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Introduction

The present work comprises two interre-
lated papers. Communication 1. Activity Ap-
proach in Teacher Education considers the 
project Modernisation of Teacher Training in 
Russia (2014—2017). It describes the rea-
sons and grounds for the project, the theoreti-
cal content of a new model of teacher training 
based on the activity approach in psychol-
ogy. The model was developed and tested 
during the implementation of the project. 
Communication 2. Proposals for the Develop-
ment of Teacher Education in Russia covers 
the results of the modernisation project, its 
unresolved issues and suggestions for the 
current stage of the development of teacher 
education. The content of Communication 1 
has been detailed in the author’s earlier pub-
lications [12; 13; 14; 15]. The present work 
provides some insights into the theoretical 
approach developed by the author on the 
basis of Communication 1. Communication 
2 involves a description of the most urgent 
problems facing teacher education today, 
which were not resolved within the framework 
of the modernisation project (2014-2017), as 
well as the author’s point of view on the most 
important areas for the further development of 
teacher education.

Communication 1. Activity 
Approach in Teacher Training

Project for the Modernisation
of Teacher Education (2014—2017) —
Reasons and grounds for the project
The reform of teacher education in Rus-

sia, which began in 2014 and continued until 
2017, can be seen as among the most radi-
cal attempts to change the teacher training 
system during the entire post-Soviet period.

The objective grounds for the project for 
the modernisation of teacher training include 
the observed inconsistency between the 
requirements of the new standards of gen-
eral education approved in 2010 and the 
competences developed in teacher training 
programmes, which have not fundamentally 
changed for several decades.

At some point, it became clear that the 
graduates of such programmes would be 
incapable of implementing either the require-
ments of the new Federal State Educational 
Standards (hereinafter FSES) [21] or those 
stated in the more recent Professional 
Teaching Standards (2013) [24], which are 
considered (by their authors) as comprising 
a model for the professional activity of teach-
ers aimed at achieving the goals defined in 
the FSES.

ведение в соответствие ее результатов с требованиями стандарта про-
фессиональной деятельности педагога и федеральных государственных 
образовательных стандартов (ФГОС) общего образования (standard 
driven reform). Представлено теоретическое содержание новой модели 
подготовки педагогов, разработанной и апробированной в ходе реа-
лизации проекта, основанной на деятельностном подходе. Показаны 
нерешенные проблемы в подготовке педагогических кадров и сформу-
лированы предложения к следующему этапу развития педагогического 
образования.

Ключевые слова: педагогическое образование, деятельностный под-
ход, учитель, подготовка учителя, профессиональный стандарт, Феде-
ральный государственный образовательный стандарт, профессиональ-
ный экзамен.
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In our opinion, the main content of the 
modernisation project (2014—2017) con-
sisted in resolving this contradiction between 
the new requirements for teachers and the 
outdated system for their training, both in 
terms of graduates’ educational results and 
the approaches enshrined in programmes 
for their professional formation.

Subjective reasons for the dissatisfac-
tion with the quality of teacher education 
on the part of the expert community and to 
some extent reflected in public discourses, 
which contributed to the launch of the mod-
ernisation project, include: a lack of stable 
positive dynamics in international educa-
tion assessment; double negative selection 
affecting routes to the teaching profession 
and a decline in the social prestige of teach-
ers; complaints from school administrators 
concerning the insufficient practical training 
of graduate teachers; a low graduate em-
ployment level in schools combined with a 
high dropout rate of young teachers due to 
insufficient preparation for independent pro-
fessional activity and lack of postgraduate 
support [12].

While some of these reasons are directly 
related to the actual state of teacher educa-
tion, most are concerned with problems as-
sociated with professional activity and the 
education system as a whole. However, as 
with the “pedagogisation” of social prob-
lems, i.e., attributing responsibility for many 
social problems to deficiencies in the quality 
of education, there is a tendency within the 
education system itself to shift responsibility 
by identifying a “universal scapegoat” in the 
guise of teacher training quality.

The immediate reason for launching 
the project to modernise teacher education 
was the “failure” of pedagogical universities 
identified in the first monitoring of the effec-
tiveness of universities conducted in Russia 
(2014). Even taking into account reserva-
tions about the imperfect methodology used 
for assessing efficiency, this identified failure 
was more significant among pedagogical 

universities than other higher education in-
stitutions. These results added to the inner 
conviction of officials that this failure was not 
accidental, but to be expected since reflect-
ing the extreme archaism of pedagogical uni-
versities, not only in terms of the quality of 
their teacher training programmes, but also 
as a sector of Russian higher education in 
general.

One approach, considered as an effec-
tive means of increasing the efficiency of 
such universities and actively used during 
this period, took the form of partnering “inef-
fective” universities with “effective” ones. In 
the context of teacher education, this strate-
gy has already been partially tested through 
the merging of pedagogical institutes with 
traditional universities (for example, when 
organising a number of federal universities). 
The main objections of some experts (which 
were fortunately taken into account by the 
management system) identified the impos-
sibility of resolving problems affecting this 
segment through the “relocation” of teacher 
education alone. According to these critics, 
a more effective solution consisted not so 
much in a rearrangement of the “cubes” — 
i.e., reorganisation — but rather in the need 
to address a long-standing need to improve 
the quality of education taking place in them 
— i.e., modernisation. In addition, the data 
available at that time indicated the emer-
gence of additional problems in the affili-
ated pedagogical universities rather than an 
improvement in the quality of teacher train-
ing carried out in them. Thus, for example, 
a large traditional university showed less 
interest in improving the quality of teacher 
education or in interacting with the general 
education system as a whole. Mergers were 
often accompanied by a reallocation of hu-
man resources to ensure the implementation 
of teacher training programmes in favour 
of classical subject departments; the elimi-
nation of duplication in practice led to the 
“survival” of staff working in classic univer-
sity departments, who may have been far 
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from the best in terms of quality. While there 
were certainly examples of more optimal re-
organisation, they did not refute the general 
conclusion that such reorganisation is not a 
universal and effective means of improving 
the quality of teacher training programmes.

Project for the Modernisation
of Teacher Education (2014—2017) —
Search for new content.
Professionalisation
The initial methodological grounds for 

the project [15; 16] involved identifying the 
appropriate primary teacher training subject 
matter for effectively implementing profes-
sional standard requirements to form not 
only subject-, but also metacognitive- and 
personal educational outcomes in students.

Traditionally, such content refers to a 
historically established set of academic 
disciplines, including disciplines of subject-, 
general pedagogical-, methodological- and 
psychological training of teachers. How-
ever, the result of teacher education based 
on such educational content did not cre-
ate an obvious opportunity for teachers to 
fully implement the new requirements of the 
FSES for General Education or to perform 
the professional actions necessary for this 
as described in the professional standards 
for teachers.

As a rule, traditional approaches for im-
proving this model involved strengthening 
one or another component (from subject to 
psychological) or changing the balance be-
tween theoretical courses and the volume of 
fieldwork with students. Having already been 
used in previous approaches to improving 
teacher education [23], this fits well into the 
general conceptual framework based on the 
hypothesis that mastering a particular set 
of predominantly theoretical disciplines with 
their subsequent illustration exemplification in 
practice can effectively prepare a future spe-
cialist for independent professional activity. 

In essence, this highly successful model 
of higher education [12], which appeared in 

the middle of the 17th century in the context 
of specific socio-economic circumstances 
applying at that time in Europe, was for sev-
eral centuries practically the only possible 
approach, displacing all previous forms of 
obtaining professional education (built on 
the “master—apprentice” pattern). In the 
field of teacher education, the approach 
was characterised by the transition from 
teacher training directly placed on the basis 
of schools, which acted as an analogue of 
modern clinical settings and reference sam-
ples for teaching activity (“normal schools 
/ ecole normale”), to training carried out at 
universities. This process was accompanied 
by gradual recognition of teaching as a pro-
fessional activity — that is, a complex area, 
requiring a significant amount of practical 
skills as well as knowledge, and not only in 
teaching a subject but also in pedagogical 
theory, child psychology and an understand-
ing of age-related development capabilities, 
as well as in humanities. The increasing 
complexity of the goals of general education 
and the transition from the task of “eliminat-
ing illiteracy” to those involved in obtaining a 
systematic and fully-fledged education con-
tributed to an expansion and deepening of 
the knowledge in various fields considered 
necessary for this purpose and its integration 
into teacher training programmes. However, 
in our opinion, the success of this model can 
be questioned on the basis of two fundamen-
tally different objections.

Within this model, the professional de-
velopment of a future specialist is associ-
ated, first of all, with the development of 
the content of academic disciplines and the 
“advancement” of the student through the 
list of the courses defined in the curriculum 
programme. Neither objectively (in terms of 
the design of the programme itself) nor sub-
jectively (for the majority of students enrolled 
in it) can professional tasks be adequately 
defined in terms of preparation for them by 
a student at one or another “point” within the 
programme.
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Despite such programmes being norma-
tively referred to as “basic professional edu-
cational programmes”, they objectively turn 
out to be more like basic “educational and 
professional programmes” or simply “educa-
tional programmes”. In relation to the con-
sidered area, this conclusion is confirmed by 
the lack of assignment of professional quali-
fications. Graduates of such programmes 
receive not a teacher’s qualification, but a 
bachelor’s qualification in Pedagogical Edu-
cation (PE) with the options Psycho-Ped-
agogical Education (PPE) and Secondary 
Professional Education (SPE) [21; 22].

In subjective terms, students fail to 
understand why they study numerous dis-
ciplines (mainly of the general pedagogi-
cal cycle) and struggle to determine the 
connection between those disciplines and 
the subject of their future professional ac-
tivity. This leads to a crisis of educational 
motivation for a significant part of students 
[25], who reasonably expect that, unlike 
their previous experience in school, a long-
awaited connection between the content of 
their learning and subsequent activity (in 
this case, professional) will be realised as 
a result of having entered higher educa-
tion professional programmes. However, 
when studying numerous disciplines that 
subjectively have a very distant relationship 
to anticipated future teaching activity, this 
connection remains obscure.

The second group of difficulties in this 
model of higher education is associated 
with the lack of a single criterion for assess-
ing the extent to which training programmes 
constructed on the basis of “knowledge” ad-
equately prepare their graduates for future 
professional activity. With this approach, it 
remains unclear how grades in Educational 
Psychology or Theory of Learning courses 
are related to the actual level of prepara-
tion of a graduate for professional activity. In 
fact, the propagation of programmes based 
on the disciplinary approach can testify for-
mally and more or less confidently about 

the knowledge of graduates, but only very 
indirectly and approximately concerning 
their professional readiness for work. This is 
confirmed by both international studies (for 
example, TALIS) (17) and national surveys 
of school principals [1; 2], which actually say 
the same thing: graduates come to school 
with good subject and theoretical training, 
but are not sufficiently prepared for the ac-
tivity of teaching itself, which most often be-
comes the reason for quitting the profession 
(especially in the absence of institutionalised 
forms of support, such as mentoring and 
postgraduate support).

The problem of insufficient profession-
alisation of teacher training programmes 
based on the disciplinary (knowledge) ap-
proach does not arise due to knowledge not 
being required in the future profession or the 
assumption that it is quite possible to limit 
oneself to a certain set of practical teaching 
techniques. On the contrary, when recognis-
ing teaching activity as a professional activ-
ity (as opposed to an occupation), it must 
be simultaneously understood that this very 
professional status is based on the large 
amount of accrued professional (including 
interdisciplinary) knowledge that is unique 
and specific only to this profession. Howev-
er, mastering this knowledge irrelatively with 
the future activity, i.e., not as tools for this 
activity but as an end in itself, not only leads 
to a crisis of educational motivation, but in 
fact does not allow this to be mastered at all.

When speaking about the acquisition 
of any knowledge, including professional 
knowledge, it is necessary to determine 
at what level it has been mastered: at the 
level of formally memorised definitions that 
are forgotten immediately after the exam, at 
the level of templated approaches for imple-
menting a limited set of routine practical ac-
tions, or at a meaningful level that involves 
professional actions, with consideration to 
various individual characteristics of stu-
dents and social contexts of their learning 
based on deep theoretical knowledge. In 
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terms of the cultural-historical approach [3], 
the problem is not so much that there is too 
little practice in traditional teacher training 
programmes, but conversely that they of-
fer too little theory, in the sense that most 
graduates of such programmes do not mas-
ter professional knowledge at the level of 
concepts, but rather at the level of pseudo-
concepts or complexes [43].

The prevalence of the knowledge/dis-
ciplinary approach leads in practice to the 
absence of uniform criteria in assessing the 
professional training of graduates of differ-
ent programmes, which in general seems 
quite acceptable for as long as there is no 
unified normative understanding of how 
such a professional activity should be car-
ried out in this activity area. Indeed, if there 
is no common understanding of what is con-
sidered to be “good teaching”, then there 
is consequently no need for a common 
approach for assessing the professional 
skills of future teachers. However, if such 
an understanding arises and is normatively 
consolidated, it then becomes necessary 
to understand to what extent this or that 
teacher education programme was able 
to equip its graduates with a certain set of 
knowledge and to ensure their readiness for 
professional activity in accordance with the 
requirements enshrined in the regulatory 
document. This is exactly what happened 
following the approval of the teacher’s pro-
fessional standards, which normatively fixed 
the requirements for professional activity 
aimed at achieving the educational goals 
of the FSES for General Education, thereby 
serving as the basis for building a unified 
content of teacher training and assessing a 
teacher’s readiness for independent profes-
sional activity.

The above considerations show the im-
possibility of fully implementing the addition-
al complexity of the FSES aims and model 
requirements for the professional activity 
(Professional Standards) of teachers aimed 
at achieving these goals through merely 

“cosmetic” changes in the existing system of 
disciplinary training of future teachers. Such 
aims and requirements require a much more 
radical transition from a knowledge-based 
model of teacher education to one based on 
professional development.

Despite the distinctive character of teach-
er training, the need for its transformation to-
wards preparation for professional activity is 
not unique. Similar processes have occurred 
at the same time and even earlier — for ex-
ample, in medical and technological higher 
education segments. One of the most strik-
ing examples of this consists in the develop-
ment of a new approach to engineering edu-
cation undertaken by a number of leading 
European and American universities. The 
Conceive Design Implement Operate (CDIO) 
standard is based on mastering the com-
plete production cycle of engineering goods / 
projects (from concept to implementation) as 
an activity content that structures the entire 
process of training a future engineer (10).

Project for the Modernisation
of Teacher Education (2014—2017) — 
Professional activity of a teacher.
Standard. Professional thinking
of a teacher
When considering the professionalisation 

of teacher education and the transition from 
the knowledge (disciplinary) content of teacher 
training programmes to professionally oriented 
content (aimed at preparing for teaching), it 
should be noted that teaching activity can be 
implemented across an extremely wide variety 
of approaches, ranging from what would be 
more accurately described as an occupation 
to a self-motivated professional activity, which 
can be extremely complex in terms of its goals 
and structure. 

Thus, the ongoing discussion about 
whether teaching is actually a simple occu-
pation or conversely one of the most chal-
lenging professions is fueled by the wide 
range of possible forms teaching activity can 
take.
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Moreover, the ease with which any per-
son having completed higher (nonpedagogi-
cal) education or even a student may enter 
teaching due to a specific socio-economic 
context (e.g., a shortage of teaching staff 
and the impossibility of quickly filling a gap 
with standard programmes for teacher train-
ing) reflects the implicit idea of the teaching 
profession as an occupation available to any 
normal adult. Nobody generally entertains 
the idea that an adult representative of any 
profession — for example, a musician — can 
be admitted to the construction of a com-
plex engineering structure — for example, a 
bridge — without any verification of his/her 
professional competence in bridge construc-
tion. At the same time, the generally accept-
able converse idea about the possibility of a 
minimum barrier (or its complete absence) 
for entering the teaching profession indicates 
two important views about this profession.

Firstly, this represents a view of the 
teaching profession as relatively simple and 
not requiring any significant knowledge in 
terms of complexity or volume that would 
imply long-term, deep mastering of highly 
sophisticated programmes.

Secondly, this view suggests the excep-
tionally wide potential repertoire of a teach-
er’s activity, including at a simple level in the 
absence of a normatively established means 
of implementing such activity (for example, 
similar to protocols and clinical guidelines 
governing the activities of doctors) given 
delayed feedback between the activity itself 
and its results (in the form of student learning 
outcomes).

Due to the almost immediate manifes-
tion of errors in the professional activities of 
a doctor or civil engineer revealing the in-
competence of the individual specialist who 
committed them, specialists who are not 
adequately prepared are not admitted to the 
profession.

Conversely, an unprepared person can 
be admitted to the teaching profession due 
to the delayed results of teaching outcomes 

(above all, the results of “complex learning”: 
mastering of ideas and concepts, develop-
ment of thinking) and the lack of clearly 
documented implementation norms by the 
professional community or state.

However, the transition from relatively 
simple educational goals — reading, writing 
and arithmetic — to more complex education-
al goals (formation of scientific concepts and 
worldview, development and socialisation) 
inevitably complicates the content and tasks 
of teaching activity, limiting the profession to 
those persons who have received special, 
long-term training and mastered the neces-
sary professional competencies for this activ-
ity (including theoretical knowledge).

As part of the parallel process of the 
“selection” of approaches for implement-
ing such a complex teaching activity, some 
simple and routine methods of “broadcast-
ing” teaching are rejected as not obviously 
corresponding to the new and more complex 
goals of education. This generally leads to 
a narrowing of the initially wide range of so-
cially acceptable teaching methods.

The final stage of such a “selection” and 
evolution of professional activity is formed by 
the development of professional activity stan-
dards. Professional standards translate an 
agreed vision of what a professional activity 
should be into a normative field, i.e. describing 
this activity as a normative requirement for all 
teachers or providing an example of best prac-
tices that are actually available to a minority of 
specialists but considered to be a guideline for 
the professional development of all.

The normative role of the professional 
standard of the teacher’s activity (as a strict 
normative requirement for any teacher or as 
a “soft” guideline for professional develop-
ment) is to significantly limit the possibilities 
for the exceptionally wide range of teaching 
activity that existed prior to its introduction.

Being derivative of the educational goals 
set by the FSES for General Education, the 
standards of professional activity become 
not so much a “recipe” for constructing 
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teaching activity for any teacher but rather 
a generalised model for such activity, thus 
providing significant opportunities for their 
creative implementation (which are, how-
ever, much narrower than in the absence of 
such a model).

At the same time, these standards form a 
basis for constructing the professional con-
tent of training programmes [36], describing, 
in contrast to the traditional (disciplinary) 
approach, not what knowledge graduates 
should master, but rather what professional 
problems they should learn to solve within 
the framework of their future activity, what 
professional practices they must master and 
what theoretical knowledge and practical 
skills they need to develop in order of reach-
ing this goal.

Finally, the standard of professional activi-
ty serves as the basis for building a system for 
assessing the extent to which graduates have 
been adequately prepared for professional 
activity. Opportunities for building a unified 
and objective system for assessing graduates 
on a universal activity basis (for example, in 
the form of a professional or demonstration 
exam or a portfolio filled in not by a univer-
sity teacher, but by experienced mentors on 
practical bases) arise due to the system being 
regulated by the same professional standard 
as the generalised model of teachers’ activity 
that ensures the tasks of the FSES.

Project for the Modernisation
of Teacher Education (2014—2017) —
Technologies for realising the activity
approach.
Professionally-oriented modules
as educational units of the activity
approach
The Decree of the President of the Rus-

sian Federation [20] and the corresponding 
Order of the Government of the Russian 
Federation [9] became the normative basis 
for the project initiation.

The main focus of the modernisation of 
teacher education consists in the transition 

from a knowledge-based (disciplinary) para-
digm to one based on acqusition of the con-
tent of future professional activity.

Although the educational results of grad-
uates of the modernised programmes must 
meet the requirements of the professional 
standards for teachers, these requirements 
do not automatically and unambiguously de-
termine the content of education; still less, 
the approach to organising the educational 
activity of students in when assimilating this 
content.

The method developed for achieving this 
goal within the framework of the Project for 
the Modernisation of Teacher Education 
(new results that meet the requirements of 
the professional standards) can be described 
as an activity-based approach to developing 
teacher training programmes.

At the same time, the content of educa-
tional programmes involves not so much 
the study of a set of academic disciplines, 
i.e., knowledge that will be in demand in 
future professional activity, but also mas-
tering (within the educational programme) 
the professional activity itself, including the 
necessary knowledge as a component of 
professional tools for the acquired activity. 
Analogically to V. V. Davydov’s view [6; 7; 
8], the notion of the Professionally Oriented 
Module represents a conceptual “cell” of 
such an activity programme, which plays the 
role of the primary educational unit within the 
framework of the approach under develop-
ment.

The term “module” has already existed in 
the normative field for a long time, appear-
ing almost simultaneously with the transition 
to the two-tier higher education system that 
followed Russia’s ratification of the Bologna 
Agreement [22]. Although, following its mi-
gration from foreign normative documents 
to Russian standards and then to curricula, 
the term firmly “settled” in numerous docu-
ments as a possible alternative to the term 
“academic discipline” this had no influence 
either on the curricula themselves, or on the 
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content of the preparation process. In most 
cases, it was assumed in a form of attribution 
of a number of disciplines similar in name or 
close to the subject matter to some formal 
unity, replacing the previous term “cycle”, 
which had been in use for decades. It is im-
portant to note that in the above described 
meaning of the term “module”, there is no 
question of any change in the contents of the 
academic disciplines themselves (formally 
included in the module) or the technology 
of mastering them. Thus, a “module” com-
prises an element of the same disciplinary 
curriculum, but one that has a larger external 
structure. Conversely, an actual transition 
to the construction of teacher training pro-
grammes based on the activity approach 
would presuppose a different way of forming 
the very structure and educational content of 
the module [15; 16]. If comprising the main 
educational unit of such programmes, a pro-
fessionally oriented module is responsible 
for the formation of readiness and ability to 
perform professional actions aimed at solv-
ing a certain typical professional task, whose 
content is mastered by future teachers in 
the process of studying such a module. It 
is clear that this goal cannot be achieved 
solely by combining various exclusively 
theoretical sections necessary for mastering 
professional actions. Moreover, if limited to 
the university classroom, it is impossible to 
master the labour and professional activity 
function within the framework of the module. 
Such modules should be supplemented with 
a hefty dose of practice, not so much to illus-
trate the theory, but to pose the problem of 
the implementation of a professional action 
(“professional probe”), work out its method 
components in a special laboratory and 
educational environment (practicum) and 
master the professional actions themselves 
in interconnection with “tacit” knowledge of 
experienced teachers on a fieldwork (in a 
real educational organisation). 

Thus, each module turns out to be an 
integrated practical-theoretical unit aimed at 

the formation of a certain set of professional 
actions that correspond to the Professional 
Standards for Teachers. The educational 
content of the module should include the 
contents of those theoretical disciplines or 
their sections, which together provide an op-
portunity to form the knowledge, skills and 
professional actions related to the imple-
mentation of a specific labour function (or 
functions) of a future teacher.

In other words, a professionally oriented 
module is a model for solving a typical pro-
fessional problem, but at the same time it is 
a way of mastering the professional activity 
itself through this model in all the variety of 
its actual or possible conditions of execution.

At its first stage, the study of the module’s 
content starts from performing the profes-
sional actions which are necessary for fulfil-
ment of a typical professional task modelled 
in this very unit of the program (module). This 
student teacher individual attempt to execute 
a certain professional action (“professional 
probe”) which is usually unsuccessful nev-
ertheless leads to problematisation and for-
mulating theoretical and methods questions 
which need to be solved on further stages of 
acquisition of module’s content.

At the second stage of mastering the 
module (while solving the posed pedagogi-
cal problems), students cope with the theo-
retical content presented by a complex of 
different sections or academic disciplines, 
but interconnected by the common basis 
of a professional action or actions requir-
ing knowledge of this content. At the same 
time, it is important that the study of the 
theoretical part of the module organised in 
this way should be involve the maximum 
active independent work of the students 
themselves (including in group formats). In 
this way, the theoretical content of the mod-
ule is studied as a search for answers to the 
questions posed at the first stage of studying 
the module (stage of introductory training) in 
the form of searching for solutions to specific 
pedagogical problems and tasks formulated 
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following its completion, thus creating condi-
tions for a meaningful attitude on the part of 
the students towards the studied theoretical 
material. In our opinion, such an approach 
allows one of the main drawbacks of most 
existing teacher training programmes — the 
lack of connection between the studied theo-
retical material and the content of future pro-
fessional activity — to be overcome.

At the third stage of the study, the module 
involves drilling the necessary techniques, 
methods and tools — that is, employing 
specific approaches to implementing the 
mastered professional actions in a special 
teaching environment (practicum, labora-
tory). This stage is aimed, in essence, at the 
initial modelling of a professional action, i.e., 
at its study and assimilation in a model or 
possible situation (in this sense, simplified in 
comparison with the real one).

Finally, at the next (fourth) stage of the 
module study, the mastered professional ac-
tions are tested in the real school settings, 
which acts as a necessary and obligatory 
component of the module (“clinical practical 
base” of the module) with special supervi-
sion by an experienced school mentor. The 
purpose of this stage (training) is to anal-
yse the mastery of professional actions by 
students in a real educational environment, 
control the correctness of its implementation 
and assess its development.

The differences between the implementa-
tion of the mastered professional actions in a 
model situation of practicum [46] and under 
real conditions (in a clinical setting) (in par-
ticular, the failure or ineffectiveness of such 
actions in the settings of a real educational 
organisation and real students) constitute 
the main content of the fifth stage of the stud-
ied module, which comprises psychological 
and pedagogical action research aimed at 
analysing the causes and difficulties in the 
implementation of mastered professional ac-
tions and consequent formation of research 
competences in future teachers (alongside 
with paradigm of a practitioner-researcher).

This type of psychological and pedagog-
ical research, which is aimed not so much 
at obtaining new scientific data (academic 
research) as solving a specific pedagogi-
cal problem in the classroom, as well as 
developing professional actions based on 
the scientific method and formed research 
competences, becomes a new type of sci-
entific research (action research) [47; 48] 
carried out by students within the frame-
work of teacher training programmes. As 
such, it comprises an important mechanism 
for combining theory and practice within a 
single integrated unit of the educational pro-
gramme (Table 1). Finally, the reflexive sec-
tion, which completes this module stage, is 
generally aimed at overcoming the possible 
risk of “paraprofessionalism” and “natural 
type” of teacher actions acquisition as the 
only way of their performing which was in-
troduced to them in the particular clinical 
setting.

Discussion about the conditions and 
methods of their professional actions with 
other students and their supervisor allows 
the students not only to “appropriate” those 
actions, but to understand them in the space 
of possible conditions of their further imple-
mentation — that is, to perform theoretical, 
professional and ideological generalisations.

The construction and discussion of 
various possible situations in the classroom 
related to modelling and the possible trans-
formation of mastered professional actions 
in response to changed conditions for their 
implementation creates prerequisites for 
implementing the concept of a reflective 
teacher (D. Shon) [31] and ensuring the key 
competence of professional education,-the 
ability to transform and develop mastered 
professional actions.

In this way, the main directions of mod-
ernisation of teacher training programmes 
within the framework of improving their 
structure are associated with the transi-
tion to the modular principle of programme 
development (with the inclusion of edu-
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cational and introductory training, as well 
as research work in each module), which 
assumes that the contents and goals of 
each module are aimed at mastering the 
appropriate professional actions (labour 
functions) interconnected with the Profes-
sional Standards for Teachers.

The implementation of this approach 
involves a significant revision of the role 
played by the practical setting and experi-
enced mentors, who are carriers of unique 
and poorly formalised components of peda-
gogical knowledge (tacit knowledge) in the 
formation of professional competences 
mastered by students. Thus, the school be-
comes an equal partner of the university in 
the design and implementation of an educa-
tional programme for future teachers, being 
transformed from the usual setting for illus-
trating a theory into a source of indepen-
dent and important knowledge and samples 

of mastered professional actions — that is, 
into a “clinical setting” (such a methodical 
approach to training teachers resembles 
the clinical method in the medical training). 
Such a model of interactivity between the 
university and the school (school-university 
partnership) [46; 53] is characterised by a 
significant increase in the volume of prac-
tice (up to 60—80 single credits) (in bach-
elor’s programmes), of which 30—40 single 
credits are included in the form of thematic 
problem-oriented practices specified by 
the content of modules-blocks of distrib-
uted practice (years 1—3 of bachelor’s pro-
grammes) necessary for the complete mas-
tery of professional actions, while at least 
30 single credits are assigned for long-term 
complex practice (internship) in the 4th year 
of bachelor’s programmes aimed at master-
ing a holistic professional activity in accor-
dance with the objectives of the programme 

TABLE 1
Structure of the training module and stages of its study

Stage no. Stage name Learning content
Stage 1 Professional 

probe
Demonstration of sample professional actions, united by one 
or more labour functions. Professional probes. Attempts to 
independently fulfil professional tasks. Formation of a list of 
pedagogical problems and tasks.

Stage 2 Theoretical

Practicum

Studying the theoretical material of the module as an approach 
for solving pedagogical problems and tasks. Formation of 
approaches for performing professional actions (instrumental 
aspect). Development of specific approaches to professional ac-
tions in the educational and laboratory environment (practicum).

Stage 3 Practical train-
ing

Performing professional actions in a clinical setting (real educa-
tional organisation) under supervision.

Stage 4 Students’ action 
research

Analysis of the effectiveness and difficulties in performing 
professional actions. Organisation of mini-studies aimed at ana-
lysing the causes of inefficiency and difficulties in professional 
activity; construction of a new professional action.

Stage 5 Reflection Organisation of reflection (group, individual) of their actions, 
taking into account the results of research work. Formation of a 
generalised approach to professional actions (understanding the 
implementation of professional actions in the space of possible 
changes in conditions of their realisation).
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at one of the clinical settings organised on 
the principles of supervised school-universi-
ty partnership (Fig. 1).

It is not possible to implement require-
ments aimed at intensifying practical train-
ing associated with the development of 
standard professional actions/techniques 
(stage 3) and the formation of a broad ca-
pability to build effective professional ac-
tions under conditions of uncertainty and 
the emergence of new conditions for their 
implementation without changing the role, 
location and content of the research train-
ing of future teachers (stages 4, 5).

The described intensification of the re-
search training of a future teacher is closely 
related to the attempt to implement para-
digms of “practitioner researcher” [27] and 
“reflective practitioner” approaches [30; 31].

The problems arising in the implementa-
tion of the professional actions of a future 
teacher lead to the need for his/her built-in 
scientific action research as a necessary 
stage and mechanism for research-based 
way of restructuring of professional teacher 
actions. In this way, a reflective practitioner 
capable of self-development, the develop-
ment of professional actions in response to 
problems and changing conditions of their 
implementation, turns out, first of all, to be 
a practitioner-researcher [47], carrying out 
such a restructuring based not on trial and 
error, but according to the scientific method, 
including the ability to conduct a scientific 
analysis of the collected data, formulate a 
hypothesis about the cause of difficulties 
and develop a new, more perfect profes-
sional action.

Fig. 1. Practices including distributed practice in modules and long-term internship



17

Margolis A.A.
Activity Approach in Teacher Education

Psychological Science and Education. 2021. Vol. 26, no. 3

Communication 2. Results 
of the Project  for the Modernisation 
of Teacher Education (2014—2017) 

and Recommendations 
for the Development of Teacher 

Education in Russia

Project for the Modernisation
of Teacher Education (2014—2017) —
Assessing the activity approach
The new model of teacher education was 

tested within the framework of a comprehen-
sive project (2014—2017) involving the partic-
ipation of 65 universities of all types (from ped-
agogical to research) that train teaching staff 
[16]. The total number of students enrolled in 
the teacher education programmes accounts 
for 59% of the total number of students in this 
direction in all universities of Russia.

The geography of the project was repre-
sented by 51 out of the total 85 Subjects of 
the Russian Federation.

The evaluation technology required the 
widespread use of network interactivity of par-
ticipants, both at the level of 13 universities re-
sponsible for the development of programmes 

for a particular profile of teachers, as well as 
at other universities involved in such develop-
ment and testing of modernised programmes, 
and between universities and schools within 
the framework of the developed model of 
school-university partnership and joint imple-
mentation of professionally oriented modules.

The total number of students who took 
part in the project within the framework of 
training carried out in 45 modernised pro-
grammes was approximately 12,000.

Scientific-methodological and coordination-
analytical support for the project was carried out 
by the Moscow State University of Psychology 
and Education (MSUPE) in cooperation with the 
Institute of Education of the National Research 
University Higher School of Economics.

The structure of the modernised basic pro-
fessional educational programmes for bache-
lor’s and master’s degrees tested in the course 
of the project is shown in the diagrams below 
(Fig. 2, 3). A particular feature of the devel-
oped programmes was the correspondence 
of professionally oriented modules (desig-
nated by the letter M) to the tasks of forming 
their capability of performing a particular pri-

TABLE 2
Division of responsibilities in the context of the network interactivity “school-university”

Stage no. Setting Contents
Stage 1 School Supervisor:

demonstration of a sample of professional actions. 
University coordinator: 
formation of a list of pedagogical problems.

Stage 2 University University Coordinator: 
integrating theoretical materials as a means of solving pedagogical 
problems; 
mastering a set of tools (methods) to carry out professional actions

Stage 3 School Supervisor: 
formation of professional actions (from showing a sample through 
joint implementation to quasi-independent activity)

Stage 4 School University coordinator: 
organisation of students’ scientific action research

Stage 5 University University Coordinator: 
formation of a generalised model of professional action
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mary labour function within the professional 
standards. Accounting for the various levels 
and directions of the preparation of graduate 

students (received by them in bachelor’s pro-
grammes) was carried out through the intro-
duction of adaptation modules.

Fig. 2. Structural and logical scheme of the model of applied bachelor’s programmes

Fig. 3. Structural and logical scheme of the model of a pedagogical master’s programme 
for graduates of a pedagogical bachelor’s degree
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In the process of project implementation, 
an independent assessment of the effective-
ness of the developed programmes was car-
ried out twice on the basis of development 
diagnostics of professional competences 
among students who studied modernised 
programmes as compared with students of 
the same universities who studied in tradi-
tional training programmes. The assessment 
involved 6300 students from 51 regions of 
the Russian Federation (13).

Below is an example of assessing the 
development of the methodological compe-
tence of a future teacher based on the solu-
tion of a subject case.

SUBJECT CASE
The subject case was aimed at testing 

the ability to evaluate the work of students on 
a specific academic subject and knowledge 
of the reasons for typical mistakes made by 
students.

G e n e r a l  s t r u c t u r e  o f  t h e  c a s e
The case contained a task in the aca-

demic subject from the 2017 Unified State 
Exam.

The case contained the student’s answer 
and the “score” given by the imagined teach-
er for the answer.

It was necessary to evaluate the correct-
ness of the mark.

In case of disagreement with the 
teacher’s assessment, it was necessary 
to indicate the most probable reasons for 
the typical mistakes made in the student’s 
decision.

E x a m p l e  o f  a  c a s e  s t u d y
i n  b i o l o g y
Instruction
Read the problem that was suggested to 

the students. Look through the student’s way 
of solving the problem.

The problem
Read the statements. Choose three 

statements that indicate the driving forces 
behind evolution. Write down the numbers 
under which they are indicated.

1. The synthetic theory of evolution claims 
that species live in populations in which evo-
lutionary processes start to take place.

2. It is precisely in populations that the 
most acute struggle for existence is ob-
served.

3. As a result of mutational variability, 
new traits gradually appear, including adap-
tation to environmental conditions — idioad-
aptation.

4. This process of the gradual appear-
ance and maintenance of new traits under 
the influence of natural selection, leading to 
the formation of new species, is called diver-
gence.

5. The formation of new large taxa occurs 
through aromorphoses and degeneration, 
which also leads to the biological progress 
of organisms.

6. Thus, the population is the initial unit 
in which the main evolutionary processes 
take place — a change in the gene pool, the 
formation of new features, the emergence of 
adaptations.

The problem was solved
in the following way.
2. It is precisely in populations that the 

most acute struggle for existence is ob-
served.

4. This process of the gradual appearance 
and maintenance of new traits under the influ-
ence of natural selection, leading to the for-
mation of new species, is called divergence.

The formation of new large taxa occurs 
through aromorphoses and degeneration, 
which also leads to the biological progress 
of organisms.

Student’s answer: 2, 4, 5.
Task.
1. The teacher gave an excellent grade 

(5 on a five-point scale). Assess the cor-
rectness of the teacher’s grade by choosing 
“Agree” or “Disagree.”

2. If you disagree, put your mark (on a 
five-point scale).

3. Analyse the way the student solves the 
task and select the most likely reasons for 
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the typical mistakes made in the student’s 
solution (from the list):

1) the concept of “driving factors behind 
evolution” has not been formed;

2) ignorance of the essence of the main 
biological phenomena and processes: the 
influence of elementary factors of evolu-
tion on the gene pool of the population; 
the ability to explain the role of biological 
theories, laws, principles and hypotheses 
in the formation of a modern natural-sci-
entific picture of the world has not been 
developed;

3) the ability to compare and draw con-
clusions based on the comparison of the 
most important biological processes and 
phenomena has not been formed;

4) the ability to identify the characteris-
tic features of biological processes has not 
been formed;

5) ignorance of the essence of modern 
biological theories and hypotheses.

Correct answer number: 1, 2, 6.
1. The subject case was assessed ac-

cording to two criteria
2. Knowledge of the subject and ability to 

evaluate the work of students. If the student 
did not agree with the teacher’s assessment 
(which was deliberately set incorrectly in the 
case), he or she therefore correctly solved 
this problem himself, showed knowledge 
of the subject and received 2 points. In the 
case of agreement with the assessment, the 
teacher received zero points, since a mis-
take was deliberately made in the student’s 
answer.

Knowledge of the causes of typical mis-
takes that students make. This criterion was 
assessed for those who correctly completed 
the first part of the case. For each correctly 
indicated cause of errors, the student re-
ceived additional points.

The subject case was carried out 
by 347 students of bachelor’s pro-
grammes. The experimental group 
consisted of 274 students; the control 
group — of 73.

R e s u l t s  o f  s u b j e c t
c a s e s  s o l v i n g
The first part of the case was carried out 

by 347 students. Of these, 279 participants 
(74.5%) demonstrated knowledge of the 
subject and the ability to evaluate the work 
of students.

Comparison of the level of subject knowl-
edge students and the ability to assess 
knowledge of students in the control and ex-
perimental groups was carried out using the 
nonparametric Mann-Whitney test.

The diagram (Fig. 4) shows that the 
knowledge of the subject and the ability to 
evaluate the work of students in the control 
group was lower than in the experimen-
tal group. Moreover, the differences were 
found at the level of statistical significance 
(p = 0.000).

The second part of the case was car-
ried out by 279 students. Of these, 47 par-
ticipants (16.6%) demonstrated knowledge 
of the causes of typical mistakes made by 
schoolchildren. Out of a total of 47 partici-
pants, 4 were from the control group and 43 
were from the experimental group. Thus, no 
valid comparison can be made between the 
control and experimental groups.

Following the completion of the project 
and according to its results, a new FSES 
(3++) was developed for training teachers 
in all major areas (Professional Education, 
Professional Pedagogical Education, Sec-
ondary Professional Education) and levels of 
education (bachelor’s, master’s, postgradu-
ate studies) and packages of sample basic 
professional educational programmes for all 
major pedagogical profiles and specialities.

Project results

The above-described Project for the 
Modernisation of Teacher Education (2014—
2017) actually contained two different, albeit 
interrelated, reforms.

Firstly, this pertained to the profession-
alisation of teacher education programmes, 
i.e., bringing them into compliance with the 
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professional standard for teachers as well as 
with FSES (standard-driven reform) [36; 38; 
45]. The purpose of this stage of the refor-
mation was to bring the results of mastering 
teacher education programmes (competenc-
es of graduates) into compliance with those 
professional actions that are necessary for 
achieving the desired educational outcomes 
of students (FSES for General Education).

In principle, following the foundations of 
the project described in the first part of this 
paper, the reformation of teacher education 
could be completed at this point, with the 
technology for teaching in new pedagogi-
cal programmes having any character that 
was consistent with the direction towards 
the formation of new educational results of 
graduates.

However, the reform was not only aimed 
at changes in educational results, but also 

at modifications in the method of their for-
mation — that is, affecting the very model 
of organising educational activity of students 
undergoing the teacher education pro-
grammes. This second stage (actually paral-
lel to the first) of modernisation can actually 
be called activity-based, since it was pre-
cisely this stage that was characterised by 
the transition from mastering knowledge for 
future activity to mastering the activity itself 
and apprehending the knowledge necessary 
for this in the form of tools of professional 
activity.

The particular technology for the imple-
mentation of the activity approach (which 
is considered by us as the development of 
the content of the activity itself in the course 
of the teacher education programme) is the 
modular approach, whose units comprise 
professionally oriented educational modules.

Fig. 4. Diagram of the results of students at the bachelor’s level in the subject case within 
the framework of the general professional competence assessment (GPC-4)
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Assimilation of this module enables a stu-
dent to form a generalised approach towards 
the professional actions of a future teacher, 
which is aimed at solving typical professional 
tasks.

The structure of the module, including its 
practical part, is related to the recognition 
that, along with the theoretical part, knowl-
edge also embraces the “practical” (tacit) 
aspect. Actually, the generalisation of pro-
fessional knowledge occurs directly in the 
process of mastering the activity (“melting” 
its various components into a kind of “alloy”, 
where the case comprises one of the forms 
of its fixation (L. Shulman)) as practical-the-
oretical knowledge in the context of profes-
sional action (unit of mediated professional 
action). Notably, the spontaneous process of 
generalisation of knowledge as a set of activ-
ity tools usually occurs already at the stage 
of independent activity of a newcomer teach-
er as part of the process of transforming the 
previously mastered knowledge. In contrast, 
within the activity approach to designing new 
educational programmes, knowledge is ini-
tially apprehended as components of activity 
tools in preparation for that activity. Its gen-
eralisation and contextualisation take place 
within the educational practice that is built in-
to each professionally oriented module. This 
makes it possible to move from the process 
of spontaneous generalisation of knowledge 
in independent activity to a controlled pro-
cess of its generalisation and reflection in 
the course of preparation for such activity 
within the framework of teacher education 
programmes.

Therefore, the generalised nature of the 
mastered action is assumed to have several 
levels:

— various components of theoretical 
knowledge (domain-specific, methodologi-
cal, psychological) combine in the situation 
of planning a professional action;

— theoretical knowledge combines with 
practical knowledge in the situation of mas-

tering a professional action in the course of 
educational practice, which is built both into 
the module itself and the structure of an in-
ternship that completes the training;

— generalisation of the obtained “alloy” 
by combining it with the context and condi-
tions for implementation of the action, i.e., its 
fixation in the form of a case;

— modelling and changing the mastered 
action following changes in the conditions 
for its implementation (generalised case or 
generalised model of action).

On this basis, a future teacher can ac-
quire the capability for independent pro-
fessional development that consists in the 
competence to independently restructure 
the mastered professional actions in accor-
dance with the changed conditions of their 
implementation on the ground of the devel-
oped research competence and professional 
transformation.

Thus, the major result of the Project for 
the Modernisation of Teacher Education is 
the development of the new standards for 
teacher training (FSES for Higher Educa-
tion 3++, Integrated Group of Training Areas 
(UGSN) “Education and Pedagogical Sci-
ences”) [18; 19], in which the educational 
results of graduates are brought in compli-
ance with the requirements of the teaching 
standards and the FSES for General Educa-
tion, as well as new methodology for design-
ing educational programmes that ensure the 
formation of these new results on the basis 
of the activity approach in psychology.

In comparison with other projects in the 
field of modernisation of professional educa-
tion this particular project is unique, because 
the process of developing new FSES, new 
methodology for educational programmes 
and basic programmes in all profiles of 
teacher education and their approbation with 
more than 12,000 students from 65 universi-
ties and 51 regions of the Russian Federa-
tion were implemented in parallel and simul-
taneously for the period from 2014 to 2017.



23

Margolis A.A.
Activity Approach in Teacher Education

Psychological Science and Education. 2021. Vol. 26, no. 3

Unresolved Issues

According to our reckoning, the key un-
resolved issue associated with the results of 
the project is the lack of a professional exam 
for graduates of teacher education pro-
grammes. Despite the development of the 
content of such an exam in the form not only 
of theoretical knowledge but also profes-
sional competence assessment [13] and the 
double testing of the procedure itself, such 
an exam has not become the final stage of 
teacher training, neither in 2017 or up to the 
present day.

We can only speculate about the reasons 
for the reluctance on the part of education 
authorities to make such an appropriate 
decision or to recognise the negative conse-
quences that arise from the absence of an 
institutionalised system for assessing the 
professional competence of future teachers.

The most important consequences of this 
situation include the following:

1. The professional exam as a procedure 
for the awarding of qualifications.

In essence, the lack of an independent 
assessment of the professional compe-
tencies of graduates of teacher education 
programs consolidates the status of such 
programs as, in the first place, educational, 
and not professional. Since, for professional 
education programmes, it is absolutely cru-
cial to verify the achievement of the required 
level of qualification as a cumulative com-
petence of a specialist, the very absence 
of a Teacher qualification of the graduates 
(instead of which they are awarded a quali-
fication in Pedagogical Education, Profes-
sional Pedagogical Education or Secondary 
Professional Education) is fully consistent, if 
obscurely understood, with the absence of a 
mandatory professional exam.

Moreover, the absence of a professional 
exam, developed according to the require-
ments of Professional Standards for Teach-
ers and institutionalised either in the form 
of a new model of State Final Examination, 

or in the certification of graduates outside 
the training programme (prior to applying 
for a job in educational organisations), to a 
certain extent devalues all attempts made 
during the implementation of the moderni-
sation project to professionalise the teacher 
education system.

Among other things, the absence of 
such a professional exam on which basis 
the Teacher qualification could be awarded 
gives rise to additional substantive and legal 
conflicts associated with the fact that teach-
ers who do not have a professional Teacher 
qualification enter the education system with 
a Bachelor qualification, within which certifi-
cation procedure, teachers with the qualifi-
cations like Teacher of the First Category or 
Teacher of the Highest Category start to ap-
pear in the system after a certain time. Thus, 
for as long as these young specialists cannot 
be them, the question of where and when the 
actual qualified teachers appear in the edu-
cation system remains an open question.

Supposedly, the introduction of the pro-
fessional examination for graduates of teach-
er education programmes has been post-
poned until the introduction of the National 
System for Teacher Development (which 
was later renamed to the National System 
for the Professional Development of Teach-
ers). However, in the opinion of a number of 
stakeholders, the numerous discussions and 
difficulties associated with the emergence of 
this system indicate that the introduction of 
a professional exam for graduates (in order 
to change the certification procedure) can 
hardly be synchronised with the creation of 
such a complex and ambiguous system.

2. The professional exam as a condition 
for diversification of training trajectories 

An additional significant negative con-
sequence of the absence of a professional 
exam for graduates/ future teachers is the 
fact that it is virtually impossible to pursue 
another important goal of the Project for the 
Modernisation of Teacher Education, which 
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consisted in the possibility of broad diver-
sification of various trajectories of teacher 
training. The necessity of this point in the 
strategic documents of the Government of 
the Russian Federation, in which the main 
goals and directions of the project were 
established [9; 20], was associated with an 
attempt to involve graduates or experienced 
specialists who do not have teacher educa-
tion, but are motivated to work with students 
in the general education system, along with 
future teachers trained in the framework of 
modernised programmes. While initially en-
gineers were considered as such specialists, 
the list of such professions can be much 
broader, ranging from humanities to science 
and technology professionals.

The second target audience for the teach-
ing profession comprises not ready-made 
specialists with non-pedagogical education, 
but rather people who are still receiving such 
training as students of non-pedagogical pro-
grammes and who have then have changed 
their professional plans in the direction of 
teaching profession.

Numerous studies [26] show that profes-
sional/ career guidance choices made at the 
age of 17-18 rarely turn out to be success-
ful, but that the majority of young people 
become fully aware of their professional 
interests much later — typically, during the 
process of studying at the university. For 
this reason, it would be rational to provide a 
range of opportunities for those students of 
non-pedagogical programmes, who, belat-
edly realising their interest in teaching, could 
change their training trajectory without losing 
significant time (as currently tends to be the 
case).

In our view, the diversification of various 
trajectories of teacher training can only be 
achieved with the introduction of a profes-
sional exam based on the requirements of 
the Professional Standards for Teachers: 
this outcome is secured regardless of the 
educational trajectory and model future due 
to the readiness of students for professional 

activity being ensured by the same require-
ments introduced by the state and the pro-
fessional community for such activity.

In all other cases, specialists with a non-
pedagogical education trying to enter the 
system are faced by a barrier of fabricated 
requirements for teachers, or dispropor-
tionate additional bureaucratic procedures 
associated with “paper” comparisons of 
candidates having the necessary qualifica-
tion requirements but without involving a 
real assessment of their current professional 
competences.

3. The professional exam as the basis 
for postgraduate education programmes and 
support of young specialists

The absence of a professional exam for 
graduates of teacher education programmes 
misses the opportunity to obtain an idea of 
the competences of a future teacher; this, in 
turn, leads to two significant negative conse-
quences. Firstly, due to the lack of indepen-
dent assessment of the graduate’s qualifica-
tions, the future employer (head of an edu-
cational organisation) has to focus mainly 
on the formal aspects of the education a 
candidate has received (higher education 
diploma, list of courses taken and academic 
performance). As noted earlier, this does not 
provide the employer with insights about the 
professional tasks a young specialist can 
successfully solve independently — and 
where, conversely, he or she will require ad-
ditional supervision.

Secondly, an independent exam could 
reveal the deficiencies of professional com-
petences, and without it, a young specialist, 
who embarks on an independent profes-
sional activity, risks to fail seriously, in fact, 
without a clear understanding and reflection 
about both personal strengths and “under-
mastered” capabilities.

Taking all the aforesaid into consider-
ation, the lack of a professional exam for 
graduates of teacher education programmes 
(either in the form of a different model and 
content of the State Final Examination or in 
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the form of certification and qualification as-
sessment after graduation but as a condition 
for employment in an educational organisa-
tion) results in the absence of a list of key 
professional deficiencies that could be used 
as the basis for individual postgraduate edu-
cation programmes and support of young 
teachers, both from the educational organ-
isation in which they started independent 
activity, as well as from the university where 
the training took place.

4. The professional exam as a basis for 
changing approaches to accreditation and 
quality assessment of programmes

Another important consequence of the 
lack of institutionalisation of an independent 
professional exam for graduates consists in 
a set of questions about the quality of their 
teacher education.

Questions of the quality of profession-
al — and, in particular, teacher — education 
are most notably connected with the rat-
ing not of the programmes themselves, but 
rather of the universities, as well as within 
the procedure for state accreditation of basic 
professional educational programmes car-
ried out periodically by the Federal Service 
for Supervision in Education and Science 
(Rosobrnadzor).

From our perspective, most of the rat-
ings used today in the Russian Federation 
(from assessing the quality of enrolment to 
evaluating the demand for universities) more 
or less effectively help to assess the param-
eters of universities’ activity in general rather 
than a specific programme and its quality in 
comparison with similar programmes. A ma-
jor drawback of the state accreditation pro-
cedure, which focuses not on the education-
al programme but rather on the university as 
a whole, is that it is aimed not at assessing 
student learning outcomes, but at analysing 
the conditions of their education and com-
paring them with the state requirements as 
specified by the FSES for Higher Education. 
Thus the theoretical assessment of learning 
outcomes or academic performance within 

the State Final Exam cannot be considered 
as an independent assessment of the pro-
fessional competences of graduates from 
the point of view of standard requirements 
(professional standards).

In practice, this leads to the preservation 
of an unmanageable bureaucratic proce-
dure, which poorly clarifies the real level of 
graduates’ preparation for independent pro-
fessional activity, but serves instead to dis-
tract universities by requiring them to collect 
a huge number of documents for accredited 
programmes.

Moreover, the lack of an independent 
professional exam for graduates deprives 
them of the opportunity to assess the quality 
of training programmes, as well as disorient-
ing new applicants, who can be guided by 
many different types of information about the 
university or a specific programme, with the 
exception of the most important type of such 
information: how efficiently this programme 
prepares its graduates for independent pro-
fessional activity.

The institutionalisation of independent 
assessment of graduates’ professional com-
petence, on the other hand, will fundamen-
tally revise current approaches to assessing 
the quality of programmes, potentially mov-
ing towards a different model of their accred-
itation, as well as providing future applicants 
with much more reliable information about 
this important factor.

In addition, an independent assessment 
of the quality of training graduates for profes-
sional activity could contribute to the transi-
tion to a more objective model of distribution 
of admission quotas between certain pro-
grammes. The existing technology for cal-
culating the admission quotas is grounded 
on the recording and analysis of many dif-
ferent factors, except the quality of training 
of graduates on the basis of an independent 
and reliable assessment. 

5. The professional exam as a feedback 
mechanism for the university and motivation 
for improving the quality of student training.
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Finally, it should be noted that the intro-
duction of a professional exam is one of the 
most effective means of improving the qual-
ity of teacher education programmes. The 
poor results of an independent assessment 
of graduates’ qualifications simultaneously 
affect their image among employers (and 
consequent success in the job market) and 
their image among applicants — that is, the 
opportunity and quality of enrolment. Thus, 
negative perceptions of professional exam 
results by both employers and applicants 
can act as a much more effective incentive 
to improve the quality of teacher education 
programmes for universities than any form of 
administrative control.

Conversely, a high pass rate of a profes-
sional exam on the part of graduates of the 
programme indicates that it has provided a 
high quality of training of future teachers, 
which in our view should lead to a transfer 
of these programmes to a category offering 
a higher degree of academic freedom and 
creativity in the training of specialists.

Recommendations for the further 
development of teacher education

1. The protracted pause (2018—2020) 
that followed the completion of the Project 
for the Modernisation of Teacher Educa-
tion (2014—2017) appeared partly due to 
the division of the Ministry of Education of 
the Russian Federation into the Ministry of 
Education and the Ministry of Science and 
Higher Education, which deferred the ex-
tension of the project to the entire teacher 
training system. Despite the significant 
scale of the project, which involved 65 
universities of almost all types (pedagogi-
cal, traditional, research and federal), in 
which more than half of the future teachers 
in the entire country are trained, a signifi-
cant number (180) of other universities that 
implement teacher education programmes 
did not participate in the project in any way 
and were for the most part unfamiliar with 
its results.

Moreover, the new standards for teach-
er education developed as a result of the 
project (FSES for Higher Education 3++, 
Integrated Group of Training Areas Educa-
tion and Pedagogical Sciences) [18; 19], to 
which standards all universities of the Rus-
sian Federation started training future teach-
ers from 2020, currently lack any system of 
scientific and methodological support (first 
of all, in terms of advanced training of fac-
ulty). This is despite significant (if not radical) 
changes in the methods of organising edu-
cational activity of students, revision of rela-
tions with organisations of general educa-
tion, the roles and positions of the university 
and the school, as well as indicators of prac-
tical readiness and theoretical knowledge. 
Without any quality assessment data on the 
transition to the new FSES, it can be safely 
assumed that the result of this transition will 
be, to put it mildly, rather different from what 
its designers had in mind.

In this regard, the first and most obvi-
ous proposal for the development of teacher 
education in the Russian Federation, estab-
lished according to the principle of continuity 
with the previously implemented Project for 
the Modernisation of Teacher Education, is 
to quickly create a system of scientific and 
methodological support for the transition of 
universities to the new standards of peda-
gogical education developed through the 
project — and, above all, the elaboration of 
professional development programmes for 
teaching faculties of universities involved 
in the implementation of new programmes. 
Such a system can be created both “from 
above” — as ordered by the concerned min-
istries — and “from below” — on the initia-
tive of universities that actively participated 
in the project, which are represented, among 
other things, as part of the Federal Academic 
Methodological Association (FUMO) in the 
field of Education and Pedagogical Scienc-
es. The lack of a support system in the tran-
sition to new teacher education standards 
forces universities to deal with a complex 
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organisational and methodological problem 
while lacking the means and resources to 
address it effectively. Such a situation can 
result in a formal transition to new the FSES 
while retaining all the major characteristics of 
the traditional approach to teacher training.

2. The new standards of teacher edu-
cation developed over the course of the 
modernisation project, as well as the pro-
fessional competences of graduates docu-
mented in it, meet the requirements of the 
professional standards for teachers and the 
FSES for General Education. The activity 
approach implemented in these standards 
is primarily associated with the modular 
principle of developing educational pro-
grammes in which a professionally oriented 
module becomes an educational unit that 
simulates a typical professional task. As-
similating the content of the module simul-
taneously assumes the mastering of pro-
fessional actions and best teaching prac-
tices, as well as developing the necessary 
theoretical knowledge aimed at tackling a 
particular typical professional task.

However, neither the FSES nor the draft 
programmes developed on its basis ad-
equately clarify the real nature of these best 
teaching practices.

In our opinion, the standards contain only 
the framework of a new model for organising 
the educational activity of future teachers, 
but they do not and cannot contain compre-
hensive content with which such a frame-
work can/should be saturated.

Thus, in our view, the second most im-
portant problem concerning the development 
of teacher education consists in the selec-
tion of the activity-based content with which 
professionally oriented modules should be 
filled. Determining the best practices for typi-
cal professional tasks, presented in terms 
of selecting the activity-based content of 
professionally oriented modules, inevitably 
raises the question of how to select and as-
sess professional practices. The only known 
methodology for such selection developed 

on the basis of independent scientific studies 
is the evidence-based approach.

In this way, the task of saturating profes-
sionally oriented modules with the specific 
content of the best teaching practices mas-
tered in them is actually transformed into 
the task of selecting such practices based 
on the evidence-based approach and con-
ducting appropriate empirical studies using 
a single protocol and methodology. Studies 
carried out by J. Hattie [34; 35], P. Gross-
man, M. McDonald, K. Hammerness [33] 
and a number of other researchers [29; 30; 
40; 45] have already identified a number of 
teaching practices that have a huge impact 
on the educational results of students. How-
ever, due to significant contrasts between 
education systems operating under the 
various socio-cultural conditions of different 
countries, the effective practices identified 
in these works should be treated as promis-
ing “candidate” practices that may yet prove 
optimal under the realities of our education 
system. At the same time, it is obviously nec-
essary to independently create an domestic 
system for selecting the best teaching prac-
tices that fully correspond to the specific re-
alities of the Russian education system and 
are developed on the basis of independent 
scientific research aimed at assessing their 
effectiveness.

3. The third suggestion for the further 
development of teacher education is related 
to the modernisation of the methodological 
training of teachers.

In contrast with the suggestions offered 
by experts to associate the development of 
the general education system with a search 
for its new content, how to teach (method-
ology) seems to be more significant than 
what to teach (didactics) [38; 41]. Assuming 
the framework for the implementation of the 
major educational goals documented in the 
FSES for General Education [9], one of the 
main goals is the formation of the ability to 
study independently. Achieving this goal in 
practice implies the formation of universal 
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learning actions in students, the mastery of 
which (whether they are called learning ac-
tions within the psychological theory of learn-
ing activity (D. B. Elkonin, V. V. Davydov) [6; 
7], soft skills or 4C (competence of the 21st 
century: critical thinking, creativity, coopera-
tion, communication) is declared as one of 
the major goals of education, both nationally 
and internationally.

Unfortunately, it must be admitted that no 
clear and effective methodology for develop-
ing a set of Universal Learning actions in the 
subject area has yet emerged. This is despite 
more than 10 years having passed since the 
goal of its development in Russian education 
was introduced in 2010. In fact, this led to 
a complete profanation of the formation of 
such actions in the course of mastering aca-
demic subjects and a “washing out” of the 
idea of development associated with them 
from the real practice of Russian education. 
At best, meta-disciplinary learning outcomes 
are referred to as inter-subject/integrated 
learning. In some cases, attempts are made 
to develop isolated universal learning actions 
or associated personality traits (e.g. social 
or emotional intelligence programmes). In 
most other cases, however, universal learn-
ing actions are mentioned during demo les-
sons and presentations, since the practice 
of external control, which is based on the 
total primacy of the assessment of subject 
learning outcomes, often fails to reach the 
level of formation of learning actions. More-
over, the general teaching community finds it 
possible to shape students’ subject learning 
outcomes to the level of scientific concepts 
(rather than memorised definitions or stereo-
typed solutions to a limited range of school 
tasks) without any kind of Universal Learning 
Actions. The latter continue to be regarded 
to a certain extent as “new-fangled” and re-
dundant subjects for their activity, which, as 
before, should be directed entirely towards 
the formation of “solid” knowledge.

Teachers who have not received peda-
gogical education — and, as a consequence, 

have not formed a different view of the role 
of mental actions and the development of 
thinking in the learning process — should not 
be blamed for this attitude, which emphata-
ically does not coincide with the conclusion 
of numerous psychological and pedagogical 
studies that demonstrate the impossibility of 
forming precisely subject learning outcomes 
(at the level of concepts) without formation 
and simultaneous development of learning 
activity and thinking of a student (i.e., the 
formation of Universal Leaning Actions) [6; 
7; 8]. This conclusion is confirmed every 
time that students find themselves in a situ-
ation of solving tasks that are not marked by 
belonging to a certain class, but are instead 
required to solve a more or less reality-
based problem (especially with excessive 
degrees of uncertainty). This is very clearly 
manifested in the process of participation in 
international monitoring studies of the quality 
of education.

However, in most cases appearing in 
stark contradistinction to the real reasons 
for the difficulties experienced by students 
in this case, the conclusions from the analy-
sis of failures in solving such tasks do not 
provoke any changes in the methodology of 
teaching school subjects.

Incidentally, a similar conclusion is 
reached in national studies of the quality of 
education (including under the programme 
of the National Study of Education Quality by 
the Federal Institute for Evaluation of Edu-
cation Quality (FIEEQ)) and assessments of 
teachers’ professional competences, which 
were carried out by a number of higher edu-
cation institutions (Herzen University, Mos-
cow State Psychological and Pedagogical 
University, Novosibirsk State Pedagogical 
University) at the request of Rosobrnadzor 
and the Ministry of Education [1; 2; 11].

These studies show that, regardless of 
their level of subject training, a significant 
number of teachers (from senior students to 
teachers of the first and the highest category) 
experience serious difficulties in determining 
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the causes of student errors, which under-
lie misconceptions and the most effective 
strategies for overcoming them and further 
developing.

In other words, a significant number of 
future and working teachers lack the method-
ological competency considered to be not only 
knowledge of their subject curriculum and topic 
sequences, but also components of this com-
petency, such as developmental assessment, 
identification and development of student per-
ceptions, effective organisation of participatory 
learning activities in which the model of these 
activities is constructed to ensure student de-
velopment in the formation of subject concepts.

Meanwhile, it is precisely these compo-
nents of a teacher’s methodological com-
petency (which intersect with psychological 
and subject-specific competences) that are 
crucial for achieving the major goal of sub-
ject-based learning, i.e., shaping scientific 
concepts in students. The main reasons for 
this lie in the simple fact that students at the 
initial stage of learning a particular subject 
are not a “tabula rasa” into which the teacher 
inculcates scientific concepts. On the con-
trary, numerous studies (S. Vosniadou et 
al.) [49; 50] show that first-grade pupils (and 
in fact most pre-schoolers) have a range 
of spontaneous conceptions (so-called “life 
concepts” according to Vygotsky) [3; 4] for 
almost all subjects comprising the learning 
materials taught at school. Being the result of 
the generalisation of a child’s direct sensory 
experience and related in many cases to the 
ontological categories of his/her world view 
(28), such concepts often involve an signifi-
cant capacity to resist any change, including 
education, especially if when constructed in 
a highly non-individual and predominantly 
verbal way. Being undetected by the teacher 
in sufficient time, the initial ideas of students 
are perfectly masked, assimilating a part of 
the memorised learning information with-
out fundamentally changing the method of 
generalisation. For this reason, the learning 
process often leads not to the development 

of scientific concepts, but rather to synthetic 
representations [49]. In a situation of stan-
dard school tasks, such representations can 
even create the impression that the student 
obtains a scientific concept (can give a cor-
rect and socially approved definition and os-
tensibly solve a standard problem by means 
of a stereotyped set of memorised actions), 
but in a contradictory situation or in a more 
complex context, it becomes evident that no 
knowledge has been applied because, gen-
erally speaking, there is nothing to apply.

In our view, all the above mentioned 
means that the central methodological task 
of a teacher consists in identifying such ini-
tial representations of students (including on 
the basis of an analysis of their mistakes) 
and constructing individualised teaching as 
a process of transformation of initial repre-
sentations towards scientific concepts (con-
ceptual change) [49]. This psychological and 
methodological task can be related to the 
creation of a zone of proximal development 
[3] at the micro level of the organisation of 
learning activity. Obviously, a teacher must 
be sufficiently prepared for performing this 
most complex and at the same time most 
creative professional task. At the very least, 
teachers should be aware of the students’ 
initial representations and their specifics in 
a particular educational topic, learning to 
recognise such representations behind the 
student’s mistakes and, instead of marking 
them positively or negatively, understand 
their causes and build a special working ac-
tivity to overcome the causes of such mis-
takes (formative assessment).

However, our 2020-study of teaching 
programmes of the “classical” academic 
discipline Methods of Teaching a Subject, 
presented in the material of the Methods of 
Teaching Mathematics in Elementary School 
courses in various universities showed that, 
out of 63 programmes of teaching this disci-
pline, only three of them contained some de-
scriptions of students’ representations about 
the concepts being studied, their typical mis-
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takes and methods of avoiding them. A simi-
lar result was obtained when studying the 
teaching materials for primary school teach-
ers (regardless of the specific programme 
for which this or that teaching method was 
developed).

Thus, it can be stated that the current 
system of methodological training of future 
teachers within the framework of teacher 
education programmes, as well as the 
methodological support provided to working 
teachers, in no way ensures the ability and 
opportunity to develop students in the pro-
cess of their subject learning. In reality, this 
implies the impossibility of forming Univer-
sal Learning Actions in these students and 
the subsequent inability to study indepen-
dently (including throughout life, i.e., outside 
school). Moreover, it entails the impossibil-
ity of forming subject results at the level of 
scientific concepts, which is considered to 
be the main real content of the work of most 
teachers.

From all of the above we can conclude that 
one of the most important tasks of the next 
stage of modernisation of teacher education 
(including further education system) requires 
the modernisation of the methodological 
training of a teacher, which should provide 
an opportunity for the development of initial 
representations of students and their transfor-
mation into concepts in the course of subject 
learning. Thus, the task of developing knowl-
edge / concepts will be combined with the task 
of developing thinking and learning activities 
in students (Universal Learning Actions).

4. Psychological training of a teacher. 
Communication competences and individu-
alisation.

To our mind, there is another impor-
tant area for further modernisation, which 
embraces a change in the nature, extent 
and content of the psychological training of 
teachers.

The psychological competency of a 
teacher plays an essential role in solving al-
most all major professional tasks by a teach-

er at school. Since significantly affecting the 
basic educational processes of knowledge 
construction, this competency plays an es-
sential role in processes of individualisation 
of learning and overcoming difficulties that 
students face. Without psychological compe-
tency it is impossible to talk seriously about 
any kind of inclusion and consideration of the 
wide range special educational needs of stu-
dents, whether working with students having 
disabilities or teaching students from migrant 
families. Psychological competency under-
lies the competencies of effectively com-
municating with students and their parents, 
maintaining discipline and a businesslike 
classroom atmosphere, effectively resolving 
conflicts and engaging in collaboration with 
colleagues. While this list can be continued, 
it is clear that psychological competency is 
one of the most important components of a 
teacher’s qualification.

Although almost everyone now recog-
nises the importance of psychological com-
petency, until recently, it occupied an insig-
nificant place in the curriculum of teacher 
education programmes. While in Soviet 
times, teacher education programmes in-
cluded a little over 30 hours of psychological 
competency training, over the past decades 
their number has increased enormously, in-
cluding in FSES 3+, but without undergoing 
any qualitative changes [22]. However, this 
still comprises only a slightly more extended 
course (or a set of courses) aimed at mas-
tering a certain set of almost entirely theo-
retical knowledge, which in practice does not 
last for a very long time (usually up until the 
first exam). Typically no special connection 
is made between the content of such disci-
plines and the future activity of students. Of 
course, there were and certainly are gratify-
ing exceptions, in which such courses are 
equipped with practical work and teachers 
aim show the connection of the studied 
psychological knowledge with the contents 
of the learning processes, upbringing and 
development of students — not just theoreti-
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cally, but at the level of analysis of specific 
educational situations with supervision by a 
representative of the Psychological Depart-
ment in collaboration with a colleague from 
the Methodological department. In general, 
though, if this happens in the best universi-
ties, it is not so much due to the standards of 
training, but rather in spite of them.

The implementation of the Project for the 
Modernisation of Teacher Education as de-
scribed in the present paper is considered to 
be a dramatic step forward in psychological 
training of future teachers.

Firstly, we are talking about the possibil-
ity of including the necessary psychologi-
cal content in the theoretical section of any 
professionally-oriented module, in which the 
student masters the approaches for tackling 
a particular professional task. The specific 
character of the activity-oriented content of 
both the module and the programme gener-
ally assumes that psychological knowledge is 
not so much memorised as mastered as an 
instrument of activity — that is, providing the 
possibility of applying it for solving the profes-
sional problem mastered in the module.

Secondly, those training profiles are 
highlighted where the total amount of psy-
chological knowledge and related ways of 
actions should be significantly higher than 
for other profiles. In addition to the training of 
educational psychologists themselves, such 
programmes include training of preschool 
teachers, primary school teachers and coun-
sellors. For all these categories of teachers, 
the project has developed and successfully 
piloted programmes within the framework of 
the common Psycho-Pedagogical Education 
foundation.

The implementation of training for teach-
er-psychologists, social teachers, as well as 
teachers of preschool education and primary 
school on a single methodological basis and 
within the same programme (not just peda-
gogical, but psycho-pedagogical education), 
while appearing to be an indisputable idea 
during the development of the project, was 

nevertheless met with various reactions 
ranging from surprise to serious objections.

A fundamentally important reason in fa-
vour of such a solution is the age of students 
and the “degree of importance” of develop-
mental tasks in the course of the integral pro-
cess of education/ upbringing/ development. 
As shown by numerous studies, the role of 
developmental tasks can be decisive in early 
learning [5; 8]. It is in the case of early learn-
ing that the lack of timely psychological as-
sistance leads to serious problems not only in 
further development, but also in subsequent 
learning and socialisation. Dealing with this 
age group requires the most “psychologised” 
teacher, who recognises the psychological 
dimension of his or her professional actions 
and knows how to interact effectively with 
a teacher-psychologist in solving problems 
related to the development, correction, inclu-
sion and socialisation of a student. Since the 
ability to interact effectively with a teacher-
psychologist implies being able to under-
stand each other, to speak the same “pro-
fessional language”, such a teacher must 
have the psychological training to ensure 
this understanding, i.e. he or she must be 
a teacher-psychologist — or rather, a psy-
chologist-teacher — not only in terms of the 
title, but according to the extent and specifics 
of his or her professional training. One way 
to achieve this level of mutual understand-
ing is to train a teacher and a psychologist 
within the same field of psycho-pedagogical 
education, in which they can both master the 
same invariant core of curriculum, providing 
a common basis for professional knowledge, 
moving on to different educational paths.

The option for training teachers in work-
ing with young students proposed and test-
ed during the implementation of the project 
and documented following its completion 
in the appropriate parts of the new FSES 
3++ allows the training of teachers for pre-
school and primary general education, not 
only within the framework of the traditional 
Pedagogical Education programme, but also 
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within the Psycho-Pedagogical Education 
programme.

Despite the obvious and qualitative 
changes in the nature of psychological com-
petency and its role in the training of teach-
ers, which was carried out within the frame-
work of the modernisation project, the pres-
ent state and level of psychological training 
of teachers are still far from ideal — or, for 
that matter, necessary.

In our opinion, this is connected with the 
content of training programmes and even more 
so with the very approach to what teacher edu-
cation is and what the state and society have a 
right to expect from its graduates.

In a sense, teacher education can be 
viewed through the lens of realities of the 
present time as a kind of “magic device”. 
Such an amazing device should magically 
“transform” the applicants, regardless of 
their number, academic level, motivation 
and (which is fundamentally important for 
our case) individual psychological traits into 
a Professional, who is perfectly trained, be-
ing in love with the profession and sensitively 
aware of all the subtlest nuances of human 
thinking, personality and relationships. More-
over, all this should happen in 4 years and it 
does not matter who gets into this wonder-
ful “device” of amazing transformations and 
what intentions this person has.

While we can possibly imagine the task 
of such professional training in terms of 
teaching or learning disconnected with the 
real characteristics of the subjects of such 
training, what we cannot imagine is the for-
mation of professionally significant personal 
traits of a future teacher in a short period of 
study and without any connection with the 
psychological traits of applicants.

There is no reason to expect that a 
graduate of a teacher education programme 
will be able to organise the development of 
student thinking in the process of subject 
teaching through organising their coopera-
tive analysis of the studied object and reflec-
tion on their actions, if his/her own ability 

for analysis and reflection is not sufficient 
enough to fulfill — and in some cases even 
to understand — the essence of this profes-
sional task.

To what extent can we expect a young 
specialist after apprehending the pedagogi-
cal programme will be capable of creating 
a favourable psychological atmosphere, 
effectively resolving conflicts, being able to 
listen and hear not just endlessly talk and 
“broadcast”, if we know absolutely nothing 
about the necessary psychological charac-
teristics of applicants in teacher education 
programmes?

In our view, both cases mentioned above 
indicate at least two important issues.

Firstly, the effective modernisation of 
teacher education cannot but affect the 
broader social context in which it is carried 
out — at least, that context associated with 
enrolment (applicants) and graduation (em-
ployment and start of independent profes-
sional activity).

Secondly, one should not completely 
blame the content and forms of teacher train-
ing for something that to a large extent also 
depends on the individual (including psy-
chological) traits of the students enrolled in 
these programmes.

From this point of view, such projects as 
Teacher for Russia (the Russian equivalent 
of Teach for America) are quite remarkable. 
Since beyond the scope of the present pa-
per, a more detailed analysis can be found 
in Margolis (2019) [12]. In the context of this 
discussion, it is necessary to limit ourselves 
to describing the main difference between 
this approach and traditional teacher educa-
tion programmes, which certainly contain a 
rationale that should be analysed and taken 
into account in further modernisation plans.

This difference results from the fact that 
the programme selects candidates from 
non-teaching graduates of leading universi-
ties for the programme, followed by intensive 
practice-oriented teacher training in a highly 
competitive environment, which identified 
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the best-prepared candidates for teaching, 
including in terms of their individual (and 
psychological) traits.

This is totally different from the current 
system of getting applicants into teacher 
education programmes, which is based on 
the results of the Unified State Examina-
tion (USE) (as in most other fields and pro-
grammes). In fact, such a system becomes 
absurd when any applicant, regardless of his 
or her psychological traits, communicative 
competency, self-regulation ability (not to 
mention motivation), can become a teacher. 
Under such conditions, it should not be too 
surprising that, for many students thus en-
rolled in pedagogical programmes, getting 
into the class can become a serious chal-
lenge for the psyche (and in many cases not 
only theirs). Somehow, the idea that enrol-
ment to a university of creative professions is 
based primarily on a test of creativity, which 
begins only for those who pass the USE, has 
managed to “force its way” into an extremely 
formalised system of enrolment without abol-
ishing the universal principles of the USE. 
Perhaps the time has come to think about 
changing such a system for teacher educa-
tion as well.

However, in order to form and develop the 
professionally significant personal character-
istics of a future teacher, it is not enough to 
understand the psychology of a student who 
enrols in such a programme. In fact, there are 
two different albeit interrelated ways for im-
proving the psychological qualifications of a 
future teacher. First — through the formation 
of psychological competences necessary for 
solving certain professional tasks within the 
framework of mastering professionally ori-
ented modules. Second — within the frame-
work of holistic programmes for the develop-
ment of professionally significant personality 
traits in the form of not only academic, but 
mainly educational and, above all, volunteer 
work. Currently, the educational programme 
is considered as something external to Basic 
Educational Programme, its results not being 

directly related to the educational results of 
the FSES for Higher Education. Indeed, the 
requirements for the results of professional 
education contain only a list of professional 
competences (general and specific) and uni-
versal competences common to all areas of 
training. This apparently rather vague list of 
such universal competences was described 
by V. Davydov as “formally general” [6]. In 
addition, it remains completely unclear when, 
how and by whom such competences will 
formed, thus in practice leading to massive 
“assignments” of universal competences to 
almost everything (reasonably or not).

In our view, the list of such competences 
in the context of teacher education should 
be substantially specified or supplemented. 
Specified or supplemented universal com-
petences (some of which should be directly 
related to the educational task and the task 
of formation of professionally significant per-
sonal traits of a future teacher) should be 
included in the FSES for Higher Pedagogical 
Education and supplemented with a descrip-
tion of the programme for the achieving such 
results, including an educational programme 
(as well as volunteer activity) and a personal 
development programme equipping any fu-
ture teacher with those practical psychologi-
cal “skills and abilities”, behavioural patterns 
and personality traits, without which his/her 
professional activity cannot be successful.

5. The fifth suggestion for the further de-
velopment of teacher education concerns 
the creation of a modern technological edu-
cational environment for the training of future 
teachers based on the use of simulators, vid-
eo case libraries, digital and cognitive tech-
nologies, including augmented and virtual 
reality technologies. However, a separate 
publication is needed to describe in more de-
tail what such an environment should be like, 
as well as what digital competencies a future 
teacher should possess, taking into account 
possible changes in the division of teaching 
labour and the changing nature of some job 
functions.
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понятий в школьном возрасте: Предисловие // 
Ж.И. Шиф. Развитие научных понятий у школьника. 
М; Л: Гос. учеб. педагог. изд-во, 1935. 80 с.
5. Гуружапов В.А., Марголис А.А. Проектирование 
модели практико-ориентированной подготовки 
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программы высшего образования и начального 
общего образования // Психологическая наука и 
образование. 2014. Том 19. № 3. С. 143—159.
6. Давыдов В.В. Виды обобщения в обучении: 
Логико-психологические проблемы построения 
учебных предметов. М.: Педагогика, 1972. 424 с.
7. Давыдов В.В. Теория развивающего обучения: 
монография. М.: Интор, 1996. 544 с.
8. Давыдов В.В. Проблемы развивающего 
обучения: Опыт теоретического и 
экспериментального психологического 
исследования. М.: Педагогика, 1986. 240 с.
9. Комплексная программа повышения 
профессионального уровня педагогических 
работников общеобразовательных организаций // 
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