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Y crarti momaHi OIIHKM KOTHITMBHOTO PO3BUTKY Ha OCHOBI Teopii
JI.C. Burotcekoro, A. banmaypu, KoKHa 3 SKHX IMPHUITYCKa€e, IO COLIATbHUI
(dakTop BiAirpae BaXXJIMBY pPoOjb y po3BUTKY nuTuHU. Konneniiis Burorcebkoro "
PO aKTyaJIbHY 30HY PO3BUTKY' BH3HA4Ya€ PIBEHb CKJIAJHOCTI 3aBJIaHHS 1 y4acTh
BUMTEIS y TIpolieci BupiieHHs npoosiemu. Teopis P.Keiici Bkasye Ha 3HaUeHHs
CepelioBUIIlA Y KOTHITUBHOTO PO3BUTKY JAUTUHHU. Teopis cOIaIbHOrO
KOTHITUBI3MY baHnypu onucye mpoiiec 3aCBOEHHS CKJIQAHUX (HOPM MOBEIIHKU
HIISIXOM 1MITAIIi. CDsz[aMeHTa.HLHy pOJIb B OIiHII Tpae inest Burorcekoro "mpo
aKTyaJIbHy 30HY pOBBI/ITKy Mogenb OImiHKM Oyia MO3UTHBHO nepeBlpeHa Ha
150 monbChKUX IITEH AOMIKUIHHOTO BIKY 3 HOPMAJIbHUM PO3BUTKOM 1 miTent 3
JETKUM Ta TIOMIPHUM CTYIIEHEM pPO3yMOBOI BiJICTAJIOCTI. EMmquHl TaHi
NOKa3yloTh,  OOIPYHTOBAaHOCTh ~ Ta  €(QEKTUBHOCTh  pIlllEHb,  SIKI
BUKOPHUCTOBYBAJIMCH B IIarHOCTUYHIN MOJIETI.

KniouoBi cjioBa: Mo3uWTHBHA OIliHKA, KOTHITUBHHI PO3BHTOK, PO3yMOBa
BIZICTANIICThi, aKTyaJbHUHN PIBEHb PO3BUTKY, HAHOIMK4a 30HA PO3BUTKY .

B crarbe npencTaBieHb! OIIEHKA KOTHUTUBHOTO PAa3BUTHSI HA OCHOBE TEOPUHU
JI.C. Beirotrckoro, P.Kaiicu, A. bannypsl, kaxaas U3 KOTOPBIX MPEANOiaraer,
YTO COLMAIbHBIM (akTOp WrpaeT BaXHYIO pOJib B pa3BUTUM peOCHKA.
Konneriuss Beirorckoro "o akTyaabHOM 30HE pa3BUTHUS OMNpECNIeT YPOBEHb
CIIO)KHOCTU 3aJlaud U Y4YacTHE YUMUTENs B TpOIecce pPEeleHHs] MpoOIeMbl.
Teopuss P. Keiicu yka3biBaeT Ha 3Hau€HUE Cpelbl B KOTHUTHUBHOM Pa3BUTHUU
pebenka. Teopus coOnMaTbHOTO KOTHUTHUBU3MA bBaHIyphl OMHMCHIBACT MPOIIECC
YCBOGHUS CJIOKHBIX (JOPM TIOBEICHHS MyTeM HMHTAIU. DyHIaMEeHTATBLHYIO
pOJb B OLEHKE HUrpaer ujaes BbIrOTCKOro "o akTyaabHOM 30HE PAa3BUTHSA .
Mogenb oreHKu OblIa MONOKHUTEIBHO TpoBepeHa Ha 150 monbCckux mereit
JIOLIKOJILHOTO BO3pacTa C HOPMAJIbHBIM Pa3BUTUEM W JIETEH C JIETKOW H
YMEPEHHON CTEMEeHbI0 YMCTBEHHOW OTCTAJIOCTH. OMIIMPUYECKUE JaHHbIE
MOKa3bIBaIOT, 0OOCHOBAHHOCTh U 3(P(PEKTUBHOCTH PEILIEHUS, UCIIOIb3yEMbIX B
JMArHOCTUYECKON MOJIEH.

KiroueBble ci10Ba: TOJOKWTENBbHAS OLEHKA, KOTHUTHUBHOE pPa3BUTHE,
YMCTBEHHAsl OTCTaJIOCTh, aKTyaJbHbI YpPOBEHb pa3BUTHs, OJrpKaiiiias 30Ha
pa3BUTHS.
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Exploration of internal human resources, as wellfagrable external
factors is part of a trend of Seligman positive gh®jogy (2002), which is
defined as the science of happiness, health, skremgl virtues of man, from
which it draws Polish contemporary psychology armmkecgal education
(Czapinski 2004, Kulesza 2006). Sign of the tinze®isee that a person with
intellectual disability is a sentient person, wlas lthe right to be happy.

For many years researchers have focused on théveegspects associated
with intellectual disability, on a description difet specific needs of people with
disabilities and difficulties experienced by thdrass attention was paid to the
possibilities of overcoming these difficulties. Téfre, the area of limitations
has been better recognized. Diagnosis, which pes\adsistance strategy, can be
used to overcome these limitations. Such diagnsgmrticularly valuable for
the teacher, as it allows to reveal student’s gtrenand therefore we can talk
about a positive diagnosis (Obuchowska 2002).

The idea of learning by gathering experiences duan activity shared
with a more experienced partner is particularly antant in special education.
Among the leading and most intensely explored cptsces L.S. Vygotsky's
theory of the "zone of proximal development”, whiafas developed in the
twenties of the 20 century, and this theory inspires psychologistsl an
teachers of the 21century. L.S. Vygotsky (2004) claimed that instioic
should anticipate development; therefore, the eshask is to give the
student such problems that require his/her proxiheakelopment potential to
be activated to be solved. Effectiveness of sugbrageh is confirmed in
foreign and Polish research. This theory is a \gogd basis of developing
diagnosis for children with developmental disorders

Over several decades this concept was used inaviet3Jnion/Russia to
select preschool-aged children with intellectuakadilities for special
education settings (Venger, Vygotskaya & LeongaB8¥2). It was also
applied in the seventies in diagnosis different@ibetween "children unable
to learn"? e.g. because of hindered development, and childwéth
intellectual disabilities (Yegorova 1973). Accorgito T.V. Yegorova (1973),
with the same initial level of cognitive abilitieshese children differ
significantly in terms of their ability to use thdult’s instructions.

The replication research on American students \ath (70), average
(101) and high (over 122) IQ scores conducted byBrown (1979),
A.L. Brown and R.A. Ferrara (1994) indicates a lowsationship between
learning ability and the intelligence quotient. Téngthors distinguished five
learning profiles: 1. slow learners, narrow trangfes, low 1Q (slow), 2. fast
learners, wide transferrers, high IQ (fast), 3t faarners, narrow transferrers
(context-bound), 4. slow learners, wide transfarr@eflective), and 5. fast
learners, wide transferrers, low 1Q (high scord3ased on the zone of
proximal development concept (ZPD), a number ofil@® were developed
that showed great diversity both among high-IQ etisi and low-1Q
students. But in the case of two thirds of the asciis} the intelligence quotient

! The term used by T.V. Yegorova, the author ofrésearch.
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turned out to be a good predictor of their learrspged.

The test-teach-test procedure which assess thrlgapeed of children and
adolescents with poor achievements refers to tbeirpal development zone.
According to the research conducted by M. Budo®#7d) and M. Feuerstein
(1980), learning potential is a good predictor afa@tation to school
requirements and of ability to take up and keemlain adolescence. This
research revealed characteristics of "retardedpeers” (M. Feuerstein’s term
used in reference to low-1Q people).

Based on the Russian psychologist's ideas, M. Bwierdeveloped an
“instrumental enrichment program" for Israeli adoknts. Learning is there
mediated by interactions with adults who directivitets connected with
problem-solving. This program turned out to be sastul and was implemented
in the USA (after Brown & Ferrara 1994).

In Poland, the idea of development zones was usediagnosis of
mathematical capacities in students with mild latttal disabilities. H. Siwek
and B. Kuras (1989) distinguished and describedalt@aving teaching stages:
first a model solution is demonstrated (the studmiriates the teacher directly),
then the student independently distinguishes ataulee used in the next task.
And E. Gruszczyk-Kolczynska, E. Moroz, H. Lysek anndWojnowska (1987)
developed a diagnostic method for mathematicaligctf children with normal
development in lower grades of elementary schoatiwook into consideration
the stages of support when the student could noageaa problem.

Thus the strategy of providing students with ceesscaffolding, was used
by M. Budoff (1974), L.A. Venger, G.L. VygotskayadaG.L. Leongard (1978),
M. Feuerstein (1980), J.S. Bruner, G. Ross and\abd (1986), A.L. Brown
and R.A. Ferrara (1994), H. Siwek and B. Kuras 9)%hd others. However,
most of these researchers’ suggestions are notlgreatisfactory as either they
do not have standardized procedures for providingppart, or clear
gualitative/quantitative criteria. What is moreg tinalysis of existing scales and
tests which assess the achievement of childrensuitbessful development and
children with developmental disorders shows lackesfsitive tools that measure
not only present achievements but also proximatengtial of preschool-aged
children with developmental delays. That is whyas found worthy to develop
a model of assessment which will fill in this gap.

Theoretical model of positive assessment

The model of the child cognitive development agsess was developed on
the basis of three concepts: L.S. Vygotsky's sodtio@l theory (1971),
A. Bandura's theory of social learning (1977), &xdCase's theory of cognitive
change (1985). What these concepts have in comsnthe irecognition of the
importance of social environment for child develgmt According to
sociocultural theory, child-adult interactions afendamental for child’s
development. Cognitive change theory, in turn, rdgjgocial interactions as one
of the sources for a child to gather experiencesl iA social learning theory, the
focus is on the person whose behaviors a child i®produce. The model of
cognitive development assessment is composed e timks, each of which is
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justified in one of the above theories (Fig. 1).

TASKS DIFFICULTY LEVELS SITUATIONS THAT FACILITATE SOCIAL LEARNIG

LEARNING
(Lev S. Vygotsky) (Alfred Bandura)

(Robbie Case)
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Fig. 1. A theoretical model for diagnosis of devefpament potential
Source: Kulesza, E.M. (2011). Diagnoza potencjadtznpwczego dzieci w wieku przedszkolnym—
model teoretyczny oraz weryfikacja narzedzia. Szl&pecjalna, 1, p. 19.

However, fundamental for the entire construct iS.LVygotsky's
concept of the "Proximal Development Zone" (PDZjiat distinguishes
two main areas: actual and proximal developmenteifThborders are
defined by tasks of different difficulty. The CunmteDevelopment Zone
(CDZ) includes the problems which a child is aldestlve independently,
they reflect the level of development of a childisntal functions that has
been established as a result of certain alreadypied developmental
cycles. This psychologist maintained that the aswest of the actual
developmental level does not give a complete pectfra child's abilities.
In his opinion, it is necessary to determine thexidnal Development Zone
(PDZ2), i.e. the problems which a student cannotesahdependently, but
which he/she is able to solve under guidance dn Wwglp from others. "By
using this method we can take account of not omig tycles and
maturation processes that have already been cosdpletit also those
processes that are currently in a state of formatioat are just beginning
to mature and develop"” (Vygotsky 1971, p. 542). .I\M$gotsky's
theoretical construction of developmental zones lbanexpanded by the
Distal Development Zone (DDZ) as this area inclutles tasks given by
the teacher which are too difficult for a child. &ccordance with the
defined borders of the developmental zones, the emod educational
assessment provides for givirdpsed support in case of difficulties. In
most tasks, support will be graded in two successtages:

- the assessor carries out a given task using a whethimch is
proximal to the child, by trial and error most fostly, and

- the assessor and the child carry out the task hegetising a method
which is proximal to the child, the assessor usesbal prompts and
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provides hand-over-hand assistance — if it is reangsand if the child
allows him/her to do that.

Thus, such diagnosis includes components of cdattpktrictly dosed
instruction. We can then follow the process of ddth learning depending
on the type and amount of support given. In hig t&R. Case (1985) claims
that support in solving problems increases recigroegulation of
child/adult interactions.

The sources and situations which promote learnmegweell described
in R. Case's cognitive change theory. They corneddo L.S. Vygotsky's
developmental zones. The tasks which an individyagrforms
independently, in the course of his/her own agtivite. while he/she is
solving problems and exploring independently, ddlithe borders of
his/her actual capabilities. And the tasks perfarmath the assistance of
another person delimit the capacity of proximaladapties. They show a
store of social experiences gathered as a resuftefaction and imitation.
Changes in behavior during the performance of & t@epend on the
interrelation between cognitive development (cagait abilities) and
learning processes.

Diagnosis will be based on the use of learning bgeovation and
imitation of the teacher's behaviors, who will bein-accordance with
A. Bandura's terminology (1977) — hereinafter reddrto as a "model."
According to social learning theory, it is this "d&" — a person whose
behavior is to be reproduced — that is a fundanhdirtk in the whole
social learning process.

Methodology

The research aims to determine current and potermignitive
development of Polish children with successful depment and with
intellectual disability.

Group under study consists from 150 Polish childrealuding 75 kids
with intellectual disability, including mild — 47itth mental age from 36 to
71 months, and moderate — 28 with mental age db3@GL months, and 75
kids characterized with standard development widntal age from 36 to
83 months. Well developing children were paired hwintellectually
disabled children with at the same mental age.

There was used as method a diagnostic experimehtest technique.
A tool - Set of Cognitive Tasks — was developed thg author. A
validation of the set based on the population disRachildren. The results
of the psychometric analysis of the tool were pahid by E.M. Kulesza
(2004).

The set of cognitive tasks has 11 batteries (paBEagh battery tests
abilities which, as developmental psychology firgeinprove are an
achievement characteristic of preschool age.

“Research on this population undertaken by E.M. &adewas also presented in a series of articles
published in the Special School journal in 2011nfbers 1, 2, 3, 4, 5) and in 2012 (number 1).
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The batteries in the set measure:

1. Basic ability to perceive shapes and colors:

A.Ability to perceive the correspondence between #mapes of
geometric figures, to understand "the same" conceptperceive the
correspondence between the shape of the base olidafigure and the
shape of a hole,

B.Ability to perceive colors and to identify them blgoosing objects in
corresponding colors, ability to understand "theneaconcept;

2. Ability to match a color name to a colored objgzagsive and active
knowledge);

3. Ability to perceive the size of objects and to ardeem from the
largest to the smallest one, visual-motor coordaomeat

4. Ability to synthesize parts (spatial elements) iatevhole, ability to
combine elements;

5. Ability to perceive an object as a larger one aschamaller one at
the same time in a row of objects arranged fromstinallest to the largest
(if A>B and B>C, C<A);

6. Perception of objects in pictures:

A.Ability to identify objects, "the same" concept,

B.Ability to synthesize pieces into an object;

7. Ability to perceive spatial relationships betweegufes of different
shapes, spatial imagination;

8. Ability to classify objects nonverbally, ability tgeneralize, ability
to perceive pictures grouped in sets as similar différent at the same
time;

9. Ability to perceive a specific number of objectspn@int/number
correspondence;

10.Ability to perform addition and subtraction opecdis;

11.Ability to perceive relationships and to understacaluse-effect
relationships between elements.

All tasks were scored using a 0-4 scale, taking idnsideration the
utilized method for solving the task and the magphét of help provided.
The detailed scoring guidelines were as follows:

Current Development Zone:

4 points — solution using the most effective andneenical method (a
less time-consuming method)

3 points — solution using a more time-consuminghoet

Proximal Development Zone:

2 points (lower area) —*1stage of support: solution after adult’s
demonstration of a method most adapted to thel chil

1 point (upper area) -'2stage of support: solution after previous joint
solution with an adult

Distant Development Zone:

0 points — task not solved despite provided help

131



Kopexuyitina ma coyianvna nedazoeixa i ncuxonoeis

Results

All children were interesting in the diagnostic el and seemed
especially fascinated with "the Russian doll". Tinéellectually disable
pre-schoolers liked to play with the doll very mut¢hey dismantled and
pieced the toy many times and don’t like to givbatk.

When the child doesn’t solve a task, the teachesgmt the effective
solution, adapted to the child’s developmental le¥de examined group
composed of keen observers. Some of intellectuwhdgble children simply
copied the teacher's movements without understandime purpose.
However, many of them imitated the presented siraseand solved the
tasks.

The children have also exhibited readiness to anterinteractions and
were sensitive to the judgment of the teacher. é&x@mple, while solving
tasks, the children frequently looked at the teacpheesented him with the
effect of their efforts (e.g. assembled toy) ancaded acknowledgement
and praise.

A definite strength of children with mild and modes intellectual
disability is their communicational sensitivity andell developed
Imitational mechanism. Those two serve as pillarsahich the model of
assessment is based.

Table 1 contains the results of 47 children witpbit¢gl development
and 47 children with mild intellectual disabilitiell developing children
were paired with intellectually disabled childrerntiwat the same mental
age and then their results were compared. Thetsestil28 children with
typical development and 28 children with moderateliectual disability
provided in the Table 2. It was used the same egiyatwell developing
children were paired with intellectually disablekildren with at the same
mental age and then compared.

Table 1

Tasks in development zones of children with normate development
(ND) and children with mild intellectual disability (ML) - age groups (%)

- DEVELOPMENT ZONES
L Proximal
o §| 9
<| = O
E.J 5 ?5: Current Lower area Upper area| Distant Tasks
11 | ND 83.3 16. 7 0.0 0.0 12
3 11 | ML 16.70 50. 0 33.3 0.0 12
14 | ND 46.1 46. 2 7.7 0.0 13
4 14 | ML 30.7 46. 2 154 7.7 13
11 | ND 78.6 21. 4 0.0 0.0 14
5 11 | ML 21.4 42.9 28.6 7.1 14
11 | ND 88.9 11.1 0.0 0.0 9
6 11 | ML 11.1 77.8 0.0 11.1 9
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Table 2
Tasks in development zones of children with normatie development
(ND) and children with moderate intellectual disability (MD) - age
groups (%)

E DEVELOPMENT ZONES
0| Z| o |
e(: = 8 Proximal
E-J 5 % Current | Lower area Upper area | Distant Tasks
19 | ND 91.7 8.3 0.0 0.0 12
3 19 | MD 50.0 25.0 25.0 0.0 12
6 |ND 69.2 30.8 0.0 0.0 13
4 6 |MD 15.3 38.5 38.5 7.7 13
3 |ND 85.7 0.0 14.3 0.0 14
5 3 |MD 14.3 57.1 14.3 14.3 14

Current cognitive achievements of children withitgb development are
higher than their disabled peers in each age g(@aple 1 and Table 2).
According the data children with typical developmeplve independently
74. 2% of tasks while children with mild intelleatudisability 20%. Pre-
schoolers with moderate disability show better ltssthey solve 26. 6% of
tasks and their peers with successful developniae8 of tasks (Fig. 3).

Let’'s analyse the results obtained via a positiagmbsis which foresees
providing controlled help in tasks that prove diffit. The picture is a quite
different when we look at the zone of proximal depenent. The kids with
mild and moderate disability gained significantlgtter results in all age
group. The analysis has shown that the proximakldgwment zone for the
typically developing children contained 25,8% (R2y.and 17.8% (Fig. 3) of
all solved tasks.

80 -~

70
60
50
40
30
20
10

0

1

CDz

PDZ lower

PDZ upper

DDz

END

74,2

23,8

2

0

ML

20

54,2

19,3

6,5

CDZ — Current Development Zone; PDZ — Proximal Depment Zone: DDZ — Distant Development

Zone; ND — normative development; ML — mild intetigal disability

Fig. 2. Total tasks placed in development zones ahildren with

normative development and children with mild intellectual disability
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Fig. 3. Total tasks in development zones of childrewith normative
development and children with moderate intellectuabisability

It is very positive that the disabled children, wheelped, were able to
pass most tests designed for their developmenpgraiB. 5% of tasks in case
of mild disability (Fig. 2) and 66. 1% of tasks gase of children with
moderate disability (Fig. 3). However some of thgks were too difficult for
them: 6.5% of tasks - for the mild disabled (FigaBd 7.3% of tasks - for the
moderate disabled (Fig. 3). Children with typicaévdlopment solve
independently or with the help all the tasks (F&y.and Fig. 3). The
effectiveness factor for children with mild and recate disabilities was
similar - about 50%. The effectiveness of hintsegito pre-schoolers of the
normative group was in the vicinity of 90%.

Discussion

The study group characterized a good observatiandlimitative skills.
S.I. Davydova (1975) and N.D. Sokolova (1973) aconéd that intellectual
disable pre-schoolers are able to purposely imigateadult. All children,
including those with intellectual disability, shosvea high sensitivity of
communication. Readiness for communication in rmtellectually disabled
children aged 5-8 has previously been observed. 6yi&d (after: Koscielska
1998). Observations by K. Kulikowska (1971) and ®lechnowicz (1988)
indicate that even individuals affected by moderatesevere intellectual
disability are able to effectively communicate andoperate, which is
manifested in their preference for a joint playhitthe adult.

Two effects are worth mentioning: first, childrenittw moderate
intellectual disability learned as quick as theildndisabled peers and second,
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the disabled were sensitive to the teaching metitdided by the teacher.
They effectively used every second hint, while tteldren with typical
development had used every prompt. The resultscansistent with the
findings A.L. Brown and R.A. Ferrara (1994), and/ TYegorova (1973) who
have found positive correlation between learningitgland the intelligence
guotient. However, the study by E.M. Kulesza (200@&s shown that
procedure task-help-task reveals comparable, ines@reas, cognitive
achievements of disabled children to children wyttical development.

Summary of results

The assessment using the task-support-task praceckuealed the
following:

- communication sensitivity of children with intelteal disabilities in a
task situation: a well-developed need to be infikld of attention, a
need to have one’s actions assessed and a neeapterate;

- ability to imitate the ways to solve a task demaatstd by the adult;

- educational sensitivity: every second prompt wdsctfely used by
children with intellectual disabilities;

- large development potential of children with intetiual disabilities;
majority of tasks were done in the zone of proxidetelopment.

In a standard test utilizing the pass-fail asseagnthe children with
intellectual disabilities would be graded extremieadd. Due to the system of
guiding hints the results of the groups have impdbwsignificantly. The
experimental results bear witness to a high lefetagnitive potential in
children with intellectual disabilities in relatida their proximal development
zone.

The theoretical model and based on the model d&ignorocedure do not
remove differences resulting from intellectual disty, but move the focus
from the limitations on the strengths and develapnpetential of children.
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The paper presents an assessment of cognitive ogenent based on
L.S. Vygotsky, R. Case and A. Bandura conceptshEacthese theories
suggests that a social factor is important in ¢hittevelopment. Vygotsky's
concept of "proximal zone of development" definde\ael of task difficulty
and teacher engagement in process of solving algmobCase’s theory
indicates situations in which cognitive change gétsaddition, Bandura’s
theory describes process of instructing, behavduliagnostician presents is
an exemplar for imitating. The fundamental roletihe assessment plays
Vygotskian idea of proximal development zone. Troelel of assessment has
been positively verified on population of 150 Polgre-school children with
successful development and children with mild anddemate degree of
intellectual disability. Empirical data show theligdy and effectiveness of
the solutions used in the diagnostic model.

Keywords: positive assessment, cognitive development, edrlbl
disability, current, proximal and distant zone ef/dlopment
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OCOBHCTICHO OPIEHTOBAHU MIAXIJ 10 JITEH 3 BAIAMHA
IHTEJEKTY HA YPOKAX ICTOPIi YKPATHU

VY cTarTi moka3zaHo mepeBaru 0COOMCTICHO OPIEHTOBAHOT'O HABYAHHS JIITEH
3 pPO3yMOBUMHU BaJlaMH Ha ypoKax icTopii YKpaiHu.

KarouoBi cioBa: 0COOUCTICHO OpIEHTOBAHMU MIAXiJ, BaaWU 1HTEJEKTY,
icTopist YKpainu.

B cratbe ocBemieHbl MPEMMYIIECTBA JUYHOCTHO OPUEHTUPOBAHHOTO
00yueHHUs JeTel C MHTEIUICKTYaJIbHbIMU HAPYIIEHUSAMHU HA ypOKax HUCTOPUU
YKpauHsbl.
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