, X0Ts ero MaMa MeperniarayJia rmopor CTOJIeTHs.
B HBIHENTHEM MUPE HACTEACTBEHHOCTh — yiKe He «OXPaHHas rpaMoTay. 3aTO ¢ HUM U 32 HUM BCE UYBCTBOBAJIH ceOst
YBEPEHHO 1 JIETKO.

Bopuc T'ypeeBud He paboTalt B ICUXOJIOTHH, OH el ciryskut. C pe3yibTaTaMu €ro CIyKeHUs CTAIKUBAJICST BCSKIIA,
KTO BIIEPBBIE «IIOCTYYaAJICSI» B /IBEPD IICUXOJIOTMH, — YK€ OTKPbIBasl « BoJIbIoii CUX0I0THYecKnii c1oBapb» 1071 pe-
nakiueit B.I1. 3unuenko u B.I. MetepsikoBa. A Besib 9TOT (hyHaMeEHTATBHBIN TPY/I — JIUIITh OJMH U3 KUPITUYNKOB,
KOTOPBIN 35105k B 1icuxosiornio b.I. Merepsikos.

Ow 6B CTpOUTEIEM TICUXOJIOTHH, Kak Harn yuutess (Bopuc ['ypbeBrd MOCBATII UM, UX TBOPYECTBY MHOTHE
CBOM TPY/Ibl), & He PUCTPAUBAJICSA K «COBPEMEHHBIM TPEHAM», K KOTOPBIM — TIPY BCeil CBOEit 106poil, 4emoBey-
HOM, JIETMKATHON HAType — MOPOI OTHOCUJICS BechbMa cKenTudyecku. [IpexpacHo pasbupasich mMpu aTOM BO BCEX
HOBemux moBeTpusax. Ero Hatypa 6bl1a MpUHIMITHAIBLHO HECOBMECTUMOT JIUIIH ¢ CYETHOCTHIO, BOWHCTBYIONIEH
U arpecCUBHON TIOBEPXHOCTHOCTBIO B HAYKE, TEM HGOJIee eCITM BCE 9TO «KOHBEPTUPYETCS» B «IOJOKEHNE> 1 MaTe-
prasbHOe HIATOMOTYYHE.

Kak opraHusaTop OH HEyTOMHUMO CO3[aBajl IPOCTPAHCTBO, B KOTOPOM TICHXOJIOTHST MOTJIa OBl JKUTh JJOCTOMHO:
GecurciieHHbIe U3/IaHus, KOH(MEPEHIINN, CEMIUHAPDI, KyJa OH MpuBJeKas jayuirie cuibl. Hamr xypHan «Kymabryp-
HO-MCTOPUYECKAS TICUXOJIOTUSI» CTAJl OJIHUM M3 TaKMX IPOCTPAHCTB BO MHOTOM OJIarofiapst KaskJ0{HEBHON pabore
Bopuca MertepsikoBa B KauecTBe 3aMECTUTES TIIABHOTO pefakTopa. CKPOMHOCTD He TI03BOJIAIA €My JIMIITHUN pa3
BBICTABJIATH CBOM COOCTBEHHBIN PA3HOCTOPOHHMI HAYYHBIH TAJAHT, IIOAIINTHIBAEMbII HEMBICIUMOI, [0 HBIHEIIHIM
BpeMeHaMm, apyauieil. OH peaJu3oBbIBAJ €ro B «paboueM nopsiike». A auanason nouckos B.I. Mermepsikosa 6bu1
YPe3BBIYAITHO MIMPOK: OT MTYAUN B chepe UCTOPUU U TCOPUH TICUXOJOTHH JI0 STHOIICUXOJOTHYECKUX JMCKYPCOB 1
HKCIEPUMEHTATUKY B 06JIACTU ICUXOJOTUI BOCITPUSATHSL.

Bopuc I'ypbeBuy yiiies moHbIM KU3HHY, IJIAHOB 1 3aMBICJIOB, KOTOPBIMU HIE/[PO JIEJIUJICS CO MHOTHMU.

Pedaxuus scypnana «Kynomypro-ucmopuweckas ncuxoniozuss>
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