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Introduction: social role as a unit of analysis

Adolescence is probably the most controversial age
period in the framework of the Cultural-Historical The-
ory. Though it regularly becomes the focus of research,
there is still no consent even on such fundamentals as
the leading activity and the new formations, as well as on
the very character of this psychological age (critical or
stable). In comparison with the other life periods, elabo-
rated in CHT, its structure remains poorly designed and
rather unclear [8, p. 72—74]. A possible explanation for
this paradox might be the complexity of spotting the
“ideal form” for the age, which lies on the boundary of
childhood and adulthood. Obviously enough, the “ideal”
form of adolescence should be connected with the pro-

105

cess of socialization — that is, with the transition to the
“world of adults”. However, revealing the developmental
mechanisms behind this transition is challenging indeed.

For facing this challenge, a unit of analysis is needed
that could be applied for analyzing both individual and
social aspects of the transition. This unit of analysis was
suggested by L.S. Vygotsky in his unfinished, thus lit-
tle-known work “Concrete Human Psychology”, where
he introduces the concept of social role and coins it as
a mechanism that regulates the relationship between
higher mental functions: “Social roles (judge, doctor)
determine the hierarchy of functions: that is, functions
change hierarchy in different spheres of social life. Their
collision = drama” [15, p. 1030]. This short yet compre-
hensive remark indicates that social roles may be consid-
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ered signs, which regulate human behavior. In the same
text L.S. Vygotsky argues that studying the hierarchy
of higher mental functions and, consequently, roles as
their regulating mechanisms, represents a fundamen-
tal research aim in relation to adolescence: “The task
in adolescents ... to study different spheres of behavior
(professional complex etc.), the structure and hierarchy
of functions, their relations, and collisions” [15, p. 1031].
Thus, for L.S. Vygotsky, understanding the content of
development in adolescence requires the analysis of “role
dramas” that emerge when a child starts to get actively
involved in the system of social relations. The question
is: why the research aim, formulated by L.S. Vygotsky,
has remained almost neglected by CHT scholars for over
one hundred years?

The answer to this question is intricately linked with
the history of the concept of “role” in Russia’s psychologi-
cal tradition. For a long time, this term was literally forced
out of developmental psychology (except for the role in
children’s play), and its content was reduced exclusively
to a set of social functions that an individual performs
depending on the surrounding social context. The most
vocal opponents ascribed to the concept a connotation
of “hypocrisy” and “programmed behavior”, which still
seems to persist in Russia’s psychology [8, p. 73—74].

The standpoint of the founder of the CHT was quite
different. In his work [15] L.S. Vygotsky clearly indicated
the regulating function of social roles as of cultural signs.
And, since signs are interiorized, it isimpossible to perceive
roles as some kind of “masks” imposed on the individual
“from the outside”. Moreover, exactly as “pereghivanije”,
considered by L.S. Vygotsky as a unit of personality and
environment, which reflects the unity of social and per-
sonal aspects of the developmental process, social roles
act as double-facet units, directed both “in-ward” (indi-
vidual plane) and “out-ward” (social plane). The “individ-
ual content” of the role is determined by the personality,
while its “social content” relates to the cultural-historical
context. Roles as social functions are thus never simply
“played out” by the individual. They are always refracted
through the personality and creatively “lived through”!.

Thus, interpreting roles from L.S. Vygotsky’s per-
spective opens a new dimension for understanding the
process of development in different psychological ages —
particularly, in adolescence, which is apparently the sen-
sitive period for interiorizing roles and role patterns. It is
by acquiring new roles that adolescents “enter” the adult
world and try to find their place in the complex system
of social relationships existing in their culture. This
complex system of relationships, represented by various
social roles, may be regarded as the “ideal form” of ado-
lescence. Interactions with this “ideal form” presuppose
adolescents’ acquiring (interiorizing) roles as specific
cultural signs, which may be regarded as the main con-
tent of development during this age period [8].

Since any kind of sign interiorization does not hap-
pen immediately, certain time and space is needed for
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“trying the roles on” and experimenting with various
patterns of role behavior. Experimenting with roles may
be thus perceived as the leading activity of adolescence,
where new formations of this age period (including theo-
retical thinking, reflection, and self-awareness?) emerge
and develop.

This point of view can be illustrated with the exam-
ples of adolescents’ everyday practices, as “role experi-
menting literally permeates them” [6, p.40]. In whatever
interactions adolescents emerge — creating profiles and
making friends in social networks, joining a subculture
etc. — they seem to be testing images and piloting role
patterns. These explorative, play-like activities are spac-
es for adolescents’ development, since it is through these
practices that they give content to the roles they acquire
and make them personally meaningful.

From this perspective, constructing the zone of prox-
imal development in adolescence requires conditions
where adolescents could creatively experiment with
roles. Drama is one of the means for creating such envi-
ronments in a school setting.

Methodology: drama as a tool
for constructing the ZPD

In the last few decades different kinds of drama-
based pedagogies have widely spread all over the world.
Theater and drama are applied for resolving various de-
velopmental, educational, and cultural tasks [1], [2], [3],
[4], [10], [12], [14]. They are also used as tools for so-
cialization and rehabilitation of different groups of chil-
dren and adolescents, including those with poor social
backgrounds or special educational needs [9], [11], [13].
In many countries drama is step by step earning a place
in the national curriculum, where it is applied both for
teaching content in specific disciplines as well as for de-
veloping life competences and soft skills.

The growing popularity of drama may be explained by
its demonstrated effectiveness, particularly in the work
with adolescents. Research shows that adolescents are
willing to engage in drama activities and are likely to re-
main motivated for participation for longer times in com-
parison with other learning formats [4]. However, there is
not much evidence, why does this happen, and what psy-
chological mechanisms determine this engagement.

We may assume, that attractiveness of drama for ado-
lescents relates to the developmental content of this age
period. As mentioned above, one of the main psychologi-
cal tasks in adolescence consists in acquiring new cul-
tural signs — social roles, which is done through experi-
menting with them. Theater and drama represent perfect
spaces for these experiments, which allow to try on roles
and role patters. This basic feature of drama-based ac-
tivities is often intuitively used by teachers and educa-
tors, who are in search for ways of engaging adolescents
in the learning process. However, if we want to apply
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drama as a developmental tool, we need to understand
how exactly it can create the zone of proximal develop-
ment and deliberately use this knowledge in the work
with adolescents.

A few words now need to be said about the concept
of ZPD in relation to adolescence. Most often ZPD is
considered in the context of child-adult interactions,
where the adult, as the bearer of the “ideal form”, liter-
ally “guides” the child, and the child, in their turn, inte-
riorizes the “ideal forms” of the adult [16]. In this con-
text, while constructing a developing environment, the
accent is put on interiorization, when external processes
turn into internal functions.

There is yet another possible “reading” of ZPD,
which is elaborated, particularly, by V.V. Rubtsov, and
is exclusively interesting in relation to adolescence.This
interpretation considers ZPD in terms of joint activity,
which triggers profound changes in all the participants
of the interaction, including the adult [7]. From this per-
spective the adult is not the one, who is “guiding” the
child, but rather the one creating a space for an engaging
interaction (here the Russian word “obschnost™”, desig-
nating a particular kind of community, is appropriate to
use). This approach emphasizes “pereghivanije”, emerg-
ing in the process of joint activity, and turns the inter-
action into a series of “micro-dramas”, which result in
qualitative developmental shifts. It also allows to focus
not exclusively on the process of interiorization, but also
on that of exteriorization, paying attention to the inner
contradictions and emotions that reveal themselves in
the process of interaction (fig. 1).

Fig. 1. Applying drama for constructing the ZPD

However, as O.V. Rubtsova and T.A. Poskakalova ar-
gue, not any kind of drama-based activities may be per-
ceived as a developing environment [10]. Very often drama
in school settings is reduced to a format, where the teacher
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chooses a scenario for a performance and distributes roles
that adolescents are supposed to play out. Students are
rarely given the chance to creatively contribute to writing
of the scenario, or to the elaboration of characters.

To become a tool for constructing the ZPD in adoles-
cence, it is essential that:

* drama is regarded as a process-oriented, rather than
a product-oriented activity; this does not imply that the
final product (performance, improvisation etc.) is not
important; it rather implies, that the process of its prepa-
ration is not less important than the final product per se;

e drama-making process allows to engage adolescents
in different kinds of activity, which means that adoles-
cents do not just play out roles, but also contribute to
play writing, costume making etc;

* drama-making process provides opportunities for
experimenting — particularly, with various roles and
means of interaction, which presupposes role exchanges
during the drama-making process;

* drama is perceived as a “safe” place, which means
that adolescents are encouraged to experiment, to ex-
press themselves, and are not afraid of a failure or of a
bad mark;

* sessions of reflection (reflexive communication) are
included into the drama-making process, which means
that adolescents are encouraged to reflect upon their in-
teractions, discuss what and how they are doing in the
process of joint activity, and share their emotions from
the process.

Thus, applying drama for constructing the ZPD in
the work with adolescents requires creating a particular
kind of setting, where different types of interactions are
intentionally organized in a way, that could encourage
for experiments. The more diverse opportunities for try-
ing and experimenting are provided, the more powerful
the setting is from the developmental perspective.

An attempt to create such a setting was made in the
framework of a research project, operated by Moscow State
University of Psychology and Education in 2019—2021.

Research Project “Digital Storytelling
Theater”*

A brief overview

In 2019 a multidisciplinary research project “Digital
Storytelling Theater” was launched by MSUPE in the
Center for Interdisciplinary Research on Contempo-
rary Childhood. The project aims at introducing drama
technologies into secondary school settings and apply-
ing it as a powerful tool for learning and development
in adolescence. Within the framework of the project,
the research group seeks to trace the influence of drama
activities on learning motivation, communicative skills,
reflexive abilities, critical thinking, and academic per-
formance. It also aims at revealing the potential of using
drama for boosting adolescents’ well-being.

4 More information about the project is available at Digital Storytelling Theater — CIRCC (childresearch.ru)

107




Rubtsova 0.V. Experimenting with Roles...

Pyb6uosa O.B. Ponesoe sxcnepumenmuposanue...

In the framework of the project theater is perceived
as a particular kind of communicative educational en-
vironment, where adolescents can experiment with so-
cial and psychological objects — roles, positions, and
relationships. The elaborated model of the “Digital
Storytelling Theater” does not focus on the final prod-
uct (play/performance) per se, but rather on the very
process of its creation. The participants of the project
are involved in various types of activity, including play
writing, filmmaking, video montages, creation of cos-
tumes and scenery. The diversity of activities and the
possibility of changing roles allows the participants to
experiment and to “try out” different means of inter-
action, which is essential for constructing the ZPD in
adolescence.

In the period from October 2019 to May 2021 the re-
search group:

* organized over 100 drama sessions with 303 ado-
lescents from 4 schools in Moscow and Moscow Region;

* put on 3 plays, based on the scenarios, written by
adolescents;

* shot and analyzed over 150 hours of video record-
ings of the drama sessions, workshops and rehearsals;

* recorded and analyzed over 50 interviews with the
participants of the project, including adolescents, teach-
ers, and school psychologists.

« analyzed over 200 adolescents’ reflexive diaries.

Because of the space constraints, the present article
focuses on the experience of organizing drama only in
one of the schools and, particularly, on those aspects
of the research, which are relevant to the issue of con-
structing the ZPD.

Research design.

The research was conducted in a secondary school in
the town of Stoopino (Moscow Region) from October
30t 2020, to May 14™, 2021. 89 adolescents aged from
12 to 16 (forms 8 “B”, 8 “G” and 6 “N”) participated in
the experiment. The experimental program consisted
of 40 drama sessions, in which students from different
forms took part. The sessions took place once a week and
lasted for 1 hour 30 min. The sessions were led by two
facilitators (members of the research project).

Methods, applied in the framework of the research,
included:

* participant observation;

« analysis of the interactions between adolescents at
different stages of the playmaking process;

« analysis of the products of the activity (scripts of
the plays, written by adolescents; videos, shot by adoles-
cents and used in the performance; sketches of sceneries
and costumes etc.);

* testing before and after the drama project in ex-
perimental and control groups (testing included ques-
tionnaires on learning motivation, communicative skills,
emotional intelligence, critical thinking, reflective abili-
ties etc.);

* interviews with students and teachers at different
stages of the drama project;

« analysis of reflexive diaries, filled in by the partici-
pants after each session;
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« analysis of the interim and final scripts of the plays,
written by the students.

The project included 6 stages, with each stage having
its aims and working strategies. The research group set
concrete goals for each stage, as well as for each drama
session. Working strategies were adjusted for each ses-
sion based on facilitators’ feedback after the sessions and
adolescents’ reflexive diaries.

Data, collected in the framework of the project,
was analyzed from different perspectives and with the
help of various tools, including quantitative and qual-
itative methods. The results of the testing before and
after the experiment demonstrate tangible shifts in
communicative skills, reflexive abilities and learning
motivation of adolescents, who took part in the drama
project. However, this analysis is out of the scope of
the paper. The present article focuses exclusively on
the ways, in which drama was applied for construct-
ing adolescents’ ZPD.

Data analysis.

Stage 1. Introduction to the project. During the
first stage of the project the research group organized
regular meetings with the teachers and school adminis-
trators. The meetings were designed for discussing the
main objectives of the project and receiving more infor-
mation about the students, involved in it. The analysis of
the interviews with the teachers and administrators, as
well as the data, received from participant observation
and adolescents’ reflexive diaries in the first weeks of the
project, testified that many students demonstrated poor
academic achievement and extremely low learning moti-
vation; many of them also had problems in communica-
tion both with the teachers and classmates. Moreover, in
one of the classes there was a rather tense confrontation
between a group of the class “leaders” and an adolescent
with special educational needs. According to the school
psychologist, Olga V. Shvedova, before the start of the
project “form G. has been going through an exceedingly
difficult period. Most of the students in the class seemed
disengaged and demotivated, it was extremely difficult to
raise their interest during the lessons. This situation was
aggravated by the general stress, caused by the pandemic.
Moreover, the class was split into small groups, with one
adolescent with special needs being literally an “outcast”
of the group. He was constantly ousted from the group,
and made fun of, and we couldn’t succeed in changing this
situation”. Thus, the major request from the school was
to boost adolescents’ learning motivation and help in in-
stilling a team spirit, particularly in form “G”.

The fact that the class was split into groups was evi-
dent from the character of interactions during the first
drama sessions: adolescents refused to exchange part-
ners, with some of them obviously ignoring the others.
Many participants also demonstrated high levels of
stress and anxiety, which was most probably due to the
pandemic and uncertainty that it caused.

Careful analysis of the data, collected in a two weeks’
period, allowed the research group to outline the con-
tours of the ZPD for the participants of the project. It
embraced:
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1. overcoming contradictions between the classmates
and creating a more positive learning environment;

2. exchanging experience of living through the pan-
demic and transforming it into a resource.

The work with adolescents started with a few intro-
ductory sessions, where they were provided with infor-
mation about the project and the members of the research
group. During the introductory sessions, the facilitators
organized “warming-up” exercises, which included role
playing improvisations, storytelling, “tableaux”, “hot-
seating” etc. The aim of these sessions consisted in mo-
tivating adolescents for taking part in the project and
bringing together the groups, which the classes were
split into. There were also a few workshops aimed at
teambuilding and development of communicative skills.
The “warming-up” exercises were later embedded into
the structure of the sessions at all stages of the project
and proved to be efficient for engaging adolescents in the
drama-making process.

Stage 2. Exchanging experience. At the second
stage of the project adolescents were asked to share their
experience of living through the pandemic in the spring
of 2020. The first sessions within this stage turned out
rather challenging for the participants. The analysis of
the interactions at this stage of the project allowed to
identify at least two groups of emerging difficulties:

* stiffness; fear to speak about personal feelings and
emotions;

» communicative challenges: difficulties in formu-
lating messages, receiving and providing feedback.

In reflexive diaries adolescents often reported, that
discussing something with classmates, formulating mes-
sages, providing feedback, and coming to a consensus
was particularly challenging: “I find it difficult to express
my ideas and make others understand, what I mean”; “I
often fail to find the right words for explaining my point of
view”; “It’s really difficult for me to listen to others in the
process of discussion” etc.

For facilitating adolescents’ work at this stage, the
members of the research group elaborated numerous
tasks, including writing narratives on behalf of different
inanimate objects, which surrounded adolescents during
the lockdown (smartphone, pillow, refrigerator, chewing
gum etc.). The participants wrote short stories and even
poems, focusing on their personal experience; they also
made videos featuring their flats and rooms, where they
spent time during the lockdown. Later on, adolescents
were encouraged to read their stories to each other, ex-
change opinions and find similarities in their experience.
There were also tasks on acting out their narratives and
making improvisations based on their “pereghivanije” of
the situation. Finally, the participants were challenged
to find examples of artistic works (poetry, fiction, non-
fiction), featuring outbreaks of diseases.

During the sessions, adolescents described the situ-
ation of lockdown in terms of “boredom”, “fear”, “an-
ger” and “anxiety”. Many of them also gave negative
feedback on distant learning, which they considered
“badly organized” and “demotivating”. Data showed
that the situation of lockdown was a truly “dramatic”
experience for adolescents, who witnessed their rela-
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tives and friends being ill, going to hospitals and some
of them dying. Sharing this personal experience with
each other was at first rather difficult for the partici-
pants. Adolescents were not used to discussing their
“pereghivanije” in a classroom and it took a few ses-
sions before they started freely describing their feel-
ings and emotions. However, that was a turning point
for “breaking the ice” in the relationships between the
groups. During the sessions the participants discovered
a lot of new things about each other; they also found
out that they often experienced the same feelings, and
facilitators used this a basis for building mutual under-
standing between the confronting groups.

Stage 3. Writing of the scenario.The third stage of
the project was devoted to creating a scenario for the
play. Adolescents were invited to make up a plot, based
on their experience of the lockdown. For assisting ado-
lescents, the facilitators introduced the participants
into some theoretical aspects of playwriting, illustrat-
ing them by examples from the course of literature. The
participants were then split into small groups and each
of the groups was working on one of the scenes for the
future play. The work in groups alternated with general
discussions with the class. Within two months adoles-
cents created a scenario of an original play.

The plot of the play is centered on the experience of
a young Boy, who is bored by the lockdown and suffers
from loneliness in his room. While reading a book for his
literature class, he takes a pen and writes a poem about a
girl whom he likes. Then he sends the poem to one of his
classmates, who makes fun of him. Frustrated and angry, the
Boy tears apart the paper with the poem and sits down on
the floor. While he is overwhelmed, Emotions and Feelings
(Anger, Anxiety, Disgust) surround him and start arguing
with each other, what he shall do (see Fig. 2, illustrating the
episode, where Disgust is talking with the Boy). Finally, the
Boy falls asleep. He dreams, that the famous Russian poet
A. Pushkin comes into his room and tries to persuade the
Boy, that he must keep writing poems, no matter what the
others think of that. Encouraged by the poet’s words, the
Boy wakes up and posts his poem on Facebook. At the end
of the play, the objects in the Boy’s room come into the light
and tell their stories of living through the pandemic in the
room of the main character.

It is important to highlight, that the play was writ-
ten exclusively by adolescents. The facilitators’ role con-
sisted in encouraging adolescents for discussing the plot
with their classmates and motivating them for working
in groups. The facilitators also gave ideas about how the
narratives, created at the second stage of the project,
could be introduced into the play. However, the final de-
cision about what and how to include was always made
by adolescents.

Data analysis at this stage echoes many findings of
P. Smagorinsky and J. Coppock, who conducted re-
search on applying drama in teaching literature. The re-
searchers emphasize the role of dialogue in students’ col-
laboration, since the dialogue helps them mediate their
understanding of the story: “The production of the text
appeared to serve two complementary functions. On the
one hand, the dramatic text represented the students’
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thinking about the story as they interpreted it through
their experiences and knowledge. ... At the same time,
the creation of the dramatic text helped shape the stu-
dents’ thoughts about the story” [12, p. 386]. Another
important issue were the collisions, which frequently
emerged between the participants in the process of dis-
cussing the plot. Exactly as mentioned by P. Smagorin-
sky and J. Coppock, “The interactions within the group
suggested that collaborative learning is not always the
harmonious interaction it is often portrayed to be” [12,
p. 385—386]. In our research it was indeed full of dra-
matic contradictions between the students, arguing who
was to play which role, what words would be more ap-
propriate for this or that character etc. However, despite
the frequent dissonance, the work of the groups turned
out to be very productive, and the students were willing
to find a solution and move forward in their work.

Stage 4. Play production. At this stage, the partici-
pants split into three groups with each of them concentrat-
ing on a particular task, connected with the play produc-
tion. One group of adolescents was involved in the play
as actors; the other one was responsible for costumes and
scenery, the third one — for multimedia and digital effects.
There were also smaller teams within the two groups, fo-
cusing exclusively on the light, sound etc. Each group was
offered a series of workshops including those on acting, sce-
nic speech, stage movement, digital media etc. Adolescents
could decide, which of the groups they wanted to join. They
could also contribute to different groups, with some of them
performing a role and at the same time participating in the
creation of scenery or making videos for the stage screen.

An important element of this stage were role ex-
changes. Adolescents were encouraged to “move” be-
tween groups, providing feedback on the works of the
other groups, and coordinating efforts to make the per-
formance a holistic piece.

At this stage of the project an interesting episode
took place. During one of the sessions the class was
given a creative task on expressing emotions. The task
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Fig. 2. The Boy and the Feeling of Disgust (photo of the final performance)

turned out rather challenging for adolescents. However,
adolescent with special educational needs succeeded in
completing the task in a very original and creative way.
As adolescents wrote in their reflexive diaries after the
session “N.’s creativity at the session was absolutely as-
tonishing” and “No one could have expected N. to be such
a talented person”. This episode was a turning point in
changing the group’s opinion about N. It also was a turn-
ing point for N. himself, as he wrote in his reflexive diary
after the session: “T’ve discovered something about myself
today. I didn’t expect myself to be capable of things that
I did today”. By the end of this stage qualitative shifts
occurred in the character of interactions between the
participants of the class. Adolescents became much more
flexible in switching partners and moving within groups
in the process of joint activity. There was also a change
in the relation to N., whom adolescents started to in-
clude in their interactions.

Stage 5. Reflexive communication. At this stage of
the project the participants were encouraged to reflect
upon the work that they have been doing. In fact, this
stage did not take place only once, but it was embed-
ded in every session, since adolescents were constantly
encouraged to share their thoughts and emotions, give
feedback to the work of the classmates, and fill in re-
flexive diaries for each session. Reflexive communica-
tion was organized in different formats: adolescents ex-
changed ideas in small groups and in a big circle; they
were also invited to take part in numerous activities,
aimed at boosting their reflexive skills.

As a particular stage of the project, reflexive com-
munication presupposed adolescents’ watching recorded
fragments of the rehearsals and discussing them. At this
stage adolescents changed roles again — from actors and
play-producers they turned into spectators, assessing
the work, which has been done.

Stage 6. Final performance. At the end of the school
year the final performance took place. Students from other
forms as well as teachers and school administrators were
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invited as spectators. Due to the pandemic restrictions par-
ents and other guests were not allowed in the school. After
the performance adolescents were awarded certificates.

After the performance, the research group also took
final interviews with the participants, teachers, and
school administration. Particularly interesting was the
interview with the school psychologist, Olga V. Shve-
dova, who admitted being “very skeptical” about the
project at the beginning. “In fact, I didn’t believe in this
drama project at all. I thought that there was absolutely
no way how drama sessions could help in a class of de-
motivated adolescents, with a few being quite aggressive.
But I saw them changing in the course of the project. They
started communicating, they started engaging in joint ac-
tivities... I can see that they’re willing to do something to-
gether. Many students showed themselves from a totally
unexpected perspective. I think that the project helped us
discover these students. The results actually exceeded all
expectations”.

Literature teacher: “It seems that the group has accept-
ed N. It really worked, this drama project!”

In the process of data analysis the research group
tried to trace, how the personal “dramas” of the partici-
pants were transformed into an artistic representation
of their experience. At the beginning of the project the
experience of living through the pandemic was an interi-
orized “pereghivanije” of each adolescent. At the stage of
exchanging experience, the research group created con-
ditions for externalizing the “pereghivanije” and mak-
ing it an object of communication. At the next stages,
adolescents created a “meta-drama” based on their per-
sonal experience, making a complex representation of
their “life dramas” by means of art (see fig. 3).

Particularly important changes and transformations
took place on the stage of reflexive communication,
when the participants were encouraged to switch roles
and assess their joint work from a new perspective. Role
exchanges created the basis for mutual understanding
and qualitative shifts in adolescents’ perceptions of each

e A personal
emotionally-
colored event

Drama

Meta-Drama

¢ Representation of
the life drama by
means of art

other and their own experience (“re-positioning”). The
movement towards the ZPD was reflected in adoles-
cents’ reflexive diaries: “It was a fantastic experience. 've
discovered that I'm surrounded by very interesting people”;
“Now I know that my classmates have many talents; it’s re-
ally great to study together”.

Thus, the original aim to help adolescents in over-
coming their contradictions and create a more positive
learning environment was achieved.

Some concluding remarks.

The analysis of a two-years’ work clearly demon-
strates that applying drama for constructing the ZPD —
particularly, in the work with adolescents — requires
creating a space for experiments. This setting should be
perceived as “safe” by adolescents, which means, that the
participants should feel free to express themselves with-
out being afraid of “a failure” or a bad mark. The more
diverse opportunities for trying and experimenting are
provided, the more powerful the setting is from the de-
velopmental perspective. It is particularly important to
emphasize the significance of role exchanges and reflex-
ive communication in drama sessions, which largely con-
tribute to participants’ reconsidering their experience,
their relationships, and, eventually, to the development
of their agency.

It is obvious that not any kind of drama-based ac-
tivities is consistent with the principles of a developing
environment in the framework of the Cultural-Histor-
ical Paradigm. Creating such a setting is a challenging
task, which requires specialists, who could organize the
interaction of adolescents with each other and with the
teacher. It means that not only adolescents, but primar-
ily teachers need to be trained how to create such a set-
ting and what strategies to use for constructing the ZPD
in the work with concrete classes of students. Our re-
search group is looking forward to further research in the
framework of the project and introducing drama tech-
nologies into school practice.

‘perezhivanie ” —
object of
communication

e Discussion of the
drama by different
participants

Reflexive
Communication

“perezhivanie” —

personal experience

Re-positioning

Fig. 3. Tracing the role of “pereghivanije” at different stages of the project
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PoseBoe 3KcriepuMEHTHPOBAHKE B MIOAPOCTKOBOM
BO3pacTe: NpUMEHEHHE IPaMbl ISl KOHCTPYHPOBAHUS
30HBI OJHIKaNIIero pasBUTHS

O.B. Pyo6mogBa

MockoBcKuUii TOCYZIaPCTBEHHDBIH IICHX0JIOTO-TIe/JarOTMYeCKUN YHUBEPCUTET,
. MockBa, Poccuiickast Deneparinst
ORCID: https://orcid.org/0000-0002-3902-1234, e-mail: ovrubsova@mail.ru

B 2019 r. B MockoBcKOM rocyiapcTBEHHOM IICUXOJIOTO-TearOTHIecKOM YHUBEPCUTETE CTAPTOBAJ
HCCIeIOBATENBCKUI TTPOEKT «VIHHOBAIMOHHAS MOJIEJIb OPraHW3alMU JKCIIEPUMEHTAIbHO-UCCIE0-
BaTEJIbCKOI JIeITeTbHOCTH TTOAPOCTKOB («MysbTuMena-reatps»). OCHOBHAs 3ajiaua MPOEKTA 3aKJII0-
yaercss B pa3paboTrke, oueHke 3(h(MEKTUBHOCTU U TIOCJAEAYOIEM BHEIPEHUI TEXHOJIOTHUII IpamMaTusa-
MU B MIKOJbHYIO MPAKTUKY, C HEJbI0 UX MPUMEHEHUs B KA4eCTBE CPEACTBA 00YYEHHUSA U Pa3BUTHUSL.
B dokyce HacTosIeil cTaThU HAXOAMTCS AaHAJU3 BO3MOKHOCTEH MPUMEHEHHUsI IPaMbl JIJIsI TOCTPOEHUST
30HBI GJIMIKANIIET0 Pa3BUTHS Y YYAIINXCSA TOAPOCTKOBOTO BO3pacTa. ABTOP CTaThbU yTBEPIKAAET, UTO
He BCAKMIA TUII ipaMaTusalliu B 00pasoBaTeJbHOM IIPOIEcce OTBEYaeT IPUHIIUIIAM IIOCTPOEHUS Pas-
BUBaKOIIell 06pazoBaTeNbHON CPe/ibl B KOHTEKCTE KYJbTYPHO-UCTOPUUYECKON napaaurmbl. CospaHue
TAKOIl cpeibl — 3TO 0cobast UCCienoBaTeIbCKast 3aa4a, KoTopast Tpebyer opraHusaiuu takux Gopm
JIESITEJIBHOCTH U B3aUMO/IEHCTBUST YUACTHUKOB, KaK POJIEBOE 9KCIIEPUMEHTHPOBaHUE U pedhJieKCHBHAsI
KOMMYHUKaiust. Ha mprMepe 1mKkoJabHOTO CIIEKTAKJISE Ha TeEMY CUTYaIlMH JOK/ayHa B IEPUOJL TTAHIEMUN
CODID-19, moctaBieHHOII ¢ KITacCOM TIOJPOCTKOB, MOKA3aHO, KaK [paMaTU3allis, OCHOBAHHAs Ha PO-
JIEBOM 9KCIIEPUMEHTUPOBAHUN, MOKET ObITh 9(DPEKTUBHON 15l IPEOI0JEHUs IPYIIIOBBIX IPOTHBOPE-
Yii, MOBbIIIEHUsT Y4eOHOI MOTHBALUU U TPAHCHOPMAIIUN UHAMBUYATbHOTO «IIEPEKUBAHKSI> Y JIeTell

IIOAPOCTKOBOTO BO3pacTa.
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Kantoueewvie cnosa: HOJI])OCTKOBBIfI BO3pacT, 30Ha OmmoKaiimero pa3BuTHA, ApaMa, TeaTp, COINAIb-
HasA POJib, POJIEBOE S9KCIIEPUMEHTUPOBaHNE, COBMECTHAA ICATCIIBHOCTD, peq)JIGKCI/IBHaH KOMMYHUKaAINA.

CDI/IHaHC]/[pOBaHl/Ie. WccenenoBanne BBITTOJTHEHO pn Q)HHaHCOBOﬁ TIOAIEPIKKE MocKoBCKOTO TOCYHapCTBEHHOI'O MCUXO0-
JIOrO-11e1arorn4eCcKoro ynuBepcurera.
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