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Abstract

The article discusses the systemic structure of cultural-historical psychology (CHP). At its “core” lies the con-
cept of personality as “the social within us,” introduced by L.S. Vygotsky in contrast to the traditional notion of
personality as a collection of individual psychological traits. By identifying a number of system-forming catego-
ries of the CHP, the authors examine their interrelations and their role in the formation and development of this
theoretical framework. It is demonstrated that, by arriving at understanding of personality as a “psychological
system,” Vygotsky laid the foundation for a “systemic perspective” on the processes of development and disinte-
gration of higher psychological functions. His theory belongs to the Copernican type of scientific systems, as it
incorporates the “movement of the observer”— cultural-historical development of human personality.

Keywords: system, cooperation, vraschivanie, sign mediation, zone of proximal development (ZPD), per-
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Pe3stome

B crarbe 00CyRmAOTCS OCOOGEHHOCTH CHCTEMHOTO CTPOEHHs KyJbTYPHO-MCTOPUYECKOI TICHXO0JI0-
run (KUII). Ee «TBepabIM SipOoM»> SBJISETCS MOHATHE JIMYHOCTU KaK «COIMAJIBHOTO B HACY», BBEJIEHHOE
JI.C. BBITOTCKMM B ITPOTHBOIOJIOKHOCTD TPAAUIIMOHHOMY HOHATHIO JIMYHOCTU KaK COBOKYITHOCTH TICHXO-
JIOTHYECKUX 4YePT WHAMBUAA. Bblessiss psiji cucteMooOpasyouX KaTeropuil KyJibTypPHO-UCTOPUYECKON
IICUXOJIOTHH, aBTOPLI PACCMATPUBAIOT UX B3aUMOCBS3b M POJIb B IIPOIlECCE CTAHOBJIECHUS U Pa3BUTHUS ATON
teopu. [lokazano, 4To, BbIN/IS Ha TOHUMAHKME JIMYHOCTH KaK <IICHXOJIOTUYECKONH CUCTeMbl», BbIrorckmii
TEM CaMbBIM 3aKJI/IbIBAET «CUCTEMHYIO TOUKY 3PEHUsT» Ha MPOTIECChI PA3BUTHS U pacia/ia BbICTIEH TICHXN-
ku. ETo Teopust mpuHAAIEKNT K KOTIEPHUKAHCKOMY THITY HAyYHBIX CHCTEM, IIOCKOJIbKY B Hell yUNTBIBACTCSI
«JIBUKeHUE HAOJII0aTe s> — KyJIbTYPHO-UCTOPUIECKOE PA3BUTHE Y€I0BEUECKON JIMIHOCTH.

Kmouesvie cnoea: cucrema, COTPYAHUYECTBO, BPAIIMBaHUE, 3HAKOBOE OTOCPEICTBOBaHE, 30Ha OJImKaii-
IIETO Pa3BUTHS, TlepesknBanue, ahphexT, TMIHOCTD
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he problem we now turn to — complex and far-

reaching — can hardly be resolved within the limits
of a single article. Aware of this, we have chosen to focus
primarily on the systemic structure of CHP and several
of its key, system-forming categories, in order to clarify
the role each plays in the development of this research
program.

1. Personality as “the social within us”

It is well known that in creating a “new psychology of
the human,” L.S. Vygotsky relied on the categorical sys-
tem of Capital, which reflects, in logically pure form, the
system of bourgeois productive relations. This system
has its own elementary “cell” — the commodity. In the
earliest surviving draft of the CHP system, Vygotsky
draws an analogy between the commodity and personal-
ity (the “I). Both are “sensuous-supersensuous” things,
i.e., social in nature. Personality is constructed in the im-
age of social relations between people: “The Iis the social
within us” (Vygotsky, 2017, p. 112).

The concept of personality does not describe the to-
tality of all psychological traits of an individual (as is
still often assumed today), but only and exclusively the
highest, sociogenic layer of the psyche. The idea of the so-
cial nature of personality forms the cornerstone of CHP,
or, in Vygotsky’s own words, “the key to the psychology
of the human being.”

The “substance” of commodity relations, according
to Marx, is human labor. All other economic catego-
ries appear as “modes” of this universal substance, and
capital itself is nothing other than “objectified labor.”
Marx’s teaching, like social life itself, revolves around
this “sun of labor.” It is in the course of this process that
both personality and the commodity emerge — indeed,
all specifically human (cultural) forms of behavior and
psychic life.

Vygotsky adopts this axiom of the materialist
understanding of history: “Labor was the cradle of
all higher psychological functions, of all the high-
est forms of behavior specific to humans” (Vygotsky,
1935 p. 38).

Vygotsky’s breakthrough was the discovery of a
parallel between the tool of labor and the sign — above
all, the word. Just as tools gave humans power over ex-
ternal nature, signs made it possible to actively trans-
form both others” and one’s own psyche, to regulate be-
havior and inner life. This technology of self-regulation
constitutes the psychological advantage of humans
compared to animals.

According to AN. Leontiev, we know that Vygotsky
made this discovery at the end of 1924 or the beginning
of 1925. A year later, he elaborated on the idea of the “in-

The true is real only as a system.
Georg Hege

strumentality of the word” in a notebook written during
his stay at the hospital in Zakharyino:

“So, the difference of the word: it is an artificially
created stimulus (cf. technique), it is a tool of behav-
ior... Speech behavior differs from non-speech behavior
as labor differs from animal adaptation... The word is
a special stimulus for regulation, for organizing behav-
ior — both others’ and one’s own.” (Vygotsky, 2017,
pp. 106—107).

Vygotsky then declares his break with reactology:
the psyche is a form of active, not reactive, behavior. It
filters the flow of external stimuli, selecting those that
make it possible to act more effectively.

“It is an organ of selection, a sieve-sifter, transform-
ing the world so that it becomes possible to act. This is
its positive function... The selection of truly higher forms
takes place in the psyche. Red, blue, loud — it carves the
world into portions so that I can eat it without breaking
my teeth.” (Vygotsky 2017, p. 129).

Living activity, which actively “devours” the world, is
the “sun” around which the psyche revolves, including the
human soul. True, Vygotsky does not state this conclusion
directly. Tt was further developed within CHP by AN. Le-
ontiev and his colleagues (Leontiev, 1974; Leontiev 1981).
Still, even Vygotsky was already studying the “genetic
knots uniting the child’s thinking and practical activity,”
and this activity is understood by him as the foundation
and driving force of the development of thinking.

If the psyche is a form of active engagement with the
external world, then any change in the nature of this ac-
tivity leads to a transformation in the character of psy-
chic life. When activity, in its development, rises to the
level of labor, it is precisely in the context of labor that
higher forms of the psyche arise — along with their ar-
tificial tools: signs. Like its “substance” — labor — hu-
man psychic life is both social and artificial. Personality
is not a gift of nature; it is created by people themselves
through the use of signs, from the “raw material” of natu-
ral psychological functions.

In Vygotsky’s notes from 1926, we already find a
fully formed “hard core” of the theoretical system that
would later come to be known as cultural-historical psy-
chology. Thanks to these notes, we can observe the birth
of the CHP system.

2. Cooperation

Scientific systems do not arise from nothing — ex ni-
hilo — especially not in the human sciences. Cooperation
is a category that links Cultural-Historical Psychology
(CHP) to the historical epoch in which Vygotsky lived
and worked. It was a time of a great dream: the vision
of a world commune founded on “planned cooperation”
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(Marx)!. The idea of cooperation was, quite literally, in
the air. For example, P.P. Blonsky was developing his
own “system of cooperation” for adolescents in the sec-
ond stage of labor school.

It is not difficult to demonstrate the system-forming char-
acter of the category of cooperation within the conceptual
framework of CHP: we encounter it in the formulation of the
general genetic law of cultural development of the psyche,
in the definition of the zone of proximal development, and
in the foundations of Vygotsky’s special pedagogy, which
teaches the “overcoming of defect” through cooperation.

At the same time, the category of cooperation is not,
strictly speaking, specific to CHP. Tt is not a concept that
emerges from within cultural-historical theory itself;
rather, it is the soil out of which the tree of cultural-his-
torical theory grew — alongside many other psychologi-
cal and pedagogical systems. For instance, in Chapter 2
of Thinking and Speech, Vygotsky critically discusses the
role of the concept of cooperation in Jean Piaget’s theory
of the development of children’s thinking (based on the
scheme: egocentrism — constraint — cooperation).

Vygotsky began using the category of cooperation
from the earliest stages of his scholarly work — even
before his engagement with reactology and prior to his
move to Moscow. In his very first academic publication
(a collection prepared in Gomel and printed at a local
press), Vygotsky argues against the “individual-crafts-
man” model of educating blind children:

“Such labor does not train for cooperation... Cooper-
ation with sighted individuals must become the founda-
tion of labor education. Upon this foundation, true com-
munication with the sighted can emerge, and labor will
become the narrow doorway through which the blind
child enters life. Create healthy labor — and all else will
follow.” (Vygotsky, 1924, p. 20)

In essence, Vygotsky directly links the concept of co-
operation with labor and the labor education of children.
“Healthy labor” includes cooperation as an integral at-
tribute. In this respect, Vygotsky’s understanding of co-
operation is fundamentally different, for example, from
that of P. Janet, who viewed a wolf pack’s hunt as an ex-
ample of “true cooperation” (une véritable collaboration).

In his mature period, Vygotsky came to regard co-
operation as the mode of cultural development that is
uniquely human. In relation to consciousness as a whole,
and to each psychological function in particular, cooper-
ation is the starting point of development — the very first,
“interpsychological” stage. “Every higher psychological
function was once a form of psychological cooperation,”
Vygotsky tirelessly repeated (Vygotsky, 1924, p. 20).

In the postwar period of CHP’s history, research
primarily advanced along the line of concretizing the

concept of cooperation. This work gave rise to several
new concepts, such as task-oriented communication
(A.I. Meshcheryakov), joint distributed action, and
jointly distributed (learning) activity (V.V. Davydov,
V.V. Rubtsov), among others.

Today, the category of cooperation / joint activity
has been most thoroughly developed in the research of
V.V. Rubtsov, who grounded the socio-genetic method
for studying the development of children’s concepts in
relation to the organization of learning interactions® In
the work of V.V. Ageev, Yu.V. Gromyko, R.Ya. Guzman,
A.G. Kritsky, A.V. Konokotin, and other followers of so-
cio-genetic psychology — drawing on the system of core
concepts from CHP and activity theory — experimental
data have been obtained that describe in detail the orga-
nization of joint action. These studies also reveal the psy-
chological characteristics of various forms of interaction
(cooperation) between child and adult, as well as among
children themselves, and their correlation with the devel-
opment of cognitive and communicative-reflexive pro-
cesses.

At its core, the conceptual design of the socio-ge-
netic method rests on a fundamental law formulated by
L.S. Vygotsky, according to which social interactions
(“social relations,” or later, “joint activity”) are not a
factor of development, but it’s very source: “Behind all
higher functions and their development stand geneti-
cally social relations — real relations among people, Homo
duplex (Latin: ‘the double human”)” (Vygotsky, 1986,
p. 54; emphasis in original — Authors).

Two key points should be emphasized here. First, as
G.A. Zuckerman stresses, “...social relations are not the
space or conditions of development, but the very sub-
stance of the interpsychological function — that which
exists between people, belonging to no one. The inter-
psychological does not appear in relationships; it is the
relationship” (Tsukerman, 2006, pp. 61—73). Indeed, as
Vygotsky put it, “Every higher psychological function
was once external because it was social before becoming
internal, genuinely psychological; it was initially a social
relation between two people” (Vygotsky, 1984, p. 145).
Second, in Vygotsky’s conception, the word genetic de-
rives not from “genetics” but from genesis — that is, de-
velopment. And this development is not understood as a
simple accumulation of certain characteristics or quanti-
tative growth, but as a process of qualitative transforma-
tion. In other words, Vygotsky clearly indicated that it
is precisely real, that is, living, developmental relation-
ships — interactions between people — that determine
the nature of the qualitative changes which will consti-
tute the child’s emerging psychological functions. “... The
course of one internal process depends on the emergence

1 “In planned cooperation with other workers, the laborer dissolves individual boundaries and develops their species-wide potentials” (Marx,

2017, p. 356).
2 For further details, see: (Rubtsov, 2024).
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and flow of another” (Rubtsov, 2006, pp. 14—24). Such
an understanding of the connection between social in-
teraction and development inevitably led researchers to
address the problem of identifying effective ways of or-
ganizing joint activity — among children, between chil-
dren and adults, and among children themselves.

In V.V. Rubtsov’s research, based on the experimen-
tal method “Ring of Objects,” connections were analyzed
between the nature and mode of children’s interaction
during the process of solving a learning task (coopera-
tion) and the level of development of operational struc-
tures associated with the intellectual operation of class
inclusion (Rubtsov, 1996, pp. 99—110). As a result, dif-
ferent types of cooperation were identified, each reflect-
ing specific modes of joint action that serve as indicators
of cooperation under conditions of distributed activity
among participants.

Cooperation based on orientation to a single feature of
a structural element. This type of cooperation was char-
acterized by participants focusing primarily on the pos-
sibility of completing their own individual operation.
They did not identify connections between individual
operations, nor did they treat such connections as the
subject of special analysis. As a result, the “shared” task
was divided into a series of independent tasks that each
participant solved on their own, without regard for the
developing sequence of others’ actions.

Cooperation based on orientation to two [eatures of
a structural element. This form of cooperation involved
overcoming the focus on individual operations. Children
regarded the overall result of the task as dependent on
the sequence of mutually substitutable individual op-
erations. However, this sequence and interdependence,
as identified by the participants, remained rigidly tied
to the specific conditions of the task. As a result, they
were unable to regard the mode of interaction itself as a
shared strategy for joint problem-solving.

Cooperation based on orientation to the connection be-
tween features of structural elements. In this form of coop-
eration, children identified the organization of joint activity
itself as a distinct task. The way this activity was organized
became a subject of explicit analysis and reflection.

Overall, the study showed that the formation of sci-
entific concepts is not possible in “cooperation” or “com-
munication” in general, but only within certain forms of
cooperation — specifically, when (1) the very mode of
organizing joint activity becomes the subject of partici-
pants’ analysis, and (2) such analysis mediates the pro-
cess of solving the material task.

These results were further specified in a study by
V.V. Rubtsov and A.V. Konokotin (Rubtsov, Konoko-
tin, 2020), who examined the specific features of chil-
dren’s interaction strategies during joint task-solving in
balance experiments. They succeeded in tracing the dy-
namics of the emergence of joint action and demonstrat-
ed that the interconnection of communication processes,

action exchange, mutual understanding, and reflection
serves as an indicator of children’s entry into coopera-
tion. This cooperation is characterized by specific ways
of jointly solving tasks and by the distinctive structure of
emergent child — adult co-communities (soobschnost’).

According to the data, it is justified to distinguish four
types of interaction, and correspondingly, four types of
cooperation among children, which determine the process
of concept formation in the context of joint activity:

Pre-organizational type of interaction is largely com-
parable to the first type of cooperation previously de-
scribed. In this case, the process of solving the task and
its result appeared to the children as the product of their
individual activity. There was no purposeful communi-
cation. Verbal utterances did not refer to the content of
the task. Participants were primarily focused on over-
coming the limitations of performing individual actions
within the material field of the task. Individual opera-
tions were treated as independent from one another.

Reflection, when it did occur in this type of interac-
tion, was expressed as egocentric speech or as concrete ac-
tions aimed at (1) evaluating the outcome of one's own
action, (2) evaluating the outcome of a partner’s action,
or (3) analyzing the potential connection between one’s
own action and the partner’s.

Organizational type of interaction. In this form, the
characteristics of cooperation observed in the previous
stage became more specific. Communication began to
develop, aimed at regulating the interaction process, and
reflection emerged that supported analysis of the possibil-
ities for transforming the task field based on the integra-
tion of individual actions. In addition, participants began
to shift from reflecting solely on the outcome of their in-
dividual actions toward orienting themselves to the joint
action as a whole. They began to understand the shared
result as a way of coordinating individual operations.

These emerging processes of communication and re-
flection became the foundation for mutual understand-
ing — that is, for comprehending each participant’s inten-
tions regarding the method for solving the material task.
However, while the children began integrating their indi-
vidual operations, the mode of organizing the joint action
itself did not yet become a subject of analysis. As a result,
this organizational type of interaction remained unstable
and often broke down into isolated individual actions.

Organizational-reflective type of interaction. This
type is characterized by a transformation in the object
of the task: the object of the task became, for the partici-
pants, the mode of interaction itself. This new, qualita-
tively different task began to mediate the solution of the
material task, which, in turn, served as the condition for
identifying essential relationships within the object or
phenomenon under study.

The nature of communication also changed, acquir-
ing the form of participants jointly discussing their
understanding of how the behavior of the object being
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studied changes in connection with transformations in
the mode of cooperation. This type of interaction can be
regarded as specifically educational, enabling partici-
pants to go beyond the limits of the “zone of proximal
development” set by the adult. In this form of collab-
oratively overcoming difficulties, participants did not
simply master discrete knowledge or skills but acquired
ways of organizing joint activity itself. These ways define
cooperation — between children and with the adult — as
the very medium of problem-solving.

Pseudo-organizational type of interaction. This form
of interaction outwardly resembles the organizational
type of cooperation, but the “real” interaction is substi-
tuted by the activity of one participant, who takes over
the initiative in solving the task, while merely “using”
the partner’s potential.

The key conclusion drawn by the authors of the study
was that the modes of interaction characterizing coopera-
tion in joint activity are intrinsically linked to the content
of the emerging concept (in this case, “balance”). Partici-
pants who demonstrated an organizational and reflective-
analytical mode of interaction were able to formulate a
general rule for solving balance problems and to identify a
shared principle for solving this class of tasks. At the same
time, while participants with an organizational interac-
tion style primarily relied on the rule “weight + distance,”
those who exhibited a reflective-analytical mode were
guided by the multiplication rule “weight x distance.”
These data once again confirmed that modes of coopera-
tion are directly related to the nature and content of the
concepts being formed. Cooperation, when it is specific to
educational contexts, takes place within special forms of
obschnost that are marked by mutual understanding and
by participants’ grasp of the adult’s intention in structur-
ing the “zone of proximal development.”

3. Sign-mediated action and vraschivanie
(ingrowing)

From a psychological standpoint, every process of
cooperation is mediated by tools and/or signs. A sign
emerges as a means of influencing another person’s be-
havior. The word, in particular, was originally a “com-
mand for others” (an idea Vygotsky drew from Janet).

Once it has fulfilled its mediating function in cooper-
ation, “the tool becomes unnecessary. The activity moves
inward,” Vygotsky wrote in pencil on a scrap of paper.
“Ingrowing [vraschivanie] at first completely replicates
the instrumental act inside — but later there are reduc-
tions, shortcuts, and deep transformations” (Vygotsky,
2017, pp. 159—160).

Sometimes, a mental image of the tool remains (e.g.,
a mnemonic map or verbal “stimulus-means” such as a

3 For further details, see: (Rubtsov, 2024).

counting rhyme, proverb, or prayer); sometimes, a sym-
bolic tool is created (numbers, hieroglyphs, letters, musi-
cal notation); and sometimes the tool vanishes without
a trace — what remains is only the pure scheme of the
activity, and the entire act appears once again as direct
and unmediated.

According to Vygotsky, there are three main types
of vraschivanie of the instrumental act into the psyche?:

From this point forward, the individual becomes
capable of cooperating with themselves, in their inner
world — a world that arises precisely as a result of the
ingrowing of external, interpsychological forms of coop-
eration. Vraschivanie creates the “semantic field” where
the personal life of the mind unfolds: inaudible dialogues
are held, actions are contemplated, processes of reflec-
tion and self-awareness take place. It transforms raw
natural material — affects and innate psychological func-
tions (orienting and speech-related, the two “signal sys-
tems”) — into higher psychological functions. Just as one
cannot build a boat or raft without material that floats,
higher psychological functions can only be constructed
from appropriate “natural” or “elementary” components,
as Vygotsky put it.

The resistance of “nature” leads to a sharp reduction
and simplification of cultural forms of activity at the ini-
tial stages of vraschivanie. Some of them “get stuck” part-
way through their internalization process, unable to com-
plete the “path inward” (Vygotsky). Silent reading, for
instance, was rare even in Ancient Greece and Rome. For
a child and their mentor — always in joint effort — it takes
considerable work to “liberate” a psychological function
from the grip of gestalts and practical action schemes.

After Vygotsky, the concept of vraschivanie did not
receive further theoretical development. It was dis-
placed by the concept of interiorization, interpreted in
the Piagetian spirit as a transition from the sensorimotor
to the mental plane, according to A.N. Leontiev’s defini-
tion (whereas for Vygotsky, the starting point was the
interpsychological plane — cooperation between adult
and child — not individual sensorimotor activity). Sign
mediation and “signification” (the creation and active
use of artificial signals) were reduced to banal “verbal-
ization” and pushed to the periphery of research interest.
In A.V. Zaporozhets’ work, the concept of interiorization
was extended even to perceptual processes not mediated
by signs and performed — also by animals — strictly in-
dividually, without any cooperation.

If interiorization represents the socialization of the nat-
ural, then vraschivanie (ingrowing) is the individualization
of the social. Vygotsky sharply emphasized this fundamen-
tal distinction: “Not the gradual socialization introduced
into the child from outside, but the gradual individualiza-
tion arising from the child’s inner sociality is the main path
of child development” (Vygotsky, 1934, p. 282).
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The study of the psychological structure of the process
of cooperation constitutes a key stage in the formation of
the system of cultural-historical psychology (CHP). To
this end, Vygotsky developed the instrumental method,
whose experimental foundation was the famous method
of double stimulation. Based on this method, fundamen-
tally new data were obtained on the process of concept
formation in children, the essence of which consists in
“assigning meaning to a meaningless word.”

Key stages in the further development of the concept
of interiorization within CHP include:

e P.Ya. Galperin’s elaboration of the method of
forming mental actions with predetermined properties;

 the Zagorsk experiment by A.I. Meshcheryakov
and E.V. Ilyenkov, which revealed how children acquire
primary forms of cultural behavior and everyday (“spon-
taneous,” in Vygotsky’s terms) concepts in the course of
jointly distributed material activity;

e and V.V. Rubtsov’s research on the formation of
scientific concepts in conditions of collaborative educa-
tional activity.

The role of signs in learning cooperation was also
studied within the framework of the socio-genetic meth-
od by A.G. Kritsky, A.V. Konokotin, and others. A.G.
Kritsky (Kritsky, 1988) developed experimental situa-
tions of limited communication, where participants’ di-
rect interaction during task-solving was blocked (e.g., by
spatial separation or use of digital /computer-based en-
vironments). According to the findings, participants not
restricted in their interactions (control group) were able
to coordinate their actions more easily and rapidly and
to exchange opinions; however, the semantic content of
their interaction was limited. As a result, children had
difficulty adapting when the material conditions of the
task changed. Without distinguishing signs as tools for
organizing and coordinating interaction, they remained
within the level of “playful” cooperation and failed to
identify the generalizable properties of the model they
were working with.

In contrast, in groups where difficulty was intro-
duced, participants developed a need to formulate a
shared method of action and to find tools for coordinat-
ing their interaction. The development of such signs
marked a shift from a playful to a learning-oriented fo-
cus. This was reflected in a move away from random tri-
als aimed at identifying specific properties of the materi-
al situation, toward trials oriented at identifying ways of
coordinating interaction and organizing joint action —
and through that, modeling a shared method of action.

A.V. Konokotin also developed experimental situa-
tions with “uncertain” conditions (e.g., unscaled balanc-
ing apparatus), in which participants were required to
independently create tools for solving the task. These
tools, in turn, defined and structured their mode of in-
teraction throughout the problem-solving process (Ko-
nokotin, 2023, p. 213).

The results confirmed that creating conditions in
which participants are confronted with the need to con-
struct sign-based means for productive interaction and
task-solving enables them to shift from actions deter-
mined by immediate, situational, materially grounded
conditions to the plane of mental, “ideal” actions. In the
unfolding process of “signification” and “re-significa-
tion” of the object of action, the transformation of ob-
jective reality relied on participants’ representations of
the essential properties of the object. This enabled them
to jointly externalize their individual conceptions of the
object’s characteristics, make these explicit and open to
analysis, coordinate and reconcile them — and, ultimate-
ly, to collaboratively search for a solution to the task.

At the same time, the topic of vraschivanie of mean-
ings into the child’s psyche — through the formation of
senses — and Vygotsky’s initial research into the seman-
tic structure of consciousness unfortunately remain un-
derdeveloped to this day. As he wrote: “Meaning enters
into the instrumental operation as a ‘third link,” medi-
ating the relation between sign and object. Meaning,
psychologically speaking, is the internal structure of the
sign operation. The sign mediates through meaning. We
used to take the sign in the context of behavior; now we
must consider it in the context of consciousness” (Vy-
gotsky, 2017, p. 306). In this view, meaning constitutes
the unit of verbal thought. Vygotsky called for us to “un-
cover systemic organization in psychology through the
analysis of meaning” (Vygotsky, 2017, p. 355). He began
this work in his final book, Thinking and Speech.

4. The zone of proximal development

The concept of the zone of proximal development
(ZPD) emerged in cultural-historical psychology
(CHP) later than many others, but it gained widespread
recognition both in Russia and internationally. It is con-
ceptually linked to vraschivanie through Vygotsky’s
well-known “garden metaphor.” The zone of proximal
development, according to Vygotsky, contains “func-
tions not yet matured,” whose development requires the
support of an adult — especially a teacher. Only a fool-
ish gardener judges the orchard by the fruits that have
already ripened, Vygotsky said. Proper education differs
from training in that it leads development, guiding it for-
ward by orienting not only to what is already present
and mature, but above all to what is emerging and will
soon take the lead in the structure of consciousness.

The ZPD serves as a kind of unifying framework for
the theory of CHP, linking together its “core” concepts:
cooperation, sign mediation, wvraschivanie (ingrow-
ing), consciousness, and others. Tt explains the central
developmental mechanism in L.S. Vygotsky’s theory:
how the social becomes individual, how the inter turns
into the intra — that is, what later came to be known as
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the general genetic law. The concept of the ZPD con-
nects three major dimensions of human life: education,
development, and psychological health (Zaretsky, Khol-
mogorova, 2020).

The enormous heuristic potential of the ZPD con-
cept began to be recognized by researchers and practitio-
ners many years after L.S. Vygotsky’s death. This led not
only to its rapid dissemination across various branches
of psychology but also to ongoing debates about its in-
terpretation. Vygotsky did not manage to fully unify the
various ideas he expressed in different contexts, which is
one reason for the ambiguity and diversity of contempo-
rary readings of his theory of the ZPD.

Scholars of Vygotsky and his intellectual legacy rec-
ognized the ZPD’s explanatory potential and sought to
build developmental theory on its foundation. However,
they did not always pay attention to its constructive po-
tential — that is, its capacity to inform the design of de-
velopmental conditions, to guide the developmental pro-
cess, and to solve concrete developmental challenges in
practice (a vision of psychology as practical theory that
Vygotsky himself strongly advocated).

International followers of Vygotsky, in promoting
his ideas, often relied on a simplified definition of the
ZPD from a 1935 pamphlet written for teachers. There,
the ZPD is defined as the distance “between the level
of actual development, as determined by independent
problem-solving, and the level of potential development
as determined through problem-solving under adult
guidance or in collaboration with more capable peers...”
(Vygotsky, 1935, p. 42).

Below are key theses about the ZPD as they relate to
cooperation and vraschivanie:

 Inthe ZPD, the child jointly performs actions with
another person (an adult or more capable peer) that they
cannot yet perform alone.

* The experience the child acquires by acting jointly
within the ZPD can become their own, thereby enabling
“steps in development”; it is through this process that
the ingrowing (vraschivanie) of behavioral strategies and
higher psychological functions occurs.

e The ZPD encompasses those actions that the
child can carry out consciously in collaboration with an
adult — what is unavailable to the child’s consciousness
cannot yet be appropriated*.

 Inthe ZPD, the child acts in cooperation with the
adult; from this follows the idea of the child’s agentive
position in joint activity as a necessary condition for de-
velopment.

» Teaching leads development, and a single step in
instruction can mean a hundred steps in development.

An attempt to newly synthesize these theses led
V.K. Zaretsky to develop the multi-vector model of the

ZPD (Zaretsky, 2007). This model conceptualizes child
development in cooperation with the adult as movement
along the vector of educational activity, which is accom-
panied by “steps in development” along multiple pos-
sible vectors — all of which, in one way or another, are
connected to the child’s engagement in learning.

5. Affect and perezhivanie

Shortly before his death, L.S. Vygotsky stated that
“the true dynamic unit of consciousness, i.e., the full unit
from which consciousness is built, is perezhivanie” (Vy-
gotsky, 1984, p. 383).

This statement marks yet another (and ultimately fi-
nal) radical shift in the development of the entire system
of cultural-historical psychology (CHP). If perezhivanie is
the “cell” of consciousness, which has a systemic structure,
then consciousness is nothing other than a system of per-
ezhivaniya. This means that every single form, function, and
phenomenon of consciousness must be explained through
the concept of perezhivanie, must relate to this dynamic —
i.e., constantly changing, emerging and vanishing — unit,
and must in some way be anchored in perezhivanie (just
as in the capitalist system all processes are ultimately an-
chored in the commodity — real or ideal, i.e., money).

Vygotsky did not manage to complete this task,
and therefore did not finish building the new theory of
consciousness he envisioned. Since then, this task has
rarely been taken up again, and the very concept of per-
ezhivanie has long remained at the periphery of cultural-
historical theory. Nevertheless, Vygotsky succeeded in
analyzing the affective-semantic nature of perezhivanie,
and in doing so, gave us the key to understanding the
newly emerging system as a whole.

An openly available definition, overlooked by many,
reads:

“Perezhivanie must be understood as the internal re-
lation of the child, as a person, to a certain moment of
reality” (Vygotsky, 1984, p. 382).

The emphasis here must be placed on the word in-
ternal, since, in addition to this internal relation (per-
ezhivanie), the child is also connected to reality through
an external relation — namely, activity. “The child’s rela-
tion to the environment and the environment’s relation
to the child are given through the perezhivanie and the
activity of the child himself,” Vygotsky clarified (Vy-
gotsky, 1984, p. 383). Perezhivanie and activity, these
two fundamental relations between the human personal-
ity (not only the child) and the external world, consti-
tute the internal and external — or in Vygotsky’s own
terms, the phenomenal and the objective — dimensions
of a person’s life activity.

“This leads to the notion of the boundaries of the ZPD. The importance of recognizing these boundaries is emphasized, for example, by W. Stiles,
who notes that the primary error of the psychotherapist is “working outside the zone of proximal development” (Stiles, Gabalda, Ribeiro, 2016).
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According to his notebooks, by the end of his life Vy-
gotsky envisioned CHP as a three-story building:

The ground floor is instrumental psychology, which
studies the “direct movement from life to conscious-
ness.” This work was carried forward by AN. Leontiev
and the Kharkov school.

The second floor is the investigation of the world of
consciousness, populated by perezhivaniya, meanings,
and senses. This is the domain of Thinking and Speech.

The third and uppermost floor is “acmeist” psychol-
ogy, or the study of how consciousness transforms and
illuminates life.

“Of course, the cell depends in its development on the
organism. Meaning depends on consciousness, and con-
sciousness on life. But meaning changes consciousness,
and consciousness changes life. The reverse movement —
Jfrom consciousness to life — is the key. Spinoza... The di-
rect movement (from life to consciousness) is only im-
portant insofar as it enables us to understand the reverse
movement — [rom consciousness to life (consciousness
transforms life), the dependence of life on consciousness”
(Vygotsky, 2017, pp. 413—414).

In ontogenetic development, this shuttle movement
corresponds to the “zigzag of free, meaningful action”:
the shift from concrete action to conceptual thought, and
back — from thought to action, now conscious and deliber-
ate. The road from consciousness to life, and from thought
to action, winds through the mountain ranges of affect.

Affect is the psychological form of expression of an
organic need — a natural steering mechanism of activ-
ity in all living beings: desire, joy, anger, fear, and so on.
Affect constitutes the “cell,” or “unit,” of the psyche as
such®. Hence: “To study the order and interrelation of
affects is the principal task of scientific psychology” (Vy-
gotsky, 1936, p. 211).

This, in broad strokes, is the coordinate system with-
in which the “late” Vygotsky built his theory of con-
sciousness in general, and the concept of perezhivanie in
particular. Drawing on Spinoza’s definition of affect as “a
state of the body that increases or decreases its potency
to act (agendi potentia),”® Vygotsky began to formulate
his own theory of affect as: “a holistic psychophysiologi-
cal reaction that includes both perezhivanie and a certain
kind of behavior, and represents a unity of the phenom-
enal and objective dimensions” (Vygotsky, 1984, p. 214).

Thus, according to Vygotsky, perezhivanie represents
nothing other than the phenomenal aspect of affect. One

cannot understand what perezhivanie is without refer-
ring to the concept of affect — just as one cannot un-
derstand what price is without knowing the concept of
value. This is clearly demonstrated by the recent “Sym-
posium on Perezhivanie.””

In the best works available today on the concept of per-
ezhivanie, research is generally carried out on the first or,
less frequently, the second “floor” of CHP. Perezhivanie is
related to the general genetic law of cultural development
and the concept of the social situation of development
(Veresov, 2016; Fleer, Gonzalez, Veresov, 2017; Veresov,
Fleer, 2016), and a dual “emotional-cognitive refract-
ing of the environment in perezhivanie” is acknowledged
(Meshcheryakov, 2008 p. 107). At the same time, nearly
all discussion has neglected the domain of “acmeist psy-
chology”: the mastery of one’s own perezhivaniya through
awareness and reflection; their regulation in childhood
or theatrical play; the creation of artificial, cultural emo-
tions; the subordination of affects to concepts; the estab-
lishment of a rational order and structure among affects.

Vygotsky saw perezhivanie as a conscious affect, or
affect that has become a phenomenon of human con-
sciousness. From its objective side, this same affect ap-
pears as a form of activity or behavior®. Perezhivanie and
action are, in essence, one and the same — expressed in
two different ways.

The development of the child’s psyche may be un-
derstood as the growth of conscious awareness (prise de
conscience, in the terms of Clapar de and Piaget) in the
sphere of inner emotional experience. Vygotsky, follow-
ing Busemann, defines reflection as “the redirection of
perezhivanie from the external world toward the self,”
and so forth.

After Vygotsky’s death, the concept of perezhivanie
as the “affective relation of the child to the environment”
was developed by L.I. Bozhovich. However, she adopted
a one-sided, strictly phenomenal definition of affect — as
“aprolonged, deep emotional experience.” As a result, af-
fect became a type of perezhivanie, and this reductionist
interpretation was attributed to Vygotsky, despite the
fact that she simply ignored his actual definitions with
their clear references to Spinoza.

Bozhovich then criticized Vygotsky’s own concept of
perezhivanie on the grounds that he linked it to meaning,
endowed perezhivaniya with meanings, and explained
them through concepts. In doing so, she argued, Vy-
gotsky reduced psychological analysis to “purely subjec-

> “Affect is the alpha and omega, the beginning and end, the prologue and epilogue of all psychic development” (Vygotsky, 1984 p. 297).
6 Vygotsky cited and extensively commented on Spinoza’s activity-based (or “dynamogenic,” as he put it) definition of affect, finding experi-
mental confirmation of it in the works of W. Cannon and C. Sherrington, K. Lewin, and M. Prince. Emotion is not an epiphenomenon; it must do

something — “it must activate us.”

"1n 2016, the journal Mind, Culture, and Activity dedicated a special issue (vol. 23, no. 4) to this topic: “Symposium on Perezhivanie.” Notably,
among a dozen articles, not a single one refers to the “Theory of Emotions.”

8 The terms “activity” and “behavior” often merge in Vygotsky’s writings. Expressions like “type of behavior” and “form of activity” are used
interchangeably, separated by commas, and behavior is defined as “all activity.” At times, however, he distinguishes between them — for example,

when referring to “behavior in the process of activity.”
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tive processes,” isolating perezhivaniya from “real-life
relations” (Bozhovich, 1968, pp. 153—157).

The true continuation of the “acmeist psychology”
project was taken up — thanks to B.V. Zeigarnik and her
school — in the field of pathopsychology (Zeigarnik, Khol-
mogorova, Mazur, 1989). Special attention deserves the
work of A.Sh. Tkhostov and colleagues, compiled in the
monograph Cultural-Historical Pathopsychology (Tkhos-
tov, 2020). Their studies of the development of voluntary
emotional regulation (through sign-symbolic operations)
effectively fulfill Vygotsky’s scientific testament, and in
some respects even go beyond it — especially in their en-
gagement with the concept of post-voluntariness.

An excellent contribution to the second floor of the
system is offered by E.Yu. Zavershneva, who proposes
her own interpretation of Vygotsky’s hypothesis about
the cause of neuroses: namely, the inability to translate
an affective complex into perezhivanie (Zavershneva,
2017). In another article, she presents valuable insights
into the semantic nature of (Zavershneva, 2015).

An original approach to the problem of perezhivanie,
based on Vygotsky’s ideas, was developed by F.E. (Vasi-
luk, 1984). His ideas merit a separate discussion.

Vygotsky’s Copernican revolution
(in place of a conclusion)

There are two types of scientific systems: some depict
a subject under the form of the observer, others — un-
der the form of eternity. The first type is exemplified by
Ptolemy’s geocentric model; the second — by Coperni-
cus’s system (or the solar system as it truly is). Systems
of the first type always contain “their own” truth — a
partial or local truth; systems of the second type are the
truth itself — however incomplete or inexact it may still
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Introduction

It is impossible to discuss cultural-historical psy-
chology (CHP) solely in theoretical terms without
considering how its fundamental principles are imple-
mented in practice — and, in fact, how they serve as
the foundation for practical psychology. As I.V. Du-
brovina states, “L. =S. Vygotsky largely predeter-
mined the development of practical child psychology”
(italics in the original) [6] , drawing specific attention
to the words of L. Binswanger, who observed that
“there is no science in which theory and practice fol-
low such divergent paths” [4]. For Vygotsky, it was
evident that the crisis in psychological science (the
echoes of which we still experience today) was largely
due to the fact that: “...practice was a colony of theory,
entirely dependent on the metropolis; theory, in con-
trast, was not dependent on practice at all. Practice
was considered a deduction, an application, generally
an operation outside of science, post-scientific, begin-
ning only where scientific activity was thought to
have ended. The success or failure of practice did not
in any way affect the fate of theory” [4].

Vygotsky saw the solution in the inseparable syn-
thesis of these two domains: on the one hand, practice,
which “poses problems, serves as the supreme judge
of theory, as the criterion of truth, and dictates how
concepts should be constructed and how laws should
be formulated” [4]; and on the other, a living system of
developing concepts that form both the methodology
and the method of investigation. The unity of practice
and methodology is the key principle of CHP that el-
evates it beyond the status of a conventional theory
and grants it paradigmatic significance.

This principle of unity between methodology and
practice finds full expression in the experimental-
genetic or genetic-modeling method developed by
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L.S. Vygotsky. Its key feature — enabling it to serve
both as a research method and as a conceptual model
for practical tools — is its focus on reproducing the
genesis of higher mental functions (HMFs) and cul-
tural forms of behavior and activity. For this reason,
the method is also known as the formative experiment.
It is built upon the conceptual unity of a set of notions
that constitute the theoretical-methodological frame-
work of CHP:

» The concept of cooperation reveals the role of
social interactions that unfold in the form of emotion-
ally significant, “dramatic” events;

» The concept of sign/sign mediation emphasizes
the key role of cultural means (signs, symbols, and
symbol systems) that initially function as tools of so-
cial communication between participants;

* The concept of vraschivanie identifies the mech-
anism of development;

* The zone of proximal development defines the
leading role of learning as a driving force of develop-
ment;

» The concept of pereghivanie affirms the prin-
ciple of unity between affect and intellect;

* The concept of reflection highlights the child’s in-
dividual activity in mastering cultural modes of action.

Each of these concepts both characterizes a specific
aspect of objective reality studied by CHP (the struc-
ture of consciousness, the relationship between learn-
ing and development, between natural maturation
and cultural growth, the sources of development, etc.)
and imposes specific requirements on the organization
of research and professional practice. What is crucial
here is that the distinction between the researcher and
the practitioner is minimal. The practitioner operates
with scientific concepts as tools, means of organizing
activity aimed at the formation, development, or cor-
rection (depending on their specialization) of higher
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mental functions, behavior, and forms of activity in
the child. The researcher, by contrast, is focused pri-
marily on studying the concepts themselves, for whom
“...their correspondence to facts is merely a means, a
technique, a way of verifying their applicability” [4].
But even this distinction is provisional. Every practi-
tioner, in fact, evaluates the suitability of the concepts
they use (together forming a method) in terms of the
effectiveness with which they achieve their intended
outcomes. In this sense, I.V. Dubrovina rightly notes
that “...a psychologist does not only — or even primar-
ily — study and investigate, but rather helps and con-
structs” [6]. In this way, thanks to L. S. Vygotsky, the
practical psychologist and the research psychologist
were reconciled: every cultural-historical psycholo-
gist became both a practitioner and a researcher.

It is also important to note that none of the con-
cepts forming the methodological foundation of CHP
can be regarded in isolation as “self-sufficient” or
“exclusively explanatory” (see Vygotsky’s critique of
such an approach in The Historical Meaning of the
Crisis in Psychology [4]). Nevertheless, in any par-
ticular study or practice, a given concept may serve
as a system-forming one. The following sections pres-
ent several educational practices based on the holis-
tic methodological system of CHP concepts — each
of which unfolds the system in its own way, depend-
ing on which concept predominates. Moreover, each
practice illustrates the dynamic development of
CHP’s conceptual apparatus and shows how practical
work can transform and expand the theoretical-meth-
odological tools of this scientific tradition.

Practice 1: Reflexive-activity approach
to providing psychological and pedagogical
support in overcoming learning difficulties

Reflexive-activity approach (RAA) to providing
psychological and pedagogical support to students in
overcoming learning difficulties represents a direction
within cultural-historical psychology that can be un-
derstood as one possible realisation of L.S. Vygotsky’s
idea that “instruction leads development,” that is, the
notion of developmental instruction [5]. Its full name
is: a practice of psychological and pedagogical support
for students in overcoming learning difficulties that
promotes their cognitive and personal development
[9].

Learning difficulty is understood not as a deviation
from the norm, but as an inherent aspect of the edu-
cational process — and as a resource for development.
According to L.S. Vygotsky, educational activity im-
plies that the child attempts what they have not yet
mastered; hence, errors and difficulties naturally arise,
which create a need for adult assistance. If a child per-
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forms only what they can already do independently, no
development occurs. On the other hand, if the task is
incomprehensible and entirely beyond the child’s reach,
it will not foster development and may even be harmful.
Therefore, learning difficulties are necessary for both
instruction and development: they create the condi-
tions and motivation for developmental movement.

For this reason, the RAA does not aim to prevent
or correct learning difficulties. Rather, it seeks to sup-
port the child in overcoming them in a way that con-
tributes to development. What kind of developmental
steps are we speaking of? Vygotsky does not answer
this question directly, but in Thought and Language,
he writes that “one step in instruction may mean
a hundred steps in development” [3]. These steps,
therefore, may take various forms and proceed in dif-
ferent directions. In the practice of the RAA, many
cases have indeed shown that one instructional step
can catalyse multiple steps in development [10]. But
how is this possible?

The central mechanism linking instruction and de-
velopment in CHP is the concept of the zone of proxi-
mal development (ZPD) — a key construct in the
RAA. Drawing on reflective analysis of support prac-
tices with children, adolescents, and adults, as well
as on a careful reading of Vygotsky’s writings on the
ZPD (which, notably, were underexplored by many of
his followers), the RAA has significantly reinterpret-
ed this concept. It now employs a multi-vector model
of the ZPD, which describes the mechanisms linking
instruction to development across several axes: cogni-
tive, personal, and social. That is, development in the
context of overcoming learning difficulties may un-
fold along several vectors, and the model also incor-
porates a mechanism of self-development, which helps
explain Vygotsky’s claim that one step in instruction
can mean a hundred in development [8].

Self-development becomes possible when the stu-
dent takes a subject-position in the learning process
[11], becoming the agent of action and reflection — in
other words, the agent of overcoming their own dif-
ficulties. Meanwhile, the adult (teacher, psychologist,
parent, etc.) takes on the role of helper, consultant, or
collaborator.

In this way, the RAA implements in practice one
of Vygotsky’s fundamental ideas: that development
occurs through cooperation between the child and
adult, when the child receives assistance within the
ZPD.

While Vygotsky never formulated this thesis ex-
plicitly, it can be inferred from his texts. Unfortunate-
ly, he did not manage to develop a full account of what
kind of assistance promotes development. Though he
offered many examples, he left unanswered the ques-
tions of how, by what means, and under what condi-
tions adult support can actually foster development.
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It is clear, however, that not all assistance within the
ZPD is developmentally productive.

Therefore, the RAA — as a practice (or technolo-
gy) of developmentally oriented assistance — devotes
significant attention to the following questions: “How
should we help?”, “How should we not help?”, and “In
what ways can help be given?” Accordingly, the theo-
retical core of the RAA, which is closely integrated
with its technological aspect, is described as a triad:

 Principles — the commitments that a specialist
in the RAA seeks to realise in practice;

* Constraints — prohibitions that follow logically
from these principles;

» Technologies — examples of how the principles
and constraints are enacted in concrete support situ-
ations.

This triad is supplemented by a fourth compo-
nent — situations, that is, the question of when assis-
tance should be provided.

The activity of a specialist working within the
RAA can be described as a sequence of acts (a term
used by Vygotsky himself) or actions carried out in
diverse contexts of interaction, when the child seeks
help or clearly needs it. If we assume that the key mo-
ment in a learning situation is when the child encoun-
ters difficulty and cannot complete the task indepen-
dently — yet feels the need to advance in learning
and development — then the adult must create such
a situation of difficulty, but one that remains within
the child’s ZPD.

Technologically, this is achieved by presenting the
child with a sequence of tasks of increasing complex-
ity. This makes it possible to identify which tasks the
child can complete independently and at which point
they begin to encounter difficulties or make errors.
This marks the lower boundary of the ZPD in relation
to learning activity. If the task sequence is sufficiently
long, there will come a point where the child no lon-
ger understands what is required of them and cannot
even consciously accept assistance. This constitutes
the upper boundary of the ZPD.

Thus, the lower boundary lies between the abil-
ity and inability to act independently, and the upper
boundary lies between the ability and inability to
engage in conscious cooperation with an adult. Inci-
dentally, when Vygotsky emphasises the importance
of consciousness in adult — child interaction, he ex-
plicitly rejects the then-popular term “intellectual
imitation” and instead speaks of the child’s actions as
carried out in cooperation or under the guidance of an
adult (see [2], [3], [5]).

In the RAA, difficulty and error are never viewed
as accidental. Indeed, correctness may be acciden-
tal — for example, if a child does not know whether to
write "a" or "o" in a word, they might guess correctly
50% of the time. But if they make a mistake, it is not
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accidental. Difficulties and errors are understood as
indicators of inadequately formed strategies of action.

For instance, primary school children often write
words “as they hear them,” without considering that
some sounds in Russian are not represented by their
“own” letters, or that the number of sounds exceeds
the number of letters, requiring deliberate analysis to
determine which letter (or combination) corresponds
to a given sound.

Hence, working on the method of action means
helping the child recognise and reconstruct their ap-
proach. The core principle here is reliance on reflec-
tion. Reflection enables the child to become aware
of their way of acting, to liberate themselves from its
automatic hold (as children and adults alike often act
without understanding what, how, or why they are
doing something), to grasp what needs to be changed
in their method, and then — either independently or
again with the adult’s reflective support — to reorgan-
ise their action strategy.

The moment in a lesson when the student is work-
ing on the transformation of their method of action is
of critical importance for the child’s development. If,
at the moment of difficulty — when reflective work
on understanding and restructuring one’s action is
underway — the adult intervenes by suggesting a so-
lution, demonstrating an example, or offering other
instrumental help, then the opportunity to take de-
velopmental steps is lost [15], because the intellectual
effort that could have led to development is performed
by the adult instead of the child.

For this reason, a practitioner working within the
RAA does not rush to intervene. They hold a pause,
waiting to discern whether the child has exhausted
their internal resources or still has reserves. The adult
intervenes only when it becomes clear that the child
has done everything they can. In such cases — re-
sembling a “block” situation in the process of solving
a creative task [7] — the adult seeks not to compen-
sate for the child’s instrumental deficit, but rather to
support them in overcoming a reflective deficit, pos-
ing reflective (non-leading) questions that help the
child remain the subject of the difficulty-overcoming
process. In doing so, the well-known maxim of Maria
Montessori, “Help me do it by myself” [ 14], is realised,
as is Immanuel Kant’s idea that a child should arrive
at correct thinking independently [12].

From the standpoint of the RAA, instrumental
help can be likened to attempting to insert a foreign
part into a functioning mechanism — one that doesn’t
quite fit — or replacing one part with another. By
contrast, the metaphor for reflective help is organic:
under the child’s own active efforts, supported reflec-
tively, new functions “grow”, like branches of a tree.
L.S. Vygotsky also employed an organic metaphor
when he described the processes occurring in the
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ZPD as involving the child’s appropriation of shared
experience — what he called vraschivanie. But this is
a kind of vraschivanie that leads to the cultivation of
new methods, functions, personal qualities, and rela-
tionships. Vygotsky emphasised that the concept of
the ZPD can be extended to the personality as a whole
[5]. After all, joint efforts are not limited to solving
math or language problems. One can also jointly work
through: a passive attitude toward learning, a habitu-
al refusal to understand the teacher, unwillingness to
exert effort, inability to reflect on one’s own actions,
or the inability to cope with anxiety, fear, or agitation.

It is precisely this explanatory and constructive
potential of the ZPD that has led, in the 21st century,
to its adoption not only in developmental and educa-
tional psychology, but also in pedagogy, counseling,
psychotherapy, coaching, organizational psychology,
and beyond.

The core principles of providing assistance to stu-
dents in overcoming learning difficulties via the RAA
include:

* Establishing a relationship of cooperation;

* Supporting the child’s subject-position;

* Creating a situation of difficulty during the lesson;
Working within the student’s ZPD;

Providing help grounded in reflection;
Working with the method of action;
Establishing and maintaining positive emotion-
al and meaning-based contact;

* Ideally, working at the epicenter of the ZPD,
that is, with the key difficulty whose resolution would
most effectively promote development.

The greatest developmental effect of assistance is
observed when the child overcomes learned helpless-
ness: that is, when they perceive themselves as inca-
pable of overcoming difficulties, do not believe in suc-
cess (self-efficacy is “at zero”), and refrain from effort,
convinced it would be futile ("nothing will work any-
way"). Suddenly, with adult help, the child discovers
that they can cope with the difficulty on their own —
the adult did not do it for them, but helped them do
it themselves. In that moment, the child has a kind
of epiphany: they realise they can act independently.
Where before there was a conviction — “I'll never
manage,” — there now emerges a new one: “I can do
it, I just have to figure out how.” (see, e.g., [10] — the
case of the student O. and the case of Pasha).

The RAA, as an approach to providing develop-
mentally oriented psychological and pedagogical
support, first began to take shape in 1997 [9] and has
since been applied to work with a wide range of chil-
dren and adults: students in general education schools
who experience learning difficulties; orphans (includ-
ing those with disabilities or severe somatic illnesses);
adolescents with deviant behavior; teens undergoing
rehabilitation from substance abuse; university stu-
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dents; and adults with disabilities. The range of issues
for which the principles and elements of the RAA are
appropriate has continually expanded. Today, the field
is shifting from the classic dyad “instruction — devel-
opment” toward a triadic model: “education — devel-
opment — health”, in which education (instruction)
is seen as the driving force of development (leading
it forward, in Vygotsky’s terms), and development is
seen as a condition for mental health [23].

Practice 2: The diagnostic method “Mosaic”

Within the framework of cultural-historical psy-
chology (CHP), the concept of cooperation — be-
tween children and adults, and between children
themselves — occupies a central position as a source of
development. This is fully expressed in the fundamen-
tal law of the development of higher psychological
functions (HPFs): “Behind all higher functions and
their relations stand genetically social relations — real
relations — homo duplex (the double human being).
Hence, the principle and method of personification
in the study of cultural development: the division of
functions between people — the personification of
functions. For example, voluntary attention: one per-
son masters, the other is mastered. Again, the division
in two of what is fused in one — an experimental un-
folding of a higher process (voluntary attention) into
a miniature drama.” [1] This proposition, along with
L.S. Vygotsky’s ideas on the leading role of instruc-
tion in development and on the formation of scientific
concepts in children, received practical elaboration in
the Elkonin— Davydov system of developmental edu-
cation. Within that framework, a key problem was the
original form of learning activity as a collectively dis-
tributed activity — shared among children and adults,
and among children themselves. Later, methods for
organising such collectively distributed forms of edu-
cational activity were systematically developed in the
works of V.V. Rubtsov, V.V. Ageev, Yu.V. Gromyko,
R.Ya. Guzman, A.Yu. Korostelev, A.V. Konokotin,
and others. Their research has produced empirical
evidence of the positive impact of collective activ-
ity on students’ cognitive development. In particu-
lar, in studies led by V.V. Rubtsov ([17], [18]), the
socio-genetic method was developed to investigate
the formation of concepts in childhood. This method
foregrounds the concepts of cooperation and joint ac-
tivity as system-forming elements within the general
methodological framework of CHP. As V.V. Rubtsov
writes: “The foundation of this method lies in the prin-
ciple of mutual mediation between the object-related
structure of the task and the structure of joint activ-
ity: the content of the object, which defines the con-
ceptual content being mastered, is mediated by the




Konokorun A.B., 3apenknii B.K., Yaanosckas V.M., Py6nosa O.B. (2025) Konokotin A.V., Zaretsky V.K., Ulanovskaya I.M., Rubtsova O.V. (2025)

K npo6iieMe KOHCTPYMPOBaHUs 06Pa30BATEIbHBIX PAKTHUK. ..
Kyussrypro-ucropuueckast ncuxosorust, 2025. 21(3), 15—26.

Toward the construction of educational practices grounded...
Cultural-Historical Psychology, 2025. 27(3), 15—26.

modes of interaction among participants in a given
social situation.” [16] This approach has formed the
basis for the concept of the cultural-historical type of
school [19].

In the practice of developmental education, a cru-
cial role is played by the organisation of diverse forms
of meaningful interaction between students as they
search for ways to solve learning tasks. This interac-
tion serves, on the one hand, as a source and driving
force of children’s cognitive development, and on the
other, as a mechanism of their socialisation. Creating
conditions — and more than that, provoking students
to engage in discussion, debate, and expression of
viewpoints using sign-symbolic tools (e.g. diagrams,
models) — is a distinguishing feature of developmen-
tal education compared to traditional educational
practices. The aim of such dialogue is to generate a
new mode of action in a problem situation, one that
is collectively produced in the course of solving the
task [20]. Consequently, one essential requirement
for any diagnostic tool used to assess the develop-
mental effects of primary education is that it must
establish both quantitative and qualitative indicators
of students’ communicative competence. These com-
petences are expressed in the construction of produc-
tive educational interactions and in the organisation
of joint actions aimed at solving a common task [22].

The “Mosaic” method models such collectively
distributed joint activity, oriented toward collabora-
tive problem solving, and enables both quantitative
evaluation and qualitative description of how interac-
tion is constructed within a group. It allows research-
ers to observe how group dynamics evolve and how
they can be adjusted or improved over the course of
the collective search for a solution [21].

1. Operating principle

The Mosaic method simulates a situation in which
students must engage in collectively distributed ac-
tivity to solve a shared task. Elements of a mosaic are
distributed among participants in a group, and these
elements must be assembled to form specific geomet-
ric figures. Importantly, participants do not know in
advance what figures are to be assembled, nor which
elements their peers possess. Thus, the practical
task — assembling four geometric shapes — becomes a
search task, requiring participants to identify the pos-
sibilities available within two sets of constraints:

* Object-level constraints, such as the form and
size of the mosaic pieces;

* Social-level constraints, arising from the distri-
bution of elements across the group members.

Only by coordinating the search for geometric
configurations with the coordination of individual ca-
pabilities — that is, determining who possesses which
elements — can the task be successfully completed.
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Furthermore, in the course of solving the problem, the
group must generate its own means of communica-
tion, tailored to the specific demands of the task. This
includes developing a shared language for describing
one’s own pieces or missing components of the mosaic.

The Mosaic method possesses several distinctive
features:

» The central requirement of the model is to cre-
ate conditions under which the task can be solved
only through interaction among group members. To
achieve this, the puzzle elements are distributed so
that no individual participant can complete the task
alone. Moreover, since each of the four target geo-
metric figures is pre-divided into two parts, success
at each stage (i.e., assembling one figure) requires co-
operation between two group members who hold the
necessary pieces. However, it is not known in advance
who possesses which pieces — this must become the
subject of group discussion and problem-solving.

» The task must be simple. Since the object of
study is the ability to organise productive group in-
teraction around a shared goal, the outcome should be
determined not by the difficulty of the task but by the
quality of communication and cooperation.

* The method is designed not merely to register
the presence or absence of interaction, but to allow
for measurement and substantive analysis of its ef-
fectiveness, techniques, and dynamics throughout the
problem-solving process. To support this:

The task materials are selected so that students
have multiple attempts at solving the problem. In
Mosaic, the group is asked to assemble four geomet-
ric figures, giving participants the opportunity to test
hypotheses and assess strategies during the process —
not just retrospectively.

A procedure is designed that artificially compli-
cates direct problem-solving and necessitates strategy
building, hypothesis generation, and substantive com-
munication. For this reason, the materials include: in-
appropriate elements (e.g., pieces that are similar in
size, shape, or colour but incorrect), extraneous pieces
(not part of any target shape), fully formed distractor
shapes, and visual barriers that prevent participants
from seeing one another’s pieces. Each of the four
group members can see only their own set, which is
hidden from others.

The material itself is deliberately “noised”: irrel-
evant features such as colour are included; distinctions
between suitable and unsuitable elements are made
subtle (size, shape); and figure segments are cut in ways
that may lack clear geometric names — or names at all.

* These strict constraints on the structure of the
collectively distributed task ensure that the entire
process is forced onto the verbal plane. This enables
researchers to record and analyse verbal data on how
students: conduct analysis, formulate hypotheses, de-
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velop a shared descriptive language, identify and anal-
yse errors, etc.

2. Materials

The Mosaic task is built around a simple puzzle:
16 coloured mosaic tiles from which four geometric
figures can be assembled (a circle, square, triangle,
and hexagon — or parallelogram). Each figure con-
sists of only two parts. The full set also contains ex-
tra pieces that do not fit any of the listed shapes due
to differences in form or size. The pieces are divided
into four equal sets, distributed in such a way that
no set contains both parts of any one figure. These
sets are assigned to the four members of the group.
As a result, each child holds a set of elements that is
insufficient to solve the task alone — the assembly of
every shape requires cooperation.

3. Indicators of effectiveness

A key advantage of Mosaic compared to other di-
agnostic tools for assessing social competences is that
it provides an objective indicator of effective group
interaction: the number of geometric figures success-
fully assembled. This indicator reflects the accuracy
of the group’s collaborative solution. Observation of
the group’s activity during the task enables the re-
searcher to identify:

The group’s strategic approach,

The quality and content of group communication,

How interaction unfolds and changes throughout
the process.

Analysis of results obtained using the Mosaic
method has shown that students in traditional edu-
cation experience serious difficulties in constructing
productive group interaction. Although they enjoy
the activity and the task, their communication and
problem-solving efforts proceed in parallel, failing to
integrate — which results in very low group perfor-
mance. By contrast, in schools employing develop-
mental education, where children engage in inquiry-
based learning and are encouraged to communicate
and collaborate while solving tasks, students show
entirely different strategies. Their interaction is task-
oriented; they build shared tools (e.g., ways of de-
scribing elements), develop a common language, plan
steps, monitor interim results, and adjust their meth-
ods of cooperation accordingly. Large-scale statistical
analyses demonstrate that students in developmen-
tal education settings perform 2.4 times better than
those in traditional schools. These results confirm the
effectiveness of the developmental education system,
which is grounded in the practical implementation
of cultural-historical psychology. The Mosaic meth-
od, therefore, provides strong diagnostic support for
evaluating the development of social competences in
primary school students.
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Practice 3: The “Multimedia-Theater” model
of organizing adolescent theatrical activity

The theoretical foundations of L. S. Vygotsky and
his followers provided the basis for an innovative edu-
cational practice known as “Multimedia-Theater”,
developed at the Center for Interdisciplinary Studies
of Contemporary Childhood at MSUPE under the di-
rection of O.V. Rubtsova between 2019 and 2023. The
Multimedia-Theater represents a unique form of orga-
nizing theatrical activity among adolescents, aimed at
their development, learning, and social formation. Un-
like other forms of adolescent drama in education, this
model creates conditions for role experimentation — a
process through which teenagers explore new social
roles and forms of community (obschnost).

O.V. Rubtsova conceptualizes role experimenta-
tion as the leading activity of contemporary adoles-
cence. Through it, adolescents interiorize — vraschi-
vayut — a system of social roles as culturally mediated
signs. Drawing an analogy with Vygotsky’s concept of
pereghivanie, Rubtsova treats the social role as a unit
of personality and environment, in which the external
(social) and internal (personal) dimensions are unified.

The authors of the practice emphasize that, within
a specially designed theatrical environment, adoles-
cents do not merely perform roles — they engage in
a creative reinterpretation of the social meanings of
roles through their own individuality. In other words,
adolescents do not simply act out scripted roles on
stage; rather, they infuse them with their own life
experience, personal values, and orientations. This
results in the personal experiencing of the role, which
manifests in the form of pereghivanie.

In addition, Multimedia-Theater intention-
ally constructs “micro-dramas” — brief, emotionally
charged situations in which adolescents externalize
(extroject) their inner contradictions and psychologi-
cal conflicts. During sessions, participants engage in
theatrical exercises, etudes, and improvisations that
place them in imagined but psychologically meaning-
ful scenarios. The emotional responses that arise in
these moments are not treated as side effects but as
central developmental mechanisms. These emotion-
al processes enable adolescents to make qualitative
shifts in the formation of key age-specific neoforma-
tions — particularly self-awareness and reflection.

Thus, the Multimedia-Theater allows educators
and psychologists to purposefully construct the adoles-
cent’s zone of proximal development (ZPD) by coordi-
nating two complementary developmental processes:

* Interiorization of new cultural signs (roles),
through which adolescents, in the context of rehearsal
and performance, acquire new forms of role-based in-
teraction and models of community;
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e Exteriorization of internal conflicts, expressed
outwardly through symbolic theatrical forms on stage.

In this model, interiorization means that adolescents
assimilate new ways of relating and acting through their
theatrical engagement. Exteriorization, in turn, refers to
the artistic expression of inner psychological tensions
typical of transitional age. The Multimedia-Theater
thus stands as a compelling example of how pereghivanie
becomes a psychological-pedagogical instrument: it is
not treated as a spontaneous emotional occurrence, but
is intentionally embedded in the educational design of
the activity. It becomes the central mechanism through
which developmental ef fects are achieved.

The practical implementation of Multimedia-The-
ater in school requires a special organisation of the
educational process. The experience presented in the
works of O. V. Rubtsova and T. A. Poskakalova shows
that introducing this model is possible both within
extracurricular activities (electives, clubs) and by
integrating elements of drama into subject curricula
(not only in the humanities). From 2019 to 2025, the
model was piloted in a number of schools in Moscow
and the Moscow region, covering a total of over 700
adolescents aged 13—15.

Based on the results of piloting the model, the au-
thors of the project formulated the main principles for
organising theatrical activity with adolescents:

First, the model is oriented not so much toward the
creation of an artistic product as toward the processual
aspect of theatrical activity. The emphasis on process is
linked to the fact that the main goal of Multimedia-The-
ater is the construction of the zone of proximal develop-
ment of adolescents, not the staging of a play as such.

Second, the model involves a variety of types of
activity and the active participation of adolescents at
all stages of the project. The key task of Multimedia-
Theater is to create conditions for role experimenta-
tion. Unlike traditional drama clubs, where students
usually rehearse roles based on a prewritten script, in
this model adolescents are engaged in a complex of di-
verse activities related to the preparation and realisa-
tion of a performance. They not only act on stage, but
also participate in script writing, directing and acting
training, technical support, and working with digital
technologies, including filming and editing videos that
later become part of the performance (hence the name
Multimedia-Theater).

Third, the model must be clearly structured by
implementation stages: from motivational introduc-
tion (getting acquainted with the project), through the
stages of script development, rehearsals, and creation
of multimedia elements, to the final performance. Each
stage has its own objectives and content, which can be
flexibly modelled based on the characteristics of the
specific learning group. Particular attention is given to
the engagement stage: it is important to form adoles-
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cents’ internal motivation for participating in theatrical
activity, especially considering that many may have no
prior experience with such projects. At this stage, voic-
ing expectations, emotions, and possible fears by the
students themselves is used to reduce anxiety before
engaging in this new type of collective activity.
Fourth, it is very important that Multimedia-The-
ater presupposes a rejection of traditional pedagogical
hierarchy: here the teacher acts as a co-participant in
the adolescents’ creative activity, not imposing their
own ideas or a fixed script. The teacher’s role is to
moderate discussions, help formulate ideas for the
performance, and — most importantly — to create
conditions for reflection, during which participants
can rethink the experience and pereghivaniya that
emerge throughout the work on the performance.
Over the course of six years of research, the Mul-
timedia-Theater project has demonstrated its high
significance for solving a wide range of educational,
developmental, and pedagogical tasks. Its potential for
implementation is visible both at the level of individual
schools and systemically — including in the context
of programs for education and prevention of juvenile
delinquency. Let us consider several key aspects of the
model’s significance, supported by empirical data:

1. Development of soft skills
and meta-subject competencies

Regular participation in Multimedia-Theater leads
to noticeable improvements in adolescents’ communi-
cation skills, creative abilities, self-esteem, and reflec-
tion. According to a longitudinal study (Poskakalova
& Khusnutdinova, 2024), over two years of participa-
tion in the project, students showed statistically sig-
nificant improvements in offline communication and
levels of socialisation (ability to cooperate, adopt so-
cial norms). Importantly, these positive changes were
stable: the skills acquired in the first year persisted into
the second year of the project. The study also showed
that Multimedia-Theater supports the development of
an active, competent communicative position — ado-
lescents become more confident in real-life social inter-
action. These findings are consistent with the results
of 2020, where already after several months of partici-
pation in the theater project, students demonstrated
growth in communicative and regulatory learning ac-
tions, as well as improvement in academic performance.
Thus, Multimedia-Theater contributes to the develop-
ment of 27st-century skills: collaboration, creativity,
emotional intelligence, critical thinking, and others.

2. Upbringing and the formation
of value orientations

Theatrical activity, integrated into the educational
process, provides broad opportunities for the formation
of adolescents’ value orientations. Through choosing
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performance topics and collective enactment of moral
dilemmas, students internalise ethical concepts and
values. Within the project, adolescents themselves cre-
ate scripts that address issues relevant to them, such as
bullying, responsibility in social media, relationships
with parents, questions of conscience and duty. The
collected data confirm that during the project, partici-
pants of Multimedia-Theater interiorised humanistic
values — they became more tolerant, empathetic, and
conscious in their actions. Teachers in various schools
and classrooms also reported positive changes in the be-
haviour of at-risk adolescents: many showed a decrease
in aggression and an increase in responsibility. In sev-
eral schools, the model has proven to be an effective tool
for the prevention of risky and deviant behavior.

3. Relevance to current school challenges

and federal educational standards (FGOS)

The pedagogical significance of Multimedia-The-
ater is also confirmed by its relevance to pressing
problems in contemporary schooling. First, the crisis
of motivation among adolescents. Today, the psycho-
logical-pedagogical community points out that tra-
ditional lesson formats struggle to hold the attention
of teenagers who are immersed in gadgets and the
Internet. Multimedia-Theater offers them an activ-
ity close to their culture (including work with video,
digital storytelling), thus restoring interest in offline
interaction. Second, the problem of fragmentation and
conflict among adolescents, especially in large schools.
Joint theatrical work has a strong unifying effect: chil-
dren learn to collaborate, understand one another,
and respect differing viewpoints. Third, the model
correlates with new educational standards, enabling
the formation of personal educational outcomes and
competencies in accordance with FGOS.

4. Flexibility and scalability of the model

An important advantage of the model is its adapt-
ability to various contexts. Multimedia-Theater can
be implemented both in urban and rural schools, as it
does not require expensive equipment or props. Fur-
thermore, the experience of Multimedia-Theater may
be useful for out-of-school institutions (creative cen-
ters, youth clubs), and even in correctional education:
there is evidence of participation by children with
developmental disabilities, who were also successfully
engaged in the project.

Thus, the pedagogical significance of the Multi-
media-Theater model lies in the fact that it offers a
modern, scientifically grounded response to the chal-
lenges of education in adolescent schools. It is not just
an amateur drama club, but an activity-based educa-
tional technology whose effectiveness is confirmed
by empirical research. It combines development and
learning, contributes to group cohesion, serves as a
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means of preventing adolescent risk behaviors, and at
the same time integrates harmoniously into the edu-
cational process. In the current context of searching
for new forms of organising educational activity (in-
cluding in the framework of the national project on
creating school theaters), the accumulated experience
of organising theatrical activity represents significant
practical value for the education system as a whole.

Conclusion

The examples of psychological practices in educa-
tion presented in this article — practices developed on
the basis of the fundamental concepts of cultural-his-
torical psychology (CHP) — serve as an illustration
of the heuristic potential of its theoretical proposi-
tions and of the possibilities for unfolding the ideas of
L.S. Vygotsky, above all for solving practical problems
related to creating conditions for students’ develop-
ment within the educational process. Moreover, the
practices discussed here demonstrate the “living na-
ture” of cultural-historical psychology: while rooted
in the fundamental concepts of this scientific school,
they themselves reveal new aspects of its method-
ological and methodical foundation. Reflexive-activ-
ity approach places at the center the concepts of zone
of proximal development and reflection, emphasizing
their system-forming role within the conceptual ap-
paratus of CHP — particularly in the way they allow
us to understand child — adult cooperation as the
creation of a reflective space, within which the child
masters new methods of action that enable them to
overcome learning difficulties. Initially, the child acts
by means of these strategies together with the adult
(within the ZPD), and then, through reflection, the
child appropriates them. In this way, shared experi-
ence is vraschivayetsya (grafted) into the child — or
interiorized. The Multimedia-Theater model and
the Mosaic diagnostic method, in turn, represent the
practical implementation of the socio-genetic method,
which regards as the key mechanism of cognitive de-
velopment the process of qualitative transformation
of the social situation, driven by the development of
forms of joint, collectively distributed activity.

Today, cultural-historical psychology is experienc-
ing anew and vivid period of flourishing. Interest in the
work of L.S. Vygotsky and his followers remains strong
both in Russia and internationally. Increasingly, re-
searchers are focusing on the application of Vygotsky’s
theory to a broad spectrum of practical tasks — so-
cial, psychological-pedagogical, and educational. Tt is
evident that the future prospects of applying CHP in
practice depend on an understanding of this approach
as a coherent conceptual system, one that reveals the
inseparable unity of its object and its method.
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Abstract

Context and relevance. Education systems around the world are facing the challenges of global changes
in technology, the labor market, and demography. Strengthening the interaction between science and
practice in education is considered one of the conditions for a successful response to these challenges.
In the USSR and post-Soviet Russia, precedents have been created for building productive cooperation
between scientists and practitioners in education based on cultural and historical psychology, which
are relevant in the current situation inside and outside the country. Objective. The article examines
the genesis and content of the idea of a practice-oriented science of education in the context of modern
discussions about barriers, opportunities and promising models of interaction between researchers and
practitioners. Hypothesis. The «practice-oriented science» approach can help in responding to the cur-
rent challenges of transforming education systems in Russia and the world. Methods and materials. Two
groups of publications are analyzed: 1) reflecting modern discussions about the gap between science and
practice in education and ways to overcome it, the search for effective forms and mechanisms of coopera-
tion between researchers and practitioners; 2) characterizing the history of the conception and imple-
mentation of practice-oriented science in education in the USSR (Russian Federation). Results. The
foundations and key characteristics of the practice-oriented science of education in Russia are presented.
The connection of its development with the processes of development of psychological and pedagogical
science and general education in the USSR (Russian Federation) is shown. Conclusions. The «practice-
oriented science» approach has prospects for implementation in Russia and the world to meet the chal-
lenges of transforming education systems, but it needs to be developed taking into account the experi-
ence of developing and implementing other models of partnership between researchers and practitioners,
current discussions and the socio-political context.
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Pesztome

Kownreker u akryaapnocts. CucreMbl 060pa30BaHIst BO BCEM MUPE CTATKMBAIOTCSI C BHI30BAMU T100ATbHBIX
M3MEHEHMI TeXHOJOTMYECKOTo YKJIA/LA, PhIHKA TPy/Aa, AeMorpadun. OJHUM U3 YCJIOBHIl YCIENHOTO OT-
BeTa Ha 9TH BBI30BbI BUUTCS YKPEIIEHNE B3aUMOIEHCTBISI MKy HAYKOU U MPAKTUKOI B 00pa3oBaHMUIL.
B CCCP u nocrcoBetckoit Poccun co3mansl mpereieHTs BBICTPANBAHUS ITPOYKTUBHOTO COTPYTHNIECTBA
MEK/Ly YUEHBIMU 1 TIPAKTUKAMU B 00pa30BaHKUU Ha 6aze KyJIbTYPHO-UCTOPUUECKOI IICUXOJNOTUE, AKTyalb-
HbIe B COBPEMEHHO CUTYAIlUN BHYTPU CTPaHbI U 3a ee npejesamu. Lleab: usyynts reHe3uc u cojiepraHie
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3aMbICJ/IA TIPAKTHKO-OPHEHTHPOBAHHOI HayKu 06 00Pa3oBaHUU B KOHTEKCTE COBPEMEHHBIX [IMCKYCCHI O
Gapbepax, BO3MOKHOCTSIX U IEPCIIEKTHUBHBIX MOJEJSAX B3aUMOIEHCTBUS UCC/efoBaTeJ el U [PAKTUKOB.
I'mnoresa. IToxxo/ «IIPakTHKO-OPUEHTUPOBAHHAS HAYKa» MOKET MOMOYb B OTBETe HA aKTyaJbHbIEe BbI30-
BbI TpaHchopmMaiuu crcteM obpazosatust B Poccuu n Mmupe. MeTopl  MaTepHasbl. AHAIM3UPYIOTCS BE
rpymibl myGauKaiuii: 1) oTpaskaole COBPeMEHHbIE ANCKYCCUK O Pa3pbiBe HAYKH U TPAKTUKK B 06paso-
BaHUU U TIyTSIX €T0 MpeojioeHus, Noncku ahHekTUBHBIX (HOPM U MEXAaHU3MOB COTPY/IHIUECTBA UCCIIE/0-
BaTeJsIell ¥ IPAKTUKOB; 2) XapaKTepHU3yIollie NCTOPHIO 3aMbIC/Ia U Pean3alliil IPaKTHKO-OPUEeHTUPOBAH-
Hoit Hayku B o6paszoBarun B CCCP (Poccuiickoit Meneparun). Pesyabrarst. [IpencraBiieHbl 0CHOBaHMS
U KJTIOYEBbIE XaPAKTEPUCTHKY MTPAKTUKO-OPUEHTHPOBAHHOIT Hayku 06 obpaszoBanun B Poccun. Ilokazana
ee CBA3b C MPOIECCaMU Pa3BUTHST MICUXOJIOTO-IIEIArOrunyecKoil Hayku u obutero obpasosarus 8 CCCP
(Poccwuiickoit Deneparyn). BeiBogpl. [101X0/1 «TPAKTUKO-OPHEHTUPOBAHHAS HAYKAa» UMEET TIePCIIEKTUBbI
peanmzanuu B Poccuu 1 Mupe /711 0TBETa Ha BHI30BBI TpaHchOpMaIin cucteM 00pa3oBaHus, HO HeOOXO/-
MO €T0 Pa3BUTHE C YYeTOM MUPOBOTO OIbITA PeATM3aIlMK MHBIX MOJIeJIell TapTHepPCTBa Uccae[oBareseil n
MPAKTUKOB, aKTYAJIBbHBIX IMCKYCCHIT M COIMATBHO-TIOIUTHYECKOTO KOHTEKCTA.

Knrouesvte cnosa: KYJIbTYPHO-UCTOPpUYECKasA IICUXOJIOTUSA, ITPAKTUKO-OPUEHTUPOBaHasl HayKa, pa3BUBalO-
miee 06pa303am4e, IIPOEKTUPOBaHNE

s wuruposanust: Vcaes, E.N., Kocapenxwuii, C.T. (2025). TIpakTiuko-oprieHTHPOBaHHAs Hayka Ha Gase KyJIbTypHO-
HCTOPUYECKON TICUXOJIOTHI: UCTOPUST ¥ TIePCIIeKTUBBL. Kyavmypno-ucmopuyveckas ncuxonozus, 21(3), 27—38. https://

doi.org/10.17759,/chp,/2025000003

Introduction

It is commonplace today to state that global
changes in technology, labor market, demography
create challenges for new generations and increase
the responsibility of education systems to prepare
for life and work in the future world, and form a de-
mand for changes in existing models of education in
order to realize this responsibility. There is a real-
ization that the prescriptions offered for education
as an answer to the challenges of the future have
been left unfulfilled or ineffective (Elfert, Ydesen,
2024). There is a process of decolonization of sci-
entific knowledge or epistemological decoloniza-
tion, in which the hegemony of Western theories
and methodologies in the sciences of education is
criticized (Knobloch, 2020). This process, on the
one hand, has actualized the question of countries'
sovereignty in educational policy and science, de-
veloping authentic strategies that consider unique
historical and cultural contexts, integrating na-
tional traditions and indigenous knowledge. On the
other hand, it sets the agenda for the search for the-
oretical and methodological alternatives that could
unite countries in scientific dialog and cooperation.
This vector, in particular, is being discussed today
within the BRICS framework (Barbosa Gouveia et
al., 2024).

One of the reasons for the observed crisis in
education is the problematic, if not also crisis situ-
ation regarding the interaction between science
and educational practice. The debate about the gap
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between science and practice in education has a
long history (Korthagen, 2007), but it is currently
intensifying (Schlicht-Schm lzle et al., 2024). Tt ad-
dresses the quality and reliability of research find-
ings, the relevance of the research agenda to the
problems of practice and the feasibility of practical
use of the results, the accessibility of research find-
ings to practitioners, their trust in them, and their
motivation for application (Broekkamp, van Hout-
Wolters, 2007; Supplee, 2023).

Proposed solutions tend to focus on one cause
or element of the chain linking science and prac-
tice. Thus, as an incentive to focus science on prac-
tical problems, the assessment of impact, which is
understood as change or benefit to the economy,
society, is increasingly used. The criterion of im-
pact is becoming more and more important in
evaluations of science, including in the situation of
crisis of scientometric criteria (Bornmann, 2013;
Penfield et al., 2014). However, this movement
is subordinated more to the objectives of justify-
ing science funding and accountability than to the
goals of educational and social progress (Hallon-
sten, 2021). Not practitioners with their vision of
the practical impact of research outputs, but man-
agers with performance metrics and ratings act as
evaluators in this process.

Another model of problem solving assigns a cen-
tral role to intermediaries (knowledge brokers)
who select, integrate, adapt research results, and
ensure the diffusion of knowledge into practice
through various channels. They interact both with




Wcaes E.N., Kocaperknii C.I'. (2025)

IIpakTHKO-OpHEHTNPOBAHHAS HAayKa Ha 6a3e KyJIbTYPHO-HCTOPHUIECKOIL...

Kyunbrypro-ucropudeckas ncuxosorust, 2025. 21(3), 27—38.

Isaev E.I., V.A., Kosaretsky, S.G. (2025)
Practice-oriented science based on cultural-historical psychology...
Cultural-Historical Psychology, 2025. 21(3), 27—38.

scientists, addressing the challenge of “translating”
scientific knowledge into practical knowledge, and
with practitioners, seeking to ensure that they un-
derstand and contextualize scientific data, develop
their research capacity, and simultaneously support
the value of intuition and practical reflexive knowl-
edge (Malin, Brown, 2019; Rycroft-Smith, 2022).

An area of focus for strengthening the link be-
tween science and practice such as the evidence-
based approach, which focuses on the systematic
application in educational practice of research find-
ings with empirical evidence of the effectiveness of
certain methods, technologies obtained using reli-
able methods (Slavin, 2020; Gorard, 2020; Owen
et al., 2022). Specialized resources are created to
provide practitioners with information about ap-
proaches and programs with proven effectiveness
(https://educationendowmentfoundation.org.
uk; https://ies.ed.gov/ncee/wwce/;  https://ies.
ed.gov/), and school funding is linked to their use
(Slavin, 2020). The evidence-based approach in ed-
ucation faces criticism (Hammersley, 2005; Wrig-
ley, 2018), In particular, it is argued that evidence-
based education neglects the expertise of teachers,
limits the voice of practitioners in educational deci-
sion-making (Biesta, 2006).

That said, there is an emerging consensus that
the solutions used do not bridge the gap and new
ways of thinking about the links between research
and practice are needed, seeing the path to bridging
the gap as a bidirectional one in which the transfor-
mation of both research and educational approach-
es needs to be understood and addressed so that
science and practice develop in tandem (Farley-
Ripple et al., 2018).

The search for optimal models of partnerships
between researchers and practitioners is being con-
ducted today by advanced communities around the
world (Penuel et al., 2021; Hadar, Baharav, 2025).

In the USSR and post-Soviet Russia, the follow-
ers of cultural-historical theory and the activity-
based approach in education have set precedents
for building productive collaboration between re-
searchers and practitioners.

In this article we show that within the frame-
work of cultural-historical psychology not only the
most important theoretical ideas were formulated,
which demonstrated their practical value and be-
came the basis for building effective practices of de-
velopmental education, but also the original idea of
practice-oriented science — a new type of relation-
ship between science and practice of education and,
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more broadly, social development — was formed
and practically tested. We reveal the key charac-
teristics of practice-oriented science and substanti-
ate that this model of science can help to meet the
challenges of transformation of education systems
in Russia and the world.

Main part

Practice-oriented science based

on the cultural-historical approach:

genesis and precedents

In its basic theoretical ideas (“zone of proximal
development”, “social situation of development”,
“learning leads to development”) cultural-histor-
ical psychology initially laid down a special rela-
tionship between scientific research and education-
al practice. It clearly required a methodology that
not only allowed for a deeper scientific knowledge
of the natural processes of development, but also
for the purposeful transformation of these process-
es within the framework of research. The cultural-
historical approach in psychological science and
education was closely connected with the Marxist
pathos of total transformation of man and society,
including overcoming the determinism of develop-
ment by natural factors.

Initially, the followers of the cultural-historical
approach and then of the activity approach saw the
limitations of traditional laboratory research meth-
ods and proposed a new experimental method, later
called “genetic-modeling” (Medvedev et al., 2010).
Later on, in the works of P.Y. Under the influence
of Halperin and his followers on the one hand, and
Davydov and his school on the other, this approach
developed into the method of formative experi-
ment, focused on the purposeful formation of abili-
ties with given properties (Foundations of General
(Genetic) Psychology, 2022).

Many outstanding representatives of cultural-
historical and activity approaches actively inter-
acted with pedagogical practice, starting with the
study of conditions of effective learning and mov-
ing on to the development and experimental test-
ing of programs, methods, technologies and didac-
tic systems of general education: D.B. Elkonin,
L.V. Zankov, V.V. Repkin, N.E. Shuleshko, I.S. Ya-
kimanskaya. In 1959, the staff of the Laboratory of
Psychology of Primary School Children of the Re-
search Institute of Psychology of Primary School
Children of the USSR APN USSR headed by
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D.B. Elkonin began a formative experiment in the
1st grade of the 91st school of Moscow. In 1961, the
laboratory was headed by V.V. Davydov and exper-
imental training was also deployed in elementary
school in the village of Mednoe, Tver region, No. 11
in Tula, No. 17 of Kharkov, No.4 of Dushanbe.

The results of the experimental work attracted
the attention of scientists and teachers, but for
quite a long period of time the relevant questions
were whether the facts on which the developers
relied were not laboratory artifacts that could not
be reproduced in the conditions of a mass school.
It was stated that “a barrier was erected between
the new system and the school (not at all for sci-
entific reasons), which was overcome only in the
late 1980s”, when teachers in schools in Krasnodar
Krai and Kharkov began to teach first-graders us-
ing developmental education programs (Repkina,
1997).

V.V. Davydov and his collaborators, having pro-
posed the author's system of developmental educa-
tion, make the most decisive and consistent steps,
going “beyond the walls” of laboratories, creating
experimental classes and schools, not only in Mos-
cow, but also in the regions. This has become pos-
sible not only due to the energy of scientists, but
also due to the interest of practitioners, who be-
come not just recipients of knowledge, but active
participants in the process of its creation. The num-
ber of teachers, schools, and regions involved in the
practice of developmental education began to grow
rapidly, and soon classrooms, and even schools,
were becoming “crowded” with the new science. A
realization was forming that experimental practices
could reach only a limited number of children, al-
though their observed effects were an argument for
scaling up.

At the same time, the depth of changes in the
forms of organization of the educational process
and especially in the content (and developmental
education raised for the first time the question of
content transformation), which began to be pro-
posed by scientists, could not be implemented
within the framework of the existing Soviet sys-
tem of education. The demand for more large-scale
changes to realize the concept of developmen-
tal education — more precisely, at this stage, the
concept itself — focused on the idea that the de-
velopment of a child's abilities could be achieved
through changes in educational processes and,
more broadly, in education management process-
es. These processes involve including the child
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through the creation of educational development
programs for territories and for the country as a
whole. In terms of timing, this coincided with a
period of fundamental changes in the country and
society, which included reforms in education. Fol-
lowers of the cultural-historical approach and de-
velopmental education become one of the leaders
of the reform processes, offering them scientific
foundations and support in the form of so-called
practice-oriented science. This term began to be
used in the 90s of the 20th century to oppose the
traditional type of scientificity realized in the
studies of the USSR Academy of Education and
the Russian Academy of Education, including
many followers of the CPS and activity approach,
as well as in foreign science of that time.

In practice-oriented science, the scientist initial-
ly organizes work on the transformation of existing
activities (processes, communities) together with
practitioners, works in close contact with those
who create new educational practices: methodolo-
gists, teachers, managers, parents; the entire envi-
ronment surrounding the child; the entire socio-
cultural sphere. Psycho-pedagogical research and
development of this type is oriented not to the dis-
covery of new “pedagogical truths”, but to the im-
provement of the practical state of affairs. Science
generates such knowledge, on the basis of which it
is possible to build fundamentally new educational
practices. The development and implementation of
educational innovations involve teachers, school
heads, specialists and heads of educational authori-
ties and local administrations. Various forms of in-
teraction between researchers and practitioners are
being worked out: seminars, organizational and ac-
tion games.

The scale of ambitions of practice-oriented sci-
ence was most vividly articulated in the program
article by Y.V. Gromyko and V.V. Davydov (Gro-
myko, Davydov 2011). Davydov (Gromyko, Davy-
dov 2011). The article stated that the ideal reality
of formation and problem-targeted development
of the region should be reflected in the content of
education and in the structure of education as a
whole; “breakthroughs”, i.e. qualitative advances
in science, engineering, technology, etc., should be
translated into the content of general education.
The concepts of IEP and developmental learning
are beginning to be applied not to an individual
child, his/her development and learning processes,
but to education and even to the country and the
world as a whole.
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The idea of practice-oriented science has become
not only a response to the challenges of education,
but also to the challenges to the organization of sci-
entific research, a strategy for the transformation of
psycho-pedagogical science itself. The new type of
scientificity requires a special methodology. In this
capacity, design began to be used in the 90s. The
methodology of design in education has a direct
connection with cultural-historical psychology and
the research models developed in it. In the process
of developing this theory and its practical applica-
tion, the experimental-genetic method of research
introduced by L.S. Vygotsky and his collaborators,
naturally turned into the method of formative ex-
periment or genetic-modeling method, in which an
important role is played by design, — V.V. himself
notes. Davydov (Davydov, 1996). In the 90s, this
initial version receives an expanded interpretation
in the works of V.V. Rubtsov, E.I. Isaev, V.I. Slo-
bodchikov, Y.V. Gromyko. (Rubtsov, Ivoshina,
2002; Slobodchikov, 2003; Isaev, 1997; Gromyko,
1996.)

Another essential feature of practice-oriented
science is its polydisciplinarity, which implies spe-
cial technologies and methods of communication
between specialists of different profiles and their
participation in the development of educational
practice. Practice-oriented science implies corre-
lation and synthesis of many knowledge and val-
ues of different status and modality — scientific
and life-practical, spiritual and political, ethical
and aesthetic. Their synthesis into a scientific and
pedagogical program cannot be realized within a
separate, mono-subject discipline (Slobodchikov,
2008).

Therefore, practice-oriented science seeks sup-
port outside the natural science approach dominat-
ing in modern educational sciences. This, according
to its leaders, is due to the specificity of the object,
which is the sphere of education. This type of ob-
ject is not exclusively natural, natural, but also has
mechanisms of self-consciousness and self-modi-
fication, which makes it impossible to apply tra-
ditional methods of natural science research to it
(Slobodchikov, 2008).

This support is found in the anthropological ap-
proach. Anthropological (educational) knowledge
should be not so much about what is — as in any sci-
ence of nature — as about how it should (or — can)
be. Its initial basis is not the doctrine of objectivity
and generalizability of what is, but the value and
meaning of human existence itself. Humanitarian
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(human-centered, anthropic) sciences should be
built in accordance with axiological (value) bases,
which allow building practices of actual cultivation
of "humanity proper in man".

Overcoming the gap between science and prac-
tice in practice-oriented science is not limited to
the field of epistemology and axiology, but involves
a change in the position of the scientist, scientific
groups, on the one hand, and practitioners, on the
other. It becomes constructive, managerial, orient-
ed to the organization of practical processes. We
see in it a similarity with the position of scientists
in the field of natural sciences, who in the second
half of the 20th century launched large-scale proj-
ects related to the development of the atom and
space (Kurchatov, Korolev). In this position, the
scientist expands the range of his roles and compe-
tencies. He must master the methodology of design,
must be able to formulate the problems of practice
and develop strategies for the development of edu-
cation, to determine the immediate and ultimate
goals, to create projects of activities that can ensure
the development of education, and to develop ways
to implement the projects. In turn, the practitioner
— teacher, due to a certain form of reflexion and
specially organized polyprofessional interaction is
able to occupy the position of researcher, construc-
tor, designer. (Isaev, Slobodchikov, 2012).

In the 2000s, the continuation and a new level
of development and concretization of the concept
of practice-oriented science was the proposal of the
“School of the Future” model based on the provi-
sions of cultural-historical theory and the activ-
ity approach. This model was seen as a response to
the challenges and risks of modern society, which
are provoked by the rapid disintegration of exist-
ing social institutions and established communities
of people, the intensive process of functioning and
formation of new types of communities and types of
activities.

This model was not only seen as a way to over-
come the limitations of the existing and virtually
unchanged school institute built on the ideas of
Jan Amos Comenius, but also as an alternative to
existing models (“Chinese School of the Future”,
“European School of the Future”, etc.). It consid-
ered changes both inside and outside of education,
in particular, for the first time in the tradition of
the TRC so thoroughly considered the issue of ad-
ditional education of children and digital technolo-
gies in education (Gromyko, Rubtsov, Margolis,
2020).




Ucaes E.U., Kocaperkuit C.I'. (2025)

TIpakTHKO-OPHEHTHPOBAHHAS HayKa Ha 6a3e KyJIbTYPHO-NCTOPUYECKOIL...

Kyussrypro-ucropuueckast ncuxosorust, 2025. 21(3), 27—38.

Isaev E.I., V.A,, Kosaretsky, S.G. (2025)
Practice-oriented science based on cultural-historical psychology...
Cultural-Historical Psychology, 2025. 27(3), 27—38.

It should be recognized that in the first decade
of the 21st century the concept of practice-orient-
ed science was practically unclaimed in Russia. As
noted above, the concept of practice-oriented sci-
ence of the 1990s was formed and began to be real-
ized in the conditions of education reform in Russia
in the late 80s — early 90s, when scientists received
a “mandate” to change practice, and practitioners
received autonomy in the implementation of initia-
tive and innovation on the ground. The proximity
of this situation to the nuclear and space projects
noted above is manifested in this aspect as well.
Further, in education, the mandate for its trans-
formation has been transferred from academics and
practitioners to financiers, who have rebuilt educa-
tion on market principles to save public expenditure
and profit from the private sector, and to industry
representatives, who have made these profits by
promoting their products, in recent years primarily
digital ones. Both the previously convincing ideas
of competency-based approaches, social-emotional
learning, in conjunction with psychometric moni-
toring of educational outcomes, and today, the
more recent ideas of the neuro-affective turn and
precision education governance respond to neolib-
eral economic values, satisfy the needs of the labor
market, and encourage the marketing, privatiza-
tion, and commodification of education. Their goal
is to mobilize (non)cognitive and emotional regu-
latory strategies, prompting subjects to adapt to
the prevailing sociopolitical order.” (Yliniva et al.,
2024).

At the same time, the potential of cultural his-
torical theory to organize formative interventions
as a powerful way of conducting socially influential
theoretical research has been in demand abroad.
The theory of expanding learning activities pro-
posed by J. Engestr m's theory of expanding learn-
ing activities began to be used in a number of coun-
tries to transform the practices of education, health
care, and social work (Sannino, Engestr m, 2018).

The prospects for practice-oriented science
based on cultural-historical psychology today are
important to consider not in isolation, but in the
context of intensifying the construction and testing
of models of partnership between researchers and
practitioners (educators, local community) in the
21st century.

Attention to the “voices” of practitioners and
their inclusion in the research process is discussed
as an important condition for improving the impact
of research and developing evidence-based practice
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(Hemsley-Brown, Sharp, 2003). In turn, research-
ers' partnership with practitioners creates a sense
of social responsibility and an understanding of the
real contribution of research to social life (Ansley,
Gaventa, 1997).

Engaging practitioners by building partnerships
with researchers is being defined as a new research
paradigm and is being implemented under differ-
ent names: participatory research, collaborative
research, participatory inquiry (Galletta & Torre,
2019; Penuel et al., 2021).

In the US, for example, the best known approach
is the research-practice partnerships approach, a
long-term collaboration between practitioners and
researchers to explore practice problems and de-
velop solutions for school improvement (Donovan,
2013; Coburn et al., 2021). It builds trust, creates a
sense of social responsibility, ensures greater use of
research in decision-making, and improves educa-
tional outcomes (Sj lund et al., 2023; Kamga et al.,
2023).

At this stage, it is not only supported on a large
scale by government and private philanthropic or-
ganizations, but has itself become the subject of
research on how and under what conditions part-
nerships improve education, how to ensure the
appropriate quality of partnerships (Welsh, 2021;
Cooper et al., 2020).

The organization of such partnerships is based
on a negotiation process, developed rules and pro-
cedures (Coburn et al.,, 2021). An important char-
acteristic is the long-term nature of partnerships:
they are not limited to the local research issue and
publication of individual research results, but con-
sistently develop the research field and initiate
new projects. Models of partnerships between re-
searchers and practitioners, partnership schools are
being implemented in other countries, taking into
account their specific contexts (Hadar, Baharav,
2025; MacMabhon, et al., 2022).

The paradigm of researcher-practitioner part-
nerships encompasses not only educators but also
community members — “community-academic
partnerships”. In different variants of implementa-
tion, school and community partners are involved
in designing research programs, collecting data, in-
terpreting results, preparing data-based solutions,
and analyzing their translation into practice. Re-
search is organized in such a way as to draw on a
variety of knowledge (teachers and administrators
about the school, parents and community members
about ways of life, values, cultural and historical ex-
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periences). This helps to increase the ecological va-
lidity of research methods, the validity of research-
based practices, and the benefits of the innovations
that are implemented (Bowers, 2017; London,
Claassen, 2023).

This approach is particularly relevant for trans-
forming societies, in particular the BRICS coun-
tries. In South Africa, for example, universities are
striving to become active community partners, re-
thinking approaches to building university engage-
ment with external social partners, and actively en-
gaging the local community in research to provide
a deeper understanding of the context for research
and implementation (Ebers hn, 2015).

Conclusion

The crisis of the dominant model of mass educa-
tion has as one of its causes the ineffective interac-
tion between science and practice. Strengthening
productive links between science and practice can
become one of the leading conditions for restruc-
turing education to maximize the development of
each person's abilities and ensure social justice and
well-being in society.

In the 20th century in Russia on the basis of cul-
tural-historical theory the idea of practice-oriented
science of education was formed. The precedents
of its realization demonstrated the potential of this
type of science in solving the problems of children's
education, development of child-adult communi-
ties and territorial educational systems. At the same
time, both internal and external circumstances did
not allow to continue the realization of this concept
on an adequate scale.

Global changes in the political and socio-cul-
tural situation actualize the demand for practice-
oriented science, giving (in Russia — returning) to
it the “mandate” to transform education both in our
country and in other countries.

In justifying these prospects, it is important to
frankly note not only the opportunities, but also
the debatable aspects and limitations.

As applied to the situation in Russia, it is nec-
essary to expand the scope of tasks solved by the
practice-oriented science of education, linking the
traditional problematics of the development of
ways of thinking, the formation of types of activi-
ties and types of communities with the issues of jus-
tice and inclusion, which previously in the Soviet/
Russian tradition of cultural-historical psychology
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were not given sufficient attention (Kosaretsky,
2023), the issues of upbringing and personal devel-
opment, as well as covering the areas that are inten-
sively developing in the 21st century: new formats
and technologies of education.

Cultural-historical theory in psychology in the
period of its birth (post-revolutionary construction
of a new society) carried the features of anthropo-
logical and social utopianism characteristic of many
new directions of science and art of that time, the
pathos of total transformation of man and society
(including overcoming the determinism of develop-
ment by natural factors). These characteristics in
their specific version became typical for the design
methodology of the last third of the 20th century.

In the current situation, they and the accompa-
nying energy of agency are undoubtedly valuable
for overcoming determinism of another type — glo-
balist marketing-technocratic determinism.

At the same time, the role of natural sciences in
understanding the processes of development and
learning has changed markedly over the years: the
achievements of genetics and neuroscience cannot
be ignored, but should be included in a dialogue
with them, actualizing the above-mentioned poly-
disciplinarity as a characteristic of practice-orient-
ed science and taking into account the fundamental
complication of epistemological discussions since
the end of the 20th century.

On the other hand, the historical experience of
the 20th century in various spheres, which clearly
demonstrated the risks of social experimentation
and design without regard for natural processes
and subjective experience, obviously influenced the
transformation of social and human sciences. In this
respect, the considered anthropological approach
in education emerges, on the one hand, in line with
the general scientific paradigm shift, on the other
hand, in response to the trends of humanization and
personal orientation of education in the education-
al policy of the late 80s of the 20th century.

In Russia, it is formalized within cultural-his-
torical psychology and the theory of developmental
learning in dialogue with the school of S.L. Rubin-
stein — A.V. Brushlinsky regarding the category of
subjectivity, the concepts of person-centered edu-
cation (I.S. Yakimanskaya), pedagogical support
(O.S. Gazman), and the ideas of Christian philoso-
phy. Today it is the best defense against any form of
determinism (biological, social, economic). In the
case of practice-oriented science in education, it
raises the question of participation in research and
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design not only of practitioners (managers, teach-
ers, local community), but also of learners (Gillett-
Swan & Baroutsis, 2023).

One cannot step into the same river twice.
The political situation in the country is mark-
edly different from the considered period of the
1980s—90s of the 20th century, when the lead-
ers of practice-oriented science, as noted above,
received for a while a “mandate” to implement a
number of multiscale projects. The nature of the
“mandate” to scientists to transform education,
and its very possibility in the current structure of
distribution of power and authority, is a complex
topic for discussion. In turn, the situation of po-
tential partners of science — practitioners, leaders
of the managerial and pedagogical community —
is different. The boundaries of their autonomy are
noticeably reduced, and grassroots initiatives and
innovations are not encouraged.

In justifying the advantages and potential of
practice-oriented science, it is important not to
deny, but on the contrary, to support the need
to develop other approaches that strengthen
the link between science and practice, including
those we have discussed above. In particular, for
Russia and post-Soviet countries, it is crucial to
promote an evidence-based approach, including
increasing the number of experimental studies
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and developing open data resources on the ef-
fectiveness of practices and programs. (Kersha
et al., 2025; Evidence-Based Approach: A Guide
to Verification of Programs, Technologies, and
Practices in Education and Social Sphere: A
Training Manual, 2024).

In turn, outside the country, practice-oriented
science based on the cultural-historical approach
has, in our opinion, a number of competitive advan-
tages in relation to other models of interaction be-
tween science and educational practice and may be
in demand, primarily in countries striving for epis-
temic decolonialization (Asea, 2022).

At the same time, as we have seen, in contrast to
the second half of the 20th century, the world has
already accumulated interesting experience of ap-
probation of approaches to the interaction between
researchers and practitioners in different sociocul-
tural contexts, which is important to study and re-
late to the domestic methodology.

Hence, it is not only possible, but probably
more important to consider these prospects of
practice-oriented science based on cultural-his-
torical psychology not only on the basis of Rus-
sian precedents, practices and project proposals,
but also involving partners from friendly coun-
tries, forming international teams of researchers
and practitioners.
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Abstract

Context and relevance. The active development of cultural-historical psychology within the frame-
work of international research demonstrates a significant expansion in the geographical distribution of
publications over the past two decades, notably driven by the increasing contributions of BRICS+ coun-
tries. Nevertheless, the dynamics of publication activity, the structure of international collaboration,
and the thematic evolution of cultural-historical psychology remain underexplored from a bibliometric
perspective. Objective. This study aims to conduct a bibliometric analysis of the publication landscape
in cultural-historical psychology between 2005 and 2024, with particular attention to the contribution of
BRICS+ countries. Research Questions. The study examined: 1) the dynamics and geographical distri-
bution of publication activity in the field of cultural-historical psychology, including the contribution of
BRICS+ countries, over the period 2005—2024; 2) the structure of international scientific collaboration
and the distribution of scientific influence; 3) the thematic structure of the field and its transformation
over the past two decades; and 4) the contribution of the journal Cultural-Historical Psychology to the
development and internationalisation of scientific communication. Methods and materials. The study
incorporates: 1) a corpus of 4,332 publications identified through key terms relevant to the cultural-
historical approach; 2) 947 publications from the journal Cultural-Historical Psychology; and 3) 949 pub-
lications citing articles from the same journal, seiourced from Scopus, OpenAlex, and eLibrary.ru. The
bibliometric analysis employed PRISMA protocols, R (bibliometrix), VOSviewer, and Python-based
analytical tools. Results. The findings reveal a steady and, in some cases, accelerating growth in publica-
tion activity across BRICS+ countries: sevenfold in Russia, 3,7 times in Brazil, and 4,8 times in China
over the study period. Publications from BRICS+ countries display a thematic shift towards educational
and developmental issues. Despite increasing international citations, scientific collaboration within the
BRICS+ bloc remains limited. The journal Cultural-Historical Psychology, which will mark its twentieth
anniversary in 2025, occupies a central position in the publication landscape: it brings together authors
from 49 countries, is cited in works from 61 countries, and more than one-third of citing publications
appear in top-tier journals (Q1, International Scientific Journal & Country Ranking 2024). Conclu-
sions. The publication landscape of cultural-historical psychology is characterised by global growth,
with BRICS+ countries assuming an increasingly prominent role. Strengthening international coopera-
tion within the BRICS+ bloc and fostering sustainable transnational networks represent key prospects
for further advancement. The journal Cultural-Historical Psychology continues to serve as a major inter-
national scientific platform and contributes to the consolidation of the publication core within the field.

Keywords: cultural-historical psychology, bibliometric analysis, BRICS+, OpenAlex, PRISMA, bibliome-
trix, VOSviewer
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Pesztome

Konrekcr 1 akTyaabHOCTb. AKTHBHOE Pa3BUTHE KyJIbTYPHO-UCTOPUYECKOI IICUXOIOTUHN B CTPYKTYPE MEK-
JLyHAPOJIHBIX UCCJIEA0BAHUI JIEMOHCTPUPYET, 4TO 3a MOCJAEHUE BA AeCATHAETHS reorpabust myGamMKari
B 9TOli 00JIaCTH CYIIECTBEHHO PACIIMPUIACH, B TOM YMCJIE 32 CUET HapacTaolero Bkiaaa crpad BPUKC+.
[Ipu arom auHaMuKa MyGJUKAIIMOHHON aKTUBHOCTH, CTPYKTYPa MEKIYHAPOIAHOTO COTPYIHUYECTBA U Te-
MaTHYecKas 9BOJIONMS KYJIbTYPHO-UCTOPUYECKOH TICUXOJIOTUN OCTAIOTCS MAJON3YYeHHBIMU B KOHTEKCTE
6ubmomerpuyeckoi orerk. Iless: mpoBectn 6HOIMOMETPIYECK T aHAN3 TyOIMKAIIMOHHOTO JIaHad-
Ta KyJbTYPHO-UCTOPUYECKOI ricuxosorun B iepuoj 2005—2024 rosoB., onpenenus Biaj ctpan bPUKC+
B ero paszsutie. MccieaoBareibcKkie BONPOCHI. B ncciiejoBanny npoaHayn3upoBanbl: 1) inHAMIKA U reo-
rpadust myGIMKAIMOHHON AKTUBHOCTH B 00JIaCTH KYJITYPHO-MCTOPUYECKON TICUXOIOTUH, BKJIIOUAs BKJIA]
crpan BPUKCH, 3a epron 2005—2024 romos; 2) cTPyKTypa MEKIYHAPOAHON HAYIHONW KOOMEPAINUA U
pacripe/iesieHie Hay4YHOTO BJUSIHUS; 3) TeMaTHyecKast CTPYKTypa U ee TpaHchopMmalms 3a /iBa JecaTuie-
Thg; 4) BRI KypHasia «KysabTypHO-MCcTOpHUYECcKas IICUXOJIOTHSI» B Pa3BUTHE U MHTEPHAIMOHATM3AIIIO
HayYHON KOMMyHHUKaIiin. Meroabsl u Matepuaisl. B nccaenosanme Baodensr: 1) 4332 mybankariim, oTo-
GpaHHBbIE 110 PEJIEBAHTHBIM KYJIbTYPHO-UCTOPUYECKOMY HOAXO/LY KJIKOUEBbIM ciioBaM; 2) 947 mybiukanuii
B sKypHasie «KybTypHO-MCcTOpHUECKast ICUXOJIOTHs > ; 3) 949 myGumMKaiuii, HUTUPYOIUX MyOJUKaIUK 13
skypHasa «KyubrypHo-ucToprdeckast neuxosiorusi», u3 6as: Scopus, OpenAlex, eLibrary.ru. Bubiuome-
TPUYECKUI aHaln3 BbINOJAHEH ¢ npumenenneMm nacrpymentos PRISMA, R (bibliometrix), VOSviewer,
Python. PesyabraTbl. Ycranosieno, uro ctpaibl BPUKC+ aeMoHCTpUPYIOT MOCTYTIATeNbHbINA U, B Psi/ie
CJIyyaeB, YCKOPSIONMACS PocT MyOaMKAIMOHHOI akTuBHOCTH: B Poccun — B 7 pa3, B Bpasuinu — B
3,7 pasa, B Kurae — B 4,8 pasa — 3a uccienyembiii nepuoj. B nybaukanusx crpan BPUKC+ 3apukcuposa-
HO TeMaTHYeCKOe CMeIIeHNe B CTOPOHY 00pa30BaTeIbHOI 1 BO3PACTHOI TpobiaeMaTuku. MeiyHapoaHast
koomepaius BHyTpu 6s0ka BPUKC+ ocraercst orpaHU4eHHON, HECMOTPSI HA POCT MESKIYHAPOAHOM 11U-
tupyemoctu. JKypras «KyJbTypHo-uctopuieckast mcuxosiorusi», ormevatonuii B 2025 roay coe 20-e-
THe, 3aHUMAET IEHTPAIbHOE MECTO B ITyOJIMKAIMOHHOM JiaH/madre: OH 00beIMHSIET aBTOPOB U3 49 cTpaH,
uTHpyerces B nybaukausax u3 61 crpanbl, 6oJiee TPETH TPOIUTHPOBABIINMX MyOIUKAIMNA Pa3MEICHbI B
BbICOKOpeliTHHroBbIX sKypHaitax (Q1, International Scientific Journal & Country Ranking 2024). Beio-
a1, [TyOiukannoHHbIi gaHamadT KyJabTypPHO-UCTOPUYECKON TICHXOJOTUI XapaKTePU3yeTcst T100albHbIM
poctom, B koTopom crpatibl BPMKC+ urpator Bee 6oJiee 3HAUMMYIO POJIb. Y CUIEHUE MEKIYHAPOIAHON KO-
onepanuu BHyTpu 610ka BPUKC+ 1 passuTie yCTONYMBBIX TPaHCHAIIMOHANBHBIX CETel — BayKHas mep-
CIeKTHBA Ui AanabHeiinero pocra. KypHan «KysabTypHo-ncTopryeckas IICHXOJIOTHS» [TPOJIOJIKAET BbI-
MOJIHATD KJIOYEBYI0 (QYHKIIMIO MEXKYHAPOIHON HAYyYHOH I1aT(OPMBI 1 BHOCUT BKJIa/ B hopMUpOBaHUe
yGIMKaIIMOHHOTO SI/Ipa KYJIbTYPHO-UCTOPUYECKOI TICHXOJIOTUH.

Kntouesvte cnosa: KyJbTYyPHO-UCTOPUYECKAsE TNCUXOJorusi, OubmuoMerpuueckuil ananus, BPUKCH,
OpenAlex, PRISMA, bibliometrix, VOSviewer

BuaropapHocTi. ABTOPbI 6J1arofiapsAT COTPYAHUKOB (hyHAaMeHTanbHOI GUOINOTEKN U CeKTOpa Pa3paboTKU U PasBUTUS
unreprer-mpoektoB MITITTY 3a oMot B paboTe ¢ TaHHbIMH.

IMonoanurenbubie gannbie. Habopbl HaHHbIX A0CTYNHBI 10 azpecy: https://doi.org/10.48612/MSUPE /uhaz-hhne-
d3ux

Jlnst uurupoBanus: [llsenosckas, A.A., [Tonomapesa, B.B., Kopuees, A.A., Camoposos, H.B. (2025). Jlanamadt kyiib-
TYPHO-MCTOPUYECKOiT Ticuxosiornu B crpanax BPUKC+: Gubsaromerpuueckuii ananus. Kyavmypno-ucmopuueckas ncu-
xonozus, 21(3), 39—70. https://doi.org/10.17759 /chp/2025000004

Introduction retical and methodological paradigms in the social

and human sciences. Its foundational principles —

The cultural-historical approach occupies a regarding the sociohistorical nature of the mind,
prominent position among contemporary theo- the mediated character of higher psychological
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functions, and the formative role of joint activ-
ity — have provided a robust framework for a wide
range of current research and applied fields, includ-
ing developmental education, neuropsychology,
pedagogy, and transdisciplinary studies of human
development (Dafermos, 2018; Engeness & Lund,
2020; Roth & Lee, 2007; Arievitch, 2017; Rubtsov,
2024). Amidst increasing interdisciplinarity, the
rapid digital transformation of society, and height-
ened attention to issues of educational access and
quality, the cultural-historical approach is gaining
renewed significance (Daniels, 2008; Gromyko,
2023). It proves particularly relevant in the search
for effective solutions in the domain of educational
inclusion and in shaping an agentive subjectiv-
ity within rapidly changing sociocultural contexts
(Stetsenko, 2023; Lubovsky, 2024).

Research grounded in the cultural-historical ap-
proach is actively conducted across Europe, Latin
America, Africa, and Australia, reflecting processes
of internationalisation and a sustained growth of
interest in the cultural-historical tradition (Mesh-
cheryakov, Ponomareva, & Shvedovskaya, 2022;
Rubtsov et al.,, 2019). This growth is manifested in
an increasing number of publications, the expan-
sion of international scholarly networks, rising cita-
tion rates, and the emergence of new research cen-
tres. Nevertheless, the scientometric dynamics and
geographical development of cultural-historical
psychology remain insufficiently explored, particu-
larly in relation to the contributions of the Global
South, including the BRICS+ countries. These na-
tions have demonstrated a consistent increase in
scientific output, expanded investment in education
and research, and the formulation of distinctive re-
search priorities that complement — and at times
challenge — Western academic models (Carla, 2013;
Pouris & Ho, 2014; Sooryamoorthy, 2023; Selenica,
2025). Of particular interest are developments in the
social and human sciences in the BRICS+ region,
where growing attention is being paid to issues of
education, social justice, intercultural dialogue, and
social inclusion — topics that have long been central
to cultural-historical psychology (Edwards, 2017;
Daniels, 2002, 2012; Smagorinsky, 2022). However,
to date there has been a lack of comprehensive bib-
liometric studies capable of systematically describ-
ing the dynamics, geography, institutional land-
scape, and thematic foci of the publication domain in
cultural-historical psychology, with an emphasis on
the contribution of BRICS+ countries.

The present study aims to address this gap. Its
uniqueness lies in the application of a bibliometric
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approach to the comprehensive description and vi-
sualisation of the publication landscape in cultural-
historical psychology and activity theory within
BRICS+ countries. This approach enables not only
a quantitative assessment of scientific productiv-
ity but also the identification of key institutional
centres, international collaborations, and thematic
cores within the field..

In bibliometric research, particular attention
must be given to the construction of the publica-
tion sample. Given limited access to commercial
scientometric tools, the open bibliometric database
OpenAlex is increasingly recognised as a promis-
ing alternative to Scopus and Web of Science (Al-
perin et al., 2024). However, the use of OpenAlex
requires careful data verification (Alperin et al.,
2024; Simand et al., 2024; Haupka, 2024), as meta-
data inconsistencies — particularly in author affili-
ations and bibliographic references — have been ob-
served. For example, the integration of OpenAlex
into the PLOS Open Science Indicators project
has confirmed its potential for monitoring open
science practices, while also revealing limitations
in retrieving licence information and interdisci-
plinary publications. These characteristics neces-
sitate prior data normalisation and enrichment. In
the present study, additional procedures for data
verification, cross-validation, and enrichment were
implemented, allowing the advantages of OpenAl-
ex to be leveraged while ensuring bibliometric data
quality control.

The aim of the present study is to conduct a
comprehensive bibliometric analysis of the con-
tribution of BRICS+ countries to the research
landscape of cultural-historical psychology be-
tween 2005 and 2024. The analysis focuses on
identifying the dynamics and geographical distri-
bution of publication activity, the structure of in-
ternational scientific collaboration, key thematic
clusters and institutional centres in BRICS+
countries, as well as assessing the role of the jour-
nal Cultural-Historical Psychology in advancing
and internationalising scholarly communication.
This objective is pursued through bibliometric
methods that examine publication productivity,
citation patterns, network interactions, temporal
trends, and thematic structures, drawing on data
from both open-access and commercial sciento-
metric databases.

Within the framework of this study, the follow-
ing research questions were formulated:

RQ1: What are the key trends in the dynamics
and geographical distribution of publication activ-
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ity in the field of cultural-historical psychology
from 2005 to 2024, including specific patterns of
growth in BRICS+ countries?

RQ2: What is the structure of international
scientific collaboration in cultural-historical psy-
chology, which stable transnational partnerships
have emerged over the past two decades, and how
is scientific influence distributed based on citation
indicators?

RQ3: What substantive directions, theoreti-
cal concepts, and research foci shape the thematic
structure of the publication landscape in cultural-
historical psychology, and how has their represen-
tation evolved over the past twenty years?

RQ4: What is the role of the journal Cultural-
Historical Psychology in the development and inter-
nationalisation of scholarly communication in the
field, and to what extent does it contribute to shap-
ing the international research agenda?

Materials and methods

Data sources

The bibliometric analysis was based on data
retrieved from the following citation databases:
OpenAlex, Scopus Preview, the Scopus API for
non-commercial use, the Russian Science Cita-
tion Index (RSCI), and the PsyJournals.ru portal.
These sources provided a representative coverage
of publications in the field of cultural-historical
psychology for the period from 2005 to 2024. The
integration of data from multiple sources enhanced
the completeness and reliability of the analysis. The
temporal scope of the study spanned 20 years —
from 2005 to 2024.

Search strategy and sampling

The search strategy builds upon the findings
and methodological approaches developed in our
previous bibliometric studies on cultural-historical
psychology (Shvedovskaya, 2016; Rubtsov et al.,
2019; Meshcheryakov et al., 2022). The sample for
the present study was constructed using the set of
keywords employed in those works, which have
demonstrated their relevance for identifying pub-
lications aligned with the cultural-historical ap-
proach. In particular, the keyword list in the study
by Rubtsov and colleagues (2019) was developed
through expert assessment by 50 leading Russian
scholars in the field of cultural-historical psychol-
ogy, thereby ensuring the content validity of the
search strategy.
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In the present study, the keyword set includ-
ed the following terms: “cultural-historical psy-
chology,” “cultural-historical approach,” “cul-
tural-historical activity theory,” “sociocultural
activity theory,” “Vygotsky,” as well as various
combinations of these terms. When constructing
the search queries, synonymous and orthograph-
ic variations (e.g., “Vygotsky” and “Vigotsky”)
were taken into account. Searches were con-
ducted in the Scopus, OpenAlex, RSCI, and Psy-
Journals.ru databases using the titles, abstracts,
and keywords of publications. The search was
performed on metadata available in English, al-
though the language of the publications them-
selves could be any.

The use of this search strategy ensured the compa-
rability of results with previous studies (Rubtsov et
al., 2019; Meshcheryakov et al., 2022) and expanded
both the temporal and geographical scope by includ-
ing publications over a longer period (2005—2024)
and incorporating additional data sources.

The selection of publications for subsequent
analysis was carried out using the PRISMA al-
gorithm (see Figure 1). As a result of the screen-
ing process, three bibliometric datasets were con-
structed (Shvedovskaya et al., 2025).

1. CHP — publications that include references
to the cultural-historical approach and related con-
cepts in the title, abstract, or keywords.

2. J-CHP — all publications from the journal
Cultural-Historical Psychology over the entire pe-
riod of its existence (2005—2024).

3. CJ-CHP — publications in which articles
from the journal Cultural-Historical Psychology are
cited as a source.

Search query for the CHP dataset
TITLE-ABS-KEY (("cultur*histor~*
psychol*" OR "cultur* histor*
psychol*"™ OR Vygotsk* OR Vigotsk¥*)
OR ("cultur*histor* activ* theor*" OR
"cultur* histor* activ* theor*") OR
("soc*cultur* activit* theor*")) AND
PUBYEAR AFT 2004 AND PUBRYEAR BEF 2025

Source: Scopus, using the open API. A total of
6014 records were retrieved using the query (as of
19 February 2025).

Search query for the J-CHP dataset

An SQL query was executed on the internal da-
tabase of the PsyJournals.ru portal, retrieving all
articles published in the journal Cultural-Historical
Psychology.
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As a result, 1018 records were obtained for the
period from 2005 to 2024, of which 947 records re-
mained after excluding forewords, editorial notes,
and brief communications (as of 15 April 2025).

Search query for the CJ-CHP dataset
PUBYEAR AFT 2004 AND PUBYEAR
BEF 2025 AND (REF ("10.17759/
chp") OR REFSRCTITLE ( ({Kul'turno-
istoricheskaya psikhologivya}l OR
{Cultural-Historical Psychology}) AND
NOT {Cambridge Handbook of Cultural-
Historical Psychology}))

Source: Scopus, using the open API. A total of
1909 records were collected, covering the period from
2005 to 2024 (retrieval date: 16 February 2025).

Inclusion and exclusion criteria

The analysis included publications that met the
following criteria: — Document type: research ar-
ticles and review articles; — Source type: journal
publications; — Language: any; — Publication pe-
riod: 2005—2024.

For the CJ-CHP dataset, an additional criterion
was the presence of bibliographic references to ar-
ticles published in the journal Cultural-Historical
Psychology.

The following were excluded from the analy-
sis: — conference proceedings, editorial notes, let-
ters, and interviews; — duplicate and redundant
records.

Data preprocessing

Following the retrieval of the initial datasets, a
series of normalisation procedures was carried out:

— standardisation of country names;

— consolidation of author name variants (using
OpenAlex IDs and algorithmic aggregation);

— removal of duplicate records across Scopus
and OpenAlex;

— normalisation of publication year, document
type, and language.

Data enrichment

CHP and CJ-CHP

Data enrichment for the CHP and CJ-CHP data-
sets was performed using the OpenAlex API. A Py-
thon-based query script was used to retrieve meta-
data from OpenAlex based on unique publication
identifiers (DOI, PMID), or — if these were unavail-
able — by matching the title and year of publication
(results were accepted only when a single match was
returned). The enrichment covered the following
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categories: author and affiliation data (institution
and country); abstracts; algorithmically generated
keywords; subject areas (topic field in OpenAlex,
Subject Areas [SUBJAREA] according to Scopus
classification); and subject categories (topic subfield
in OpenAlex, Subject Area Categories [SUBJMAIN]
in Scopus). In cases where OpenAlex did not pro-
vide enrichment data, supplementary metadata were
retrieved from Scimago Journal & Country Rank
(SJR), using the Areas and Categories fields. Match-
ing was conducted based on the Scopus Source Iden-
tifier and the SJR data for the year preceding publi-
cation. Integration of information from both sources
was made possible through the shared All Science
Journal Classification (ASJC) taxonomy. Minimum
criteria for successful enrichment included: at least
one author listed; affiliation data (organisation and
country) for the first (or only) author; and the pres-
ence of an English-language abstract with a language
identification probability of no less than 75% (deter-
mined using the Python-based language detection
library fastText and its model lid.176./tz, Joulin et
al., 2016a; 2016b). If any of these minimum criteria
were not met, manual enrichment (verification) was
performed via direct retrieval of the publication.

J-CHP

The number of citations in Scopus was retrieved
using the open API, based on the following query:
ISSN(2224-8935) OR ISSN(1816-5435)
OR DOI (10.17759/chp*)

Source: Scopus, using the open API. A total
of 359 records were retrieved, covering the period
from 2018 to 2024 (retrieval date: 25 April 2025).
Citation data from Scopus were used to enrich 330
of these records.

To further enrich citation data for publications in
the journal Cultural-Historical Psychology, a search
was conducted in the “Journals” catalogue of the
Scientific Electronic Library eLibrary.ru by enter-
ing the journal title, publisher, or ISSN, followed by
accessing the list of articles published in the journal.

As a result of year-based filtering for the period
from 2005 to 2024, a total of 1083 records were
retrieved. After applying a document-type filter
to exclude brief communications and editorial ar-
ticles, 942 records were selected (retrieval date: 14
May 2025).

The final consolidated dataset included the fol-
lowing fields: article title, abstract, keywords, list
of authors, affiliations, country, year of publication,
citation count, reference list, and number of cited
references.
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Analytical tools

Data analysis and visualisation were carried out
using the following tools::

e PRISMA: for documenting the inclusion/ex-
clusion process of publications;

e R (version 4.4.2) with the packages bibliome-
trix (version 4.2) (Aria & Cuccurullo, 2017) and
tidyverse (version 2.00) (Wickham et al., 2019): for
initial data processing, descriptive statistics, and
data visualisation;

e IBM SPSS Statistics (version 23): for infer-
ential statistical analysis;

e VOSviewer (version 1.6.20): for visualising
co-authorship and keyword networks;

e Python (version 3.13.2) with the packages
BeautifulSoup (version 4.13.3), fastText (version
0.9.3), pandas (version 2.2.3), PyAlex (version 0.15.1),
pybliometrics (version 4.1), pycountry (version 24.6.1),
and a custom script (available upon request): for data
collection, enrichment, and preprocessing.

The use of the OpenAlex database offers both
advantages (openness, scale) and limitations: in-
complete affiliation data, variability in journal in-

dexing, and the absence of certain metadata (e.g.,
licences, DOIs). These limitations were partially
mitigated through cross-verification with the Sco-
pus and RSCI databases.

Accordingly, the final CHP dataset comprised
4332 publications covering the period from 2005
to 2024. Within this dataset, two subgroups were
identified. If at least one author was affiliated with
a BRICS+ country, the publication was assigned to
Subset 1 (hereafter “BRICS+”), comprising 1391
records (32,1%). Publications without any authors
affiliated with BRICS+ countries were assigned to
Subset 2 (hereafter “GR,” referring to the Global
Rest), comprising 2941 records (67,9%).

Results

Trends in publication activity

in Cultural-Historical Psychology

(2005—2024)

An analysis of publication activity over the
twenty-year period revealed a steady increase in
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Fig. 1. PRISMA flow diagram for the selection of publications on the topic of cultural-historical psychology
(Available at Appendix A (online)): «*»> — The analysis included publications of the document type «article» and/or «review»
published in journals during the period from 2005 to 2024
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the number of publications related to cultural-his-
torical psychology, both in BRICS+ countries and
in the rest of the world (Global Rest, GR group).

An analysis of the overall publication growth in
cultural-historical psychology across the two coun-
try groups — modelled using a regression approach
(Fig. 2) — revealed nearly identical annual growth
rates: an average increase of 6,99 publications per
year in the BRICS+ group and 6,76 publications
per year in the GR group. In both cases, the linear
growth model provided a good fit to the observed
data, with coefficients of determination of R = 0,92
for BRICS+ and R2 = 0,89 for GR.

Despite the persistent gap in the absolute num-
ber of publications, the growth rate in BRICS+
countries is comparable to — and, in certain time
intervals, even exceeds — that of other countries.
This becomes particularly evident when comparing
publication activity normalised by the number of
countries in each group: the average annual increase
per country is higher in the BRICS+ group (0,699
publications per year per country) than in the GR
group (0,338 publications per year per country).

The temporal analysis reveals a transition from
isolated publications in the early period (2005—
2009) to sustained and intensive annual publica-
tion activity over the past ten years. The most pro-
nounced positive trends were observed in Brazil,
Russia, and China.

In Brazil, the number of publications increased
from 34 in 2005—2009 to 178 in 2020—2024, rep-
resenting more than a fivefold growth compared to
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the initial period. In Russia, the increase was even
more steady and consistent: the number of publica-
tions rose from 30 in 2005—2009 to 223 in 2020—
2024, indicating more than a sevenfold growth over
the study period. In China, a particularly sharp rise
was observed in the most recent five-year interval,
with the number of publications growing from 16 in
2015—2019 to 76 in 2020—2024 — an almost five-
fold increase.

For countries in the GR group, significant
growth was observed primarily in the first half of
the study period. In the United Kingdom, the num-
ber of publications increased from 66 in 2005—2009
to 102 in 2010—2014; however, subsequent years
showed a decline-dropping to 77 publications in
2015—2019 and to 76 in 2020—2024. In Canada,
the most notable decrease was recorded in the most
recent five-year period, with the number of publica-
tions falling from 60 in 2015—2019 to 44 in 2020—
2024.

A comparative summary analysis confirms that,
since 2020, Russia has nearly reached parity with
the United States in terms of annual publication
output in the field of cultural-historical psychol-
ogy. Between 2020 and 2024, Russian authors
published 223 articles, compared to 215 articles
from the United States. These findings indicate a
convergence in publication volume within this re-
search domain between Russia and leading West-
ern countries.

It can be concluded that BRICS+ countries
not only exhibit a stable increase in the number

— BPUKC+ __

BRICS+ ~ CR

Fig. 2. Dynamics of the number of publications on the topic of cultural-historical psychology from 2005 to 2024 in the BRICS+

(n=1391) and GR (n = 2941) country groups:

— linear trends, upper left corner shows linear regression results for

BRICS+ and GR groups
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of publications on cultural-historical psychology,
but also demonstrate growth rates that, when
normalised, are comparable to-or even exceed —
those observed in GR countries. This supports
the notion that an independent and dynamically
developing scholarly domain in cultural-histori-
cal psychology is emerging within the BRICS+
region.

A temporal analysis confirms the transition from
isolated publications in the early years of the study
period (2005—2009) to sustained annual activ-
ity over the past decade. This trend is particularly
pronounced in BRICS+ countries such as Russia,
Brazil, and China. To provide a more detailed illus-
tration of the dynamics, the five most productive
countries from each group — BRICS+ and GR —
were selected. For each country, the total number
of publications was calculated across four time in-
tervals: 2005—2009, 2010—2014, 2015—2019, and
2020—2024 (Fig. 3). To model the dynamics of
publication activity, third-degree polynomial ap-
proximation was applied, enabling the identifica-
tion of both periods of growth and phases of decel-
eration.

The analysis of publication trends (Fig. 3) re-
veals that, despite an overall increase in publi-
cation activity across both country groups, the
nature of this growth differs significantly. In
BRICS+ countries, growth is predominantly pro-

gressive and, in some cases, rapid; however, the
rate of increase varies between countries. Brazil
experienced the sharpest early surge, with the
number of publications rising from 34 in 2005—
2009 to 127 in 2010—2014 — an increase of more
than three and a half times. In subsequent periods,
the growth rate slowed: 149 publications were re-
corded in 2015—2019 and 178 in 2020—2024. In
both cases, the increase compared to the previous
period was relatively moderate (less than 20%).
Thus, Brazil’s trajectory may be described as fol-
lowing a saturation model, characterised by rapid
initial growth followed by stabilisation at an at-
tained level.

In Russia, the growth in publication activity was
more consistent and steady. The number of publi-
cations increased from 30 in 2005—2009 to 75 in
2010—2014 (a 2,5-fold increase), then rose to 151
in 2015—2019 (a further twofold increase), and
reached 223 in 2020—2024 (a 1,5-fold increase).
This pattern reflects a stable and incremental ex-
pansion of research activity, with no indication of
saturation.

China presents a particularly noteworthy case,
as publication activity remained low during the
first two periods. Only 16 publications were re-
corded in 2015—2019, followed by a sharp increase
to 76 publications in 2020—2024. This trend indi-
cates a rapid surge of interest among Chinese re-
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Fig. 3. Dynamics of the number of publications on the topic of cultural-historical psychology in the most
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searchers in the field of cultural-historical psychol-
ogy in recent years.

The GR group demonstrates a different trajec-
tory. In most countries within this group, the main
increase in publication activity occurred at the be-
ginning of the analysed period, followed by either a
deceleration or a shift towards decline. In the Unit-
ed Kingdom, the number of publications rose from
66 in 2005—2009 to 102 in 2010—2014 (a 54,5%
increase). However, a gradual decrease followed:
77 publications were recorded in 2015—2019 (a
24,5% drop compared to the previous period), and
76 in 2020—2024, showing virtually no change.

A similar trend was observed in Canada: follow-
ing an increase to 60 publications in 2015—2019 (a
36,4% rise compared to the previous period), the
number of publications declined to 44 in the subse-
quent interval (a 26,7% decrease).

Australia and Finland exhibited significant
growth in the early part of the study period: in
Australia, the number of publications increased
from 30 to 62 (more than doubling), while in Fin-
land, it rose from 10 to 42 (more than a threefold
increase). However, in subsequent time intervals,
growth rates also slowed, and in some cases sta-
bilised.

Thus, it can be concluded that publication ac-
tivity in the field of cultural-historical psychology
continues to grow steadily in BRICS+ countries,
whereas in several leading GR countries, growth
rates are slowing or stabilising at their current lev-
els. The polynomial approximation of publication
trends illustrates divergent developmental trajec-
tories for the two groups (Fig. 3): BRICS+ coun-
tries are characterised by upward curves indicating
continued growth, while in some GR countries,
the polynomial suggests a deceleration or even a
potential future decline in interest. These trends
highlight the importance of further examining pub-
lication strategies in BRICS+ countries as a dy-
namically developing scholarly domain in cultural-
historical psychology.

Geographic distribution

of publication activity

The distribution of publication activity by
country revealed substantial differences between
BRICS+ nations and the remaining countries in
the GR group. An analysis was conducted of the
most productive countries in terms of the num-
ber of publications on cultural-historical psychol-
ogy between 2005 and 2024 (Fig. 4). Within the
BRICS+ group, the highest number of publica-
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tions during this period was recorded in the fol-
lowing countries: Brazil — 488 publications; Rus-
sia — 479; South Africa — 173; China — 110; and
Iran — 88. These are followed by Indonesia, India,
and the United Arab Emirates, although their
figures are considerably lower. In Ethiopia and
Egypt, publications on cultural-historical psy-
chology are virtually absent, which may indicate
both the limited presence of cultural-historical
psychology as a scientific tradition and the low
level of indexation of research outputs from these
countries in the databases used.

Within the GR group, the highest number of
publications was recorded in the following coun-
tries: the United States — 774 publications; the
United Kingdom — 322; Australia — 278; Can-
ada — 202; and Finland — 121. At the same time,
the five-year trend in publication activity reveals a
rapid increase in Russia, particularly over the past
decade. Russia experienced a 101,3% increase in
publications from 2010—2014 to 2015—2019, and a
further 47,7% increase from 2015—2019 to 2020—
2024. As a result, since 2020, Russia has nearly
equalled the United States in terms of annual pub-
lication output in cultural-historical psychology.
During the period 2020—2024, 223 publications
were registered from authors affiliated with Rus-
sian institutions, compared to 215 articles from the
United States.

To assess the scholarly impact of publications by
authors from BRICS+ and GR country groups, an
analysis was conducted of citation dynamics nor-
malised by the number of years since publication,
separately for each group (Fig. 5).

The results indicate that, overall, a higher
number of citations is observed in GR countries.
However, the citation trends differ between the
two groups. In BRICS+ countries, the number of
citations shows a steady upward trajectory, with
an average annual increase of 0,033 citations ac-
cording to linear regression analysis. In contrast,
GR countries exhibit a downward trend, with the
average number of citations per year declining by
0,042,

To assess the structure of international scien-
tific collaboration in the field of cultural-histor-
ical psychology, a country-level co-authorship
network was constructed based on the CHP da-
taset (n = 4332 publications). The analysis was
performed using VOSviewer (version 1.6.20) with
the VOS clustering algorithm. The network was
generated using the fractional counting method,
and a threshold was set requiring a minimum of
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five publications and at least one citation per pub-
lication (Fig. 6).

The analysis identified twelve clusters of inter-
national co-authorship, reflecting regional configu-
rations of collaboration. BRICS+ countries were
distributed across the following clusters:

¢ Cluster 1 (red — 9 countries): Brazil, togeth-
er with Finland, Spain, France, Mexico, Portugal,
Greece, Colombia, and Croatia (a cluster of Latin
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— linear trends; linear regression results are shown in the upper right corner

American and Southern European cooperation);

¢ Cluster 3 (blue — 7 countries): Russia, in col-
laboration with South Korea, Japan, Singapore, Is-
rael, the Czech Republic, and Puerto Rico (a cluster
of East Asian-Russian cooperation involving active
participation from Asia-Pacific countries);

¢ Cluster 4 (yellow-green — 7 countries): Chi-
na and India, together with the United States, Nor-
way, Sweden, Hong Kong, and Thailand (a tran-
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sregional collaboration cluster linking Asian and
European countries);

* Cluster 7 (orange — 5 countries): South Af-
rica and the United Arab Emirates, in cooperation
with Turkey, Nigeria, and Ghana (a cluster rep-
resenting expanding collaboration across Africa,
the Middle East, and Turkey, indicative of Global
South engagement);

* Cluster 8 (brown — 4 countries): Iran and
Saudi Arabia, in collaboration with Malaysia and
Bangladesh (a cluster of Middle Eastern and Asian
cooperation).

The remaining clusters reflect a range of regional
and thematic configurations. Cluster 2 represents
the core of English-speaking international collabo-
ration. Cluster 5 highlights strengthening regional
cooperation in Asia. Cluster 6 consists of Northern
and Eastern European countries and is character-
ised by a high density of intra-group collaboration.
More localised regional networks are seen in Cluster
9, which reflects South American cooperation, and
Cluster 10, which represents African regional col-
laboration with relatively low connection density.
Additionally, Cluster 11 (Belgium and Austria) and
Cluster 12 (Serbia and Slovenia) represent small,
stable cooperative groupings within Europe, primar-
ily based on bilateral or small-group partnerships.

No strong and consistent co-authorship links
were identified among BRICS+ countries. Only
isolated instances of international collaboration
were observed: between Brazil and South Africa
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(n = 2), Russia and South Africa (n = 2), Russia
and Brazil (n = 1), Russia and China (n = 1), and
Brazil and China (n = 1).

Research Centre Productivity and Impact

An analysis of publication counts from 2005 to
2024 across the two country groups also enabled
the identification of the most productive institu-
tions. Productivity was measured as the total num-
ber of instances in which an organisation was list-
ed for the corresponding author (reprint author).
The top 20 most productive institutions from the
BRICS+ and GR groups include universities, with
a combined total of 2052 institutional affiliations
(Fig. 7).

The highest publication output between 2005
and 2024 was demonstrated by two Russian uni-
versities: Lomonosov Moscow State University
(115 publications) and Moscow State University
of Psychology and Education (94 publications).
They are followed by three institutions from GR
countries — University of Helsinki (Finland,
81 publications), Monash University (Australia,
77 publications), and Pennsylvania State Uni-
versity (USA, 75 publications). Notably, two
additional Russian institutions appear among
the most productive: the National Research Uni-
versity Higher School of Economics (8th place,
48 publications) and the Psychological Insti-
tute of the Russian Academy of Education (20th
place, 23 publications).
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For a more detailed analysis of the most pro-
ductive institutions from BRICS+ countries, ad-
ditional indicators were calculated for the top 10
organisations with the highest number of pub-
lications. These included the total number of af-
filiated authors, the total number of citations, and
the average number of citations per publication

(Table 1).

» — State University of Campinas; «

###4%, — Federal University of Santa Catarina

The results show that, in some institutions, the
number of authors is lower than the number of
publications — this is particularly characteristic of
Russian universities such as the Higher School of
Economics, Moscow State University of Psychol-
ogy and Education, and Lomonosov Moscow State
University. In these institutions, there is an aver-
age of approximately 1,5 publications per author.

Table 1

Ranking of the TOP-10 organisations in terms of the productivity of publications on the topic of the cultural-
historical psychology of the BRICS+ country group over the period 2005—2024 (n = 492)

o ] o
= 5 ° 25
= g- 2 < 8« E :' g
S o g S » £ 5 2 g5
=] e S 3 = 5 E.C £ 3w
‘B Organisation o= 59 55 o 5.8
=) ] 2= =8 W R =
A 2% | B R £
g Z 3 Sy &
z |7 = <3
1 | Lomonosov MSU 115 78 587 51
2 | Moscow State Psychological and Pedagogical University 94 60 304 3,2
3 | The University of Sdo Paulo (USP) 52 69 170 33
4 | National Research University Higher School of Economics 48 29 119 2,5
5 | University of Brasilia 43 46 214 5,0
6 |Sao Paulo State University 39 48 227 58
7 | State University of Campinas 27 24 87 3,2
8 | University of The Witwatersrand 26 31 204 7.8
9 | Federal University of Santa Catarina 25 34 73 2,9
10 | Psychological Institute of RAE 23 27 50 2,2
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A similar pattern is observed at the University of
Campinas (Brazil). Of particular interest is the
analysis of the average number of citations per pub-
lication. In this sample, the highest citation aver-
ages are demonstrated by institutions from South
Africa — most notably the University of the Wit-
watersrand, where the average number of citations
per article is 7,8. This figure exceeds that of most
other research centres.

Thematic trends

in Cultural-Historical Psychology

To identify the thematic structure of the includ-
ed publications and its evolution over time, an anal-
ysis was conducted of the representation of the top
five subject categories (topic subfield in OpenAlex;
Subject Area Categories [SUBJMAIN] according
to the Scopus classification) within publications
from the ten countries with the highest publication
counts over the past 20 years. The twenty-year pe-
riod was divided into four equal five-year intervals.
A streamgraph (Fig. 8) visualises the distribution
of the main subject categories across different time
periods and countries.

The results indicate that the proportions of the
main subject categories within publications on
cultural-historical psychology have remained rela-
tively stable over time; however, several trends are
noteworthy. The contribution of the Education cat-
egory — comprising a total of 1416 publications —
has remained consistent throughout the study pe-
riod, fluctuating between 25,9% and 29,2%. The

share of publications classified under Developmen-
tal and Educational Psychology (1159 publications)
has gradually increased, rising from 29,3% in 2005—
2009 to 34,8% in 2020—2024. A modest increase is
also observed in the category Sociology and Political
Sciences (480 publications), whose share grew from
10% in 2005—2009 to 12,4% in 2020—2024.

At the same time, a decline was observed in
several thematic areas. The proportion of publica-
tions classified under Social Psychology (292 pub-
lications) decreased from 9,3% in 2005—2009 to
6,3% in 2020—2024. A similar downward trend was
recorded in the category Human Factors and Ergo-
nomics (755 publications), whose share fell from
22,4% in 2005—2009 to 15,3% in 2020—2024.

Thus, while the overall subject structure of the
publication corpus remains relatively stable, mod-
erate shifts can be observed — specifically, an in-
creasing interest in developmental and educational
psychology, accompanied by a declining share of
work in social psychology and ergonomics.

The distribution of subject categories by coun-
try shows that the highest proportion of publica-
tions classified under Education was recorded in
Australia (171 out of 400 publications, 42,8%; here
and below, percentages refer to the total number of
publications from each country), Brazil (255 pub-
lications, 42,6%), and South Africa (110 out of
259 publications, 42,5%). Substantial figures were
also observed in the United States (395 publica-
tions, 35,9%), China (54 out of 145 publications,
37,2%), and the United Kingdom (167 out of
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Fig. 8. Sankey diagram of the ratio of the five most frequent subject area categories of publications on the topic
of cultural-historical psychology in different periods from 2005 to 2024 in different countries: The interactive version
of the diagram is available at Appendix B (online) — when hovering the cursor over any element of the interactive diagram,
the corresponding data is displayed
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515 publications, 32%). The lowest representation
in this category was found in Iran (18 out of 98 pub-
lications, 18,4%), Finland (38 out of 182 publica-
tions, 20,9%), and Russia (111 out of 482 publica-
tions, 23%).

The category Developmental and Educational
Psychology is most prominently represented in
Iran (56 out of 98 publications, 57,1%), Russia
(250 out of 482 publications, 51,2%), and China
(48 out of 145 publications, 33,1%). In most other
countries, the proportion of publications in this
category ranges between 20% and 30%. The low-
est value was recorded in Brazil, where only 64 out
of 598 publications (10,7%) were related to this
thematic area.

The category Sociology and Political Sciences is
most prominently represented in Brazil (142 out
of 598 publications, 23,7%) and Finland (35 out of
182 publications, 19,2%). In other countries, the
share of publications in this category ranges from
8% to 11%. The lowest proportions were recorded
in China (27 out of 322 publications, 6,9%) and
Iran (2 out of 98 publications, 2%).

The category Social Psychology accounts for the
highest proportion in Brazil (88 out of 598 publica-
tions, 14,7%). In most other countries, this catego-
ry represents between 5% and 10% of publications.
Exceptions include Iran (2 out of 98 publications,
2%), Australia (8 out of 400 publications, 2%), and
South Africa (5 out of 259 publications, 1,9%),
where the share of publications in social psychol-
ogy is minimal.

The category Human Factors and Ergonomics is
most prominently represented in Finland (59 out
of 182 publications, 32,4%), the United King-
dom (143 out of 515 publications, 27,8%), Canada
(81 out of 322 publications, 25,2%), and Australia
(87 out of 400 publications, 21,8%). In other coun-
tries, the share of publications in this category is
considerably lower. The lowest proportions were
recorded in Brazil (49 out of 598 publications, 8,2%)
and Russia (27 out of 482 publications, 5,6%).

Publications in cultural-historical psychology
span 23 major subject areas (topic field in OpenAlex;
Subject Areas [SUBJAREA] according to the Sco-
pus classification). Based on the frequency distribu-
tion of publications across these areas, a subject area
word cloud was generated to visualise their repre-
sentation within the cultural-historical psychology
publication dataset (Fig. 9).

To compare the representation of different sub-
ject areas between the two country groups, the
proportion of publications associated with each
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area was calculated separately for BRICS+ and GR
countries (Table 2).

Among the subject areas represented in cultural-
historical psychology publications from BRICS+
and GR countries (2005—2024), the most prevalent
is Social Sciences, which appears more frequently in
the GR group (42% of publications) compared to
the BRICS+ group (36,1%). In contrast, the field
of Psychology is more prominently represented in
BRICS+ publications (33%) than in those from
GR countries (28,2%). Notably, the share of publi-
cations classified under Computer Science is signifi-
cantly higher in BRICS+ countries (10,3%) than in
the GR group (4,3%).

An additional point of interest is the analysis of
citation impact across subject areas. For each area,
two indicators were calculated: (1) the total number
of citations and (2) the average number of citations
per publication. For further in-depth analysis, the
ten subject areas with the highest average citation
rates were selected (Table 3).

Among the ten subject areas with the highest
average citation rates, the top-ranking categories
were Business, Management and Accounting (25,2
citations per article), Decision Sciences (21,3 cita-
tions per article), and the relatively uncommon
category Nursing, which showed an average of 18,2
citations per article based on a total of 11 publica-
tions. In contrast, the more prevalent subject areas
such as Social Sciences and Psychology had lower
average citation rates — 15,3 and 15,8 citations per
article, respectively.

It is important to note that, despite the the-
matic coherence of the publications included in the
CHP dataset, different scientific fields exhibit dis-
tinct citation practices. For instance, publications
in mathematics tend to accumulate citations at a
slower rate compared to those in other disciplines.
Even within a single field — particularly in the so-
cial sciences and humanities — the average citation
rate may vary significantly depending on the meth-
odological approach employed (Akoev et al., 2021).
Therefore, citation metrics should be interpreted
with caution when comparing across subject areas.

To further explore the semantic structure
of publications on cultural-historical psychol-
ogy (CHP dataset, 2005—2024) affiliated with
BRICS+ countries, a keyword co-occurrence net-
work was constructed. The analysis was conducted
using VOSviewer (version 1.6.20), based on the
titles and abstracts of the publications. A binary
counting method was applied, capturing the num-
ber of documents in which a given term appeared
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Table 2

TOP-10 Most Frequent Subject Areas of Publications on Cultural-Historical Psychology from BRICS+

and GR Countries (2005—2024)

Position Subject area Publications of BRICS+ | Publications of GR | All publications
(n=1391) (n=2941) (n =4332)

1 Social sciences 36,1 42 72,6

2 Psychology 33 28,2 53,7

3 Arts and humanities 10,4 11,3 19,9

4 Computer science 9,7 4,3 10,8

5 Health professions 29 3,8 6,3

6 Medicine 1,7 2 3,5

7 Neuroscience 1,2 2 3,1

8 Decision sciences 1 1,2 2.1

9 Environmental science 1 0,4 1

10 Business, management and accounting 0,7 1,8 2,6

Note: Areas to which more than 1% of publications are attributed are included.
Table 3

TOP-10 subject areas with the highest average citation rate for cultural-historical psychology
publications from 2005—2024 (n = 4158)

Position Subject area N“‘F"’e.r of Total citations . Ayerage numb.er Of
publications citations per publication
1 Business, management and accounting 114 2875 25,2
2 Decision sciences 89 1898 21,3
3 Nursing 14 255 18,2
4 Neuroscience 135 2336 17,3
5 Engineering 66 1102 16,7
6 Psychology 2326 36802 15,8
7 Medicine 150 2313 15,4
8 Social sciences 3144 48132 15,3
9 Health professions 273 3903 14,3
10 Mathematics 72 999 13,9

Note: The ten areas with the highest average number of citations per publication are selected.
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at least once. Automatic processing yielded 25 007
terms, of which 400 met the threshold of appearing
in at least 20 documents. A relevance score was cal-
culated for each term, and 60% of the most relevant
terms were retained for further analysis (Fig. 10).
During visualisation, technical terms such as “ar-
ticle”, “review”, “respondent”, “level”, “indicator”,

“result” and other non-substantive words were
excluded. The final network consisted of 239 key
terms.

As a result of the analysis of the keyword co-
occurrence network based on the CHP publication
sample affiliated with BRICS+ countries (2005—
2024), three substantive clusters were identified.
Cluster A1 (red, 124 terms) comprises terms related
to the theoretical and methodological foundations
of cultural-historical psychology. Cluster A2 (green,
73 terms) includes concepts pertaining to the do-
main of learning and education. Cluster A3 (blue, 42
terms) reflects research focused on communication
and interaction.

To further analyse the semantic structure of pub-
lications affiliated with GR countries, a separate
keyword co-occurrence network was constructed
for the period 2005—2024 (n = 1391). The analysis
was conducted using VOSviewer (version 1.6.20),
based on the titles and abstracts of the publications.
A binary counting method was applied, recording
the number of documents in which a term appeared
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at least once. Automatic processing yielded 46 746
terms, of which 1263 met the threshold of appear-
ing in at least 20 documents. A relevance score was
calculated for each of these terms, and 60% of the
most relevant terms were retained for further anal-
ysis. The final network comprised 405 key terms
(Fig. 11).

Based on the analysis of the keyword network
constructed from the CHP publication sample af-
filiated with GR countries, three substantive clus-
ters were identified:

Cluster B1 (red, 162 terms): unites concepts re-
lated to Vygotsky’s ideas in contemporary psychol-
ogy, including theoretical frameworks and their de-
velopment within various academic schools;

Cluster B2 (green, 145 terms): focuses on re-
search dedicated to the application of cultural-
historical psychology in educational practice and
professional development;

Cluster B3 (blue, 98 terms): covers topics associ-
ated with developmental psychology, the category
of childhood, and the concept of the zone of proxi-
mal development.

In both samples, a prominent thematic cluster
is devoted to educational practice and professional
development (Cluster 2 in both networks), con-
firming the sustained interest of researchers in the
applied potential of cultural-historical psychology
within the educational domain. At the same time,
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Fig. 10. Keyword network of publications on cultural-historical psychology affiliated with BRICS+ countries
(based on analysis using VOSviewer)
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Fig. 11. Keyword network of publications on cultural-historical psychology affiliated with GR countries
(based on analysis using VOSviewer)

the BRICS+ sample features an extensive clus-
ter focused on the theoretical and methodologi-
cal foundations of the cultural-historical approach
(Cluster A1), whereas the GR sample places great-
er emphasis on the interpretation and development
of Vygotsky’s ideas within the field of psychology
(Cluster B1). In addition, the GR network reveals
a more clearly delineated cluster centred on devel-
opmental issues, the zone of proximal development,
and childhood (Cluster B3), reflecting the strong
position of Western research schools in the area of
developmental studies. In contrast, the third clus-
ter in the BRICS+ network is focused on the theme
of communication and interaction, which may in-
dicate research priorities aimed at the study of dia-
logue and joint activity.

This difference in the semantic structure of key
terms suggests that BRICS+ countries maintain a
focus on the theoretical reflection and methodolog-
ical development of cultural-historical psychology,
whereas in GR countries, applied interests predom-
inate — particularly relating to the adaptation and
operationalisation of Vygotsky’s ideas in the con-
texts of education and psychological development.

In the analysis of keywords with respect to tem-
poral dynamics, the metric Average Publication
Year (Avg. pub. year) was used. To highlight the
most significant keywords, technical and general
cultural terms were excluded from the analysis. For
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each priority keyword, the number of publications
in the CHP sample in which it appears over the en-
tire analysed period is subsequently provided.

The priority thematic emphases by year in pub-
lications from BRICS+ countries are distributed as
follows (Fig. 12):

* In 2015, the most frequently occurring key-
words were: Bakhtin — 51 mentions, constitution —
41, Soviet psychology — 25.

* In 2016, predominant terms included: psy-
chology — 344, history — 94, conception — 74,
Vigotski — 68, Luria — 44.

* In 2017, keywords shifted towards theoreti-
cal concepts: L.S. Vygotsky — 165, mediation — 155,
zone of proximal development — 116.

* In 2018, the focus shifted substantially to-
wards educational themes: student — 323, teacher —
304, learning — 275, interaction — 205, teaching —
185, cultural historical psychology — 170.

e In 2019, the educational orientation contin-
ued to strengthen: learner — 154, challenge — 115,
cultural historical activity theory — 112, impact —
97, skill — 97, classroom — 86.

* In 2020, terms more unique to the sample
emerged: face — 27, perezhivanie — 25, Vygotsky’s
sociocultural theory — 23.

* In 2021—2022, topics related to the pandemic
and methodology came to the fore: pandemic — 30,
covid — 28, qualitative study — 28.
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Temporal analysis of keywords in publications the BRICS+ sample (2015,4), which may indicate
from GR countries reveals a different pattern of an earlier onset of publication activity within the
thematic emphasis compared to BRICS+ publica-  GR group.

tions (Fig. 13). The average publication year for the The thematic priorities of publications by year
GR sample is 2012,5, notably earlier than that of in the GR sample are distributed as follows:
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* In 2012, the most frequently occurring terms
were: Bakhtin — 66 mentions, Cambridge — 31, pri-
vate speech — 30.

 In 2013, priority terms included: Piaget — 97,
consciousness — 86, psychologist — 67.

 In 2014, the focus shifted to concepts such as:
activity theory — 155, mind — 151, thought — 117.

« In 2015, there was a significant increase in
mentions of: Vygotsky — 1010, child — 548, lan-
guage — 417, learner — 323, zone of proximal devel-
opment — 296.

* In 2016, emphasis moved to topics such as:
community — 285, case study — 238, program — 217,
life — 196, ability — 195.

* In 2017, leading themes included: cultural his-
torical activity theory — 554, participant — 334, con-
tradiction — 216, CHAT — 211.

* In 2018, the most frequently mentioned con-
cepts were: challenge — 274, higher education — 71,
leader — 64.

 In 2019, focus areas included: Vygotsky’s so-
ciocultural theory — 50, stakeholder — 43, labor —
33, engineering — 27.

e Between 2020 and 2022, themes related to
educational practice and the pandemic emerged:
perezhivanie — 54, pedagogical practice — 35, co-
vid — 34, pandemic — 24.

A comparative analysis of the temporal dynam-
ics of key thematic directions in publication samples
affiliated with the BRICS+ and GR groups reveals
both common trends and significant differences in
thematic priorities and research development rates.

Publication activity on cultural-historical psy-
chology began somewhat earlier in GR countries,
as evidenced by an earlier average publication
year (2012,5 compared to 2015,4 in BRICS+). In
the GR sample, theoretical and methodological is-
sues — including activity theory, Vygotsky’s ideas,
and problems of consciousness and thought — were
actively developed as early as the beginning of the
2010s. GR publications rapidly adapted cultural-
historical psychology to the international research
agenda, integrating it into fields such as education,
leadership, and sociocultural studies. Furthermore,
global challenges, such as the COVID-19 pandem-
ic, were reflected in GR countries earlier than in
BRICS+.

In BRICS+ countries, the thematic dynam-
ics reveal a later but more intense growth, with a
gradual shift from theoretical and methodological
foundations — including figures such as Bakhtin,
Vygotsky, and Luria, as well as the concept of me-
diation — towards educational and applied issues.
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Since 2018, there has been a marked emphasis on
key educational concepts: learning, teaching, in-
teraction within educational settings, as well as
the adoption of cultural-historical activity theo-
ry in pedagogical research. Research in BRICS+
countries predominantly focuses on educational
practice and applied developments, while main-
taining an ongoing interest in the theoretical
origins and methodological foundations of the ap-
proach.

The observed differences in temporal dynam-
ics and thematic emphases may be partly attribut-
able to journal indexing practices in international
scientometric databases (ISDB). In particular, a
significant portion of journals from BRICS+ coun-
tries began to be actively indexed in Scopus and
other international databases considerably later
than leading journals from GR countries. The de-
layed inclusion of BRICS+ journals in ISDBs may
have limited their international visibility in earlier
periods and constrained the reflection of publica-
tion activity in bibliometric sources until the mid-
2010s. This temporal shift towards more recent
publications in BRICS+ countries is thus partially
related not only to actual growth in scientific ac-
tivity but also to expanded access to international
databases, enabling more comprehensive recording
of publications from these countries.

Sources of publications

on Cultural-Historical Psychology

Research in the field of cultural-historical psy-
chology (CHP dataset) has been published across
1409 different sources (journals). Considering the
total number of articles (n = 4332), the average
number of articles per journal is 3,1 (median = 1).

To analyse the sources most actively publishing
work on cultural-historical psychology, the total
productivity of each journal was calculated, and
the twenty journals with the highest publication
counts were identified. For these journals, the total
and average (per published article) citation counts
were also computed. These twenty journals account
for 492 publications, representing 11% of the entire
dataset (Table 4).

It is noteworthy that two of the three most pro-
ductive journals are published in Russia — Cultural-
Historical Psychology and Voprosy Psikhologii. Ad-
ditionally, two other Russian journals are included
in the top 20: Psychology in Russia (7th place) and
Voprosy Filosofii (19th place). These data under-
score a strong national core of publication activity
in Russia and highlight the leading role of Russian
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Table 4
TOP-20 most productive journals on the topic of cultural-historical psychology in 2005—2024
w2 | 8| 2t
55 | 2| Egé
e o= < = g 2
Position Sources (Journals) —E '§ 5 R= 2
52 = s £
2 | & SS 8
< =]
1 Cultural-Historical Psychology 134 (3,1%) | 491 3,7
2 Mind, Culture, And Activity 102 (2,4%) | 2379 23,3
3 Voprosy Psikhologii 97 (2,2%) 145 1,5
4 Learning, Culture and Social Interaction 61 (1,4%) 706 11,6
5 Psicologia Em Estudo 52 (1,2%) 133 2,6
6 Integrative Psychological and Behavioral Science 51 (1,2%) 655 12,8
7 Psychology In Russia: State Of The Art 49 (1,1%) 187 38
8 Psychological Science And Education 44 (1%) 99 2,3
9 Cultural Studies of Science Education 41 (0,9%) 443 10,8
10 Kysbrypa u nicuxosorust / Culture And Psychology 40 (0,9%) 815 20,4
11 Psicologia Escolar E Educacional 34 (0,8%) 54 1,6
12 European Early Childhood Education Research Journal 31 (0,7%) 764 24,6
13 Language and Sociocultural Theory 31 (0,7%) 265 8,5
14 Teaching and Teacher Education 30 (0,7%) 678 22,6
15 Cadernos Cedes 30 (0,7%) 33 1,1
16 Frontiers in Psychology 30 (0,7%) 271 9,0
17 Psicologia E Sociedade 29 (0,7%) 165 5,7
18 Educational Studies in Mathematics 27 (0,6%) 707 26,2
19 Voprosy Filosofii 24 (0,6%) 15 0,6
20 Theory & Psychology 23 (0,5%) 891 38,7

Note: The percentage ratio relative to the total number of articles included in the database is indicated in parentheses.

journals in shaping and sustaining the scholarly
field of cultural-historical psychology.

Publications in international journals receive
significantly greater scholarly impact in terms of ci-
tations. The highest average citation rates were re-
corded in the journals Theory & Psychology (38,7),
Educational Studies in Mathematics (26,2) , Euro-
pean Early Childhood Education Research Journal
(24,6), Mind, Culture, and Activity (23,3), Teach-
ing and Teacher Education (22,6), and Culture and
Psychology (20,4). Russian journals exhibit lower
average citation rates — generally below 2 citations
per publication — with the exceptions of Cultural-
Historical Psychology (3,7) and Psychology in Rus-
sia: State of the Art (3,8).

Contribution of the journal

Cultural-Historical Psychology (2005—2024)

An analysis of publication sources highlights
several journals that accumulate the highest num-
ber of publications on cultural-historical psycholo-
gy. Among them, the internationally peer-reviewed
journal Cultural-Historical Psychology holds a prom-
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inent position. In 2025, the journal will celebrate its
20th anniversary. Over this period, it has become a
key platform for publications on cultural-historical
psychology and related fields, playing a significant
role in the development and internationalisation of
scholarly communication in this domain.

Publication activity of the journal

To provide a more detailed account of the jour-
nal Cultural-Historical Psychology’s contribution to
the development of the research field, a dedicated
analysis was conducted of its publication activity,
geographical distribution, and citation impact.

For this purpose, a specialised dataset, J-CHP,
was compiled within the scope of this study, com-
prising 946 publications published in Cultural-His-
torical Psychology between 2005 and 2024 (Shve-
dovskaya et al., 2025). The analysis identified the
number of countries with which the correspond-
ing authors were affiliated. The dataset includes
49 countries, six of which belong to the BRICS+
group (Russia, Brazil, India, China, South Africa,
Iran), while the remaining 43 countries fall within
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the GR group. For each country, total publication
counts and overall citation numbers (based on Sco-
pus and RSCI data) were calculated. Table 5 pres-
ents the ten countries with the highest number of
publications in Cultural-Historical Psychology.
Unsurprisingly, the largest number of publica-
tions in the sample is authored primarily by re-
searchers affiliated with Russian institutions. In
addition to Russia, significant contributions to the
journal’s publication activity were made by authors
from Australia (21 publications), the United King-
dom (19 publications), the United States (18 pub-
lications), Brazil (17 publications), Germany (12
publications), and Israel (10 publications).

TOP-10 countries by number of publications

The highest average citation counts per publica-
tion (according to RSCI and Scopus data) were re-
corded for authors from the United States (8,9/17,7
citations per article), Russia (2,7/12,9), Israel
(2,3/17,6), and Australia (6,5/11,6). These figures
indicate that publications by authors from these
countries contribute not only quantitatively but also
significantly to the journal’s scholarly impact.

The citation counts of articles published in the
journal Cultural-Historical Psychology over the
years, normalised for the time elapsed since pub-
lication, allow for the comparison of publications
from different years while accounting for the vary-
ing “age” of each article (Fig. 14).

Table 5

in the journal «Cultural-Historical Psychology»

Position Country Number of pu!)lications Citations (RSCI) Citations (Scopus)
(since 2005 / since 2018) (total/average) (total/average)
1 Russian Federation 770/285 9946/2,7 778/12,9
2 Australia 21/8 244/6,5 52/11,6
3 United Kingdom 19/6 63/0,8 5/3,3
4 USA 18,7 318/8,9 62/17,7
5 Brazil 17/9 16,/0,9 8/0,9
6 Germany 12/3 70,0,7 2/5,8
7 Israel 10/6 176/2,3 14/17,6
8 Greece 8/5 30/1 5/3,8
9 Canada 8/3 105/1 3/13,1
10 Armenia 3/3 3/0 0/1
Other countries (n = 39) 113/40 696/4,1 164/6,2

Note: The number of publications is given in two versions for comparison with citation data from the Scopus database, which is

only available from 2018. Average number — per publication.

y=-868x10"+4.34x, R*=0.38

CpefHee yucno LMTUpOBaHWIA B rof
Average number of citation per year

NCTOYHKMK oa
Source

Havano uxaekcupoBaHus B Scopus
Start of indexing in Scogus

2020

2015

2018
[op/Year
HHbIX __ PUHL _._ Scopus

RSCI

Fig. 14. Average number of citations of articles published in the journal «Cultural-Historical Psychology» in the scientific

databases RSCI (n =941) and Scopus (n = 330): the numbe
publication;

r of citations is normalized relative to the number of years since

— linear trends, linear regression results are shown in the upper right corner
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An analysis of citation counts for publications in
the journal indicates an overall upward trend from
2005 to 2024 (based on RSCI data). According to
the results of a linear regression model, the average
annual increase is 1,02 citations. However, the ap-
plied linear model captures this dynamic with lim-
ited accuracy (R = 0,39), suggesting a more com-
plex pattern of change.

The results indicate that the number of cita-
tions declined somewhat between 2010 and 2013,
whereas a sharp increase in citations was observed
during 2018—2020. This growth coincides with the
journal’s inclusion in the Scopus database, which
likely contributed to the expansion of its visibil-
ity and international accessibility. In subsequent
years, a decline in citation counts has been noted;
however, further investigation is required to deter-
mine whether this is related to changes in publica-
tion volume, shifts in thematic focus, or temporal
lags in citation accumulation.

Thematic trends in journal publications

To analyse the thematic structure of publica-
tions in the journal Cultural-Historical Psychology,
a frequency count of author keywords was con-
ducted. The sample included 903 articles published
between 2005 and 2024. These publications con-
tained 2959 unique keywords, reflecting the jour-
nal’s broad thematic range.

Unsurprisingly, the most frequently occur-
ring keywords were cultural-historical psychology
(147 publications, accounting for 16,3% of the sam-

ple) and L.S. Vygotsky (60 publications, 6,6% of the
sample). All other keywords appeared in fewer than
5% of publications.

For further analysis, keywords with a frequency
of at least 10 mentions (in more than 1% of pub-
lications) were selected. Based on this list, a word
cloud of the most frequently occurring terms was
generated (Fig. 15).

The keyword analysis reveals that, in addition
to the most obvious and expected terms such as
cultural-historical psychology and L.S. Vygotsky, fre-
quently occurring keywords include zone of proxi-
mal development (49 mentions, 5,4% of publica-
tions), activity (45 mentions, 4,9%), activity theory
(36 mentions, 3,9%), development (35 mentions,
3,8%), and reflection (33 mentions, 3,6%).

It should be emphasised that the predominance
of terms related to activity and developmental ap-
proaches confirms the sustained interest in the key
categories of cultural-historical theory and activity
theory within the journal’s publications. Of partic-
ular note is the inclusion of the term perezhivanie
(mentioned in 29 publications, 3,2%). The frequent
use of this term may reflect a tradition of active the-
oretical and practical engagement with the concept
within the journal.

The frequency analysis of keywords demon-
strates a reliance on the classical conceptual frame-
work of cultural-historical psychology, alongside
the continued research interest in more contempo-
rary developments within the Russian psychologi-
cal school.
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The thematic dynamics of publications in the
journal Cultural-Historical Psychology over the
twenty-year period allow tracing changes in re-
search emphases and key concepts that have cap-
tured authors’ attention. To this end, keyword
mention frequencies were calculated separately for
four five-year intervals (2005—2009, 2010—2014,
2015—2019, and 2020—2024) (Table 6).

As in the previous section, the keywords “cul-
tural-historical psychology” and “Vygotsky L.S.”
were excluded from the analysis because they have
consistently remained the most frequent ones in all
time periods. Among the rest of the term collection,
five of the most frequent keywords for each period
were selected. In some cases, the number of selected
words exceeds five due to the coincidence of fre-
quencies.

The results of the analysis indicate that in earlier
periods (prior to 2015), the terms activity and ac-
tivity theory consistently featured among the most
frequently occurring keywords. In later intervals
(from 2015 onwards), activity continued to retain
its significance, whereas activity theory fell out of
the top frequency ranks, possibly reflecting a shift
in research focus from methodological consider-
ations to more applied and specific investigations.

It is also noteworthy that in the first two time
intervals (2005—2009, 2010—2014), the keyword
culture ranked among the most popular, whereas its
frequency significantly declined in later years.

Notably, in the most recent five-year period
(2020—2024), four of the five most frequently oc-
curring keywords are directly related to develop-
mental issues: zone of proximal development, devel-
opment, learning, and preschool psychology.

Additionally, it is worth noting that in recent
years, more specific terms related to developmental
and educational topics have increasingly appeared
in the thematic spectrum, whereas earlier periods
were dominated by more general theoretical con-

cepts. This shift may indicate a gradual transition
from methodological research to empirical and
practice-oriented studies.

Analysis of the impact of publications from

the journal Cultural-Historical Psychology

To assess the scholarly impact of the journal
Cultural-Historical Psychology, the CJ-CHP data-
set was compiled, including publications that cite
articles from this journal as sources. The analysis
covers the entire period from the journal’s incep-
tion in 2005 through to 2024.

The dataset includes publications affiliated with
authors from 61 countries, reflecting the broad
geographical reach of the journal’s scientific influ-
ence. For each country, the total number of citing
publications was calculated, based on the affiliation
country of the corresponding author. From these
data, the twenty countries with the highest number
of publications citing articles from Cultural-Histor-
ical Psychology were selected (Table 7).

Citation counts. Unsurprisingly, the highest
number of citations of publications from the jour-
nal Cultural-Historical Psychology was recorded in
Russia: 497 out of 949 citing publications (52,3% of
the total citing works identified). Citation counts
from other countries are significantly lower. The
highest numbers of citing publications outside
Russia were observed in Australia (63 publications,
6,6%), the United States (40 publications, 4,4%),
Norway (32 publications, 3,4%), Brazil (31 publi-
cations, 3,3%), and China (28 publications, 3,0%).
In all other countries, the number of citing publica-
tions does not exceed 16 per country.

Quartiles of citing journals. To assess the sta-
tus of citing publications, an analysis of the quar-
tiles of the journals in which they were published
was conducted based on SJR data. Quartile infor-
mation for the sources was available for 775 out of
949 publications, representing 81,7% of the sam-

Table 6

Frequency dynamics of key terms in the journal «Cultural-Historical Psychology» for the period 2005—2024

Five-year period TOP keywords (absolute frequency of occurrence)
2005—2009 activity theory (9), activity (8), zone of proximal development (8), perezhivanie
Total words — 971, publications — 208 | (8), culture (7), thinking (7), speech (7)
2010—2014 activity (12), culture (10), reflection (10), consciousness (10), personality (9),
Total words — 1462, publications — 234 | activity theory (9)
2015—2019 development (12), activity (10), zone of proximal development (10), personality
Total words — 1493, publications — 235 | (10), perezhivanie (10), reflection (10)
2020—2024 zone of proximal development (17), activity (12), development (11), learning (10),
Total words — 1564, publications — 245 | preschool psychology (10)

Note: excluded are «Vygotsky L.S.» and «cultural-historical psychology», the most frequent words in each five-year period.
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Table 7

Number of citing articles of the journal «Cultural-Historical Psychology» by country
(TOP-20 countries with the highest number of citing publications)

No Country Number of citing publications Country group
1 Russia 497 BRICS+
2 Australia 63 GR

3 USA 40 GR

4 Norway 32 GR

5 Brazil 31 BRICS+
6 China 28 BRICS+
7 Greece 16 GR

8 Spain 16 GR

9 South Africa 15 BRICS+
10 Germany 13 GR

11 | United Kingdom 13 GR
12 | Sweden 10 GR

13 France 10 GR

14 | Switzerland 10 GR

15 | Israel 9 GR
16 | Chile 8 GR

17 | Finland 8 GR
18 | Kazakhstan 7 GR
19 | Canada 7 GR
20  |Netherlands 6 GR

Other countries 89

ple. Of these 775 articles, 296 (38,2%) were pub-
lished in first quartile (Q1) journals, 200 (25,8%)
in second quartile (Q2), 235 (30,3%) in third
quartile (Q3), and only 40 (5,8%) in fourth quar-
tile (Q4) journals. Thus, approximately one third
of all citing articles appeared in highly ranked
journals. Results from a one-sample Kolmogorov-
Smirnov test confirmed a statistically significant
deviation from a uniform distribution (z = 10,633,
p < 0,001), supporting the conclusion that pub-
lications from Cultural-Historical Psychology are
highly cited in prestigious scientific journals. This
finding underscores the international significance
of the journal and its integration into the global
scientific community.

Co-authorship. The constructed country-lev-
el co-authorship network based on publications
citing the journal Cultural-Historical Psychology
(CJ-CHP dataset, n = 949) corroborates the geo-
graphical data presented in Table 7. The analy-
sis was conducted using the fractional counting
method with an inclusion threshold set at a mini-
mum of five publications and at least one citation
per publication. These criteria were met by 33
countries out of 256 represented in the overall
sample (Fig. 16).

The results of the assessment of BRICS+ coun-
tries’ contribution to the development and inter-
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national visibility of cultural-historical psychology
are reflected in the structure of the co-authorship
network among publications citing the journal
(Fig. 16). Nine clusters were identified, among
which BRICS+ countries are involved in the co-
authorship networks of four clusters.

* Cluster 1B (red): Brazil (30 publications), in
cooperation with France, Greece, Italy, Serbia, and
Switzerland — a Latin-European cluster reflecting
active connections of Brazilian researchers with
Southern and Western Europe.

* Cluster 4B (yellow-green): South Africa
(15 publications) and Iran (9 publications), in col-
laboration with Hong Kong — encompassing in-
terregional ties of the Global South involving the
Asian research space.

* Cluster 5B (purple): China (31 publications),
cooperating with Japan, Malaysia, and the United
States — representing Asian-American collabora-
tion.

* Cluster 6B (turquoise): Russia (506 publica-
tions), closely linked with Belarus and the Czech
Republic — an Eastern European cooperative clus-
ter with Russia occupying a leading position.

Other clusters formed by countries in the GR
group are not detailed in this section, as the primary
objective of this stage of the study was to identify
the positions of BRICS+ countries within the in-
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Fig. 16. International co-authorship network by country based on publications citing articles from the journal Cultural-
Historical Psychology (analysis using VOSviewer).

ternational co-authorship network of publications
citing the journal Cultural-Historical Psychology
and to assess their scientific collaboration ties.

The thematic diversity of works citing articles
from the journal Cultural-Historical Psychology is
characterised by a broad scope. The sample en-
compasses 118 distinct subject categories, under-
scoring the multidisciplinary nature of the jour-
nal’s influence.

The most frequently occurring thematic catego-
ries are as follows:

* FEducation — 416 publications, accounting for
43,8% of the total;

* Social Psychology — 313 publications (33,0%);

* Psychology, miscellaneous — 298 publications
(31,4%):

* Developmental and Educational Psychology —
272 publications (28,7%);

* Cultural Studies — 150 publications (15,8%);

 Applied Psychology 144 publications
(15,2%).

The wide distribution of thematic categories
indicates that research published in the journal
Cultural-Historical Psychology is in demand across
diverse scientific fields, encompassing both fun-
damental and applied domains. The proportion of
publications by subject category is visualised as a
thematic category word cloud (Fig. 17).

To delineate the semantic field of publications
citing articles from the journal Cultural-Histor-
ical Psychology included in the CJ-CHP sample

(n = 949), an analysis was conducted using VOS-
viewer on the titles and abstracts of citing works.
A binary counting method was applied, recording
the number of documents in which each term ap-
peared at least once.

The automatic processing yielded 19 608 terms,
of which 293 met the threshold of at least 20 men-
tions in documents. A relevance score was calcu-
lated for each term, and 60% of the most relevant
terms — comprising 176 concepts — were retained
for further analysis.

In preparing the visualisation, technical and
generic scientific terms lacking substantive
specificity for semantic analysis were excluded
from the sample. These included questionnaire,
abstract, year, value, literature, low level, etc., re-
view, sample, survey, notion, respondent, event,
comparative analysis, paper, topic, test, level, fac-
tor, characteristic, scale, empirical data, and ef-
fect. The final semantic network comprised 153
key terms (Fig. 18).

Semantic analysis of publications citing the CJ-
CHP sample revealed three clusters of key terms
reflecting the substantive dominants of scholarly
works referencing articles from the journal Cultur-
al-Historical Psychology (Fig. 18).

* Cluster 1G (red, 79 terms) — Key concepts
of cultural-historical psychology. This cluster en-
compasses terms related to the development and
interpretation of core concepts within cultural-
historical psychology across various theoretical
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traditions, including works from different academic
schools and generations of researchers.

* Cluster 2G (green, 71 terms) — Communi-
cation, personality, development. This cluster is
dominated by terms associated with interpersonal
interaction, age-related characteristics, and person-
ality formation.

* Cluster 3G (blue, 3 terms) — Social situation,
development. Despite the small number of terms,
this cluster forms a distinct group related to the
category of the social situation of development,

emphasising its particular significance within the
cultural-historical paradigm.

The resulting structure of the semantic network
indicates that the influence of the journal Cultural-
Historical Psychology extends across several interre-
lated yet relatively autonomous thematic directions.

Temporal analysis of keywords in the CJ-CHP
sample (Fig. 19) was conducted using the metric
Average Publication Year (Avg. pub. year), which re-
flects the dynamics of thematic directions in publica-
tions citing articles from the journal Cultural-Histor-
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ical Psychology. Technical and general cultural terms
were excluded from the analysis to highlight the most
significant substantive concepts. For each keyword,
the total number of publications in which it appears
over the entire analysed period is also provided.

The analysis showed that citations of the journal
Cultural-Historical Psychology increased following
its inclusion in the international database Scopus
(Fig. 19). The temporal indicators of priority topics
in the sample of publications citing the journal are
as follows:

 In 2019, the most frequent terms were: fam-
ily — 52 mentions, category — 33, young child — 26.

 In 2020, emphasis shifted to terms such as:
child — 276, concept — 220, perspective — 129, psy-
chology — 122, knowledge — 100.

e In 2021, dominant terms included: ap-
proach — 230, education — 211, relationship — 206,
learning — 176, teacher — 173.

* In 2022, prominent terms were: activity theo-
ry — 32, pandemic — 30, disability — 27, higher edu-
cation — 26.

Thus, the dynamics of citing publications reveal
a shift from general theoretical and categorical con-
cepts towards applied educational issues and press-
ing social contexts of recent years.

Discussion

The results of the bibliometric analysis charac-
terise the publication landscape of cultural-histor-
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ical psychology as a dynamically developing, in-
ternationalised, and thematically diverse scientific
field, in which BRICS+ countries demonstrate a
progressive expansion of their scholarly presence
and growing influence.

Contribution of BRICS+ countries

to publication growth (RQ1)

Key trends in the dynamics and geographical
distribution of publication activity in cultural-his-
torical psychology from 2005 to 2024 demonstrate
that global publication output in this field main-
tains a positive trajectory. However, growth trajec-
tories differ markedly between BRICS+ countries
and others. In BRICS+ countries, a steady and,
in some cases, accelerating increase in publication
numbers has been observed. For example, Russia’s
publication count has increased more than seven-
fold, Brazil experienced over a 3,7-fold growth in
the early period (2005—2014), and China’s pub-
lications nearly quintupled in recent years. These
data confirm that publication activity in BRICS+
countries outpaces that of other countries on sev-
eral indicators, where growth rates have stabilised
or declined. Moreover, the increase in publication
activity in BRICS+ countries is accompanied by
the emergence of distinct thematic priorities. These
findings align with international studies document-
ing a shift in the centre of scientific growth towards
the Global South and an increased contribution
of BRICS+ countries to global scientific advance-
ment (Alperin et al., 2024; Selenica, 2025).
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International scientific collaboration

and scholarly impact (RQ2)

The structure of international scientific col-
laboration in cultural-historical psychology is
characterised by dense networks in non-BRICS+
countries and limited cooperation within the
BRICS+ bloc. Local research centres dominate
within BRICS+ countries, with few stable inter-
country collaborations observed among them. Iso-
lated partnerships have been recorded between
Russia, Brazil, China, and South Africa, aligning
with findings from other studies (Pouris & Ho,
2014; Sooryamoorthy, 2023) that highlight the
fragmented nature of scientific integration in the
Global South.

Citation analysis, however, indicates that the
international impact of publications from BRICS+
countries is increasing. In recent years, there has
been growth in the average annual number of ci-
tations, and articles authored by researchers from
Russia, China, Brazil, and South Africa have at-
tracted the attention of international research
groups.

Thematic directions and their

transformation (RQ3)

Temporal and semantic analyses of publications
in cultural-historical psychology over the period
2005—2024 reveal a stable substantive core related
to activity theory, mediation, the zone of proximal
development, and development (Cong-Lem, 2022;
Veresov, 2024). In BRICS+ countries, there re-
mains a pronounced interest in the theoretical and
methodological foundations of cultural-historical
psychology, with an emphasis on developmental
and educational issues (Gromyko, 2023; Khol-
mogorova, 2016).

The thematic analysis of publications cit-
ing articles from the journal Cultural-Historical
Psychology shows that applied and interdisci-
plinary research dominates in other countries,
whereas BRICS+ countries maintain a focus on
the foundational concepts of cultural-historical
theory.

Thematic shifts in BRICS+ countries towards
educational and social research have been actively
recorded since the mid-2010s, likely related to the
later inclusion of national journals in internation-
al scientometric databases (Alperin et al., 2024).
BRICS+ countries demonstrate an intensive tran-
sition from theoretical and methodological research
to applied and educational agendas, reflecting the
integration of national schools into the global sci-
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entific community and the expanding applicability
of cultural-historical psychology in contemporary
social contexts.

Contribution of the journal

Cultural-Historical Psychology

to internationalisation (RQ4)

The journal Cultural-Historical Psychology con-
tinues to hold a leading position within the publi-
cation landscape of cultural-historical psychology,
as evidenced by its inclusion in global research net-
works (Rubtsov et al., 2019; Meshcheryakov et al.,
2022). Semantic analysis of citing publications in-
dicates the journal’s multidisciplinary impact, with
dominant themes related to education, social and
developmental psychology, cultural studies, and
social inclusion.

The journal’s growing international visibility is
further confirmed by a citation geography span-
ning 61 countries, with 38,2% of citing publica-
tions appearing in first quartile (Q1, according
to SJR) journals. Active citation clusters involve
Brazil, China, Russia, and South Africa; however,
transnational connections within the BRICS+
bloc remain sparse.

Conclusion

The results of the conducted bibliometric
analysis confirm that cultural-historical psychol-
ogy remains one of the most dynamically de-
veloping fields within the humanities. BRICS+
countries demonstrate not only growth in pub-
lication activity but also increasing integration
into the global scientific agenda. At the same
time, distinct thematic priorities are emerging,
consistently associated with developmental and
educational issues.

Nevertheless, international cooperation within
the BRICS+ bloc remains fragmented and requires
further development. The absence of stable trans-
national networks may hinder the formation of
intercultural research schools and limit the global
contribution of BRICS+ countries to the advance-
ment of this scientific domain.

These findings underscore the growing impor-
tance of research conducted within the cultural-
historical psychology paradigm, the relevance of
which may be driven by:

* identifying and overcoming barriers and op-
portunities for expanding international collabora-
tion among BRICS+ countries;
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« analysing transformations in national science
policies that incentivise publications in high-rank-
ing international journals;

* investigating the integration of cultural-his-
torical psychology into interdisciplinary research
amid digitalisation, social inclusion, and global
challenges.

Continued bibliometric monitoring with a fo-
cus on collaborative and thematic shifts will enable
timely identification of key growth points and stra-
tegic priorities in cultural-historical psychology as
a global scientific discipline.

Limitations. This study has several limitations
that should be taken into account when interpret-
ing the results.

1. Limited source selection. The analysis was based
on data from Scopus, OpenAlex, the Russian Science
Citation Index (RSCI), and PsyJournals.ru. Although
these databases encompass a substantial body of pub-
lications, they may exclude works published in local
journals not indexed within these systems.
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Appendix A. PRISMA flow diagram for the selection of publications on the topic of cultural-historical psychol-
ogy: «*» — The analysis included publications of the document type «article» and /or «reviews published in journals
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Appendix B. Sankey diagram of the ratio of the five most frequent subject area categories of publications on the
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Abstract

The subject-symbolic approach is grounded in cultural-historical theory and addresses a critical gap in the
field of psychological support for children and adolescents. It offers a framework for overcoming emotional,
behavioral, interpersonal, and self-related difficulties in individuals with typical development as well as
those with mild developmental deviations, while also providing support for their caregivers. The approach
integrates assistance in resolving these issues with the broader developmental tasks of the child. Its central
premise is that psychological support should aim to foster the child’s subjectivity and consciousness by re-
structuring subject-subject relationships and interactions with their immediate social environment, taking
into account age-specific and individual characteristics. Transformational change is made possible through
the awareness of the symbolic meaning embedded in experience (perezhivanie). A symbol is understood as
acultural form that mediates subject-subject relationships and their representation in individual conscious-
ness. The paper proposes original techniques for joint work with children and their parents, based on the
use of symbolic forms.

Keywords: subject, symbol, consciousness, subject-subject relationships, interaction, psychological devel-
opment, perezhivanie, psychological structure of the defect, psychological support
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Pesztome

Cy6beKTHO-CUMBOJIMYECKUI T10/IX0/] OCHOBAH HA KYJIbTYPHO-UCTOPUYECKON TEOPUU U BOCIIOJHSET MPO-
6esl B OKazaHUU TICUXOJOTHYECKON TTIOMOIIH, HAIIPABICHHOI HA MPEOIOJIEHNUE DMOIIMOHATbBHBIX, TTOBE/ICH-
4ecKux 1pobieM, mpobiieM MEKINYHOCTHBIX OTHOIIEHWH U B3aUMOJIEHCTBISI, CAMOOTHOIIICHUS Y IeTel 1
MOPOCTKOB ¢ HOPMOTHUITUYHBIM PA3BUTHEM U JIEFKUMU OTKJIOHEHUSIMU B PA3BUTHH, & TAKIKE /ISl OKa3aH st
MOMOIIM MX POAMUTESAM. [10/1X0/1 COBMEIaeT IOMOIIb B TIPEOIOJEHUH JaHHBIX TPOOJIEM U PelIeHNH 3aj1au
MCUXIIECKOTO PasBUTHs peberka. OCHOBHAS HMesl MOAX0/A 3aKTI0YAETCsT B HAIPABICHHOCTH TOMOIIH Ha
pasBuTHe CyOBEKTHOCTH U CO3HAHUS peOeHKa 3a CUET IEePECTPONKHN ero CyObeKT-CyObeKTHBIX OTHOIIEHUI
U B3aUMOJIEHCTBUS ¢ OMVZKANIINM OKPYKEHUEM ¢ YUETOM €ro BO3PACTHBIX U MHIMBUAYAJIbHBIX 0COOEH-
Hocreil. Viamernenus obecrednBaioTest 61arofapsi 0CO3HAHUIO CMBICTIOBOTO COJIEPIKAHUS TIePEKUBAHMS, BbI-
PKEHHOr0 B cUMBOJIMYECKOl (hopme. CUMBOJI OHUMAETCS KaK KyJbTypHas (opMa omocpescTBOBaH s
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Introduction

In the practice of providing psychological as-
sistance to children and adolescents, specialists
often encounter requests related to resolving cur-
rent issues that emerge at specific developmental
stages and are primarily linked to interpersonal
relationships and social interactions. These is-
sues may arise in both typically developing chil-
dren and adolescents as well as those with mild
developmental deviations. Commonly observed
interpersonal difficulties include emotional prob-
lems, peer interaction challenges, strained rela-
tionships with parents, behavioral disorders, and
issues of self-perception.

A range of approaches has been developed to
address these challenges. Among them, various
forms of cognitive-behavioral therapy (CBT)
have gained the greatest popularity. Other
methods based on psychodynamic and humanis-
tic paradigms, as well as art therapy, play ther-
apy, and narrative approaches, have also been
applied. Most handbooks on child and adoles-
cent psychotherapy emphasize the importance
of accounting for the specific features of their
psychological development. However, this con-
sideration is usually mentioned only in passing
and lacks thorough theoretical elaboration. The
issue at hand goes beyond developmental age
norms: these interpersonal difficulties are simul-
taneously products of development and factors
capable of altering the trajectory of a child’s psy-
chological growth.

Typically, psychological issues that manifest
during certain life stages are difficult to strictly
distinguish from developmental deviations. This
is especially true for so-called mild developmen-
tal anomalies — such as dysfunctions in particular
cognitive functions, attachment disorders, learn-
ing difficulties, or specific emotional response
patterns. For instance, difficulties in construct-
ing speech-motor programs may hinder peer com-
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munication, provoke aggressive behavior or social
withdrawal, and thereby exacerbate the initial de-
velopmental concern. This creates a pathological
developmental cycle that intensifies the original
issue. Even in the context of normative develop-
ment, relationship and interaction problems may
act as triggers for pathological changes in the
child’s mental health.

This leads to the necessity of a methodological
synthesis between perspectives on psychological
development and the mechanisms underlying the
emergence of current psychological difficulties. In
other words, it is essential to simultaneously ad-
dress both developmental tasks and acute psycho-
logical problems, recognizing how the latter shape
the child’s social developmental context.

Achieving this synthesis requires an appropri-
ate conceptual framework and developmental the-
ory. In our view, cultural-historical psychology
offers such a framework. However, practical ap-
plications of this approach have traditionally fo-
cused on forming of the psyche and correcting its
abnormal development. Areas related to child psy-
chotherapy — especially those targeting personal
issues, emotional experiences, and the child’s re-
lationships with others — remain underexplored
within this tradition.

Our research on symbolically mediated interac-
tions and social relationships in children and ado-
lescents, both typically developing and those with
mild developmental disorders, conducted using
the experimental-genetic method, has revealed key
developmental patterns and mechanisms. These
findings enabled the development of effective psy-
chological correction techniques (Polyakov, 2022).
These techniques have proven applicable and ben-
eficial in practical work with children and their
families, particularly in addressing interpersonal,
emotional, behavioral, and self-related difficul-
ties. Based on this work, we have formulated an
approach rooted in cultural-historical psychology,
which we term the subject-symbolic approach.
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Theoretical basis

One of the central concepts underlying the de-
scribed approach is the category of subject — subject
relationships, which manifest in the child’s interac-
tions with others. This category makes it possible
to bridge two perspectives: (1) addressing devel-
opmental difficulties that are shaped by the nature
of these relationships and (2) resolving the contex-
tual psychological challenges that arise at specific
stages of development. Within cultural-historical
psychology, subject — subject relationships repre-
sent the foundational mechanism behind all ma-
jor transformations of the child’s psyche, brought
about through participation in social practices —
including psychological support. We conceptual-
ize these relationships as symbolically mediated,
subjectively meaningful connections between two
or more subjects, expressed through their shared
experience and actions.

The application of this category entails several
important consequences for psychological practice
with children and their families:

(a) Psychological support primarily targets the
correction or construction of subject — subject re-
lationships within the child’s immediate social en-
vironment, most often with parents. Accordingly,
family-based interventions are essential when ad-
dressing intrafamilial relationships. Peer-related
challenges must also be considered in their broader
interpersonal context.

(b) Transforming these relationships directly
influences the mechanisms of psychological devel-
opment. Relationship difficulties should be under-
stood in terms of their potential to foster or inhibit
development. This developmental impact serves as
the core criterion for evaluating whether relation-
ships are normal or deviant.

(¢) Many psychological issues are the child’s
and environment’s shared reaction to the child’s in-
dividual psychophysiological characteristics. These
responses represent a form of co-experienced affec-
tive engagement with those features.

The issue of co-being and development raises
a phenomenological question: in what form does
one subject exist for another — how is the child
perceived by others (primarily parents or caregiv-
ers) and how do others exist for the child? At the
psychological level, how does the Other act in the
child’s inner world, and vice versa? This prompts
us to engage the problem of consciousness. Within
cultural-historical theory, consciousness is under-
stood as a functional organ of the psyche that en-
ables individuals to construct meaningful relation-
ships with the world; it develops ontogenetically
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through subject — subject interaction and is medi-
ated by cultural forms — namely, signs and symbols
(Vygotsky, 1982, 1983a; Leontiev, 1983; Zinchen-
ko, 2006).

Importantly, not all experience fully embod-
ies consciousness. L.S. Vygotsky linked the origin
and operation of consciousness to intersubjective
relations expressed in external interaction. He re-
garded perezhivanie (lived experience) as the unit
of analysis that refracts both the self and the Other
(Veresov, 2016; Vygotsky, 1983a, 2001): “Every
higher psychological function was external be-
cause it was social before it became internal, that
is, psychological; it was originally a social relation
between two people” (Vygotsky, 1983a, p. 145).
Perezhivanie reflects the child’s relationship with
the environment (Vygotsky, 1984, 2001). Regard-
ing the connection between perezhivanie and con-
sciousness, he writes: “To be conscious of one’s
experiences means nothing other than possessing
them as objects (stimuli) for other experiences.
Consciousness is the experience of experiences,
just as perezhivanie is the experience of objects”
(Vygotsky, 1982, pp. 88—89). This highlights the
reflexive character of consciousness — its capacity
to respond to psychological experience, rooted in
actual interactions with others.

F.E. Vasilyuk and T.D. Karyagina empha-
size that not every experience qualifies as per-
ezhivanie — only those in which the subject (the
self) enters into a relation with the experience (Vas-
ilyuk & Karyagina, 2017). N.E. Veraksa likewise
emphasizes that it is impossible to build or modify
a child’s relationship with the surrounding world
or to master cultural tools without engaging with
perezhivanie (Veraksa, 2024). In his account of the
“crisis of age seven,” Vygotsky demonstrated that
the child’s social situation of development — i.e., re-
lationships with others emerging at a given stage —
can be analyzed through perezhivanie (Vygotsky,
1984). The structural dimension of consciousness
and perezhivanie is further elaborated in the works
of Vygotsky, Leontiev, and Zinchenko, who consis-
tently underscore the importance of meaning as the
link between subject and world (Vygotsky, 1982,
1983b, 1984, 2001; Zavershneva, 2015; Zinchenko,
2006; Leontiev, 1983; Polyakov, 2022a, 2022b).

Thus, working with conscious perezhivaniya be-
comes the key to transforming the child’s subject —
subject relationships with others — thereby modify-
ing the child’s social developmental situation. This,
in turn, alters the subjective significance of life
events and changes the child’s emotions and behav-
ior. In practice, it is critical to address not only the
child’s perezhivaniya, but also those of their imme-
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diate social circle — especially parents. This opens
the possibility for mutual recognition, emotional
attunement, and the real presence of the Other as
a subject. In many cases, problems brought forth by
families can be addressed by enabling the child and
parents to recognize each other’s perezhivaniya. In
this context, relationships and consciousness rep-
resent two dimensions of the same psychological
reality. By working with conscious experience, we
restructure the child’s relationships with others.

Conscious experience (perezhivanie) is medi-
ated through the use of cultural forms — signs
and symbols. We distinguish between signs and
symbols based on the type of experience they ad-
dress and the psychological capacities required to
master them (Polyakov, 2022a, 2022b). A sign is
considered a cultural form that represents subject
— object relations and instrumental activity within
consciousness. A symbol, in contrast, functions as a
cultural form that expresses unique subject — sub-
ject relations — a form of co-existence that makes
individual subjective realities intelligible.

Thus, the conscious awareness and restructuring
of subject — subject relationships and interactions
requires the use of symbolic forms in working with
children and their families. We argue that it is im-
portant to differentiate between various symbolic
forms according to their psychological functions in
the structure of consciousness and their role in sup-
porting the formation of the individual as a subject
engaged in relationships with others (Polyakov,
2022a, 2022b). For example, when working with
identity-related difficulties in children aged 9—10
and older, the use of autobiographical narratives
has proven effective (Nurkova, 2022; Polyakov,
2022a; White, 2007).

In order to address a child’s psychophysiologi-
cal traits and the perezhivaniya associated with
them, we apply the concept of the psychologi-
cal structure of the defect, initially proposed by
L.S. Vygotsky, developed by V.I. Lubovsky, and
further elaborated in our work (Vygotsky, 1983b;
Lubovsky, 2018; Polyakov, 2024). This concept
refers to a hierarchically organized model of atypi-
cal psychological development in which a central
defect (a primary impairment or characteristic)
generates a wide array of secondary manifesta-
tions, as well as the subject’s psychological re-
sponse to it. This model is essential for revealing
the mechanism underlying a given psychological
difficulty and for identifying the main targets of
psychological support.

Let us illustrate the above with a clinical case,
which we will continue to develop throughout this
article.
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The parents of an 8-year-old girl with preserved
intellectual abilities sought help for autoaggressive
behavior — the child was hitting, scratching and ver-
bally demeaning herself. The aim of psychological
support in such cases is not merely to eliminate the
behavior but to uncover the psychological mecha-
nism behind its emergence. This necessitates a thor-
ough consideration of the psychophysiological traits
of both parties in the relational dynamic (particu-
larly the mother and child) as well as an exploration
of the symbolic expression of their perezhivaniya
regarding the situation. The girl was characterized
by heightened emotional sensitivity, especially at-
tunement to her mother’s emotions. Combined with
the mother’s anxiety over the child’s emotional well-
being, this formed a particular interactional cycle
within the “parent — child” system. The child’s con-
stant awareness of her mother’s worry — and her
belief that she was the cause of that worry — led to
self-rejection.

The therapeutic process focused on transforming
the mother’s attitude toward the child’s emotional
state and her ways of responding to it. This, in turn,
brought about changes in the child’s emotional ex-
pression, her self-perception, and, as a consequence,
improved the mother’s emotional well-being as well.

The central idea of the subject —
symbolic approach

The central principle of the subject — symbolic
approach lies in offering psychological support to
the child and their caregivers, aimed at restructur-
ing subject — subject relationships and interactions
through the conscious exploration of the meaning-
laden symbolic representations of emotional expe-
rience.

This approach is directed toward fostering
and supporting the child’s subjectivity, under-
stood as the awareness and enactment of mean-
ingful relationships with the world — above all,
with significant others. The subject — symbolic
approach facilitates the mutual understanding
of the meaning behind symbolic manifestations
of subject — subject relations between the child
and their parents.

The external manifestations of the subject
(child, caregiver, peer), along with the underlying
affective components of experience, are viewed as
symbolic forms that express what is subjectively
significant for the individual and represent their re-
lationships with the world, especially with others.

This method addresses children and adolescents
between the ages of 6 and 19, as well as their parents.
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Returning to our earlier case:

In analyzing the girl’s autoaggressive behav-
ior, it was essential to determine what this behavior
meant to her. We came to understand that it reflected
a negative self-perception — she believed she was
"bad” — and symbolized her subjective experience
of the relationship with her mother, in which she felt
responsible for her mother’s distress. The mother, in
turn, experienced anxiety and helplessness, unable to
alleviate her daughter's suffering, while overvaluing
the child’s emotional comfort. This example under-
scores the importance of assisting both participants
in their relationship to recognize the symbolic mean-
ing of their respective experiences.

A key element of the approach is the involve-
ment of as many direct participants in the child’s
relational system as possible. This enables them
to "see" and recognize one another, to understand
what lies behind external behaviors, emotional re-
actions, and verbal expressions, and to more rapidly
externalize and reflect upon the underlying rela-
tional issues. Joint work thus acts as a catalyst for
transformation.

It is precisely the work with the symbolic repre-
sentation of experience within consciousness that
provides the foundation for psychological practices
aimed at addressing behavioral, emotional, inter-
personal, and intrapersonal difficulties. Through
symbolic forms, experiences are objectified, becom-
ing accessible for reflection by both the individual
and their social environment. It should be noted
that such experiences often underlie learning dif-
ficulties in school-age children, deviant behavior in
adolescents, and represent one of the most critical
factors in atypical development.

At the core of perezhivanie lies the subjective
significance — or meaning — of lived experience. It
is always unique and individual. However, uncov-
ering that meaning requires attending to its sen-
sory — expressive components: movements, sensa-
tions, mental imagery, thoughts, the affective tone
of emotions, impulses toward action, and more.
These components are significant not in them-
selves, but as means for revealing meaning.

The meanings of experience may be directed
toward the Other or toward oneself and may vary
widely. Each perezhivanie, shaped by the subject’s
individuality, contains conflicts arising from mis-
alignments between the positions of participants in
a relationship. These conflicts define the personal
significance of future transformation and create
motivation for the subject’s active engagement in
that transformation.

Conflicts may arise from contradictions between
the child’s capacities and desires, between what is
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meaningful to the child and what is important to
the parent, or between the child’s wishes and the
adult’s demands. For example:

* a child wants to be accepted by peers but is
excluded;

* a student disrupts lessons while adults de-
mand rule compliance;

+ an adolescent is overwhelmed by anxiety and
a sense of inadequacy, which the parents find per-
plexing;

* a child rages at their own helplessness while
doing schoolwork;

¢ achild tries to express their distress, but par-
ents refuse to believe them.

Importantly, the position of the Other may be
external (i.e., the real behavior of another person)
or internalized by the child. In the latter case, the
drama unfolds on the internal plane of the child’s
consciousness. In essence, the child’s developmen-
tal drama is closely tied to the discrepancy between
who they are and how close others perceive — and
expect — them to be. This is why psychological sup-
port must help both the child and their caregivers
become aware of how they see each other and who
the child really is.

In psychological practice, it is crucial to consider
not only the content and meaning of the conflict for
each party but also their respective responses. The
way a conflict is responded to determines whether
it becomes a source of developmental difficulty or
of personal growth.

A subject’s response may take various forms:

* the conflict may be unrecognized, ignored or
avoided;

* it may be overcompensated through excessive
achievement;

* the desire underlying the conflict may be sup-
pressed;

* the child may conform to the expectations of
adults or peers, suppressing personal aspirations;

* aggression may emerge in response to seem-
ingly insurmountable contradictions;

« or the conflict may be accepted and actively
worked through.

These responses themselves often become the
focus of therapeutic work with both child and care-
givers.

Let us return to the parent — child case to further
illustrate this.

The mother’s realization that her own behavior
was reinforcing the child’s self-rejection and aggres-
sion catalyzed a transformation in how she respond-
ed to her daughter’s emotional expressions. Initially,
the girl “tested” this new relational stance — crying,
hitting herself — to see whether her mother’s attitude
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had truly changed. Over time, she calmed down, reas-
sured by the fact that her mother no longer responded
with distress.

Previously, the mother’s deepest need had been to
ensure her child’s emotional and physical well-being,
while the child’s emotional safety depended on sens-
ing the mother’s calmness. The change in their mutual
responsiveness was what brought about the shift in
the girl’s emotional state and behavior.

In another example, a mother sought help for her
10-year-old son’s disruptive behavior at school, refus-
al to complete homework, and disobedience at home.
The boy exhibited provocative behavior in class and
passively resisted his mother’s demands. She adopted a
strict stance, emphasizing obedience and social norms.

The child perceived the attitude of both his teach-
ers and his mother as limiting his autonomy and right
to self-determination. His behavior served as a sym-
bolic protest against this relational dynamic.

Becoming aware of this underlying conflict
prompted both mother and child to reconsider their
roles and behaviors. The mother’s need to exert con-
trol and the son’s need for autonomy had previously
collided; understanding this helped them begin to
transform their relationship.

Thus, within the subject — symbolic approach,
work is centered on subject — subject relation-
ships as they appear in the lived experience of par-
ticipants and are expressed in their mutual interac-
tions. The goal is to bring about changes in these
relationships such that all participants recognize,
accept, and account for one another’s subjectivity.
Such relationships activate the core mechanisms of
normal child development.

Methods of psychological support
in the subject — symbolic approach

The application of support methods within the
subject — symbolic approach should not be equated
with a rigid technology. First, the choice of method,
its form, content, and sequence depend largely on
the child’s and family’s own initiative and prefer-
ences. One child may respond best to working with
autobiographical narratives, another to modeling
with clay, and a third to the use of metaphors. What
is essential is that the subject generates or selects
symbolic forms that express their experience — rath-
er than relying solely on prefabricated symbols de-
signed by the psychologist (the latter being accept-
able only in exceptional cases). It is worth noting
that many psychotherapeutic approaches commonly
provide therapists with “ready-made” metaphors for
client work (Stoddard & Afari, 2021).
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Second, the same method can serve diverse goals
and be adapted to the specifics of a given case. Thus,
the subject — symbolic approach adapts its working
methods to each individual situation, shaped by the
family’s request, the nature of the issue, the child’s
developmental level, family dynamics, and the stage
of work. It avoids the use of fixed therapeutic pro-
tocols — predefined sequences of interventions —
which are often associated with problem-oriented
approaches. Rather than focusing on problems alone,
the subject — symbolic approach focuses on the child
and the family as relational subjects. The goal is to
foster developmental interaction with the child.

The overarching aim of support is to pro-
mote mutual awareness of lived experience (per-
ezhivanie) between the child and their social envi-
ronment. More concretely, the following changes in
awareness may occur:

* the adult’s recognition and acceptance of the
child’s needs, emotional experiences, and innate (in-
dividual) traits and capabilities (e.g., parents may
underestimate the depth of their child’s emotional
life or believe the child is being manipulative);

* the child’s understanding of their own needs
and the possibilities for meeting them;

* the adult’s clarification or revision (when nec-
essary) of their relational position toward the child,
including expectations and their implementation;

* the adult’s (and sometimes the child’s) rec-
ognition of interactional cycles that perpetuate the
problem — and their subsequent revision;

¢ the adult’s awareness of the child’s develop-
mental potential and the conditions required to
support it, including a reevaluation of their ideal-
ized developmental expectations (e.g., viewing an
ideal child as fully obedient may contradict the
child’s actual development);

* the child’s awareness and resolution of in-
ternal contradictions in their worldview (e.g.,
a 9-year-old girl, following joint work with her
anxious mother, who feared her daughter’s obses-
sive protective rituals, remarked: “These are just
thoughts in my head, so they’re not real — and I
don’t need to worry about them”);

* the adult’s recognition and resolution of in-
tra-familial conflicts rooted in unresolved personal
issues (e.g., contradictory unconscious attitudes to-
ward the child in one or both parents).

To structure the support process, the following
stages can be identified:

1. Analysis of the child’s and adult’s lived expe-
riences and their underlying meanings — revealing
the nature of the conflict (collision);

2. Clarification of the initial and desired psychologi-
cal states of the child or their relationships with others;




Tonsikos A.M. (2025)
CyObeKTHO-CUMBOJIMYECKUI TTOAXO/ K TIPAKTHKE. .
Kyunbrypro-ucropuueckas ncuxosorust, 2025. 21(3), 71—79.

Polyakov A.M. (2025)
The subject-symbolic approach to psychological support practice...
Cultural-Historical Psychology, 2025. 21(3), 71—79.

3. Identification of each party’s response to
the conflict and support in recognizing and ac-
cepting it;

4. Search for constructive ways to resolve the
conflict (collision) or pathways to the desired state,
from both the child’s and adult’s perspectives;

5. Mastery of these constructive strategies by
the child and /or caregivers;

6. Consolidation of change: real-life application,
anticipation of future scenarios, and planning for
further action.

The sequence and necessity of these stages are
not fixed and may vary based on context. At times,
mutual recognition of the core issue by parent and
child is sufficient. In other cases, this insight re-
veals deeper layers. Sometimes, a full progression
through all stages is required.

Categories and examples of methods

in the subject — symbolic approach

Within the subject — symbolic framework, the
methods of psychological support can be provision-
ally divided into two groups:

1. Methods aimed directly at identifying and
transforming subject — subject relationships and
the child’s interactions with parents or peers, as
well as clarifying the caregiver’s position;

2. Methods focused on fostering the awareness
of one’s own experiences in both children and care-
givers (Polyakov, 2022b).

Methods in Group One include:

* Symbolization of experience: The child and
caregivers create symbolic representations of their
experiences in each other’s presence — reflecting
interpersonal relationships, emotional states, and
self-perceptions. This may include storytelling, met-
aphorical descriptions, drawing, sculpting, or rep-
resenting both troubling and desired (goal) states.
These methods help disclose the unique meanings
embedded in inner experiences (memories, sensa-
tions, movements, mental images, events), making
them intelligible to significant others. For example,
in the case of the girl with autoaggressive behavior,
her mother constructed a metaphorical image of the
“ideal mother” as Moominmamma (from Tove Jans-
son’s stories) — a figure representing emotional con-
tainment and calm, which the mother felt she was
Jailing to embody.

* Graphical and verbal modeling of interac-
tional cycles: Cycles of relational dynamics con-
tributing to or alleviating the problem are explored
through drawings, diagrams, or descriptive dia-
logue. In the case above, the mother created a visual
model of how her worry and sense of helplessness,
mirrored by the child’s emotional hypersensitivity,
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reinforced the daughter’s self-negativity — forming
a closed loop. Recognizing this helped the mother
respond more calmly to her daughter’s emotions,
which in turn improved the child’s self-confidence
and emotional regulation.

* Joint description of shared experiences: Child
and caregiver (or peer) collaboratively reflect on
a specific event or behavior, aiming to understand
and acknowledge each other’s perspectives.

¢ Identification of valuable personal qualities:
Working with the child’s lived experience, the psy-
chologist helps uncover strengths — even those
masked by “negative” traits such as anxiety, pas-
sivity, impulsivity, or cognitive limitations. These
insights are shared with the child and caregivers to
reframe aspects of the self that had previously been
rejected.

Methods in Group Two include:

* Position-shifting (decentering): The sub-
ject is encouraged to view events from the Other’s
perspective — such as imagining a parent's view of
their own behavior or engaging with an imagined
interlocutor.

 Symbolic transformation of experience: Auto-
biographical memories are reinterpreted or “recon-
figured” imaginatively. The child may use meta-
phors, drawings, or sculpting to represent a desired
(goal) state that contrasts with a problematic one.
For instance, the previously described 10-year-old
boy, who exhibited provocative behavior, defined
himself as “irresponsible” and sculpted a fragile dan-
delion to represent this self-perception: “It’s small
and doesn’t matter to me.” When asked to create a
contrasting image of “responsibility,” he sculpted a
water lily, explaining: “It floats far from the shore,
and no one touches it.” This metaphor helped the boy
and his mother recognize his resistance to excessive
and rigid control over his behavior.

* Objectification through dissociation: Under-
recognized or rejected emotional states are exter-
nalized and treated as separate from the self, allow-
ing for greater awareness and coping. The child is
shown that they are not identical to their limita-
tions or emotions. For example, anger or anxiety
may be described as an external entity: “What does
your anger look like? What does it make you do?
How do you act when it’s not there?”

» Exaggeration of symbolic expression: Certain
expressive gestures, intonations, or phrases may be
amplified or repeated to help the subject become
aware of the deeper meanings they carry.

* Distancing from experience: The child may
be invited to observe their own emotions “from the
outside,” as if watching a film, reducing their inten-
sity and enabling reflective insight.
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Conclusion

The subject — symbolic approach in counsel-
ing children and their families opens new avenues
for applying cultural-historical psychology to the
domain of psychological support — particularly
in addressing behavioral and emotional diffi-
culties, interpersonal conflicts, and self-related
problems in children with typical development
as well as those with mild developmental devia-
tions. This approach emphasizes the value of de-
veloping the child’s subjectivity and seeks to cre-
ate conditions that facilitate the child’s mastery
of cultural forms of relating to others and engag-
ing in social interaction.

The approach is grounded in the idea that the
formation of the child as a cultural subject is pos-
sible only within particular relationships with oth-
er subjects — relationships that unfold in symbolic
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forms of interaction and are represented in lived ex-
perience (perezhivanie). Perezhivanie manifests in
intentional actions and behavior and is structured
by subjective meaning, which integrates sensory
experience and reflects an invisible bond with other
subjects.

is

The goal of psychological support, therefore,
not simply to achieve emotional comfort or

correct behavior, but to help the child and their
caregivers become aware of what is meaningful

to

the child and to respond to it in light of the

child’s development as a cultural subject. The
subject — symbolic approach facilitates mutual
awareness of experience between children and
their parents through engagement with its sym-
bolic representation — enabling them to see and
accept each other as subjects of relationship and
thus laying the foundation for the child’s normal
development.
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Abstract

Context and relevance. The concept of “perezhivanie” is not fully developed by L.S. Vygotsky, but it is quite
often encountered in his latest works. In his works, L.S. Vygotsky seems to be groping for the content of the
concept of “perezhivanie”, and at the same time he writes about experience (perezhivanie) as a dynamic unit
of consciousness. The development of defectology, and then special psychology, as a scientific psychological
direction working with children with special needs, is inextricably linked with the name of Lev Semenovich
Vygotsky. Actualization of the concept of “perezhivanie” can be of particular importance in the context of
psychological and pedagogical assistance to special needs children, strengthening its humanistic focus, as well
as operationally clarifying methodological developments. Objective. To determine the role of the concept of
“perezhivanie” in the value system of special psychology, and how this concept changes the attitude to the the-
ory and practice of working with children with special needs. Methods and materials. Theoretical analysis
of the works of L.S. Vygotsky and his followers, as well as a phenomenological description of stories from the
practice of interaction with a special child and his relatives, which demonstrate the value of experience that
changes the attitude to reality and the behavior of children with special needs. Results. The analysis indicates
the prospects for the concept of “perezhivanie” to change the paradigm of research within the framework of
developing cultural-historical psychology in general and special psychology in particular. Conclusions. The
development of the concept of “perezhivanie” can open a new dimension in the theory and practice of psycho-
logical and pedagogical work with special needs children, their families, as well as in the topic of inclusion — in
organizing the process of including a special child in society.

Keywords: perezhivanie, cultural-historical psychology, special psychology, soul, children with special needs

For citation: Sinitsa, T.I. (2025). The concept of “perezhivanie” in the works of L.S. Vygotsky and the prospects for its
consideration in the modern theory and practice of special psychology. Cultural-Historical Psychology, 21(3), 80—88.
https://doi.org/10.17759/chp.2025210306

IlonsaTtue «nepeskuBanue» B Tpyzax JI.C. Boirorckoro
1 IIEPCIEKTUBBI €r0 PACKPHITHS B COBPEeMEHHOH TeOpUH
U IIPaKTUKE CIEeINAaTbHOU IICUX0J0TUH

T.N. Cunuia

HesaBucumsrii nccsenosaresb, Munck, benapyce
D4 tatsinica@gmail.com

Pe3stome

Konrekcr u akryanbHoctb. [lonstue «nepexusanues y JI.C. BbiroTckoro me siBJsieTcst B MOJHON Mepe
pa3paboTaHHBIM, HO [JOCTATOYHO YACTO BCTpeYaeTcst B ero nocjexannx paborax. JI.C. Boirorckuii B cBoux
paGoTax Kak Obl HAILYIBIBACT COJACPIKAHUE MOHSITUS <«[EPEKUBAHUE>, W TIPU HTOM UMEHHO O TIepeKUBa-
HIW TUIIET KaK O INHAMUYECKOH eInHNIle CO3HaHM:. Pa3BuTe 1eeKToNI0rnH, a 3aTeM 1 CIelnaabHON

© Cunnna T.U., 2025

CCBY-NC

80




Cunniga T.U. (2025)
Tonsitne «nepesxxuBanue» B Tpynax JI.C. BRIrOTCKOTO 11 1€pCIIEKTUBHL...
Kyunbrypro-ucropudeckas ncuxosorust, 2025. 21(3), 80—88.

Sinitsa T.L (2025)
The concept of “perezhivanie” in the works of L.S. Vygotsky...
Cultural-Historical Psychology, 2025. 27(3), 80—88.

MICUXOJIOTHH KaK HAYIHOTO MCHXOJOTHYECKOTO HATIPABJIEHUsI, PaOOTAIOMIETO € AETHMHU € OCOOEHHOCTSIMU B
PasBUTHH, HEPA3PBIBHO CBA3aHO ¢ nMeneM JIbBa CemenoBrya BeiroTckoro. AKTyasmsanms HOHATHS <Iepe-
JKMBAHUE» MOKET MIMETh Ba)KHOE 3HAYEHME B KOHTEKCTE MICUXOJIOTO-IIEATOTNYECKON TIOMOII 0COOEHHBIM
IeTSIM, YCUJIMBAsI ee TYMaHUCTHYECKYIO HAIIPABJIEHHOCTD, & TAKXKe OTEPAIMOHAIBHO YTOUHSISI METOITYe-
cxue paszpaborku. Ieab. OnpenesuTh Posib HOHATHST <TTePEKUBAHIE> B CHCTEME TIEHHOCTEH CIeIManbHO
MICUXOJIOTHH,  TAKJKE TO, KAKUM 00PA30M HTO MOHSTHE U3MEHSIET OTHOIIIEHNE K TEOPHUHU U TTPAKTUKE PabOTHI
¢ 1eTbMu ¢ 0cOOeHHOCTIMY pa3BuTust. MeTozabl u MaTepuaibl. Teopernueckuii ananus pador JI.C. Boiror-
CKOTO U €ro TI0c/eioBaTeieil, a Takke (GeHoMeHoJOrndeckoe ONICaHe UCTOPUI U3 TIPAKTUKI B3AUMO/Iel-
CTBUSI ¢ 0COOEHHBIM PEOEHKOM 1 €70 OIU3KUMI, B KOTOPBIX IIPOSIBJISIETCST [IEHHOCTD EPEKMBAHMUST, I3MEHSI-
I01I[ETO OTHOIIEHKE K JeCTBUTEIBHOCTH 1 OBEJICHHE JIeTell ¢ 0COOEHHOCTSIMU B Pa3BUTHU. Pe3yibTaTbl.
HpOBe]IeHHBHL/'I AHAJIN3 YKa3bIBACT Ha MEPCIIEKTUBHOCTb paSpa6OTKI/] TIOHATUS «II€EPERNUBAHUE» JIJISI CMEHDBI
TapaanurmMbl I/ICCJIGI[OBaHI/IfI B paMKaXx Ky]IbTypHO-I/ICTOpI/I‘{eCKOfI IICUXOJIOTUH B II€JIOM 1 CHGHI/Ia]IbHOI'/JI IIcu-
XOJIOTUH B 4aCTHOCTH. BbiBo/tbI. Pa3paboTKa MOHSTUS «IIEPEKUBAHIE> MOXKET OTKPBITh HOBOE U3MEPEHIEe
B T€OPUU U TIPAKTHUKE IICI/IXOJIOFO-lleL[aFOFM‘ieCKOIZ pa6OTbl C OCO6€HH])IMI/I JIeTbMH, NX CEMbsAMU, a TaKKE B
TeMe MHKJII03UM — B OPTaHU3aIUH [IPOIlecca BKIIOYEHUs] 0COOEHHOTO pebeHKa B 001IeCTBO.

Kniouesvte cnosa: HnepekruBanne, KYJAbTYPHO-UCTOPHUYECKAA IICUXOJIOTUA, CIleUaJbHasA IICUXOJIOTA,
Aymia, 1eTn ¢ 0COOEHHOCTAMNI HCI/IXOCI)I/ISI/I‘{CCKOFO pasBuUTHA
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he development of the theory and practice of work-

ing with children with pronounced psychophysical
characteristics is directly related to the name of Lev
Semenovich Vygotsky. A broad and multifaceted field
of knowledge with the telling name of "defectology" re-
ceived a qualitatively new direction of development in
connection with the scientific insights of Lev Vygotsky,
his associates, students and followers. The cultural-his-
torical theory was created not in the abstract from the
demands of life, but precisely with the focus on solving
real practical problems, including the tasks of teaching
children with developmental disabilities. On the one
hand, the defectology that existed at that time was, ac-
cording to A.A. Puzyrei (1986), one of the sources of
the cultural-historical theory, on the other hand, this
theory itself became the methodological and theoretical
basis of modern defectology, including special psychol-
ogy as its structural component.

The idea of the development of higher mental func-
tions, the key role of symbolic mediation, the need to
include a special child in culture and, accordingly, the
development of special developmental bypasses — this
huge layer of new ideas and practical moves in defec-
tology was based on the brilliant reflections of Lev
Semenovich Vygotsky. Special psychology as an ap-
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What is all this about, what is it about?
We understand little in life.

It is a riddle, a mystery, a darkness,

But you can live like this,

Without understanding a single word.
After all, a tear still shines,

And silver laughter sounds,

And the poor heart beats.

Larisa Miller

plied branch to the greatest extent allows testing and
applying the general theoretical provisions of L.S. Vy-
gotsky to a specific area of reality and is the basis for
checking the truth of these theoretical premises and
developments.

And now I would like to draw attention to the con-
cept of "perezhivanie”, which can be traced in the works
of Lev Semenovich Vygotsky, which he emphasizes in
his latest articles, pointing to "perezhivanie” as a pos-
sible dynamic unit of analysis of consciousness. It is
this concept that can be of particular importance in the
context of psychological and pedagogical assistance to
special needs children, their families, and society as a
whole, strengthening, on the one hand, its humanistic
inclusive focus, and on the other hand, requiring an in-
creasingly clear, detailed and thorough development of
the general direction and specific methods of working
with different children.

Let me say right away that this work does not set
the task of a detailed and deep analysis of the concept
of "perezhivanie" itself, does not solve the problem of
finding a clear definition of this concept, but an attempt
is made to identify the value of this concept and show
the need for its further development to strengthen and
deepen the positions of cultural-historical psychology
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in general and special psychology in particular — as a
practice of cultural-historical psychology. The article
presents reflections that are based, on the one hand,
on the works of Lev Semenovich Vygotsky from dif-
ferent periods of his life, and on the other hand, on the
author's own active practice of working with special
needs children.

By accepting and developing the concept of "per-
ezhivanie" as the main one, as the core one for human
psychology, as a dynamic unit of consciousness, we may
be able to come closer to such a substance that is not
amenable to direct scientific research, but at the same
time very important for psychology, as the soul. At the
same time, it must be acknowledged that at the begin-
ning of the 20th century, when the development of
the cultural-historical concept began, there was a very
strong desire to refuse to mention the soul, to disown
the metaphysical part of psychology, which is not ame-
nable to strict scientific study from a natural-scientific
standpoint. At that time, the position of creating a new
man, building a new, more perfect society was actively
manifested, therefore the new psychology (according
to L.S. Vygotsky himself) was oriented toward materi-
alism, objectivism and the biosocial basis in man (Vy-
gotsky 1999, pp. 14—15). But experiments in building
a new man and a new just society throughout the 20th
century, frankly speaking, did not lead to positive re-
sults. And now, at the present time, in the 21st century,
after all the experiments to create a new man, as well as
in connection with the developments and rapid progress
in the field of artificial intelligence, the task is to estab-
lish how to be a man, and then how to remain a man.
And this is already a difficult task, and this is more than
enough in general. Here I join the thoughts of A.G. As-
molov that at the present time it is time to realize and
accept the fact that in general it is difficult to be a man
and that it is very difficult to preserve the soul and hu-
man dignity in rapidly changing civilizational condi-
tions (Asmolov, 2025, p. 28). At the current historical
stage, most likely, the task is to preserve the original
human dimension, which is not subject to copying and
reproduction by artificial intelligence. And this dimen-
sion may be precisely the "perezhivanie” that is closest
to the mysterious soul of man, which eludes direct sci-
entific study, but manifests itself in artistic descriptions
that recreate and awaken experiences, and can lead to
a deep inner understanding and awareness of that basis
of life that usually defies verbal description and rational
explanation.

It is surprising that Lev Semenovich Vygotsky in
his earliest works, which some authors consider pre-
psychological, delved deeply into issues related to the
existential metaphysical manifestations of the soul:
("Tragicomedy of Searching" (2022), "The Tragedy
of Hamlet" (1998), "Psychology of Art" (1998). Later,
already in those works that are directly psychologi-
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cal, Vygotsky carefully developed the mechanics of the
work of mental processes, the mechanics of their tran-
sition from lower natural functions to higher, arbitrary
and self-regulating ones. But then, in his last articles, he
came to the need to revise the starting point, the unit
of psychological analysis and settled on the concept
of "perezhivanie", which nevertheless again brings us
closer to the search for the unique integrity of the soul
of each person. I think that this view of the consider-
ation of the dynamics of the content of the works of Lev
Semenovich Vygotsky is promising for further work on
the development of cultural-historical psychology. Tt is
not worth stop at quoting Vygotsky's texts, we must try
to understand the logic of the movement of his thoughts
and continue to develop the content that develops the
cultural-historical concept and its practice, in particular
special psychology.

And if now, at this historical stage in the 21st cen-
tury, we boldly look reality in the eye, a reality in which
the issues of preserving human dignity and the unique-
ness of his soul are extremely relevant, and after that we
boldly and clearly accept into development Vygotsky's
idea of perezhivanie as a dynamic unit of consciousness,
then new perspectives will open up — a whole range
of questions and problematizations will be actualized
again, starting from existential questions (which is very
important!) and ending with more technical and opera-
tional ones, clarifying the concepts of cultural-historical
psychology, such as "cultural development”, "higher
mental functions”, "zone of proximal development",
"arbitrariness”, "mediation”, etc. I also believe that it is
precisely within the framework of special psychology
and pedagogy in direct work with special needs children
that the meaning of experience as a dynamic unit of con-
sciousness becomes even more distinct.

Let's start with the fact that Lev Semenovich Vy-
gotsky in one of his last works "The Problem of Mental
Retardation" points out the absence of a positive char-
acteristic of the personality traits of a mentally retarded
child (Vygotsky, 2003, p. 324). And this is really so,
unfortunately. Let's admit honestly that the very name
of the vast field of knowledge "defectology" focuses on
the defect, which, of course, inevitably causes a nega-
tive semantic connotation. No matter how hard we try
to maintain positive humanistic attitudes, the initial
mention of the defect invariably leads to the image of
a breakdown, a shortcoming, a flaw that a child with
special psychophysical development has. And we must
admit that this is a big problem — the belittlement of
the value of a person if he was born (or in the course
of life became) different from typical development, es-
pecially in the direction of reducing some adaptive ca-
pabilities. After all, when you read a scientifically sub-
stantiated description of, say, a mentally retarded child,
you come across the fact that everything is worse, less,
more primitive, etc. But life shows that this is not al-
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ways and not entirely true, that in certain moments in
life a child or adult with mental retardation can show
himself to be very worthy and even wise (I'm not afraid
of such a word). And perhaps it is not without reason
that in his work entitled "The Problem of Mental Retar-
dation" Lev Semenovich Vygotsky postulates the need
for a holistic consideration of affect and intellect, which
probably underlies the concept of "perezhivanie": "We
must rise above the isolated metaphysical consideration
of intellect and affect as self-sufficient entities, and rec-
ognize their internal connection and unity" (Vygotsky,
2003, p. 354).

Returning to the problem of positive characteris-
tics, let us note the following fact: despite the existing
"defect”, for example, a decrease in intellectual capa-
bilities, this child with developmental disabilities lives,
and he already has experiences in which, to one degree
or another, his own unique life flows, at one level or
another, is recorded, is realized. And this in itself is
valuable. And if there are any violations or deficits —
sensory, cognitive, operational (activity-related) or a
complex combination of them — then this does not at
all diminish the life of the child and his family. More-
over, these experiences can be so deep that they can
lead to such realizations that it would be difficult to
even expect or anticipate their appearance in a person
(child or adult) with reduced intelligence or impaired
mental functions. But practical experience of commu-
nication and interaction with special needs children
and adults shows that such deep realizations happen.
It also happens that ordinary, normotypic people do
not always get into this depth, they can, as it were, skip
past the experiences that give these non-standard deep
realizations.

As an example, we can turn to the remarkable de-
scription of the girl Rebecca, created by the famous
British psychoneurologist Oliver Sacks (Sacks, 2006,
pp. 228—238). Rebecca had a pronounced developmen-
tal disorder caused by genetic deviations. I will quote
the author's description: "... Rebecca had a partial cleft
palate, which caused a whistling in her speech; short,
stumpy fingers, with blunt, deformed nails; and a high,
degenerative myopia requiring very thick spectacles —
all stigmata of the same congenital condition which had
caused her cerebral and mental defects. She was pain-
fully shy and withdrawn, feeling that she was, and had
always been, a 'figure of fun" (Sacks, 2006, p. 229). Oli-
ver Sacks, as a qualified psychoneurologist, noted that
Rebecca's intellectual abilities were also limited: "gross
perceptual and spatio-temporal problems, and gross im-
pairments in every schematic capacity — she could not
count change, the simplest calculations defeated her,
she could never learn to read or write, and she would av-
erage 60 or less in IQ tests (though doing notably better
on the verbal than the performance parts of the test)..."
(Sacks, 2006, p. 230).
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But at the same time, Dr. Sacks noted the girl's attrac-
tion to books, by the way, she showed deep attachments,
she was characterized by strong experiences, which she,
surprisingly, knew how to express in ways accessible to
her: "...the language of feeling, of the concrete, of image
and symbol, formed a world she loved and, to a remark-
able extent, could enter. Though conceptually (and
"propositionally') inept, she was at home with poetic
language, and was herself, in a stumbling, touching way,
a sort of 'primitive’, natural poet. Metaphors, figures of
speech, rather striking similitudes, would come naturally
to her, though unpredictably, as sudden poetic ejacula-
tions or allusions..." (Sacks, 2006, p. 229).

Oliver Sacks is surprised that despite all her defects,
Rebecca possessed harmony, that her inner world of ex-
periences was full of deep contemplation, which allowed
her to accept and comprehend life in some of its impor-
tant essential categories. “but at some deeper level there
was no sense of handicap or incapacity, but a feeling of
calm and completeness, of being fully alive, of being a
soul, deep and high, and equal to all others. Intellectu-
ally, then, Rebecca felt a cripple; spiritually she felt her-
self a full and complete being...” (Sacks, 2006, p. 230).

“What was the basis of her integrity and balance?”
Oliver Sacks wonders. “The answer lay outside the
realm of schemas and abstractions. I found myself think-
ing of her fondness for tales, for narrative composition
and coherence. Is it possible, T wondered, that this being
before me — at once a charming girl, and a moron, a cog-
nitive mishap — can use a narrative (or dramatic) mode
to compose and integrate a coherent world, in place of
the schematic mode, which, in her, is so defective that it
simply doesn't work? And as I thought, I remembered
her dancing, and how this could organize her otherwise
ill-knit and clumsy movements” (Sacks, 2006, p. 232).

So, the reason for such integrity may be in the
unique coherence of internal experiences, in which the
mental processes included in this unity are dynamically
successfully and harmoniously combined, which some-
how express the secret of Rebecca's soul? In addition,
I highlighted the words of Oliver Sacks about the ar-
tistic, dramatic method, i.e. about the view of life that
was very close to Lev Semenovich Vygotsky. In order to
fully illustrate my thoughts, T will allow myself to quote
a fairly large excerpt from this narrative.

I saw Rebecca sitting on a bench, gazing at the April
foliage quietly, with obvious delight. Her posture had
none of the clumsiness which had so impressed me be-
fore... She could have been any young woman enjoying a
beautiful spring day. This was my human, as opposed to
my neurological, vision.

As T approached, she heard my footsteps and turned,
gave me a broad smile, and wordlessly gestured. 'Look at
the world," she seemed to say. "How beautiful it is." And
then there came out, in Jacksonianspurts, odd, sudden,
poetic ejaculations: 'spring’, 'birth’, 'growing’, 'stirring’,
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'coming to life','seasons’, 'everything in its time'. I found
myself thinking of Ecclesiastes: "To everything there is
a season, and a time to every purpose under the heaven.
A time to be born, and a time to die; a time to plant, and
atime ... ' This was what Rebecca, in her disjointed fash-
ion, was ejaculating — a vision of seasons, of times, like
that of the Preacher.

Having realized that Rebecca remains a complete
and harmonious being in conditions that allow her to
organize herself artistically, I was able to go beyond the
formal, mechanical approach and discern the human po-
tential hidden within her...

The goal of psychological and neurological testing is
not just to find flaws but to break a person down into
their component functions and deficits. As expected,
this approach left Rebecca in tatters. But now, on this
spring day, miraculously, before my eyes, the disparate
parts had come together to form a harmonious and bal-
anced being...

We pay too much attention to our patients’ defects
and too little to their surviving abilities; Rebecca was
the first to point this out to me. To use technical jargon
once more, we are too much concerned with 'defectol-
ogy' and too little with 'narratology,’ the forgotten and
absolutely necessary science of the concrete (Sacks,
2006, p. 235).

Then, in November, Grandma died, and the light and
joy of April turned to darkness and sorrow. Rebecca was
shaken, but she held herself with remarkable dignity.
This fortitude — this new spiritual dimension — added
another plane to the bright, lyrical side of her soul that
had so struck me before.

I went to see her immediately after hearing the sad
news, and she — frozen with grief — received me in her
little room in the now-deserted house. Her speech again
reminded me of Jackson's 'eruption,’” but this time it
consisted of short exclamations full of bitterness and
suffering:

"Why did she leave?!" Rebecca cried, adding, 'T'm not
crying for her; I'm crying for myself." And then, after a
pause: 'Granny's fine. She's in her Long House.'

The Long House! Was it her own image or a subcon-
scious response to the words of Ecclesiastes?

'T'm so cold," she went on, huddled — 'but it's not
outside. Winter is inside. Cold as death." She finished:
'Grandma was a part of me. A part of me died with her.’

It was a real grief, and Rebecca emerged in it as a full-
fledged personality — complete and tragic — without a
hint of mental retardation.After half an hour, warmth
and life began to return to her, and, having thawed
slightly, she said:

It's winter now. I'm dead, but T know that spring will
come again.

Rebecca was right: the healing work of grief was slow,
but the wound gradually healed. An old aunt, the sister
of the deceased grandmother, who had now moved in
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with Rebecca, helped a lot. The synagogue, the religious
community, and above all the shiva ritual and the spe-
cial position of the 'mourner’ helped. T hope that frank
conversations with me brought her some relief. Final-
ly, dreams helped, which she recounted vividly. These
dreams precisely followed the known stages of healing
of a mental wound (Sacks, 2006, p. 234).

In the above-proposed fragment of Oliver Sacks'
story, it is clearly seen that the change of focus in psy-
chological analysis — from Rebecca's physical, adap-
tive, intellectual disabilities to her experiences — "per-
ezhivanie" — opens up a new dimension in the perception
and understanding of this girl as a person with a living
soul, perceiving and realizing her life; a girl who deep-
ly and wisely experiences and realizes important life
events. And we see truly positive characteristics of Re-
becca's personality; we feel the value of her life, the lives
of those around her, and life in general.

I would also like to tell you one of my personal stories
that made me think about the importance of a child's ex-
periences — "perezhivanie” — about the soul, about the
possibilities of mutual understanding not only and not
so much through words. This story happened to me and
to a boy, Yaroslav, six years old. Yaroslav has a complex
developmental disorder associated with a genetically
determined disease called tuberous sclerosis, which —
along with somatic disorders — also causes damage to
the nervous system: epilepsy, speech disorders, and in-
tellectual decline. The boy underwent complex treat-
ment associated with surgical intervention on the brain
to reduce epilepsy — as one of the consequences of the
underlying disease — and he still takes anticonvulsants.
Of course, many skills that are easy for ordinary chil-
dren to learn are difficult for Yaroslav; at six years old he
practically did not speak. My task was to establish com-
munication with the child using pictograms — a way to
include mediation in communication in ways accessible
to him. It should be said that despite severe impairment
in speech communication, Yaroslav is actually a sociable
boy — facial expressions, vocalization, behavior — all
speak for him; but he cannot speak in the usual way — in
words or speech — except for agreement "yes" and, more
rarely, refusal "no.” He is happy to interact with others,
but it is difficult for him to accept and understand those
games and tasks which require obedience, repetition of
desired actions, quick learning of skills — most often
useful or convenient for adults. That's why Yaroslav has
a prickly nature; disagreement; a desire to make reality
convenient for himself rather than for adults who con-
stantly demand something that is probably useful but
boring or suspicious.

Learning to exchange images with Yaroslav was
difficult. The boy avoided even touching the pictures,
wanted to get what he wanted immediately or bypass
the proposed rules. And if he didn't get it, he refused
to interact at all and started looking for another ac-




Cunniga T.U. (2025)

Tonsitne «nepesxxuBanue» B Tpynax JI.C. BRIrOTCKOTO 11 1€pCIIEKTUBHL...

Kyunbrypro-ucropudeckas ncuxosorust, 2025. 21(3), 80—88.

Sinitsa T.L (2025)
The concept of “perezhivanie” in the works of L.S. Vygotsky...
Cultural-Historical Psychology, 2025. 27(3), 80—88.

tivity. And he always came up with something! Even
in a practically empty room, where all the toys were
with an adult, Yaroslav found a piece of paper, simply
stamped his feet, took off his socks, and always looked
at the adults' reaction, provoking them to interact on
his terms.

But gradually, Yaroslav and I managed to make posi-
tive friends with the cards and to understand that they
can and should be passed around or glued to a tablet be-
cause it helps to play and communicate.

And now I am approaching the key dramatic story
with Yaroslav. We met again at the lesson, and again he
had a certain stubbornness to do things his own way and
not agree to my suggestions. Yaroslav played with my
toys for a while and even asked for a card, but then tried
to snatch the toy; I did not allow it without exchanging
the card. The boy showed a reaction of free resistance
and began to look for something interesting in the prac-
tically empty room — after all, I am the "banker” — 1
have all the toys, which I will gladly give out but only in
exchange for a card with the appropriate picture.

Yaroslav began stubbornly looking for a replace-
ment for my toys. And, oh horror! In the far corner of
the room under the radiator, he found a piece of glass.
Indeed, a month earlier, another boy broke a glass
mug in this room; we carefully cleaned everything
up — there seemed to be no traces left — but not for
Yaroslav: he found it! This is his superpower — to find
something unexpected for others and change their
plans and intentions.

Of course, Yaroslav was happy! Such a large piece
of glass that you can carry in your hand; through which
you can look at the light; with which you can scratch a
wall or a chair — how many games you can come up with
using this piece of glass! And most importantly — you
can be independent from an adult, from his box of toys,
and from his demands — even such minimal ones as ex-
changing a card for a toy.

My task was to take away this dangerous object —
which, of course, is not a toy for a child. It was obvious
that running after it and taking it away was danger-
ous — most likely Yaroslav would regard it as a game;
if he tried to take it away himself, he might squeeze the
glass in his palm by force — and then everything would
really be bad.

I tried to outwardly treat his find as emotionally
calmly as possible, not to run after him, but at the same
time enthusiastically playing with my toys from the box.
In the end, Yaroslav came up and became interested in
the massager, which was humming and rattling. The
boy came up to the table where I was sitting and put
the piece of glass down; at the same time, he looked at
me very expressively, as if saying: "This is my toy and
you can't touch it." But what could I do — I, of course,
quickly grabbed this piece of glass and threw it out the
window. Yaroslav's reaction was immediate, it was pre-
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dictable and fair — he was offended, indignant, because
his only toy that he personally found was treacherously
taken away from him! The boy threw himself on the
floor, screamed, turned to the wall and was not going to
talk to me anymore.

I paused to think, and, frankly, in quiet despair, I
sank to the floor by the wall next to Yaroslav, who was
lying and screaming in despair. I would like to emphasize
the similarity of our experiences: I was also in despair,
because the lesson was ruined, because such a treacher-
ous action of mine could forever break the thin bridge
of trust that we had been building for so long... Expe-
riencing the full depth of the failure, I began to speak
in a quiet, calm voice with complete respect and sym-
pathy for his experiences, his perezhivanie. Slowly and
with all sincerity, I told him that T was very sorry, that
I understood his offense and sympathized with him very
much, because it was his toy. But T had to take it away,
because in fact it was a very dangerous object, not a toy.
And T apologized for my treachery. T offered to look at
my toys and choose what he liked. I really empathized
with him and shared my experiences — "perezhivanie”.
Let me remind you that the boy was non-verbal and the
question of his complete understanding of my words re-
mained open, but in addition to words there were also
my emotional experiences, my attitude towards Yaro-
slav, towards his and my actions in the situation.

Surprisingly, after a while Yaroslav got up from the
floor, came up to me and pointed to a balloon. I asked:
"Should T blow up the balloon?" — He answered: "Yes."
Then we played together, Yaroslav took the cards and
passed them on, looked at similar pictures on the cards —
a blue ball and a light blue balloon. He tried to figure out
what was drawn there so that he could ask me for it. And
after some time he just came closer, hugged me tightly
and trustingly — these were the most precious moments
of understanding and gratitude.

After the lesson, while Yaroslav was with another
specialist, I talked to his mother. I told her how the les-
son went and how I managed to get out of a difficult
situation with a piece of glass, how Yaroslav hugged
me in a burst of trust and gratitude. I sincerely told his
mother that Yaroslav's ingenuity in finding his alterna-
tive activities is in fact an indicator of his personality's
activity, his inner experience of independence, his de-
sire for self-reliance. And that I respect him for the chal-
lenges that T have to accept from him at each lesson. And
his mother also sincerely thanked me. T think that this
is very important for parents, for their difficult experi-
ences that fill every day in a difficult, non-standard life
situation.

I would like to emphasize one more aspect of the
problem of studying perezhivanie, namely, taking into
account the interaction of perezhivanies. Here is one of
the memoirs about the practical work of Lev Semenov-
ich Vygotsky: “... during one of the clinical analyses that
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he regularly conducted at the EDI (Experimental De-
fectological Institute) base and to which almost half of
the pedagogical Moscow flocked, Vygotsky was shown
a child brought from the countryside. Everyone in the
village considered the boy feeble-minded, and only his
own grandfather stubbornly did not accept this general
verdict and, as it turned out, he was right: the grandson
was found to have hearing loss, and the feeble-minded-
ness was secondary, imaginary. 'Thank you, chief,' the
old man said, approaching Vygotsky and bowing low.
"Thank you for recognizing my grandson and treating
me, an old man, with respect. I have been to many plac-
es, but only here have I seen good people’ (Vygotskaya,
Lifanova, 1996, pp. 158—159).

It should be noted that what is important in this
story is not only identifying the real reason for the de-
viation in the grandson's development, but also taking
into account the grandfather's perezhivanies, a respect-
ful human attitude to the experience of pain and despair
that constantly accompanies the parents of special needs
children, because this is the social situation of develop-
ment in which the child develops, his perezhivanie and
his consciousness are formed.

"When you touch suffering, if you manage to give
a little strength to the despairing, something strong
and true falls upon you — love, probably" — this is a
quote from the book "The Not Scary World" by Maria
Berkovich. In this book, you can also find many valu-
able artistic descriptions of communication with special
needs children and observations of the perezhivanies of
these children, as well as the author herself (Berkovich,
2014, p. 22).

By paying attention to experiences "per-
ezhivanie", we will be able not only to explain, but first
of all to accept (!) a special child and his family into
society, and this radically changes the point of view,
allows us not to dwell on shortcomings, defects, but to
adjust our view, our optics to what the child already
has, and then to search for what resources this child
and his family have. T think that almost all specialists
working in practice will agree that children manifest
themselves differently, reveal their skills and capabili-
ties depending on the attitude towards them, as well as
towards their immediate environment. And here a spe-
cial perspective arises for considering and clarifying the
content of the child's zone of proximal development,
i.e. the development of the concept of "perezhivanie"
will allow us to clarify, continue the development of
such an important concept as the "zone of proximal de-
velopment", and this is especially important and even
necessary for special psychology.

If we return to the problem of the social situation
of development, in which the child develops, including
the inclusion of a sign as the most important element
for the formation of higher mental functions, then the
drama, the collision that occurs during the interaction
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of an adult and a child, the clash of their experiences and
the solution of some of their internal tasks by the child
himself are very important. According to the law of cul-
tural development, in which higher mental functions are
formed, the basis is a contradiction, conflict, dramatic
collision between a child and an adult (Veresov, 2016).
I think it is important to keep in mind that this law
works in both directions; a new understanding, aware-
ness through experience can appear not only in a child,
but also in an adult. And these mutual experiences not
only matter and create the social situation of develop-
ment itself, but also determine the angle of resolution of
a dramatically tense social situation. After all, an adult
also solves his/her internal problems, and then the ques-
tion of coordination, mutual understanding between an
adult and a child arises, and this is especially acute in
the situation of teaching a child with deviations in psy-
chophysical development, since children have different
sensitivity, different interests and capabilities that still
need to be identified and the situation organized in such
a way that an adult can find himself/herself on the same
territory of experiences with a child, so that a dramatic
collision is not reduced to just a superficial emotional
outburst, but systematically affects the entire psyche
and leads to new contents of consciousness. If we accept
the concept of "experience" as the leading problematic,
then we make more vital and truly dramatic the ques-
tion of how and in what way to create a situation of for-
mation of higher mental functions in a child with special
needs, how to provide him/her with cultural develop-
ment, what kind of workarounds should be built in each
specific case. It is also worth considering the impact that
a child has on an adult, on his/her experiences, under-
standing and awareness. And here the process is impor-
tant, the search itself, movement in the right direction,
dynamics, since often achieving the normative level of
development of higher mental functions, arbitrariness
and self-regulation in behavior in children with special
needs is not always possible. We observe human imper-
fection even under the condition of normotypic psy-
chophysical development, and what can we say about
those complex paths of development when there are
psychophysiological disorders. But here the movement
itself, the direction, any achievements — both large and
small — are important, since first of all, it is the experi-
ences, their quality and depth that matter.

And again returning to the question of the soul, we
can say with confidence that it is in special psychology,
as in no other field of psychology, that the problem of
the existence of consciousness and soul in man in con-
ditions of imperfection, the breakdown of the biologi-
cal basis of the psyche, aggravated by the situation of
social isolation, is acutely revealed in a dramatic way.
The tragic note of the deep experience expressed by Lev
Semenovich Vygotsky in his brilliant work on Hamlet
sounds especially tense: "The very fact of human exis-
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tence — his birth, his life given to him, his separate ex-
istence, isolation from everything, isolation and loneli-
ness in the universe, abandonment from the unknown
world to the known world and his constant dedication
to two worlds that flows from here — is tragic" (Vy-
gotsky, 1998, p. 324).

For a special child and his family, this tragedy is es-
pecially acutely felt, especially deeply experienced, and
from this an incredibly deep existential understanding
can be born, although it may not be expressed in a com-
plex, ornate form, but very simply, but hitting the most
essential point.

It may seem strange, but I will return to the earli-
est recorded manuscript of the young Lev Vygotsky,
entitled "The Tragicomedy of Searches” (Zavershneva,
2022). In this manuscript, Vygotsky speaks not only
about the soul, but also about the path of maturation of
the spirit, which passes through the crucible of despair,
tragedy and decay, but with the possibility of search-
ing for the meaning and justification of life, constantly
groping for an acceptable, possible and worthy way of
life for a person. A child's illness, a deviation in his de-
velopment, a search for an opportunity to organize a
worthy way of life in society, capturing the manifesta-
tions of his soul — this is probably the greatest existen-
tial request, causing deep tragic experiences in parents,
and the child himself is in the field of these experiences.
The whole world must be justified so that it is possible
to live on. Most often, there is no single correct solution,
no final reconciliation, but there are searches, there are
the most important moments of the emergence of solu-
tions, the emergence of opportunities for reconciliation.
The life of a child with special needs must be justified
in its entirety, and this justification is contained in life
experiences.

Conclusion

1. Recognition of the concept of "perezhivanie” as the
main, core concept for cultural-historical psychology in
general and special psychology in particular will allow
us to treat the value of any person with respect and care,
regardless of their intellectual and adaptive capabilities,
and will ensure the initial application of an existential
and humanistic approach when working with children
with special needs. The experiences of each person are
unique; they are hidden in the inner world of conscious-
ness, mysterious, and cannot be ranked quantitatively
by assigning points, as in assessing cognitive intellectual
indicators. This allows us to avoid an unhealthy dichot-
omy — dividing people into smart and stupid, useful and
useless, important and unimportant, promising and un-
promising.

2. If we put the concept of "perezhivanie" at the fore-
front, then special psychology in theory and practice
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can be considered as a direction in which it is necessary
to consider the value of human life as such and then cre-
ate conditions for the maximum possible development
of mental functions in order to provide support for ad-
aptation and the creation of a decent way of life.

3. The appeal to the concept of "perezhivanie" causes
the need for careful work on the operationalization of
this concept, the development of its substantiated con-
tent, and the definition of what experience is, what its in-
ternal components are, and how their changing dynamic
unity manifests. To do this, it is necessary to again turn
to the works of L.S. Vygotsky, carefully study the law of
cultural development formulated by him and how this
law manifests itself in life — how, on the basis of this law,
a person develops cultural conscious forms of relation-
ship with reality. After all, the main consequence aris-
ing from this basic law is the recognition of perezhivanie
as a unit of consciousness (Veresov, 2007). Then there
is a need to clarify basic concepts of cultural-historical
psychology such as "higher mental functions,” "zone of
proximal development,” "mediation,” "arbitrariness,"
etc., taking into account the developed content of the
concept of experience.

4. Careful development of the concept of "per-
ezhivanie" leads to the need to clarify methodologi-
cal approaches in specific areas of work with children
with special needs. Taking into account the reality of
the child's experiences and his social environment, it is
possible and necessary to individualize teaching strate-
gies, more effectively organize a child's life with certain
developmental features, optimize interaction with soci-
ety, and solve inclusion issues — all while taking into ac-
count shared experiences. Priority is given to teaching
ways of understanding and expressing one's experiences
through cultural means and inclusion in social condi-
tions and interactions where a child with special needs
(and later an adult) can live with dignity, adapting to
difficult life circumstances.

5. When actualizing the content of "perezhivanie,"
not only does the final result become important but
also the process: searching for workarounds, interac-
tion among people's experiences, moments of insight in
forming new contents of consciousness. The movement
toward seeking normality can be filled with creative ex-
periences; what matters here is not only achieving re-
sults but also experiencing important life realizations
through these experiences. Development occurs con-
stantly; not only does an adult teach a child and contrib-
ute to his consciousness development, but a child also
teaches an adult — filling his life with new challenges
that lead to deeper understanding. The goal is not mere-
ly measurable social success but daily work on creating
one's own life story — composed of various experiences
embodied in real actions — where each day gains special
value through a search for meaning even in simple ev-
eryday tasks.
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Abstract

The aim of this study is to analyze how the philosophical ideas of L.S. Vygotsky and E.V. Ilyenkov can be
used today to understand and interpret the concept of social inclusion. In his reflections, Ilyenkov relied
on Spinoza’s ideas that thinking is inseparable from the “thinking body”. Although modern discussions of
inclusive education more often discuss the concepts of “autonomy”, “authenticity” and “embodiment”, they
paradoxically lack the concept of “subject” which was central to Soviet educational psychology created in
the cultural-historical tradition. It can be assumed that the reason for this is an overly rational and intel-
lectualized idea of this “subject”. This means that if in this tradition we discuss a child with a disability as
a subject of pedagogical influence as a “thinking body”, there is a risk that the emphasis will again be on
the word “thinking” and not on the word “body”. A rationalized arrangement of accents will exclude the
idea of “affect” in all discussions of a self-determining subject as the goal of pedagogical influence and child
development in general. However, if the goal of education, including inclusive education is to imagine Spi-
noza’s “thinking body” acting in the space of other bodies as a subject, then “subject” may turn out to be the
concept that will combine autonomy, authenticity and embodiment. From the point of view of the cultural-
historical approach the “thinking body” moves among bodies that are according to Ilyenkov (following
Marx) are “non-organic bodies of human”. This environment consists almost completely of the objects that
were made by humans or adjusted by humans for humans’ use. On the other hand, the thinking body moves
among other “thinking bodies”, that is, in the social environment. It is this movement (which simply cannot
be divided into two different types of movement in two different environments) that forms the “thinking
body” both as a “body”, with its affects and physical reactions and as “thinking” with its understanding of
the world and attitude towards it. Using this interpretation of human being is possible to come up with ad-

ditional aspects for conceptualizing “inclusion”
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Pesztome

[lesnpio manHoOrO MCcyenoBaHMUSA SABJLETCS aHainu3 Toro, kak (unocodcekue ngen JI.C. Boirorckoro u
9.B. UubenkoBa MOTYT ObITh MCIOJIBb30BAHbI CETOHSI [IJIsI MOHMMAHUST U WHTEPIIPETAIMY TOHSITUST COIU-
asbHON MHKMo3MK. B cBoux pasmpinienusax Miabenkos onupascs na nzien CrinHo3sbl 0 TOM, YTO MbIIIIJIEHHE
HEOT/IEJIUMO OT <MBICJISIIErO Tesiay. IIpu ToM, 4TO B COBPEMEHHBIX AUCKYCCHIX 00 MHKJIIO3UBHOM 00pa-
30BaHUK yaile 00CYKIATCS MOHITUSI «aBTOHOMHOCTU», «QyTEHTHYHOCTU» M «BOILIOIIEHHOCTH», B HUX
[apajioKCaIbHbIM 06PA30M OTCYTCTBYET IIOHSITHE «CYObeKTa», KOTOPOe ObLIO IEHTPAIbHBIM JIJIsi COBETCKOI
IeIarorMuecKoil CUX0JI0IUH, CO3/JaHHO B KYJIbTYPHO-UCTOPUUECKON Tpaauiny. MoKHO IIPe/II0JI0KUTD,
YTO IPUYMHON ITOTO SBJSETCS CJAUIIKOM PAIMOHAIbHOE M MHTEJJIEKTYAJIU3UPOBAHHOE ITIPE/ICTaBJICHIE
06 9TOM «CyGbeKTe». ITO 3HAUUT, YTO, €CITU B JAHHOU TPAIUIIMU 0OCYKIaTh pebeHKa ¢ MHBAIMIHOCTHIO
KaK CyObEKTa T1e/[arOTHIECKOTO BO3AECHCTBIS B KAYECTBE «MBICJISIIIETO TEIa», €CTh PUCK, UTO AKIEHT OTISITh
OKa)KETCs Ha CJIOBE «MBbICJIAIee», a He Ha CJI0Be «Tejo». Palnyonannsuposantas paccTaHOBKa aKIEHTOB
UCKJIIOUUT TIpejicTaByienne 00 «addekTe» BO BCEX PACCYKIEHUSIX O CAMOOIPEIESIONIEMCS CyObeKTe KaK
IeJIM TIe[arOTMYeCKOT0 BO3MENHCTBIUS U Pa3BUTHsI YesoBeKa B 1eioM. OHAKO ecJiu 1esiblo 06pa3oBaHus,
BKJIIOYAsl MHKJIO3MBHOE 00pa3oBaHue, MPEACTABUTD «MbicJsIiee Teio» CHuHO3bl, JAelficTByiolee B Mpo-
CTPAHCTBE APYTUX TeJl, Kak CyOhEKTa, TO «CyObEKT» MOXKET OKA3aThCs TeM TOHSATHEM, KOTOpoe cobepeT B
cebe M aBTOHOMHOCTb, 1 2y TEHTHYHOCTD, ¥ BOTLIOMIEHHOCTh. C TOYKU 3PEHUST KyIbTYPHO-UCTOPITIECKOTO
HO/IXO/IA, <MBICJIAIIIEE TeJI0» JIBUKETCS CPe/IU TeJl, KOTOPbIE ABJIAIOTCSA «HeOPraHMYeCKUMU TeJIaMU YesloBe-
Ka», T. €. B cpefie npeametHoil. C ipyroil CTOPOHBI, MBICJISIIEE TEJIO ABVKETCS CPEU IPYTUX «MBICJISIINX
TeJl», T. €. B cpefie colnaabHoil. VIMenHo aTo ABM:KeHMe, KOTOpoe, B IIPUHIINIIE, HEBO3MOKHO Pa3/IeIuTh Ha
JIBa PA3HbIX TUIIA JIBUKEHUS B JIBYX PA3JIMYHBIX CPe/laX, U (GOPMUPYET «MBICJIAIIEE TEI0» U KAK «TeJI0», C
ero addextamn 1 HU3NIECKNMU PEAKITNAME, ¥ KaK «MBICJISIIEe» ¢ €r0 HOHNMaHNeM MUpa U OTHOIIEHIEM
K Hemy. Vcnonb3ys Takyto HHTEPIPETAINIo YesloBeKa, MOKHO MOJJONTH U K JIONOJHUTEIbHBIM BO3MOKHO-
CTSIM KOHIIETITYaTN3alln Y TOHATHUS «UHKJIO3UN».

Knrouegwte cnosa: J.B. Unbenkos, JI.C. Beirorckuii, Criniosa, HTeIeKTYaabHble HAPYIIEHUST, <MbICJISI-
1[ee TeJa0», CoraabHast MHKJITIO3Us

Jlns wuruposaunust: bargacaposa, H.A. (2025). Mbiciistiiiee TeJio B COIUAJIbHOM TIPOCTPAHCTBE: (prstocodckme ocHoBa-
HUSI MHKJIIO3MM B PaMKax KyJIbTYPHO-HCTOpUYecKoro roaxoa (o marepuasiam pabot JI. C Borrorckoro u 3.B. Niben-
KoBa). Kyavmypno-ucmopuueckas ncuxonozus, 21(3), 89—96. https://doi.org/10.17759/chp.2025210307

The concept of inclusion came to the Russian-lan-
guage academia from Western literature, and due to
this fact, most authors working with this concept both
in theory and practice prefer to conduct discussions
about this concept referring to Western philosophers
(Shemanov, 2014; Alekhina, Shemanov, 2022). This
approach seems logical, since in Russian-language lit-
erature this concept has not been directly discussed and
has not been the subject of philosophical consideration
until recently. The question of whether a term can be
considered from the point of view of ideas that existed
before its emergence may seem illegitimate, but such
an analysis is often the only way to situate a new term
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within the generally accepted categories and semantic
structures already available in a given community. This
text presents an attempt to conceptualize the concept of
inclusion, namely social inclusion related to disability,
within the framework of cultural-historical approach,
using the works of E.V. Ilyenkov and L.S. Vygotsky.
To begin with, it is worth referring to the authorita-
tive definition of the term. Below are definitions from
two of the world's most popular dictionaries. The defini-
tion from the Cambridge Dictionary is very general and
says that inclusion is “the idea that everyone should be
able to enjoy the same facilities, activities and experi-
ences, including people with disabilities or other prob-
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lems”!. A more detailed definition is in the Oxford Dic-
tionary: “the practice or policy of providing equal access
to opportunities and resources for people who might
otherwise be excluded or marginalized, such as those
who have physical or intellectual disabilities and mem-
bers of other minority groups”.

Both of these definitions are good, although they
are functional rather than conceptual, which is perhaps
why neither answers the question: “To what end?” or
“Why should we provide this equal access?”; and to an-
swer these two questions, a third (and most important)
question must be answered: “What will this equal access
actually do for people with disabilities?” Really “equal”
opportunity, as it says? Probably not likely. On the oth-
er hand, in liberal discourse, to say “equal opportunity”
is quite enough, because afterwards it depends on how
the person is going to use this opportunity. And here it
is worth paying attention to the term “people with intel-
lectual disabilities”, and add also “people with mental
disabilities”. In general, everyone else, including people
with physical problems or minorities, are quite capable
of evaluating and utilizing opportunities in one way or
another. They are also able to find some meaning and
purpose for their use. But what about people with intel-
lectual and mental health problems? How can we get to
the core of their inner world and include them in soci-
ety? And include them as who or what? And most im-
portantly, for what purpose? What is it for us and these
people (if we decide to divide our society into “us” and
“them” for analytical purposes)?

Of course, the answers to these questions apply to all
excluded groups and individuals, but by placing these
questions in the context of so-called ‘mental abnormal-
ity,” it is possible to expose an irreparable flaw in such
definitions, which tend to be used for policy-making and
pedagogical interventions; these definitions miss the
point. To speak to this essential point, philosophers who
attempt to provide a substantive definition of inclusion
ask how does this concept apply to people with intel-
lectual disabilities (Shemanov, 2014). Many authors
have already criticized the constructivist approach to
the social model of disability on which inclusive policies
and practices are based. In addition, in disability stud-
ies there are authors who consider people not just as
“equals” and in this sense “the same,” but also as “others”
who have the right to individual and collective expres-
sion of their otherness within the framework of the cul-
tural, rather than social, model of disability (Devlieger
et al., 2003).

Nevertheless, turning to the Soviet philosophical
tradition allows us to consider the concept of inclusion

from a different perspective and to outline ways of un-
derstanding it anew for interaction with people whose
form of disability seems to be the most problematic —
with people who have intellectual or mental disabili-
ties — thus clarifying the very concept of inclusion.

The prevailing contemporary ethics in disability
studies is primarily concerned with the opposition be-
tween the “social” and “medical” models of disability.
The social model, unlike the medical model, focuses not
on the individual and his or her bodily (read disease!)
problems but on the characteristics of the social envi-
ronment, which perceives a person with a disability as
“not-normal.” It is precisely because of the characteris-
tics of the environment — from infrastructure to atti-
tudes towards people with disabilities as a form of illness
or some kind of “exotic” — that such people are hardly
seen on our streets and in public places, let alone their
active participation in political or public life, or even
just being in the workplace. It should be recognized
that the social model works quite well for physical and
sensory problems, which can be overcome by creating a
“barrier-free infrastructure” and changing attitudes to-
wards people with these types of disabilities. When it
comes to certain psychological disabilities — individuals
with ASD or schizophrenia who have high intellectual
functioning are now also accepted in some communities
and workplaces. Nevertheless, significant intellectual
disabilities and actual antisocial mental disorders are
rarely at the center of policy discussions. They are either
avoided or placed on a general list of “people for inclu-
sion,” among many others, without much detail (as is
done in the dictionary definition above). The situation
seems to be that when we talk about mental disorders,
the old debates of so-called “biogenetic” and “socioge-
netic” approaches loom behind all documents — from
laws to inclusive schools’ charters.

This opposition between “biological” and “social” in
human being was extremely important and at some mo-
ment very typical for Soviet psychology. Today, this op-
position is constantly masked by various kinds of “bio-
socio-cultural” conceptualizations designed to reconcile
this contradiction. That is why it is now so important
to turn to the legacy of such a radical Soviet thinker as
Ewald Ilyenkov, who never gave anything “biological”
a single chance in the interpretation of human behavior
and never tired of repeating in these words or the oth-
ers that “...everything human in man... is 100% — not
90 or even 99 — the result of the social development of
human society...”. (Ilyenkov, “Biological and Social in
a man”?, see as well Ilyenkov, 1968). However, nowa-
days, one can easily come across the following articles

" https://dictionary.cambridge.org/dictionary/english /inclusion — last visit on 1.08. 2024.
2 https://global.oup.com/academic/category/dictionaries-and-reference/?lang=en &cc=gb — last visit on 1.08.2024.

3 http://caute.ru/ilyenkov /texts/sch /biosoc.html
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even in linguistics journals (and who would doubt that
speech is a purely human characteristic?): “Language in
the bio-socio-cultural concept: lexical and grammati-
cal ‘levels” (Druzhinin, Karamalak, 2017). Such texts
are based on the works of famous neuropsychologists
such as U. Maturana and F. Varela, and cognition in
them is defined through the special structure of “neural
networks distributed throughout the human body and
ensuring the operation of higher nervous activity in an
infinite variety of structural interactions "man-environ-
ment® through certain cognitive/learning mechanisms,
i.e. literal ‘memorization’ of the organism's sensorimo-
tor reactions to repeated (recurrent) and complicating
(recursive) external stimuli, resulting in the construc-
tion of this or that behavioral distinction — knowledge."
(Druzhinin, Karmalak 2017, p. 5; Maturana, Varela,
2001). About such interpretations of the human psyche
(which, in fact, do not differ in any way from the de-
scription of the animal psyche) Ilyenkov sarcastically
wrote 40 years ago that they lead “to a ‘socio-bio-chem-
ical-electrophysical-microphysical-quantum-mechani-
cal’ understanding of the essence of man.” (Ilyenkov,
1984b)

And yet, for all his “sociologizing position,” to what
extent did Ilyenkov deny the factor of corporeality in
the life of the individual? As a consistent Marxist and
materialist, Ilyenkov could in no way follow such a de-
nial. And for him the concept of “body” in the definition
of a human being played a huge role. An important part
of Ilyenkov's ideas was based on the views of Benedict
Spinoza. In his reflections Ilyenkov relied on Spinoza's
ideas that thinking is inseparable from the “thinking
body”. In his turn, Spinoza followed Ren Descartes in
the notion that it is possible to separate one body from
another only if it is in motion. But for Spinoza, no body
can move independently of other bodies; all bodies af-
fect each other in motion. However, if these bodies are
“thinking bodies,” they can choose how to move depend-
ing on the influence of other bodies. Spinoza went quite
far in evaluating the role of motion in relation to think-
ing. He insisted, for example, that the purely “abstract”
idea of the geometric figure of a circle does not come to
us from the realm of “pre-existing ideas” but arises after
the constant repetition of the movement of our hands
drawing circles or following some rounded shape. (Ily-
enkov 1984a, pp. 26—47). Ilyenkov's refusal to separate
the bodily from the psychological was based on this very
point: "...the thinking and the body are not two different
things existing separately and therefore able to interact,
but one and the same thing, only expressed in two dif-
ferent ways. ... The thinking body cannot cause changes
in the thinking, cannot influence the thinking, for its
existence as a “thinking body” is thinking. If a think-
ing body does not move/act, it is no longer a thinking
body, but just a body. If it acts, it is in no way influence
on thinking, for its very action constitutes thinking. ...

92

Thinking is not the product of action, but action itself..."
(Ilyenkov 1984a, pp. 30—31 — italics E.I.).

This idea was literally realized in the method of work
with deaf-blind children in Zagorsk, where the whole
process of cognition was based on the repetition of
movements, and was brilliantly described by Ilyenkov
in his unfinished essay “The Poem about the Spoon”.
The spoon as the hero of this text was a symbol of the
so-called “non-organic” human body, an example of our
environment, which is completely transformed by our
needs and goals. Here Ilyenkov follows Marx, who de-
velops this idea of Spinoza and says that man, moving in
the natural environment, transforms it to suit himself,
turning the whole environment into an “extension” of
his biological (organic) body (Ilyenkov, 1984a, Ilyen-
kov, 1984b). In this respect, the “barrier-free environ-
ment” that is promoted in the framework of the social
model of disability can also be regarded as a part of the
“non-organic human body”, an environment customized
to certain bodily features.

This idea of Tlyenkov, based on the works of Spinoza
and Marx, certainly applies not only to the physical in-
teraction of bodies, but also to psychological and social
interaction, since the body that is thinking is in the in-
teraction. According to Spinoza, any collision of bodies
isreflected on them in the form of “affect”, and “affect” is
defined very simply — what increases the body's capac-
ity for action (in the broadest sense) can be regarded
as positive affect, what reduces the body's potential is
negative affect. However, when considering the mo-
ment when the interaction of bodies takes on special sig-
nificance, it is necessary to turn to the works of another
scholar who is at the very center of the line that begins
with the ideas of Spinoza and Marx and ends with Tly-
enkov's interpretation of the “thinking body” and the
“inorganic human body.” This figure is Lev Vygotsky.

If we retell Vygotsky's ideas in terms of Spinoza-
Ilenkov, we will get a story about the meeting of some
thinking body with other thinking bodies (an adult and
a child, a child with other children, etc.), due to which
the ability of this body to move-think will increase. Al-
though, in an unfavorable scenario of this encounter,
such ability may not change or may even become less.
And here the “story of the meeting” makes a turn and
comes back to the question of the correlation of biologi-
cal and social in a human being, in this case in a develop-
ing child, and even more precisely in such a child who
has certain intellectual disorders, which can make the
meeting of thinking bodies problematic. Whence can
the problem arise? From the bodily deficiencies of one
of the thinking bodies, namely from the mental retar-
dation of the child caused by the specifics of his brain?
Vygotsky's answer to such an assumption is complete
disagreement. Moreover, Vygotsky's position is directly
opposed to this assumption (although, at first glance,
this assumption seems quite rational and consistent
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with common sense). The essence of human develop-
ment according to Vygotsky is about the development
of higher, not elementary mental functions. In this
sense, the logic of trying to develop the most primitive
skills in a mentally retarded child and avoiding work
with thinking is deeply flawed. So, the encounter of any
thinking bodies must take place at the level of higher
psychological functions.

Vygotsky in his work “On the Question of Compen-
satory Processes in the Development of the Mentally
Retarded Child” wrote about it as follows: "If we speak
about the group of mentally retarded children, whose
retardation is based on pathological insufficiency or
brain damage, then there the core of debility itself and
all phenomena related to insufficiency are the most dif-
ficult to be pedagogically influenced. They yield only
to indirect, training, stimulating constant influence.
But since you are powerless to eliminate the root cause,
you cannot eliminate the phenomena that belong to the
core. It is quite different when we speak of secondary,
tertiary, fourth and fifth order complications. They arise
on the basis of the primary complication, are removed
in the first place and, as one of the modern authors puts
it, the removal of a secondary complication in a men-
tally retarded person changes the whole clinical picture
of debility to such an extent that modern clinic would
refuse to recognize debility if the process of educational
work were brought to an end” (Vygotsky, 1983, p. 130).

In this logic, the developmental disorders of a
mentally retarded child are not related to the organic
defect itself, but to the fact that secondary disorders
arise on its basis, but the cause of these new disorders
is not the primary biological deficit, but the wrong
work in the process of interaction with such a child.
If we return again to the terminology of Spinoza and
Ilyenkov — the meeting of “thinking bodies” was in-
complete, insufficient, because it did not lead to an in-
crease in the capabilities of this child. For a full-fledged
meeting, the child needs an adequate environment and
interaction built in a specific way. “Underdevelopment
of higher functions is connected with the cultural un-
derdevelopment of the mentally retarded child, with
his falling out of the cultural environment, from the
"nourishment” of the environment. Because of this in-
sufficiency he did not experience the influence of the
environment in time, as a result of which his retarda-
tion accumulates, negative properties accumulate,
added complications in the form of social underdevel-
opment, pedagogical neglect. .... In the environment in
which he grows up, he took less than he could; no one
tried to connect him with the environment; and if the
child was little and poorly connected with the chil-
dren's collective, secondary complications may arise"
(Ibid., p. 129—130). The accumulation of “negative
properties” suggests that the “affect” of this encounter
of thinking bodies was negative.
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The way in which Vygotsky emphasizes the impor-
tance of the “children’s collective” is noteworthy here.
In another text called “The Collective as a Factor in the
Development of the Defective Child” he insists on this
and says that the children's collective should be diverse
(Vygotsky 1983, pp. 196—218). In the part of the article
that deals with mentally retarded children, he writes
about how important it is that children in the collective
have different degrees of mental retardation or levels of
development, because this is what helps the retarded
child to develop. Interestingly, in the notes to this text,
the compilers write a phrase that rather contradicts Vy-
gotsky's own words. Note comments on the word “col-
lective”, which appears for the first time in the text in
the second paragraph without additional definitions:
"When Vygotsky spoke of a collective in relation to de-
fective children, he meant to unite them in a common
group according to some single characteristic (age, be-
longing to the same category of anomaly, degree of de-
velopment or underdevelopment) (Ibid., p. 354). How-
ever, in the article itself, Vygotsky writes the following:
“We think that it would be more correct to say not that
in free children's collectives new sides of the personal-
ity of a profoundly retarded child are revealed (which
is true in itself), but, rather, that in these collectives
the personality of a profoundly retarded child really
finds a living source of development and in the process
of collective activity and cooperation rises to a higher
stage. Now we can see how profoundly anti-pedagogical
is the rule according to which we select homogeneous
collectives of retarded children for convenience. By do-
ing this, we not only go against the natural tendency in
the development of children, but, what is much more
important, we, depriving a mentally retarded child of
collective cooperation and communication with other
children above him, aggravate rather than alleviate the
immediate cause of the underdevelopment of his higher
mental functions.” ( Ibid., p. 209).

This fragment seems to be extremely important for
understanding the principles of inclusion from the per-
spective of cultural-historical approach. As a rule, the
well-known (and in many foreign universities — the
only known) concept of “zone of proximal development”
(ZPD) is by default associated with the interaction be-
tween a child and an adult. However, it is much more
common for children to understand other children bet-
ter than adults. No matter how precise and accurate a
teacher or educator's task he or she places in the ZBD,
children's play and children's interactions with each
other are no less, and perhaps even more important for
a child's development. Vygotsky was always thinking
about a certain zone that sets the perspective for the de-
velopment of higher mental functions in any child, and
he made no exception for children with intellectual dis-
abilities. Another thing is that the requirements to such
a “free children's collective” and to the teacher who
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works with it can be very high. In the conclusion of the
section on mentally retarded children in the article in
question, he writes: “We see the paramount importance
of the pedagogy of the collective in the whole structure
of the education of the retarded child. We see what
value is acquired by common collectives of retarded and
normal children, what importance is acquired by the se-
lection of groups and proportions of intellectual levels
in them. Here we find a basic pedagogical law which is
hardly a general law for the whole education of the ab-
normal child”. (Ibid., p. 210).

Thus, the idea of inclusive education in its very es-
sence is very much in line with the ideas of cultural-his-
torical pedagogy: it makes sense to give children them-
selves the opportunity for an interaction that will be a
meeting of “thinking bodies” with positive affect.

And yet, closing the circle, we should return to the
question that was posed at the beginning of this arti-
cle — what is the purpose of such a meeting? What is
the meaning and ultimate goal of inclusion? Of course,
the answer to this question is related to the idea of who
in general a person is, and in particular, in what capac-
ity a person acts in the philosophy of education, without
which it is impossible to talk about social inclusion.

We would like to refer to one of the serious new
works that discuss the philosophical and methodologi-
cal foundations of inclusion, namely the handbook Phil-
osophical and Methodological Foundations of Inclusive
Education (Alekhina, Shemanov, 2022). The second
and third chapters, which provide a theoretical analysis
of the various concepts that define our understanding
of inclusion, cannot but be admired for how compre-
hensively and capaciously they present all the concepts
important for this topic. Unfortunately, the cultural-
historical approach is presented in these chapters in a
very short and general block of one page (Alekhina Sh-
emanov, 2022, pp. 123—124), which emphasizes that
“the unfolding of this topic in many ways still awaits its
researcher”, which is hard to disagree with.

At the beginning of the second chapter of this hand-
book, a glossary can be found, in which concepts such
as “authenticity and autonomy of the individual” are
given: "The concept of autonomy is based on the notion
of a rational, self-aware, responsible for its volitional de-
cisions Ego, which strives above all for self-actualization
and securing for itself this right to autonomy. Authen-
ticity means following oneself, one's own nature, com-
mitment to the authentic image of one's own being".
(Alekhina, Shemanov, 2022, p. 59). Both are based on
a conceptualization of “self-determination”: “Ch. Tay-
lor distinguishes two aspects of authenticity. The first
includes the moments of creativity and construction,
associated with independence and even opposition to
social rules, which can reach the point of conflict with
moral norms. The second, however, requires, according
to Taylor, an openness to the horizon of significance, i.e.
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a system of life values that claim to be universal (ideas
about good and evil, about man and his freedom, about
God, etc.). ... Taylor emphasizes the inappropriateness
of preferring the first aspect of authenticity (autonomy
without reference to a universal horizon of significance)
to the detriment of the second (reference to a horizon of
significance that presupposes the freedom of the other
and rejects violence), since this preference leads to ex-
treme subjectivism and immoralism”. (Ibid.).

Just below, the same glossary discusses the concept
of embodied personhood, emphasizing that “social con-
structionist scholars limit themselves to how the body
is represented in the social constructions of the indi-
vidual or the discourse of society, in its representations
and practices, or in culture. The body is reduced to a
social construction, to a discourse, or to its representa-
tion in a person's experiences (in the phenomenological
approach). In this case, the human personality is con-
sidered not as a whole encompassing body and spirit,
holistically expressing itself in material culture and its
meaning, but only primarily as a source of discourse, in
which corporeality is represented in the order of signs,
which represent not the bodily reality itself, but social
relations (relations of power, dominance, status, etc.)."
(Ibid., pp. 59—60). Thus, this manual pays significant
attention to the problem of corporeality in different in-
terpretations of disability and its role in the organiza-
tion of inclusive education. (Ibid.).

In this connection, we would like to return to the
notions of the “thinking body” and the “non-organic hu-
man body” that Ilyenkov developed. While this manual
discusses the concepts of “autonomy,” “authenticity,”
and “embodiment,” it paradoxically lacks the concept of
the “subject,” which was central to Soviet educational
psychology, which was created in the cultural-historical
Vygotskian tradition. We can assume that the reason
for this is a too rational and will-oriented view of this
“subject”. And if we try to discuss the child as a subject
of pedagogical influence as a “thinking body”, there is a
risk that the emphasis will again be on the word ‘think-
ing’ rather than on the word “body”. A rationalized ar-
rangement of accents will exclude the idea of “affect”
in all discussions of the self-determining subject as the
goal of pedagogical influence and the process of human
development in general. However, it is worth recalling
that the “principle of the unity of affect and intellect”
was one of Vygotsky's leading principles, and Spinoza
was the hero of one of his last (unfinished) works.

If the goal of education, including inclusive educa-
tion, is to conceive of the “thinking body” acting in the
space of other bodies as a subject, then the “subject”
may turn out to be the notion that brings together au-
tonomy, authenticity and embodiment. From the point
of view of the cultural-historical approach, the “think-
ing body” moves among bodies that are “non-organic
human bodies,” that is, in the environment of humanly
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adjusted objects (subjects -in the sense of A.N. Leon-
tiev, continuing Vygotsky's ideas). On the other hand,
the “thinking body” moves among other “thinking bod-
ies”, that is, in the social environment. It is this move-
ment, which in no way can be divided into two different
types of movement, that forms the thinking body both
as a “just body”, with its affects and physical reactions,
and as a “thinking body”, with its understanding of the
world and its attitude to it".

It seems not coincidental that Soviet psychology and
philosophy have recently become increasingly popular
worldwide. Even if foreign scientists and educators
mainly pay attention to its instrumental aspects, Hal-
perin's instrumentalization is different from the tools
used, for example, in Applied Behavioral Analysis (ABA)
by behavioral educators and therapists. The same can be
said of the Soviet tradition of neuropsychology, origi-
nating with A. Luria, a student of Vygotsky, when com-
paring it with the research abroad that is so fashionable
today. Certainly, there are “tools” and “tools”. And un-
derstanding the purpose of using these tools is crucial,
and it depends precisely on the educational philosophy
and on the vision of a human as a “human being”.

In conclusion, I would like to quote Alexander Su-
vorov, professor of psychology, Ilyenkov's most famous
and devoted student and friend from the Zagorsk board-
ing school for deaf-blind children. Describing the dia-

Cnucox ucmounuxoe / References

1. Anexuna C.B., Illemanos A.IO. (2022). @urocogpckue u

MEMO00I02ZUUECKUE OCHOBbL UHKIIO3UBHOZ0 00PA308ANUSL:
yuebno-memoduueckoe nocobue. M.. DIBOY BO
MTIIITY.
Alekhina S.V., Shemanov A.Y. (2022). Filosofskiye i
metodologicheskiye osnovy inklyuzionogo obrazovaniya:
uchebno-metodicheskoye posobiye. (Philosophical and
methodological foundations of inclusive education: a
teaching manual) M.: FGBOU VO MGPPU.

2. Borirorcxwuii JI.C. (1983) Cobpanue couunenuii: B 6 momax:
Tom 5. M.: [lenaroruxa.

Vygotsky L.S. (1983) Collected works in 6 volumes, vol. 5.
M.: Pedagogy. (In Russ.).

3. Hpyxunun A.C., Kapamamak O.A. (2017) <«A3bix

6UO-CONMO-KYJIBTYPHOU  KOHIIENIMN:  JIEKCUYECKUT 1
rpaMMaTHYeCKuil «ypoBHU». Quionocuueckue Hayku 6
MIHUMO, 4(12):5—14.
Druzhinin A.S., Karamalak O.A. (2017) «Yazyk v bio-sotsio-
kul'turnoy kontseptsii: leksicheskiy i grammaticheskiy
«urovni». Filologicheskiye nauki v MGIMO.( “Language
in the bio-socio-cultural concept: lexical and grammatical
“levels”. Philological sciences at MGIMO), 4(12):5—14. (In
Russ.).

4. WnvenkoB  3.B. (1968) Ilcuxuka u wmo3r (OtBer
JL.N. Iybposckomy). Bonpocot punocogpuu, 11, 145—155.

w

lectic of the relationship between the “authentic” and
the “brought in” in mental development, he wrote: “and
provocation with guidance, and one's own attempts; and
development, and self-development... — but not that
which is laid down in the "genes of daddy and mommy,“
but that which is laid down in jointly shared activity...”
(Suvorov, 1998, pp. 183—184).

Thus, interpreting inclusion from a cultural-histori-
cal approach can stimulate new research that could help
answer many relevant questions. What is the ultimate
goal of inclusion? Where can we find the ‘authentic’
person in inclusive policies and pedagogies? What hap-
pens to the “thinking body” that thinks differently than
we are used to when we engage with it? Where will the
thinking of a child with mental retardation go if the so-
cial environment (even if unconsciously) expects this
development to stop sooner or later and remain “insuf-
ficient” due to “natural” limitations? How will a person
who grows up in an environment where their movement
in the social field will be constantly restricted by the
negative or ignoring reactions of others behave? Are we
really in control of our reactions or are we sending an
invisible message to the children about their diagnosis
and our expectations? All these questions await answers
that cannot be found unless we pay close attention to
the philosophical foundations of the pedagogy we create
and practice.

lyenkov E.V. (1968) «Psikhika i mozg (Otvet
D.I. Dubrovskomu)». Voprosy filosofii. (“Psyche and Brain
(Response to D.I. Dubrovsky)”). Questions of Philosophy,
11,145—155. (In Russ.).

5. Unpenkos I.B. (1984a) Auarexmuueckas noeuxa: Ouepxu
ucmopuu u meopuu. M.: [lomutusnar.
llyenkov E.V. (1984a) Dialekticheskaya logika: Ocherki
istorii i teorii : Politizdat (Dialectical Logic: Essays on
History and Theory). Moscow: Politizdat. (In Russ.).

6. Mabenkos J.B. (19846) C uezo nauunaemcs muunocmo. M.

[Tomtuamar.
Iyenkov E.V. (1984b) «Chto zhe takoye lichnost’?». §
chego nachinayetsya lichnost’. M.: Politizdat “What is
personality?” Where does personality begin? Moscow:
Politizdat. (In Russ.).

7. Cysopos A.B. (1998) Sxcnepumenmanvuas guiocopus
(3.B. Umvenxoe u A.M. Mewepsaxos). M.: M3narenbctBo
YPAO.

Suvorov  AV. (1998) Eksperimental’naya filosofiya
(E.V. Il'yenkov i A.I Meshcheryakov). Izdatel’stvo
URAO. Experimental Philosophy (E.V. Ilyenkov and
A.IL Meshcheryakov). Moscow: URAO Publishing House.

(In Russ.).
8. IllemanoB A.JO. (2014) <«AHTPONOJNOTHS MHKJIIO3UMU:
ABTOHOMUSI ~ WJIM  ayTeHTHYHOCTH?».  Obcepsamopust

xyaomyput, 4,9—16. https://doi.org/10.25281,/2072-3156-
2014-0-4-9-16

* A discussion of Spinoza's notion of conatus could have been appropriate here, but the scope and aims of this article do not allow it. A more
detailed interpretation of conatus and collectivity can be found in my other text (Bagdasarova, 2023)




Barpacaposa H.A. (2025) Bagdasarova N. (2025)

MpicasIIee Te0 B COUANTBHOM MTPOCTPAHCTEE. .. The thinking body in social space: philosophical foundations...

Kyabrypro-ucropudeckast icuxoqorus, 2025. 27(3), 89—96. Cultural-Historical Psychology, 2025. 27(3), 89—96.
Shemanov ~AY. (2014) <«Antropologiya inklyuzii: amid Collective Struggle by Hjalmar Jorge Joffre-
avtonomiya ili autentichnost’?». Observatoriya kul’tury, Eichhorn, Patrick Anderson (eds). Daraja Press.
4: 9—16. “Anthropology of Inclusion: Autonomy or | 10. Devlieger, P., Rusch, F., Pfeiffer, D. (2003). Rethinking
Authenticity?” Observatory of Culture. (4): 9—16. https:// Disability as Same and Different: Towards a Cultural
doi.org/10.25281,/2072-3156-2014-0-4-9-16 Model of Disability. In: Rethinking Disability: The

9. Bagdasarova N. (2023) “A Reasonable Doubt — Should I Emergence of New Definitions, Concepts and Communities
Stay Alone?” in Left Alone: On Solitude and Loneliness (pp. 9—16). Antwerpen: Garant.

Information about the author
Nina A. Bagdasarova, Ph.D. in Psychology, Professor at the Department of Psychology, American University of Central Asia
(AUCA), Bishkek, Kyrgyz Republic, ORCID ID https://orcid.org/0009-0008-4372-5454, e-mail: bagdasarova n@auca.kg

Hugopmayus 06 asmope

Huna Aponosna Bazdacaposa, Kananaat nCHX0JOTHIECKUX HayK, Tpodeccop Kabeapbl ICHX0JI0rHH AMEPHKAHCKOTO YHUBEPCH-
tera B Llentpanbhoii Asuu (AYIIA), Buuikex, Koiproisckas Peciy6imka, ORCID ID https://orcid.org/0009-0008-4372-5454,
e-mail: bagdasarova_n@auca.kg

Conflict of interest
The author declares no conflict of interest.

Kongauxm unmepecos
ABTOp 3a5BJIsI€T 00 OTCYTCTBUH KOH(BINKTA HHTEPECOB.

Ethics statement
Ethical approval was not required for this study as it was theoretical in nature and did not involve human participants.

Hexnapawus 06 smuxe
Aruueckoe ogo06peHne He TPeHOBATIOCH, TAK KAK UCCIIE0BAHUE ObLJIO TEOPETHYECKIM U UCIIBITYEMbIE HE IPUHUMAJIM B HEM y4a-
cTHe.

[ocrynuna B pepakunio 14.07.2025 Received 2025.07.14
[ocrynuna noce petensuposanus 10.08.2025 Revised 2025.08.10
[Tpunsra k myGaukamum 15.08.2025 Accepted 2025.08.15
Omny6smkosana 30.09.2025 Published 2025.09.30

96




KyabTypHO-1cTOpHYECcKast IICUXO0N0TUSA Cultural-Historical Psychology

2025. 21(3), 97—105. 2025. 21(3), 97—105.
https://doi.org/10.17759 /chp.2025210308 https://doi.org/10.17759 /chp.2025210308
ISSN: 1816-5435 (neyartHsbiii) ISSN: 1816-5435 (print)
ISSN: 2224-8935 (online) ISSN: 2224-8935 (online)

Hayunas cratbs | Original paper

From tradition to innovation:
The cultural-historical vector of educational
practices and the socialization of children
in contemporary society

S.R. Gevorkyan, M.M. Ispiryan, V.Zh. Sarkisyan <, H.V. Tadevosyan
Armenian State Pedagogical University after Kh. Abovyan, Republic of Armenia
D4 sargsyanvahan@aspu.am

Abstract
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Pesztome
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ankernpoBanuu 104 yunreseii maxmaT B apMSHCKHUX HIKOJIAX. DbLIM IIPUMEHEHbBI KaK KOJNYeCTBEHHBIE
MeTo/bl ((PaKTOPHBIN U KOPPEJISIIUMOHHBIN aHAMN3), TAK U KadyecTBeHHble (KOHTEHT-aHAIN3 OTKPbITHIX
orBeToB). OT/EIbHOE BHUMAHNE YEAAETCS TOMY, KaK CaMU T1e[Iarorl OCO3HAIOT MU3MEHEHUs, TIPONCXO0-
JISII1e B IETCKOM BO3pacTe, TpancdopMalny IeHHOCTHBIX YCTAHOBOK, a TAKKe CBOE y4acTHe B PA3BUTUU
cyObekTHON nosuinu y peberka. Pesyabrarsl: [IlaxmMaThl BOCHPUHUMAIOTCS YYUTENSIMU KaK 3HAKOBAst
JIeATEIbHOCTD, B KOTOPOil PeOEHOK YUUTCS IIAaHUPOBATh, IIPOTHO3UPOBATH, aHAIU3UPOBATH TOCJAEICTBUS
CBOUX pellleHuil — T. e. hopMupyer 6a3oBble MeTalpeMETHbIe HaBbiKK. BoiBoabl. Bocnpusitie maxmar
Kak 00pa30BaTeIbHON MIPAKTUKU TECHO CBSI3aHO C BO3PACTOM, CTUJIEM IIPEIOJABAHUS 1 JIMYHbBIM T1€/[ar0-
TMYECKUM OIIBITOM, MMOJTBEPKIACTCS KOJIMYECTBEHHBIMH JIAHHBIMU, TIOJYYEHHBIMU C TIOMOIIBIO haKkTop-
HOTO ¥ KOPPEJIAIMOHHOTO anaan3a. IIpernogaBaresn BOCIPUHUMAIOT MIAXMAThl HE TOJIBKO KaK MHCTPY-
MEHT MHTEJIJIEKTYAJbHOTO PAa3BUTHS, HO M KAK CPE/ICTBO (JOPMUPOBAHUS JIUYHOCTHBIX, HDABCTBEHHbBIX U
Me/IarOTMYeCKUX KayecTB.

Knrouesvie crosa: MJIaJIIe MKOJIbHUKW, MEeTallpe/IMETHbIE KOMIIETCHIINH, ITaXMaTHOE O6paSOBaHI/Ie, CO-
raJjinsanusd, yqe6Haﬂ A€ATEeJbHOCTD, HIEHHOCTHbIE OPUEHTAITUN

Dunancuposanue. Mccaenosanue npodunancupoBano MuHuctepcTBoM 06pasoBaHist, HAYKH, KyJIbTYPbI U criopTa Pe-
crybmukn Apmenust, [ocyapeTBeHHBIM KOMUTETOM HayKH, TipoekT Ne 10-5/24-1.
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Introduction

The study of the characteristics of a 21st-centu-
ry individual requires examining several interrelat-
ed issues. It is particularly important to understand
which factors influence personality development
and socialisation at different stages of life, and how
these influences can be managed. “Since childhood,
as a complex system in which a growing individual
is formed, now exists in a fundamentally new his-
torical situation and is undergoing deep and seri-
ous changes, the need arises for an expanded pro-
gramme” (Feldstein, 2009).

As a result, educators and experts increasingly
highlight problems in children’s development and
learning. According to 90% of surveyed teachers,
students’ motivation to learn is declining; 82% re-
port issues with concentration and memory (Gevor-
gyan, 2023). Therefore, it is necessary to analyse
how teachers perceive these changes in childhood
and how the pedagogical community responds to
the challenges involved.

In L.S. Vygotsky’s theory, child development
occurs through the acquisition of cultural tools,
with play being one of the most important. The
transition from traditional play to organised joint
educational activity provides a foundation not only
for the internalisation of cognitive operations but
also for social norms, ethics, and behavioural pat-
terns (Vygotsky, 1984). Modern childhood is be-
ing transformed by digital technologies, changing
social roles, and new educational demands. This
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study also draws on the concept of learning activ-
ity as presented in cultural-historical psychology
and activity theory, particularly in the works of
D.B. Elkonin and V.V. Davydov (Elkonin, 1974;
Davydov, 1986), and their followers.

The key features of learning activity include the
development of reflection, planning, task condition
analysis, and the formation of universal learning ac-
tions (Rubtsov & Ulanovskaya, 2020). These fea-
tures also align with the concept of the child’s agen-
tive position (Zaretsky et al., 2020). One educational
practice that meets these criteria and promotes both
socialisation and interdisciplinary development is
Armenia’s chess education programme.

The Federal State Educational Standard for Pri-
mary Education reflects the concept of key compe-
tencies (4Cs), defining educational outcomes as
abilities in reflection, communication, interaction,
and collaboration (Rubtsov, Isaev, & Konokotin,
2022). Contemporary studies (Karakus, 2023; Ka-
zemi et al., 2023; Maracine, Mihaescu, 2023; Sala,
Gobet, 2024; Sutar, Patil, 2023; Tachie, Ramathe,
2022), confirm that chess supports the develop-
ment of interdisciplinary competencies such as
critical thinking, planning, self-regulation, and de-
cision-making.

A key role in the development of such compe-
tencies is played by joint activity: collaborative
discussion, hypothesis coordination, mutual moni-
toring, and strategy building. Students engaged in
activity-based learning show higher indicators not
only in cognitive but also in social development.
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Research in Armenian schools highlights the
perception of chess as a socialising educational ac-
tivity. In this context, Goncu’s idea (1999) is es-
pecially relevant — each society defines what is
important for a child’s development. Research (Po-
livanova et al, 2013).showed that the plots of chil-
dren’s games reflect interpersonal relations already
in the preschool years. The findings (Rogoff et al.,
2003) support this position. The introduction of
chess into educational practice can be seen as an ex-
ample of learning where the child masters not only
the game but also the principles of strategy, logic,
patience, and respect for the opponent.

As Schwartz, Bransford, and Sears (2005) point
out, learning through cultural practices allows stu-
dents to interpret knowledge through personal and
cultural relevance.

However, several questions remain unresolved:
to what extent do educational practices promote
socialisation and value formation? And how well
do teachers' perceptions of traditional and inno-
vative methods align with the demands of modern
education?

The goal of this study is to explore chess teach-
ers’ perceptions of the transformation of childhood
in the context of cultural-historical psychology,
their views on traditional and innovative aspects of
chess education, and their impact on the internali-
sation of value orientations, as well as on the de-
velopment of children’s socialisation and cognitive
functions.

Methods and sample

The study involved 104 chess teachers from
various regions of Armenia. The sample included
teachers of different ages, teaching experience, and
pedagogical styles, allowing the inclusion of a wide
range of ideas and practices. To obtain valid and di-
verse data, the following methods were used:

— Custom-designed questionnaire: Included
items about modern children, such as patience,
adaptability, and interest in traditional games.

Rokeach’s Value Orientation Method:
Teachers ranked values according to how strongly
they believed these were formed through chess
education.

— Content analysis of educational materials:
Chess textbooks, manuals, and digital courses used
in schools were assessed. A group of 10 experts
(teachers, psychologists, and methodologists) eval-
uated materials based on 8 criteria.

To analyse quantitative data, the following
methods were applied:

— Comparative subgroup analysis

— Correlation analysis

— Factor analysis

Results

The results from the custom-designed ques-
tionnaire revealed that teachers with different
lengths of teaching experience perceive the value
of chess education differently. Teachers who fre-
quently use innovative methods gave significantly
higher ratings to chess as a tool for children’s so-
cialisation.

Teachers who frequently use innovative meth-
ods, such as digital platforms, game-based strate-
gies, and group work, rate the impact of chess on
children's socialisation significantly higher. Par-
ticularly high ratings are obtained by those who
regularly apply innovations, which highlights the
importance of a methodological approach in chess
instruction (Table 2).

The highest-rated statement was: “Modern chil-
dren adapt more quickly to new learning formats.”
(Average score — 3.94). This indicates that the ma-
jority of teachers acknowledge that the new gener-
ation perceives innovations more easily and adapts
more quickly to changes.

The lowest-rated statement was: “Children’s in-
terest in traditional games, including chess, has de-
clined.” (Average score — 2.49). This figure suggests
that most teachers do not share concerns about a
decreasing interest in chess.

Table 1
Category of Teaching Experience
In-service teaching experience Average score Standard deviation N
11—20 years 3,24 0,44 38
More than 20 years 3,06 0,47 33
Less than 5 years 3,06 0,53 15
5—10 years 3,21 0,53 18
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Table 2
Frequency of Using Innovative Methods
Application frequency Average score Standard deviation N
Sometimes 3,03 0,44 24
Rarely 2,76 0,81 3
Often 3,18 0,47 64
Constantly 3,32 0,47 13

Statements such as “decreased patience,” “dete-
rioration of self-regulation,” and “negative influence
of digital technologies” received scores in the range
of 3.2 to 3.5, indicating neutral or slightly positive
agreement.

The intercorrelation matrix (Table 3) shows the
degree of consistency or contradiction in teachers'
responses to 7 key statements related to significant
changes in primary school children.

The strongest positive correlation was found
between the indicators “Quickly adapt to new for-
mats” and “Ability to perform multiple tasks simul-
taneously” (r = 0.45). This suggests that teachers
who view children as quick adapters also tend to
rate their multitasking abilities highly.

Moderate positive correlations were found
between “Decline in interest in traditional games”
and “Digital technologies reduce strategic think-
ing” (r = 0.36). Moderate correlations were also
observed between “Decline in interest in tradi-
tional games” and “Self-regulation has worsened”
(r = 0.32).

These correlations indicate that teachers who
observe a decline in interest in traditional games
are also more likely to believe that children are los-
ing self-regulation and strategic thinking skills.

Teachers rated chess highest for its impact on:

— Democratic and civic competence (3.38)

— Independent learning and development
(3.36)

Table 3
Spearman Intercorrelation Matrix Based on Chess Teachers’ Ratings of Seven Characteristics
of Modern Childhood
Parameters 1 2 3 4 ) 6 7
1. Less patient and attentive group 1 —0,04 0,12 0,04 0,1 0,19 0,08
2. Group of lower level of interest in -0,04 1 0,36* -0,07 0,1 0,32 -0,06
traditional games
3. Strategic mindset level decreased 0,12 0,36* 1 -0,01 0,01 0,22 0,05
because of digital technologies
4. Speedy adjustment to formats 0,04 -0,07 —-0,01 1 0,17 -0,27 0,45*
5. Traditional methods do not always 0,1 0,1 0,01 0,17 1 0,2 0,29
prove to be effective
6. Self-regulatory skills have declined 0,19 0,32 0,22 -0,27 0,2 1 0,06
7. Multitasking ability 0,08 —-0,06 0,05 0,45* 0,29 0,06 1
Note: «*» —correlation is significant at the 0.05 level.
Table 4

Psychological Interpretation of the Impact of Chess Education on the Development

of Students’ Key Competencies (Based on Teachers’ Ratings)

Eight Key Competences of Secondary Education of the Republic of Armenia Average score | Standard deviation
1. Language and communication competencies 3,07 0,75
2. Autonomous learning and self-growth 3,36 0,71
3. Self-awareness and social skills 3,16 0,74
4. Democratic and civil competencies 3,38 0,69
5. Digital and media literacy 2,7 0,81
6. Cultural competencies 3,16 0,8
7. Mathematical and natural-science competencies 3,22 0,74
8. Economic competencies 3,18 0,83
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Value factor analysis identified five dimensions,
the most significant being personal and intellectual
development, including qualities such as critical
thinking, reflection, and social responsibility.

Expert evaluations of chess teaching materials
also confirmed the value of the programme, espe-
cially in strategic thinking, emotional development,
and digital-methodological innovation.

Table 5
Rotated Factor Loading Matrix for Five Factors
(Terminal and Instrumental Values of Chess Teachers)

Factor Loadings by Components Factor 1 Factor 2 Factor 3 Factor 4 Factor 5
TH1. Self-discipline 1,421884 1,162856 -0,55186 0,853485 -0,31502
T2. Autonomy 1,856276 1,3832 -0,11291 0,626002 -0,0415
T3. Flexibility 1,877472 —1,83307 —-0,70855 0,0507 —-0,58551
T4. Creative outlook 1,177311 -2,15923 -1,07705 0,301838 0,335811
T5. Individual stance 1,689758 -0,69353 -0,57259 0,401238 -0,12098
T6. Openness to embrace novelties 1,715524 0,964009 -0,12131 -0,00565 0,339006
T7. Discipline 2,06705 —0,46454 —-0,33151 —-0,34167 1,062264
T8. Digital tools 1,66184 0,786847 0,342761 0,032285 -0,15229
T9. Motivating learners 1,719723 -0,46968 0,830609 -0,0962 0,136056
T10. Self-coordination 1,785228 —0,14627 0,767975 —1,55484 —-0,2736
T11. Creative learners 1,650783 1,619877 —1,14181 —-0,7369 0,142857
T12. Educational innovations 1,414023 0,259213 -1,06144 0,005223 0,219193
T13. Public recognition 1,920997 —-0,38913 —-0,81324 —-0,28252 —-0,41002
T14. Material prosperity 1,737946 0,691528 —-0,30524 0,077581 —-0,25603
T15. Self-growth 1,606038 0,416432 —-0,50115 —-0,17257 -0,6117
T16. Intellectually advanced learners 2,098611 0,087307 0,64425 —-0,74693 0,083696
T17. Inner balance 1,944071 0,017614 0,880282 —-0,22709 0,042703
T18. Critical thinking 1,897133 0,449946 1,204822 0,83786 0,127055
T19. Social responsibility 1,976346 -0,55433 0,845023 1,133925 -0,20967
T20. Chess traditions 1,918069 —1,49539 0,73254 0,170199 0,152556
T21. Collaboration 0,065109 —-0,04971 0,016535 —-0,10921 —-0,28208
T22. Tolerance —-0,01581 —-0,03149 0,100396 -0,1104 —-0,33651

Note: the table presents the numerical values of the factor loadings obtained by the principal component method with Varimax

rotation.
Table 6
Expert Evaluation of the Content and Methodological Potential of Chess Teaching
Materials Used in Schools
(2}
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1 Do the instructive materials imparted contribute to the development of a 4,00 0,82 0,20
strategic way of thinking?
2 Are the respective sets of digital tools, game-based methods, and group-based 4,14 0,90 0,22
methods applied?
3 Do the instructive materials imparted contribute to the development of emo- 4,29 1,11 0,26
tional intelligence, self-expression, and reflection?
4 Are the tasks designed to increase in difficulty, in line with age-based pecu- 371 1,25 0,34
liarities, gradually?
5 Are the materials imparted sufficiently inclusive and adjusted to the variety 3,86 1,46 0,38
of respective needs?
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6 Are the materials relevant to the formation of the system of values? 3,86 1,46 0,38
7 How emotionally responsive and interested do young learners become due to 4,00 1,53 0,38
these assignments/tasks?
8 How do the materials imparted combine the traditional and contemporary 3,67 1,75 0,48
pedagogical approaches?

Discussion

This study provides a new perspective on social-
isation and the development of key competencies
through the lens of the cultural-historical approach.
Teachers emphasise chess’s role in fostering respon-
sibility, rule-following, and self-management. Ac-
cording to Zuckerman, reflective actions are a key
element in the ability to learn. Teachers highlighted
that chess helps children plan, accept rules, and de-
velop emotional resilience. The reflective-activity
approach also supports student agency when tasks
are suitably challenging. Positive views of chess
were more common among experienced and flexible
teachers. Expert ratings matched teacher feedback,
identifying: — Emotional intelligence and reflec-
tion — Game-based and group methods — Strate-
gic thinking Factor analysis confirmed five clusters

of educational values: 1. Personal and intellectual
development 2. Social recognition and external
motivation 3. Pedagogical and organisational skills
4. Humanism and openness 5. Stability and order

Conclusion

The study shows that teachers perceive chess

not only as a cognitive tool, but also as a means of
fostering personal, moral, and pedagogical values.
They associate chess with self-regulation, resil-
ience, and respect for rules.

This view is closely linked to teachers' experi-

ence and instructional style, as confirmed by statis-
tical analysis. Thus, chess education can be seen as
a culturally significant practice where innovation
and tradition are successfully combined.
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Abstract

Pedagogics is never and was never politically indifferent, since, willingly
or unwillingly, through its own work on the psyche, it has

always adopted a particular social pattern, political line, in accordance
with the dominant social class that has guided its interests.

L.S. Vygotsky (1997b, p. 348)

This quote from Vygotsky indicates how education functions as a mechanism for political ends. This
is perhaps most evident in a country such as South Africa where the apartheid regime systematically
undereducated and marginalised black' students in schools in a bid to produce workers for the, amongst
other things, mines. A multicultural society, South Africa has 11 nationally recognised languages, which,
together with its history of segregation lends itself to the use of cultural historical theory to understand
the complexities in this society, especially in relation to education. Seeking to overcome the segregated
education of the past, South Africa embarked in the late 1990s on a move towards inclusive education,
where neurodiverse? and neurotypical children would be primarily included in the same classrooms. It is
in the notion of inclusion, then, that Vygotsky’s understanding of defectology as entailing a dialectical
approach to development, that sees development as resulting from how an individual experiences and
is experienced in social context provides a useful lens for investigating pedagogy. In this paper a model
of pedagogy for inclusive education is outlined with reference to a single case study of students doing
their Honour degrees at a university in Cape Town. Findings from 52 students indicate that the model of
pedagogy outlined in this paper not only facilitates more interaction in a lecture hall but is also useful for
helping students to access high level concepts.

Keywords: defectology; inclusive education; pedagogical model
For citation: Hardman, J. (2025). Difference not deficit: Defectology and The Teach-Assess-Teach dialectical peda-

gogical model for transformative education. Cultural-Historical Psychology, 21(3), 106—113. https://doi.org/10.17759/
chp.2025210309

! The use of racial categories is recognised as problematic in the 21st century. However, these words continue to be used in the South African
context and have some ability to focus social justice interventions.
2T use the term neurodiverse here to distinguish children who do not follow the evolutionary norm that neurotypical students do.
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CCBY-NC

106




Xapaman [Ix. (2025)
Pasmune, a He 1epUINT: ANATEKTHYECKAS 11eIATOTNYECKast MOJIEIb. ..
Kyunbrypro-ucropuueckast icuxosiorust, 2025. 27(3), 106—113.

Hardman J. (2025)
Difference not deficit: Defectology and The Teach-Assess-Teach...
Cultural-Historical Psychology, 2025. 27(3), 106—113.

Pazmmune, a He neUIUT:
AUaJIEKTHYECKas IejaroruyecKas Mo/ieJib
171 mpeoOpasyoinero oopasosanus «OQoyuaii —
olieHHUBail — 00yuyaii»>

xxoan Xapama o4

Vuusepcurer Keitnrayna, Porge6oun, FOxHo-Adpukanckas Peciybinka

P<l joanne.hardman@uct.ac.z

Pesztome

ITegaroruka HUKOT/IA He Oblia MOJUTUYECKH HEUTPaTbHOM, TOCKOJIbKY,

J0OPOBOJIBHO UJIM BBIHYKIEHHO, Yepe3 CBO0 PabOTy Haji IICUXUKOI OHA
BCerjia IPUHUMAJIA OTIPEEIEHHbII COIUATbHBIIT 06Pa3ell, TIOMUTHYECKYIO JIMHIIO

B COOTBETCTBU C TOCIIOJICTBYIONUM COIUAJIbHBIM KJIACCOM,
KOTOPBII PYKOBO/IUJI €€ MHTEPECAMHU.

JI.C. Boizomckuii (1997b: c. 348).

[TpuBenennblii pparment Tekcta 0OBICHSIET, Kak 00pa3oBaHNe MOXKET MCIIOJIb30BATHCS VIS IOCTHKEHUS
nosmtdeckux meseid. OcobenHo ato 3ameTHo B IOkHOIT Adpuke, rie BO BpeMeHa aliapTenia 4ePHOKOK e’
CTYIeHTbI ObLIA HENOOOYUYEHbI M MaPrUHAIM3MPOBAHBI, YTOOBI MOATOTOBUTH UX K TSDKEJION pabore, mpe-
K J1e Beero pabore B maxrax. I0xuno-Adpukanckas Pecny6inka npejcrasisier co60i MHOTOHAIIMOHAIBHOE
0611ecTBO, B KOTOPOM 11 0UIHATBHBIX SIBBIKOB U OOTaTask HCTOPUST UX PA3/eJeHHsT, YTO JIeTaeT BasKHBIM
HCIIOJIB30BAHIE KyJIbTYPHO-UCTOPUYECKON TEOPUH ISl TOHUMaHuUs 1pobJieM cucteMbl ob6pasosamust. [lo-
cyie OkoHuaHus araprena B kKoHie 1990-x rogos IOxuas Adprka Hauasia nepexoji K MHKJI3UBHOMY 00-
Pa30BaHUIO — T. €. K TOMY, 4TOObI HellpopasHooOpasHbie! 1 HEHPOTUITIYHBIE JIETH YUUIIUCh BMECTE B OJ[HUX
kyaccax. B atom konrekcre uien JI.C. Beirorckoro o sieeKToI0rui oMOTaioT ITOHTh PA3BUTHE YeT0BEKA
KaK Pe3yJibTaT ero B3auMOJAEHCTBHs ¢ OONIECTBOM U OKPYIKAIONIEH cpeloil. DTO BaXKHO JUisi Pa3paboTKu
METOJIOB 00yU€EHMSsI, KOTOPBIE YYUTHIBAIOT COMMATBHBII OIBIT KAKIOTO YesqoBeKa. B craTbe mpejiaraerest
MOJIEJTb [EATOTUKH JIJIsT MHKJTI03UBHOTO 0OPa30BAHNS Ha OCHOBE MCCJIEOBAHMS CTYIEHTOB MATHCTPATY PbI
B yHuBepcurere Keitrrrayna. AHa/IN3 JaHHBIX 52 CTY/IEHTOB MOKA3bIBAET, YTO 3TA MOJIEJIb [IOMOTAET C/IeJIATh
JieKIun 60Jiee MHTEPAKTUBHBIMU U CIIOCOOCTBYET JIYYIIEMY YCBOCHHIO CIOKHBIX MOHSATHIA.

Kmoueente cnosa: [[e(peKTOJIOI‘I/IH; WHKJIIO3UBHOE 06pa3013aH1/Ie; negarornyeckas Mo/zeJ/ib

Jns uurupoBanus: Xapaman, /Dk. (2025). Paznuune, a ne gedunut: uajeKTrdeckas mejarornyeckas Moiesb st
npeobpasyioiiero obpasosanust «O6yvaii — orenuBail — 00yuaii». Kyiomypno-ucmopuueckas ncuxonoeus, 21(3), 106—

113. https://doi.org/10.17759 /chp.2025210309

Defectology and the South African context

The shifts in the South African educational (and po-
litical) landscape are not dissimilar to the situation that
Vygotsky faced in 1924 when he left Gomel. Much like
Moscow in the 1920s, the new democratic dispensation
in South Africa post-1994 was concerned specifically
with redesigning education so that it would include all
children. This change attempted to move the country
away from a notion of deficit, which in the past had been
informed by IQ scores showing that Black and White
children were intellectually different, with Black stu-

dents identified as having sub-optimal IQs, effectively
pathologizing Black students as developmentally de-
layed (Dubow, 1991). Considering this and against
a political background of segregation, Black children
were given inferior education termed ‘Bantu’ educa-
tion, where students were not permitted to learn sub-
jects such as mathematics or science. Similarly, White
students who were differently abled were sent to ‘spe-
cial’ schools, effectively hidden away from the ‘normal’
public. The new democratic dispensation of 1994 was,
therefore, keen to shift this negative view of students by
developing a policy of inclusive education for all.

? Ucnosib30Banme pacoBbIX KaTeropuii mpusnaetcst mpobremariaibiM B X X1 Beke. TeM me Meree, B 10KHOAPPHKAHCKOM KOHTEKCTE ITH Tep-
MUHBI TI0-TIPEKHEMY TIPUMEHSIIOTCS 1 MOTYT CIIOCOOCTBOBATH aKIIEHTHPOBAHNIO BHUMAHUS Ha BOIIPOCAX COIUAIBHOI CIIPABEITIUBOCTH.
4 MHOIO HCTIOJTB30BAH TEPMIUH «HEHPOPasHO0OpasHbie» YTOOBI OTIIMINTD [eTell, KOTOPbIE He COOTBETCTBYIOT BOJIONHOHHON HOPME, TIPUCY -

1ell HePOTUIIIYHBIM CTY/ICHTaM.
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The purpose of this paper is to mobilize Vygotsky’s de-
fectology work to understand inclusivity in a multicultur-
al, multilingual context like South Africa. Tt is important
to note that Vygotsky’s defectology is not synonymous
with how we use the term ‘special education needs’ today.
The field of defectology in Russia in his time encompassed
the deaf, blind, seriously developmentally delayed, and
students with speech and language deficits (Petrovsky
& Yaroshevsky, 1998). Blind and deaf students would, of
course, be considered neurotypical, while students with
serious developmental delays or speech and language im-
pairments would be considered neurodiverse in the 21st
century. What T note here is that defectology was not
specifically engaged in the study of children who would
today be found in inclusive classrooms presenting with
behavioral, mental health, or learning difficulties where
the etiology of such disorders is found in the social rather
than the individual. However, the theoretical foundation
of defectology that locates deficits within a dialectical
relation between the individual child and the social con-
text certainly provides a basis for this work in inclusive
education. Indeed, the move to use defectology to de-
scribe learning difficulties, mental health challenges, and
emotional behavior has developed since Vygotsky’s time
(Daniels and Lunt, 1993; Smith-Davis, 2000; Malofeev,
2001; see esp. Smagorinsky (2012) for a discussion on
mental health and defectology). Specifically, Vygotsky’s
assertion that how one responds in a social situation to a
child presenting with a ‘disability’ has a powerful impact
on the child’s development.

Responding to a child with Down Syndrome, for
example, as differently abled rather than disabled, in a
context of care and respect impacts how this child expe-
riences him/herself in the world. A child with DS has no
notion that there is any kind of deficient functioning un-
til s/he encounters the social realm where people react
either with respect and care (as Vygotsky would argue
they should) or treat the person simply as deficient. It is
in the response from the social realm that development
unfolds. This understanding of how mediated interac-
tion can positively impact developmental delays informs
this paper. I note, though, that the current paper deals
with an inclusive model of pedagogy premised on social
justice by focusing more on educational delays as barri-
ers to learning that cause developmental delays rather
than focusing on organic disability.

Inclusion, here, refers both to students who have
learning/behavioral diagnoses as well as to students who
are neurotypical but present as learning disabled. In re-
lation to neurotypical students, in contexts where social
upheaval has led to homelessness, poverty, food insecu-
rity, and violent living conditions, these students simply
have not had access to the kind of cultural tools needed
for development. For example, a news item on the radio
in Cape Town recently reported that 1,600 children in
the Western Cape province (where this paper is located
contextually) were admitted to hospital for serious gun-
shot and knife wound-related injuries in October and
November 2024 (Cape Talk, 26/11,/2024; 6:43 a.m.). In
such a context, the source of a student’s apparent de-
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velopmental deficiency is not natural but cultural. For
example, research (Stewart, 2015) indicates that trauma
signs and symptoms mimic those of Attention Deficit
Hyperactivity Disorder (ADHD). We may well antici-
pate that children who have suffered gunshots or knife
wounds can present with signs of ADHD and be medi-
cated rather than receiving the requisite help for trau-
ma-related responses: a missed opportunity to intervene
in a way that is affirming and not pathologizing. This is
why Vygotsky’s view of special needs as being located
not solely in the child but in the socio-cultural context
in which the child is developing is of central interest to
countries such as South Africa. The current paper seeks
to answer two questions:

What can an inclusive, developmental pedagogy look
like?

How do students experience this type of pedagogy in
a university setting?

Sociocultural context

Like Russia in the 1920s, South Africans have expe-
rienced monumental changes to their way of life since
the end of apartheid. While apartheid may be over, the
historical traces of inequality persist in all aspects of
South African life, especially in schooling. Locating any
difficulties with learning or emotional regulation solely
within an individual child fails to account for the dispa-
rate upbringing, education, and access to cultural tools
faced by different children in South Africa. The truly
transformative nature of Vygotsky’s approach to de-
fectology lies, for me, in the positive view of what tra-
ditional psychologists would see negatively as a deficit.
It is society’s response to differently abled individuals
that must change, not the individual her/himself. This is
well captured by Vygotsky’s contention that the educa-
tion of the blind child is “..not so much the education
of blind children as it is the re-education of the sighted.
The latter must change their attitude toward blindness
and toward the blind. The re-education of the sighted
poses a social pedagogical task of enormous importance”
(p.86). In an inclusive pedagogy, instead of seeing a child
as ‘stupid’ or deficient, imagine viewing all children as
having something to offer the world; a perspective that
all students can attain knowledge, but some may do so
faster and others more slowly.

While Vygotsky’s defectology is generally used to
discuss children with developmental delays of organic
etiology, the current paper will focus on neurotypical stu-
dents — many of whom have serious educational delays
due to poor schooling, violent contexts, mental health
issues, sometimes social dislocation (as youngsters), and
poverty. While the model of pedagogy outlined here is
used with neurotypical students, I will argue that this
model can be equally effective when teaching differently
abled students — either in schools or in higher educa-
tion. The study reported here is located at a university in
South Africa. In this institution, depression and anxiety
levels among students are 45,9%, significantly impacting
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how students can approach their work successfully (Van
der Walt, Mabaso, Davids & De Vries, 2020). Even the
most ardent Western psychologist trained in psychopa-
thology would find it difficult to locate the etiology of
these disorders solely within individual deficits. When
almost half of the student body suffers from anxiety and
depression, the causes must lie in the dialectical relation-
ship between individual and social context — demanding
a pedagogical model capable of reaching and teaching all
students.

The Teach-Assess-Teach model of pedagogy

The model of pedagogy described in this paper draws
on the work of Vygotsky (1986), Hedegaard (1998;
2020), Craig (1996), and Wood et al. (1976). For Vy-
gotsky (1986), the only pedagogy that is useful is that
which moves ahead of development, working on what
he refers to as ‘buds’ of development. In this pedagogical
praxis, learning leads development through the guidance
of a culturally more capable other in a unique social space
called the zone of proximal development (ZPD), where
abstract concepts — initially external — are internalised
by the novice. These abstract concepts, Vygotsky (1986)
calls scientific concepts, and they are decontextualised,
abstract in nature, and can only be acquired through
teaching. Conversely, although dialectically entailed,
everyday concepts are those concepts that the child
uses to make sense of the abstraction being taught. For
knowledge to develop, one needs scientific and everyday
concepts to be intertwined in the developmental process.
A scientific concept alone is hollow and devoid of sense
for the child; while the everyday concept provides sense
to the scientific concept, the scientific concept comes
fully into conscious awareness through the everyday,
and this leads to the acquisition of a meaningful concept.
How exactly one intertwines these concepts in develop-
ment is outlined in Hedegaard’s double-move, where “...
the teacher guides the learning activity both from the
perspective of general concepts and from the perspec-
tive of engaging students in ‘situated’ problems that are
meaningful in relation to their developmental stage and
life situations” (Hedegaard, 1998:120). The engagement
in discrete tasks in classrooms can be facilitated, I argue,
using scaffolding — a form of task-related methods for
engaging students in a lesson (Wood et al., 1976).

A brief caveat, however: scaffolding is not mediation;
while mediation is geared toward development, scaffold-
ing is aimed at discrete tasks (Smagorinsky, 2020). A
scaffold can be seen metaphorically as a scaffold used in
building; as the building becomes more stable, the scaf-
folds are removed. So too in a teaching situation: when the
student becomes more proficient in problem solving, the
scaffold for a specific task is withdrawn. Scaffolding is not
a Vygotskian term and is not related to development — as
mediation is — because it takes place in real time during a
lesson, while mediation unfolds over a series of lessons and
over time. For the purposes of the model T have developed,
though, scaffolding can be used to engage students in dis-
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crete tasks during single lessons. The types of scaffolding
one can use take the form of recruitment, demonstration,
direction maintenance, frustration control, and reduction
in degrees of freedom. These pedagogical tools are useful
for completing tasks in a lesson and form part of the teach-
ing used in the Teach-Assess-Teach (TAT) model I out-
line in this paper.

The TAT model of pedagogy owes much to the work
of Craig (1996) and her colleagues at the former Natal
University in the 1990s. Tasked with opening access
to the university for students who were previously de-
nied access, the Teach-Test-Teach (TTT) programme
sought to afford students’ access to university through
a structured programme. While the TAT model is con-
cerned with inclusive pedagogy and not with access per
se, much of the logic of the TTT programme is useful
in classroom contexts. For Craig (1996), for students
to acquire knowledge, they needed to develop the abil-
ity to metacognitively reflect on their own approach to
knowledge. This requires that the student can distance
themselves from the opinions and beliefs they hold and
develop arguments based on evidence drawn from reli-
able sources. This, in turn, requires that students can
judge what counts as valid evidence by appreciating the
disciplinary norms and epistemic weight underpinning
the evidence they draw from — say — journal articles
(Muller, 2014; Craig, 1996). A student must be able to
step out of their everyday understanding to deal with
novelty. Assessment in the TAT model is continuous and
serves the function of ascertaining what students know
and what they still need to know. Importantly, feedback
is elaborated, and what counts as a valid answer is set
by disciplinary norms. Pace is determined more by the
students than by the teacher, with control over pace ly-
ing more with the students than with the teacher. Stu-
dents are required to engage in dialogue during lessons,
and questioning is encouraged. The focus on dialogical
interaction as important in learning is well established
in the literature (Lefstein & Snell, 2013; Khun, 2018;
Howe, Hennessey, Vrikki & Wheatley, 2019; Dessingue
& Wagner, 2025). Very specifically, the focus of dia-
logue is on developing what Mercer and colleagues refer
to as exploratory talk that is representative of reasoning
(Mercer & Wegerif, 2002; Mercer & Dawes, 2008; Mer-
cer, Wegerif & Major, 2019). Figure 1 presents a graphic
depiction of the TAT model.

As can be seen in Fig. 1, the first step in this model
is to create cognitive conflict in the student. Motiva-
tion, for me, draws much on Piaget’s work where dis-
equilibrium forces a student/child to seek resources to
overcome dis-ease. In this way, motivation is not exter-
nal but internal and is driven by an uncomfortable dis-
equilibrium that must be overcome for the student to
learn. While external motivation, such as praise or an
interesting hook to start a lesson, is useful in learning
(all learning requires motivation), I argue that external
motivation is transient and does not ensure that a stu-
dent stays engaged in what unfolds in the lesson. Once
the student is motivated to learn, the teacher can begin
teaching using the double-move, situating the abstract
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A pedagogical model that incorporates
assessment into teaching.

Based on Vygotskian foundations

HARDMAN'’S
TAT
PEDAGOGICAL
MODEL

Assess

Towards cognitive development

Fig. 1. TAT model

concepts being taught in the situated lived experiences
of the students. Scaffolds such as questioning can serve
to keep engagement on specific tasks. Assessment is then
used as a mid-point in teaching to ascertain what the
students know and what they still need to learn. This
knowledge informs the next round of teaching. Teaching
unfolds in a space that is characterised by respect and
an ethics of care. Here, an ethics of care recognises the
unique student and what they bring to the lesson and
adopts a moral stance towards teaching/learning, recog-
nising that learning is about both cognitive and affective
development. It is difficult to appreciate how a student
could learn in a space where they feel threatened or un-
able to voice their own opinions. Pacing is controlled by
the teacher but loosely so, enabling students to move at a
pace that enables them to learn. Feedback here is elabo-
rated, and what counts as a valid answer — in regard to
disciplinary norms — is outlined. Students are encour-
aged to provide reasons for their answers, whether right
or wrong, and questions such as ‘how’ and ‘why’ provide
the impetus for discussion.

In the study reported in this paper, students are
learning about theories of development; very specifically,
in this paper, they are required to engage with Piaget’s
notions of assimilation and accommodation. To create a
space of cognitive conflict, students are given 30 seconds
to look at Fig. 2 below and then given 30 seconds to rep-
licate this diagram. This task seeks to challenge them as
they are required both to solve this figure and to indicate
how they remember it.

It is impossible for a human brain to remember all the
elements of this diagram without some kind of cogni-
tive structure to do so. There are simply too many ele-
ments for the brain to remember. When asked how they
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remembered the diagram, some students indicated they
used their everyday concepts; the diagram looks like a
house with a roof and an aerial. Almost everyone remem-
bers the cross because it is a religious symbol that has dif-
ferent meanings for different religious groups. Everyday
concepts alone, however, are insufficient to remember
this diagram; three central abstract concepts are needed
to do so: an understanding of shape, colour, and num-
ber. Students often express surprise that they had used
these abstract concepts to remember the diagram be-
cause they did so unconsciously — that is, in a fossilised
manner and without reflecting on it, as these concepts

HARDMAN’S CONCEPTUAL FIGURE

Fig. 2. Hardman’s conceptual image
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are deeply embedded in their understanding. Once stu-
dents were motivated to engage with the teaching, the
lesson proceeded to introduce Piaget’s (1976) notions
of assimilation and accommodation. These concepts are,
themselves, imbued with cognitive conflict because they
do not resemble what is meant in English by these terms,
forcing students to discuss among themselves what these
concepts can mean to them. This part of the lesson was
conducted through group work during which students
discussed the concepts and provided examples — exam-
ples they could share with the class — of these concepts.

Methodology

This study adopts a case study design within an in-
terpretivist paradigm. A case study is useful for in-depth
analysis that focuses on how something happens in the
context. As this paper addresses a question that requires
interpretation, the study is located within an interpre-
tivist paradigm. The theoretical basis for this paper,
cultural-historical theory, lends itself well to an inter-
pretivist paradigm.

The students

A group of students registered for an honours course
in Education at a large university in South Africa vol-
unteered to take part in this study. There were 52 post-
graduate students who took part in this study, with an
average age of 36 years and a range from 24 to 56 years.
Forty-eight students were in-service teachers, and the
remaining four students were not teachers. Thirty of the
in-service teachers were primary school teachers, and 18
were high school teachers. The four students who were
not teachers were unemployed and studying full-time
towards an honours degree. Of these four students, three
were male and one was female. The lecturer (who is also
the researcher) is a white female who has been teaching
at the university for just over two decades. This mod-
ule introduces students to theories of development and
learning, beginning with the work of Piaget, which is
the focus of this paper. The module runs for 12 weeks,
with sessions once a week lasting 2 hours. Students are
usually assessed by means of a single essay at the end of
the module. In this group, however, given that it tests
a novel pedagogy, students were awarded marks for en-
gagement in discussions throughout the module. This
constituted 20% of their final mark, with the essay ac-
counting for the other 80%.

The study took place at a large university in the
Western Province of South Africa. This university has
approximately 5000 academics and 26000 students
across its various campuses. Demographically, the stu-
dent body is approximately 25% Black African and 22%
white; the remainder are either from other racial groups
or are international students.

The lecturer
As the lecturer and researcher in this study, I found
it important to reflect on my own engagement in this
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teaching/learning space. I am a white woman with
24 years’ experience in teaching, learning, and educa-
tional psychology. T consider myself to have a distinct-
ly different demographic profile from most of my stu-
dents in this particular study. The privilege (perceived
and real) entailed in being white in South Africa, given
its history, is not lost on me. I felt it was important
to constantly reflect on the asymmetrical power rela-
tions that could easily emerge in this course. This re-
quired giving time and space to group discussions and
encouraging dialogues, balancing the need for students
to acquire the correct concepts in the course with the
need not to completely disregard dialogue that may
not have been directly on topic. It also required that
any coding of the work be undertaken by me and an-
other researcher.

Analysis

Data was collected in the form of exit slips, which
asked students for their opinions on: 1) what aspects of
this pedagogy worked well, and 2) what did not work
and could be improved.

Findings and discussion

Students’ perceptions of the pedagogical model

In the final lecture, students were given an exit slip
to answer two questions: 1) what they liked about the
pedagogy, and 2) what could be improved in the model.
Two themes emerged from the data: increased interac-
tion and more accessible content.

Increased interaction

This theme pointed to the fact that students experi-
enced increased interaction in the lessons. Research in-
dicates that interaction in lessons — where students are
able to gain talk time and engage with each other — is
optimal for learning (REF).

PT: (36-year-old female primary school teacher) The
readings and interactive nature of the lectures helped me
remain engaged.

JS: (25-year-old female high school teacher) XX’s (the
lecturer) pedagogies were amazing! The examples, con-
tinuous interaction in class, and overall understanding of
context were very useful for me.

BN: (37-year-old male high school teacher) Learning
Jfrom colleagues and their ideas on how to teach certain
subjects, as well as the activities, were valuable.

AW: (26-year-old female high school teacher) I think
engagement is one tool teachers can use to bridge the gap
between not understanding and gaining knowledge, and
Prof XX is very engaging.

SB: (35-year-old high school teacher) Interactive les-
sons.

What we can see in the extracts above is students’ ap-
preciation of the interactive nature of the pedagogy used
in this module. This plays out both in terms of learning
from colleagues (BN) as well as from the interactive na-
ture of the lectures (PT).




Xapaman [Ix. (2025)
Pasiune, a He euInT: AUANTEKTUYECKAS 11EIATOTNYECKAst MOJIEIb. ..
Kyusbrypro-ucropuueckast icuxosiorust, 2025. 27(3), 106—113.

Hardman J. (2025)
Difference not deficit: Defectology and The Teach-Assess-Teach...
Cultural-Historical Psychology, 2025. 27(3), 106—113.

A second theme that emerged from the exit slips was
the accessibility of the content covered in the course.

Accessible content

The following are responses to the prompt: What
worked pedagogically in this course?

JK: (30-year-old male primary school teacher). I thor-
oughly enjoyed this course. Keep being you, Prof. The
best!!! The readings were hard, but you made them really
user-friendly. Your explanations of the concepts were so
clear, and your real-life examples really helped me under-
stand the concepts because I haven’t done any psychology
before.

MN: (29-year-old female primary school teacher). I
liked that you used relatable examples to explain concepts.
This made the work easier to grasp because I could link it
to something I understand.

SD: (34-year-old high school teacher). The structure
of how each concept was approached was excellent. Each
concept led into the next seamlessly and made it easy to
understand.

IV: (48-year-old male high school teacher). Her meth-
ods are so great that I understood every concept, even
though I don’t have a psychology background. Fvery sec-
tion was engaging — that is what works most.

SJ: (30-year-old primary school teacher). I really en-
joyed the teaching process. The explanations,/module were
well explained and easily digestible.
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Abstract

Childhood is a socially constructed phase of life shaped by political, economic, and cultural forces. While
often perceived as a natural and universal experience, childhood is deeply influenced by governmental poli-
cies, socio-cultural norms, and historical contexts. This paper explores how political structures and socio-
cultural positionality shape childhood experiences across different societies. By drawing from theories of
social construction, political influence, and cultural diversity, the study examines the impact of policies,
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Pe3stome

JleTcTBO — 3TO COIMATBLHO CKOHCTPYMPOBAHHAS CTAANA KU3HN YesaoBeka, (hopMupyeMast MOTUTHICeCKH-
MU, 9KOHOMUYECKUMU U KYJbTYPHBIMU cujlaMU. XOTd 3a4acTylo 9TOT I1€PUOJL BOCIPUHUMAIOT KaK ecTe-
CTBEHHBII U YHUBEPCAIBHBIIT OIIBIT, IETCTBO IJIyOOKO 3aBHCHT OT FOCY/IAPCTBEHHBIX MOJNUTHK, COIUAIBHO-
KYJIbTYPHBIX HOPM M UCTOPUYECKUX KOHTEKCTOB. B anHoOIl cTaThe UCCIeAYIOTCS MeXaHU3MbI, C IIOMOLIBIO
KOTODBIX IIOJIUTUYECKHEe MHCTUTYTbl M COLMATIbHO-KYJIbTYPHOE OKpY:KeHHue BIUAI0T Ha (hopMUpoBaHUe
JIETCKOTO OIbITa B Pa3iMYHbIX 0fIlecTBax. bepst BO BHUMaHWE TEOPUH COIMAIBHOTO KOHCTPYHPOBAHYSI,
HOJIUTHYECKOTO BO3AEHCTBIS U KYJILTYPHOTO MHOTOOOPA3Ms, MbI PACCMATPHBAEM BIINSHIE TOCYAaPCTBEH-
HbIX moauTHK, CMU 1 9KOHOMIUYECKIX YCJIOBHUI Ha IIpaBa n caMOOBITHOCTD JieTell. B ncenenoBanmm Tak-
JKe 3aTParnBaioTCs COBPEMEHHbIE MPOOJIEMBI, TAKKME KaK IN(POBOE JETCTBO, II0OATN3AIUS U COIMATBHOE
HePaBeHCTBO. MeXNCIUIINHAPHBIN aHAIN3 TTOYEePKUBAET HEOOXO[MMOCTD Pa3pabOTKU MOJTUTHYECKHIX
cTpaTeruil, KOTopble IPU3HAIOT JETCTBO KaK JAMHAMUYECKHIl U 3aBUCAIINI OT KOHTEKCTA OIBIT, a He Kak
GbUKCHPOBAHHYIO GHOIOTHYECKYIO CTAHIO.

Knoueevte cosa: JAETCTBO, MOJINTHUKA, COMUAIbHO-KYJIbTYPHAasA ITO3UIINOHAJIBHOCTD, COIMUAJIbHOE KOHCTPY-
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Introduction

Often idealized as a universal and innocent stage
of life, childhood is really strongly molded by political
ideas, economic systems, and cultural standards. Histor-
ically, childhood was not always considered a separate
stage; until the 18th century, children were frequently
viewed as small adults expected to contribute to house-
hold labour and society from an early age (Aries, 1962).
Modern views on childhood, on the other hand, stress
the importance of rights, education, and protection as
well as how social, political, and economic circumstances
shape children’s experiences.

Through legislation, rules, and rights frameworks, po-
litical systems help to define childhood significantly. The
United Nations Convention on the Rights of the Child
(UNCRC, 1989) established a global standard for children’s
rights, yet disparities persist in how different nations inter-
pret and implement these policies. Policies on healthcare,
education access, and economic disparities directly influ-
ence children’s prospects and well-being (UNICEF, 2021).

Likewise, socio-cultural positionality — shaped by
variables including race, class, gender, and ethnicity —
affects children’s lived experiences. For example, kids
from underprivileged areas frequently suffer systematic
inequities in legal protection, healthcare, and education
(hooks, 1994). Cultural expectations also shape child-
hood development; in collectivist societies, children
are brought up with a strong feeling of collective duty,
whereas in individualist cultures, independence and self-
reliance are stressed (Rogoff, 2003).

Given these intricacies, this article aims to inves-
tigate the interaction between politics, socio-cultural
positionality, and childhood. It looks at how children’s
reality is shaped by various political systems, media por-
trayals, and cultural frameworks. Drawing from multi-
disciplinary studies, this paper emphasizes the manner in
which childhood is built, lived, and changed across vari-
ous social settings. It is a theoretical paper and discourse
analysis has been used as an approach.

Theoretical framework

Understanding childhood through a socio-political
and cultural lens requires engagement with key theoret-
ical perspectives that highlight its constructed nature.
This section explores three primary theories: (1) the
social construction of childhood, (2) critical theories on
childhood and power structures, and (3) socio-cultural
theory. These frameworks provide insight into how po-
litical systems, cultural contexts, and power dynamics
shape children’s experiences.

115

The social construction of childhood

Childhood is a socially and culturally constructed idea
that changes with time, place, and social settings rather
than a set biological stage. From the social constructionist
viewpoint, historical, economic, and political structures as
well as cultural ideas and social expectations shape infan-
cy (James & Prout, 2015). Unlike a universal and natu-
ral stage of human development, childhood is perceived
differently in different communities shaped by gender,
class, race, and historical period. This part looks at how
childhood is constructed, how its meanings change across
different cultures and historical settings, and how power
relations affect children’s experiences.

Defining childhood as a social construct

The social constructionist approach challenges bio-
logical determinism by emphasizing how society, cul-
ture, and politics affect children. This perspective is im-
portant when comparing childhood experiences around
the world because children have different autonomy,
labour involvement, and rights.

Childhood has evolved considerably. Philippe Aris
(1962) famously claimed medieval Europe had no un-
derstanding of children. Children were considered “min-
iature adults” who worked and socialized without appar-
ent maturity. After the Enlightenment and industrial
capitalism, childhood became a distinct and protected
stage of life, shaping modern education and child work
laws (Cunningham, 2014).

This perspective shift shows how social and histori-
cal factors affect childhood. Modern Western society
views children as innocent, defense less, and in need of
care, which reinforces strong boundaries between child-
hood and maturity (Jenks, 2005). Not everyone agrees.
Many non-Western societies have young children take
on chores, supporting sibling care or home work (Rogoff,
2003). Thus, the idea that youngsters should avoid work
and decision-making is cultural rather than biological.

Cultural variations in childhood

Cultural variances highlight even more that child-
hood is not a one, universal experience. Many Indigenous
groups, for instance, encourage children to learn by par-
ticipating in community life instead of through official
schooling (Nsamenang, 2006). By contrast, Western con-
ceptions of children stress organized schooling, play, and
postponed entrance into the labour (Montgomery, 2009).

Furthermore, gender expectations influence how
various communities build infancy. From early age, boys
and girls are socialized into separate roles in many soci-
eties, hence affecting their future possibilities and obli-
gations (Connell, 2009). These differences show how in-
fancy is ingrained in more general social systems, hence
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reflecting and repeating society standards and power
dynamics.

The role of power in constructing childhood

Power dynamics — including legal institutions, edu-
cational programs, and media representations — also
affect the construction of childhood. Governments and
institutions define childhood by laws governing age of
consent, education, and labour, so reinforcing certain as-
sumptions about what it means to be a child (Reynaert
et al., 2009). Furthermore, decisions affecting children’s
lives frequently exclude their voices, so putting them as
passive subjects instead of active social agents (James &
James, 2012).

Media and commercial sectors help to mold child-
hood even more by stressing consumer identities, gender
norms, and ideas of “suitable” conduct. Digital technol-
ogy’s growth has eroded conventional borders between
childhood and maturity, hence challenging new issues
regarding children’s autonomy, privacy, and agency
(Livingstone & Blum-Ross, 2020). These changing ideas
of childhood show that social, political, and economic
pressures are always reshaping the notion.

The social construction of childhood may be consid-
ered to question the notion that childhood is a universal
or fundamentally biological period of life. Rather, histori-
cal change, cultural beliefs, and power systems defining
what it means to be a child shape childhood. Understand-
ing childhood as a social construct helps to highlight the
need to rethink policies and practices that could support
inequities in children’s lives and enables a more inclusive
knowledge of different childhood experiences.

Critical theories on childhood

and power structures

The study of childhood has developed beyond de-
velopmental psychology and biological determinism to
include critical theories investigating how power shapes
children’s lives. Critical perspectives on childhood ques-
tion prevailing stories that depict children as passive,
dependent, and lacking agency. Rather, these points
of view emphasize how political, economic, and social
power structures affect childhood experiences, access to
resources, and chances for engagement in society (James
& Prout, 2015). To grasp how power shapes children’s
social positions and lived experiences, this part investi-
gates critical viewpoints on childhood including Marx-
ist, feminist, postcolonial, and Foucauldian theories.

Marxist perspectives on childhood and capitalism

Marxist philosophy questions how capitalism shapes
infancy as a time of need and vulnerability. Not just a
biological period, childhood is also a social category
formed by economic systems (Qvortrup, 2009). Often
in capitalist society, children are seen as economic de-
pendents, therefore highlighting the need for adult wage
labour and the commodification of childhood via con-
sumerism (Zelizer, 1985).

From a Marxist viewpoint, one major criticism is the
commercialization of childhood, in which children are
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targeted as consumers via advertising, branded toys, and
digital entertainment (Buckingham, 2011). As richer chil-
dren have more access to educational resources and social
capital, this process simultaneously forms children’s iden-
tities and strengthens economic disparities. Therefore,
infancy is a social creation shaped by economic and class
systems rather than just a developmental stage.

Feminist theories on childhood, gender, and power

Feminist views on childhood investigate how gender
expectations and patriarchal power systems affect chil-
dren’s experiences. Often from early age, conventional
gender norms are forced on youngsters, hence affecting
their socialization, prospects, and life outcomes (Connell,
2009). According to feminist academics, childhood is a lo-
cation of gendered power dynamics where boys and girls
are socialized into varying expectations of behaviour, re-
sponsibility, and future roles (Walkerdine, 1990).

Feminist points of view also emphasize the gendered
work split in parenting. Historically, women have been
given the main responsibility of caring, hence supporting
the idea that childhood is a realm of maternal protection
and emotional work (Hochschild, 2012). This viewpoint
coincides with economic disparities since working-class
and underprivileged women frequently bear more weight
in juggling paid job and family obligations. Feminist
academics also underline the importance of questioning
strict gender stereotypes in media representations and
preschool education in order to build more fair society
structures (Thorne, 1993).

Postcolonial and critical race theories on childhood

Postcolonial and critical race theories question Euro-
centric ideas of childhood that overlook the experiences
of children in non-Western settings. Often reflecting
children in the Global South as either victims in need
of rescue or as ‘underdeveloped’ relative to Western cri-
teria, Western discourses on childhood (Burman, 2016)
tend to reinforce stereotypes and neocolonial power re-
lations. By putting Western definitions of childhood and
development onto different cultural contexts, these sto-
ries reinforce neocolonial power relations.

According to critical race theorists, racial hierarchies
affect childhood experiences by means of systematic in-
equalities in education, healthcare, and law enforcement
(Gillborn, 2008). For instance, Black and Indigenous
children in many Western nations experience greater
levels of school discipline, exclusion, and monitoring
than their white counterparts (Ladson-Billings, 2006).
These differences show how childhood is not a neutral or
universal experience but one profoundly shaped by ra-
cial power dynamics and legacies of colonialism.

Foucauldian perspectives: surveillance, discipline,

and childhood

Michel Foucault’s power and discipline theories
explain how institutions control childhood. Schools,
courts, and hospitals influence children’s behaviour and
identity through monitoring and discipline (Foucault,
1977). Discipline practices in schools include hierarchi-
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cal power systems, behavior management, and standard-
ized testing (Devine, 2002).

As technology advances, parents, schools, and com-
panies monitor children’s online behaviour (Livingstone
& Blum-Ross, 2020). By mirroring society’s concerns
about control, risk, and deviance, these systems reinforce
power dynamics that limit children’s independence and
self-expression. Foucault shows how knowledge and
discipline institutions regulate infancy by defining “nor-
mal” and “acceptable” behaviour.

Michel Foucault’s (1980) thoughts on power and
speech help explain how political and institutional in-
stitutions affect infancy. Social control over children’s
behaviour, knowledge, and agency comes from legal and
educational systems. Schools use standardized curricu-
la and behavioural norms to punish children and make
them compliant (Foucault, 1977).

To sum up, the important theories on childhood
question conventional developmental models by stress-
ing how power systems shape children’s experiences.
Marxist points of view draw attention to the economic
exploitation of children; feminist theories investigate
gendered power relations; postcolonial and critical race
theories attack Eurocentric prejudices; and Foucauld-
ian analysis shows how institutions control childhood
by means of discipline and surveillance. Applying these
critical viewpoints helps academics and legislators to
strive for more fair and inclusive approaches to child-
hood that acknowledge children’s agency and different
socioeconomic reality.

Socio-cultural theory and childhood

Socio-cultural theory offers a lens through which to
see childhood as a process molded by social interactions,
cultural norms, and historical settings. Unlike biologi-
cal or cognitive theories that highlight universal stages
of child development, socio-cultural theory stresses the
influence of social environment, language, and cultural
practices on children’s learning and identities (Rogoff,
2003; Vygotsky, 1978). This point of view questions
the idea of childhood as a static, natural stage and in-
stead frames it as a dynamic and culturally ingrained
experience. Key ideas of socio-cultural theory, its conse-
quences for childhood development, and its significance
in modern educational and social environments are dis-
cussed in this part.

Key principles of socio-cultural theory

One of the most important theorists in socio-cultural
theory, Lev Vygotsky (1978), claimed that social con-
tact drives cognitive growth. He proposed the Zone of
Proximal Development (ZPD), which defines the dis-
tance between what a youngster can do alone and what
they can accomplish with advice from more informed
people, whether parents, teachers, or peers. Vygotsky
believed learning to be a socially mediated process in
which children gain knowledge and abilities by interact-
ing with their surroundings.

Scaffolding — the transient support given by an adult
or more knowledgeable peer to assist a youngster finish a
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task they would find difficult alone — is another impor-
tant idea in socio-cultural theory (Wood et al., 1976). The
assistance is progressively removed as the child’s ability
increases, so enabling independent problem-solving. This
method emphasizes the importance of social connections
in promoting emotional and cognitive growth.
Socio-cultural theory also stresses the need of cultur-
al tools and language in forming children’s ideas. Lan-
guage is a tool for cognitive growth as well as a way of
communication. Children absorb cultural values, prob-
lem-solving techniques, and ways of thinking particular
to their communities by means of discussion, narrative,
and social interactions (Wertsch, 1991). Therefore, de-
pending on cultural ideas, customs, and social behav-
iours, childhood development differs between societies.

The role of culture in childhood development

One of the key benefits of socio-cultural theory is the
awareness that cultural settings impact childhood. Em-
phasizing that children learn by participating in cultural
events rather than by solitary individual development,
Barbara Rogoff (2003) built on Vygotsky’s concepts.
Many non-Western cultures, for instance, believe that
children learn by observing adults and participating
directly in family chores and community events rather
than by formal education. This questions Western-cen-
tric paradigms of childhood that give play-based learn-
ing and organized education first priority.

Based on their socio-cultural surroundings, cross-
cultural research has revealed notable differences in how
children learn and develop. For example, Indigenous
tribes in Latin America and Africa stress shared learn-
ing and responsibility from early age, where kids help in
family labour and decision-making (Gaskins, 2006). By
contrast, Western countries tend to encourage individu-
alism, organized education, and postponed autonomy
in childhood. These contrasts show how infancy is not
a universal experience but rather strongly ingrained in
cultural beliefs and economic structures.

Implications for education and socialization

Social theory must be rethought in light of the tre-
mendous changes in the modern world, according to this
article. Though cognitively significant, classical theory’s
assumptions, conceptions, and procedures are increas-
ingly out of sync with digitalization, decolonization, cli-
matic crises, and evolving global power dynamics. The
regeneration of social theory necessitates a shift in how
we define the social, whose knowledge matters, and how
we study.

First, the critique of universalism and positivism
emphasizes the need for a pluralistic epistemology that
accepts diverse knowledges. Revitalized social theory
positions Indigenous, feminist, postcolonial, and Global
South thinkers as integral to theoretical growth, not
supplementary.

Second, conceptual novelty matters. Relational, pro-
cessual, and hybrid frameworks better reflect modern
life’s interconnection and dynamic than binary and rigid
categories. Theorists must consider human, non-human,
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material, and digital actors, widening social science on-
tological frontiers.

Third, this transition requires methodological re-
newal. Ethical, collaborative research must oppose
extractive norms and emphasize reciprocity, reflexiv-
ity, and accountability. Participatory, decolonial, and
digital research methods demonstrate rigor and social
engagement.

Social theory revitalization is a continuing effort. It
requires humility, openness, and inventiveness because
theory is constantly temporary, intertwined in the world
it explains, and affected by power. Social theory must
imagine more just, inclusive, and sustainable futures in
an uncertain and changing world.

Childhood and politics

Childhood is a politically charged idea influenced by
government policies, legal frameworks, and ideological
discourses, not only a biological or developmental era.
Political systems shape how childhood is defined, safe-
guarded, and lived throughout different countries. The
function of the state in forming childhood, the effects of
policies on children’s life, and the political representa-
tion of children’s rights are discussed in this part.

The role of the state in shaping childhood

Governments shape childhood through laws, schools,
and social policies. The state determines childhood’s be-
ginning and conclusion, who is a child, and their rights
and safeguards (James & James, 2012). Many nations set
the legal age of adulthood at 18, although culture and
politics affect this.

Juvenile justice, compulsory education, and child
labour policies reveal how different parties see youth.
Some emerging countries allow child labour under spe-
cific conditions, while others prohibit it until adulthood
(Boyden, 2013). These discrepancies highlight how po-
litical economics impact childhood.

Political discussion also references childhood to ad-
vocate policies and changes. When discussing immigra-
tion, social welfare, or education funding, politicians
often utilize child protection to advance their interests
(Wells, 2015). Political decisions are sometimes influ-
enced by economic and ideological reasons; therefore,
these policies may benefit children but not necessarily.

Policies affecting children: education, labour laws,

and healthcare

Government policies affect children’s school, health-
care, and social services. By defining children’s growth
and education organization, compulsory education leg-
islation have substantially impacted childhood (Moss,
2012). Educational access and quality remain uneven,
especially for poor children.

Child labour laws vary globally. While international
organizations like the ILO aim to end child labour, eco-
nomic and political realities in many nations compel
youngsters into the job. Sometimes child labour laws ne-
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glect low-income families’ financial realities, resulting in
laws that don’t benefit children (Liebel, 2020).

Healthcare restrictions determine how much dietary
and medical aid youngsters receive. Universal health
care systems allow children more access to medical ser-
vices, but private systems may vary by socioeconomic
status (UNICEF, 2021). Some nations prioritize preg-
nancy and child health, whereas others less prioritize
child welfare.

Political representation of children’s rights

After the 1989 UNCRC ratification, political debate
has shifted to children’s rights. The UNCRC established
global children’s rights to education, healthcare, and
protection from exploitation (UNICEF, 2019). Despite
almost universal approval, these rights are implemented
differently in each country.

Children cannot vote or participate in politics; hence
they lack political representation. Therefore, adult-
led advocacy groups, NGOs, and politicians frequently
represent their interests (Reynaert et al., 2009). Young
activism has grown, especially with Greta Thunberg’s
climate advocacy, but children’s voices are still often ig-
nored in politics (Kallio & Hakli, 2013).

The politicization of childhood

in contemporary debates

Policy debates on education, immigration, and climate
change often politicize childhood. International condem-
nation of family separations at crossings has shaped immi-
gration discussions by affecting migrant children.

Climate change activism by youngsters has shown
how political decisions influence youth. Young activists
claim current political systems imperil future genera-
tions, emphasizing the need for more inclusive legislation
that considers children’s perspectives (Prout, 2019).

To conclude, governmental institutions, policies, and
ideologies profoundly affect childhood.

Through education, labour regulations, and health-
care, governments shape childhood across socioeco-
nomic and cultural contexts. Despite global awareness
of children’s rights, political representation remains a
barrier, needing continual activism and systemic change
to guarantee children’s voices are heard.

Socio-cultural positionality and childhood

Different social, economic, and cultural settings shape
childhood experience unevenly. Socio-cultural position-
ality — shaped by elements including class, race, gender,
ethnicity, and nationality — defines the possibilities, ob-
stacles, and identities children create. This part looks at
how childhood interacts with social class, race and ethnic-
ity, gender, and cultural variety, hence showing how these
aspects shape children’s experiences in many nations.

Class and economic inequality in childhood
A child’s quality of life, educational access, health
care, and well-being are all affected by socioeconomic
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status. In contrast to food poverty, limited schooling,
and poor healthcare, wealthy children often have bet-
ter education, extracurricular activities, and healthcare
(UNICEF, 2021).

Economic inequality shapes children. Early varia-
tions in baby development show in high-income na-
tions; wealthier infants benefit from better cognitive
and social environments (Lareau, 2011). However,
economically disadvantaged children may face poor
schools, unstable homes, and more stress and trauma
(Evans, 2004).

Race, ethnicity, and childhood inequality

Race and ethnicity affect childhood experiences, es-
pecially in countries with colonialism, systematic racism,
and discrimination. Racial and ethnic minority children
face structural inequalities in education, health care, and
legal protection (Gillborn, 2008).

Black and Latino kids in the US are more likely than
white youngsters to attend underfunded schools with
harsher discipline (Ladson-Billings, 2006). Indigenous
children in Australia, Canada, Asia, and Latin America
endure systematic barriers to adequate education and
healthcare due to colonial policy.

Migrant and refugee children face greater legal issues,
dislocation, and discrimination worldwide. Immigrant
children struggle with language, cultural, and social ser-
vice exclusion in many host nations (Lundberg, 2020).

Gender and childhood socialization

Gender influences how children are reared, educated,
and treated. Boy and female roles are often set in early
childhood, with expectations about their behaviour, in-
terests, and career objectives (Connell, 2009).

Traditional gender norms hinder females’ schooling
and personal liberties in many nations. Cultural beliefs
around gender roles, home duties, and early marriage
prevent millions of girls from attending school, accord-
ing to UNESCO (2020). However, boys may be pres-
sured to be strong and emotionally controlled, which
might harm their mental health and development
(Kimmel, 2010).

Cultural differences in childhood socialization

Cultural norms shape childhood. Many non-Western
cultures prioritize collectivism and cooperation in chil-
drearing, while Western countries emphasize individu-
alism and independence (Rogoff, 2003). These cultural
differences affect children’s family and community roles,
schooling, and parenting.

Children in many Asian and African societies are
expected to help with family chores and respect elders,
reflecting religious values. However, Western countries
prioritise children’s freedom and self-expression, helping
them form independent identities (Lancy, 2015).

Cultural differences affect educational practices
and discipline. While some cultures encourage le-
nient and child-centered approaches, others believe
tough discipline is required for character development
(Bornstein, 2012). These variances show how culture

119

shapes childhood, challenging universal child devel-
opment theories.

The impact of globalization on childhood identity

By affecting cultural values, language, media expo-
sure, and social interactions, globalization has greatly
formed childhood identity. Children are growing up in
a world quite different from that of past generations as
information, commodities, and people transcend borders
in greater numbers. Although globalization has increased
educational possibilities and promoted cultural variety,
it has also raised questions about cultural degradation
and identity crisis. Considering both good and bad con-
sequences, this part investigates how globalization influ-
ences childhood identity.

The role of media and technology during
childhood

Digital technology’s fast development has signifi-
cantly changed childhood experiences by changing how
kids engage with the world, get information, and create
their identities. Media and technology can both em-
power people and create possible hazards, hence prompt-
ing debate regarding its influence on children’s political
awareness, socialization, and well-being. Digital child-
hood’s effects, media’s influence on children’s political
awareness, and ethical issues about children’s interac-
tion with technology are all covered in this part.

Digital childhood and the rise of social media

Technology has transformed childhood in a world
where digital devices, social media, and online learning
are essential. Children’s growing technology use affects
their cognitive development, social connections, and
educational opportunities, reflecting “digital childhood”
(Livingstone & Blum-Ross, 2020).

Many youngsters today utilize digital devices for
entertainment, communication, and education, exposing
them to screens early on (Holloway et al., 2013). Digital
tools enable online learning and global contact, but they
also raise concerns about screen time, cyberbullying, and
data privacy (Chaudron et al., 2018).

Social media especially shapes children’s identities
and peer networks. Tik-Tok, Hub, Instagram, and You-
Tube allow kids to follow global trends, be creative, and
join communities (Boyd, 2014).

Media influence on children’s socialization

and political awareness

The media shapes children’s worldview through poli-
tics, culture, and social issues. TV, movies, and digital
platforms show kids stories that reflect social norms and
power structures (Buckingham, 2013).

Digital media has substantially increased children’s
political exposure. Young people can engage in political
discourse, activity, and civic awareness via social media
(Kellner & Share, 2019). Climate activism, led by Greta
Thunberg, as mentioned earlier has grown in popular-
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ity among children and teens, highlighting how media
affects young people’s political engagement (Pickard,
2019).

Online content quality and reliability remain con-
cerns for children. Misinformation and biased news can
influence children’s political opinions by reinforcing
stereotypes (Jenkins et al., 2016). Developing critical
thinking skills to responsibly navigate digital content
has made media literacy education increasingly impor-
tant (Hobbs, 2010).

The commercialization of childhood through media

Digital media’s commercialization of kids generates
ethical questions around how companies and advertisers
focus on youngsters. Digital marketing has led to young-
sters being exposed to ads on streaming services, gaming
platforms, and social media, usually without knowing
the persuasive intent behind them (Montgomery, 2015).

Research indicates that marketing tactics using in-
fluencers, product placements, and interactive material
to influence their purchasing behaviour notably affect
children (Nairn & Fine, 2008). This has sparked discus-
sions on the morality of child-directed advertising and
the necessity for more rigorous rules to shield children
from exploitative marketing tactics (Gunter et al., 2005).

The digital divide and inequalities

in access to technology

Although digital technology has opened doors for
education and communication, it has also strengthened
socio-economic inequalities among youngsters. Often as
aresult of economic, geographic, or physical constraints,
the “digital divide” describes the disparity between chil-
dren with access to technology and those without.

While children from low-income homes may lack
fundamental technology capabilities, those from wealthy
backgrounds have more access to high-speed inter-
net, digital devices, and online learning materials (Van
Deursen & Van Dijk, 2014). Global problems like the
COVID-19 epidemic have drawn even more attention
to this digital inequality as differences in online educa-
tion access impacted children’s academic achievement
(UNICEF, 2021).

Ethical and psychological concerns

in digital childhood

Digital technology is altering children, making
mental health, data privacy, and online safety concerns
more pressing. High screen usage in children is linked
to anxiety, depression, and sleep issues (Twenge et al.,
2018). Cyberbullying and online harassment also harm
children’s mental health and self-esteem (Kowalski et
al,, 2014).

Kids often use digital platforms to collect personal
data for targeted marketing and monitoring, raising data
privacy concerns (Lupton & Williamson, 2017). Many
parents and children are unaware of how their data is
used, raising permission and digital rights concerns (Liv-
ingstone et al., 2018). Children’s digital privacy laws
have gained support from advocacy groups advocating
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for stricter data collection and online safety (Staksrud &
Livingstone, 2009).

Thus, media and technology have changed modern
childhood, offering both opportunities and challenges.
Digital tools give youngsters education, social connec-
tions, and political knowledge, but they also raise wor-
ries about digital inequality, commercialization, and
misinformation. Providing equal access to technology,
protecting children’s online experiences, and promoting
media literacy are needed to solve these issues.

Challenges and future directions

Significant obstacles remain in guaranteeing an equi-
table and fair childhood experience for all children even
with developments in child rights, education, and tech-
nology. Socioeconomic inequality, political unrest, en-
vironmental change, and digital hazards still impact in-
fancy in multifaceted ways. Key issues affecting children
worldwide are discussed in this part along with possible
future paths in policy, research, and activism.

Socioeconomic inequalities and access

to opportunities

The ongoing socioeconomic disparities that influence
children’s access to education, healthcare, and social
mobility are among the most urgent issues in childhood
studies. Although international bodies like the World
Bank and UNICEF have worked to lower child poverty,
especially in low-income and marginalized areas inequal-
ities still exist (UNICEF, 2021).

Children from economically underprivileged house-
holds are more prone to suffer malnutrition, subpar edu-
cation, and bad health outcomes (Walker et al., 2011).
The world wealth disparity also implies that whilst some
kids gain from sophisticated healthcare and elite private
education, others lack fundamental needs like stable
housing and clean water (Pickett & Wilkinson, 2015).

Future initiatives ought to emphasize closing these
gaps by means of fair policies including universal access
to high quality education, free healthcare for children, and
social safety nets for families in poverty (Sen, 1999). Long-
term remedies addressing the underlying causes of child-
hood disparities should be carried out by governments
working with non-governmental organizations (NGOs).

The impact of climate change on childhood

As global temperatures rise, natural disasters, and re-
source depletion disproportionately affect children, climate
change is becoming a major threat to their futures (UNI-
CEF, 2019). Children in developing nations, especially
coastal and rural ones, are more likely to be uprooted, hun-
gry, and exposed to natural disasters (IPCC, 2022).

Climate concern increases youth fear and despair
about the future (Hickman et al.,, 2021). In India, kid
activists are leading the fight against climate change by
promoting action, education, and responsibility. Young
Indian activists fight climate change by disseminating
knowledge and taking action. Many know Ridhima Pan-
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dey, who petitioned, and Licypriya Kangujam, who has
battled for climate action since 2018. These activists are
pressuring governments to address climate change and
inspiring others.

To mitigate these risks, climate policymakers must
prioritize children’s needs. Youth must participate in de-
cision-making. Education on sustainability and climate
resilience in schools should prepare future generations
for environmental issues (Chawla, 2020).

Political instability and the plight

of refugee children

Children in areas impacted by war, political strife,
and forced migration suffer great difficulties that un-
dermine their physical and mental well-being. UNHCR
estimates that more than 36,5 million children globally
have been forcefully displaced by armed conflict, perse-
cution, and economic instability as of 2022. Often, these
kids suffer from a lack of fundamental healthcare, trau-
ma, and interrupted schooling.

To guarantee their access to safe housing, schooling,
and psychosocial assistance, policies giving child refu-
gees and asylum seekers top priority must be strength-
ened (Lundberg, 2020). To offer humanitarian help and
relocation initiatives for children impacted by violence
and displacement, international cooperation is required.

Digital risks and children’s online safety

Digital privacy, cyberbullying, and false informa-
tion have all grown increasingly important as kids spend
more time online. Although technology provides great
social and educational advantages, it also exposes chil-
dren to exploitation, manipulation, and mental health
concerns (Livingstone et al., 2017).

Governments and technology businesses have to
cooperate to provide child-friendly digital spaces that
give safety, privacy, and media literacy top priority.
Stricter data protection legislation for minors, social
media content moderation, and awareness campaigns
about online threats are among policies required to
maintain children’s digital well-being (Staksrud & Liv-
ingstone, 2009).

The future of childhood studies

and policy development

Looking ahead, the field of childhood studies must
continue evolving to address the complex and dynamic
factors shaping children’s experiences. Future research
should focus on:

* Intersectionality and childhood: Examining how
race, gender, class, and disability intersect in shaping
childhood experiences.

 Children’s agency and participation: Expanding
efforts to include children’s voices in policymaking and
advocacy efforts.

 Post-pandemic childhood: Studying the long-term
effects of COVID-19 on children’s education, mental
health, and socialization.

¢ Global South perspectives: Moving beyond West-
ern-centric frameworks to incorporate
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To summarise, although many romanticize childhood
as a time of innocence and safety, actual events like eco-
nomic inequality, political unrest, and digital threats un-
dermine this image. Dealing with these problems calls for
worldwide cooperation, inclusive policy development,
and a dedication to strengthening children’s voices. En-
suring that every child has access to a safe, encouraging,
and empowering environment has to stay a worldwide
goal as society develops.

Conclusion

Political, socio-cultural, and economic institutions
affect childhood, a complex and dynamic time. Histori-
cal contexts, political policies, cultural expectations, and
technological advancement shape an experience. This
study examines how political beliefs, socio-cultural po-
sitionality, and digital transformations affect childhood,
focusing on power, privilege, and inequality.

Political discussions over childhood highlighted
the state’s effect on children’s rights, education, labour
regulations, and social protections. While political and
economic factors affect implementation in different na-
tions, international treaties like the UNCRC set univer-
sal standards for children’s wellbeing. Children still lack
direct political representation, making advocacy and
youth action essential to ensure their voices are heard.

In its socio-cultural positionality analysis, this study
showed how class, race, gender, and culture affect child-
hood experiences. Socioeconomic gaps strongly influence
education, healthcare, and social mobility. Cultural stan-
dards affect parental behaviours, gender expectations, and
childhood notions, challenging the idea of a universal ex-
perience. Cross-cultural interaction and cultural unifor-
mity have further affected childhood due to globalization.

Another major concern is how media and technology
affect childhood. Technology has expanded children’s
access to knowledge and political participation, but it
has also caused cyberbullying, privacy difficulties, and
misinformation. Digital platforms’ commercialization of
childhood raises ethical problems about consumerism and
children’s autonomy, emphasizing the need for stronger
digital literacy and child-centered internet policies.

Digital risks, political unrest, climate change, and
economic inequality remain major concerns. These is-
sues require global cooperation, inclusive policymak-
ing, and more child participation in society and politics.
Governments, teachers, and child welfare groups must
work together to give every child a safe, supportive, and
empowered upbringing.

In conclusion, childhood is not just a biological stage
but a social and political construct. Understanding it
through an interdisciplinary lens — incorporating po-
litical science, sociology, and cultural studies — allows
for a more nuanced perspective on the forces that shape
children’s lives. By acknowledging the diversity of child-
hood experiences and advocating for policies that priori-
tize children’s well-being, societies can work towards a
more just and equitable future for all children.
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Abstract

Context and relevance. In Indian secondary schools, science classrooms often include students with vary-
ing learning needs, posing a challenge to traditional teaching methods. With increasing emphasis on in-
clusive education, particularly under the National Education Policy 2020, teachers are turning to digital
tools to manage this diversity. However, the lack of structured diagnostic methods and adequate training
hinders effective implementation. Educational psychology theories suggest that addressing learners’ indi-
vidual needs through informal diagnostic insights, supported by technology, can lead to better outcomes.
Objective. The purpose of this study is to explore how digital learning strategies, informed by educational
psychology and informal psycho-diagnostic techniques, can support differentiated teaching in mixed-abili-
ty science classrooms. Hypothesis. It is assumed that combining digital tools with diagnostic observations
helps teachers better engage diverse learners and design personalized instructional strategies. Methods
and materials. A qualitative research approach was used, involving 20 science teachers from both private
and government secondary schools in Delhi NCR. Data were collected through classroom observations,
teacher interviews, and reflective notes. The study used the Technological Pedagogical Content Knowl-
edge (TPACK) and SAMR (Substitution, Augmentation, Modification, Redefinition) models, alongside
theories from Gardner and Vygotsky, to analyze teaching practices. Results. Teachers employed observa-
tion-based diagnostics and basic digital tools such as videos, simulations, and quizzes. While some moved
towards modified instruction, most lacked training and access to advanced digital infrastructure. Despite
challenges, a clear link emerged between diagnostic awareness and meaningful use of digital methods. Con-
clusions. Integrating informal diagnostic strategies with digital teaching tools enables more inclusive and
responsive instruction. Strengthening teacher training and digital access is vital to make science education
more adaptive to diverse learners.
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Pesztome

Konrekcr u aktyanpHOCTh. B cpennux mkonax MHAUM yPOKH 110 €CTECTBEHHBIM HAYKaM YaCTO MPOXO0-
JSIT ¢ YIEHUKAMU, Y KOTOPBIX pagHble IOTPEOHOCTH B 00yUeHUU. DTO CO3AAET TPYAHOCTHU [IJist yIuTe e,
HCHOJIb3YIOUINX O6bl‘iHble METO/Ibl IIpeIojaBaHuA. B cBssu ¢ 6OJIblL[l/lM BHUMaHNEM K MHKJIIO3UBHOMY
obpazoBannio u B pamkax HarmoHanbHo# o6pasoBaTenbhoil moautrkn 2020 roga, yauTesas BCE dalie
UCTIONB3YIOT IUPPOBbIE HHCTPYMEHTBI, YTOOBI JIyYIIle CIPABJISATHCS € ITUM PasHO0OPA3HeM YUEHUKOB.
Ho Y HUX €CTb T[pO6]IeMbIZ HET YETKUX METO/JIOB /IMATHOCTUKU U OTCYTCTBUE ITO/ITOTOBKU. CorJtacHo Teo-
puAaAM HeﬂaFOFI/I‘{eCKOﬁ TICUXOJIOTUH, €CJIN YUUTEJS CMOTYT JIyYIIe ITOHATD MHANBU/YaJbHBIC HOTpe6HO-
CTH KayK/10TO yUY€HHKa C TIOMOIIbIO He(I)OpMaJILHI)IX METOA0B AUAarHOCTUKU U TeXHO]IOFI/II‘/'I7 9TO IIOMOJKET
VIIYUHIMTD Pe3yabTaThl 00ydenus Bcex yueHukon. Ileab. [lesb ncciemoBannst — U3yunTh, Kak 1udpo-
Bble cTpaTeruu oOy4eHUs, OCHOBaHHBIE HA TEOPUSIX MeIarornyecKoil MCUXOJIOTHH 1 He(OPMalbHBIX
MCUXOIMATHOCTUYECKUX METOJIaX, MOTYT MOAAEPKUBATh AuddepeHImpoBanHoe 00yYeHe eCTeCTBEeH-
HBIM HayKaM B KjlaccaxX ¢ PasHbIM YpPOBHeM criocoOHocTeil yuennkos. Funoresa. [Ipeanosaraercs, 4to
coyeTraHue ]_[I/Iq)pOBbIX WHCTPYMEHTOB C UCIIOJIb30BAHNUEM JNATHOCTUYECKUX METO/IOB ITIOMOTAECT yUUTE-
JIAM JIydIlle BOBJIEKATh YYEHUKOB C Pa3HBIM YPOBHEM ITOATOTOBKU U paSpa6aTbIBaTI) MHANBUAYaJabHbIE
yuebnble crpateruu. Meroasl 1 MaTepuaibl. Lcronb30BaINCh KAUeCTBEHHBIE METO/IbI UCCIIE0BAHMUSI,
B paMKax KOTOPBIX ObL10 orpoiieno 20 yunTesieil eCTeCTBEHHBIX HAYK U3 YaCTHBIX M FOCYAaPCTBEHHBIX
CPEeHUX MIKOJ B HAIMOHAILHOM CTOJMYHOM OKpyTe [lesm. [laHibie coOUPaInCh TOCPEACTBOM HabI0-
JICHUIT B KJlacce, MHTEPBBIO C YUUTENSIMU 1 3aMeTOK. B nccseoBannm npuMeHsiainch Mojenu TexHoo-
rudeckoro mnegarorndeckoro koutent-zHanuss (TPACK) u SAMR (3amena, nakorenune, Mmoanduka-
1nus, mepeorpezesneHue), a takke reopun ['oapaa lapauepa u reopun JI.C. BeiroTckoro s anannsa
METO/NOB IIpenolaBaHusd. PeByJI])TaT])I. Yuurensa ucmnosb3oBain JAUarHocTnyecKkmne MeToabl Ha OCHOBE
HabJroieHuil 1 mpocTbie G POBbIE UHCTPYMEHTBI, TAKUE KaK BUIEO0, CUMYJISIIIUN U BUKTOPUHBL. XOTSI
HEKOTOPBIE MeJaror Tepelin K MOAUGDUIIMPOBAHHBIM METO/AM IPEIOAaBaHst, GOJNBIIMHCTBO He
nMeJin ]IOCTaTOqHOﬁ TMMOATOTOBKU M JIOCTYITa K COBPEMEHHBIM IH/Iq)pOBbIM TEXHOJIOTUAM. HeCMOTpH Ha
TPYIHOCTH, SBHO TIPOCJIEKNUBAIACH CBSI3b MEXK/Y OCBEIOMJIEHHOCTHIO O IUArHOCTUKE 1 3 (HEKTUBHBIM
ucnosb3oBanueM 1uGpPoBbIX MeTo/10B. BeiBoabl. M HTerparus HeOpMaibHbIX AMATHOCTUYECKUX Me-
TOJOB ¢ IUMPOBBIMU yUeOHBIMU MHCTPYMEHTAMU TI03BOJIAET 0OeceduTh 6osee NHKIIO3UBHOE U THO-
Koe o0yueHue. YJIydllleHue MOJATOTOBKY YYUTEIel U PacHiupeHne JOCTyTa K u(bPOBBIM TEXHOJIOTUSIM
SIBJISIIOTCST BAXKHBIMU JIJISI TOTO, YTOOBI C/1eIaTh 0OydeHre eCTeCTBEHHBIM HayKaM OoJiee aaliTHBHBIM K
noTpeGHOCTSAM PasHbIX YUYEHUKOB.

Knmiouegvle cnosa: vnkmosusHoe obpasosanue, nudposoe odyuenue, auddepeHupoBanioe odyye-
HHE, KJIACChbl C Pa3HbIM YPOBHEM CllOCO6HOCTeﬁ, TICUXO/IUATHOCTUYECKUE CTPATETn U, IIPpEIro/ilaBaHne ecTe-
CTBEHHBIX HayK

Dunancuposanue. /[aHHoe Uccie0BaHUE He ObLIO TPOMUHAHCUPOBAHO 38 CYET BHENTHUX UCTOUHUKOB.

BaarogapaocTu. ABTOPBI BBIPAKAIOT 0JIar0IAPHOCTD YYACTBYIOIIMM YUHUTEISIM 1 COTPYIHUKAM IIKOJIBI 32 UX COTPY/THU-
4eCTBO BO BpeMst IpoBezieHus uccienoBanust. Ocobast 61aroapHOCTh PEIEH3EHTaM 3 UX OT3bIBBI 110 OBO/LY CTPYKTYPbI
HCCIIE0BAaHMs 1 €T0 Pe3yIbTaTOB.

I[OHOJIHI/ITCJIbeIe JAaHHBbIC. I[OHOJIHI/ITGJII)HI)IG JlaHHbIE, BKJIIOYaA KYpPHaJIbl Ha6JIIOZ[€HHI>'I N aHOHUMU3WPOBAaHHbIC UHTEP-
BbIO C YUUTEJIAMU, JOCTYIIHDI 10 3alIpOCY Y OTBETCTBEHHOI'O aBTOPA.

g wuruposanus: Yangep, C., Apopa, Y. (2025). [ludposoe obyyernne B Kiaccax ¢ pasHbIM YPOBHEM TOATOTOBKMU:

NCUXOMATHOCTUYECKUE TPOOJIEMbl M TIePCIEKTHBBI  [eAarornieckoil  meuxosorun.  Kyavmypno-ucmopuueckas
ncuxonoeusi, 21(3), 124—135. https://doi.org/10.17759 /chp.2025210311
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1. Introduction

1.1. Background

Indian science classrooms increasingly represent a
microcosm of learner diversity, influenced by dispari-
ties in socio-economic background, linguistic expo-
sure, and prior academic achievement. Although the
National Education Policy (NEP) 2020 envisions
an inclusive, competency-based education system,
classroom practices often reflect a one-size-fits-all
approach. Teachers are frequently underprepared to
deal with the nuanced instructional demands posed
by mixed-ability groups, particularly in the context of
science education, which requires conceptual under-
standing, procedural fluency, and application skills.
As noted in Arora & Chander, 2023, despite recogni-
tion of inclusive education in policy discourse, peda-
gogical strategies remain largely undifferentiated.
This research addresses this gap by exploring how
digital technologies — ranging from interactive simu-
lations to curated video content — can be strategically
employed to support differentiated learning in science
classrooms.

Drawing on Vygotsky’s (1978) Zone of Proximal
Development (ZPD), the study conceptualizes digital
tools as potential mediators between learner capability
and curricular demands. The study further leverages
Gardner’s (1983) theory of Multiple Intelligences to
identify opportunities for individualized instruction.
The introduction situates the research within India’s
current educational landscape and argues for a model
that integrates digital affordances with psycho-diag-
nostic responsiveness. Educational psychology pro-
vides essential frameworks for understanding learner
diversity in cognitive and emotional dimensions. In
mixed-ability classrooms, theories of cognitive devel-
opment and individual learning styles are instrumen-
tal in shaping effective instructional design. As high-
lighted in Arora & Chander, 2023, Vygotsky’s ZPD
remains central to differentiating instruction. Teachers
as observed during fieldwork (Arora & Chander, 2023)
often scaffolded content using peer tutoring, concrete
aids, and visual reinforcement to match students’ prox-
imal development levels.

Bruner’s concept of scaffolding (1966), which sug-
gests the gradual withdrawal of support as learners
gain mastery, was evident in task-based collaborative
work where students transitioned from guided in-
struction to independent problem-solving. This aligns
with cultural-historical views of learning as a socially
mediated process. Gardner’s Multiple Intelligences
theory informed several classroom interventions. For
instance, role-play in one government school allowed
kinesthetic learners to engage with scientific process-
es. Another classroom used student drawings to de-
pict scientific phenomena, thus accommodating visual
learners. The VARK model also found application, as
teachers structured activities using multimedia con-
tent and manipulatives to align with learner prefer-
ences.
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2. Research objectives and questions

Research objectives

The study aimed to:

1. Explore how science teachers identify and in-
terpret learner diversity — cognitive, emotional, and
linguistic — through informal psychodiagnostics tech-
niques in the absence of formal psychological services.

2. Examine the pedagogical integration of digital
tools in mixed-ability secondary science classrooms, fo-
cusing on how these tools are aligned with diverse learn-
er profiles.

3. Evaluate the extent to which established educa-
tional psychology theories — particularly Vygotsky’s
Zone of Proximal Development (ZPD), Gardner’s Mul-
tiple Intelligences (MI), and Bruner’s scaffolding — on
differentiated instruction in real classroom settings.

4. Develop a culturally contextual instructional
framework that connects informal psychodiagnostic
responsiveness with digital pedagogy for inclusive and
meaningful science learning teaching in Indian second-
ary schools.

Research questions

To address the above objectives, the study explored
the following questions:

1. RQ1: How do science teachers in diverse Indian
classrooms identify cognitive, linguistic, and emotional
learner variability without access to formal psycho-diag-
nostic services?

2. RQ2: What informal diagnostic tools or strategies
(e.g., behavioral observations, reflective journals, learn-
ing logs) are employed by teachers to guide instructional
adaptations?

3. RQ3: Which digital tools are most frequently inte-
grated in mixed-ability science classrooms, and how do
these tools correspond with learners’ readiness, prefer-
ences, and cognitive styles?

4. RQ4: How do teachers incorporate psychological
theories — such as Vygotsky’s ZPD, Gardner’s MI, and
Bruner’s scaffolding — into the planning and delivery of
digitally supported, differentiated instruction?

5. RQ5: What pedagogical challenges do teachers en-
counter in implementing diagnostic-responsive digital
instruction across varying school types (government,
private, urban, semi-urban)?

6. RQ6: How do students perceive the effectiveness
of differentiated digital learning approaches in enhanc-
ing their engagement, understanding, and participation
in science classrooms?

3. Educational psychology perspectives

3.1. Cognitive development theories

Educational theories from Piaget, Bruner, and Vy-
gotsky offer essential insights for understanding mixed-
ability classrooms. Piaget’s cognitive developmental
stages suggest middle school learners primarily benefit
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from concrete operational tasks involving hands-on ac-
tivities (Piaget, 1952). Classroom observations affirmed
the effectiveness of activity-based science experiments
aligning with Piaget’s theory.

Bruner’s scaffolding technique was frequently used,
demonstrating gradual withdrawal of support as learners
became independent (Bruner, 1966). Additionally, Vy-
gotsky’s ZPD provided a foundation for peer-supported
instructional strategies. Observations revealed improved
learning outcomes when students received scaffolded
peer interactions within their ZPD (Vygotsky, 1978).

3.2. Learning styles and multiple intelligences

The VARK model (Visual, Auditory, Reading/Writ-
ing, Kinesthetic) further guided teachers in lesson plan-
ning, ensuring multimodal instruction that catered to
varied learning styles (Fleming, 2001). Classroom strat-
egies included animations, peer discussions, worksheets,
and role-playing activities, validating Gardner’s multi-
ple intelligences theory (Table 1).

4. Digital learning tools and techniques

4.1. Integration of digital technology

Integration of digital technology in Indian class-
rooms, though advocated by NEP 2020, varied signifi-
cantly based on infrastructure and teacher readiness.
The Technological Pedagogical Content Knowledge
(TPACK) framework and the SAMR (Substitution,
Augmentation, Modification, Redefinition) model were
employed to assess digital integration levels (Puentedu-
ra, 2013). Digital tools utilized included DIKSHA vid-
eos for content reinforcement, PhET simulations for in-
teractive visualization, and Google Forms for formative
assessments. Teachers who effectively combined tech-
nological, pedagogical, and content knowledge achieved
higher instructional effectiveness, moving beyond basic
substitution towards task modification and redefinition.
Nevertheless, disparities existed between private schools
with extensive digital resources and government schools
limited by infrastructural constraints (Arora, 2023).

In Indian classrooms, particularly in science educa-
tion at the secondary level, psycho-diagnostic challenges
emerge due to the lack of access to formal assessment
tools and trained professionals. Teachers often rely on
informal techniques such as behavioral observations, an-
ecdotal records, and parental feedback to assess learner
needs (Chander, 2011; Arora & Chander, 2023). These
observational strategies help teachers adjust instruc-
tional strategies in real-time, especially in contexts with

limited psychological support infrastructure. Despite the
informality, these approaches are crucial for early detec-
tion of issues like attention deficits, social withdrawal,
and performance inconsistencies. Data gathered during
field visits revealed that customized interventions — like
peer mentoring, flexible grouping, and visual scaffold-
ing — were frequently deployed based on such insights
(Arora & Chander, 2023). The importance of teacher
well-being also surfaced as a key theme. Emotionally re-
silient teachers showed a higher capacity for diagnosing
and responding to student needs. Psychological support
systems for educators themselves remain a policy gap,
suggesting future directions for inclusive frameworks to
extend beyond students alone (ResearchGate, 2024).

Digital learning tools, when deployed effectively,
can act as cognitive amplifiers, enhancing the learning
process by providing opportunities for visualization, in-
teraction, and individualized pacing. In the context of
Indian secondary education, the implementation of such
tools is uneven and influenced by infrastructural and
pedagogical readiness (Zhao & Frank, 2003). The pres-
ent study adopted the SAMR model (Puentedura, 2013)
and the TPACK framework (Mishra & Koehler, 2006)
to evaluate the depth of technology integration observed
in science classrooms.

The role of digital technology in transforming Indian
classrooms has gained prominence through national ini-
tiatives like DIKSHA and policy shifts under NEP 2020.
In the observed schools, digital tools were integrated to
varying degrees depending on infrastructure, teacher
training, and learner readiness. These tools ranged from
multimedia lessons to interactive simulations and as-
sessment platforms. The study employed the TPACK
(Technological Pedagogical Content Knowledge)
framework to analyse teacher competencies across three
intersecting domains: content knowledge, pedagogy, and
technology use. Teachers who demonstrated stronger in-
tegration of all three domains created lesson plans that
moved beyond basic substitution to modification and re-
definition, as conceptualized in the SAMR model.

5. Theoretical framework

This research is situated within the broader discipline
of cultural-historical psychology, which emphasizes the
socially mediated and culturally situated nature of learn-
ing and development. Rooted in the theoretical lineage
of Vygotsky, the study positions the Zone of Proximal
Development (ZPD) as a diagnostic lens for understand-
ing learners’ potential and framing instructional interven-

Table 1
Learning modalities used in science classrooms
Modality Instructional strategy Example from field
Visual Use of animations and digital diagrams PhET simulations
Auditory Oral explanations, discussions Peer teaching
Reading / writing Worksheets and summarization exercises Concept maps
Kinaesthetic Experiments, role-plays, model making Magnet kit usage
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tions. The integration of digital tools is not seen as isolated
technological upgrades, but as instruments embedded in
a cultural context that mediate knowledge construction,
peer collaboration, and teacher scaffolding, In this way, the
study aligns with cultural-historical approaches by explor-
ing how sociocultural tools — such as language, group roles,
and technology — shape and transform the learning trajec-
tories of diverse learners in Indian classrooms.

The conceptual underpinnings of this study are
grounded in a triad of psychological and pedagogical
theories that support inclusive and differentiated in-
struction in mixed-ability science classrooms. These
include Gardner’s Theory of Multiple Intelligences
(1983), Vygotsky’s Sociocultural Theory (1978), and
Bruner’s model of scaffolding. Each contributes unique-
ly to understanding learner diversity, especially when
mediated through digital technologies. Gardner’s frame-
work highlights that students possess distinct cognitive
strengths — such as linguistic, logical-mathematical,
visual-spatial, bodily-kinesthetic, interpersonal, intrap-
ersonal, musical, and naturalistic intelligences — which
demand corresponding differentiation in content deliv-
ery and assessment formats. In the classrooms studied,
teachers were seen incorporating multiple representa-
tions such as storyboards, practical activities, and reflec-
tive logs to align with this plurality.

Vygotsky’s Zone of Proximal Development (ZPD) of-
fers a cultural-historical lens to examine how peer media-
tion, language, and tools (including digital ones) scaffold
student learning. Observations in urban and semi-urban

schools demonstrated that when teachers positioned stu-
dents within their ZPD — especially using peer collabo-
ration and guided digital interactions — engagement and
conceptual clarity improved notably. Bruner’s scaffold-
ing model complements the ZPD approach by suggesting
gradual release of responsibility to the learner. Teachers
adapted instructional pacing and digital tool usage based
on informal diagnostic observations, such as real-time
feedback and group participation.

These theoretical orientations coalesce in the in-
structional design adopted in this study. The following
conceptual flowchart (Fig 1) visualizes how these frame-
works interlink with digital pedagogy and psycho-diag-
nostic responsiveness to address learner heterogeneity in
science classrooms.

6. Psycho-diagnostic challenges
in mixed-ability classrooms

Addressing the diverse needs of learners in a mixed-
ability classroom necessitates that educators employ
diagnostic practices tailored to individual challenges.
However, formal psycho-diagnostic services, such as
the availability of trained school psychologists or ed-
ucational counselors, remain largely absent from the
infrastructure of Indian schools, particularly in gov-
ernment-run institutions. This significant gap places
the responsibility solely on teachers, who often turn to
informal strategies developed through their own expe-
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Fig. 1. Instructional framework based on Gardner, Vygotsky, Bruner, and digital pedagogies
(adapted from Arora & Chander, 2023)
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riences, shared practices from colleagues, or personal
instincts honed over time. These adaptive methods
play a vital role in understanding student difficulties
and customizing teaching approaches to ensure effec-
tive learning outcomes.

In many cases, teachers construct observation check-
lists, maintain learning logs, or record anecdotal instances to
monitor and evaluate student behavior, levels of participa-
tion, and overall engagement. These records allow educators
to identify patterns and recurring issues, such as tendencies
to avoid tasks, incomplete assignments, frequent inatten-
tion, or lack of verbal interaction during class activities. By
analyzing these trends, teachers can pinpoint learners who
require targeted modifications to instruction or remedial
interventions. Such informal diagnostics become crucial
in bridging the gap where formal systems are unavailable,
helping educators support students more effectively.

The National Education Policy (NEP) 2020 has set
forth ambitious goals to foster learner-centric environ-
ments that promote inclusivity, curriculum flexibility,
and competence-based education. Yet, despite these
guidelines, the absence of structured diagnostic train-
ing leads many teachers to rely on uniform instructional
strategies that may not cater to the varied needs of their
students. Instead of implementing differentiated teach-
ing methods, educators often struggle to adapt their
practices to accommodate mixed-ability groups. This
challenge underscores the urgent need for teacher de-
velopment programs that emphasize psycho-diagnostic
skills, enabling educators to navigate diverse classroom
dynamics with greater confidence and precision.

In such contexts, teachers often approach diagnostic
challenges by developing personalized strategies that align
with their unique teaching circumstances. These strate-
gies, despite being informal, have proven instrumental in
addressing student-specific needs and enhancing learning
experiences in classrooms that lack access to psychological
expertise or resources. By leveraging their observations and
intuition, educators contribute significantly to creating
more inclusive and adaptive learning environments that
support students’ individual growth and success.

7. Research methodology

This section expands on the preliminary methodologi-
cal overview presented earlier, providing a transparent

account of research design, sampling logic, data-collec-
tion instruments, and analytic procedures. The level of
detail adheres to COREQ guidelines (Tong, Sainsbury, &
Craig, 2007) to ensure replicability and evaluative rigour.

7.1. Philosophical orientation

The study is grounded in interpretivism, recognis-
ing that knowledge about classroom practice is co-con-
structed by participants and researchers (Lincoln &
Guba, 1985). A constructivist stance (Crotty, 1998)
shaped the open-ended data-generation processes and
the inductive — deductive analytic cycle. This onto-
logical and epistemological positioning legitimised thick
description, teacher narratives, and micro-interaction-
al evidence as primary data. This research adopted a
qualitative case study approach aimed at exploring how
digital pedagogies are implemented in mixed-ability sci-
ence classrooms, with an emphasis on psychodiagnos-
tics awareness and responsive instructional practices.
The design aligns with the interpretivist paradigm, ac-
knowledging the complexity of classroom realities and
the subjective meanings constructed by teachers and
learners. As outlined in the thesis, the methodology was
selected to accommodate the context-specific nuances of
Indian classrooms, particularly in government and pri-
vate secondary schools in Delhi NCR. A constructivist
lens, informed by Vygotsky’s sociocultural theory and
Gardner’s theory of multiple intelligences, guided the
research design and interpretation of findings.

7.2. Multiple — case study design

Following Yin (2018), a multiple — case design en-
abled analytic generalisation across six bounded cas-
es — three government and three private, co-educa-
tional, Hindi-/English-medium secondary schools in
Delhi-NCR. Each ‘case’ was a Grade 9 science classroom
observed over nine consecutive instructional periods
(~ 360 minutes). Case boundaries were demarcated by
school, teacher, and academic term, allowing within-case
depth and cross-case contrast (Stake, 2006).

7.3. Participant recruitment

Purposive sampling identified six science teachers
(4 female, 2 males; teaching experience 5 — 23 years).
Student assent (n = 180) and parental consent followed
Directorate of Education guidelines (Table 2). Pseud-
onyms protect identities.

Table 2
Data collection matrix
Phase Instrument Purpose Sampled artefacts
P1 | Structured observation Map digital-tool flow, interaction 36 lesson logs, 216 time-stamped field
checklist patterns notes
P2 | Stimulated-recall teacher Elicit diagnostic reasoning and tool 6 verbatim transcripts (= 54 000 words)
interviews selection

P3 | Focus-group student dialogues
of differentiation

Capture learners affect and perception

12 audio files, 90 student comments

P4 | Document harvest

curriculum

Triangulate enacted vs. planned

42 lesson plans, 18 Google Forms, 27
PhET screenshots
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8. Observations
Here are the observations from the data collected.

8.1. Classroom-level digital pedagogy patterns

The study revealed significant variations in digital
tool adoption across school types as mentioned in Ta-
ble 3 below.

Teachers in private schools used a combination of DIK-
SHA, PhET, and Google Forms, aligning with TPACK
competencies. In contrast, government schools largely re-
lied on DIKSHA videos in substitution mode. In one exam-
ple from School A, a teacher introduced the topic of force
using a DIKSHA video. This was followed by a PhET sim-
ulation allowing students to change variables such as mass
and slope. Students were then asked to complete a Google
Form that assessed conceptual understanding.

This sequence (Table 4) illustrates a transition from
augmentation to modification, as learners interacted with
content in non-linear, choice-based formats. At the substi-
tution and augmentation levels, DIKSHA videos and digi-
tal worksheets were employed to reinforce textbook con-

tent. In classrooms with higher digital literacy, tools like
PhET simulations enabled task redesign — aligning with
the modification and redefinition stages of SAMR (Arora
& Chander, 2023). Google Forms and mobile-based quiz-
zes were used to support formative assessment, providing
instant feedback loops that enhanced student engagement.
At the substitution level (Table 5), PDF-based materials
replaced textbooks. Augmentation included DIKSHA app
videos with rewind capabilities. However, it was in private
schools where meaningful modification occurred through
collaborative digital tools (e.g., Google Docs) and redefini-
tion with simulation labs (e.g., PhET).

Teachers’ digital integration was examined through
the lens of the SAMR and TPACK models. The majority
of usage remained within the Substitution and Augmen-
tation levels, with higher-order modification and redefi-
nition noted only in select private schools with robust
infrastructure (Table 6).

Anecdote: “We use DIKSHA videos at the start of
each topic — it helps set context. But the real change came
when we let students play with simulations and change
variables on their own.” — Science Teacher, School A

Table 3
Summary of digital tool usage in observed schools
Tool Function Context of use
DIKSHA App Content delivery (videos, PDFs) Used for concept introduction and reinforcement
Google Forms Formative assessment and feedback Post-lesson quizzes and polls
PhET Simulations | Interactive visualizations Teaching magnetism, atomic structure
PowerPoint Structured visual explanations Summary slides, visual mapping
YouTube Supplemental videos Showing real-life applications of science
Table 4
Levels of digital adoption in the observed schools using the SAMR framework
Level Description Classroom example
Substitution Technology replaces traditional methods without | Digital textbook used instead of print (Arora, 2023)
change in task
Augmentation Technology adds functional improvements to Online MCQs with instant feedback
traditional tasks
Modification Technology allows for significant task redesign Collaborative Google Docs assignments
Redefinition Technology enables previously inconceivable tasks | Virtual labs and simulations using PhET (Arora, 2023)
Table 5
School type and integration depth
School type Digital resource availability (Igzzgza(tﬁ)ggigg; instructional impact
Private Urban High Modification, Redefinition | Enhanced engagement, feedback loops
Government Semi- | Moderate/Low Substitution, Augmenta- | Visualization, basic reinforcement
urban tion
Table 6
Table digital adoption across schools (SAMR-aligned)
SAMR level Government Schools (%) private Schools (%) tools employed
Substitution 80% 30% PDFs, DIKSHA videos
Augmentation 65% 55% YouTube tutorials, online MCQs
Modification 30% 60% Google Docs for collaborative tasks
Redefinition 10% 45% PhET simulations, remote experiments
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Levels of Digital Tool Adoption by School Type (SAMR Framework)
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Fig. 2. Levels of digital tool adoption by school type

Here is a visual representation (Fig 2) of digital tool
adoption levels in science classrooms across government
and private schools, based on the SAMR framework:

¢ Government schools predominantly remain at the
“Substitution” level (80%) with limited progression to “Re-
definition” (10%). Substitution is more common in govern-
ment schools (80%) where digital tools simply replace tra-
ditional methods without significant instructional redesign.

* Private schools demonstrate more advanced digi-
tal integration, with higher engagement in “Modifica-
tion” (60%) and “Redefinition” (45%). Augmentation
and Modification show higher usage in private schools
due to better infrastructure and teacher readiness. Re-
definition remains limited overall but is significantly
more present in private institutions.

Anecdote 2: Use of PhET simulations (school A)
“We used the simulation on magnetism. Students could
vary the mass, observe changes... It really helped the qui-
eter ones come forward and explain their understanding
without having to write.” (Science Teacher, School A)

Visual and interactive content served dual purposes:
clarifying concepts and accommodating non-traditional
learners who struggled with written tasks.

8.2. Psycho-diagnostic techniques

Teachers rarely had access to formal psycho-diagnos-
tic tools. Instead, instructional decisions were grounded
in continuous behavioral observation, peer group dy-
namics, and performance logs. Classrooms with stron-
ger diagnostic practices were better able to align tools
with learner needs. For instance, learners struggling
with English were paired with bilingual peers, and visu-
als were emphasized. In several cases, role-based group
activities helped mitigate withdrawal and boosted self-
efficacy among quieter learners (Table 7).

One teacher from School B shared: “I started main-
taining a notebook just to record what topics each child
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is struggling with. Over time, I could predict who would
need a slower pace or more visuals.” Another common
practice was the use of informal socio-emotional map-
ping. Teachers used structured group activities to ob-
serve peer dynamics and interpersonal confidence. In-
stances of social withdrawal or consistent exclusion from
peer interactions were flagged and addressed via seating
arrangements or peer-buddy systems.

Across contexts, teachers employed informal diag-
nostic strategies such as:

* Learning logs to identify low performers

* Peer mapping to observe social withdrawal

* Homework completion patterns for behavioral cues

In several case studies (Table 8), the teacher’s diag-
nostic awareness led to significant shifts in student per-
formance. One student initially labelled as “slow” due
to non-submission of homework was found to be experi-
encing parental neglect due to migration. A personalized
homework schedule and emotional support led to im-
proved attendance and classroom interaction. However,
these successes were tempered by systemic challenges.
These strategies allowed teachers to identify outliers, es-
pecially in classrooms with 40+ students, often without
any technological aid. In many instances, diagnostic ac-
tions preceded digital implementation.

Such insights led to instructional adaptations, in-
cluding:

* Group reshuffling

* Simplified task sequencing

 Use of bilingual content

Anecdote: Resource Gap and Student Frustra-
tion “We had this video on respiration in English and
Hindi, but the terms didn’t match our textbook. The
children were confused, and I had to re-teach.” (Teacher
Jfrom a semi-urban government school). These anecdotes
illustrate the tension between policy vision (NEP 2020)
and field realities.
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Table 7

Common learning challenges and informal psychodiagnostics practices observed classrooms
(adapted from Arora & Chander, 2023)

Challenge

Observation method

Pedagogical response

Frequent absenteeism

Parent meeting, health review

Adjusted pacing, digital catch-up content, modules on
mobile devices

Language delays

Oral probing, written baseline test

Use of bilingual instruction aids

Attention deficit behaviours

Behavioural observation log

Task segmentation, tactile cues

Conceptual confusion

Pre/post worksheets

Peer remediation and group review sessions

Inattention

Behaviour Checklist

Task chunking, shorter instructions

Inconsistent performance

Peer interaction monitoring

Role rotation in group tasks, mentorship model

Anxiety/withdrawal

Peer feedback,

Peer buddy system, reduced homework

Poor comprehension

Repeated questioning, logs

Visual scaffolds, bilingual instructions

Table 8

Diagnostic indicator and instructional response

Diagnostic indicator

Observation Method

Instructional Response

Inattention

Behavior observation checklist

Proximity control, task chunking

Anxiety or withdrawal

Parent-teacher dialogue, journaling

Reduced homework load, peer buddy support

Inconsistent performance

Learning log review

Customized assignments and flexible deadlines

Low group participation

Peer interaction monitoring

Role rotation in group tasks, mentorship model

8.3. Multiple intelligences and instructional design

Teachers exhibited varying awareness of Howard
Gardner’s theory of Multiple Intelligences. While none
formally cited the framework, their practices demonstrat-
ed alignment. Classroom observations (Table 9) revealed
intentional multimodal design in lesson planning. Teach-
ers reported referencing the VARK model and Multiple
Intelligences to diversify delivery modes. In science, kin-
aesthetic learners benefited from hands-on kits, while vi-
sual learners thrived on diagrams and simulations.

These adaptive strategies underscore the organic
evolution of differentiated instruction — even without
explicit training — guided by teacher intuition, field ex-
perience, and basic ICT familiarity (Fig 3).

* Kinesthetic strategies (e.g., magnet kits, role play)
were most used (65%)

* Visual tools like PhET simulations and Power-
Point came next (60%)

 Auditory strategies such as peer explanation and
group discussion were at 55%

* Reading/Writing modalities (e.g., summaries and
worksheets) had 50% usage

Anecdote: “I let some kids draw circuits rather than
explain them in words. That’s how they think — visually.
And their answers were often more accurate.” — Teach-
er, School C

8.4 Mapping of key findings with objectives

Objective 1: To explore how teachers identify

and respond to learner variability

Key findings: Teachers employed informal psychodi-
agnostic tools such as observation checklists, behavior
logs, and reflective notes. These helped identify chal-
lenges like attention lapses, language barriers, and emo-
tional withdrawal. The absence of structured diagnostic
tools made teachers depend heavily on intuitive and
experience-based methods.

Objective 2: To examine how digital tools are

used to support differentiated instruction

Key findings: DIKSHA videos, PhET simulations, and
Google Forms were frequently used. In private schools,
the use of digital simulations led to task redefinition,
whereas in government schools, technology was often
used at the substitution level due to infrastructural limi-
tations. Teachers aligned content with VARK modalities.

Objective 3: To assess the extent to which

psychodiagnostic insights shape pedagogical

decisions

Key findings: Teachers adjusted grouping strategies,
task complexity, and pacing based on behavioral observa-
tions. For instance, students with low verbal engagement

Table 9

Instructional strategies and multiple intelligences

Intelligence type Observed strategy

Classroom example

Visual-spatial Diagram-based explanations

Atom structure drawing for Class 9

Bodily-kinesthetic Role plays, model making

Explaining food chains via group acting

Verbal-linguistic Oral narration, journaling

Students explaining Newton’s laws in Hindi

Interpersonal

Group work, pair collaboration

Peer explanation tasks in diverse groups

Logical-mathematical Simulation-based analysis

Titration demo using interactive applet
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Dliggr_ibution of Learning Modalities Used in Observed Classrooms
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Fig 3. Distribution of learning modalities used in observed classrooms” showcases how frequently visual, auditory, reading/
writing, and kinaesthetic strategies were employed

were placed with peers who could support them through
collaborative work. Visual aids and simplified content for-
mats were used for students with language delays.

Objective 4: To analyze the role of visual aids, mul-
timodal tools, and differentiated grouping in enhanc-
ing participation and conceptual understanding

Key findings: Use of role-plays, science models, realia,
and drawing-based science explanations were docu-
mented. Students who struggled in pen-paper tests were
more responsive in kinesthetic or visual formats. Videos
and animation-based tutorials supported recall and en-
gagement. Figure 2 (SAMR integration) and Table 3
(Digital Tool Use) from the thesis substantiate this.

9. Results & discussion

Table 10 below captures the Objectives and their key
insights.

Objective 1: Learner variability and diagnosis

Findings support the view that informal psychodiag-
nostics — despite being intuitive — were instrumental in
identifying and responding to learner needs. These prac-

tices echo Vygotsky’s idea of individualized scaffolding
within the Zone of Proximal Development (ZPD), though
in a non-institutionalized form. The absence of systemic di-
agnostic infrastructure reveals a significant policy gap.

Objective 2: Digital differentiation

Digital tools acted as cognitive enablers when employed
thoughtfully. In contexts where the TPACK framework
was applied, learning experiences moved beyond surface
engagement to deeper conceptual understanding. Howev-
er, unequal access to digital tools widened the instructional
gap between private and government schools.

These approaches affirm the theoretical alignment
with Gardner’s intelligences and Vygotsky’s ZPD —
where peer scaffolding allowed students to bridge con-
ceptual gaps.

1. The findings of this study emphasize that the suc-
cess of digital and diagnostic strategies in mixed-ability
classrooms depends not only on tools and content but
also on the teacher’s preparedness. Despite the availabil-
ity of digital infrastructure in several schools, there was
limited translation into inclusive pedagogical practices
due to gaps in teacher training.

2. Feedback from students (field interview notes)
suggested:

Table 10
Key insights
Objective Key insights
1 Informal psycho-diagnostic methods like learning logs and socio-emotional observations help detect learner needs
2 Digital integration varies widely; private schools use SAMR modification/redefinition levels more effectively
3 Diagnostic responsiveness shapes instructional alignment more than the availability of digital tools
4 Multimodal teaching, rooted in Multiple Intelligences and VARK, results in better inclusion and engagement
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a. Preference for blended formats (video + teacher
support)

b. Improved conceptual understanding when digital
content was interactive

c. Reduced anxiety in peer-supported environments

Objective 3: Pedagogy informed by diagnosis

In alignment with Gardner’s theory, differentiated in-
struction strategies were evident — especially among teach-
ers who triangulated observation with learner preferences.
This finding validates the hypothesis that digital pedagogy
must be guided by diagnostic insight to be truly inclusive.

Objective 4: Visual and kinaesthetic strategies

Multimodal instruction enhanced student engage-
ment and participation, particularly for students who
struggled with conventional assessment formats. Role-
play, peer group activities, and tactile experiments be-
came vehicles for expression among kinaesthetic learners.

10. Results and conclusion

This section synthesizes the core findings from class-
room observations, teacher interviews, student work
samples, and institutional documents across a diverse
range of government and private schools in the Delhi
NCR region. The data were analysed using a combina-
tion of thematic coding and alignment with the research
objectives, specifically focusing on psychodiagnostic
awareness, differentiated instruction, and the integra-
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Abstract

Context and relevance. The paper examines contemporary post-apartheid pedagogy and its underlying
epistemologies that position teachers and their students as passively conforming to prescribed knowledge
and concepts disconnected from practical realities, goals, and students’ personal pursuit of meanings. Ob-
jective and Hypothesis. Such an approach, premised on values of adaptation to the status quo of preexist-
ing models and procedures, fails to promote knowledge premised on values of contribution to collective
social practices and self-identity development. Theoretical basis. That is, pedagogy so conceptualised in
the logic of colonial orthodoxies and solipsistic epistemologies, inevitably denies students and their teach-
ers their inherent capacities for agency and meaningful engagement with reality. Results and discussion.
Therefore, in instantiating decolonising approach to pedagogy, a young student the teacher had deemed to
be experiencing learning difficulties, enacts her embodied knowledge' and is thereby posited as debunking
the logic of colonial epistemologies that underpin contemporary post-apartheid pedagogy. Conclusions.
The student is therefore presented as enacting her culturally situated community practices and knowledge
traditions which she embodies, despite the continued exclusion of such knowledge practices within con-
temporary post-apartheid pedagogy.

Keywords: decolonising pedagogy, transformative agency, post-apartheid pedagogy, indigenous knowl-
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JlekooHU3alMs TeJarorTuKy B MOCTamapTenaCKOM
I0:xH0#1 AdpuKke: pacuiupeHHOe MIOHUMaHNE TeOPUH
JI.C. BBIrOTCKOrO ¥ HOBBIE MMOCTYJIATHI
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Vuusepcutrer Iperopun, IIperopust, I0xH0-Adpuranckas Pecriybinka
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Pesztome

Konrekcr 1 akTyaapHOCTh. B crarbe aHaM3upyeTcst COBpeMEHHaAs [eIaroriKa B rmocTtanaprenickoit FOsxk-
HOIT AdpHKe 1 ee OCHOBHBIE UJI€N, KOTOPBIE TIPEJICTABJSIOT YUUTEe U YUeHUKOB KaK MaCCUBHBIX y4acT-
HUKOB, IIPOCTO CJAEAANMNX 3a YCTAHOBJICHHBIMU 3HAHWUAMUN 1 KOHIECHTIUAMU. STI/I 3HaHUA YaCTO OTOPBAaHbI
OT peaybHbIX YCIOBUIA, 1esieit 00ydeHnst U JIMYHBIX TOUCKOB CMBICJIOB caMiX yueHUKOB. Iless u runoresa.
Takoii 10IX0/1, KOTOPBIil OCHOBBIBAETCSI HA HEOOXOAUMOCTH TIPHCIIOCAOINBATHCS K CYIIECTBYIONIUM MO/Ie-
JISIM 1 [IPABIJIAM, He CIIOCOOCTBYET Pa3BUTHIO 3HAHUIT, CBSIBAHHbIX C y4aCTHEM B OOIIECTBEHHBIX TPAKTUKAX
n q)OpMI/IpOBaHI/IeM JIMYHON NACHTNYHOCTU. uapiMu CJIOBaMM, I1e/IarOTUKa, KOTOpadA OCHOBaHa Ha KOJIOHW-
AJIbHBIX B3IVIA/1aX 1 3aMKHYTBIX B CBOUX MPEACTABJICHUAX 3HAHUAX, JTUITACT YICHUKOB 1N y‘{I/ITeﬂeﬁ ux ecre-
CTBEHHOI CHOCO6HOCTI/I 6I)ITI) AKTUBHBIMU YYaCTHUKAMU U IIO-HACTOAIIEMY BSaHMOHeﬁCTBOBaTb C OKpYyJKa-
1o1iiell peasibHOCTIO. Pesdyabrarsl. Takum 00paszom, PU UCIIOJIb30BAHUHU [IEKOJOHU3UPYIOIIETO TTOAX01a K
00y4eHmIO, YIEHNUI[A, KOTOPYIO YYUTEIb CUMTA MCITBITBIBAIOIIEN TPYIHOCTH B OOYYEHUH, [TPOSIBJISIET CBOU
3HAHUS Yepe3 JeHCTBUs 1 TeJio (Tesecbie 3Hanust )% BpBoapl. DT0 MOKA3bIBAET, YTO YUEHUIA OCITAPUBA-
eT ujled KOJIOHUAJIbHBIX CIIOCOOOB MBIIILIEHUs, KOTOPbIE JIeJKaT B OCHOBE COBPEMEHHOII 1e/IarOTUKU B T10-
cranaprenzickoit FOxxuoit Adpuke. [Ipr 5TOM OHA JIEMOHCTPUPYET CBOU KYJIbTYPHBIE TIPAKTUKU U 3HAHWS,
CBSI3aHHBIE C €€ COOOIIECTBOM, HECMOTPSI HA TO, YTO TAKUE 3HAHUS U TIPAKTUKH YaCTO UTHOPUPYIOTCS UJIU
UCKJIIOYAIOTCS] B COBPEMEHHO cucTeMe 00pa3soBaHusl.

Knrouesvie cnosa: 1ek0I0HN3NPYIONIAs elaroTKa, TPAaHCGOPMUPYIOIIAsT arTeHTHOCTD, TTe/IarOTUKA TOCTa-
maptenackoit IOxHo0# Adprkn, TpauIIMOHHBIE 3HAHNUS, KyJIbTYPHO-CTOPIYECKas Teopust BrIroTckoro

Dunancuposanue. Vcenenosanue 66110 mopaepskano HarmonansibiM dongom uceenosanuii (HDOW), Homep mpo-
exta CPRR230522108772-PR-2024.

Baaropapuoctu. Asrop 6arogaput Mbymyazu MyTiBu 3a IoMoIib B 1 poBOM 0(hOPMIIEHUH HTOTOBOIT BEPCHH CTa-
Teu. Tarke Boipazkaercs OsarogaprocTs Haronansuomy ucesegnosareisekomy douay (HDOI) 3a dunancosyio mos-
JEPIKKY TAHHOTO UCCJIEI0BaHNsL. BhlcKazaHHble MHEHIST 1 C/IEJIAHHbIE BHIBOJIBI TIPUHA/IEXKAT aBTOPY U He 00sI3aTeIHHO
orpaskaiot Touky 3pennst HOU.

lonosnurensHble nanHbie. /annbie MOKHO 3arrpocuTh y aBTopa (A.E. MyTusm).

Jns wurupoBanus: Mytusu, A.D. (2025). [lekojoHusanust Iejaroruky B nocranaprenackoii IOxnoit Adpuke:
pacumpennoe norumanue teopun JI. C. Bpirorckoro u HoBbie moctyiarthl. Kyavmypro-ucmopuueckas ncuxonozus,
21(3), 136—144. https://doi.org/10.17759/chp.2025210312

Introduction

Three decades after the post-1994 negotiated dem-
ocratic transformation from apartheid schooling and
society to a post-apartheid democratic dispensation,
pedagogy and schooling in South Africa more gener-
ally have remained largely untransformed — beyond the
usual surface-level veneer — changes that left deeper co-
lonial structures and ideological foundations essentially
unscathed. Instead, colonial and Western-centric epis-

temologies have progressively entrenched themselves
deep into the structure of pedagogy and schooling, with
the majority of students not performing at the level and
with the quality expected of a transformative society
that has just been emancipated from oppressive apart-
heid and colonial systems.

Post-apartheid pedagogy in South Africa, in its con-
temporary manifestations, is therefore deeply rooted
in colonial ideals, espousing Western hegemonic epis-
temologies and a world rendered hierarchical in its

2 TIpum. nepes.: Tenecunie 3nanus (embodied knowledge) monsiTie, cormacHo KOTOPOMY 3HaHUSI — 3TO HE TOJBKO TEOPUM U YMCTBEHHbIE
W7IeN, HO 1 TO, YTO CBS3AHO C HAIIMM JIMYHBIM OIIBITOM, ONLYIIEHIAMI 1 TeM, KaK Hallle TeI0 B3aNMO/IeICTBYeT ¢ OKPY’KaloINM MIPOM. DTOT MO/~
X0/ FOBOPUT O TOM, YTO Mbl YUHUMCsI Uepe3 [IPAKTHYeCKIe eHCTBUS U JIMYHbIIL OIIBIT, [I0Ka3bIBas, KAK TEJIO IOMOTaeT HaM IOHMMATb 1 BOCIIPUHU-
MaTh OKPY’KaIOILYI0 PeasbHOCTDh. KOHIIEMIHs TelleCHBIX 3HAaHWI ocTiapuBaeT ycTapeBIiiee IPeCTaBIeHne O TOM, 9TO Pa3yM 1 TeJI0 — 3TO Pa3HbIe
BEIIH, ¥ TTIO{YEPKUBAET, YTO BOCIIPUSATHE TEJIOM BaXKHO /IS TOTO, YTOObI PA3BUBATH HAIIM 3HAHUST 1 HABBIKHL.

137




Mytusu A.9. (2025)
Jlexomonu3anust mefaroruky B mocranaprenackoit I0xmHoit Adpuke...
Kysbrypro-ucropuueckast nicuxosiorust, 2025. 21(3), 136—144.

Muthivhi A.E. (2025)
Decolonising pedagogy in post-apartheid South Africa...
Cultural-Historical Psychology, 2025. 27(3), 136—144.

racialized implications. By espousing methodological
individualism, students’ needs, interests, and goals are
disregarded, and students’ creativity and personal sense
are denied. Consequently, teachers resort to mechani-
cally connecting knowledge to their students’ subjec-
tive experiences.

Therefore, the norms of Eurocentric epistemologies
and associated orthodoxies were rendered logical and in-
dispensable for the socioeconomic success and survival
of post-colonial societies. For example, in arguing for the
organization of contemporary post-apartheid pedagogy,
the review committee stated that: “What we need to
provide is a clear statement of the ‘powerful knowledge’
(Young, 2007) that offers better learning, life, and work
opportunities for learners — especially for teachers who
have been dispossessed in the past, who are insecure in
the present, and uncertain of the future. Certainty and
specificity about what to teach and how to teach it will
help restore confidence and stability in the system and
enhance the learning opportunities we provide for our
students” (Department of Education, 2009, p. 62).

The idea of neutral, value-free, universal knowl-
edge — ‘powerful’ in itself — is often presented as a ready
solution to prevailing socioeconomic needs of societies.
Contemporary interpretations of Vygotsky’s framework
have also adopted such assumptions rooted in the idea
of a historical telos. As Jones (2021) has argued, despite
the crucial emancipatory goals underpinning Vygotsky’s
theory — such as progress — the idea cannot escape scru-
tiny within the context of decolonization of knowledge
and pedagogy. Jones (2021), however, admits that Vy-
gotsky continuously revised his theory until his untime-
ly death in 1934. Such revisions remain relevant today
as a way to counter coercive models and interpretations
that promote colonial domination and control — and
thereby deny the validity and legitimacy of local indig-
enous knowledge and traditions.

Theoretical basis

In proposing a form of pedagogy for post-apartheid
schooling, Miller (1984), for example, argues that peda-
gogy must engender, on the part of African children,
Western culture and thought processes. Further, to
this end, Miller (1984) argues — in contradistinction to
Cole’s (1996) position regarding the pedagogy of minor-
ity students in the American context — that models of
schooling based on cultural relativism could, unfortu-
nately, reproduce the same inequalities that apartheid
schooling had produced. That is, Miller (1984) argues
against a model of schooling that caters to cultural diver-
sity vis- -vis African students, as this, in his view, would
inevitably result in what he termed “cultural zoos.”
Such an approach, according to Miller (1984), would
further lock African students into their cultural milieus
and thereby restrict their conceptual capacity for suc-
cessful learning and development — similar to what had
been the case under the discredited apartheid schooling
(Miller, 1984; Matusov, 2008).
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In a similar vein, Van Vlaenderen (1999) reports that
African students in her study demonstrated knowledge
assumptions, concepts, and problem-solving approaches
involving the perception of knowledge as ‘situationally
bound,” emphasizing ‘reciprocal interdependence with
others,” and foregrounding ‘social harmony.” At the same
time, these students assumed an inherent connectedness
between ‘cognitive and affective aspects’ of knowledge
(Van Vlaenderen, 1999, pp. 172 — 173). As a result,
Van Vlaenderen (1999) concludes that these young
people perceived the process of solving problems as pre-
dominantly interpersonal. That is, according to Van
Vlaenderen (1999), the students perceived knowledge
and truth as not absolute and not independent of those
who defined them. Therefore, Van Vlaenderen (1999)
suggests that these students need assistance in relin-
quishing their culturally constrained ways of thinking
and problem-solving and should be provided with more
effective cultural tools for competing on the global stage.

Similar calls for African students to abandon their cul-
ture and traditions of knowledge and language practices
in favor of Western epistemologies and worldviews have
continued from the early days of post-apartheid school-
ing and society in South Africa into the current decade
of student decolonial movements such as #RhodesMust-
Fall and #FeesMustFall (see Hardman, 2024; Griffiths,
2019; Jansen, 2017; 2019). Strong reactions to calls for
decolonizing pedagogy — which have spread into an in-
ternational movement spanning South Africa, the United
Kingdom, and many other countries — were unfortunate-
ly met with strong critiques and skepticism. For example,
Jansen (2019) argues that calls for decolonization amount
to ‘retrogressive nativism’ and a ‘retreat to indigenization’
(Jansen, 2017, p. 167; 2019, p. 62; Griffiths, 2019, p. 6).
Griffiths (2019) also supports this view by arguing that
such calls resemble “narrow,” ‘essentialist,” and ‘isolatory
practices,’ instead of representing a “genuine decoloniza-
tion” agenda. According to Griffiths (2019), in agreement
with Mbebe (2016), genuine decolonization requires ‘an
active reckoning with the forces of globalization’ that in-
volves ‘the acceptance of the Humboldtian University in
the global South’ (Griffiths, 2019, p. 6).

Nonetheless, in contradistinction to the sceptical pos-
ture of mainstream commentaries within South African
scholarship, Hardman (2024) argues from a Vygotskian
interpretive framework for a pedagogy that includes the
voice of the previously marginalized in a pedagogical de-
velopmental space where a culturally more competent
other (the teacher) guides the student towards the co-
construction of meaning as a mechanism for decolonial
pedagogy. However, Hardman proposes that such an
approach fails because pedagogy is political and requires
political will to shift the structures that have existed for
centuries. Consequently, Hardman (2024) advocates a
Kierkegaardian leap of faith involving critical engage-
ment with the colonial canon and its pedagogical basis.
Such engagement would, for example, involve re-evalu-
ating how teachers teach, prioritizing the kind of knowl-
edge that students need to navigate the 21st century
(Hardman, 2024, p. 156).
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Indeed, there is an unmistakable need to shift the
paradigm regarding the contemporary post-apartheid
approach to pedagogy in South Africa. However, it re-
mains unclear whether this shift should be merely a
corrective action based on a simple review of prevailing
methods and their associated knowledge assumptions.
This is especially critical given the current approach to
pedagogy, which tends to favor solipsistic and mentalist
approaches that position both students and teachers as
passive participants who have no will or agency to re-
alize their history and create their desired future — en-
acting goals and interests — and thereby transforming
society and themselves.

Therefore, it is essential to address the erosion of
agency among students and teachers — including the
development of students’ self-identity — by challenging
the myths of the Western canon and associated ortho-
doxies that render culturally situated knowledge and
community practices irrelevant and personal sense insig-
nificant. These myths require thorough debunking once
and for all. At the same time, a decolonizing approach to
pedagogy should be premised on the philosophical cen-
trality of activism and on students’ and teachers’ agency
as the foundation for a pedagogy based on learning-by-
doing — or performative pedagogy — rather than merely
epistemic approaches that promote solipsism and objec-
tivist methodologies.

Loss of agency and conflict of motives

Van Oers (2015) reports a similar consequence of
pedagogy regarding conflict of motives and loss of agency
on the part of teachers and their students within Dutch
primary schooling. Owing to the neo-liberal reform pro-
gramme in the Netherlands, teachers and their students
found themselves in the deep end of a fixed curriculum
model, premised on the idea of “school as an economic
production factor.” Within the context of neoliberal
schooling, teachers and students are rendered passive
participants without agency, and students’ ability to
make sense of problem situations by relating knowledge
to personal motives is compromised (van Oers, 2015,
p. 20). The demands for teachers and students to follow
strict procedures, prescribed methodologies, and pre-
established routines — in line with the fixed curriculum
model — inevitably lead to conflicts of interest on the
part of teachers and students vis- -vis the enactment of
personal sense and agency.

The fundamental problem with such neoliberal mod-
els of pedagogy, as van Oers (2015) contends, is that
they inevitably undermine the goals of fostering agency,
critical reflection, innovation, creativity, and social re-
sponsibility — especially by positing curriculum con-
tents and structures as neutral instruments that can be
implemented mechanically. As a consequence, concepts,
skills, and values become commodified, taking on objec-
tified meanings which, in turn, lead to alienation and
loss of agency and identity development. For van Oers
(2015), to overcome the negative effects of the commod-
ification of knowledge and the associated objectification
of meanings — vis- -vis teachers’ conflict of motives and
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their students’ ability to relate knowledge to personal
motives and make meaningful sense of problem situa-
tions — a play-based pedagogy for reinforcing agency
was introduced.

This “playfully formatted activities,” according to
van QOers (2015), become the “auxiliary means” or me-
diating tools for overcoming the assumption that peda-
gogy can be implemented with teachers merely serving
as mechanical links between subject matter knowledge
and concepts and students’ subjective experiences (van
Oers, 2015, p. 20). Consequently, according to van Oers
(2015), this model helped teachers act with agency and
be creative and innovative in their teaching — meaning-
fully connecting pedagogy to the needs and interests of
their students — while simultaneously fulfilling political
demands for transmitting objectified meanings within
the prescribed curriculum policy framework.

The logic of colonial legacies

For example, Enslin and Hedge (2023) have argued
that with the expansion of the colonial system, educa-
tion served as a de facto instrument of its legitimation
and validation, with schooling and knowledge in general
subjected to the evolving logic of colonial and neoliberal
ideologies. Knowledge — and education in particular —
served to justify and legitimize the logic of the colonial
world order, within its inherent injustices. At the same
time, the validity of indigenous cultures and the associ-
ated knowledge, practices, and traditions was systemati-
cally undermined. Therefore, knowledge was rendered
in the logic of colonial structures and their practices of
control and domination.

The unwarranted assumption about the inherent in-
feriority of culturally situated knowledge practices and
the associated indigenous knowledge traditions vis- -
vis Western epistemologies and worldview populations
needs to be challenged, and myths about the infallibility
of Western canons debunked. Stetsenko (2023), for ex-
ample, citing Newton (2009), presents a view debunking
the belief that the task of physics is to find out how na-
ture operates independently of our questions and meth-
odologies. This view is also supported by Popper’s (1994)
perspective that scientific knowledge is hypothetical or
conjectural. This view, undoubtedly, debunks the com-
mon assumption — and the associated politically expedi-
ent belief — that by following a ‘true’ scientific method
and adhering to Western canons of science, we are — in
some way — able to arrive at objective, neutral, value-
free data and facts, and an incontrovertible truth — once
and for all (Stetsenko, 2023).

Contemporary, post-apartheid pedagogy, in its fun-
damental organization, therefore embodies the ethos of
adaptation to the status quo of political quietism, in-
cluding associated coercive epistemologies premised on
assumptions of neutral, value-free, objective facts and
incontrovertible truth. Consequently, as in the case of
Young’s (2007) post-industrial UK context, goals of
post-apartheid schooling came to serve the economic
goal of securing employment and participation in free-
market economic activities. Therefore, post-apartheid
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schooling organized along neoliberal lines is envisioned
in instrumental terms with standardized assessment as
the regulatory mechanism for ensuring teacher account-
ability to authorities. With pedagogy defined in terms
of products — specialized disciplinary content — as op-
posed to process and quality engagement — knowledge
in contemporary post-apartheid schooling is organized
as a commodified product regulated essentially by stan-
dardized assessment procedures.

This approach prioritizes political goals of transmitting
culture and objectified meanings at the expense of mean-
ingful activities geared towards social transformation and
personal sense-making — including self-identity develop-
ment. In this pedagogical approach, students and teach-
ers are positioned as passive; meanwhile, teachers’ roles
are reduced to mechanically linking concepts to students’
subjective experiences. Consequently, rather than encour-
aging teachers and students to relate knowledge to their
personal circumstances, interests, and goals, contemporary
post-apartheid pedagogy advances a canonical view based
on pre-established procedures — orthodox ways of doing
things — as well as Western canonical knowledge reified
in concepts, methodologies, and procedures.

The point here is not to reject knowledge and science
outright — in a proverbial manner of throwing out the
baby with the bathwater. Rather, it is to sift sound peda-
gogy from coercive Western orthodoxies which — as
Cooper (2005) has argued — justify privileges through
rhetoric that claims scientific authority “to sell the idea
that historical inequities should be embraced as biologi-
cal inevitability” (quoted in Stetsenko, 2023, p. 30)

Centrality of activism and agency

Therefore, in forging a pedagogy premised on mor-
al and ethical commitment to a future-in-the-making
(Stetsenko, 2007), a future not deferred but unfolding
and enacted in the here-and-now of pedagogy that is re-
alized in — and through — agentic practices of teachers
and their students. Commitment to a future-oriented
pedagogy undoubtedly implies recognition of the his-
torical injustices of colonial and apartheid society and
schooling, while simultaneously committing to social
transformation, which is achieved through practices ori-
ented towards future possibilities involving what ‘ought
to be’ rather than ‘what is’ (Stetsenko, 2023; 2007).

Therefore, what is fundamental is that the organiza-
tion of such a decolonizing approach to pedagogy is not
based on the rational dimension of knowledge — ques-
tions of how knowledge is validated based on its truth
value. This approach has unfortunately characterized
hegemonic epistemologies, including contemporary
post-apartheid pedagogy, resulting in conflicts of motive
on the part of the majority of teachers whose activities
of teaching remain confined to the prescript of the fixed
curriculum structure. At the same time, this approach
denies students their potential for making sense of the
subject matter by relating knowledge to personal mo-
tives, interests, and goals.

On the contrary, post-apartheid pedagogy ought to
be organized in such a way that teachers and their stu-
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dents are not only positioned for passive adaptation —
fitting in and coping with established procedures, includ-
ing following putatively unalterable Western norms and
canons. Rather, post-apartheid pedagogy — premised
on ethical and political grounding and geared towards
emancipatory goals for society and schooling — should
prioritize providing cultural tools that enable students
and teachers to agentively take up and creatively employ
them in their quest to overcome the ethos of adaptation,
passivity, and neutrality — as well as the attendant solip-
sistic and contemplative epistemologies.

The cultural tools for achieving this profoundly
anti-colonial and anti-hegemonic standpoint, premised
on ubuntu ontology and proffering profound human in-
terconnectedness, social harmony, solidarity, care, and
togetherness, are embedded in culturally situated com-
munity practices embodied by students who carry these
practices and enact them as part of their learning and
development. This study therefore posits a pedagogy
premised on knowledge traditions and culturally situ-
ated community practices, which have historically been
excluded from mainstream pedagogy and continue to be
marginalized in contemporary post-apartheid pedagogy.
These practices, which range from indigenous knowl-
edge traditions and approaches to teaching and social-
ization practices in traditional forms of schooling, as well
as indigenous performance traditions such as storytell-
ing performances, dance, and song — all make up a vast
and intricate tapestry and a rich repository of didactic
approaches and methodologies.

The anti-colonial methodologies and approaches
herein proposed are therefore profoundly contradictory
to the ethos of adaptation to the status quo, including
the values of acquiescing to coercive epistemologies that
promote hierarchical and racialized social structures and
educational outcomes. That is, the political ideology of
an isolated individual who develops in total isolation
from others — in competition with — and in complete
alienation from — society and culture is superseded by
the ideology of agentic contribution to social transfor-
mation and self-development. The decolonizing ap-
proach to pedagogy emphasizes the ethos of agentive
contribution as opposed to passivity and political qui-
etism, as well as collective community practices geared
towards social transformation, self-realization, and iden-
tity development.

Consequently, there is a convergence of ethical-polit-
ical and ontological issues in the decolonizing approach
to pedagogy postulated herein. The process can be un-
derstood as presupposing what Stetsenko (2020a&b) has
named a forward-looking activism — an activism that is
profoundly purposive, with future-oriented actions that
are inherently ethical and geared towards changing the
world given a sought-after future. That is, as Stetsenko
(2020a&b) argues, it is impossible to imagine a possible
future without locating ourselves in its present instan-
tiations — and consequently, equally impossible to situ-
ate ourselves in the present and its history unless we can
imagine its future and simultaneously commit to creat-
ing it, thereby bringing this future into being.
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Results

Muthivhi (2025, forthcoming) provides a detailed
account of a non-epistemological, decolonizing ap-
proach to knowledge and pedagogy grounded in cultur-
ally situated community practices and knowledge tradi-
tions embodied by students and enacted in the course
of their everyday activities. In this discussion, examples
of culturally situated practices such as traditional per-
formances, storytelling traditions, etc., are presented,
and their implications for promoting the ethos of agentic
contribution to collective social practices and self-iden-
tity development are explained. In this performance of
culturally situated knowledge practices, students learn
about communal values such as responsibility for each
other, collaboration, accountability, and caring for each
other and the environment — including a worldview-
level assumption about personhood — the self and the
other — as profound interconnectedness phenomena.

Bele’s enactment of embodied knowledge practices

In this account, an instance of a ten-year-old girl,
Bele (pseudonym used), is described. Bele, a sixth-grade
learner in a primary school in Sibasa, northern South
Africa, was observed showing a demonstrable lack of
confidence in the written task the class was completing.
Contrary to the openness with which many of her coun-
terparts showed their work and confidently discussed it,
Bele avoided what could potentially be an embarrass-
ing situation for her by hiding her work from view and
shying away from discussing it with the researcher. The
teacher, explaining what seemed like an odd situation,
told the researcher that Bele was a slow learner who had
already been referred to authorities for a specialist inter-
vention program.

However, to my surprise, after I had finished my ob-
servation and was about to leave the classroom at the
stroke of the bell for midday break, Bele drew my atten-
tion, calling me ‘teacher,” and indicating that she wanted
to dance for me. Before T could acknowledge her, a cho-
rus of voices from her peers joined her in complimenting
her and urging me to observe her performance as well. T
was amused by the offer and expressed how honoured T
was. There was a sense of great anticipation among Bele’s
peers as she went to the front of the classroom and began
her performance. Unlike her prior withdrawn self during
the written task — marked by an unmistakable sense of
insecurity — Bele now exuded confidence and self-as-
surance. With her peers applauding, Bele performed an
intricate traditional dance of tshigombela, with elegant
movements of legs and hands — occasionally jumping and
stomping ground with both feet while hands were grace-
fully thrown up and down and front and back; sometimes
one hand landed on her back while the other stretched out
in front. After the performance, Bele elegantly performed
the traditional u losha tribute, connecting seamlessly with
her audience, who responded with cheers of joy and ex-
pressions of gratification. I was genuinely impressed and
joined in acknowledging the masterful skill displayed in
these elegant and graceful routines.
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Immediately after this event, the teacher, who had
just informed me a little earlier during the written task
that Bele had a learning difficulty, which had already
been reported to the authorities, approached me to ex-
plain that the girl was in fact the best performer in the
whole school. He further explained that Bele came from
a traditionally oriented family background and was
therefore extremely talented in traditional performanc-
es. Bele was therefore also responsible for teaching other
students and the teachers in the school, and their school
was rated one of the best among the schools in tradition-
al performances in the whole region. I was certainly most
disconcerted by the revelation of this patently self-con-
tradictory situation, vis- -vis Bele’s learning and devel-
opment within a schooling system that only prioritises
fixed curriculum products, objectified meanings, and
abstract, mentalist approaches. Such approaches, unfor-
tunately, deny students their inherent abilities to relate
knowledge to personal motives and make meaningful
sense of problem situations.

Discussion

Performatory pedagogy: a process

of knowing-through-doing

Therefore, knowledge, according to this approach,
becomes possible within the framework of students and
their teachers’ commitments and identifications with
possible futures. That is, the ethical dimension of knowl-
edge — regarding what is good and what is bad, or what
is right and what is wrong — including decisions about
what to do next, framed within the imagined goals of a
sought-after future — undoubtedly grounds all action
possibilities. Consequently, projected future-oriented
goals — as imagined endpoints — define the entire dy-
namic process of human development as an agentic con-
tribution to collective social practices. As Stetsenko
(2020a) has proposed, it is this inherent human subjec-
tivity that arises as an activist process of committing to
a sought-after future. As Stetsenko (2020a) has argued,
this commitment to a sought-after future:

[...] position us to see what is through the prism of
how the present situations and conditions came to be
and, also, in light of the imagined and sought-after fu-
ture, of what we believe ought to be. Thus, the historic-
ity and situativity of knowledge are ascertained along-
side the focus on its ineluctable fusion with an activist
future-oriented stance. An endpoint defines the whole
dynamics of human development and society, of know-
ing-being-doing; without and endpoint (albeit flexible
and ever-changing, like a horizon that shifts with every
step we make), it is impossible to move forward, to move
at all (Stetsenko, 20204, p. 9, emphasis in original).

Muthivhi (2021) describes a pedagogy enacted by a
teacher at a primary school in the northern part of South
Africa, deliberately envisaging a transformative future
that is different from her and her students’ prevailing
conditions of resource scarcity, socioeconomic disad-
vantage, and the constraining neocolonial and neoliberal
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pedagogy that systematically excludes and marginalizes
culturally situated community practices and indigenous
knowledge traditions as inappropriate for the purposes
of formal schooling. With a commitment to the goals
of social transformation and identity development, this
teacher employed culturally situated community prac-
tices and indigenous knowledge traditions — engaging
her students in traditional performances, exploring their
local conditions, analyzing the sociopolitical and histori-
cal factors that explain those conditions, and also posit-
ing pathways for their transformation.

The decolonizing approach herein proposed is ground-
ed in the ethos of collective community practices, revealed
in and through culturally situated knowledge traditions
and community practices embodied by students who en-
act such knowledge practices and traditions as historically
relevant, contextually meaningful, and personally signifi-
cant activities of their learning and development. That is,
students in the vast majority of South African classrooms
who have, unfortunately, been denied the opportunity to
enact their embodied culturally situated knowledge prac-
tices — and hence, self-identity development — come to
realize the relevance of their socio-political and cultural-
historical context and the associated knowledge practic-
es to their learning and development. At the same time,
teachers who have been equally compelled to mechani-
cally link curriculum products — objectified meanings in
the form of concepts, ideas, and facts — to their students’
subjective experiences overcome the alienating effect of
objectified meanings.

That is, teachers begin to perceive curriculum con-
tents through the prism of their students’ culturally sit-
uated knowledge practices, guiding them as they enact
the meanings embedded in their embodied knowledge
practices and thereby experiencing knowledge as it is
revealed in and through culturally situated practices.
Therefore, knowledge is revealed in the process of trans-
formation from embodied practices into concepts mani-
fested in — and through — the process of inquiry; it is not
static, reified curriculum products or concepts frozen in
time, immutable and fixed once and for all. Instead, stu-
dents are guided through critical exploratory activities
embedded in their culturally situated knowledge prac-
tices and enacted through performative activities geared
towards critically exploring knowledge and concepts
during their process of transformation.

This process, as Vianna and Stetsenko (2011) have
argued, can be understood as an agentic process of col-
lective contribution to communal practices and simul-
taneously as a process of active recreation of cultural
tools vis- -vis their application as tools of meaningful
quest and, therefore, identity development. The per-
spective, therefore, simultaneously links processes situ-
ated in communal practices to students’ forward-looking
and future-oriented activist practices of social transfor-
mation. In their connection to pedagogy, these future-
oriented, forward-looking activist practices of identity
development are therefore viewed not merely as an out-
come of teaching and learning but as the very substance
and fabric of pedagogy, and the vehicle through which a
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culturally situated, decolonizing approach to pedagogy
can be realized.

According to this view, knowledge is transformed both
by teachers and their students into tools for social trans-
formation and self-realization — and, simultaneously, as
a tool for the meaningful pursuit of self-identity develop-
ment. Therefore, pedagogy grounded in an ethos of agen-
tive contribution to social transformation and identity
development demands that teachers and students take
charge of the process of teaching and learning and thereby
transform knowledge — and their pedagogy — through an
active recreation of cultural tools as an enactment of their
envisioned future and identity development.

In this approach, therefore, the notion of identity
development is severed from the assumptions of dif-
ference, separation, and opposition — such as those
entailed in the postulation of racial segregation and
tribal-ethnic ideologies that historically underpinned
colonial and apartheid regimes in South Africa. On the
contrary, identity development in the transformative
worldview — grounded in values of solidarity, care,
and responsibility — emphasizes the positive ethos of
care, solidarity, responsibility, and accountability. The
values of the common good; ubuntu — postulating pro-
found human interconnectedness; justice; and equity
are privileged over the values of self-contained individ-
ualism, pernicious competition, and various forms of di-
chotomies and antagonisms — such as those manifested
in tragic concepts and associated practices related to
dogmas like racial segregation, slavery, ethnicity, gen-
der, religion — and various other incarnations of neo-
colonial and neoliberal regimes that are at the core of
many contemporary tragedies: apartheid doctrines, fas-
cism, genocides — and many other calamities affecting
our societies today.

Conclusion

Vygotsky’s framework, including its contemporary
post-Vygotskian extensions, offers important meth-
odological and theoretical tools for interrogating con-
temporary post-apartheid pedagogy and its underlying
epistemological foundations. That is, this framework —
in its extensive — and still growing — expansions and
elaborations — offers new insights into possible research
trajectories geared toward uncovering neocolonial and
neoliberal practices and approaches that promote forms
of rationality and objectivity which continue to dimin-
ish and deny the legitimacy and validity of culturally
situated knowledge practices and traditions under the
guise of neutrality and objectivity.

Indeed, the epistemic postulation of knowledge based
solely on its rationality and validity — at the expense of
its ethical grounding within contemporary post-apart-
heid pedagogy in South Africa — raises critical questions
about the fairness and impartiality of such an approach.
An approach to pedagogy conceived in such unjust and
inherently discriminatory ways — premised on quaint
colonial assumptions and ingrained hegemonic preju-
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dices — only perpetuates centuries-old stereotypes and
self-fulfilling prophesies of putatively inherent deficien-
cies of non-Western cultures and knowledge traditions.
Consequently, this affects the learning and developmen-
tal trajectories of students from such cultures within
Western-dominated systems of schooling, such as those
in contemporary post-apartheid education.
Consequently, the present analysis of the realities
of this form of schooling and pedagogy — including
its underlying epistemologies — rather than seeking
to propose another fixed and dogmatic approach to
pedagogy, posits an approach that grounds knowledge
not solely and exclusively on epistemic issues at the
expense of the ethical dimensions of knowledge, and
addresses questions about how knowledge — and peda-
gogy — could or ought to be organized in ways that
are fair and just for communities and students from
non-Western and especially African cultural and com-
munity backgrounds. This is not necessarily a call for
‘retrogressive nativism’ or ‘narrowly conceived rela-
tivism,” as some critics of decolonizing approaches to
pedagogy have charged, but rather a just call for fair
implementation and enactment of pedagogy that dis-
penses with the persistent myths promoted by neo-
colonial and neoliberal epistemologies — premised on
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Abstract

This article presents the Brincadas-COLINA project, a Brazilian educational initiative that emerges at the
intersection of geopolitical changes and epistemic reconfigurations in BRICS+ societies. Based on the prin-
ciples of engaged multiliteracy, curriculum de-encapsulation, and Insurgent Pedagogy!, the project brings
together children, educators, and families from quilombola, indigenous, and urban periphery communities
in collective learning experiences. In this article, we focus on the first Brincadas session in 2023. Data were
analyzed through videos, photos, interviews, artistic productions, and collaborative reflections. Data analy-
sis was carried out through critical reflection actions: describe, inform, confront, and reconstruct (Smyth,
1989). The results demonstrate how artistic, dialogical, and embodied activities allowed participants to
resignify ethical-political suffering and exercise collective agency. By situating Brincadas within broader
pedagogical movements in the Global South, this study contributes to theorizing education as a tool and
outcome for social and epistemic justice.

Keywords: Brincadas, BRICS+, engaged multiliteracy, curriculum de-encapsulation, ethical-political suf-
fering

Funding. The study was supported by the Brazilian National Council for Scientific and Technological Development
(CNPq), the the Coordination for the Improvement of Higher Education Personnel (CAPES), and the Institutional
Program for Teaching Initiation Scholarships (PIPEq/PUC-SP).

Acknowledgements. The authors are grateful to the participating students, educators, and communities involved in the
Brincadas Project, whose engagement made this study possible. We acknowledge the institutional support of the Pon-
tifical Catholic University of Sdo Paulo (PUC-SP), especially through its research and outreach programs.

For citation: Coelho Liberali, F., Lemos, M., Kool Modesto-Sarra, L. (2025). Play Brigade project Brincadas as insur-
gent pedagogy: play, agency, and transformation in the context of BRICS+ education. Cultural-Historical Psychology,
21(3), 145—155. https://doi.org/10.17759 /chp.2025210313

! Translator’s note: Insurgent Pedagogy is a term describing an educational approach that opposes traditional, authoritarian, or oppressive
teaching methods. It focuses on developing critical thinking, resisting social and political injustices, and actively engaging students in the process
of knowledge creation and social transformation.

© Coelho Liberali F., Lemos M., Kool Modesto-Sarra L., 2025
CC BY-NC

145



Jlubepaim @ K., Jlemoc M., Mozecro-Cappa JI.K. (2025)
MsiteskHast nefaroruka u npoekt «rposas 6puraga» (Brincadas)...
Kysbrypro-ucropuueckast nicuxosorust, 2025. 21(3), 145—155.

Coelho Liberali F., Lemos M., Kool Modesto-Sarra L. (2025)
Play Brigade project Brincadas as insurgent pedagogy...
Cultural-Historical Psychology, 2025. 27(3), 145—155.

MsTeskHas nmegaroruka u npoekt «Mrposas o6puraza»
(Brincadas): urpa, areHTHOCTb U TPaHC(HOpPMAIH
B KOHTeKcTe oOpasoBanus crpad BPUKC+

®.K. JIu6epamm' =, M. Jlemoc?, JI.K. Mozaecro-Cappa'

! TTarckuit Katonmueckuit Y uusepcuter Can-Ilaymy, Can-Ilaymny, bpasuims

2 XenbCUHCKUH Y HUBEPCUTET, XeTbCHHKN, DUHIISTHIIS
04 liberali@uol.com.br

Pestome

Crarbs pacckaspiBaetr 0 npoekre Brincadas-COLINA — 6pasuibckoii 06pa3oBaTe/ibHONM MHUIMATHBE,
KOTOpPasi BO3HUKJIA B YCJOBUSIX U3MEHEHUN MUPOBOIl IOJUTUKU ¥ HOBBIX MOJXOI0B K 00yYEHUIO B CTPa-
Hax BRICS+. Brincadas-COLINA ocHOBaH Ha MIPUHIIUIIAX AKTUBHOTO 00YY€eHUst Yepes MyJIbTUMeIUTHbIE
CPEIICTBA, TIEPEOCMbICIeH s y4eOHBIX MPOrPaMM, a TAKKE Ha WMIesX MITEKHOI meparoruku’. B npoexre
YYACTBYIOT JIETH, YIUTEJISI U CEMbU U3 OOIIMH KUIOMO0JI0, KOPEHHBIX 1 FOPOJCKUX GEHBIX PAHOHOB, KOTO-
pBIe BMeCTe yJaTcs U JIeJISITCS ONBITOM. B cTaThe OMICBIBAaETCS TIepBast cecCHst 3TOro mpoekTa B 2023 rogy.
Jl7ist anasmi3a MCmoIb30BaINCh Bieo, (hoTorpadun, MHTEPBBIO, XyA0KECTBEHHbIE PAOOTHI M COBMECTHDIE
PasMBIIJIEHUS] YIaCTHUKOB. AHAJIN3 MPOBOJMIICS B YETBIPE IAra: OIMMCAHUE CUTYAIlMH, [1PEIOCTaBICHIE
undopmarmu, obeyskaenue npobiieM U mouck perenuii (o Meropuke Smyth). PesyibTaTsl I0Ka3bIBAIOT,
YTO XyIOKECTBEHHBIE ¥ [[MAJIOTOBbIE AKTUBHOCTH IIOMOTJIM YYaCTHUKAM IEPEOCMBICJIUTD CBOIO GOJIb, BbI-
3BAHHYIO HECTIPABEIMBOCTBIO, M OOPECTH CUIY JIJIsl COBMECTHBIX JieficTBuil. MccsenoBanue moKkas3biBaer,
KaK TaKue MO/IXO/IbI 1 TIPOEKTHI MOTYT CITOCOOCTBOBATH PA3BUTHIO 00pa30BaHNsI KAK MHCTPYMEHTA U PE3YJIb-
TaTa COIUAJIBbHON ¥ ATIMCTEMUYECKON CIIPABEJINBOCTH.

Kantoueswte crosa: Brincadas, urpossie npakruku, BPYMIKC+, akTiuBHas MyJIbTUTPAMOTHOCTb, IEKOHCTPYK-
1¥st y4eOHOI TPOrPaMMbl, ITHYECKO-TTOJIUTHIECKIE CTPAIAHUST

Dunancuposanue. Vccnenosanue ObLIO TOAAEPKAHO BPasuibCKUM HAIMOHATBHBIM COBETOM 110 HAYYHBIM U TEXHO-
gorndeckuM paspaborkam (CNPq), Koopaunanueil 1o moBbiennio KBaauduKaum KaJpoB BbICHIEro 06pasoBarust
(CAPES) n HanmoHasnpHO# 1IporpaMMbl 110 TIPEIOCTABICHUIO CTUIICH/N [T HAYaJIbHOI e/[arOrnYecKoil MPakTHKN
(PIPEq/PUC-SP).

BuiarogapHocTi. ABTOPBI BBIPasKAIOT OJIar0JIAPHOCTD CTY/IEHTAM, TIEJIArOTaM U COOOIIECTBAM, YUYaCTBOBABIIKMM B [IPOCKTE
Brincadas, ubst ak THBHOCTb ClI€JTa/Ia BOSMOKHBIM TIPOBEJIEHIE ITOTO MCCTIe0BaHust. Mbl Takke GIarofapum 3a mojiepik-
Ky IManckuii karosmueckuit yausepceurter Can-ITayay (PUC-SP), B 0coO6eHHOCTH MBI IPU3HATEIBHBI YIACTHUKAM €T0
HCCJIeJIOBATEILCKUX U IIPOCBETUTEILCKUX [TPOTPAMM.

Ilnsa wuruposanus: Jiubepamn, @.K., Jlemoc, M., Mogecro-Cappa, JLK. (2025). MaATexHast megarornka u mMpoOEKT
«Wrposas 6purana» (Brincadas): urpa, areatHocts 1 TpanchopMmaius B KOHTeKCTe obpaszosatus ctpad BPYTKCH+.

Kynvmypno-ucmopuuecxas ncuxonozus, 21(3), 145—155. https://doi.org/10.17759 /chp.2025210313

Introduction

In recent decades, BRICS countries — Brazil, Russia,
India, China, and South Africa — have gained increas-
ing relevance in shaping global educational agendas. To-
gether, they account for more than 40% of the world’s
population and nearly a quarter of global GDP (IMF,
2023). Their education systems have expanded rapidly,
with improved access to primary education, rising en-
rollment in secondary and tertiary levels, and growing
participation in transnational initiatives (UNESCO,
2014; Gupta, 2017). However, this quantitative progress

reveals persistent structural contradictions. Educational
inequalities remain stark, quality is uneven, and policies
often fail to reflect the sociocultural realities of margin-
alized populations (Wolhuter, 2023).

The recent expansion into BRICS+, incorporating
countries such as Egypt, Ethiopia, Iran, Saudi Arabia,
and the United Arab Emirates, has added layers of geo-
political and cultural complexity. These countries bring
diverse educational histories, infrastructures, and social
challenges. Although this enlargement may strengthen
South-South cooperation, it also intensifies the chal-
lenge of developing educational policies that are both in-

2 Marexnas neparoruka (Insurgent Pedagogy) — 1o TepmuH, OmuchBaonuii 06pa3oBaTeIbHbIil MOAX0/, KOTOPbIil MPOTUBOCTOUT TPajIU-
[[IOHHBIM, ABTOPUTAPHBIM HJIH MOIABISIONIIM MeToaM o0yuenust. OH OpPHEHTUPOBAH Ha PA3BUTHE KPUTHYECKOTO MBIIIEHUST, COTPOTUBIIEHITE
COIMAJIBHOI U TTOJUTHYECKOI HECIPABE/INBOCTH, & TAKXKe HAa aKTUBHOE BOBJICYEHHE YUAIINXCS B IIPOIECC CO3/[AHUS 3HAHMI 1 OCYIIECTBIIECHIE

COIMANILHBIX TIPe0OpasoBaHuil (IPUM. IIEPEBOAUNKA).
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clusive and responsive to contexts marked by inequality
and historical injustice.

Reports on BRICS educational systems emphasize
the uneven distribution of progress. Gupta (2017) notes
that despite improvements, India and South Africa still
struggle with gender parity and equitable access, whereas
Brazil and Russia stand out for their relative investment
in public education. A UNESCO (2014) urges alignment
across education levels, as a tool for both economic growth
and social justice. More recently, Wolhuter (2023) points
to the exacerbation of existing disparities during the CO-
VID-19 pandemic, especially among marginalized com-
munities, and highlights the need for systems that pro-
mote inclusion, resilience, and flexibility — objectives that
remain distant in many BRICS+ contexts.

These disparities are further illustrated in Table 1,
which summarizes key educational indicators across
the five original BRICS countries — Brazil, Russia, In-
dia, China, and South Africa. The comparison includes
models, literacy rates, and education investment. These
figures highlight how uneven policy implementation,
structural investments, and historical legacies contin-
ue to shape educational outcomes. For instance, while
South Africa shows the highest percentage of GDP in-
vested in education, it still faces the effects of apart-
heid’s legacy in its hybrid model. India, with the lowest
literacy rate, struggles to reconcile rapid economic de-
velopment with inclusive access. Brazil stands out for
investment levels, yet continues to reproduce inequali-
ties through under-resourced schools, particularly in
peripheral regions.

Romariz (2019) argues that educational inequality in
BRICS countries results from stratified school systems,
low investment in human capital, and limited access to
quality education. In Brazil, despite legal guarantees and
urban expansion, regional disparities persist, and public
schooling often reproduces silencing and symbolic vio-
lence.

This aligns with the concept of ethical-political suf-
fering (Sawaia, Strappazzon, & Maheirie, 2022), a struc-
tural form of pain rooted in the denial of one’s capacity
to act and transform lived conditions. Rather than fos-
tering liberation, schools frequently reinforce confor-
mity and exclusion.

Han’s (2015) notion of the performance society in-
tensifies this suffering: freedom is reframed as obligation,

and individuals internalize the imperative to self-opti-
mize, interpreting failure as personal fault. Education
becomes a site of anxiety, self-surveillance, and affective
depletion.

Souza’s (2019) concept of precarious habitus ex-
pands this critique by showing how racialized and work-
ing-class populations in Brazil internalize feelings of
inferiority and fatalism. Instead of disrupting this logic,
schools often reproduce it through rigid assessments and
neoliberal standards of success.

Against this backdrop, the Brincadas-COLINA Proj-
ect emerges as a counter-narrative. Developed in pe-
ripheral communities in Sdo Paulo, it engages children,
educators, and families in insurgent acts of play, story-
telling, ecological exploration, and collective meaning-
making grounded in Freirean pedagogy (Freire, 1970),
cultural-historical theory (Vygotsky, 1997), and a trans-
formative activist stance (Stetsenko, 2023).

This article investigates how the first Brincada of
2023 operates as a transformative pedagogical practice
within the BRICS+ educational context. Through en-
gaged multiliteracies and curriculum de-encapsulation,
it explores how collaborative, dialogical, and multimod-
al practices confront structural injustices and reclaim
agency, resistance, and emancipatory educational fu-
tures in the Global South.

Ethical-political suffering, the performance
society, and the precarious habitus

This section deepens the analysis of educational ex-
clusion and resistance in Brazil, whose contradictions
mirror broader BRICS+ tensions. It connects theoreti-
cal concepts like ethical-political suffering, precarious
habitus, and the performance society to the lived reali-
ties of students and educators, situating Brazil within
global debates on neoliberalism, symbolic violence, and
affective economies in education.

In Brazil, exclusion is ontological and political. Eth-
ical-political suffering (Sawaia et al., 2022) describes
the systemic denial of one’s power to act and transform
reality — a structural effect of domination that erodes
voice, agency, and belonging. This suffering is exacer-
bated by neoliberal reforms that dismantle collective
bonds and promote self-management disguised as free-

Table 1
Key educational indicators in BRICS countries
Aspect Brazil Russia India China South Africa

Educational model Federal, decentra- | Centralized with | Mixed, private Centralized, national | Hybrid, legacy of

lized state control influence goals apartheid
Compulsory education | Ages 4—17 Ages 6—17 Ages 6—14 Ages 6—15 Ages 7—15
Literacy rate ~94% ~99,7% ~78% ~96,8% ~87%
Internationalization Limited, with fun- | High scientific ou- | Growing, with Leader in academic | Increasing

ding challenges | tput, low mobility |focus on IT and mobility and scho- | efforts, but still

medicine larships limited

Education investment ~5,9% ~3,8% ~3,0% ~4,0% ~6,2%
(% of GDP)
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dom, aligning with Han’s (2015) concept of the perfor-
mance society. In this context, schools shift from spaces
of emancipation to arenas of competition, docility, and
burnout.

Han clarifies the emotional economy of schooling:
autonomy masks coercion; success and failure are in-
ternalized as personal responsibility. Education be-
comes a site of permanent assessment, where creativ-
ity and play are marginalized. Crucially, this regime
overlays deep racial and economic inequalities. Souza’s
(2019) precarious habitus demonstrate how Brazil’s
working vulnerable internalize inferiority, forming dis-
positions of exclusion and fatalism. Schools often rein-
force this symbolic violence by demanding neoliberal
performances from students denied basic recognition
and stability.

This contradiction, between the call for autonomy
and the reality of exclusion, results in subjective disin-
tegration. Students and teachers are encouraged to see
themselves as agents yet constantly reminded of their
conditional worth. Ethical-political suffering thus be-
comes both a diagnosis and a call to restore collective
agency and reimagine education.

These dynamics intersect with Mbembe’s (2018)
necropolitics and generate a necroeducation (Liberali,
2020) in Brazil: a system that disciplines some bod-
ies while erasing others, valuing merit over collective
survival. Despite formal schooling, symbolic and mate-
rial violence persist. In this context, concepts like per-
formance society (Han, 2015) and precarious habitus
(Souza, 2019) become operative logics rather than de-
scriptors.

This system normalizes abandonment: overbur-
dened teachers (Amaral, Meaney & Lemos, 2024), dis-
connected poor and Black students (Toquet o, 2024),
and silenced LGBTQIA+ learners (Fiorotti, 2024) are
symptoms of structural design. Garrido (2024) names
this the necrocurriculum, which erases Black, Indig-
enous, and popular epistemologies. Soares (2024) and
Oliveira (2024) show how Deaf Indigenous students
and sign language educators are excluded from curricu-
lum, and from recognition.

Here, exhaustion is racialized, gendered, and classed.
Meritocratic ideals mask necropolitical exclusion. Yet
resistance persists. The Brincadas Project (Liberali &
Carrijo, 2024; Modesto, Diegues & Tiso, 2024) offers a
powerful response through collective play, memory, and
imagination. At CIEJA Perus I, educators addressed ba-
sic needs and restructured learning amid policy neglect
(Fialho et al., 2024). Dantas (2024) calls for curricular
representation of marginalized communities, Garrido
(2024) advocates for a curriculum of life grounded in
care and resistance.

These initiatives challenge the pedagogy of death and
point to insurgent alternatives for the BRICS+ educa-
tional landscape. In a world marked by global inequalities,
the task is to dismantle the architectures of exhaustion
that define who learn, who rests, and who is left behind.
Brazil reveals the workings of necroeducation and the po-
tential of insurgent pedagogies (Liberali, 2020).
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A transformative insurgent pedagogy
for BRICS+ education

This section outlines an insurgent pedagogy respond-
ing to ethical-political suffering, necroeducation, and
neoliberal subjectivation. Drawing from critical peda-
gogy, cultural-historical theory, and decolonial thought,
it proposes learning as co-authorship and resistance, to
confront symbolic violence in BRICS+ systems.

Transformative pedagogy, under conditions of struc-
tural exclusion and exhaustion, must center collective
agency, ethical engagement, and insurgent imagination.
This entails rethinking what is taught, how learning oc-
curs, and whose knowledge is legitimized. Freire (1967,
1970) and bell hooks (1994, 2008) insist on education as
a political practice of freedom grounded in love, commu-
nity, and dialogical participation. Love sustains critical
consciousness and cultivates solidarity.

Vygotsky (1933/1966) frames play as a symbolic
activity through which children exceed immediate con-
ditions and imagine new realities. Symbolic transforma-
tion begins in early development and continues through
collective world-making. Stetsenko (2017) expands this
view by defining agency as an ethical stance that emerg-
es through shared action. Education, then, invites par-
ticipation in constructing new social orders rather than
adapting to existing ones.

These perspectives challenge dominant curricular
models that isolate school knowledge from lived expe-
rience. Engestrom (1991) names this disconnection as
curricular encapsulation, where learning centres on ab-
stract symbols rather than meaningful activity. Encap-
sulated schooling privileges routine and performance
while marginalizing relevance and agency.

Engestrom (1987; 2015) proposes expansive learn-
ing as an alternative: a process rooted in contradiction,
critical reflection, and the collective reorganization of
practice. More recently, Engestrom, Kajamaa, and Titz
(2023) introduced expansive de-encapsulation, empha-
sizing student-led projects that transcend institutional
and disciplinary boundaries.

Building on these concepts, Liberali (2023; 2025)
introduces curriculum de-encapsulation as both peda-
gogical and epistemic intervention. Curriculum is rede-
fined as a historically situated, dialogical activity sys-
tem, shaped by ethical and political engagement. Rather
than a fixed sequence of content, it becomes an open and
evolving space grounded in learners’ realities.

Curriculum de-encapsulation challenges hegemonic
hierarchies by including excluded voices and disman-
tling rigid structures. It integrates socially urgent con-
tent and affirms knowledge as a contested, lived, and co-
created process. Central to this is the notion of funds of
perezhivanie (Liberali et al., 2023), experiential resourc-
es formed through lived tensions and relational histories.
These resources, activated through language, image, and
memory, mediate agency and collective transformation.

Within this framework, the Brincadas Project takes
shape as insurgent pedagogy. Through collective play,
multimodal creation, and co-authored meaning-making,
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Brincadas enacts curriculum de-encapsulation. It creates
spaces of presence in contexts of symbolic erasure, where
play mediates educational justice and affective repair.
Liberali, Mazuchelli & Modesto-Sarra (2021) show how
these practices resist symbolic violence and affirm the
capacity to imagine different futures, especially among
racialized and LGBTQIA+ communities.

Curriculum de-encapsulation confronts performa-
tive, technocratic, and exclusionary models by grounding
education in relationality, plurality, and collective au-
thorship. In BRICS+ contexts shaped by inequality, this
insurgent pedagogy enables learners and educators to co-
create dignified, transformative educational realities.

Toward a transformative, insurgent pedagogy:
Brincadas and the de-encapsulation
of curriculum

Ethical-political suffering, precarious habitus, and
performative violence demand a reconfiguration of edu-
cation, especially in BRICS+ contexts of inequality and
epistemic erasure. Education, in these settings, must be-
come a critical, collective, and insurgent praxis oriented
toward justice and transformation.

Vygotsky (1933/1966) emphasizes imagination and
play as symbolic tools central to development and tran-
scendence. This symbolic capacity fuels the co-construc-
tion of alternative realities. Stetsenko (2017) expands
this by framing human development as collaborative
world-making: agency arises through ethically situated,
collective action to transform oppressive conditions.

In this dialogical and affective process, funds of per-
ezhivanie (Author et al., 2023) are activated, understood
as historically rooted emotional-intellectual resources
that mediate agency in contexts of constraint. They me-
diate the creation of new meanings and possibilities.

Within this framework, Liberali (2020, 2022) propos-
es engaged multiliteracy as a pedagogical stance that goes
beyond multimodal skills. Literacy is approached as tool-
and-result: a mediational process enabling ethical, critical,
and collective action. Rather than a technical skill, it be-
comes a practice of reading and transforming the world,
aligned with Freire’s (1970) emancipatory vision.

This orientation demands de-encapsulation of the cur-
riculum (Liberali et al., 2022), an opening of rigid disci-
plinary boundaries in favor of relational, problem-based
learning. A de-encapsulated curriculum is responsive to
learners’ experiences, valuing epistemic diversity and
collective inquiry over fixed content mastery. It centers
knowledge production in lived tension and situated ethics.

The Brincadas Project exemplifies this approach
through insurgent play, multimodality, and collabora-
tive authorship. Ecological walks, TikTok manifestos,
affective maps, and co-narration create spaces where
participants imagine and reconstruct their worlds.

Brincadas mobilizes life experiences as epistemic re-
sources, expanding participants’ funds of perezhivanie
through shared tensions and re-signified memory. Each
activity functions as both a mediating tool and material-
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ization of agency, enabling participants to narrate other
futures grounded in justice and affect.

This pedagogical stance offers an alternative to per-
formance-oriented and colonial curricula. It proposes an
education centered on ethical positioning, critical imagi-
nation, and collective Liberaliship, and actively resisting
it. engaged multiliteracy, affirms the right to learn from
life, to speak across modes and languages, and to trans-
form shared realities from within.

Methodology

This study is part of the Brincadas-COLINA proj-
ect, a pedagogical and research initiative grounded in
Critical Collaborative Research (Magalhies, 2004; Lib-
erali, 2018), which brings together researchers, educa-
tors, children, and families to collectively reflect on and
transform educational practices. The methodological
approach draws from the Creative Chain, a process in
which participants engage in cycles of creation, reflec-
tion, and reconstruction, rooted in principles of equity,
co-authorship, and situated knowledge.

The data analyzed in this article come from the first
Brincadas session of 2023. Students and teachers from
quilombola, indigenous, and urban public schools par-
ticipated. The session was structured by engaged multi-
literacy (Liberali, 2022) which is based on the Freirean
conception in its three interconnected phases: immer-
sion, emergence, and insertion. These phases guided
participants through shared experiences involving play,
storytelling, art, movement, and dialogue.

Data were generated through multimodal means:
video and audio recordings, photographs, artistic arti-
facts, field notes, and interviews with participants. The
analysis followed Smyth’s (1989), four critical reflective
actions framework: Describe (what happened), Inform
(understand the context), Confront (identify contra-
dictions), and Reconstruct (imagine alternatives). This
framework enabled a layered interpretation of how sub-
jects engage with and respond to structural injustice.

Ethical procedures were ensured through informed con-
sent, ongoing dialogue with participants, and collective re-
flection. The research privileges local knowledge and lived
experience, resisting extractive logics and reaffirming the
transformative potential of collaborative inquiry.

Findings and discussion

To explore the transformative pedagogical potential of
the Brincadas Project in the context of BRICS+ educa-
tion, we analyze the first meeting of 2023, held on March
25th. This meeting marks the beginning of the second
phase of the project, in which the Collectives of Investiga-
tion and Action (COLINA) were formed. It functions as
a threshold moment that inaugurates a new cycle of dia-
logical, affective, and political engagement among differ-
ent educational communities. By revisiting this founda-
tional session, we aim to understand how the practices of
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immersion, emersion, and insertion — rooted in Freirean
pedagogy — generate spaces of collective agency, resis-
tance, and curriculum de-encapsulation. The activities
and interactions documented here serve as a powerful
entry point to reflect on how ethical-political suffering,
precarious habitus, and insurgent play are negotiated and
reimagined through engaged multiliteracy practices.

The first session of Brincadas COLINA took place on
March 25th, 2023, at the Pontifical Catholic University
of S o Paulo. Participants came from different schools;
some members are part of quilombos, others belong to
indigenous communities, while others come from rural
and urban regions within the State of Sdo Paulo.

As an icebreaker during the immersion phase, partici-
pants played “What do they call me,” sharing names used
by family and teachers. This activity enabled sharing
identity markers and affective connections, drawing on
their funds of perezhivanie (Liberali et al., 2023). Then,
they were invited to walk around the auditorium to mu-
sic, forming pairs when the music stopped to exchange
names, origins, and ages — beginning to build a collec-
tive presence and mutual recognition.

To deepen these connections, participants were di-
vided into groups by colors (Fig. 1). Each received a
strip of colored paper with questions to explore in a Po-
etic Circle: If the whole world gained superpowers, what
would yours be? What is your biggest dream? What do
you do when you get neroous or anxious? What do you do
together? How do you feel about the past? How do you
Jeel about the future? Among others. These poetic circles

served as entryways into dialogical and creative engage-
ment with each other’s histories while fostering principles
of engaged multiliteracy (Liberali, 2022).

One of the groups created the following poem:

When I am well, I control time and a whirlwind of
good and bad feelings comes to me We need to study for
the future because we don’t know what is coming I train
to forget the problems I study to ease the absence of my
father — he is the one who encouraged me to start every-
thing Even with time stopped, I feel the absence of my
father, I can’t train my mind

Following this, researchers presented a reconstruc-
tion of the painting Os Operdrios by Tarsila do Amaral
(Fig. 2), integrating their own faces into the composi-
tion. This collective re-imagining of a Brazilian symbol
of labor and diversity functioned as an act of curriculum
de-encapsulation (Liberali, 2023), as it brought cultural,
historical, and political imagery into the shared object of
reflection. The proposal was that diversity and the fight
for justice, as expressed by the painting, would also rep-
resent the research group.

By mobilizing visual and cultural memory as shared
artifacts, this moment illustrates how curriculum de-
encapsulation (Liberali, 2023) transforms symbolic
resources into collective inquiry. As a tool-and-result
(Newman, Holzman, 1993), this act redefined what
counts as curriculum, shifting from standardized content
to insurgent, situated meaning-making.

The icebreaking activities, poetic circle, and Os
Operarios moment enabled the creation of a dialogical

Fig. 2. Os Operarios and the reconstruction of the painting
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field of shared meaning-making that transcended basic
introductions. As Freire (1967, 1970) and bell hooks
(1994) propose, literacy is a practice of freedom — par-
ticipants began to read and write the world together.

Moreover, it provides engaged multiliteracy, tran-
scending the communications dimensions of the very first
contact people from different settings had. By joining the
three different moments participants could get to know
each other and construct knowledge at the same time. The
introductions provide an opportunity for participants to
reflect on and share their ways of being in the world.

Next, in the emersion moment, two groups worked
with two different tasks in four rooms. Groups A and
B discussed Identities and Differences. The first task
in these groups was to talk about privilege and race in-
equality. In the hallway, participants had to follow the
instructions: If your parents were present in your child-
hood, take a step forward; If you have lost your home
because you live in a risky area, take a step back; If you
have never studied in a public institution in basic educa-
tion, take a step forward; If you have had difficulty mak-
ing friends or getting a job because of your race/ethnicity,
take a step back. After answering these questions and
walking accordingly, participants were asked to look
around to check what they saw in the scene.

This embodied activity materialized what Souza
(2019) defines as precarious habitus: the internalization
of exclusion and inferiority by marginalized individuals,
shaped by historical oppression and naturalized by the
meritocratic discourse. Such habitus reproduces feelings
of unworthiness and frames structural inequality as per-
sonal failure. As Souza (2019) and Han (2015) argue,
such exercises surface the symbolic violence embedded
in daily life, as well as the emotional economy of perfor-
mance society.

After this embodied experience the groups were in-
vited to discuss the game in smaller groups, in two rooms.
As a second step, the researchers played two songs, ad-
dressing inequality, race, and social struggle and asked
the participants to pay attention to the respective lyr-
ics to discuss inequalities, vulnerabilities and identities,
correlating the songs to the game they played. They
were asked to prepare a presentation to share their con-
clusions to the large group. Drawing from Freire (1970),
these moments of critical reflection were acts of emer-
gence — spaces to name the world in order to change it.

Simultaneously, Groups C and D developed propos-
als to promote critical reflection by relating environ-
mental racism to the discussion on Identity. The groups
created two installations with images and objects of peo-
ple and places, which referred to an affluent area and a
vulnerable area of the city (Fig. 3). After preparing their
installations in the form of posters, the groups created
a theoretical exposition about the installations. Later,
there was a discussion on racism and prejudice, followed
by a theoretical exposition on Ecological Racism.

Their expositions and subsequent discussions invoked
necropolitical frameworks (Mbembe, 2003), situating
their lived experiences within systemic racialized injus-
tices. This dialogue revealed how systemic disregard for
marginalized territories and communities exemplifies the
workings of necroeducation, where the curriculum often
erases racialized and impoverished lives, denying them rec-
ognition and space for epistemic agency (Liberali, 2024).

Participants were then invited to present themselves
through dance, performance, and music — co-creating
multimodal manifestos. These activities illustrate how
knowledge production in Brincadas functions as tool-
and-result (Newman, Holzman, 1993): creative acts that
are both means and outcomes of transformation.

In the insertion into reality moment, all groups were
involved in the construction of resistance collectives to
discuss the concept of identity in relation to the topics
addressed. Each group presented their performances, re-
flecting on the ideas discussed in the four rooms. Group
A represented people looking at the cover of a book and
not understanding anything. They used this reflection
on the cover of a book as a metaphor for this attitude of
people towards those different from themselves and the
need to read different realities (Fig. 4).

Group B prepared a rap based on the following sen-
tence All we have is us, from the song Principia by the
rapper Emicida. The presentation consisted of a group of
white people going into the room by the left side, while
a group of black people going into the room by the right
side, forming a mix of colors in the middle, singing a par-
ody of Principia (Fig. 5).

You who think we are nobody, We are much more
than the someone, Black, white, indigenous, children
and adults, We repudiate racism, prejudice and insults,
We support equality, unity and social justice, All we
have is US!!!
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Fig. 5. Group B presentation

Group C portrayed the unfair conditions in which
they lived and demanded that their rights be taken into
consideration, using another Brazilian song (“Problema
Social”) (Fig. 6):

Indigenous leader: If T could, T would demarcate in-
digenous and quilombola territories. Quilombola leader
1: If T could, T would offer quality education to everyone.
Quilombola leader 2: Tf T could, T would give quilombola
territory to everyone.

These performances functioned as insurgent acts of
co-Liberaliship (Stetsenko, 2017), in which marginal-
ized knowledge, pain, and desire became publicly visible.

As bell hooks (2008) affirms, joy, music, and movement
are radical pedagogical tools that affirm humanity in the
face of dehumanization.

These multimodal performances are emblematic of
engaged multiliteracy (Liberali, 2022), which, as a tool-
and-result, mediates agency and meaning while being it-
self transformed through collective enactment. Here, lit-
eracy becomes an act of epistemic and political creation,
that is central to insurgent pedagogy.

The entire process was resumed with the theoreti-
cal discussion about the three moments of the meeting:
immersion, emersion and insertion, through photos.

Fig. 6. Group C presentation
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The session ended with all the participants dancing
samba songs that refer to the creation of unity and col-
lective.

Groups A, B, C and D collaboratively exposed unjust
conditions rooted in racism and prejudice, resisting the
neoliberal fragmentation that isolates and devalues col-
lective life. By expressing their ethical-political suffer-
ing (Sawaia, 2006), shaped by racialized exclusion and
territorial threat, they reaffirmed their power to act.
Through collective communication and engaged mul-
tiliteracies, participants transformed pain into creative
resistance, solidarity, and hope.

Ethical-political suffering, as conceptualized by
Sawaia et al. (2022), emerges when subjects are denied
the power to recognize and act upon the social struc-
tures that oppress them. Through the poetic circle, per-
formances, and collective actions, participants began
to restore their capacity to act by voicing their stories,
memories, and hopes, disrupting silence and reclaiming
visibility.

In this scenario, as we mentioned before, learning
could be reimagined as a process of co-Liberaliship and
resistance as a way of challenging the symbolic violence
education in BRICS+ societies. Through collective
tools — language, image, movement, memory — they
generated spaces of rupture and reconfiguration. They
put into evidence the ethical political demands that
emerged from their collectively lived experiences. De-
spite their different contexts, the different groups are ex-
posed to situations of oppression and necropolitics and
precarious habitus.

The first session was designed as part of the COLINA
initiative, with the main objective of establishing the
foundations for meaningful interaction among groups
from different institutions. This initial moment served
as a platform for participants to connect for the first time
and recognize themselves as part of a larger collective.
Throughout the encounter, the activities were carefully
structured to foster integration, dialogue, and collabora-
tion, encouraging participants to share their experiences,
expectations, and visions. The session therefore focused
on nurturing a sense of unity and a shared object — both
essential for building a solid foundation for future proj-
ect proposals and reaffirming the importance of coopera-
tion and shared understanding in sustaining a proactive
and engaged collective.

By collectively addressing themes such as racism,
loss, exclusion, and identity, participants shared expe-
riences of necroeducation and precarious habitus and

reconstituted their ethical-political agency. Brincadas
thus functioned as insurgent pedagogical spaces, where
suffering was re-signified into action and lives deemed
disposable under necropolitical regimes were reclaimed
through collective voice and creativity, as summarized
in the Table 2 below.

Through the analysis of the first session of 2023,
which inaugurated the second phase of the project and
launched the COLINA, we shared how Brincadas cul-
tivates educational spaces of insurgency. These spaces
enable participants to re-signify suffering into collective
agency and transformative praxis. In doing so, Brincadas
confronts the isolation and instrumentalism imposed by
neoliberal schooling, reclaiming curriculum as a co-au-
thored, plural, and justice-driven endeavor.

Final remarks

The Brincadas-COLINA project exemplifies how ed-
ucation can operate as an insurgent force against struc-
tures of exclusion and epistemic erasure. Rooted in So-
cio-Cultural-Historical Activity Theory and informed
by critical, decolonial perspectives, the project mobilizes
collective play, multiliteracies, and curriculum de-en-
capsulation as practices of resistance and re-existence.

By engaging children and educators from historically
marginalized communities in dialogical and creative pro-
cesses, Brincadas reconfigures learning spaces into territo-
ries of co-authorship and political imagination. The trans-
formation of ethical-political suffering into expression and
action illustrates how affect, embodiment, and meaning-
making are central to educational transformation.

Instead of positioning participants as passive recipi-
ents of knowledge, the project recognizes them as epis-
temic subjects capable of naming the world, confronting
structural contradictions, and imagining alternatives. In
doing so, Brincadas challenges conventional schooling
logics that reproduce silencing and hierarchization.

As BRICS+ nations face increasingly complex educa-
tional inequalities, the Brincadas experience invites re-
searchers, educators, and policymakers to rethink curric-
ulum as a living process anchored in voice, territory, and
justice. The pedagogical movements offer a methodology
that is capable of activating transformative agency.

By reclaiming play as a serious act of world-making,
Brincadas affirms education as a space of possibility,
where collective experiences generate knowledge, be-
longing, and hope.

Table 2

Summary of the first encounter’s contributions to project goals

Component Key activities Theoretical contributions Response to project goals
Immersion Games, poetic circle, iden- | Funds of Perezhivanie (Author et al., 2023); Establishing collective pres-
tity sharing Engaged Multiliteracy (Liberali, 2022) ence and affective connection
Emersion Privilege walk, song analy- | Precarious Habitus (Souza, 2019); Necropolitics | Critical reflection on structural
sis, installations (Mbembe, 2003); Freirean Pedagogy inequalities and positionality
Insertion Performances, manifestos, | Co-Authorship (Stetsenko, 2017); Curriculum Creation of collective responses
samba circle De-encapsulation (Author, 2023); Hooks (2008) | and resistance pathways
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Abstract

This article analyses how language teacher education in Brazil can be reimagined through the lens of cul-
tural-historical activity theory (CHAT), addressing broader educational challenges shared across BRICS
countries for social transformation (Tanzi Neto, 2021). Drawing from a Critical Collaborative Research
(PCCol) (Magalhies, 2007; Liberali, 2012) project with five English teachers in Technological Higher
Education, the study proposes Social Activity (Liberali, 2009, 2025) as a central curricular principle in the
teaching-learning of English for Specific Purposes (ESP) (Hutchinson & Waters, 1987; Valente & Ribeiro,
2023; Diegues, 2025). It seeks to answer the following guiding question: How can language teacher educa-
tion in Brazil — when grounded in Social Activity and cultural-historical principles — contribute to cultur-
ally responsive and socially transformative pedagogical practices within BRICS contexts? To explore this
question, a series of reflective workshops was conducted with English teachers at a Technological Faculty
in S o Paulo (FATEC-SP), Brazil. Based on participants’ local realities, the workshops aimed to foster criti-
cal pedagogical reflection and collaboratively develop teaching practices that meaningfully respond to the
sociocultural contexts of their students. Findings reveal that a reflexive, collaborative approach to teacher
education — deeply rooted in teachers’ lived experiences and social demands — enhances professional agen-
cy, intercultural awareness, and reconfigures teacher identity. The Brazilian case study highlights potential
pathways for BRICS nations to resist instrumentalist, neoliberal educational paradigms and to adopt trans-
formative, contextually grounded language education practices.

Keywords: language teacher education, English for specific purposes, social activity, cultural-social-histor-
ical activity theory, BRICS, critical collaborative research
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Pe3tome

B crarbe nccaenyiorcest HOBbIE TTOJIXO/IbI K ITOJITOTOBKE ITPEIojiaBaTesieil MHOCTPAHHBIX SI3bIKOB B bpasniu
C UCIIOJIb30BAHKUEM TI0JIOKEHUI KyJIbTYPHO-UCTOPUUECKON Teopru. B Hell paccmarpusaioTces 6oiee mmpo-
K1e 06pazoBaTebHbIie TPoOaeMbI, KOTOPbIe 00beanHsioT crpaibl BPMTKC, u nx ¢Bs3b ¢ COIMAIbHBIMU U3-
MEHEHUSIMH. ABTOPBI ONUPAIOTCS HA TIPOEKT COBMECTHOTO KPUTHUYECKOTO MCCICI0BAHUS € YYaCTUCM IIATH
[perojiaBaresieil aHIJIMHCKOTO sI3bIKa B 00JIACTU TEXHUYECKOTO Bbicliero o6pasoBanust. B pamkax atoro
[IPOEKTA MPe/JIaraeTcs UCIO0JAb30BATh KOHIIEIIINIO COIUAIbHOMN 1eATeIbHOCTH KaK TJIaBHBIN TIPUHITAIL IPU
00yuenr aHTINIICKOMY SI3BIKY JIJIS CIIETNAIBHBIX 1eJiell (HarpuMep, 1eJI0BOT0 aHTJIMIICKOT0 Win mpodec-
CHOHAJILHOTO aHTIMiCcKor0). [lesb paboThl — MOHATH, Kak 00yueHue TpenogaBaTeieil s3blkoB B Bpasuinu,
OCHOBAaHHOE Ha IPUHINIIAX COIMATBHON AEITeJbHOCTH U KyJbTYPHO-UCTOPUYIECKON TEOPUHU, MOKET TI0-
MOYb Pa3BUBATh MEAATOTMYECKUE MTPAKTUKU, KOTOPbIE YYUTHIBAIOT KYJIbTYPHBIE OCOOCHHOCTH CTYIEHTOB
1 CHOCOOCTBYIOT COlMANbHBIM M3MeHenusiM B crpanax BPUKC. [l aToro aBToOpbl POBEIH CEPUIO Ma-
CTep-KJIacCOB C IPENOaBaTeIAMI aHIJINICKOro sA3bika Ha TexHonornyeckom dakysbrere B Can-Ilayoy.
B xo/1e 3ansTHiT y9acTHUKY 0OCYIKAQIN CBOU PEAIbHbIE CUTYAIINN U BMECTe Pa3pabaThiBald METO/IBI TIpe-
TI0/IaBAHM, KOTOPbIE YCIENTHO OTBEYAIOT Hy KAaM NX CTY/IEHTOB M YIUTHIBAIOT UX KYJbTYPHBIH KOHTEKCT.
PesyabTatsl 110Ka3aiu, 4To MOAX0/1, OCHOBAHHbBII HAa COBMECTHON pedhIeKCUN U OTIBITE yUnTeIell, TOMOTaeT
UM cTath 060JIee UHUIUATUBHBIML, JIyYIIle IOHUMATh MEKKYJIbTYPHBIE PA3JIUUUsL 1 [IEPEOCMbBICIUBATE CBOKO
rnpodeccroHaIbHyIo poJib. B 11e10M, keiic n3 bpasusinu nokasbiBaeT Bo3MoskHble 1y TH st crpan bPUTKC
CONPOTUBJIEHNSI HABSI3AHHBIM HEOINOEPAIbHBIM 00Pa30BATENBHBIM MOJIEJISIM U BHEIPEHUST ITPAKTHKU 00-
YUEHMS MHOCTPAHHBIM SI3bIKAM, KOTOPBIC YUYNUTBIBAIOT KOHKPETHBIC COIUAJIbHbIE M KYJIbTYPHBIC YCJIOBUS.

Kniouesvte caoea: o6pasoBaHuie mpernojiaBaresieil MHOCTPAHHBIX SI3bIKOB, aHIJIMHCKUIA SI3bIK JJIsI CIIELU-
AJBHBIX 1EJIEH, COLMAIbHAS JIEATCIbHOCTD, KyJIbTypHO-ucTopnyeckas treopusi, BPUKC, kpurudeckoe co-
BMECTHOe€ 1UCCJieJ0BaHne

g uutuposanust: Tansu Hero, A., {uerec, V.K.K., Maranpaitnc, M.K.K. (2025). O6pasosanue npernogasareneii
HHOCTPAHHBIX $I3BIKOB Y€Pe3 COIUATBHYIO JAESTENbHOCTD: KyJIbTYPHO-UCTOPHYECKAs IepPCIeKTHBa OoT Bpasuinu K
crpanam BPUKC. Kynomypno-ucmopuueckas ncuxonoeus, 21(3), 156—165. https://doi.org/10.17759 /chp.2025210314

Introduction

Education in BRICS countries (Brazil, Russia, India,
China, and South Africa) and now with BRICS+ (Saudi
Arabia, Egypt, United Arab Emirates, Ethiopia, Iran,
and Indonesia) operates under the tension between na-
tional development agendas and global market impera-
tives. These nations share challenges such as deep social
inequality, colonial legacies, and external pressures to
align education systems with neoliberal logics. In this
geopolitical scenario, English language education be-
comes both necessary and a locus of ideological dispute.
As a lingua franca, English holds the promise of social
mobility and access to global opportunities. However,
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without a critical pedagogical approach, English teach-
ing risks becoming an instrument of symbolic domina-
tion, reinforcing linguistic imperialism and structural
exclusion.

In Brazil, this contradiction is acutely felt in the con-
text of Technological Higher Education, where ESP has
gained institutional space as part of workforce develop-
ment strategies. Nevertheless, ESP instruction in Brazil
often reflects decontextualized models imported from
the Global North, neglecting the social realities and as-
pirations of both students and teachers. As Tanzi Neto
(2015) argues, the teaching of English in Brazil must be
rethought as a social and ideological practice, embedded
in specific historical, cultural, and institutional contexts.
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Rather than focusing solely on linguistic skills, ESP
should function as a site for critical reflection, identity
construction, and collaborative transformative action.

This article responds to that call by examining a
teacher education experience rooted in CHAT and or-
ganized around the concept of Social Activity (Liberali,
2009). This approach emerges from a Brazilian tradition
of Applied Linguistics, which views language education
as inherently political and socially situated (Moita Lopes,
2006). It aims to move beyond technicist or neoliberal
paradigms, instead promoting agency, collaboration, and
critical reflexivity in teacher development. As we empha-
size in this article, this requires a reorientation of teacher
education programs to center the lived experiences, affec-
tive dimensions, and collective engagements of educators.

The present study, developed through Critical Col-
laborative Research (Magalh es, 2007; Liberali, 2012),
involved a series of workshops with five English teach-
ers at a Sdo Paulo Technological Faculty. Grounded in
participants’ local realities, the workshops sought to de-
sign and reflect on ESP teaching practices that respond
meaningfully to students’ sociocultural contexts. By
taking Social Activity (Liberali, 2009) as a curricular or-
ganizer, the process emphasized the co-construction of
knowledge, ethical-political commitment, and the rec-
ognition of linguistic education to social transformation
(Tanzi Neto, 2021).

Central to this experience is the notion of critical-
social transformation as defined in cultural-historical
psychology: not simply as structural change, but as the
creation of new forms of subjectivity, interaction, shared
meaning, and new ways of socially acting in the world.
According to Liberali (2012), transformation is insepa-
rable from dialogue, contradiction, and the expansion
of what is possible within a given social world. Teacher
education, from this perspective, becomes a process of
becoming — one that links theory, practice, emotion, and
ideology in dynamic ways.

Within the BRICS context, Brazil’s experience res-
onates with broader efforts to resist educational sover-
eignty and resist hegemonic pressures. The contradic-
tions explored in this research — between English as
empowerment and English as imposition, between local
needs and global norms — mirror those faced in India’s
postcolonial multilingualism, South Africa’s efforts to
decolonize language policy, and China and Russia’s bal-
ancing of national identity with internationalization.
This article argues that CHAT, when operationalized
through grounded, collaborative pedagogical practices,
can provide a viable framework for rethinking teacher
education in BRICS countries.

In this light, we pose the following guiding question
in this study to be reflected and discussed: How can lan-
guage teacher education in Brazil — when grounded in so-
cial activity and cultural-historical principles — contribute
to culturally relevant, socially transformative pedagogical
practices within BRICS contexts?

!'In Portuguese.
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English for specific purposes (ESP)

The teaching of ESP, known in its seminal litera-
ture by this name, experienced significant expansion
starting in the 1960s, within a post-World War IT con-
text in which English communication became essential
due to the geopolitical position of the United States at
the time (Valente & Ribeiro, 2023). This growth was
later intensified by globalization and technological
advancement, which increased the demand for faster
and more purpose-driven language learning (Valente
& Ribeiro, 2023). However, in its conception, we un-
derstand that this approach, though relevant in profes-
sional and academic contexts, can be criticized for its
restrictive and instrumental view of language, which
may come at the expense of a broader, critical, and
transformative linguistic education. To avoid this limi-
tation, Valente & Ribeiro (2023) argue that, precisely
because it is not confined to academic and professional
matters, it is essential to incorporate social contexts
into the teaching of ESP.

By focusing exclusively on the immediate needs of
a specific group, such as business professionals, medi-
cal practitioners, academia, or tourists, traditional ap-
proaches to ESP reduce language to a mere tool for func-
tional communication, thereby neglecting its cultural,
historical, social, and affective dimensions. Such an ap-
proach can limit learners’ potential to engage with the
language in deeper and more creative ways, overlooking
aspects such as literature, artistic expression, identity
construction, and the transformative power of language.
As aresult, the traditional view of ESP often relies on a
model grounded in functionality and efficiency, ignoring
essential sociocultural dimensions of language learning
and reinforcing a utilitarian logic that reduces language
to a technical tool, stripped of its identity-constructing
and political potential. For this reason, it is crucial to
consider more contemporary discussions within the ESP
framework that incorporates broader social contexts
(Diegues, 2025).

In line with this perspective, Bourdieu (2022) argues
that language is a field of power — its symbolic power
operates as a selective mechanism in society, enabling
or constraining speakers’ social and linguistic inclusion.
ESP instruction, by targeting specific groups, may in-
advertently reinforce existing social and cultural hier-
archies. Instead of promoting an inclusive and emanci-
patory language education, ESP can become a tool for
maintaining the status quo, limiting the transformative
potential of language.

In summary, ESP or LinFE (Lingua para Fins Es-
pecificos') approach represents a national evolution of
what was previously known in the literature as ESP, and
it has increasingly gained ground within academic dis-
course. It is a constantly evolving approach, with goals
and needs that must be addressed in today’s educational
and sociocultural contexts.
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According to Hutchinson & Waters (1987), British
educators and researchers who systematized the ESP
approach, ESP should be understood as an approach
rather than a product, as it encompasses theoretical as-
sumptions surrounding language and learning. As they
assert, “ESP is not a product, but an approach to lan-
guage teaching which is directed by specific and appar-
ent needs of particular learners” (Hutchinson & Waters,
1987:16).

Almeida Filho (2015) complements this understand-
ing by defining “approach” as a set of ideas, knowledge,
beliefs, and principles regarding what language is, what
foreign languages are, and how language learning and
teaching take place. This includes conceptions about hu-
man nature, the classroom environment, and the roles of
teachers and students in the teaching-learning process.
We align with this perspective, and we understand that
all the teacher’s actions in the teaching-learning process
reflect their underlying approach, from course planning
to classroom delivery.

Hutchinson & Waters (1987) also emphasize that
ESP developed in phases, undergoing a series of stages
that evolve at different paces depending on the specific
national and educational contexts. To understand this
historical trajectory, they outline five key stages that
contributed to the development of ESP. Importantly,
the authors highlight that ESP is not a uniform or uni-
versal phenomenon, but rather one that has evolved het-
erogeneously across diverse settings.

Cultural-historical activity theory (CHAT)
in the Brazilian context

In Brazil, the CHAT has been widely applied across
various fields, especially in education, teacher develop-
ment, school psychology, and social projects. Based on
the foundations laid by Vygotsky and further developed
by authors such as Leontiev and Luria, this theory influ-
ences pedagogical practices that understand human de-
velopment as a socially mediated and historically situated
process. In the educational field, the theory has guided
approaches that value the active role of students and the
cultural artifacts that mediate consciousness in school
environments as essential elements in the construction
of knowledge. Within this perspective, language is con-
ceived as a fundamental cultural tool, and learning is un-
derstood as a collaborative and interactive process rooted
in students’ social and cultural experiences.

In teacher education, CHAT has served as a founda-
tion for programs that emphasize critical praxis, reflec-
tion on teaching practices, and professional development
through dialogue and collaboration among educators.
Brazilian scholars such as Magalh es, Liberali, Fidalgo,
among others, contributed significantly to consolidating
this perspective, promoting the development of teach-
ers who are aware of their social role and their insertion
in contexts marked by inequality and systemic contra-
dictions. This critical vision is also reflected in school
psychology, where the theory supports practices that

159

consider the student as a whole, considering their social,
familiar, and cultural relationships. As a result, educa-
tional interventions are no longer limited to cognitive
aspects but include the historical, social, and political
dimensions that influence the teaching-learning process.

Moreover, the theory has inspired numerous academ-
ic studies at Brazilian universities such as University of
Sao Paulo (USP), Pontifical Catholic University fo Sdo
Paulo (PUC-SP), Federal University of Rio de Janeiro
(UFR]), Federal University of Sdo Paulo (UNIFESP),
Federal University of Rio Grande do Norte (UFRN),
where research groups explore themes related to inclu-
sion, human development, teacher education, and pub-
lic policies. This theoretical framework is also strongly
present in social and community projects, particularly
in initiatives focused on popular education, critical lit-
eracy, and work with populations in situations of social
vulnerability. These actions reaffirm the theory’s com-
mitment to social transformation, understanding that
human development emerges from active participation
in meaningful social practices.

In this sense, researchers, teachers, coordinators,
practitioners, activists in this field in Brazil work with
teaching-learning as a socially situated process medi-
ated by cultural tools, as mentioned, but emphasize the
dialectical relationship between individual agency and
collective activity. It is especially relevant to teacher
education in countries like those of the BRICS, where
systemic contradictions are abundant and demand peda-
gogical approaches that are sensitive to local realities.
Thus, CHAT, in its multiple expressions, has played a
central role in shaping more human, critical, and trans-
formative educational practices in our context.

In the Brazilian educational context, CHAT is per-
ceived as a theoretical and methodological framework
that, according to Liberali, Mateus, and Damianovic
(2012:7), can be understood as a theory of human na-
ture. This perspective views activity as intrinsic to the
human being, given their immersion in social relations
(Oliveira, 2012). The theory aims to understand how
the human being — including their consciousness — is
shaped within the context of social activities, based on
the premise that individuals cannot be dissociated from
the sociocultural environment in which they are situ-
ated (Cenci; Damiani, 2018). In this sense, as Rodrigues
(2012:41) states, “social life is essentially practical,” and
it is through praxis that individuals produce their means
of subsistence — a historical product resulting from hu-
man actions within society.

Rodrigues (2012) also highlights that, from the
CHAT perspective, there is an integrated relationship
between individuals and the world. This means under-
standing people as historically situated beings, located
in a specific time and space, embedded in contexts
shaped by economic, social, cultural, political, and his-
torical dimensions. Consequently, human development
is a socially and culturally mediated process.

Thus, social and cultural interactions play a cen-
tral role in individuals’ cognitive development, as both
learning and development are “integrated, situated, dis-
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tributed, and co-produced within contexts, while also
being intrinsically interwoven with them” (Stetsenko,
2008:477).

Another key aspect of the theory is its emphasis on
the mediation of cultural tools — especially language —
in the development of human thought. Learning, in this
view, is conceived as a collaborative process in which in-
dividuals construct knowledge together through social
interaction. In this regard, Magalhaes (2012:15) asserts
that language plays a mediating and constitutive role
in the formation of individual consciousness, emerging
as an essential element in critical and collaborative re-
lationships, and contributing to the understanding and
transformation of social, cultural, historical, ethical, and
political conditions that influence both individual and
collective action and thinking.

Learning, therefore, occurs as individuals internalize
cultural tools and use them to solve problems in their
environments. Human activities, at all stages and levels
of organization, are understood as social creations and
should be interpreted as outcomes of historical processes
(Daniels, 2002).

Furthermore, as Tanzi Neto, Liberali, and Dafermos
(2020) point out, Vygotsky’s cultural-historical theory
has been reinterpreted by numerous scholars around the
world, particularly in response to the complex challeng-
es of contemporary science. These reinterpretations have
broadened the possibilities for understanding and foster-
ing human development across various social, cultural,
and educational contexts.

Social activity as curricular organizer

In line with CHAT, which understands individuals
as active agents, creators, and transformers of knowledge
and the world around them, Social Activity is presented
as “the motive that drives the teaching-learning activity”
(Liberali, 2009:15), enabling subjects to act reflectively
and transformatively (Liberali, 2009:10). This activity
is conceived as a central curricular organizer, aiming to
bridge the gap between school and life, allowing learners
to connect what they learn with the demands of real life
(Liberali & Santiago, 2018:20). From this perspective, a
curriculum based on Social Activity promotes pedagogi-
cal practices grounded in CHAT, with a focus on the ar-
ticulation between theory and practice in the teaching-
learning process (Santos, 2015).

Founded on Leontiev’s (1977 /1997) concept of coor-
dinated actions carried out by a group to achieve a shared
objective, Liberali (2009) argues that the teaching-learn-
ing process through Social Activity enables coordinated
actions by individuals working toward a specific goal,
emphasizing the fulfillment of participants’ needs in the
context of “life as it is lived ” (Marx & Engels, 2006:26).
In a society marked by multiple demands, diverse rep-
resentations of reality, and coexisting worldviews, it is
essential to develop participatory modes that offer ana-
lytical and critical foundations, so that individuals can
make conscious decisions about who they are and wish
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to become, the attitudes they prefer to adopt, and why
(Liberali & Santiago, 2018:20). Within this context,
Rodrigues (2012) highlights that teaching-learning pro-
cesses must consider students as social beings with both
individual and collective needs and interests, shaped by
their socio-historical-cultural context. Therefore, learn-
ing environments should simulate real-life situations
that foster active participation. In alignment with this
view, Vendramini-Zanella and Delboni (2021:251) state
that Social Activity consists of subjects who are aware
of their needs and are driven by a specific purpose or de-
sired object.

Incorporating Social Activity into English language
teaching-learning is not only feasible but also valuable, as
such activities reflect real human actions and help develop
learners’ full potential (Richter, 2015:62). Participants
are encouraged to effect change within their contexts and
broader society, with this transformative capacity acting
as a driving force that inspires them to envision and pursue
improved living conditions and greater civic engagement.
Consequently, according to Vieira and Liberali (2021),
language teaching grounded in Social Activity seeks to
recognize individuals’ everyday actions and aims to em-
power them to master the discursive genres relevant to
effective participation in those activities. In selecting the
Social Activities to be addressed in the classroom, the idea
is that additional language learning should serve to en-
rich personal and cultural development, since “activities
related to cultural participation involve language issues”
(Liberali, 2009:16). This approach is also supported by the
intrinsic connection between Social Activities and every-
day life, as they emphasize collective action undertaken to
achieve a shared motive or goal, thereby meeting the con-
crete needs of the individuals involved (Liberali, 2009:11).

In order to elucidate the components of an activity-
namely, “agents (subjects) who recognize their needs and
are motivated by a purpose (object), which is mediated
by artifacts (instruments, tools) through a relationship
among individuals (community), constituted by rules
and the division of labor” (Liberali, 2009:19) — and to
relate them to the activity examined in this study, Table
1 below presents the components of activity as proposed
by Liberali (2009), drawing on Engestr m’s (1999) rep-
resentation.

Rodrigues (2012:54) argues that a curriculum orga-
nization grounded in Social Activity seeks to support
teachers in the comprehensive process of instructional
planning, which includes the design, sequencing, im-
plementation, and reflection on tasks to be carried out
by students, as well as on the teacher’s own classroom
practices. In addition, such a framework entails a critical
examination of the curricular content to be addressed,
considering the lived realities of students and beginning
from their needs to identify the most relevant social ac-
tivities to be incorporated into the pedagogical approach
(Liberali & Santiago, 2018:26 — 27).

Within the context of ESP, this means expanding
the scope of language teaching to include discussions on
power, identity, and inequality — topics often shaped by
colonial and neoliberal ideologies. Rather than repro-
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Table 1
Components of activity
Component Description
Subjects Those who act in relation to the motive and carry out the activity
Community | Those who share the object of the activity through the division of labor and rules
Division of Intermediate actions performed through individual participation in the activity, which alone do not fully sat-
Labor isfy participants’ needs. These include the tasks and functions assigned to each subject involved in the activity
Object That will fulfill the need — the desired object. It is dynamic in nature, transforming as the activity develops. It
involves the articulation between what is idealized, dreamed of, or desired, which evolves into the final object
or product
Rule The explicit or implicit norms established within the community
Artifacts / The means by which nature is modified to achieve the idealized object. These tools can be controlled by their
Instruments / |user and reflect the subject’s decisions. They are used either to achieve a predefined goal (instrument for a
Tools result) or can be formed throughout the activity itself (instrument and result) (Newman & Holzman, 2002)

Source: Liberali, 2009:12

ducing dominant narratives, educators are encouraged
to foster a dialogic classroom environment where learn-
ers critically engage with the sociohistorical dimensions
of language and power.

Drawing from decolonial theorists such as Maldona-
do-Torres (2008), Mignolo (2017), Quijano (1999), and
Walsh (2012), this pedagogical stance emphasizes the
need to unveil, and question taken-for-granted discours-
es rooted in coloniality. Quijano (1999), for instance,
conceptualizes coloniality as a persistent structure of
power that outlives colonialism, shaping knowledge,
identities, and social hierarchies. Mignolo (2017) ex-
tends this by calling for epistemic disobedience — that
is, a delinking from Eurocentric frames of reference to re-
center subaltern knowledges and practices. Maldonado-
Torres (2008) further deepens the critique by exposing
the logic of dehumanization embedded in coloniality, ar-
guing for a decolonial turn that reclaims human dignity
through ethical and political action.

In educational settings, as Walsh (2012) suggests,
this entails not only including diverse perspectives but
actively resisting epistemic violence and enabling stu-
dents to construct alternative, pluriversal meanings.
Language education, from this vantage point, becomes
a transformative space for disrupting hegemonic narra-
tives and cultivating critical, inclusive subjectivities ca-
pable of imagining and enacting more just social worlds.

This critical orientation is particularly pertinent
within the BRICS framework, where the negotiation
of national identity, linguistic diversity, and global
participation remains a central concern. By embedding
discussions that confront colonial legacies and racist
structures-framed within broader liberal discourses-lan-
guage education can better respond to the socio-cultural
differences of BRICS participants. Without necessarily
engaging in politically sensitive critiques, especially in
multilateral contexts, such a focus allows for an ethically
grounded and contextually sensitive approach to teacher
education. Ultimately, it strengthens the emancipatory
potential of language pedagogy while respecting the geo-
political complexities that define BRICS cooperation.

In this perspective, the teaching-learning framework
proposed by LinFE serves as a curricular orientation
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tool. It aims to map out the structure and operational
dynamics of a Social Activity, to establish meaningful
interactions among the constituent elements of the ac-
tivity system, thereby promoting a more situated and
contextually responsive educational experience.

Materials and methods

This research was conducted at a public Higher
Technological Education Institution in the State of S&o
Paulo, called the Faculty of Technology of Praia Grande,
located in the city of Praia Grande, in the Metropolitan
Region of Baixada Santista, Sio Paulo, Brazil. Higher
Technological Education in Brazil is characterized by
undergraduate programs known as Higher Education
Technology Courses, which typically last around two
years and are aimed at developing technologists — pro-
fessionals qualified in specific fields.

A Higher Education Technology Course stands out
as a form of Higher Education that, by combining theo-
retical and practical knowledge, offers fast, practical,
and market-oriented appropriation, setting it apart from
other modalities such as bachelor’s and teaching degrees.

With a strong emphasis on the immediate appropria-
tion of acquired skills, Higher Technological Education
becomes appealing to students seeking to enter the job
market with specific competencies: “Its specificity lies in
the fact that it provides specialized training in scientific
and technological fields, granting graduates the skills to
work in specific professional areas” (MEC, 2024).

This research is methodologically grounded in the
Critical Collaborative Research framework, hereafter
referred to as PCCol, as conceived by Magalhdes (2006).
It aligns with the critical research paradigm in which
the teacher-researcher investigates both the actions of
the participants — that is, the students — and their own
pedagogical action.

PCCol, whose critical-interventionist foundation is
rooted in collaboration as a methodological principle,
is: “partially derived from action research, although the
concept of collaboration in the research process is, for us,
central” (Magalhides, 2007:151—152).
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Accordingly, Magalhies (2006:156) describes PCCol
as an interventionist research method that:

¢ involves all participants in the mediation, collec-
tion, analysis, and understanding of concepts, in value
judgments, and in decision-making processes regarding
what to do and how to act;

* provides tools for all participants to engage in ob-
serving, questioning contradictions, and appropriating
and using new mediational tools to analyze and reorga-
nize their own practices;

¢ enables the analysis and understanding of differ-
ent discursive perspectives, considering multiple voices,
viewpoints, and approaches.

When considering collaboration, it is important to
understand that within PCCol it is intrinsically tied
to critical collaboration, which has been: constructed
over the years to challenge a Cartesian view of collabo-
ration/cooperation, incorporating categories such as
contradiction, conflict, intervention, mediation, nego-
tiation, and resistance (Magalhdes & Fidalgo, 2019:11),
that is, critical collaboration because it challenges
lexical and structural choices, and is fundamentally
grounded in discourse.

Table 2
Description of meeting
Schedule Activities
Social 1. Opening of the session with the song “Feelin’
activity Groovy” by Simon & Garfunkel

2. Discussion of section “1.3 Social Activities”
from the text “Foreign Language Teaching” by
Liberali (2009)

3. Collaborative co-construction of a mural with
ideas and keywords related to Social Activity

4. Discussion of the components of Social
Activity

5. Selection of intervention contexts for Social
Activity

6. Initial development of the Social Activity for
each selected intervention context

7. Completion of the session evaluation ques-
tionnaire

Source: Diegues 2025:112

The session began with the song “Feelin’ Groovy”
by Simon & Garfunkel, selected by one of the teacher-
participants. She shared the personal significance of
the song, which led the group into a discussion on the
importance of slowing down and reflecting on life in an
increasingly fast-paced world. The teacher-participants
shared their experiences regarding the pursuit of balance
between work, study, and self-care, touching on activi-
ties such as meditation, reading, and physical exercise.

Subsequently, the concept of Social Activity was dis-
cussed drawn from Liberali’s (2009) text. The reading
emphasizes the importance of reflecting on one’s life and
transforming it toward more meaningful participation in
society, highlighting the role of the CHAT in teaching-
learning. During this session, key points were raised
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concerning the integration of students’ real-life experi-
ences into the teaching-learning process, thus promoting
agency and developmental potential.

Following the theoretical discussion, participants
collaboratively constructed a mind map (see Figure 1)
on Social Activity, highlighting key components such as
subjects, object, tools, and division of labor.

The practical task for this meeting involved select-
ing three intervention contexts related to Social Activ-
ity that consider the students’ socio-historical-cultural
backgrounds. The teacher-participants selected teach-
ing-related contexts, namely: (1) presenting a scientific
paper, (2) writing an email, and (3) producing a video
résumé. The session concluded with a discussion on the
preparation of the components of Social Activity for
each of the selected intervention contexts.

In Table 3 below, we present Excerpt 1, followed by
its data analysis and discussion.

The excerpt above (Table 3) and the mind map (Fig-
ure 1) highlights the collective construction of mean-
ing in education, focusing on the integration of theory
and practice through the concept of Social Activity
(Engestr m, 1999; Liberali, 2009). Researcher’s initial
intention was to provoke reflection and dialogue among
participants regarding the relationship between what
is learned and what life demands (Liberali & Santiago,
2018). Teacher 1’s remarks emphasize the necessity
of connecting educational content to students’ lived
experiences, promoting meaningful learning based on
real-life relevance and personal identification with the
topics discussed. This perspective aligns with a critical

O "Life as it is lived"
l

O Social cultural-historical activity theory (CHAT)
!

O Teaching based on reflections about life

!

O Desires

!

O Activities are built from historically
determined cultural interactions

!

O Three poles: subjects + object + instrument

O Possible experiences

!

O Instruments are mediators and genres
are psychological tools

O Language teaching is a means, not an end
O Collective purposes
0 SOCIAL ACTIVITY

Fig. 1. Collaborative Mural on Social Activity
Source: Diegues, 2025:114
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Table 3

Excerpt 1

means to you, and the key points you noted.

be collective participation, and it must have meaning.

Researcher: Thank you, would you like to add something?

we are a part of, in all its cultural and historical depth.

Researcher: [...] we can start with you — I'd like you to briefly share what you understood from the text, what social activity

Teacher I: Well, I try to bring it into our reality, and it’s something I believe in. Experience sustains the construction of lesson
content and engages students — or draws them in — so they can have a reference point, something they can identify with,
making it meaningful. I loved the phrase “life as it is lived,” because it’s from there that we can develop our strategies. There’s
no use in teaching something disconnected from the reality we live in — or that our students live in — because it will lack
meaning. It’s crucial that it has meaning for them. One important thing I noted — I even sketched a mind map — is that we
must start from the subject. From the subject, we move to the object, because there must be a desire, a motivation, to develop
the activities. These activities need to be instrumentalized, there has to be a network, rules, and division of labor. There must

Teacher II: Can I say something in my defense? I just remembered that this was part of a class I took — I think it was a course
on teaching methodologies — and we had to design an activity based on social activities. I'll try to find it on my old computer.
I remember I created something like “going to the movies,” and it included The Big Bang Theory — it turned out pretty well.

Teacher III: [...] A few points really caught my attention. I highlighted what [ Teacher 1] mentioned about reflecting on “life
as it is lived,”. So, bringing the reality of that community into the classroom, and from that reality, developing the activities.
Correct me if I'm wrong, because honestly I've never read much about social activities — maybe I misunderstood something —
but my understanding is that we bring the community’s reality and always work toward a collective goal. So, foreign language
activities aren’t defined solely by a linguistic aim — like acquiring a grammatical structure. They position themselves as

tools. That’s how I interpreted “tools”: the activity allows for collective thinking. These activities are constituted through
interactions — this is something the author emphasizes in the text — interactions that are part of culturally and historically
situated contexts. All of these elements permeate our teaching practice and also the learning process. I found it interesting that
she mentions there is no such thing as an isolated activity. Rather, there is a network, a system of interconnected activities. [...]
Researcher: That’s a crucial point — thank you, everyone. Regarding social activity, it is grounded in CHAT, which sees
subjects as always interacting with one another. In these interactions, within the collective construction of an activity,
mediated by an object or a shared goal, and through the use of tools, they are situated in culturally and historically dependent
contexts. Something you said, [ Teacher I11], is particularly insightful — that it’s not only about language as an end in itself.
This is something we've been reflecting on a lot. We’ve been questioning and discussing other theoretical perspectives, and
this one highlights that teaching English isn’t just about teaching the language per se. We must approach language teaching
through many other lenses. Social activity opens up multiple possibilities — ways of being, acting, living, and feeling the world,

Source: Diegues, 2025:113

approach that values the design of activities grounded
in the subject, their interactions, and collective partici-
pation (Magalhdes, 2007, 2009, 2012). In this regard,
we underscore the social role of the classroom, which
goes beyond the mere transmission of content and be-
comes a space for the formation of critical and engaged
citizens. Within this context, teaching contributes to
participants’ understanding of the interconnections
between learning and its application in social, profes-
sional, and cultural contexts.

Furthermore, Teacher III adds to the discussion by
stating that language teaching transcends the acquisition
of linguistic structures, functioning also as a tool for col-
lective action embedded in specific historical and cul-
tural contexts (Liberali, 2009). In this sense, the type
of knowledge and interactions fostered through teach-
ing contribute to the development of learners’ identi-
ties, enabling them to perceive themselves as historical
and social agents capable of transforming their realities
through language. The view of human beings and society
promoted through the pedagogical practice illustrated
in the excerpt is founded on principles of collectiv-
ity, autonomy, and critical reflection (Magalhaes, 2007,
2009, 2012). The human being is understood as an active
subject who learns and constructs knowledge through
interaction with others and the world, in a continuous
movement of transformation.
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Researcher reinforces that social activities, ground-
ed in CHAT, provide opportunities for education to
become multidimensional and meaningful, breaking
away from the traditional and reductionist views often
found in foreign language teaching. Thus, the excerpt,
rooted in the participants’ discussion based on Liberali’s
(2009) text, highlights the transformative potential of
teaching through multiple forms of interaction, reflec-
tion, and action.

However, activities such as producing video r sum s
or writing professional emails only become pedagogical-
ly powerful when students recognize their relevance and
feel seen through them. Integrating students’ perspec-
tives-through feedback, dialogic engagement, and par-
ticipatory curriculum development-not only validates
their agency but also fulfills the transformative discus-
sion of language education rooted in CHAT.

Conclusions

This study demonstrates that language teacher edu-
cation in Brazil, when grounded in Social activity and
cultural-historical principles, holds significant poten-
tial for fostering culturally relevant and socially trans-
formative pedagogical practices, not only locally but
across BRICS contexts. Through the PCCol process, we
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observed how reflective, dialogic engagement allowed
teacher-participants to reinterpret their professional
roles, reconnect with students’ lived realities, and de-
velop pedagogical strategies rooted in ethical, political,
and transformative commitments.

By centering the concept of Social Activity as both

a curricular organizer and a reflective lens, educators
moved beyond utilitarian or technical approaches to
ESP. Instead, they embraced language teaching as a so-
ciocultural, ideological, and identity-shaping practice.
The collaborative design of activities such as preparing
scientific presentations, composing professional emails,
and creating video résumés illustrates the viability of in-
tegrating students’ real-life needs into language learning,
while also resisting the neoliberal logic often imposed on
education systems in BRICS countries.

The findings reinforce the relevance of CHAT in

shaping a teacher education paradigm that is respon-
sive to systemic contradictions, historically situated,
and ethically grounded. This perspective enables

1

1
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Abstract

Context and relevance. The article presents brief information on how the works of L.S. Vygotsky and his
collaborators arrived and spread in Brazil and data from a survey on the Platform of the National Council for
Scientific and Technological Development of the National Agency for Scientific and Technological Research
(CNPq), more specifically, on the Directory of Research Groups (DGP) which records data and production
of research groups in Brazil. Objective. The survey focused on research groups in the areas of education and
psychology and sought to identify Brazilian research groups that indicate, in their titles and summaries of
activities, that they carry out research based on the cultural-historical theory of L.S. Vygotsky. Methods
and materials. We carried out a survey to see how many research groups are active in Brazil working with
cultural-historical theory, specifically in the areas of education and psychology. The survey was carried out
through a series of searches on the DGP-CNPq’s parameterized consultation page, between June 1 and 10,
2025. Results. The survey showed that of the total of 154 groups found according to the descriptors cho-
sen, 140 groups (90.9%) are in public educational institutions and 14 (9.1%) in private institutions. This
data shows the importance that public educational institutions attach to recording activities carried out by
groups of their researchers. Conclusions. Although the arrival of Vygotsky’s works in Brazil took place almost
40 years ago, the dissemination of his thought unfortunately took place based on translations and editions that
mutilated his writings and thus misrepresented important ideas from his studies and theoretical-methodolog-
ical investigations. The survey presented in this text does not go into this issue in depth, nor does it discuss
the bibliographical references used in the intellectual production of the research groups registered with DGP-
CNPq. We have restricted ourselves to some more general aspects of the current scenario, even though we
know, as has been pointed out, that it does not correspond exactly to reality.

Keywords: cultural-historical theory, Vygotsky, scientific research, psychology, education
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€r0 COABTOPOB TOSBUJINCH U PACIPOCTPaHUINCh B bpasuimu, a Takke JaHHble O1POCa, IPOBEIEHHOTO Ha
nnargopme HalmoHa bHOTO coBeTa 110 Hay4YHbIM U TexHosorndeckum paspaborkam (CNPq), a umenHo B
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paszene «Karanor uccaenosaresnbckux rpymis (DGP), KoTopblii perucTpupyeT gaHHble U Pe3yJIbTaThl Je-
SITEJILHOCTU MCcJieioBaTebckux rpyin B Bpasusuu. Ieas. Onupoc Obl1 HAlIPaBJieH HA BbISIBJIEHUE HCCIIe-
JIOBATEJIbCKUX TPYIIIT B 06J1acTU 06PA30BAHUST U TICUXOJIOTUH, KOTOPBIE CO/IEPIKAT B HA3BAHUSIX U OIIMCAHUSIX
cBOMX paboT HHGOPMAIIIO O TOM, YTO OHU ITPOBOJISIT UCCJIEOBAHIS HA OCHOBE KYJIbTYPHO-UCTOPUYECKON
teopun JI.C. Beirorckoro. Merozpl 1 MaTepuajibl. Mbl IPOBEJU OIPOC, YTOObI ONPEAETUTh, CKOJbKO UC-
CJIe/IOBATE/ILCKUX IPYIIT AKTUBHO PabOTAIOT ¢ KyJIbTYPHO-UCTOPUYECKO Teopueii B Bpasuiiu, 0coGeHHO B
obsacTsix obpazoBanus 1 neuxosoruu. Onpoc OCYIIECTBIISIICS TOCPEACTBOM CEPUU TIOUCKOBBIX 3alIPOCOB
Ha cTpaHwuile apamerpusoBanHoil koHcysbraiimn DGP-CNPq4 B iepuo ¢ 1 o 10 uronst 2025 roga. Pe-
gyabraTbl. ONpoc MoKa3al, 4To 13 00IIETo YKcia HaliieHHbIX 154 TPyYIIT, COrIacHO BHIOPAHHBIM JIECKPUII-
topam, 140 rpym (90,9%) HaxomsiTes B rocyiapCTBEHHBIX 00pa3oBaTebHbIX yupeskaenusix u 14 (9,1%) —
B YACTHBIX YUPEKICHUSAX. ITU JIAHHbIE IEMOHCTPUPYIOT BaKHOCTD, KOTOPYIO TIPUAAIOT TOCYIAPCTBEHHbIE
o0paszoBaTeibHble YUPEKACHUST PETUCTPAIIUU JESITEIbHOCTH CBOUX UCCIIEA0BATEIbCKUX TPYIIIL. BbIBOIDI.
Xots pabotsl Boirorckoro nosgsunuch B bpasuanu mourn 40 jer Haszam, pacnpocTpaHeHue ero uiae, K
COKAJIEHUIO, TTPOMCXO/IMIJIO HA OCHOBE MEPEBOJIOB M U3IAHNIT, UCKAKEHHBIX ¥ YPE3aHHbIX, YTO MPUBEJIO K
HEIPABUJIBHOMY IPEJICTABJACHUIO O BAXKHBIX MJEAX €r0 MCCIeOBAHUI M TEOPETHKO-METOL0JIOTHYECKUX
pa3pabotok. [IpescTaBieHHbIIl B STOM TEKCTE OITPOC He YTIyOJIsSIeTcsl B TOT BOIIPOC U HE PacCMaTpUBaeT O-
GsmorpaduuecKiie HCTOYHUKH, UCTIOJIb30BAHHbBIE B HAYYHOM JeSITeJIbHOCTH 3aperucTpuposantbix B DGP-
CNPq uccreoBarebcKux rpyiin. Mbl OrpaHUYMINCH HEKOTOPBIMU GoJiee OOIIMMU aclieKTaMu TEKyIeit
CUTYAIIUU, XOTSI ¥ OCO3HAEM, KaK OBLIO OTMEUEHO PAHEE, YTO OHA HE TIOJHOCTHIO COOTBETCTBYET PEAIbHOCTH.

Kmoueevte cnosa: KYJIbTYPHO-UCTOPUYECKasA TEOPU:, JI.C. BbII‘OTCKPIfI, Hay4HbI€ MCCJIe/I0OBaHNA, TICUXO0-
JIoru:A, O6p3.30B3.HI/Ie

s wuruposanus: llpecrec, 3., Tynec, D., Bex, M.T. (2025). PacnpocrpateHruie KyibTypHO-UCTOPHUYECKON TEOPUI
JI.C. Boirorckoro B Bpasusin. Kynvmypuo-ucmopuueckas ncuxonoeus, 21(3), 166—174. https://doi.org/10.17759/

chp.2025210315

Introduction

The aim of this study was to identify and analyze the
dissemination of Lev Semionovich Vygotsky’s cultural-
historical theory in Brazil. To this end, information was
sought from the Directory of Research Groups in Bra-
zil (DGP-CNPq)!, managed by the National Council
for Scientific and Technological Development (CNPq)
and linked to the Lattes Platform, a Brazilian database
designed to record and monitor scientific and techno-
logical activity in the national science, technology and
innovation system.

In Brazil, the creation of this Directory by the CNPq
was anchored in two reasons: (I) “the need to build a sin-
gle science and technology (S&T) information system to
support the formulation of indicators” (Chiarini et al.,
2022, p. 6); and (IT) the continuous advance “of informa-
tion and communication technologies (ICTs), with com-
puterization and the boom of the internet and the world
wide web (www)” (Chiarini et al., 2022, p. 6) which, in a
way, forced many countries to adopt these tools. It was
launched in 1993, before the Lattes Platform, with the
aim of achieving unity and uniformity in data and statis-
tics on science and technology in Brazil. It was gradually
institutionalized and then the biannual censuses, statis-
tical summaries and a tool for drawing up dynamic tables
became available free of charge to the entire academic
community, all coupled to the Lattes Platform (Chiarini
et al., 2022). Since the production of knowledge is a col-

lective activity, the CNPq understood that it would be
up to the State to create a scientific and technological
information base for groups of researchers, thus treat-
ing the research group as a unit of analysis with one or,
exceptionally, two senior researchers who would lead
the assistant researchers, the technical support staff, as
well as the students, all around a common interest, shar-
ing equipment, facilities and resources in the scientific
research activity. Since it was set up, the DGP-CNPq
has undergone several updates and has proved to be an
efficient, accurate and fast tool, able to identify the re-
searcher, where they are, what they do and what they
have produced recently.

It has been common to analyze the characteristics
and scientific output of research groups via the DGP
to characterize the state of the art of research areas in
Brazil (see, for example, Prado and Sayd, 2004; Moreira,
Vilan Filho and Mueller, 2015).

Therefore, due to its characteristics, the DGP is an
instrument capable of providing precise information and
indications of the ways in which Lev Semionovich Vy-
gotsky’s cultural-historical theory has been assimilated
and disseminated in Brazil.

Methods and materials

It is quite difficult, if not almost impossible, to pin-
point the date on which Lev Semionovich Vygotsky ar-

U At the time of the search, the Directory was in version 2.0.8.10. Its access link is: http://dgp.cnpq.br/dgp/faces/consulta/consulta_param-

etrizada.jsf
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rived here. Perhaps we can only point to past events and
some dates that attest to when he had already begun to
wander around this remote West. In other words, we can
identify clues and, by following them, perhaps we can
establish some signs of his presence among us and the
times when he began to visit us.

For example, on a copy of the book by A.R. Luria and
F.I. Yudovich, bought at a bookstore around 2023, en-
titled Language and intellectual development in children,
you can see someone’s signature in ink, with the date
Aug/94. The copy belongs to the 2nd edition (1987) of
a translation by José Claudio de Almeida Abreu, a pro-
fessor at the Faculty of Languages and Literature of the
Federal University of Minas Gerais. The first edition
of the work was published by Artes Médicas in Porto
Alegre in 1985. As we know, A. R. Luria was one of Lev
Semionovich’s closest collaborators and there are several
mentions of him in the book mentioned here. The same
occurs in two books by the same author published previ-
ously in Brazil: (1) in Curso de psicologia geral, especially
in volume IV, published in 1979; and (2) in Fundamen-
tos de neuropsicologia, published in 1981. So, we already
know that since 1979, Vygotsky was already in these
tropical parts of the West, accompanying Luria.

We know that the book The Social Formation of the
Mind, (originally published in English under the title
Mind in society — the development of higher psychologi-
cal processes) had been circulating here in Brazil since
1984. However, the organizers of this volume state in the
preface: “The work of bringing together originally sepa-
rate works has been done quite freely. The reader should
not expect to find a literal translation of Vygotsky, but
rather an edited translation from which we have omit-
ted apparently redundant material and to which we have
added material that seemed important in terms of mak-
ing Vygotsky’s ideas clearer” (John-Steiner et al, 1999,
p. XIV). In other words, it cannot be said that the texts
were written by Vygotsky, so the decision has been made
here to disregard him.

Furthermore, and more importantly, we also know
that by tracing the dates of publication of translations
of works by Lev Semionovich and his two closest col-
laborators, A.R. Luria and A.N. Leontiev, we can begin
to identify the trails that lead us along the map of the as-
similation of cultural-historical theory in Brazil. Table 1
shows information on works translated into Portuguese
that have circulated and are still circulating in these sur-
roundings and of which we are aware.

Looking at Table 1, as far as we know, Luria was the
first author of the troika to be translated into Brazil-
ian Portuguese. This was done by Paulo Bezerra, who
translated directly from Russian, and was published
in 1979. In the excerpts from the translation below,
we can see, right at the beginning of the first volume,
Luria’s grandiose presentation of his master and friend
L.S. Vygotsky: 1. “The ways of overcoming the crisis
in psychology were first formulated by the outstand-
ing Soviet psychologist Lev Semionovich Vygotsky
(1896—1934); they became the basis for the subse-
quent evolution of psychology as a science, at first in
the USSR and then beyond its borders” (Luria, 1979,
p. 5); 2. “... For Vygotsky, the main task in overcom-
ing this crisis consisted in making the higher and spe-
cifically human forms of conscious activity the object of
research and focusing on them from the point of view of
scientific analysis, causally explaining their origin and
defining the objective laws to which they are subordi-
nate” (Luria, p. 6, emphasis added); 3. “... As Vygotsky
observed, the attempt to focus on the psyche as an im-
mediate function of the brain and to look for its source
in the recesses of the brain is as futile as the attempt to
consider the psyche as a form of existence of the spirit.
The psychic life of animals arises in the process of their
activity and is a form of representation of reality, it is
carried out by the brain, but it can only be explained by
the objective laws of this representational activity. Simi-
larly, the higher forms of conscious activity, active at-
tention, arbitrary memorization and logical thinking
that are specific to man cannot be considered a natural
product of the evolution of the brain but are the result
of the specific social form of life that is characteristic
of man. In order to causally explain the higher psychic
functions of man, it is necessary to go beyond the limits
of the organism and look for their sources not in the re-
cesses of the soul or in the peculiarities of the brain, but
in the social history of mankind, in the forms of language
and social work that have been constituted throughout
the history of society and have brought to life more per-
fected types of communication and new forms of con-
scious activity” (Luria, 1979, p. 6, emphasis added).

Luria’s presentation is undoubtedly highly motivat-
ing for the reader who is looking for new insights into
the study of human behavior. Certainly, his words mo-
tivated new searches in the direction of the theorist he
was talking about. In other words, Vygotsky was already
looking for us and we undoubtedly went to meet him.

Table 1
Works by Luria, Leontiev and Vygotsky published in Brazil
(in alphabetical order by the first author’s surname)
Author/authors Title, city, publisher, date Translated from Translator
Leontiev, A.; Psychology and pedagogy — psychological bases of Not informed Rubens Eduardo Frias
Vygotsky, L.S.; learning and development; Sdo Paulo: Editora Moraes,
Luria, A.R. and 1991; 2007.
others
Leontiev, A.N. The development of the psyche. Sio Paulo: Centauro, French Rubens Eduardo Frias.
2004.
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Author/authors Title, city, publisher, date Translated from Translator

Leontiev, AN. Activity, consciousness and personality. Bauru: Russo Priscila Marques
Mireveja, 2021.

Luria, A.R. Course in general psychology (Volumes Ito IV). Riode | Russo Paulo Bezerra
Janeiro: Civilizagdo Brasileira, 1979.

Luria, A.R. Fundamentals of neuropsychology. Sdo Paulo: Edusp, | English Juarez Aranha Ricardo
1981.

Luria, A.R. Thought and language — Luria’s last lectures. Porto Russian Diana Myriam Lichtenstein
Alegre: Artes Médicas, 1987. and Mario Corso

Luria, A.R. The construction of the mind. Sdo Paulo: icone, 1992. English Marcelo Brandao Cipolla

Luria A.R. The mind and memory — a little book about a vast English Claudia Berliner
memory. Sao Paulo: Martins Fontes, 1999.

Luria, A.R. Cognitive development. Sao Paulo: icone, 2010. English Fernando Limongeli Gur-

gueira’

Luria, A.R. and
Yugovich, F.I.

Psychology and Pedagogy — psychological bases of
learning and development. Porto Alegre: Artes Médicas,
1987 (1st edition — 1985).

Not informed

José Claudio de Almeida
Abreu

Paulo, Hogrefe, 2023.

Vygotsky, L.S. Theory and method in psychology. Sdo Paulo: Martins | Spanish Claudia Berliner
Fontes, 1996.

Vygotsky, L.S. Psychological development in childhood. Sdo Paulo: Spanish Claudia Berliner
Martins Fontes, 1998.

Vygotsky, L.S. The Tragedy of Hamlet, Prince of Denmark. Sao Paulo: | Russian Paulo Bezerra
Martins Fontes, 1999.

Vygotsky, L.S. Lev S. Vygotsky: Manuscript of 1929. Campinas: SP, Russian Alexandra Marenitch
ano XXI, 2000.

Vygotsky, L.S. The construction of thought and language. Sao Paulo: | Russian Paulo Bezerra
Martins Fontes, 2001.

Vygotsky, L.S. Pedagogical psychology. Sdo Paulo: Martins Fontes, Russian Paulo Bezerra
2001.

Vygotsky, L.S. Psychology of art. Sio Paulo: Martins Fontes, 2001. Russian Paulo Bezerra

Vygotsky, L.S. Pedagogical psychology. Porto Alegre: Artmed, 2003. | Spanish Claudia Schilling

Vygotsky, L.S. Imagination and creation in childhood. Sio Paulo: Russian Zoia Prestes
Atica, 2009.

Vygotsky, L.S. Imagination and creativity in childhood. Sdo Paulo: Russian Jodo Pedro Frois
Martins Fontes, 2014.

Vygotsky, L.S. Imagination and creation in childhood. Sdo Paulo: Russian Zoia Prestes and Elizabeth
Expressdo Popular, 2018. Tunes

Vygotsky, L.S. 7 lessons by L.S. Vygotsky on the foundations of Russian Zoia Prestes, Elizabeth Tunes
pedology. Rio de Janeiro: E-Papers, 2018 and Claudia C. G. Santana

Vygotsky, L.S. Fundamentals of defectology (Tome V.: Fundamentals | Spanish Does not specify the name of
of defectology). Cascavel: PR, Edunioeste, 2019. the translators

Vygotsky, L.S. Psychology, education and development: writings by Russian Zoia Prestes and Elizabeth
L.S. Vigotski. Sdo Paulo: Expressdo Popular, 2021. Tunes

Vygotsky, L.S. Problems of defectology (Volume I). Sdo Paulo: Russian Zoia Prestes and Elizabeth
Expressao Popular, 2021. Tunes

Vygotsky, L.S. History of the development of higher mental functions. | English Solange Castro Afeche
Sdo Paulo: WMF Martins Fontes Publishing House,
2021.

Vygotsky, L.S. Liev S. Vigotski: writings on art. Bauru: Mireveja, 2022. | Russian Priscila Marques

Vygotsky, L.S. Veresk — 100-year commemorative edition. S o Carlos: | Russian Zoia Prestes; Elizabeth Tunes;
Pedro & Jodo Editores, 2023. Jader J. M. Lopes and Marta

Chaves
Vygotsky, L.S. Psychology, human development and Marxism. Sdo Russian Priscila Marques

2 Tt is not clear who translated it (Fernando Limongeli Gurgueira or the group formed by Luiz Mena Barreto, Martha Kohl de Oliveira,
Miriam M. M. de Andrade and Regina Heloisa Maciel).
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and Luria, A.R.

Author/authors Title, city, publisher, date Translated from Translator
Vygotsky, L.S. The essentials of Vygotsky. Petropolis: R], Vozes, 2024. | Russian Priscila Marques.
Vygotsky, L.S. Imagination — selected texts. Campinas: Mercado de Russian Priscila Marques
Letras, 2025.

Vygotsky, L.S. The meaning of crisis in psychology. Sao Paulo: Russian Zoia Prestes and Elizabeth
Lavrapalavra, 2025. Tunes

Vygotsky, L.S. Studies in the history of behavior: the ape, the primitive | English Loélio Lourengo de Oliveira

and the child. Porto Alegre: Artes Médicas, 1996.

Vygotsky, L.S.;
Luria, A.R. and
Leontiev, A.N.

EDUSP, 1988.3

Language, development and learning. Sio Paulo: fcone,

Not informed Maria da Penha Villalobos

Source: prepared by the authors.

Table 1 shows that between 1979 and 1989, five
works by L.S. Vygotsky — and his main collaborators —
were translated into Portuguese; between 1990 and
1999, seven; from 2000 to 2010, eight; and from 2011 to
2025, fifteen. In other words, there was a slight increase
from one decade to the next. Although the increase is not
huge, it is significant if we look at the density of trans-
lated works: there has indeed been a notable increase in
the size and importance of works translated into Portu-
guese in Brazil. These data therefore seem to point to the
fact that the beginning of the 21st century is perhaps the
period of dissemination and assimilation of cultural-his-
torical theory in Brazil.

Approximately a century after Vygotsky’s birth, we
are beginning to learn more about and assimilate the
cultural-historical psychology he created. That’s a long
time, and it certainly had the contribution of the censor-
ship imposed on the author in the Soviet Union itself,
coupled with our own weaknesses.

How did this process of disseminating his ideas take
place in Brazil? That’s what we’ll see next, by examining
the groups registered with the DGP-CNPq. First, how-
ever, it is interesting to note that, as far as we have been
able to investigate, the first Brazilian studies based on
Vygotsky’s cultural-historical theory did not take place
in the field of psychology, but in the area of chemistry
teaching. These were four papers published by an inter-
disciplinary research group working at the Federal Uni-
versity of Sdo Carlos, in the interior of the state of Sdo
Paulo (Tolentino et al, 1986; Silva et al, 1986; Rocha-
Filho et al, 1988; Tunes et al, 1989).

It is known that L.S. Vigotski’s work was silenced
in the Soviet Union for more than 20 years and, when
it began to be published again, it suffered from cuts and
interference from publishers. Although the book Michle-
nie i retch [ Thought and Speech] (Vygotsky, 1934), for
example, was first published in its entirety at the end of
1934, six months after Vygotsky’s death, this was not the
case when the same book was published in the collec-
tion Izbrannie psirrologuitcjeskie issledovania |Selected
Psychological Investigations] (Vygotsky, 1956), in
1956, 22 years later. In this volume, edited by A.N. Le-
ontiev and A.R. Luria, the text of the aforementioned
book came out with cuts and was thus republished in the

3 On these works, see Prestes (2012, p. 147—161).
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2nd Volume of Sobranie sotchineni [Collected works]
(Vygotsky, 1982), in the early 1980s, without making
the necessary corrections, 26 years later. What’s more,
Vygotsky’s important and fundamental book was only
published again uncut and according to the original ar-
chive in the early 2000s.

However, while in the Soviet Union the book suffered
occasional edits and cuts, in the West it arrived in 1962
in a shattered edition, reduced to 168 pages, published
by the Massachusetts Institute of Technology (Prestes,
2012) and it was this version that proliferated around
the world, also landing in Brazil in 1987, in an English
version, under the title Thought and Language (Vigotski,
2005). In the fact sheet for the 2005 edition, you can see
how the transliteration of the author’s surname changes:
if in the first edition it is Vygotsky, then Vygotski ap-
pears and, in the most recent edition, Vigotski. We be-
lieve that this book was not written by Vygotsky and, for
this reason, we have not included it in Table 1.

Unfortunately, it was this edition (whether in Eng-
lish or Portuguese) that initiated studies of Vygotsky’s
thought in Brazil, as well as another book which, in our
opinion, is also impossible to consider as belonging to the
thinker’s pen and, for this reason, we have also left out of
Table 1. We are referring to the book Mind in Society: the
development of higher psychological processes (Vygotsky,
1984) which, here in Brazil, came out under the title A
Jormacgdo social da mente: o desenvolvimento dos processos
psicol gicos superiores (The social formation of the mind: the
development of higher psychological processes) (Vygotsky,
1999), a collection of texts adulterated by the organizers
at the Massachusetts Institute of Technology and which,
despite numerous academic works published in Brazil in-
dicating the absurdities committed by this edition with
Vygotsky’s work, continues to circulate and still “under-
pins” monographs, dissertations and theses in our country.

We carried out a survey to see how many research
groups are active in Brazil working with cultural-his-
torical theory, specifically in the areas of education and
psychology. The survey was carried out through a series
of searches on the DGP-CNP(q’s parameterized consul-
tation page?, between June 1 and 10, 2025.

Before we go on to detail our procedure, there are
some very important considerations that directly im-
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pact any study produced with data extracted from the
DGP- CNPgq: the most important is that, although it is
our main reference for obtaining this information, the
platform has instabilities, not only because of frequent
periods of downtime, but we also found significant dis-
crepancies in the display of results when equivalent in-
put specifications were used in the search options when
carried out at a different time, even when running on
the same version of the platform. In other words, the
platform displays divergent search results depending
on when the search is carried out, so that, for example,
a particular group located using certain search criteria
is no longer found weeks later using the same param-
eters, even though it is still active. These instabilities
had already been identified by other researchers, such
as Asbahr and Oliveira (2021) and Carvalho, Silvino
and Souza (2022). In addition to these instabilities,
we found other problems with the platform, such as:
(A) the names of the group leaders could change be-
tween those that appeared in the search and those that
appeared in the group’s mirror; (B) eventually, the
search returned some groups, in smaller numbers, that
did not have the keyword searched for anywhere in
their mirror; and (C) the opposite of the previous item
also occurred, i.e. research groups that contained the
keyword in their mirror did not appear in the search.
The procedures adopted to remedy this last problem
will be discussed below.

In order to collect information on the DGP-CNPq,
we used the following specifications: in the “Consult —
Current base” section, we considered the current census,
entering the keywords — which will be discussed in the
next paragraph — in the “Search term” field and select-
ing the “Groups” option in the “Consult by” field — since
the platform also offers the option of searching by names
of researchers, leaders, lines of research, among others. In
the “Apply the search to the fields” section, we selected
the options “Group name”, “Research line name”, “Re-
search line keyword” (these three were already select-
ed by default) and “Group repercussions”, with all the
others unchecked. In our tests, checking the “Certified”
and/or “Not up to date” options in the “Status” field did
not show any differences in the results displayed, so we
opted to keep the platform’s default options. Further-
more, no additional filters were used.

The keywords used to carry out this procedure were:
(1) Vigotski; (2) Vygotski; (3) Vygotsky; (4) Vigotsky;
(5) Leontiev; (6) Luria; (7) Historical-cultural; (8) So-
cio-historical; (9) Socio-historical; (10) Activity theory;
(11) Socio-cultural; (12) Sociocultural; (13) Socio-
interactionism; (14) Socio-interactionist; (14) Socio-
constructivism; (15) Socio-constructivist; (16) So-
viet psychology; (17) Psychology and Marxism; and
(18) Marxist psychology. The keywords, with the excep-
tion of “Activity theory” and “Marxist psychology”, had
the “All words” option selected in their searches, while
the “Exact search” field was selected in the two excep-
tions mentioned.

In all the searches, we checked whether the group in
question actually worked with the chosen theoretical
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framework and, to this end, we organized the results for
each keyword into five groupings: (a) “Search”, which
represented the exact number of results for each keyword
without any filtering by area or theme; (b) “Outside the
parameters”, which included groups from areas of knowl-
edge not covered by the study, i.e. research groups that
appeared in the results, but which are not in the area of
Education or Psychology; (¢) “Excluded”, which are the
results within the areas researched which, for some reason,
appeared as a result in the search although, on their re-
spective pages, they are listed as excluded on the platform;
(d) “Withdrawn from the search”, which are the groups for
which, after verification, not enough evidence was found
to affirm that they carry out studies based on cultural-
historical theory; and finally, (e) “Selected”, which are the
groups that met the criteria, i.e. presented evidence that
they use the theoretical framework in question in their re-
search output. In this way, the sum of the results of group-
ings “b”, “c”, “d” and “e” is exactly the amount of “a”. Ex-
cept for the excluded groups incorporated into item “c”,
the other situations encountered — groups certified by the
institution, not being filled in or not updated in the last
12 months — were considered in the others.

When there were doubts as to whether certain groups
actually used cultural- historical theory, we searched for
the keywords “Cultural-historical”, “Vygotsky” and its
variations (“Vygotsky”, “Vygotski”, “Vigotsky”), “Ac-
tivity theory”, “Socio-historical” — in order to cover the
possibilities “Socio-historical” and “Socio-historical” —
in the following places, respectively: (I) Text present
in “Repercussions of the group”; (II) Name given to the
lines of research of the group evaluated; (IIT) Search in
the Lattes of the group leader; (IV) Search in the Lattes
of the deputy leader, if there is one. The keywords “His-
torical-cultural” or “Socio-historical” necessarily had to
be associated with a noun such as “Theory”, “(theoreti-
cal) reference”, “Perspective”, “Psychology” etc. If they
were associated with nouns such as “context”, “subject”,
“diversity” or any other term not analogous to those al-
ready mentioned, this search was disregarded and the
order listed above was continued. If there were any
doubts and/or exclusive use of broader terms, such as
“socio-historical”, “socio- interactionism”, “socio-con-
structivism” — which do not necessarily indicate a link
with cultural-historical theory, as they could be linked
to authors from other theoretical frameworks -, it was
also checked whether Vygotsky or any of his closest col-
laborators (Aleksei Leontiev, Aleksandr Luria, Daniil
Elkonin, among others) had appeared as a bibliographi-
cal reference in at least 2 texts among the articles in sci-
entific journals published recently by the group leader
(and vice-leader, respectively).

Based on the criteria listed above, we arrived at the
following results:

Some research groups were displayed under more
than one keyword, so the final number does not cor-
respond to the simple sum of the “Selected” column in
Table 1. The total number of research groups we ob-
tained from this methodological procedure was 138, of
which 103 were in the field of Education and 35 in Psy-
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Table 2
Incidence by category of each keyword
Key words Search Outside the parameters Excluded | Removed from search Selected

Vygotsky 25 4 - - 21
Vygotski 3 1 1 - 1
Vygotsky 15 4 - 1 10
Vygotsky 2 - - 2
Leontiev 13 3 - 1 9
Luria 17 12 1 - 4
Historical-cultural 148 25 2 15 106
Socio-historical 70 43 - 10 17
Socio-historical 52 28 - 17 7
Activity theory 24 6 - 2 16
Socio-cultural 31 25 - 5 1
Sociocultural 116 74 - 36 6
Socio-interactionism 1 1 - - -
Socio-interactionist 1 1 - - -
Socio-constructivism 2 1 - 1 -
Socio-constructivist - - - -
Soviet psychology - - - - -
Psychology and Marxism 6 1 - - 4
Marxist psychology 2 - - 1 1

Source: prepared by the authors.

chology.However, as we mentioned earlier, we found
that the platform has a problem: certain groups are not
displayed as a result, even though they contain a key-
word in their mirror according to the selected criteria.
To alleviate this problem, we compared our data with
the inventory of Brazilian research groups in cultural-
historical theory, made by Asbahr and Oliveira (2021),
with data obtained in 2018, and searched DGP-CNPq
directly for the names of the missing research groups,
in order to confirm which of them were still active or
not, following the same selection criteria adopted for
the previous groups, especially the delimitations of area
of knowledge, given that the aforementioned inventory
does not restrict them. With this strategy, we found 16
groups that should have been displayed in the previous
searches — due to the problems with the platform itself
already mentioned — of which 11 are from Education
and 5 from Psychology, totaling 154 groups, of which
114 are from the Education sphere (74,03%) and 40
from the Psychology sphere (25,97%).

Results

As previously mentioned, in order to present an over-
view of Brazilian research groups that study or establish
a dialogue with authors of cultural-historical theory,
a survey was carried out on the CNPq platform, more
specifically, in the Directory of Research Groups. It is
important to note that the data obtained in the previous
section does not correspond exactly to reality, as not all
groups are registered on the platform. There are higher
education institutions, especially private ones, which do
not require their researchers to register. Therefore, the
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scenario we present corresponds to what we found on
the CNPq Platform and we emphasize that we are cer-
tain that the number of groups studying or carrying out
research related to cultural-historical theory in Brazil
could be much higher.

The survey showed that of the total of 154 groups
found according to the descriptors chosen, 140 groups
(90,9%) are in public educational institutions and 14
(9,1%) in private institutions. This data shows the im-
portance that public educational institutions attach to
recording activities carried out by groups of their re-
searchers.

Another significant finding is the greater presence
of groups in the field of Education. Of the total of
154 groups identified on the Platform, according to the
search keywords and eliminating the groups that show
no evidence of working with the theory, it was found
that 114 (74%) are concentrated in the field of Educa-
tion and 40 (26%) in the field of Psychology. This data
provokes a reflection related mainly to Vygotsky’s in-
tellectual production, since it is known that, although
he joined the tasks of the field of education after the
Russian Socialist Revolution of 1917, his studies con-
centrated on investigations into the development of
human psychological processes, revolutionizing the
field of psychology, which was steeped in a biological
and deterministic view. From the survey data we can
see that, in Brazil, his studies are much more present in
research linked to the field of education.

Another important fact revealed by the survey is
the regional location of these groups. Brazil is divided
into 26 states and the Federal District, where the coun-
try’s capital is located. When analyzing the data from
the survey, it can be seen that of the total (154), most
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research groups are in the Southeast (65/42,21%) and
South (27/17,53%) regions, with the state of Sao Paulo
concentrating the majority (38/24,68%), followed by
Minas Gerais (17/11,04%). There is a certain coherence
in this data, as the Southeast has historically been the
main center of economic and social development in Bra-
zil, attracting greater investment in education, research
and culture.

Boirorckuii’s surname has been spelled in different ways
since his works landed in Brazil. From the survey data, it
can be seen that the transliteration most used by the groups
is Vigotski (21), although the English transliteration (Vy-
gotsky) still appears with some occurrence (10).

It is worth highlighting a fact identified by the sur-
vey, which shows changes in the name of the theory de-
veloped by Vygotsky. It is still possible to see that there
are groups that use the names socio-historical (17) and
socio-cultural (7), but the vast majority name the theory
correctly — cultural-historical (107). In addition, the
survey shows that the terms socio-interactionism, socio-
interactionist, socio-constructivism and socio-construc-
tivist do not appear among the research groups.
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