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Kpickaua MYH(-BZ[GMO: CaHapI/IHTI/IK HUHTCIJUICKTYAJAbIK TCXHOJIOTHUAJIAPJAbIH TC€3 OHYI'YIIYHYH JXKaHa
JKOTOPKY OMinM OepYYHY TepeHAeTyY pedopMachiHbIH (DOHYHIa YHUBEPCUTETTEPAC TAPBIXTHl OKYTYY TepeH
TpaHchopmarusra Ayymap Ooiyyaa: OMIUMANM OTKepyn OepyyleH KOMIETEHTTYYJIYKTY OHYKTYPYYT®,
Ma3MYHAY KOPCOTYYIOH TapbIXblii O KYT'YPTYYHY KalblTaHgslpyyra 4einH. CTylneHTKe OarbITTairaH
MaMuJIe KaTapbl KOUTOHTe HETU3NENreH OKYTYyY YHHBEPCHUTETTUH TaphiX OMIMMHUH pedOopMarooHy aijbira
JKbULIBIPYYHYH MaaHUJIYY >KOJyHa aiiaHjbpl. Bysl bIKMaHbIH y4ypJarsl KOJJIOHYJIYIIyHa JKaHa MpaKkTHKala
KE3/ICIIKeH HETM3TH KbIMBIHYBUIBIKTApTa TasHbIN, Oy Makajala aHbl TapbIXThl OKYTyy/Ja HIIKE allbipyy Y4
03 apa OalillaHBIIIKAaH KO3 KapallTaH KapanaT: METOIOJOTHAJIBIK TY3YIIYIL, Cypoo Oepyy NPUHLUITEPH KaHa
MearoruKajablk  cTparterusiap. llpoOiieMara HerM3enreH OKYTYY BIKMAChIH YHHBEPCHTETTHH TaphIxX
KJIACCTApBIHA HATBIIKANYy WIIKE amblpyyra O0NO0 TypraH MPaKTHKAJIbIK CTpaTeTusiIapra e3redye KeHYI
Oypynat. Makanazia TapbIXblil pakTbUIapAbIH, TAPBIXBIH YEUMEIOOHYH KaHa 0aanyylyKTapAbl )KETeKTOOHYH
aﬁHaHaCBIHHa TY3YJI'OH JKaHa CAaHApUIITUK HHTCIUICKTYAJIAbIK TEXHOJIOTrUAIap Tapa6I>IHaH KOJa0010
aNpIHTaH Y4 OacCKbIUTYy KOWreire HETHM3ACITEeH OKYTYY MOJETH KOHKPETTYY TapbIXbld OHIMMIEpIH,
AHAJIMTUKANBIK YEUMENIOOHY JKaHa >KOTOPKY JEHrdIJJErd OaanyyslyKTapabl KalbIITaHABIPYY MEHEH
KeMYMJIMKCH3 OalylaHBIITRIpa anapel aiTeiar. bBynm Mopens KiaccTarsl OKyyHy Kaipa  Ty3yy,
CTYICHTTEPANH KaTHIIITYYCYH JKOTOPYJIaTyy jKaHa TaphIXbIi TYITYHYYHYH aHa 0aanyyayKTapasl 0aalo0HyH
HMHTErpalHsIaHTaH 6HYTYYCYH WITEPHWIETYY YUYH XKaHbl METOIONIOTMSUIBIK MAMUJIEHU CYHYIITAMT.

Annorauusi: Ha QoHe cTpemurensHOro pa3BUTHS HUQPOBBIX HMHTEIUIEKTYalIbHBIX TEXHOJOTHHA M
yriyoneHuss pedopMBl BEICIIETO O0pa3oBaHUA IPENOoJaBaHWe WCTOPHH B YHHBEPCHUTETaX IpeTepIeBacT
DIyOOKyI0 TpaHCOpPMAITHIO: OT Tepeadyn 3HAHUN K Pa3BUTHIO KOMIIETEHITUH, OT U3JI0KEHUS COJCPIKAHUS K
(OpMHPOBAaHUIO HMCTOPHYECKOTO MBIIUIEHUS. MeToa mpoOiIeMHO-OPHEHTHPOBAHHOTO OOYYeHHs, Kak
moaxon, OpI/IeHTI/IPOBaHHHﬁ Ha CTYACHTA, CTaJl BaXHBIM NOYTCM OJd [IPOABUIKCHUA pe(l)OpMBI B
VHUBEPCUTETCKOM HCTOPHYIECKOM 0OpazoBaHmM. Ha OCHOBe TeKyIIiero MpHUMEHEHHS STOTO MeToaa |
OCHOBHBIX HpO6JICM, BO3HHUKAIOMUX Ha IpPaKTUKE, B I[aHHOﬁ CTaTbC pacCMaTpuBaACTCA €TI0 BHCIAPCHHUEC B
npenogaBaHueC HUCTOPHUU C TPEX B3aUMOCBA3AHHBIX TOYCK 3PCHUA: MCTOAUYCCKAA CTPYKTypa, IMPUHIHIIBI
ITIOCTPOEHUS BOIMPOCOB M TIemarormueckue crparerud. Ocob0oe BHUMaHHE VYACIACTCS MPAKTHICCKAM
CTpaTeTusM, C TIOMOIIBI0 KOTOPBIX METOJA MpPOOIIEMHO-OPHEHTHPOBAHHOTO OOY4YeHHS MOXET OBITh
3G(GEeKTHBHO BHEOPEH B YHUBEPCUTETCKHE ayJWTOPHUM MO HCTOpUU. B craTee yTBepkmaercs, HTO
TpexcTyneHdaTas MOJeNb NpPOOJIEMHO-OPHEHTHPOBAHHOTO OOy4YeHHs, CTPYKTYpUPOBaHHAas BOKPYT
HUCTOPHUYECKUX @aKTOB, I/ICTOII)I/I‘ICCKOf/i HUHTCPHIPETAIUA U LECHHOCTHOI'O PYKOBOJACTBA U NOAACPKUBaACMas
HI/I(i)pOBI)IMI/I HWHTCIIJICKTYaJIbHBIMHU TCXHOJIOTHUAMU, MOXKET OpraHUuYHO CBS3bIBATH KOHKPCTHBIC
HUCTOPHUYCCKUEC 3HAHHA, AaHAJIMTUYCCKYIO HUHTCPIIPETALUIO U (bOpMHpOBaHI/Ie ]_ICHHOCTef/'I 0oJjiee BBICOKOTO
nopsaka. Takas MOZCIb ITpeajaract HOBBIN MGTO,I[OHOFI/I‘ICCKI/Iﬁ noAXoA K pECTPYKTypUu3alluu ayAMTOPHOI'O
o6yquI/1;1, ITIOBBIIICHUTO BOBJICHCHHOCTH CTYJACHTOB nu COHCﬁCTBHIO KOMIUICKCHOMY Pa3BUTUIO
HUCTOPHUYECKOT'O MOHUMAaHNAg U HCHHOCTHOI'O OCMBICJICHUS.

Abstract: Against the backdrop of the rapid advancement of digital-intelligent technologies and the
deepening reform of higher education, university history teaching is undergoing a profound transformation
from knowledge transmission to competency cultivation, and from content delivery to the generation of
historical thinking. As a student-centered instructional approach, the problem-chain teaching method has
become an important pathway for promoting reform in university history education. Based on the current
application of this method and the major problems emerging in practice, this paper examines its
implementation in history teaching from three interrelated dimensions: instructional framework, principles of
question design, and pedagogical strategies. Particular attention is given to the practical strategies through
which problem-chain teaching can be effectively embedded in university history classrooms. The paper
argues that a three-tier problem-chain model structured around historical facts, historical interpretation, and
value guidance, and supported by digital-intelligent technologies can organically connect concrete historical
knowledge, analytical interpretation, and higher-order value formation. Such a model offers a new
methodological approach for restructuring classroom teaching, enhancing student engagement, and fostering
the integrated development of historical understanding and value awareness.

Herusru ce3aep: keWreiire HETU3NEITECH OKYTYY BIKMAChl; YHUBEPCUTETTHK OMITUM OepYY; TapbIXThHI
OKYTYY, 6an1yynyKTap 0oroHYa OMIUM 6epyy, CaHApUINITUK UHTCIUICKTYAJIIbIK TEXHOJIOTUAJIap.

KiaoueBbie ciioBa: METO np06neMHo—uenoquH0r0 O6y‘16HI/I$I; YHUBCPCUTCTCKOC 06p3.30BaHI/Ie;
npernogaBaHUuC UCTOPHUU,; HEHHOCTHOC BOCIIUTAHUE; HI/I(prBBIe HWHTCIJICKTYAJIbHBIC TEXHOJIOTHUH.

Keywords: problem-chain teaching method; university education; history teaching; value guidance;
digital-intelligent technologies
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1. Introduction

The National Standard for Undergraduate
Teaching Quality in General Higher Education
(History Category) clearly defines the talent
training objectives of history-related majors as
follows: to cultivate individuals with a firm and
correct political orientation, solid theoretical
foundation, extensive historical knowledge,
profound humanistic literacy, keen problem
awareness and critical thinking abilities, who
master the basic methods of historical information
collection, textual research and analysis...so as to
meet the needs of national socioeconomic and
cultural development.[1] Yet in many university
history classrooms, traditional lecture-dominated
instruction still relies heavily on one-way
knowledge transmission, often reducing learning to
rote memorization and making it difficult to foster
genuine historical thinking.

The problem-chain teaching method offers
an important response to this challenge. It is
particularly valuable for cultivating students’
historical reasoning, problem awareness, and
critical ~ reflection. Under clearly defined
instructional themes and objectives, this method
organizes knowledge elements, interpretive
frameworks, and value concerns into a sequence of
interconnected and  progressively  deepening
guestions. Rather than treating classroom
questioning as a series of isolated prompts, the
problem-chain approach constructs a coherent
structure in which each question builds on the
previous one and opens onto the next. Its essential
function is to use questions as cognitive drivers,
guiding students to construct meaning through
source analysis, interpretive comparison, and
reflection on the relationship between history and
contemporary reality. From a theoretical
perspective, the problem-chain teaching method
aligns closely with constructivist learning theory.
Piaget’s constructivism emphasizes that knowledge
is not passively received but actively constructed
by learners through interaction with situations,
ideas, and experiences. The problem-chain model
embodies this logic by creating a pathway of
“context—interaction-reflection,” in which students
gradually deepen their understanding through
guided inquiry. In this sense, the problem chain
functions as cognitive scaffolding: it helps students
move beyond prior knowledge and generate new
understanding through layered questioning. This
approach also responds to the integrated
requirements of core historical literacy, including
humanistic understanding, problem consciousness,
and critical reasoning. In the era of artificial
intelligence and big data, moreover, the generation,
adaptation, and refinement of problem chains can

become more flexible, precise, and responsive to
students’ learning needs. Against this background,
constructing a three-tier model of “historical facts—
interpretation—value”  supported by digital-
intelligent technologies is of particular significance
for both theoretical exploration and pedagogical
innovation in university history teaching.[3]

2. Research Methods

This study adopts a combined methodology
of literature review and case study in order to
explore the effective application of the problem-
chain teaching method in university history
education. First, the literature review provides the
theoretical foundation of the study. Drawing on
academic databases such as CNKI and Web of
Science, the paper surveys relevant Chinese and
international literature published between 2015 and
2025 under key themes including problem-chain
teaching,  history  education, and  core
competencies. Particular attention is given to the
theoretical origins of the problem-chain approach,
its pedagogical characteristics, and its current
patterns of application. Through this review, the
study identifies major achievements in the field as
well as existing limitations, especially in terms of
disciplinary expansion and empirical classroom
validation. Second, the case study method is
employed as the core analytical approach. In order
to reveal the specific pedagogical logic through
which problem-chain teaching can be applied to
different areas of historical content, four
representative teaching cases are selected: the
establishment of the commandery-county system
in the Qin dynasty, the southward shift of China’s
economic center in ancient history, Wang Anshi’s
Reform, and the British Industrial Revolution.
These cases were chosen for three reasons. First,
they cover both Chinese and world history, thereby
ensuring breadth of perspective. Second, they span
multiple subfields, including political history and
social history, and thus reflect the complexity of
historical inquiry. Third, they lend themselves to
the incorporation of digital-intelligent teaching
tools, making them especially suitable for
examining the contemporary relevance of problem-
chain pedagogy.

3. Pedagogical
Problems

Classroom practice shows that the problem-
chain teaching method has generated notable
positive effects in university history teaching. At
the same time, however, it still faces a number of
limitations that require further refinement.

3.1 Pedagogical Effects

3.1.1 Enhancing Students’ Core Historical
Competencies

Effects and Existing



A problem chain is an organic structure
integrated by content relevance, logical rigor, and
well-designed inquiry, rather than a simple
accumulation of questions. Properly applied, it can
effectively cultivate students’ problem awareness
and independent ability to analyze and solve
historical issues. Aligning with the cognitive
characteristics of history learning—where students
often face confusion—it yields multiple
pedagogical benefits: temporal questions foster
students’ historical consciousness of sequence and
change; causal questions strengthen their logical
reasoning and analytical capabilities; interpretive
questions enhance their historical judgment and
evaluation skills.[2] Compared with students in
traditional lecture-based classes, those taught via
the problem-chain method perform better in core
dimensions of historical literacy, especially in
source-based evidence application and historical
interpretation. More importantly, they transform
from passive information recipients to active
inquirers, demonstrating stronger evidentiary
awareness and more open thinking.[4]

3.1.2 Improving Classroom Atmosphere and
the Quality of Interaction

With the growing emphasis on problem
consciousness  in  teaching  competitions,
demonstration lessons, and classroom reform,
instruction has gradually shifted from one-way
lecturing to interactive exploration. Teaching is no
longer limited to simple factual confirmation or
binary judgment but is organized around the
logical sequence of “what happened,”why it
happened,”and“how it should be evaluated.”’ In
this framework, students participate more actively
in discussions, questions, and arguments, while
teachers act as facilitators and organizers, creating
a classroom atmosphere featuring dialogue,
intellectual exchange, and collaborative inquiry.[5]
This shift addresses the limitations of traditional
lecture-based teaching, where teachers dominate
knowledge transmission and students remain
passive listeners. Research also indicates that
problem-chain teaching strengthens students’
perception of learning value by guiding them to
analyze issues from a humanities and social
science inquiry perspective.[11]

3.1.3 Promoting Teachers’
Development

The design and implementation of problem
chains impose high requirements on teachers: they
must deeply interpret teaching materials and
historical sources, accurately identify core
disciplinary concepts, and sensitively respond to
students’ cognitive development. This process
drives teachers to move beyond the traditional role
of knowledge transmitters to become learning

Professional
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experience designers, enhancing their historical

literacy, pedagogical sensitivity, classroom
management  skills, and question  design
capabilities through practice. Meanwhile, the

increasing integration of digital teaching tools—
such as smart classroom platforms, online resource
repositories, and data analysis tools—in history
teaching further expands the pedagogical potential
of the problem-chain method and supports
teachers’ professional development in the digital
era.
3.2 Existing Problems
3.2.1 Insufficient Scientific Rigor
Gradation in Question Design
Despite its pedagogical advantages, the
problem-chain method in university history
teaching has flaws in question design. A key issue
is prioritizing quantity over quality: many
questions focus on factual recall (e.g., dates,
names) rather than conceptual clarification,
methodological reflection, or value interpretation.
Additionally, questions often lack internal
coherence, arranged fragmentarily rather than
forming a cognitively progressive structure. For
example, questions about the Xinhai Revolution’s
timing, representatives, and significance, while
relevant, are disconnected and do not constitute a
genuine problem chain.
3.2.2 Inadequate Integration of Technology
and Pedagogy
Digital technologies (e.g., virtual reality, big
data) have great potential for supporting problem-
chain teaching, but they are often used for display
rather than inquiry. Technologies are rarely
integrated into the questioning and interpretation
logic, leading to disconnection from problem
chains. Moreover, interdisciplinary problem-chain
design is underdeveloped; most remain confined to
a single disciplinary framework, failing to address
the complexity of historical understanding in
higher education.
3.2.3 Limitations in Teachers’ Professional
Competence
Uneven teacher professional competence is
another challenge. Some lack a deep grasp of
history’s core concepts and academic frontiers,
resulting in shallow, poorly hierarchical problem
chains.  Additionally, many struggle with
classroom facilitation—failing to effectively guide
student discussions or address complex viewpoints.
Disparities in digital literacy further hinder the
integration of technology into problem-chain
teaching.
3.24 A Disconnect Between
Orientation and the Teaching Process
A critical issue is the detachment of value
guidance from classroom inquiry. Value education

and

Value



is often treated as a separate final stage (e.g.,
lesson summaries), lacking integration with factual
inquiry and interpretation. This disconnect
prevents students from understanding how values
emerge from evidence and reflection, reducing the
intellectual conviction and emotional resonance of
value education. [6]

4. Strategies for Applying the Problem-
Chain Teaching Method in University History
Education

To realize the pedagogical potential of
problem-chain teaching in university history
classrooms, practice must proceed from three
interrelated dimensions: instructional framework,
principles of question design, and concrete
application strategies. Only by integrating these
dimensions can the method achieve both
conceptual rigor and practical operability.

4.1 Instructional Framework

The construction of a problem-chain
instructional framework for history teaching
requires an organic integration of value orientation,
cognitive laws, disciplinary rigor, and pedagogical
innovation. First, value foundations must be firmly
established. In setting teaching objectives,
selecting content, and choosing instructional
materials, teachers should maintain a clear
educational orientation and ensure that classroom
inquiry is guided by sound values. This does not
mean reducing history teaching to abstract political
discourse; rather, it means ensuring that historical
understanding is connected to responsible
judgment and intellectual integrity. Second, the
framework should adhere to cognitive laws. [9]
Question design must align with the learning
progression from concrete to abstract, superficial
to in-depth, and observation to interpretation.
Isolated questions thus need to be reorganized into
coherent chains, where each stage lays the
foundation for the next and facilitates the
cumulative development of students’ historical
understanding.Third, a genuine  problem
orientation should be established. Instead of simply
repeating textbook knowledge, teachers should
begin from students’ cognitive difficulties, the
central issues embedded in teaching content, and
the deeper historical questions implied by the
material. In this way, classroom teaching can move
from the mere explanation of facts toward inquiry-
based dialogue centered on interpretation and
understanding. Finally, innovation in teaching
methods should be promoted in response to the
transformation of learning in the information age.
Problem-chain teaching should be integrated with
diversified teaching resources, digital tools, and
extended learning environments, so that the formal
classroom and broader educational contexts can
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work together to support students’ learning and
development.

4.2 Principles of Question Design

Question design is the core of problem-chain
teaching. To function effectively, it must follow
three basic principles: logical coherence, student-
centeredness, and educational orientation.

4.2.1 Logical Coherence as the Point of
Departure

Logic is the defining feature of a genuine
problem chain. The design of questions should
begin with the internal relationship among
disciplinary knowledge, key issues, and the
connections between them.[11] Each individual
guestion must be accurate, concise, meaningful,
and capable of stimulating inquiry. More
importantly, questions must be linked together
through a clear logical thread. Whether the
sequence proceeds through gradual deepening or
interlocking progression, the relationship among
questions  must remain intelligible  and
pedagogically purposeful. Only in this way can the
problem chain support the sustained advancement
of students’ thinking.

4.2.2 Student-Centeredness as the Core
Principle

A second principle is student-centeredness.
This means that the design of the problem chain
must begin from students’ actual cognitive
conditions, prior knowledge, and developmental
level. On this basis, teachers can construct layered
and progressive sequences of questions that
correspond both to instructional objectives and to
students’ learning needs.[12] A high-quality
problem chain should function as cognitive
scaffolding: it should be accessible enough to
connect with students’ current understanding, yet
challenging enough to push them toward more
advanced inquiry. Through such design, students
are gradually encouraged to move from passive
answering to active questioning, and from the
reception of information to the construction of
meaning.

4.2.3 Human
Educational Goal

The third principle is that question design
should ultimately serve the broader goal of
education. Questions should not stop at factual
reconstruction or technical reasoning; they should
also contain value implications that guide students
toward an understanding of the significance of
history. This requires building meaningful bridges
between historical experience and contemporary
life, so that students can reflect on the present
while learning about the past. [10] In this sense,
the problem chain should contribute not only to the
cultivation of historical interpretation and critical
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thinking, but also to the formation of rational
judgment, social responsibility, and a mature value
orientation. Such an approach represents a shift in
history teaching from the mere transmission of
knowledge toward the integrated cultivation of
intellect and character.

4.3 Application Strategies

4.3.1 Integrating Source-Based Evidence

Historical sources are the foundation of
history teaching and the starting point of the
problem chain. They address the question of what
happened and provide the evidentiary basis for
deeper inquiry. In practical teaching, authentic
sources and historically grounded contexts should
be used to create concrete learning situations.
Through tools such as virtual scenes and online
source databases, students can be guided to
observe, retrieve, compare, and verify historical
information. For example, in teaching the Qin
dynasty’s commandery-county system, rather than
directly introducing its institutional features, a
teacher may first use a 3D map to display the
empire’s territorial expansion and then ask what
governance challenges emerged after the conquest
of the six states. This invites students to infer the
institutional logic of the system from historical
conditions. At a deeper level, question design
should also strengthen the connection between
sources and interpretation.[2] Questions
concerning source comparison, source
corroboration, authorial position, and credibility
can help students acquire the disciplinary method
of deriving arguments from evidence and
integrating evidence with interpretation.

4.3.2 Centering Historical Interpretation

If source-based evidence answers the question
of what happened, historical interpretation
addresses why it happened and how it should be
understood. At this stage, teachers should design
layered and systematic questions that lead students
from factual knowledge toward analytical
explanation. [8] In this process, teachers may
introduce different scholarly viewpoints and ask
students to compare institutional structures, interest
relations, or ideological changes underlying
historical events. For example, when comparing
the enfeoffment system with the commandery-
county system, students may be asked to examine
the essential differences in power distribution, the
reasons for Li Si’s advocacy of centralized
administration, and  competing  scholarly
assessments of the historical significance of the
commandery-county system. Through
argumentation and comparison, students gradually
learn to move beyond memorization and toward
evidence-based historical judgment.

4.3.3 Embedding Value Guidance
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Value guidance is the culminating dimension
of the problem chain. It addresses what students
have learned and what relevance historical
understanding has for the present. However, such
guidance must emerge organically from factual
inquiry and historical interpretation rather than
being artificially appended at the end of the lesson.
The key is to connect historical experience with
contemporary concerns through analogy, transfer,
or reflective questioning.

For example, after  exploring the
commandery-county system, students may be
invited to consider how local customs and central
governance  might  conflict in  frontier
administration, or what historical implications
centralized administrative systems may have for
the structure of the modern Chinese state. Such
questions enable students not only to understand
the historical significance of political institutions,
but also to reflect on broader issues of national
governance, social integration, and historical
continuity. In this way, value guidance becomes a
meaningful outcome of inquiry rather than a
detached summary.

4.3.4 Designing Contextualized Learning
with Digital-Intelligent Technologies

The development of virtual reality, GIS, and
historical big data platforms has opened up new
possibilities for contextualized problem-chain
teaching. At the level of historical facts, digital
technologies can transform abstract textual
descriptions into perceptible spatial and situational
experiences. At the level of historical
interpretation, GIS and data visualization tools can
make long-term historical processes visible and
analyzable. In teaching the southward shift of
China’s economic center, for example, historical
GIS can display changing patterns of population
density, irrigation, and grain production across
time and space, allowing students to connect
economic transformation with war, migration, and
climate. At the level of value guidance, digital
role-playing can also be used to stage ethical or
policy dilemmas. In a lesson on Wang Anshi’s
Reform, students may assume the roles of
peasants, officials, and merchants in order to
examine how reform affects different groups and
to reflect on enduring questions such as the balance
between efficiency and fairness.

In this sense, digital-intelligent technologies
do not merely embellish teaching; they provide
new conditions for the effective realization of the
problem chain.[7] They make historical facts
visible, interpretations analyzable, and values
experientially meaningful, thereby deepening
students’ engagement with history as both
knowledge and reflection.



5. Conclusion precision and vitality of teaching. More

In the context of digital-intelligent importantly, this model offers a way of addressing
transformation, the deepened application of the several persistent problems in current history
problem-chain teaching method represents not education, including fragmented questioning, weak
merely an adjustment of classroom technique, but a interpretation, and detached value education.
reconstruction of the structure and philosophy of Through  sustained  inquiry, students are
history teaching in higher education. By building a encouraged to develop core competencies such as
three-tier model organized around historical facts, evidence-based  reasoning  and historical
historical interpretation, and value guidance, interpretation, while also deepening their sense of
university history classrooms can make thinking responsibility, historical consciousness, and value
visible, reasoning traceable, and values perceptible. understanding. In this respect, the problem-chain
The incorporation of digital-intelligent teaching method is not only a pedagogical tool, but
technologies further strengthens this process by also an important pathway for promoting the
providing contextual immersion, data support, and transformation of university history education in
interactive feedback, thereby enhancing both the the digital era.
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