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ABSTRACT
Background. Cultural-historical psychology is analyzed from a theoretical and 

methodological point of view in order to identify its di!erences from constructivism. In 
addition, the question of the sources of mental development and the content of the terms 
“cultural” and “social” are analyzed. 

Objective. "is article describes the cultural-historical research method and the pos-
sibilities for using it to organize teaching and learning processes.

Conclusion. "e authors conclude that it is necessary to di!erentiate Vygotsky’s cul-
tural-historical approach from postmodern constructivism on conceptual, methodologi-
cal and epistemological grounds.

Keywords: Cultural-historical psychology, psychological theories, constructivism, 
nature of development, methods of analysis in psychology

Highlights:
t� ćF�$VMUVSBM�IJTUPSJDBM�BQQSPBDI�JO�QTZDIPMPHZ�DBOOPU�CF�DPOTJEFSFE�B�WBSJBOU�PG�

constructivism
t� "DDPSEJOH�UP�7ZHPUTLZ
�B�DIJME�T�NFOUBM�EFWFMPQNFOU�DPNFT�GSPN�IJT�IFS�DVMUVSF�

and social and biological circumstances, which only set the conditions for such 
development.

t� 3FTFBSDIFST�BOE�UFBDIFST�XIP�IPME�7ZHPUTLZ�T�WJFX�EP�OPU�CFMJFWF�JO�TQPOUBOF-
ously occurring developmental processes, but are engaged in developing teaching 
methods that contribute to more optimal development.
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АННОТАЦИЯ
Актуальность. В работе с теоретической и методологической точки зрения 

проводится анализ культурно-исторической психологии с целью выявить ее отли-
чия от конструктивизма. Также обсуждается проблема источников психического 
развития и использования терминов «натуральное» и «культурное».

Цель. В статье рассматривается методология культурно-исторического психо-
логического подхода и его значение для организации процессов учения и обучения.

Выводы. Авторы приходят к выводу о необходимости разграничения подхода 
Л.С. Выготского и постмодернистского конструктивизма по концептуальному, ме-
тодологическому и эпистемологическому основаниям.

Ключевые слова: Культурно-историческая психология, психологические тео-
рии, конструктивизм, сущность развития, метод анализа в психологии

Ключевые положения:
t� ҴҽҵӆҼҽҺҷҸ�ҲһҼҸҺҲӁүһҴҲҳ�ҹҸҮҿҸҮ�Ҭ�ҹһҲҿҸҵҸҭҲҲ�ҷүҵӆұӉ�һӁҲҼҪҼӆ�ҺҪұҷҸҬҲҮҷҸ-

стью конструктивизма
t� ҲһҼҸӁҷҲҴҸҶ�ҹһҲҿҲӁүһҴҸҭҸ�ҺҪұҬҲҼҲӉ�ҺүҫүҷҴҪ�ҹҸ�ϗ�ϝ�ώӅҭҸҼһҴҸҶҽ�ӉҬҵӉүҼһӉ�

культура, социальные и биологические особенности - лишь условия такого 
развития

t� ҲһһҵүҮҸҬҪҼүҵҲ�Ҳ�ҹүҮҪҭҸҭҲ
�һҼҸӉӃҲү�ҷҪ�ҹҸұҲӀҲӉҿ�ϗ�ϝ��ώӅҭҸҼһҴҸҭҸ
�ҬүҺӉҼ�ҷү�
в спонтанно происходящие процессы развития, а занимаются разработкой 
методов обучения, способствующих более оптимальному развитию

RESUMEN
Relevancia.�&O�FM�USBCBKP�TF�BOBMJ[B�EFTEF�FM�QVOUP�EF�WJTUB�UFØSJDP�Z�NFUPEPMØHJ-

DP�MB�QTJDPMPHÓB�IJTUØSJDP�DVMUVSBM�QBSB�JEFOUJĕDBS�TVT�EJGFSFODJBT�DPO�FM�DPOTUSVDUJWJTNP��
También se discute el tema de las fuentes de desarrollo psíquico y del uso de los términos 
«natural» y «cultural».

Objetivo. &M�BSUÓDVMP�BCPSEB�MB�NFUPEPMPHÓB�EFM�FOGPRVF�IJTUØSJDP�DVMUVSBM�FO�QTJDP-
MPHÓB�Z�TV�SFMFWBODJB�IBDJB�MB�PSHBOJ[BDJØO�EF�MPT�QSPDFTPT�EFM�FTUVEJP�Z�BQSFOEJ[BKF�

Сonclusiones.�-PT�BVUPSFT�MMFHBO�B�MB�DPODMVTJØO�EF�RVF�FT�OFDFTBSJP�EJTUJOHVJS�FM�
enfoque de Vygotsky y el constructivismo posmoderno por razones conceptuales, meto-
EPMØHJDBT�Z�FQJTUFNPMØHJDBT�

Palabras clave:�1TJDPMPHÓB�IJTUØSJDP�DVMUVSBM
�UFPSÓBT�QTJDPMØHJDBT
�DPOTUSVDUJWJTNP
�
origen del desarrollo, métodos de análisis en psicología

Destacados:
t� &M�FOGPRVF�IJTUØSJDP�DVMUVSBM�FO�QTJDPMPHÓB�OP�QVFEF�DPOTJEFSBSTF�VOB�WBSJBOUF�EFM�

constructivismo.
t� -B�GVFOUF�EF�EFTBSSPMMP�QTÓRVJDP�EFM�OJ×P�TFHÞO�7ZHPUTLZ�FT�MB�DVMUVSB
�MBT�DBSBDUF-

SÓTUJDBT�TPDJBMFT�Z�CJPMØHJDBT�TPO�TPMBNFOUF�MBT�DPOEJDJPOFT�EF�UBM�EFTBSSPMMP�
t� -PT�JOWFTUJHBEPSFT�Z�FEVDBEPSFT�RVF�FTUÈO�FO�MB�QPTJDJØO�EF�7ZHPUTLZ�OP�DSFFO�

en los procesos de desarrollo que se llevan a cabo espontáneamente, pero están 
FMBCPSBOEP�NÏUPEPT�EF�FOTF×BO[B�RVF�DPOUSJCVZFO�B�VO�ØQUJNP�EFTBSSPMMP�

RESUME
Origines. Ce travail implique une analyse de la psychologie historico-culturelle sur 

MF�QMBO�UIÏPSJRVF�FU�NÏUIPEJRVF�BĕO�EF�SFMFWFS�EFT�USBJUT�EF�EJČFSFODJBUJPO�QBS�MFTRVFMMF�
elle se distingue du constructivisme. Cet article aborde aussi la discussion du probleme des 
sources du développement psychique et de l`usage des termes « naturel » et « culturel ».
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Objectif. L’article porte sur la méthodologie de l’approche historico-culturelle et 
psychologique et de son importance pour l’organisation des processus d’apprentissage et 
d’enseignement.

Conclusion. Les auteurs arrivent à la conclusion qu`il faut distinguer l’approche de 
Lev Vygotski de l’approche postmoderne et constructiviste sur la base conceptuelle, mé-
thodologique et épistémologique.

Mots-clés: Psychologie historico-culturelle, théories psychologiques, constructi-
visme, sources du développement, méthodes d’analyse de psychique

Points principaux:
t� -�BQQSPDIF�IJTUPSJDP�DVMUVSFMMF�FO�QTZDIPMPHJF�OF�QFVU�QBT�ÐUSF�DPOTJEÏSÏF�DPNNF�

une sorte de constructivisme ;
t� %�BQSÒT� -FW�7ZHPUTLJ� MF� TPVSDF� EV�EÏWFMPQQFNFOU� QTZDIJRVF� EF� M�FOGBOU� FTU� MB�

culture, les traits sociaux et biologiques ne sont que des conditions d`un tel déve-
loppement;

t� -FT�DIFSDIFVST�FU�FOTFJHOBOUT�RVJ�TPVUJFOOFOU�MB�QPTJUJPO�EF�7ZHPUTLJ�OF�DSPJFOU�
pas aux processus de développement spontanés mais s’engagent dans l`élaboration 
des méthodes d’enseignement qui contribuent au développement encore plus opti-
misé.

Introduction
"e school of “constructivism” (a derivative of the noun “construct”) arose in art 
	BSDIJUFDUVSF
�UIFBUFS
�QBJOUJOH
�JO�3VTTJB�BU�UIF�CFHJOOJOH�PG�UIF���UI�DFOUVSZ�BT�B�
movement that valued   technological progress and opposed traditional values. With 
the advent of Jean Piaget’s work, constructivism came to be seen as a variant of episte-
mology, and established itself in clinical psychology and social sciences and in peda-
gogical theories throughout the twentieth century up until today. Piaget developed 
the idea of   constructivism in the twentieth century as a metaphor to discuss issues 
raised by traditional epistemological thinking and theories of knowledge.

At its core, his metaphor relied on sensorimotor operations as the basis for a child 
understanding future concrete and formal operations of logic, including mathemat-
JDT��i<y�>�UP�VOEFSTUBOE�MPHJD�<y>�JU�XBT�OFDFTTBSZ�UP�DPOTJEFS
�ĕSTU�PG�BMM
�NBOJQVMB-
UJPO�BOE�FYQFSJNFOUT�PO�BO�PCKFDU�<y�>w�	1JBHFU
�����
�Q����
��"DDPSEJOH�UP�IJT�UIFPSZ
�
these operations are a part of an evolutionary biological process that goes through the 
same stages in all people, in all cultures, and in di!erent historical periods. "e child 
BMXBZT�iBDDVNVMBUFT�IJT�IFS�LOPXMFEHF
w�BT�JG�JU�XFSF�B�QSPDFTT�JOIFSFOU�JO�IJT�IFS�
own nature, in any context and in any environment.

"is metaphor fell apart when Piaget moved from the concept of achieving 
LOPXMFEHF�	BO�FYQSFTTJPO�UIBU�EPFT�OPU�JNQMZ�BO�JOUFOUJPOBM�TVCKFDU�PS�DBVTBM�BHFOU

�
which emphasized process, to the construction concept, which implies the agent’s 
intentionality. "e architectural metaphor’s backbone now is not only what is built 
UISPVHI�BDUJPOT
�CVU�BMTP�XIBU�JT�QMBOOFE
�GPSFTFFO
�BOE�EFTJHOFE��*U�T�OPU�KVTU�EP-
ing something, but, above all, planning and doing. Piaget knew that and discussed 
biological foresight: “"e most general functions of the organism — organization, 
adaptation and assimilation, conservation, anticipation, regulation, and balance — 
BMM�BHBJO�ĕOE�UIFNTFMWFT�JO�UIF�ĕFME�PG�LOPXMFEHF�BOE�QMBZ�UIF�TBNF�FTTFOUJBM�SPMF�
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<y>�BT�TPPO�BT�BUPNJTN�JT�SFKFDUFE�JO�GBWPS�PG�EJBMFDUJDBM�DPOTUSVDUJWJTNw�	1JBHFU
�
����
�Q�����
�

1JBHFU�XFOU�GSPN�UIF�DPODFQU�PG�iSFQSFTFOUBUJPOw�	����

�UP�iPSJHJOw�	����

�UP�
iGPSNBUJPOw�	����

�BOE�ĕOBMMZ�FOEFE�VQ�XJUI�iDPOTUSVDUJPOw�	����

�XIJDI�IF�SF-
EVDFE�UP�TJNQMF�BDUJPO��#Z�UIF�����T�IF�XBT�BMSFBEZ�DPOTJEFSFE�B�iEJBMFDUJDBM�DPO-
TUSVDUJWJTUw�	����������
��'SPN�UIJT�QPJOU�PG�WJFX
�BO�BDUJPO
�QSF�QMBOOFE�	BDDPSEJOH�
UP�UIF�DPOTUSVDUJWJTU�JEFB
�BT�TPNFUIJOH�HJWFO�B�QSJPSJ
�JT�EFWPJE�PG�TVCKFDUJWF�QMBO-
OJOH�JO�UIF�QTZDIPMPHJDBM�TFOTF��UIF�TVCKFDU�T�FWFSZ�BDUJPO
�CF�JU�TPDJBM�PS�JOEJWJEVBM
�JT�
determined biologically (evolutionarily).

As the “constructivism” concept spread into the social sciences, clinical psychol-
ogy, and education, inHuencing their qualitative methodology, the process went into 
reverse. What Piaget called intellectual operations dependent on biologically deter-
mined stages have become operations with omnipresent intentionality, reviving an 
FYUSFNF�TVCKFDUJWJTN�UIBU�DMBJNT�UIBU�SFBMJUZ�EPFT�OPU�FYJTU�CVU�JT�B�DPOTUSVDUJPO
�BO�
JOWFOUJPO�PG�FBDI�TVCKFDU�	8BU[MBXJDL
�����
��*U�EPFT�OPU�NBUUFS�UIBU�UIJT�DPOUSBEJDUT�
UIF�QPTTJCJMJUZ�PG�PCKFDUJWFMZ�TUVEZJOH�UIF�QSPDFTT�PG�QTZDIPMPHJDBM�EFWFMPQNFOU�VOEFS�
favorable and unfavorable conditions, both social and natural.

In this context, this article’s purpose is to analyze the epistemological, concep-
tual, and methodological misconceptions that underlie the widespread belief that L. 
Vygotsky is epistemologically a constructivist, and that the educational derivatives 
of his theory are among the constructivist variants applied to education (Hernandez, 
����
�

1. Epistemological criteria
In every epistemological problem, four fundamental questions must be answered. "e 
ĕSTU�UXP�BSF���
�%PFT�PCKFDUJWF�SFBMJUZ�FYJTU�PVUTJEF�UIF�TVCKFDU
�IJT�IFS�DPOTDJPVTOFTT
�
BOE�IJT�IFS�QFSDFQUJPO��BOE��
�8IBU�SPMF�EPFT�UIF�TVCKFDU
�IJT�IFS�UIPVHIUT
�BOE�IJT�
her practical activities play in the process of getting to know phenomena? From these 
UXP�RVFTUJPOT�GPMMPXT�UIF�OFYU��%PFT�DPHOJUJPO�PG�UIF�QIFOPNFOB�PG�SFBMJUZ
�PCKFDUT
�
and the world occur simply as a result of their prior perception or as a transformation 
of the world?

"e answers can be grouped based on the opposing views on the existence or 
OPO�FYJTUFODF�PG�UIF�PCKFDUJWF�XPSME
�SFHBSEMFTT�PG�XIBU�UIF�TVCKFDU�UIJOLT�BCPVU�JU��
Some epistemological movements, including dialectical materialism, argue that ob-
KFDUJWF�SFBMJUZ�FYJTUT�TFQBSBUFMZ�BOE�JOEFQFOEFOUMZ�PG�UIF�TVCKFDU��5PHFUIFS�XJUI�7Z-
HPUTLZ�	7ZHPUTLZ
�����

�UIF�BVUIPST�PG�UIJT�BSUJDMF�BSF�PG�UIF�PQJOJPO�UIBU�FBDI�TVCKFDU�
perceives or learns about the world, which at the same time cannot be known once 
and for all, simply by perceiving it, but perception is the beginning of all knowledge. 
"ere is no prior knowledge before an organism develops and begins to interact with 
the world or environment. Knowledge of everything that exists does not occur auto-
NBUJDBMMZ�PS�TQPOUBOFPVTMZ
�TJODF�JU�DFSUBJOMZ�SFRVJSFT�UIF�TVCKFDU�T�BDUJWF�UIFPSFUJDBM�
and practical actions.

Knowledge is not an individual characteristic determined by evaluation; it de-
QFOET�PO�UIF�BDIJFWFNFOUT�PG�FBDI�IJTUPSJDBM
�DVMUVSBM
�BOE�TDJFOUJĕD�NPNFOU�JO�FBDI�
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person’s life in a particular society. "is position underlies the tradition of historical-
dialectical materialism, a striking example of which are the works by Vygotsky (Vy-
HPUTLZ
�����
��1JBHFU
�VOMJLF�7ZHPUTLZ
�BOBMZ[FT�JOEJWJEVBM�LOPXMFEHF�CBTFE�PO�UIF�
CJPMPHJDBM�QSFSFRVJTJUFT�UIBU�FOTVSF�DPHOJUJPO�	1JBHFU
�����
�

0UIFS�FQJTUFNPMPHJDBM�UIFPSJFT�QPTUVMBUF�UIBU�PCKFDUJWF�SFBMJUZ�EPFT�OPU�FYJTU�PVU-
TJEF�UIF�TVCKFDU
�BOE�UIBU�JU�FYJTUT�POMZ�JG�JU�JT�LOPXO
�QFSDFJWFE
�PS�DPOTUSVDUFE�CZ�
the individual. "ey do not deny that perception is necessary for cognition, but they 
BSHVF� UIBU� JU� JT� UIF� TVCKFDU�PS�IJT�IFS�CSBJO� UIBU�QSPDFTTFT� BOE�DPOTUSVDUT�XIBU� JT�
QFSDFJWFE��ćJT�QPJOU�PG�WJFX�ĕUT�JOUP�UIF�JEFBMJTUJD�USBEJUJPO�PG�#FSLFMFZ�BOE�,BOU�
that characterizes modern postmodern constructivism, in which logical contradic-
UJPOT�BSF�JOTVSNPVOUBCMF�	&TDPUUP�$PSEPWB
�����������
��ćJT�QPTJUJPO�JT�IFHFNPOJD�
in many of the “constructivisms” that dominate the qualitative methodology of the 
social sciences, pedagogies, and clinical psychology. "ese schools of thought always 
highlight that knowledge is given a priori.

7ZHPUTLZ�FQJTUFNPMPHJDBMMZ�CFMPOHT�UP�UIF�ĕSTU�HSPVQ��IF�JT�B�NBUFSJBMJTU�BOE�EJB-
lectician. "at is, he follows Marxist philosophy, but can he be characterized as an 
epistemological and pedagogical constructivist? In the opinion of the authors of this 
article, the answer to this question is negative; Vygotsky’s approach has no general 
TJNJMBSJUZ�XJUI�UIF�FQJTUFNPMPHZ�PG�QPTU�NPEFSO�#FSLFMFZ�DPOTUSVDUJWJTN�	LOPXO�BT�
SBEJDBM�PS�TPDJBM

�BT�)FSOBOEF[�TFFNT�UP�CFMJFWF�	)FSOBOEF[
�����
�Q����
��ćF�GBDU�
that two theoretical concepts use similar vocabulary or address the same topic does 
not necessarily mean that they are closely related.

2. Constructivism
Constructivism is not a word that Vygotsky or his followers used to refer to their 
FQJTUFNPMPHJDBM�PS�QTZDIPMPHJDBM�UIFPSZ
�BMUIPVHI�JU�JT�B�UFSN�GSPN�UIF�3VTTJBO�BSU�
NPWFNFOU�UIBU�XBT�LOPXO�UP�7ZHPUTLZ��IF�EJE�ĕOE�UIF�MJUFSBSZ�BOE�UIFBUSJDBM�BWBOU�
HBSEF�PG�UIF�����T�WFSZ�BUUSBDUJWF�BOE�FOKPZBCMF�JO�IJT�ZPVUI�	7ZHPUTLZ
�����
�

%FTQJUF�IJT�LOPXMFEHF�PG�UIF�UFSN�DPOTUSVDUJWJTN
�7ZHPUTLZ�POMZ�VTFE�JU�PODF��
"at was when, in his “"inking and Speech” article, he criticized Piaget, with whose 
works he was thoroughly familiar. In this article, which put forward a new theoretical 
concept of the interrelationship between the processes of development and learning, 
7ZHPUTLZ�	7ZHPUTLZ
�����
�XSPUF�UIBU�GPS�1JBHFU
�MFBSOJOH�JT�CVJMU�PO�UIF�CBTJT�PG�QSF-
vious development inherent in the nature of the child, while for him the process of 
learning leads to development..

Vygotsky’s idea is revealed through the example of how a child assimilates con-
DFQUT��ićF�GPSNBUJPO�PG�TDJFOUJĕD�DPODFQUT
� UP�UIF�TBNF�FYUFOU�BT�PG�TQPOUBOFPVT�
POFT
�EPFT�OPU�FOE
�CVU�POMZ�CFHJOT�BU�UIF�NPNFOU�XIFO�UIF�DIJME�ĕSTU�MFBSOT�B�OFX�
NFBOJOH�PS�UFSN�UIBU�JT�UIF�CFBSFS�PG�B�TDJFOUJĕD�DPODFQU��ćJT�JT�UIF�HFOFSBM�MBX�PG�UIF�
EFWFMPQNFOU�PG�XPSET��NFBOJOHT
�UP�XIJDI�TQPOUBOFPVT�BOE�TDJFOUJĕD�DPODFQUT�BSF�
FRVBMMZ�TVCKFDU�JO�UIFJS�EFWFMPQNFOUw�	7ZHPUTLZ
�����
�Q�����
��0G�DPVSTF
�7ZHPUTLZ�
does not agree with Piaget’s approach.

"e use of constructivism as an epistemological base is associated with child 
development studies, especially those of Piaget, who used the word “construct” in 
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IJT�QTZDIPHFOFUJD�UIFPSZ�GSPN�UIF�����T�PO��4UVEJFT�EFWPUFE�UP�UIF�QTZDIPHFOFTJT�
of cognition (aka as genetic epistemology or cognition genesis) were proposed by 
1JBHFU�BT�B�CSBODI�PG�TDJFOUJĕD�DIJME�QTZDIPMPHZ�JO�USBEJUJPOBM�FQJTUFNPMPHZ
�XIJDI�
he divided into empiricists vs. spiritualists, realists vs. materialists, and mechanists vs. 
JEFBMJTUT��i<y>�BT�UIF�QSPDFTT�PG�DMPTF�JOUFSEFQFOEFODF�CFUXFFO�TVCKFDU�BOE�PCKFDU���
Consequently, depending on whether it is at one pole or the other, science speaks in a 
more idealistic or more realistic language. Which of the two languages is true?… only 
QTZDIPMPHJTUT�XJMM�VOEFSTUBOE�w�	1JBHFU
�����
�Q�����
�

"anks to Piaget, what some consider to be a constructivist consensus emerged, 
XIJDI�MBTUFE�VOUJM�UIF�����T��#FHJOOJOH�JO�UIF�����T
�UIF�DPOTFOTVT�TQMJU�JOUP�EJČFS-
FOU�WBSJBOUT�PG�DPOTUSVDUJWJTN�UIBU�DPOWFSHF�PO�DSJUJRVFT�PG�PCKFDUJWJTU�BOE�SFBMJTU�
FNQJSJDJTN�	)FSOBOEF[
�����
��*O�MFBSOJOH
�DPOTUSVDUJWJTUT�DPOTJEFS�i<y>�UIF�BDUJWF�
MFBSOFS�BT�B�DSFBUPS�PG�IJNTFMG�IFSTFMG�BOE�BU�UIF�TBNF�UJNF�BT�B�SFDPOTUSVDUPS�BOE�DP�
DPOTUSVDUPS�PG�UIF�LOPXMFEHF�UIBU�TPDJFUZ�BOE�DVMUVSF�CSJOH�UP�IJN�IFSw�	)FSOBOEF[
�
����
�Q����

�BOE�i<y>�IF�TIF�DBO�EP�UIJT�UPHFUIFS�XJUI�PUIFST�<y>w�	)FSOBOEF[
�
����
�QQ����o��
��ćJT�QFSTQFDUJWF�RVJUF�TUSPOHMZ�EJWFSHFT�GSPN�UIF�JEFBT�FYQSFTTFE�JO�
the works of Vygotsky and his followers, and requires thoughtful explanation.

Piaget’s constructivism is an epistemological theory based on the psychology of 
ontogenetic development, hence its name: genetic epistemology. It is not an educa-
tional or pedagogical theory, although Piaget played a seminal role in popularizing 
UIF�XPSE�iDPOTUSVDUJWJTNw� JO�FQJTUFNPMPHZ� 	1JBHFU
�������������������������������
����������������
�

$POTUSVDUJWJTN�BT�BO�FQJTUFNPMPHJDBM�BMUFSOBUJWF�JT�VTVBMMZ�KVTUJĕFE�CZ�UIF�SFKFD-
tion of empiricism, positivism, and the theory of cognition, which uses the metaphor 
of “reality reHection.”

One of the streams of constructivism specialized in pedagogy. In this article we 
will refer to it as pedagogical constructivism, as it focuses on teaching strategies or 
EJEBDUJDT
�BOE�FOTVSFT�UIBU�TQFDJĕD�TUVEFOUT�BDRVJSF�TQFDJĕD�LOPXMFEHF�DBMMFE�DPN-
QFUFODJFT�	;BNCSBOP
�����
��ćF�HPBM� JT� UP� JOUFHSBUF�DPODFQUT� UIBU�BSF�EFTJHOBUFE�
by di!erent forms of constructivism (psychogenic, sociocultural, and cognitive) into 
XIBU�JT�DBMMFE��iB�DPOTUSVDUJWJTU�DPODFQU�PG�UFBDIJOH�BOE�MFBSOJOHw�	)FSOBOEF[
�����
�
p. 33). Given this, it is unclear whether these competencies are a product of psycho-
MPHJDBM�PS�CJPMPHJDBM�EFWFMPQNFOU
�BOE�XIFUIFS�UIFZ�BSF�TZOPOZNT�PS�BSFBT�PG�TQFDJĕD�
professions taught in educational institutions.

/FJUIFS�7ZHPUTLZ�OPS�1JBHFU�BEIFSFE�UP�#FSLFMFZ�T�FQJTUFNPMPHJDBM�QPTJUJPO
�BM-
UIPVHI�CPUI�VTFE�B�RVBMJUBUJWF�BQQSPBDI�JO�UIFJS�SFTFBSDI��#PUI�BVUIPST�BEWPDBUFE�
for formation and created methods of “genetic” or “historical-genetic analysis” in the 
TFOTF�PG�LOPXMFEHF�HFOFTJT�PS�QTZDIPMPHZ�	1JBHFU
�����
�Q����

�PS
�BDDPSEJOH�UP�7Z-
gotsky, the “historical-genetic” method for understanding psychological development 
	-FPOUZFW
�������Q�����
��PS�iJOTUSVNFOUBMw�	7ZHPUTLZ
�����
�Q����
��PS�iTZOUIFUJD�
HFOFUJDw�	7ZHPUTLZ
�����
�Q�����
��PS�iHFOFUJD�NPEFMJOHw�	7ZHPUTLZ
�����
�Q�����
����
��
PS�UIF�iNFUIPE�PG�HFOFUJD�TFDUJPOTw�	7ZHPUTLZ
�����
�Q����
�

A notable di!erence between the approaches of Piaget and Vygotsky is that for 
the latter, the historical is inseparable from the cultural; therefore culture is the de-
termining developmental factor. "is implies that in each era, cultural production 
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can be di!erent and inHuence the child’s mental development di!erently. Moreover, 
all eras are united precisely by the presence of human culture, the meanings of which 
the child must learn in the course of individual development.

#Z�DPOUSBTU
�GPS�1JBHFU
�UIF�iIJTUPSJDBMw�JT�VOEFSTUPPE�BT�B�CBDLHSPVOE�PS�TDFOF�GPS�
DPOTUBOU�DIBOHFT�BOE�USBOTGPSNBUJPOT�FYQSFTTFE�JO�UIF�ĕYFE�TUBHFT�PG�BMM�JOEJWJEVBMT
�
cultures, and periods: education and society are merely responsible for accelerating or 
retarding these steps. "ey are independent of any particular culture and have their 
origin in biological evolution. In fact, Piaget’s preferred analogy is that psychogenetic 
research is related to epistemology in the same way that embryology is related to 
BOBUPNZ�	1JBHFU
�����
�

On the other hand, for Vygotsky, culture is a source of development, determining 
and modifying it depending on historical periods. Also, for him, cultural develop-
ment cannot be reduced to the mechanisms of biological evolution; therefore this 
QSPDFTT�JT�OPU�TVCKFDU�UP�CJPMPHJDBM�EFUFSNJOJTN�	0CVLIPWB
�����
�

One of Vygotsky’s theory’s most powerful features is his assertion that learn-
JOH�DIBOHFT�UIF�DIJME
�BOE�UIBU�IJT�IFS�EFWFMPQNFOU�EFQFOET�PO�UIF�NFUIPET�VTFE�
JO�FEVDBUJPO�	7ZHPUTLZ
�����
��#BTFE�PO�UIF�BCPWF
�UIF�OFFE�UP�DPOEVDU�SFTFBSDI�
on the development and creation of innovative teaching methods that allow the 
optimization of the developmental process becomes clear (Solovieva, & Quintanar, 
����
�

"eoretical and methodological clarity has always been a distinctive feature of the 
UIFPSZ�PG�7ZHPUTLZ�	7ZHPUTLZ
�����
�BOE�IJT�GPMMPXFST
�OPU�POMZ�XIFO�UIFZ�BEESFTTFE�
the problem of developing speech and thinking in response to Piaget’s concept (Piag-
FU
�����

�CVU�BMTP�MPOH�CFGPSF�UIBU��'PS�FYBNQMF
�JO�IJT�XPSL�ićF�)JTUPSJDBM�.FBOJOH�
PG�UIF�1TZDIPMPHJDBM�$SJTJT
w�7ZHPUTLZ�	7ZHPUTLZ
�����
�XSPUF�UIBU�QTZDIPMPHZ�NVTU�
EFĕOF�JUT�PCKFDU�PG�TUVEZ�BOE�JOEJDBUF�UIF�NFUIPE�VTFE�JO�UIJT�TDJFODF�

It seems appropriate to establish the di!erences between Vygotsky’s theoretical 
works regarding the process of development, teaching, and learning, and the con-
TUSVDUJWJTU�QPTJUJPO��ćF�EJTQVUFE�JTTVFT�UP�CF�BOBMZ[FE�BSF���
�UIF�PSJHJO�PG�QTZDIP-
logical development; 2) the use of cultural and social terms; 3) the adult’s role in the 
developmental process; and 4) the di!erence between the concepts of the “zone of 
QSPYJNBM�EFWFMPQNFOUw�	;1%
�BOE�iTDBČPMEJOH
w�B�NFUIPE�EPNJOBOU�UPEBZ��i.e., the 
assessment and statement versus the formative or genetic-experimental and theoreti-
DBM�NFUIPEPMPHJDBM�TJHOJĕDBODF�GPS�BSSBOHJOH�UIF�MFBSOJOH�QSPDFTT��#FMPX�XF�BEESFTT�
each of these points.

3. Psychological development
In Vygotsky’s paradigm, psychological development is historical and cultural, and 
presupposes two conditions: social relationships and the adequacy of a child’s central 
nervous system. Psychological development consists of the child acquiring histori-
DBM�BOE�DVMUVSBM�FYQFSJFODF�XJUIJO�UIF�GSBNFXPSL�PG�UIF�BDUJWJUJFT�IF�TIF�DBSSJFT�PVU�
(Obukhova, 2006).

Vygotsky’s followers oppose this position to Piaget’s views, for whom development 
JT�DPOTJEFSFE�B�CJPMPHJDBM�PS�FWPMVUJPOBSZ�QSPDFTT�	4PMPWJFWB
���2VJOUBOBS
�����
�BOE�
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lies in organic growth movement with universal phases (sensorimotor, concrete, and 
formal), identical for all children in all periods and under all sociocultural condi-
UJPOT�	#BMUB[BS�3BNPT
�����
��%FWFMPQNFOU�JUTFMG�JO�1JBHFU�T�HFOFUJD�FQJTUFNPMPHZ�JT�
understood as a spontaneous process of a biological nature, following its own, already 
established course. Social conditions can only accelerate or delay going through the 
pre-set stages, depending on the environment in which the child lives.

1JBHFU
�XIP�DPOTJEFSFE�IJNTFMG�B�iEJBMFDUJDBM�DPOTUSVDUJWJTUw�	1JBHFU
�����

�SFD-
ognized that cognitive development has a biological basis. In this regard, his favorite 
BOBMPHZ�GPS�VOEFSTUBOEJOH�UIF�QTZDIPMPHJDBM�EFWFMPQNFOU�TJHOJĕDBODF�GSPN�BO�FQJT-
UFNPMPHJDBM�QPJOU�PG�WJFX�XBT�UP�FRVBUF�UIF�TJHOJĕDBODF�PG�UIF�TUBHFT�PG�FNCSZPMPHZ�
in anatomy with the biological evolution stages for psychology. In his view, all stages 
PG�BDRVJTJUJPO�PG�JOUFMMJHFODF�EFQFOE�PO�UIF�FWPMVUJPOBSZ�TQFDJĕDT�PG�UIF�TQFDJFT
�i.e., 
UIFZ�BSF�iCVJMU�JOUP�UIF�IVNBO�TQFDJFTw�	1JBHFU
�����
�QQ����o��
�

Social constructivism places greater emphasis on the social conditions for devel-
PQNFOU
�XIJDI�BSF�CFHJOOJOH�UP�CF�VTFE�BT�B�TZOPOZN�GPS�DVMUVSBM�POFT�	#FSHFS���
-VDLNBOO
�����
��ćF�DPODFQUT��TQFDJĕDJUZ�JT�CMVSSFE
�BOE�JU�TFFNT�UIBU�BMM�EFĕOJUJPOT�
GSPN�UIF�TPDJBM�TDJFODFT�BSF�KVTUJĕFE�BOE�TVJUBCMF�GPS�QTZDIPMPHJDBM�SFTFBSDI��7ZHPUTLZ�
BOE�IJT�GPMMPXFST�BMXBZT�BEWPDBUFE�GPS�TQFDJĕD�NFUIPET�BOE�QSFDJTF�PCKFDUT�PG�TDJ-
FOUJĕD�SFTFBSDI��7ZHPUTLZ�OPUFT��ićF�NFUIPE�NVTU�DPSSFTQPOE�UP�UIF�PCKFDU�CFJOH�
TUVEJFEw�	7ZHPUTLZ
�����B����
�

4. Use of the terms “cultural” and “social”
Various studies note that a feature of Vygotsky’s theory is that the individual is 
WJFXFE�BT�QBSU�PG�IVNBO�TPDJFUZ� 	8FSUTDI
�������3PHPČ
�������%BOJFMT
�$PMF���
8FSUTDI
�����
��IPXFWFS
�OFJUIFS�7ZHPUTLZ�OPS�IJT�GPMMPXFST�DBMMFE�IJT�UIFPSZ�TP-
cial. It is known that Vygotsky initially called his approach instrumental psychol-
ogy, and his followers called it cultural-historical psychology. Vygotsky thought 
it was essential to point out the di!erences between the psyche of animals and 
IVNBOT��UIFSFGPSF
�UIF�XPSE�iTPDJBMw�XBT�JOBQQSPQSJBUF�	:BSPTIFWTLZ
�����
��*O�EJT-
cussing animal life, we can talk about social relations and communications, but not 
about the historical or cultural, unless, as in Piaget, the historical is equated with 
the evolutionary in a biological sense. In animal “communities” there is neither 
history nor culture, since there are no changes in their lives’ arrangements deter-
mined by historical events. “Cultural methods of behavior do not arise simply as 
an external skill; they become an integral part of the personality itself, introducing 
new relationships into it and creating a completely new system of them” (Vygotsky, 
����
�Q�����
�

#BTFE�PO�UIJT�JEFB
�XF�DBO�TBZ�UIBU�UIF�UFSN�iDVMUVSBMw�JT�DMPTFMZ�SFMBUFE�UP�UIF�
term “instrumental,” to the mediation process which involves the use of signs and 
TZNCPMT�BT�USBOTGPSNBUJWF�QTZDIPMPHJDBM�UPPMT�	4PMPWJFWB
���2VJOUBOBS
�����
��i<y>�
the basis of the structure of cultural forms of behavior is mediated activity, the use 
PG�FYUFSOBM�TJHOT�BT�B�NFBOT�PG�GVSUIFS�CFIBWJPSBM�EFWFMPQNFOUw�	7ZHPUTLZ
�����
�
Q�����
��ćVT
�UIF�VTF�PG�B�TJHO�BTTVNFT�QBSBNPVOU�JNQPSUBODF�JO�PWFSBMM�DVMUVSBM�
development.
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Social phenomena are studied in sociology or social anthropology, but psychol-
PHZ�NVTU�IBWF�JUT�PXO�PCKFDU�PG�TUVEZ��6OEPVCUFEMZ
�FWFSZUIJOH�DVMUVSBM�JT�OFDFTTBSJMZ�
social and cannot be otherwise. All cultural achievements are social and historical; 
however, the levels of analysis are di!erent. "e cultural level helps to bring to life and 
clarify what is intended to be studied in psychology, but it is impossible to dissolve 
the psychological and cultural into the sociological; this would be unacceptable re-
ductionism according to Vygotsky and his followers, for whom the social and cultural 
DBOOPU�CF�VOEFSTUPPE�BT�TZOPOZNT
�BT�NBOZ�BVUIPST�PęFO�EP�	)FSOBOEF[
�����
��
7ZHPUTLZ�	����
�XBT�JOUFSFTUFE�JO�EFĕOJOH�TQFDJĕD�SFTFBSDI�PCKFDUT�JO�QTZDIPMPHZ�
BOE�SFKFDUFE�BOZ�JEFB�PG���SFEVDUJPOJTN
�TP�BT�OPU�UP�EJTTPMWF�UIF�QTZDIPMPHJDBM�JOUP�UIF�
sociological, which was unacceptable for his dialectical-materialist position (Yaro-
TIFWTLZ
�����
��*O�IJT�DMBTTJD�XPSL�ićJOLJOH�BOE�4QFFDI
w�7ZHPUTLZ�EPFT�OPU�DMFBSMZ�
EJTUJOHVJTI�BTQFDUT�PG�iDVMUVSBMw�EFWFMPQNFOU�GSPN�iTPDJBMw�POFT�	7ZHPUTLZ
�����
��8F�
see that Vygotsky was not so much concerned with the external social processes as 
with the path of individual and personal development through the internalization of 
culture, mediated by speech. Failure to understand this fact leads to the serious mis-
take of declaring that Vygotsky denies the individual, mental, and internal nature of 
cognition, and both classifying him as a constructivist, by some authors (Hernandez, 
����
�BOE�DPNQBSJOH�IJN�XJUI���

*U�JT�JNQPSUBOU�UP�HJWF�DSFEJU�UP�7ZHPUTLZ�IJNTFMG�	7ZHPUTLZ�����
�Q�����

�XIP�	�
although he does not explain it in detail) prefers to use the term “cultural” to charac-
terize the developmental process.

ćF�UFSN�iTPDJBMw�JO�SFMBUJPO�UP�PVS�PCKFDU�JT�PG�HSFBU�TJHOJĕDBODF��'JSTU�PG�BMM
�UIJT�
means, in the broadest sense, that everything cultural is social. Culture is a product 
of social life and human social activity, and posing the cultural development problem 
immediately brings us to the social level of development.

It is argued here that culture is a product of social activity and can be studied as 
a system of signs and symbols, that is, as psychological tools that transform human 
life itself. Everything cultural is social, but not everything social is cultural, since this 
would require “external” cultural mechanisms of transformation, preservation, and 
generation of experience,” i.e., beyond human capabilities.

*U� JT�VOEFSTUPPE� UIBU� TPDJBM� GPSN� JT� UIF�ĕSTU� TUBHF�PG�QTZDIPMPHJDBM�EFWFMPQ-
ment and only opens up possibilities for the conscious and voluntary use of cultur-
al means. "ese means can subsequently be assimilated. Vygotsky’s psychological 
theory cannot be a “social” or “historical” theory, since it studies the transformation 
of the individual’s psyche in culture. “Culture” is the possibility of preserving the 
means of labor in external semiotic systems, such as language codes, non-verbal 
DPNNVOJDBUJPO
�PCKFDUT�PG�BSU
�VUFOTJMT
�FUD��i&WFSZUIJOH�UIBU�XBT�DSFBUFE�CZ�IVNBO�
intention and stored in sign information, accepted, received and assimilated by oth-
ers as a result of intellectual activity is called semantic information” (Lobodanov, 
����
�Q����
�

*O�7ZHPUTLZ�T�UIFPSZ�	7ZHPUTLZ
�����

�UIF�FMFNFOUT�PG�UIJT�TFNBOUJD�JOGPSNBUJPO�
TZTUFN�CFDPNF�QTZDIPMPHJDBM�TJHOT
�QSPWJEFE�UIBU�UIF�TVCKFDU�JOJUJBMMZ�VTFT�UIFN�PO�B�
social and collective level, so that they become elements of individual consciousness 
containing internal meanings. "is is not about social life as such and not about signs 
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themselves, but about the motivated use of signs that carry culture as psychological 
UPPMT�GPS�KPJOU�BDUJWJUZ�

While some constructivists confuse and use the social and cultural as inter-
DIBOHFBCMF�DPODFQUT
�UIF�IJTUPSJDBM�DVMUVSBM�BQQSPBDI�JT�CBTFE�PO�B�DMFBS�EFĕOJUJPO�
of the sphere of culture as the only sphere of existence for the child’s psychological 
development. 

5. +e adult’s role in the developmental process and the terms:  
“zone of proximal development” and “sca,olding”
"e adult’s role, according to constructivist theory, is to “facilitate” the child’s interac-
tion with the environment. "is is how “social learning” is built. "e child’s process 
of gaining knowledge during the development process is seen as an evolution de-
termined by the biological growing-up stages in which assimilation and adaptation 
PDDVS�BT�TQPOUBOFPVT
�DIJME�TQFDJĕD�QSPDFTTFT��*O�UIJT�MJHIU
�JU�TIPVME�CF�UBLFO�JOUP�
account that the adult’s role is to “facilitate” and “support” development, and not be 
UIF�NBJO�JOJUJBUPS�BOE�DPOEVDUPS�PG�UIJT�QSPDFTT��*U�JT�OFWFS�TQFDJĕFE�IPX
�XIFO
�BOE�
XIBU�BTQFDUT�OFFE�UP�CF�iGBDJMJUBUFEw�	3PHPČ
�����
�

Piaget himself did not address the topic of learning very much, since for him 
the topics of psychological and pedagogical research do not necessarily coincide nor 
BSF�UIFZ�PG�JOUFSFTU��i$IJME�QTZDIPMPHZ�TUVEJFT�UIF�DIJME�BT�TVDI
�JO�IJT�IFS�NFOUBM�
EFWFMPQNFOUw�	1JBHFU
���*OIFMEFS
���������
��1JBHFU�	����
�BSHVFE�UIBU�UIF�TVCKFDU�PG�
genetic psychology research is the development of knowledge within the child, which 
DBO�BMTP�CF�VOEFSTUPPE�UISPVHI�IJT�IFS�POUPHFOZ��"O�BEVMU�DBO�DPPQFSBUF�BOE�IFMQ
�
but the path of development is already predetermined a priori.

"�OFX�BQQSPBDI�XBT�QSPQPTFE�JO�UIF�XPSL�PG�+��#SVOFS�	#SVOFS
�����
��ćJT�
author attempted to reconcile Vygotsky’s approach with Piaget’s genetic psychology, 
noting that the child must also interact with peers and with adults. It is also neces-
TBSZ�UP�FNQIBTJ[F�#SVOFS�T�	����������
�BUUFOUJPO�BOE�JOUFSFTU�JO�TQFFDI
�TUPSZUFMM-
ing, and interaction, topics that were not addressed by Piaget and his followers. 
#SVOFS�QSPQPTFE�TUVEZJOH�UIF�TPDJBM�JOUFSBDUJPO�BOE�FOWJSPONFOU�PG�UIF�DIJME�BT�
IJT�IFS�EFWFMPQNFOU�TPVSDF��)PXFWFS
�UIF�IJTUPSJDBM�BOE�DVMUVSBM�QSJODJQMF�OPUFE�
in the works of Vygotsky and his followers cannot be reduced to the concept of 
environment.

#SVOFS�BOE�IJT�DPMMFBHVFT�QSPQPTFE�UIF�DPODFQU�PG�iTDBČPMEJOHw�	XIJDI�IBT�CF-
DPNF�WFSZ�QPQVMBS

�B�NFUBQIPS�GPS�CVJMEJOH�TUFQT�UIBU�ĕUT�QFSGFDUMZ�XJUI�DPOTUSVD-
UJWJTN�	8PPE
�#SVOFS
���3PTT
�����
��ćF�DPODFQU�TVHHFTUT�UIBU�UIF�DIJME�NVTU�HP�
UISPVHI�NBOZ�TUFQT
�CVU�XJUI�UIF�IFMQ�PG�BO�BEVMU��)F�TIF�EPFT�UIJT�OPU�BMPOF
�CVU�
with support. However, this concept does not specify what kind of support is required 
, and this causes a lot of confusion. It seems that everything the adult does is a form 
of help or a set of aids, directions, and information that the child receives throughout 
IJT�IFS�JOUFMMFDUVBM�EFWFMPQNFOU
�BT�JG�TDBČPMEJOH�BOE�[POF�PG�QSPYJNBM�EFWFMPQNFOU�
XFSF�TZOPOZNPVT��8F�XPVME�MJLF�UP�IJHIMJHIU�UIBU�XIBU�#SVOFS�BSUJDVMBUFE�XJUI�UIF�
concept of sca!olding is di!erent from Vygotsky’s concept of the zone of proximal 
EFWFMPQNFOU�	7ZHPUTLZ
�����
�
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First, Vygotsky points out that the zone of proximal development refers to already 
completed processes that do not allow one to characterize the child’s intellectual de-
WFMPQNFOU��ćJT�JT�TPNFUIJOH�IF�TIF�DBO�EP�PO�IJT�IFS�PXO
�XJUIPVU�PVUTJEF�IFMQ
�
because it is a process a child has already mastered. Second, the zone of proximal 
development is represented by the aspects that are “unripe fruits” that must ripen 
	7ZHPUTLZ
�����
�Q�����
��'PS�7ZHPUTLZ
�UIF�[POF�PG�QSPYJNBM�EFWFMPQNFOU�JT�B�NFUB-
phorical and methodological term that does not have an operational purpose. In his 
XPSL
�7ZHPUTLZ�	7ZHPUTLZ
�����
�EPFT�OPU�JOEJDBUF�BOZUIJOH�UIBU�DPVME�MFBE�UP�UIF�
idea of   “steps” or “sca!olding,” but speaks of the need to change the approach to 
the clinical assessment of child development to one which should be dynamic and 
RVBMJUBUJWF��*O�BOPUIFS�XPSL
�IF�XSJUFT��ićF�[POF�PG�QSPYJNBM�EFWFMPQNFOU�	;1%
�JT�
UIF�EJTUBODF�CFUXFFO�UIF�DIJME�T�BDUVBM�MFWFM�PG�EFWFMPQNFOU
�EFUFSNJOFE�CZ�IJT�IFS�
independent problem solving, and the level of potential development, determined by 
IJT�IFS�BCJMJUZ�UP�TPMWF�QSPCMFNT�VOEFS�UIF�HVJEBODF�PG�B�iNPSF�LOPXMFEHFBCMF�PUIFS�w�
	7ZHPUTLZ
�����
�Q�����
�

"T�UIF�RVPUF�JOEJDBUFT
�;1%�JT�B�DPODFQU�SFMBUFE�UP�UIF�DIJME�T�EFWFMPQNFOU
�TPNF-
thing that is aimed at the future of the child; it is about introducing new knowl-
FEHF�UIBU�IF�TIF�XBT�OPU�QSFWJPVTMZ�BXBSF�PG��0O�UIF�DPOUSBSZ
�BMM�GPSNBM�FEVDBUJPOBM�
programs are based on the knowledge already acquired by the child. "is aspect is 
OPU�TJHOJĕDBOU�GPS�7ZHPUTLZ
�XIP�TBZT�UIBU�iUIJT� JT�IJT�IFS�ZFTUFSEBZw�BOE�UIBU�IF�
TIF�OFFET�UP�XPSSZ�iBCPVU�IJT�IFS�UPNPSSPX�w�-JLFXJTF
�IF�FNQIBTJ[FT�UIBU�MFBSOJOH�
determines development and leads to it through interaction in the zone of proximal 
EFWFMPQNFOU�	7ZHPUTLZ
�����
�Q�����
�

"e term “sca!olding” reHects the adult’s ability to provide involuntary and spon-
taneous support; in this case, both processes are involuntary and spontaneous: both 
the child’s development and the adult’s help. On the contrary, the zone of proximal 
development is a concept theoretically associated with the child’s psychological de-
WFMPQNFOU
�JOĘVFODJOH�BOE�DIBOHJOH�IJT�IFS�EFWFMPQNFOU�JO�B�DVMUVSBM�BTQFDU��#PUI�
processes, both child development and the zone of proximal development, have a 
DVMUVSBM
�BOE�UIFSFGPSF�WPMVOUBSZ
�CFHJOOJOH�	7ZHPUTLZ
�����
��'PS�7ZHPUTLZ�BOE�IJT�
followers, learning leads to development and always moves forward, which ensures 
the child’s psychological development.

If for pedagogical constructivism the adult’s role is to mediate and facilitate, then 
for the cultural-historical approach it is a guiding role, but that is only one of the 
possibilities. "e role of mediator and facilitator is also possible, but it does not lead 
to psychological development and does not correspond to the zone of proximal de-
velopment.

6. Method that predominates in the approach:  
evaluation and veri-cation versus formative or genetic-experimental
"e experimental-genetic method is one of the most original ones proposed by Vy-
gotsky. He stated: “[…] "e method we use can be called an experimental-genetic 
NFUIPE�JO�UIF�TFOTF�UIBU�JU�BSUJĕDJBMMZ�JOEVDFT�BOE�DSFBUFT�UIF�HFOFUJD�QSPDFTT�PG�QTZ-
DIPMPHJDBM�EFWFMPQNFOUw�	7ZHPUTLZ
�������Q����
��*O�BEEJUJPO
�UIJT�NFUIPE�BOBMZ[FT�B�
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QSPDFTT�SBUIFS�UIBO�B�TUBUJD�PCKFDU
�BOE�QSPDFTT�BOBMZTJT�DBO�CF�DBMMFE�EZOBNJD�BOBMZ-
sis. According to Vygotsky, “[…] the task of such an analysis comes down to experi-
mentally presenting any higher form of behavior not as a thing, but as a process, to 
take it in motion. To go not from a thing to its parts, but from the process to its indi-
WJEVBM�NPNFOUTw�	7ZHPUTLZ
�����
�Q����
�

"is idea was taken up by his followers, and used as a fundamental teaching 
method in general psychological research (Galperin, 2000), as well as in clinical (So-
MPWJFWB
���2VJOUBOBS
�����
�BOE�QFEBHPHJDBM�SFTFBSDI�	4PMPWJFWB
���2VJOUBOBS
�������
#BMUB[BS�3BNPT
���&TDPUUP�$PSEPWB
�����
�

"e experimental-genetic method is currently called the formative method or 
FYQFSJNFOU�	5BMZ[JOB
�������4PMPWJFWB
���2VJOUBOBS
�����
��*UT�QVSQPTF�JT�UP�BOBMZ[F�
B�QSPDFTT�PS�BDUJWJUZ�BT�JU�JT�CFJOH�GPSNFE
�BOE�JU�PęFO�TUBSUT�GSPN�MFWFM�[FSP��#VU�IPX�
do you study something that does not yet exist? Indeed, at the beginning it does not 
yet exist, but in the end, it will exist as a result of the intervention of the psychologist.

"is method allows us to study actions in the process of their formation under 
various conditions, both optimal ones and in the face of social and organic obstacles. 
"is method was applied by Vygotsky’s followers to deaf-mute and congenitally blind 
children in the city of Zagorsk (or Sergiev Posad), in a famous boarding school under 
the leadership of Professor Sokolyansky, where psychological research was carried 
out. "e goal of the analysis was not to record and evaluate the path of children’s spon-
taneous development, but to create transformative cultural conditions that would 
lead to the psychological development of children with severe hearing and visual 
impairments since birth. In this regard, the experiment was organized from the level 
PG�KPJOU�PCKFDUJWF�BDUJPO�UP�UIF�JOUSPEVDUJPO�PG�TZNCPMJD�QMBZ�BT�BO�BOUFDFEFOU�TUBHF�JO�
UIF�EFWFMPQNFOU�PG�DPNQMFY�JOUFMMFDUVBM�DPODFQUT�	-JBVEJT
�������*M�FOLPW
�����
��#Z�
contrast, pedagogical constructivism does not use the experimental-genetic method, 
BMUIPVHI�1JBHFU�TQPLF�PG�iIJTUPSJDBM�PS�HFOFUJD�BOBMZTJT�BT�B�NFUIPEw�	1JBHFU
�����
�
Һڀ���
�

Constructivism in education captures and evaluates spontaneous development, 
while the cultural-historical approach creates actions that do not yet exist under vari-
PVT�EFWFMPQNFOUBM�DPOEJUJPOT�	4PMPWJFWB
���2VJOUBOBS
�������4PMPWJFWB�FU�BM�
�����
�

7. Contradictions between the teaching and learning processes
In line with the above, in pedagogical constructivism, facilitation or mediation should 
always be based on prior knowledge and should be a help, not a hindrance. In fact, 
it consists of simplifying the entire educational process, and is limited to the estab-
lishment of social coexistence, emotional experience, and meaningful learning. Fa-
cilitating learning always starts from a simple presentation of a piece of particular 
LOPXMFEHF�	GSPN�B�GBDU
�B�EFĕOJUJPO
�PS�BO�FYBNQMF
�UP�BOPUIFS�TJNQMF�PS�TMJHIUMZ�
more complex piece of knowledge. In some cases, it is possible to reach some general 
theoretical position or premise. As a result, most students develop a systematic and 
PSHBOJ[FE�VOEFSTUBOEJOH�PG�UIF�TVCKFDU�CFJOH�TUVEJFE�	%BWZEPW
�����������
�

1FEBHPHJDBM� DPOTUSVDUJWJTN� JT� CBTFE� PO� QSPDFTTFT� TQFDJĕFE� BT� QSFSFRVJTJUFT�
for learning, which shows its close associations with Piaget’s constructivist theory 
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	0CVLIPWB
�����
��*UT�HPBMT�BSF�SFMBUFE�UP�UIF�TDPQF�PG�FTUBCMJTIFE�QSPHSBNT�PS�UP�UIF�
competencies that a child must master at each educational level; to do this, various 
TUSBUFHJFT�BSF�PČFSFE�	%JB[
���)FSOBOEF[
�����
��"T�B�QSFDPOEJUJPO�GPS�UIF�BQQSPBDI�
to competencies, one can recall one of constructivism’s contributions to pedagogy: 
UIF�MFBSOJOH�UBYPOPNZ�GPS�FBDI�MFWFM�	#MPPN
�����
�

Another concept for organizing learning goals is called the meaningful learn-
JOH�UIFPSZ�	"VTVCFM
�����
�����

�XIJDI�JT�DMPTFMZ�BTTPDJBUFE�XJUI�UIF�DPHOJUJWF�BQ-
QSPBDI��*O�CPUI�DBTFT
�UIF�RVFTUJPO�SBJTFE�JT�OPU�BCPVU�UIF�GPSNBUJPO�PG�TDJFOUJĕD�
concepts, but about the creation of “sca!olding,” since it is assumed that the child 
XJMM
�JO�BOZ�DBTF
�GPSN�UIF�DPODFQU�TPPOFS�PS�MBUFS��JU�T�KVTU�BCPVU�IFMQJOH�IJN�IFS��
From the point of view of this article, constructivism does not explore what type of 
concept (theoretical, empirical, or magical) is formed and how it is formed: it merely 
states that the concept is created by the child, and various strategies can be used 
to achieve this. "is position contradicts the theory of Vygotsky and his followers, 
since it uses sca!olding rather than the zone of proximal development. "ese two 
concepts, in our opinion, cannot be used as synonyms. "e zone of proximal devel-
PQNFOU�BMXBZT�MFBET�UIF�DIJME�GPSXBSE�JOUP�UIF�GVUVSF�PG�IJT�IFS�EFWFMPQNFOU
�XIJMF�
TDBČPMEJOH�IBT�NPSF�PG�B�ĘBWPS�PG�B�TQFDJĕD�iTUSBUFHZ�w�ćJT�OVBODF�JT�NVDI�DMPTFS�
to all constructivism.

In this regard, Vygotsky stated that a “gap” is necessary between the everyday con-
cepts that a child develops when entering school, and the theoretical concepts which 
IF�TIF�OFFET�UP�GPSN��4DJFODF�PSJHJOBUFE�BT�B�OFFE�GPS�HFOFSBMJ[BUJPO
�BCTUSBDUJPO
�BOE�
TZTUFNBUJ[BUJPO�PG�LOPXMFEHF�	7ZHPUTLZ
�����

�XIJDI�CFDPNF�QBSU�PG�UIF�DPNQMFY�
DVMUVSBM�JOIFSJUBODF�USBOTNJUUFE�CZ�DVMUVSBM�NFBOT�	*M�FOLPW
�������4PMPWJFWB
�����
�

"eoretical concepts always shape systems, while empirical concepts can exist 
in isolation, without any relationship to other concepts. Activity theory o!ers ways 
of gradual concept formation until the mental action is completed (Galperin, 2000; 
Solovieva, & Quintanar, 2020a). In constructivist pedagogical theories, there are 
no di!erences between empirical and theoretical concepts, which are the starting 
point for learning based on the historical and cultural approach and activity theory 
	4PMPWJFWB
���2VJOUBOBS
�������2VJOUBOBS
���4PMPWJFWB
�������4PMPWJFWB
�����
��"T�
7ZHPUTLZ�	����
�OPUFE
�BMM�SFTFBSDIFST�GPMMPX�1JBHFU�XJUI�UIF�JOUFOUJPO�PG�TUVEZJOH�
empirical concepts, without considering that the acquisition of theoretical concepts 
guarantees awareness of one’s own behavior.

For Vygotsky and his followers, theoretical concepts cannot be acquired by mem-
orization, in isolation, through play, or by communication. It is necessary to develop 
an entire hierarchical conceptual system that involves directional educational work 
	7ZHPUTLZ
�������%BWZEPW
�������5BMZ[JOB
�������2VJOUBOBS
���4PMPWJFWB
�����
��*U�
is important to understand that concepts are not acquired through simple sensory 
JOUFSBDUJPO�XJUI�PCKFDUT
�BT�DPOTUSVDUJWJTN�QPTUVMBUFT�	1JBHFU
�������1JBHFU
���*OIFM-
EFS
�����

�BOE�UIFZ�EP�OPU�EFSJWF�GSPN�FWFSZEBZ�DPODFQUT
�BT�DPOTUSVDUJWJTN�JO�JUT�
iNFBOJOHGVM�MFBSOJOHw�WFSTJPO�QSFTVNFT�	%JB[
���)FSOBOEF[
�����
�

If pedagogical constructivism sets the task of constructing knowledge based on 
previous cognitive and emotional experience, then Vygotsky and his followers set 
the need for bridging the gap between empirical concepts and the formation of the 



��� � Solovieva, Yu., Quintanar Rojas, L., Baltazar Ramos, A.M., Escotto Cordova, E.A. 

theoretical concepts in intellectual actions as the main goal of learning (Solovieva, & 
Quintanar, 2020b).

Results and Discussion
"e provisions analyzed in this article allow us to conclude that there is a need for 
a deep understanding of the foundations of the cultural-historical approach in psy-
chology, which should not be confused with the constructivist position. "e di!er-
FODFT�CFUXFFO�UIFTF�UXP�BQQSPBDIFT�BSF�TJHOJĕDBOU��'PS�1JBHFU�T�DPOTUSVDUJWJTN
�UIF�
nature of development is biological, and social life is merely a condition, and for 
TPDJBM�DPOTUSVDUJWJTN
�TPDJFUZ�JT�UIF�DSFBUPS�PG�SFBMJUZ��#VU�GPS�7ZHPUTLZ�T�GPMMPXFST
�
the beginning of psychological development includes cognition, which is cultural-
historical, along with two necessary preconditions: the human nervous system and 
life in human society.

In summarizing the constructivist position, we can say that development occurs 
spontaneously; social conditions are necessary; learning must be practice-oriented; 
UIF�BEVMU�JT�B�NFEJBUPS��BOE�UIF�DIJME�DPOTUSVDUT�BOE�EFUFSNJOFT�IJT�IFS�PXO�MFBSO-
JOH
�BOE�QVUT�JOUP�QSBDUJDF�XIBU�IF�TIF�IBT�MFBSOFE��ćJT�BQQSPBDI�TVHHFTUT�UIBU�MJUUMF�
or no steps need to be taken to change the education system in terms of organization 
of its content, consideration of the students’ age, and the development of learning 
PSJFOUBUJPO��*O�UIF�WJFX�PG�DPOTUSVDUJWJTN
�UIF�DIJME�XJMM�BDDVNVMBUF�IJT�IFS�LOPXM-
edge, going through evolutionary stages without much e!ort on the educational 
system’s part. Vygotsky’s cultural-historical theory points to the opposite approach: 
development has a cultural origin, and therefore social and organic conditions must 
be respected. In this sense, education must provide theoretical development, since 
theoretical concepts are used in intellectual activities, and the adult must be the 
guide.

To consider Vygotsky a constructivist means to lose sight of his close connection 
with the philosophy of dialectical materialism and his persistent desire for experi-
NFOUBUJPO��IJT�SFDPHOJUJPO�PG�UIF�FYJTUFODF�PG�PCKFDUJWF�SFBMJUZ�PVUTJEF�UIF�TVCKFDU��
BOE�IJT�DPOTJTUFOU�TFBSDI�GPS�PCKFDUJWF�USVUI�UISPVHI�UIF�QSBDUJDBM�BOE�UIFPSFUJDBM�
BDUJWJUZ�PG�B�DIBOHJOH�TVCKFDU
�JOWPMWFE�XJUI�TQFDJĕD�IJTUPSJDBM�BOE�DVMUVSBM�BDUJWJUZ��"�
psychologist or teacher who takes Vygotsky’s position will understand that the entire 
QSPDFTT�PG�B�DIJME�T�QTZDIPMPHJDBM�EFWFMPQNFOU�BOE�IJT�IFS�QFSTPOBMJUZ�GPSNBUJPO
�BT�
XFMM�BT�UIF�BDUJPOT�PG�UIJT�QFSTPOBMJUZ�JO�UIF�OFBS�BOE�EJTUBOU�GVUVSF
�EFQFOE�PO�IJT�
her actions. A specialist who takes Vygotsky’s position does not believe in spontane-
ous development, but is engaged in the development of methods that promote the 
students’ optimal development at all educational levels.

While constructivism applies methods of analysis and observation to a greater 
extent in natural learning settings, the cultural-historical approach focuses on the 
development of radically new methods that ensure psychological development rather 
UIBO�UIF�BDIJFWFNFOU�PG�DPNQFUFODJFT��#BTFE�PO�UIF�DVMUVSBM�IJTUPSJDBM�BQQSPBDI
�
learning should be understood as an intellectual activity by all its participants and 
lead to the formation of the child’s personality and knowledge, which are formed 
as an intellectual, reHexive, and voluntary process. Intellectual action must become 
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UIF�DFOUSBM�DPSF�PG�FEVDBUJPOBM�UIFPSJFT
�KVTU�BT�BDUJPO�IBT�CFDPNF�UIF�DFOUSBM�DPSF�PG�
activity theory.

Conclusion
A deep understanding of the cultural-historical approach continues to be a challenge 
for both public and private educational institutions. One cannot say that a theory is 
PVUEBUFE�XJUIPVU�USZJOH�UP�BQQMZ�JU�JO�QSBDUJDF��6Q�UP�UPEBZ
�DPOTUSVDUJWJTN�IBT�CFFO�
and remains the predominant approach, but it is useful to know that the cultural-
historical approach is capable of transforming all theory and practice into a system 
responsible for the development of education and future generations.
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