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deal of lewming. Yet the deepest and most creative thinkers seem 10
cngage in their work much less self-consciousty. They forget themselves
and become totally absorbed in the mauer at hand (Dewey, 1976, p. 173;
Montessort, _Cf:_. pp. 50-53; Maslow, 1970, pp. 45, C;v. Like young
children, highly creative people arve interested in learning for s own sake.
Pragetians and other developmentalists would like all of us 1o revain this
kind of learning.

Piagetians also believe that Bandura overlooks the importance of cog-
nitive structures or stages. Bandura, as we have seen, does acknowledge
that cognitive skills set limirs on what children can fearn and mmitare. B
he does not believe that cognitive skills are best described as broad stage
structures.  Instead, he thinks of cognition much more atomistically, as a
large number of specific, 1solated skills.

Bandura's position has reccived supportin recent vears (Flavell, 1985,
pp- 290-95), but the concept of genceral stage is not as untenable as he
niakes it sound.  As we discussed in C _:_t:. 6 on Piaget, there is reason
to believe that Piager's stages, despite certain problems, are valid.  And
soctal learning rescarch itsell occastonally suggests that the child's general
stage is at work.  For example, Lichert et al. (1969) found that 14-year-
olds, but not cight- or six-year-olds, could nitate a new grammaitical rule.
The oldest subjects were able to figure out the rule underlving the model®
behavior because they had capacities for abstract thinking that the vounger
childven Tacked. They had, it scems, formal operations,

It might be, then, thar Bandura underestimates the importance of
developmental variables. Tle certainly scems to overlook the exient to
wlich children learn on their own, from an inrinsic interest in the world.
He might also overlook the extent 10 which modeling is influcnced by
cognitive stages.  Nevertheless, Bandura has significantly broadened learn-
ing theory and 2::_,:::9_ cnormously to our understanding of how cn-
vironmental factors shape behavior.

10

Vygotsky’s
Social-Historical Theory
of Cognitive Developmen

BIOGRAPHICAL INTRODUCTION

This book focuses on theorists in the ﬁr.,.n._c_v::.::__ trachiion —scholars
who have scen developmental change primarily in tevms ol inner forces.
FFor example, Gesell emphasized inner maturational prompiings, whie Pi-
aget saw children making their own discoveries. By way of contrast, we
have also examined the ideas of learning theorists, who have emphasized
the role of the external environment.

Some readers, however, mayv be dissausfied with this theoretical di-
vision.  Why, they mightask, must we view development in either/or terms?
Can't a theory assign major roles to both inner and outer forees?

The construction ot such an integranive theory is a worthy goal, bhun
lew people have made much progress in atainig it Bandura, as we saw,
pronounces behavior to be muludetermined --1o be inlluenced by various
imternal and external vaviables—-bu he also cominues 1o discredin the de-
velopmentalist perspective on how change comes trom within. - Later we
will discuss the ways Freud :_:_ _A,\_.:Q:: weave imner and outer forces into
their psye _:::r::: theories. In the realm of cognitive development, the
major theorist who had 2 ;:_v apprediation of both developniental and
cnvironmental forces was the Russian Lo S, Vvgotsky (1806--19541),

Vygotsky had rcad the carly writings of Gesell, Werner, and Praget
and he recognized the umportance of the kinds of inmrinsic development
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they were addressing. At the same time Vygotsky was a Marxist who
believed that one can only understand inman beings in the context of the
social-historical envivonment.  Thuos Vygorsky tried 1o create a theory that
allowed for the interplay between the two “lines of development™——the
“tatural line™ that emerges from within and the “social-historical tine™ that
influences the child from without (Vvgotsky, 193 1a, p. 17),

Vygotsky was only partly successful. Tle had only sketched our an
integrative theory of development when, at the age ol 38, his lile was cut
short by tuberculosis. Nevertheless, many psvchologists beheve thatif we
eventually do construct a solid integrative theory, it will build on the stan
Vivgotsky gave us.

ey Semenovich Vygotsky grew up in Gomel. a port ity i western
Russia.  His father was a banking executive, and his mother was a teacher,
although she spent most of her life vaising her cight children. "The family
loved interesting conversation, a trait that rubbed off on the young Vy-
gotsky.  As @ teenager, he was known among his Triends as the “little
professor” because he was constantly leading them in discussions, mock
trials, and debates, Vvgorsky also loved to vead history, literature, and
poctry (Wertsch, TO85, pp. 31,

When Vvgotsky was 17, he wanted to attend the University of Moscow,
but because he was Jewish he had to struggle with the state’s quota system,
the universiny's enrollment was only 3 peveent Jewish. Initially, Vygotsky
scemed assured ol a spot because he was so bright. - But before he com-
pleted his oral examinations, the educational ministey shifted 10 a lottery
svstem for Jewish applicants. Vvgorsky felt he had lost all hope, but then
he won a position by chance alone.

At the university, Vvgotsky specialized inlaw, but he also took a wide
variety ol courses i other Helds, as well as courses at Shanvavskii People’
University, where a number of professors had gone after being expelled
from the University of Moscow {or anti-Czarist leanings. Vygotsky grad
wated with a law degree from the University ol Moscow in 1917 and re-
turned 1o his home ot Gomel (1985, pp. 5- 6).

Between 1917 (the vear of the Communist Revolution) and 1921,
Vvgotsky tught literature inasecondary school and psychology at the local
teacher’s college, and he became interested in the education ol the phys-:
ically disabled. He also worked on his doctoral dissertation on the psy-
chology ol art. During this period he became ill with tuberculosis (1985,
pp. 78

On fanuary 6. 1924, Vvgowsky tavelled o Leningrad o deliver a
lecture on the psvehology ol consciousness. The clarity and brilliance of
his speech-=by the unknown voung man {rom the provinces-—had an
clectrifving eftect on the voung psvchologists in the audience. One, AL R.
Luria (1902—1977), recommended Vygotsky for a position at the Moscow
Institute of Psvehologv, which Vvgotsky received. During his fivst vear ol
work at the institute, he finished his dissertation and received his doctorate
(1985 p. ®).

In Moscow, Vyvgotsky soon became a commanding presence. When
he lectured, students stood outside the packed auditoriuim and listened
through open windows, When he rravelled, students wrote poems in honor
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ol his journcy. Vygorsky inspired such enthusiasm not only becanse his
:,__ﬁi were exciting, but because he led o group of voung Marxists on
mission: ~1o create a psychology vhat would help build a new socialist sociery
(1985, p. 10). ‘
Perhaps sensing that his life would be short, Vygotsky worked at a
breakneck pace. e read, lectured, and conducted research as rapidly as
_:.,. could, and he also travelled extensively 1o help clinics working with
ﬁ_:r:.n: and adults with ncurological disorders. Vyvgotsky's daily schedule
was often so busy that he did his writing after 2 aat, when he had a few
quict hours to himself. During the last three vears of his life, his coughing
spells became so severe that he was sometimes left exhansted for davs al
time.  Nevertheless, he worked until he died (1985, pp. 12=11). .
A few of Vvgorsky's writings were published shortly after his death
i 1934, but in 1936 the Soviet government banned his work —a ban tha
lasted undl 1956, The primary reason {or the ban was thar Vygorsky
conducted some rescarch with intelligence tests, which the Commimist
.J:.Q. condemmned. Actually, Vygousky criticized the conventional use off
mtelligence tests and cmploved thew in new wavs, but such subtletics were
lost on the awthorities. Fortunately, Vvgotsky's colleagues and students
._ﬁ.t_ his work alive, and in the past decade or so, there has been a greal
interest in Vygotskv's ideas in the West. This interest will doubtlessly ﬁ_,c:.
as more of Vygotsky's writing is translated from the Russian (Cole and
Scribner, 1978: Kozulin, 1986, pp. xxiv—-xxv). /

MARX’S VIEWS ON HUMAN NATURE

Since Vygotsky tried o crcate a psychology along Marxist lines, it will be
helplul to bricfly review some of the ideas of Karl Marx (1818- 1883 on
homan nature before discussing Vivgotsky in derail.

. Marx’'s comments on human nature were relatively briel. and thes
primarily appeared in his carly writings (Marx, 184141, 1815 Marx and
Ingels, 1846).  Marx recognized that humans have biological needs. bu
___c cphasized the human capacity (or 1ool-use and _:.:._._:._r:_. 1 is by
mventing and using 1ools that humans master their environments., satisfy
their needs, and. ideally, fulfill their deepest creative potentials. Proch “
ton, Marx also emphasized, is an inherently social process. People join
together to plint and harvest crops, exchange goods, assemble machines,
and so on,

Bevond these general comments, Marx had little 1o sav about human
nature.  Indeed, hie argued thae i is a mistake to deseribe human nacure
in the abstract, apart from its social-listorical context. Arhough huna
are distimguished by theiv capacity (or tool-use and :i_::_:m:.,:_ produc:
tion. the conditions under which they work and produce A._:__:E, through-
out history. "The working conditions of the mediceval artisan, for cz:_:_.vr,.
were quite different frony those ol the nineteenth-century factory worker.
To understand humans, then, we need 1o understand history and the
dynamics of historical change (Marx, 1815, pp. 1079, Marx and Fngels.
I846, pp. 11821, 120), )
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Hlistory, in Marx's view, is a dialectical process, a series of conflicts and
resolutions. New forces of production (e.g., new ways of manufacturing)
come into conllict with the existing social system, and a new social system
is installed.  In eighteenth- and ninereenth-century Europe, the creation
ol new factories gave a rising class of capitalists the :_V_::A:‘::_.,. 1o make
vast stins of money, but the ancient feudal system stood in __F.: way. The
vesult ol this conflict was the overthrow of the fendal system and the
establishiment of 4 new svstem—the free enterprise .ff::: “which allowed
the capitalists to make as much moncey as they liked (Marx, 1859; Marx
and Engels, 1872, pp. 336-40: Mills, 1962, pp. 82-83).

Marx believed that his own age —the second hall of the nineteenth
cenniry-—was expericncing a new t_:_i. in the dialectic of history.  Tech-
::_:_::.__ progress was now being impeded by the free c:_:_:_,c systen,
The resolution of this con{lict would be a communist revolution in which
the workers would take over the industries and organize them for the
bhenetin of all,

We have encountered the concept of dialectic-—ol conflict and res-
olution——carlier (Chapter 6). Marx, like so manv other scholars, adopted
the coneept from Hegelo However, Marx used the concept in a very dif-
ferent wav.

For Hegel, the dialectic of history occurs in the realoy of consciousness
and ideast one viewpoint comes into conllict with its opposite, leading 10
a4 new svivhesis, Marx, in contrast, believed that confhicts in ideas are
superticial. The conthias that really mater are social and cconomic. In
fact, most ideas and values merely justify particular social and cconomic
interests. The medieval lords praised lovalty and honor: the rising capi-
ralises heralded liberty and free competition; and both groups believed they
were giving expression to the highest of all values. Inreality, both groups
were me :7 spouting opinions that justified their own social and ccononiic
INTCTEStS,

Marx, then, was highly evincal ot those scholars who analyzed the
nature of consc _::,:5{1_x,:_v_.. s ideas, values, and outdooks---asif these
had an independent existence. What people think, Marx said, depends
on thew marerial life—rthe ways in which they work, produce, and exchange
soods-—at @ certain point in historical development.

But it is not just the content ol thinking that depends on historical
development. Our species’ cognitive capacities, too, have changed as a result
of historical change, z,_:x,_:_7 technological development. This, at least,
was the position of Marx's collaborator I'riedrich Engels A_mmc\ 1895), who
forectully argned that carly rechmology — carly wol use—gave rise to uniquely
human teaits such as advanced intelligence and speech.

Engels on tool-use and human evolution.  According 1o Lngels (192
pp. 719, 238-416), our ancestors became capable of tool-use when they
came down from the trees and began Iiving on level ground. This new
mode ol life cnabled them to develop an upright posture, which freed the
hinds for the production of stone implements. - Once people began making
tools, then minds expanded,
natural objects, such as the properues “of stone and wood that faciliate

They began discovering new properties of
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cutting. They also became aware, however dimly at first, of the scientific
_:::__V_ﬁ s unde rlying tool-use, principles such as lever: ge, mass, and force

Tool-use also led 10 new modes of cooperation and communication.
As technologies advanced, people discovered the advantages ol working
together. For c/...::_vr they found that they could more effectively build
a hue or a boat by joining forces.  But they now needed some way of
communicating 735:; grunts and gestures. People needed 1o give one
another instructions, such as, “T'urn right,” and “Pull harder.™ “Men in
the making,” Ingels said, “arrived at the point where they had something to
sy to one another™ (1925, p. 252). Thus, they developed speech.

Morce generally, _.E..__:c_cx. pronmioted a new orientation toward the
environment.  With tools in hand, humans no longer had 1o accept the
cnvironment as they found i, "They could change it. - At a certain point,
for example, they J_CEFA_ picking fruitand vegetables wherever they found
them: they began clearing land and planting their own Crops. This new
oricntation promoted planning and foresight. - Successtul tarming requires
people to plan months and years ahead.  Such foresight, Engels :_Z rved,
has not always been acapacity that humans have exercised as well as they
should.  Nevertheless, once _x.c_v_n saw the power ol 1ools and —cn::c_:mz,
they began transforming the environment according to their own plans
and designs.

VYGOTSKY’S THEORY OF PSYCHOLOGICAL TOOLS

In the Marxist view, then, we cannot study human nature in the abstract,
as something that is fixed and cternal. Tuman capacitics, as Engels said,
have changed as a result of historical development— especially technolog-
cal development. As our species developed new tools for dealing with the
chvironment, it became more aware of the propertics of objects, developed
new ways of cooperating and communicating, and developed new capacities
for _v_.::::r and foresight. Further Lr::..; in human technology will
undoubtedly produce further changes in human cognition,

\Y :J:;_C was deeply ::_:;ﬁng by Engels's ,:.:.::.__. on tool-usc, and
he attempred 1o extend Engels's insig Jhts. Just as people have developed
tools to master the environment, V :Jc_f_i proposcd, they also have areated

“psychological tools™ 1o master theiv own behavior,  For xample, carly
peoples used notched sticks and knoued ropes to help them remember
cvents, much as a person might tie a string around his or her finger today.
Later, as cultures developed, they created other mental 1ools. /v:\,v.:x.:_.,,.
began using maps 1o help them retrace prior routes and plan future ex-
pedivons.  Vygotsky called the various psychological tols that people use
to aid their (hinking and behavior signs, and he argued that we cannot
understand human :::_C:T without examining the signs that cultures pro-
vide A/ gotsky, 1930, pp. 59--10; 1951).

:;c::?i? thes _:T_c most important f_r: svstem s speech.
serves many (nctions, but most fundamenally it free:
ttention from the immediate situation-
us at the moment. Because words

Speech
our thought and
fromthe stimuli impinging upon
can symbolize things and events that
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go bhevond the present situation, speech enables us to reflect upon the past
and plan for the future (Vygorsky, 1930, p. 26; Luria, 1976, p. 10).

For example, 1 know a farming family whose vegetables were being
raided by deer. For a while the family members simply reacted to each
immediate situation as it occurred. Whenever someone saw a deer eating
the vegetables, he or she chased itaway. After a while, however, the family
sat down and discussed long-term solutions.  "They talked about _::_a__:x.
anew fence, how high it should be, and whether a diteh would be uselnl.
One family member shared anideashe heard [roma neighbor a few months
arlier. By using words to symbolize things and cevents that were not
imnnediately present-—"a fence,” “a dirch, the ncighbor’sidea” —the fam-
ilv developed a plan. (‘They decided to build a higher lence.)

When humans use signs, Vvgotsky said, they engage i omediated
behavior. "T'hat s, they do not Just :f_:::_ to cunvironmental stimuli; their
hehavior is also influenced or “mediated” by theirownsigns. Inthe present
example, the family did not just c.t::; divectly to the environmental
stimuli (the deer), but also acted on the basis of a ve rhally formulated plan
(“O.K., we've decided 1o baild a 10-foot {ence™) A/J,x.:_mrz. 1930, pp.
1910},

The acquisition of speechis of nrajor importance o the growing child:
it cnables the child to participate intelligently i the social hie of his or her
group.  Butspeech does more than this. T also lacilitates the child's own,
individual :::r:F By the age of three or four years, Vygotsky noted,
children begin to carry out the kinds of dialogues ___3 had had wirth others
with ::.._:A,.c_/.c,. alone. At first they do this adoud, and we can hear children
al play saving things such as, 1 :.C_:r:, where this wheel goesz Does it
vo herer” /:c a while, at the age of six or seven vears, children begin
to carry out such dialogues more inwardly and silently. - Vygousky believed
that our ability 10 talk to ourselves—to think with the help of words—
contributes enormously to o powers ol thought.

Two other mportant sign systems are writing and numbering systems.
The invention of writing was a great human achievement; it enabled people
10 keep permancent records of ::c_,:_.._:c:. FFor most children, however,
fearning to write (and read) is a real struggle because writing forees children
to detach themselves from physical, expressive specch, which comes so
nanmally 1o them, and 1o use abstract symbols for words.  Learning to
write usually requires a good deal of formal instruction (V ygotsky, 1954,
P 1811935, p. 103),

Numbering svstems have also been of great importance in human
evolution. Vygotsky suggested that carly peoples created numbering svs
tems because they tound thar they were unable 1o guantify objects (such

vegetables or cattle) by sight alone. T hey needed sets ol symbols to help
them count. For ?{::_Vr. the Papaus ol New Guinea invented a method
of counting that used their fingers and many parts of their bodices to stand
forobjects. Associeties evolved, they developed other numbering systems,
such as the abacus and written notation. They also increasingly de: alt with
quantities i abstract and theoretical wavs, apart {rom particular objects
Algebra, for example, deals with general qnantitative categories without
cven specitving particular numbers. 1 a + 10 b, thena = b — 10,

"o
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regardless of the partcular values ol e and b "T'he mastery ol algebra and
other theorcetical uses of number, like the mastery of reading and writing,
usually requires formal instruction (John-Stemer and Souberman, 1978).

Vygotsky argued thar cultural sign systems have a major nmpact on
::J::: ¢ deve lopment—an impact overlooked by developmentalists such
as Gesell and Prager. Gesell and Piaget looked at development as if it
comes {ron the child alone, from the child's inner maturational promptings
or spoutancous discoveries.  Vygotsky acknowledged that such intrinsic
development, the “natural line” ol development is important. It cven
dominates cognitive development up to the age of two vears or so. DBt
after this, the growth of the mind is strongly influenced by the “cultural
fine” of development, the sign systems the culture provides.  In {act, all
our uniquely human powers ol thought—thosc that dis stinguish us from
other species—would be mpossible without speech and other sign systems,

Vygolsky speculated, in addition, that the highest level of thinking -
the levels of purely abstract or theoretical reasoning—require instruction
e writing, math, and other Kinds ol abstract concepts.  Children might,
10 be sure, develop some concepts on their owit, in their evervday expe-
ricnce, but they will not develop purely abstract modes of _:c:x_: without
instruction i abstract sign svstems.  And since this instruction is only
widespread in technologically advanced societies, we will find purely ab-
stract thinking pre _r:_ only in __: se societies (Vygotsky, 19341, pp. 103,
206; 1935, p. 905 Luria, 197 6, pp. 8. 161).

In 1931 Vygotsky saw a unique opportunuty o test this latter hy-
pothesis—that abstract thinking is a product of relatively advanced levels
ol social-historical development. At this ume, there were many remote
arcas of the Soviet Union, including Central Asia, where peasants still lived
a feadal existence. The peasants worked on small farms and were com-
pletely A_n_:.._:r.:_ on wealthy landowners and feudal lords.  Most were
illiterate. "The new Soviet government, attempting to develop the entive
nation into a modern socialist state, insututed collective farming practices,
m which peasants met in groups 1o plan production, measure output, and
so ou. “The government also gave the peasants short courses in wriling,
reading, and the theovenical uses of number. Becans 1931, the gov-
ernment was stll phasing in the new programs, Vygotsky saw the oppor
tunity to compare the mental processes of those adults who had begun 1o
participate in the modern forms of socal ife with those who were sull ving
in the old ways.

Actuallyv, Vygotsky himsell was oo il to go 1o Central Asia to conduct
ficld work, but he encouraged Luria and others 1o do so. I one aspect
of the study, the incerviewers presented the subjects with svllogisins such
as the following:

I the Far North, where there is snow, all bears ave white, Novasa is in the

I'ar North. What color are the bears thever (Luria, 1976, po 108)

T'he nonhiterate subjects refused to deal with the question 1y o purely
theoretical way.  They said :::Tx such as, “1 don't know what color the
bears there ave, I never saw them™ (1976, p. 1. When the mterviewer
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pressed them, asking them 1o answer “on rthe basis of my words,” the
peasants still refused to speak beyond their personal expericnce. As one

said, “Your words can be answered only by someone who was there, and
if a person wasn't there he can’t say anvthing on the basis of your words”
(1976, p. 109). "Those who had been participating in the new programs
in contrast, were willing to deal with the syllogisms on a theoretical plane
and they answered them correatly (1976, p. 116).

This study wasn't perfect. In particular, it didn’t pinpoint the par-
ticular aspects ol historical change that had produced the greatest change
in the peasams’ thinking., Was the main factor the course work in re: wling
and writing, or in math, or was it schooling in general? - Or was the main
factor collective farm planningz - Such questions were left to other inves-
tigators (c.g., Scribner and Cole, 1981).

Nevertheless, the study did support the Marxist contention thar the
mind is a product of social-hustorical change. The study suggested that
we cannot nrecaningfully discuss the “principles of thinking™ or “cognitive
H_Z.A,__:_::c_:_. in the abstract, as s ,.n:c_cni_z _;::_7, do. Wce need 1o
examine the culture into which the child is r_c:_:.J, and the sign systems
the culture provides. For, as Vvgotsky said, “If one changes the tools of
thinking available 1o the child, his mind will have a radically differem
structure (cited o John-Steiner and Souberman, 1978, p. 126).

Not all Marxist psvchologists, we should note, have enthusiastically
endorsed Vvgotsky's ideas. Several Marxists have argued that Vygorsky
stretched the metaphor of tools too far. "Tools, they say, mean real tools—
not speech, writing, math, and other “psychological 1ols™ (see Kozulin,
1986, pp. xlvi=1).

But whatever his standing as a Marxist, Vygotsky pointed develop-
mental psvehology i a pronusing new direction. Vygotsky recognized the
role of intrinsic forees, but he suggested that a complete understanding of
cognitive development requires the study of the psvehological tools the
cultare provides and expecats the child 1o use.

These two forces—intrinsic and cultural—generally seem 1o be op-
posed. Perhapsitis for this reason that scholars have generally emphasized
onc force or the other, but not both.  Vygotsky, in contrast, was schooled
m dialectical theory :_:_ was theretore primed o consieler the ways in which
opposing forces interact and produce new transformations. "T'he growing
child, trving 1o make sense of the world in her own way, encounters a
culture that expects her 1o use its particular sign svstems. These inter
actions are complex and difficult 1o study. Vygots _L himself only began
to investigate them, and he generally focused on ::7 one side of the
dialectic—-the mmpact of culture on the child,  In the _c:c,::.:. scetions,
we will review his work on the acquisition of memory aids, the internali-
zation of speech, and the mipact of schooling.

MEMORY AIDS

Vygotsky ted that some of hmmankind’s carliest psychological 1ools
were memory aids, and these tools are still very important 1o us today.
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Thus, Vygotsky and his collcagues conducted various experiments to (ry
to gain nsights into the wavs in which children acquire them.

In one experiment, Vygotsky (1931a, pp. 70--71) instructed children
and adults to vespond in different ways when they saw different colors.
Ile told them to lift a finger when they saw red, 1o press a button when
they saw green, and so on for other colors.  Somecumes he made the task
f::_v_c sometimes he made 1t difficult, and at certain potnts he offered
memory aids.

In such cztn_,.::c.:m the voungest children, between the ages of fonr
and eight vears, typically acted as if they could remember anything. Whether
the task was ::_u_c or difficult, they rushed into it as soon as they heard
the instructions. - When the experimenter olfered them pictures and cards
“to help you remember,” they usually ignored the aids, or used them in-
u_t_:.c_z.::c_v,. Youug children, Vyg rc?r,, coucluded, “do not yet know
their capacitics and limitations” or how 1o Use external stimuli 1o help them
remember things (193 1h, p. 71).

Older children, from about nine to 12 vears, typically used the pictures
Vygotsky oftered, and these aids did nmprove their performance.  Inter-
estingly, the addition of such aids did not always improve the memory of
the adults. But this nol because they had beconie like young children
and no longer used memory devices. Rather, it was hecause they now
rehearsed mstructions and made mental notes to themselves mwardly, with-
out the need for external cues (Vygotsky, 1930, pp. 41--15).

By today's standards, these experiments were very informal. Vy-
gotsky and his collcagues did not systematically test predetennined hy:-
potheses but used the experiments to explore the child’s thinking. "The
investigators tried out varous procedures and watched how the child re-
sponded, and in this way they tried to gain insights into the steps through
which the child acquires some of the cognitive tools of his or her culture.

But as mformal as these experiments were, they were ploneering
investigations into an arca that has become a major topic in contemporary
psychology. "Uhis is metacognition, the awareness people have of their own
thought processes.  (People’s specilic awareness of their own memory pro-
cesses is sometimes called metamemory). Like Vygotsky, contemporary psy-
n__c_cm_m; are trying to discover how children become aware ot their think-
_:n and how they learn 1o use psychological tools and strategies to improve
it (Iavell, 1985, pp. 1057, 230-38).

”n

SPEECH

As mentioned earlier, the single most important psychological toolis specch
(Vy :75 1930, p. 24, 1934, p. 256).  Speech frees our thought and
attention from the immediate pereeptual field. This freedom sets us apart
from other species

To illustrate this difference, Vygotsky called attention 1o rescarch by
Kohler (1925) on the problem-solving of apes. Koliler found that if one
places @ banana within an ute.m visual tield---but behind some bars so the
ape cannot grab it—the ape’s attention will be so rivered ou the banana
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that it will hardly consider anything clse. The ape won't even consider
using a stick lying ncarby, unless the stick also happens 1o lie directly in
front of the bars. The stick, that is, must also be part of the nmediare
visual field (Kohler, 1925, pp. 37 -38: Vygotsky, 1930, pp. 35--37).

Iuman thinking, in contrast, can range much more {reely beyond
the mmmediate perceptual ficeld, and it is speech thar enables it o do so.
Because words frequently refer to absent objects, we can, ina situation like
that of the ape, ask ourselves, What object might reach that bananaz s
there a stick or a pole around here that will reach it? "Thus, we use words
to contemplate and direct our scarch for objects not in our visual {ield.

Viygotsky sugges sted that the ability 1o engage o such internal dia-
Jogues develops in three steps.

Lo Tnally, references 1o absent objects occur e the child’s interactions with
others,  For example, a two-vear-old girl might ask her mother 1o help her
linel something.  Or the mother might say, “We're going to the park now,
so get vour pail and shovel”™ directing the girl's attention 1o objects she had
not been looking

2. Next, at the age of three vears or so, the child begins to direct similar com-
ments o herself. While plaving with her toys, she might say. “Where's my
shovel> T need my shovel,” and begin looking for an object that had not
been within her immediate surroundings.

For a time, this self-guiding specch is said aloud: we frequently hear chil
dren ralking as they play or work oo problems.  Then, beginning av about
six vears ol age, chidren’s self-directed speech becomes inereasingly quiel,
abbreviiwed, and less comprehensible 1o us.

S0 Finally, by age eight or so. we cannot hear this talk ac all. But the child's
selt-directed speech has not disappeared: it has merely gone underground.
IChus turned o iuer speech, the silent dialogue that one has with oneself
(Vygotsky, 1934, pp. 20—10).

I'he general process, then, is one ol mternalizing social imteractions,
What begins as an interpersonal process, occurring between the parent and
the child, becomes an intrapsychic process, occurring within the chitd.
Vivgotsky behieved that this general progression characterizes the devel-
opment of all the “higher mental processes,” all the {orms of thought and
attention that depend on cultural signs, In fact, he stated that the pro-
gression is a general lTaw:

Anv function in the child’s cultural development appears on the stage twice,
ot two planes, first on the social plane and then on the psychological. (19314,
pp. =10,

This Lw,inthe view of Vygotsky and his {ollowers, was a cornerstone
ol a Marxist psychology. A Marxist does not seek the origins of thinking
within the mdividual child, spontaneously sprouting from :_c child’s :_::_
but in exrernal social existence (Vygotsky, 1930, p. 15). “The child,”

gotsky said, “learns the social {orms ol behavior and applies them 1o __::-
selt™ (1931, p. 10)
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In the process of internalizing social speech, children go through a
phasc ?_h_v 2) in which they spend considerable time ralking 1o themselves
aloud. The :7_ person 1o call attention to this kind of speech was Plaget
(192%), who called 1t egocentric speech.  Piaget observed, for example, tha
il two five-year old girls are playing in a sandbox, cach nught talk enthu-
stastically about topics without considering the tact thar the other couldn™
possibly know what she was referring to. Piaget called this speech “cgo-
centric” because he thought it reflects the child’s general egocenurisim; the
child doesn’'t adjust her speech to the perspective of the listener becanse
she egocentrically assumes that the listener’s perspective is the same as her
own. Plaget estimated that between the ages of four and seven years about
45 percent of all specch s egocentric (1923, p- 51).

Vygotsky agreed that egocentric speech is very prevalent in this age
group, but he disagreed with Prager about its theoretical m aning. In
Praget’s view, cgocentrie speech is basically useless. 1o mercly reflea
a deticiency in the child’s thinking,  Vygotrsky, in contrast, emphasized irs
positive :_:n::_: : helps the chitd solve problems.  In one of Piaget’s
studies (1923, p. 11), 6Y-year-old Lev says 10 110 one in particular, “1 want
to do ::._ ;::::T ::;.n I want to draw something, 1 do. 1 shall need
a big picee of puper to do that.”  In Vygotsky's view, Levs sell-directed
talk helps Lev plan and direct his activities (Vygotsky, 1934, p. 29).

Vygorsky also disagreed with Piager about egocentric speech’s ultimate
fate. Praget implied that as children overcome their egocentrism, egocen-
tric speech simply dies out. Vygotsky argued that it doesn’t just fade away,
but it goes underground and trns into inner specech, the kind ol silent
dialoguc that we so often have with ourselves when we try to solve problems.
Interpreting the H_cn::n ol cgocentric specch as an indication that 1t s
dying. Vygotsky said, “is like saving that the child ,5_7 counting when he

ses 1o use hus _,__:r.c_: and starts adding 1 his head” (1934, p. 230).
Vygotsky argned, then, that egocentric speech s highly useful and is
an Important way station on the road 1o inner speech. But even if one
were to agree with Vygotsky on these poits, one would sull have to agree
with Piaget that there is something _::N::: aboutit. The child seems 1o
he talking 1o someone, yer doesi’t do so i any full way, For example, a
child playving alone with @t tinkertoy while an adult is f__c::,_ seated across
the room says,

The wheels go herve, the wheels go heres Ohywe need 1o start ic all over
again, - We need to close it up. Sec, it closes up. We're starting it all over
again. Do vou know why we wanted 1o do thatr - Because 1 needed it 1o go
i a different way. (Kohlberg ctal., 1968, p. 695)

The child seems 1o be ralking 1o the listener (e.g., asking him, “Do vou

know why 2", but the child doesn’t wait {or :F. listener 1o re éc:;
According 1o Vygotsky, the child's sclf-directed speech is puzzling

because 1t is not ver differentiated from social speech. The child 1s trying
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to usc speech to direct her own activities, but she still casts her speech in
the form of social communication. It takes a while for sell-directed speech
to “differentiate ont” and rtake on its own character.  Only gradually does
selt-directed speech become quieter and more abbreviated and turn into
imner speech (Vygotsky, 1934, pp. 229-32).

Studies Bearing on the Vygotsky-Piaget Issue

Vygotsky and others have conducted a number of studies bearing on
rgotsky: Piaget debate on egocentric speech,

the V

h

Task difficulty. Vygotsky reasoued that if egoceutric speech serves a
problem-solving function, it should increase when tasks become more dif-
ficult, Because Piaget saw no positive function 1o egocentric speech, his
theory makes no such prediction.

So Vygotsky did various things to make children’s tasks more difficult,
Tor instance, when a child was getting ready to draw, he would suddenly
find that there was no paper, or no pencit of the color he needed.  In
other words, by obstructing his free activity, we made him face problems”™
(Vvgotsky, 1934, pp. 29-30). In these situations, the proportion of cgo-
centric speech (the amount of egocentrie speech n:::&:,ﬁ_ to all speech)
nearly doubled among five- to seven-vear-olds (Luria, 1961, p. 33). The
children tried 10 solve problems by ?_:/_:r to themscelves,  For exaple,
one hoy said, "Where's the pencilz 1 need a blue pencil. Never mind, Tl
draw with the red one and wet it with water; it will become dark and look
like blue™ (Vygotsky, 1934, pp. 29- 30).  This study suggested, then, that
cgocentric speech does serve a problem-solving tunction in young children,
a tinding that has been replicated by Kohlberg et al. (1968).

Age trends.  Vvgousky also suggested that his
to Piaget's, predicts different age trends. 18, as Piaget ::_V:Q_ cgoceniric
peech merely retlects the child's cognitive immmaturity, it should decline
as the child develops. 1t should simply drop oft, as indicated by the solid
line m Figure 10.1.

In Vvgorsky's view, in contrast, egoceturic speech is @ new achiceve-
ment, a new alternative to social speech. Tt provides the child with a new
problem-solving 100l one that we might expect the child 10 .::éc:ﬁ:m_(,
use. Thus Vy J:7_£ _:E::Q_ that egocentric speec h would actually rise
betore i declines as it turns into inner speech. This trend s indicated by
the dotted line i Figare 1001,

Basicallv, the empivicad vescarch on age trends has supported Vygot-
skv's position, as has nearly all other research that has pitted Vygotsky's
views versus those of Plager on this imatter (Kohlberg et al., 1968). Never
theless, it stll seems possible that Piager was partly correct. Even il some

theor , m nC_:_::_JC:

"As evidde the child's overt self-divecied speech is stll partly social, Vygotsky
reported thar the child stops wdking aloud when inis clear that the listener cannot hear (1934,
P23 Vegotsks believed that this evidence contradicted Piaget's view that the egocentric
child isn't e to communicate, but Piaget denied tha this was ever his beliel. "The child,
Pi cwants to connmunicate but cannot (Plager, note in Vygotsky, 1934, po 275).
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cgocentric speech serves rhe self-guiding function that Vygotsky empha-
sized, it also seems that some cgocentric speech might veflect the child's
inability 1o consider the audience’s viewpoint.  "Thus it may be that both
Piaget and Vygolsky were correct.

¥

Verbal Self-Regulation and Personality Development

So far, we have focusced on the way children use speech to help them
solve problems of an intellectual sort. For examnple, we saw how a boy
talked to himself to figure out how to draw a picture despite the absence
of a blue pencil. But verbal self-regulanion also helps us understand per-
sonality development more broadly.  In particular, it helps account for
those personality traits we ordinarily associate with character strength, such
as conscicnee aud will power.

Conscience.  As we shall see in Chapter 11, Freudians suggest that
atsix or seven years of age, children begin to behave as it they ave governed
by internal moral standards. "They no longer scem solely concerned with
parcutal punishments; they begin ro eriticize themselves for thoughts and
actions' that no one else is even aware of.  In Freudian tevms, they are
developing a superego.

Many of Freud's thoughts on the superego have to do with the Oed-
ipus complex, and these thonghts go beyond Vygotsky's concerns. But
when IFrend discussed the process by which the superego develops, his
explanation was completely in tune with ¥ ygotsky's theory.  Children de-
velop a supercgo, Freud said, by internalizing parental _:c_:_::c:m they

FIGURE 10.1.  Piaget's theory predicts a general decline in egocentric speech as children over-
come their egocentrismi. Vygotsky's theory predicts a curvilinear trend: since
cgocentric specch is a positive new achievement, it sho nerease for a time

before declining as i turns into inner speech.
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reproach themselves in the same way their parents had reproached them
(Freud. 1933, p. 62). Vygotsky would have added that this iternalization
occurs kugely through speech, and that there is a period when we can
directly observe it because children speak 1o themselves aloud. Munn
provides an example,

A three-vear-old, awakening full ol pep ar six aa, starts tuning up lor the
dav,  His weary and irate father (rom the next bedroom tells him in no
uncertain terms to get back oo bed, and adds, "Don’t vou dare get me up
until seven o'clock.

The bov obevs, but within a few moments mutterings from his room again
disturb the .A:_F._,

Getting out ol bed, and going 1o the door of the bov's room, this is what
the father hears:

“Not tll seven o'clock,”™ to his arm as he jerks it back from the edge ol the
bed.

And, as his body squivms halt ot i bed, he throws himsell back vigorously,
saving, “You heard what 1 old vou (1946, p. 235)

Thus, this litde bov gives himself moral directions in the same way his
father had given __:,_: 1o him a short time carlier.

Will-Power.  Anothcr dimension of personality is will or will-powes
Most of us feel that will-power is an important matter in our daily lives,
but psvchologists largely ignore it. - Skinnerians believe that will-power
doesn't exist. - We might believe arc exercising our wills, but we are

wally behaving according to external reinforcements.  Other psychologists
avoid the concept because they would rather Ieave issues of free will and
determimsin to the philosophers.

Vygotsky, however, thought that will-power is a real phenomenon
and _C..:::.:c _:_v: for psvchological study.  Bastcally, the A_:ﬁj:c: of
will-power st Tow is it t::__vr. for us 1o take action in situations in which
forees pull us strongly against it? - Tow, for instance, do we stop watching
TV and go study insteads

Vveotsky's (1932) answer was that we use words to create artificial
stimuli 1o direct our behavior. 1 we are watching TV, we might say _:
ourselves, "OK. 'm going to watch 1t uniil 8:00 o'cloc k: then Il J::_,
We ercate a new, verbal signal 1o control our behavior,

As alwavs, Vvgotsky argued that we initially acquire such signals through
social interactions, When we were voung aclulrs :Q_:::_/ used f_r:.__f
o divect our behavior. "They might have wold us, "1 want you 1o jump in
the witer on the count of three,” or, “You can watch TV until the big haud
on the clock reaches the 127 Thus, when we find ourselves in situations
when we need to motivare ourselves, we apply the same signals to ourselves.

-

Luria’s Research on the Verbal Regulation
of Behavior

Viveotsky described the stages through which childven imernalize speech
and regulate then own behavior, but his description was fairly general. A
more [me-grained analvsis was provided by his student Luria,
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Luria focused on the internalization of parental commands. e wanted
Lo sce how the child comes to obey parental commands and then applies
thent o herself, regulating her own behavior.  Vygotsky, we should note,
did not imiply that all selfregulation is limited to the internalization of
commands.  Children internalize all kinds ot dialogue. But Luria focused
on commands.

Luria Tound that the child's ability to follow adult commands develops
rather slowly. Supposc a toy fishiis lyving onatable. I we tell a 14-month-
old child, “Bring me the fish,” the child will do so. Butil we place ashiny
1oy cat closer to the child and again say, “Bring me the {ish,” the child will
bring us the shiny cat. Our verbal Instructions
ol an attractive stimulus (Luria, 1960, p. 360).

There are other difficultics as well. In one experiment, Luria gave
a two-vear-old a rubber balloon and told him to press it, which the child
didd.  But Luria noted, “lle does not stop his rcaction, for he presses a
sccond, a third, and a {ourth time” (1960, p. 360).  Luria gave the bov
only onc¢ instruction, but the bov's action perseverated—it kept going.

What's more, our :::::::7 which can so casily set a child’s behavior
in motion, do not have nearly the same power o inhibit it 1 an CxXperi-
nienter tells a two-year-old who is pressing a balloon, “That's enough,” the
command usually Tas livnle effect. In fact, in many cases the command
only intensifics the a_:r_ reaction; the child presses
cally (Luvia, 1961, p. 53

cannot overcome the _::,;:._,

ceven more energel i-

To ger an idea of __:, dificulry, Luria said, “Try ... giving a child of
twenty months or two years verbal instructions 1o take its stockings off while
s 1::.:: them on . oand vou will see that vour verbal instructions are

_::_Zc to alter the action already begun: on the contrary, they will merely
intensify 17 (1961, p. 53).

By the ages ol three or three-and-a-half, children can follow specific
adult commands Laivly well (Luria, 1961, p. 70 Slobin, 1966, p. 131D, Bt
can they {ollow their oun verbal instructions?

In one experiment, Luria told children to sav “Press™ and press a
batloon when they saw one light and 10 say “Don’t press™ and 1o refrain
from pressing when they saw another light. But three and three-and-a-
half-year-olds pressed at every light. "They said “Press™ and pressed, and
they said “Don’t press”™ and _:.c,,.wc;. Once again, words excite action, but
they have a weak inhibiting effec (Luria, 1960, pp. 371=75. 1961, pp.
90-91).

Lutia believed that a good part of the difficaliy is thac voung children
respond 1o the excitatory {unction of speech rather __Z: to its semanlic con-
tent or meantng. Thus, the phrase “Don't press” excites action simply
becanse it is a signal, regardless of its meaning. Luria found that the only
way to prevent ::E, .::_ three-and-a-hall: vear-olds from responding 1o
a light 1s to tell them o remain silent when thev see it Then they won't
press. But il they give themselves any verbal signal ac all, they will press,
regardless of the meaning of their words (1960, pp. 371750 1901, pp.
90-91).

A number of Luria's experiments suggest that children can verbally
regulate much of their own behavior by the age of five or six vears, 'They
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can casily handle the kinds of experiments previously de: scribed. In fact,
an experimenter need only give them instructions at the outset, and they
will perform correctly without saying anything to themsclves aloud.  But
Luria believed thar they are sull giving themselves verbal structions —
only now they are doing so silently, through inner speech. T'o support
his interpretations, Luria ::x:,:i thar when he made tasks more com-
plicated or speeded them up, the fives and six-year-olds spontancously
hegan giving themselves instructions aloud once again (1961, p. 93).

Self-regulation and neurological functioning. Luria emphasized the
social origins of sclf-regulation.  First children submit to the commands
of others; then they command themselves. At the same tiine, Luria rec
ognized that the child’s ability to regulate his or her beliavior depends on
the maturation of the nervous systern. In fact Luria devoted a great por-
tion of his life studying the neurological mechanisins underlying self-
regulation and other mental functioning, and he is considered one of his-
tory's great neurologists

Many of Luria’s insights came daring Ins work with paticnts who
suffered bram imjuries during the Second World War. Luria, like others,
found thar the kinds of difficuddes the patients experienced depended
greathy on the specific location of their injuries. The ability to regulate
one’s own behavior, Luria found, is ned to the frontal lobes, particularly
im the feft hemasphere. Patients who suffered frontal lobe mjuries could
stll speak and perform simple habitual tasks, such as greeting others and
dressing themselves. But tn new situations, they were unable to regulate
their own behavior and, as a vesult, they were slaves 10 enviroumental
stimulation.

For example, one patient was supposed to take a train to Moscow,
but when he arrived au the station he stepped onto the first train he saw
boarding ind avelled m the opposite divection. - Apparently the call “All
aboard™ and the sight of the others getting onto the train was more than
he could resist. TTe couldnt rell himself, *This isn't my wrain,” and usc
these words to regulate his own behavior,

atients with severe {rontal lobe damage also have _::7_2:, with
perseveration: once they begin an activity, they cannot casily stop it Luria
told about a patient “who began 22;5::::_ therapy after the war. 1le
was mstructed to plane a picce of wood. e planed a board down com-
pletely and continued o plane the work bench, being unable to stop™ (1982,
p. L

[ such cases, we must guess that the patients were unable 1o use
speech to ::_:.:_ their behavior. We suppose that they could not effec-
uvelvrell themselves, “Stop.” or “Hold it.” Some of Luria’s other rescarch
added more direet support for this speculation.

I one study, Luria asked patients 1o imitate him and raise a linger
ora tist whenever he did so. This they could do. But when Luria rever :_
the instructons, they had difficulty, They could repeat his mstructions,
_:: they couldnn ;Eu_, them o their behavior. A paticnt would say, “Yours

a list, so now 1 must raisc my f{inger,” but he sull imitated Luria and
rased his bist. Such studies more A_:::, uggest that {rontal lobe damage
ipairs the sell-regulatory function of f_:.:: (1982, p. 112).
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Inner Speech

Under ordinary circumstances, adualts have developed the ?__E::, 1o
give themselves verbal tustructions inw ardly and silently, through aner
specch. Inner speech, however, is very difficult 1o inv estigate.  Vygotsky
obtained some chies from writers and poets, but he relied primarily on the
study of egocentric m_vcnn__ 1 children. That is, he assumed that the changes
we see i egoceniric ,_:.Q__ just. before it goes underground forecast what
imer speech is like (Vygotsky, 1934, pp. 226-27).

Inner speech, in comparison to social speech, seeimns more abbreviaed.,
bu particular, iv omits the “ps i__:_:n:_:_ subject”™ of a sentence while pre-
serving the “psychological _:Q_: e itomits that which we already know
and focuses upon that which is new.  Somenmes we can observe the same
phenomenon i social sitnations. Vygotsky asked us 1o imagine several
people waiting for a bus. “No onc will s: y. on secing the bus approach,
“I'he bus for which we are waiting is coming.” The sentence i s likely 1o be
abbreviated to :::::.v or some such expression because :_c :7_2_ IS
plain {rom the situation™ (1934, p. 236). Similarly, when we talk silenly
to oursclves, we already know the subject that is on our minds, so for the
siake ol brevity, we restrict our words 1o what is new (1934, pp. 220, 236).

Another characieristic of inmer speech is the dominance of “sense”
over “meaning.” The sense of a word is the feeling it arouses in us, and
this feeling is heavily dependent on the contexr in which the word occurs,
For example, the word fion may cvoke feelings ranging from fear to tender
,::_r:_Z depending on the story in which the word appears. “The *mean
::J "ol a word, when contrasted with its sense, refers 10 its precise meaning,
as nars 1::::;_ s defimton. A word's meaning is stable across contexts
and s very ::_v:_ﬁ:: when we wish to communicate clearly.  But in our
inner experience, when we are using words to think about something just
to owrsclves, we are strongly affected by the sense of words (1934, pp-
244 —45).

To understand inner spee h more fully, Vyvgotsky (1934, pp. 245
49) said, we need o examine its role within a microgenctic process.  Mi-
crogencsis, you will recall {rom ﬁ_:::n, 5018 the relatively briel deve _:_v-
metntal process that oceurs every lme we form a thought or a perception,
The formation of a verbal statement, oo, unfolds _:_::TE_E:.,_:, and
mner speech enters this process ar a eritical point.

The act of making a verbal statemient begins with a4 motive—an in-
terest, a need or a problem. This is {ollowed by some dim stirring of
thought, and 1 is ac this poit that mmer ,_xir comes o plav. We
engage in inner speech 1o ey 1o formulate and articulate our thoughus,
This process is {luid and ﬁ::.::: and both our thoughts A::_ onr words
undergo several transformations as we struggle to make a clear statemer
without lostng the inner sense of ot c_,f::; thought.

Recentdy I wanted o tell my nine-year-old danghter about a vivid
personal experience. 1 had found tha cvery time | _:Tf:; past i certain
part ol a park, I was attacked by a Zg_-:._:xri blackbivd. Tnwardly, two
words ,:::r_, cvoked my sense of the cxperience, my emotional image of
the bird in the context. These words were red and black,  Before speaking,
however, 1 realized that these words wouldn't mean much 1o anvone who
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hadn’t shared my experience. So 1 changed my words so that my danghter
would have a clearer image of what had occurred, while still preserving
my own sense of the experience as best 1 could.

Sometimes we cannot find words to express our thoughts at all. By
way of illustration, Vygotsky referred to a novel by Gelb Uspensky, inwhich
“a poor peasant, who must address an o_.:Q:_ with some life-important
issuc, cannot put his thoughts into words™ (1934, p. 219). The poor man
asks the Lord {or help, but 1o no avail.

Some writers have felt that the process of tanslating .rc:n_:z mto
words so routinely distorts the original thought that, as the poet I'. "Tiutch-
eve put i, “A thought once uttered is a lie” (Vvgotsky, 1934, p. 2b4).
Vygotsky recognized this danger.  Nevertheless, he argued that we need
words 1o develop our thoughts. A thought that fails 1o vealize itsell i
words remains unfulfiled. A “voiceless thought,” as the poet O. Man-
delstam said, “returns 1o shadow’s chawbers™ (Vygotsky, 1934, pp. 210).

SCHOOLING

Children master most specch spontanconsly, with hardly any direct reach
ing (Vvgotsky, 1935, p. 105).  Indeed, they learn speech so readily tha
they seem biologically programmed 1o do so.  1n this sensc, speech seems
to be as much a part of the natn __ fine of development as the cultura
line. "Theacquisition of other sign systems, however. usnally requires more
formal instruction.  Most ¢ _:EF: :. rn writing and mathematics in school,
and Vygotsky was one of the first psychologists to give careful consideration
to the mmpact of school instruction on the mind of the developing child.
As was his custom, he developed his ideas by comparing them to those of
others, partcularly to the ideas of Piaget

Vygotsky vs. Piaget

Plaget drew a m_::,T distiuction between development and teaching.
Development, he said, is a spontancous process that comes fronn the child.
[t comes from inmer mataratonal growth and, morve mportantly, from the
child’s own efforts to make seuse of the world.  The child, in Piaget's view,

alinle intellecrual explorer, making her own discoveries and formulatin
her own positions,

Piaget did not mean that the child A_Ec_c_, in isolation, apart {rom
the social world,  Other people do have an impact on the child’s thinking.
But they donot help the child by trying to directly teach her things. Rather
they promote development by stimulating and challenging the child's own
thinking. This often occurs, for example, when children get into discus-
sions and debates with friends. 1 a git] finds that o friend has pointed
out a flaw in her argument, she is stwulated to come up with a better
argument, and her mind grows.  But the girl's intellectual development is
an independent process. Foritis the givl herself—notan outside person-
who must construct the new argument,

Vygotshy's ’ : ~

As a proponent of independent thinking, Piaget was _:r__? critical of
the teacher-directed instruction that occurs in most schools. Teachers ey
1o take charge of the child's learning, acting as if they could somehow pour
material into the child's head. "They force the child into a passive position.
Morcover, 1cachers often present abstract concepts in math, science, and
other arcas that are well bevond the child's own grasp. Sowmetimes, 1o be
sure, children appear 1o have learned something, but they usually have
acquired mere “verbalisms™; they repeat back the teacher’s words withom
any genuine understanding ol the concepts behind them. Hoaduls want
children to genuinely grasp concepts, they must give children opportunities
1o discover them on their own (Piaget, 1969).

In Vvgotsky's view, spontancous development is important, but iv is
not all-important, as Piaget believed, I children's minds were simply the
products of their own discoveries and inventions, their minds wouldn’t
advance very far. In reality, children also benefit enormously from the
knowledge and conceptual tools handed down 1o them by their cultures.
In modern socicties, this usually occnrs inschools. Teachers do, as Plaget
said, present material that is too difficult for children o learn by themselves
but this is what good imstruction should do. [t should march ahead of
development, pulling it along, helping children master material that they

cannot immediately grasp on thenrown. “Theirinitial understanding might
_:1 superficial, but the instruction is still valuable, for it moves the children’s
minds {orward.

Scientific Concepts

Vygotsky saw particutar value in the kinds of absuract concepts that
are taught in schools.  He called them seientific concepts, and he mcaded
in this category concepts in math and scicnce (e.g., Archimedes’ Law) s
well as concepts in the social sciences (e.g., class contlicty. e conrasied
these concepts with the spontaneous concepts that children learn on their own.
Because chidldren develop most of their spontancons concepts outside of
schiool, in their evervday lives, Vygotsky also referred to spontinicous con-
cepts as everyday concepls :____::r: there is no reason why schools cannaol
also give ¢ hildren opportunitics 1o make their own discoveries, as Montes
sort, Dewey, and Piagetans such as Kanii have shown).

In any case, V ,r:—,r, argued that instraction e scientific concepts is
very _:,::___ because 1t provides children with broader frameworks i which
to place their spontaneous concepts.  For example, a seven vear-old boy
might have developed the spontancous concept of wrandmother, bug his
coneept is primarily based on his image of his own T_._.m::__::::.ﬁ I we
ask him ro define the term, he might reply, “She has a soft Lap.” Formal
instruction, in which the teacher diagrams family trees (including concepts
such as 3.:E\\::.\_:\,, pavents, and chifdren) can give the child a broader
framework in which to place his spontancous conceptand help him under:
stand what a r_:::_::::: reallv s (Vygotsky, 1930, p. 500

Vygotsky argued that this kind of _:_::: instruction hrigs (wo spe:
atic benelirs. _A:.._. it brings consciousness 1o the child’s __::_,::J As
long as the child thinks ol the concept grandmother as a particular person,
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he is not really conscious of the concept. His awareness is directed 1o the
person, not the concept. Only when he sees that grandmother is a category
within a more general system of categories does he become aware of the
concept as such (Vygotsky, 1931, p. 171).

Sccond, as children gain awareness of their concepts, they can put
them o deliberate use 10-year-old girl who has some understanding
of the concept of grandmother can usce the concept to compare the size and
composition of her family to that of a new friend. She can ask, “Tow

" Later on, she mght use this formal

many grandmothers do you haver
ategory o study ge netics or kinship systems in anthropology.  She can
usce :F, concept in various ways.

By learning concepts on a more general or “scientific™ level, then,
children become more aware of the concepts and can put them to deliberate
use,

A similar process oceurs when children learn to write. Before they
are iniroduced 1o writing, they have mastered a grear deal of spoken fan-
guage, but their mastery is not at a very conscious level. Speaking is @ bit
like singing: it is physically expressive and flows rather nacurally. /,,4_,_:::?
i contrast, uses more formal and abstract systems of i;:_v:_f and forces
one 10 belhave :::: more consciously and deliberate v, When one writes,
one is constantly making conscious decisions with respect 1o the proper
verb form, the _5.:: L which a seutence should end, and so forth. Learn
ing to write takes greac effort, but it helps children see how language 1s
structured, W :::_ﬁ. Vygotsky said, “brings awareness 10 speech™ (1931,
p. 183).

Support for Vygotsky's speculation has come T:_: the rescarch of
Svlvia Scribner and Michael Cole (1981, pp. 151-5
_:E.:C, among the Vai people in Liberia. The nvestigators presented
hoth literate and nonliterate Vai adults with several sentences, some of
which were ungrammatical.  Both groups were perfealy able 1o say which
sentences were ungrammmatical. But the literate Vai were better able 1o
explain why (for example, to explain that the subject and the verb of a
sentence didn't agree). Apparently, hreracy raining had given them a
greater conceptual awareness of their speech.  In contemporary ternns
they had gained ::;::F:E v r:c:_:_rr of their own speech.

To ,:..S abetter sense of what it feels like o learn ona newly conceptual
level, we might vecall the experience ol studying a foreign language in
school. The process probably felt awkward, scholastic, and self-conscious.
But we might also have felt that we were becoming aware ol our native
Language [or the first 1ime because we were seeing it within a broader,
abstract framework, as cmploving one set of rules where other options are
possible (Vvgotsky, 1934, p. 196).  As Gocthe said, “IHe who knows no
foreign language does not really know his own™ (Vygotsky, 1931, p. 160).

v vgotsky, then, saw imuch more value inscientific concepts than Piaget
did. T_ Viygorsky's view, both scientific and spontancous concepts have
thenr own x_:,r.::. virtues. Spontancous coneepts, such as the child’s own
concepts of grandmother and brother, ave “saturated with experience™ (193541,
. 19300 they are fall of vich personal sensations and imagery.  Sciennilic
concepts, such as Archimedes’ Law and dass conflict are comparatively dry

6) on the cffeers of
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and abstract.  But saientific concepts give children broader frameworks in
which to view their own concepts, __:7 cnabling children to gain awarciess
ol and control over them,

Interactions between scientific and spontaneous concepts.  In school,
the two kinds of concepts typically influence and benefit each other in the
following way.  Scienufic concepts, which the teacher hands down “from
above,” lead the way.  They give cognitive development a new goal, press-
g children to think more abstr actly than they ordinarily would,

For a while, however, children :5:;7 have difficulty understanding
the new concepts. “That the childven understand them ac all must be
credited o their spontancous concepts.  When, for example, a typical
Soviet class of third graders listens 1o the teacher discuss the concept of
class conflict, it is only because the children have already developed spon-
tancous concepts ol vich and poor people that they have an inkling of wha
the teacher s talking about.  In this sense, spontaneous concepts pave the
way tor scientific concepts (1934, p. 194),

In any event, the teacher presses on and gives more instruction,
prompiing the children o think about the conceprs finther. After a while
the pupils come 1o a fuller understanding of them.

Instruction, then, propels the mind forward.  Insiruction, Vygotsky
cmphasized, doces not just add something new to the child’s development,
like adding clothes to the child’s body.  Rather, it interacts with develop
ment, awakening it, charting new paths for it Vygotsky said ::: Psy
chologists should do all they can 1o learn about this interaction (1935, pp.
80, 91).

Vygotsky himself, however, found that this interaction is difficulr 1o
study; the developmental processes stunulated by instruction are _.:mc_/,
hidden from view. The one thing that is certain, Vygotsky found, is tha
development does not follow instruction in any straight{forward way,  When
hie plotted the two curves—one for the corrse of instruction, the other for
the child’s subsequent mental development—he found that the curves do
not coincide.  For example, it often happens that three or four steps in
mstruction produce no change in the child’s undersianding of arithinetic,
and then

. owith a Lifth step, something clicks; the child has grasped a general prin
ciple, and his developmental curve vises markedlv. Tor this child, the fifth
operation was decisive, but this cannot be a general rules The turning points
at which a general _:.::;_V_c _:.2::9 clearo the child cannocbe set i advance
by the curriculum. (1934, p. 185)

Thus, the teacher cannot preseribe the manner inwhich the child
lcarns. The teacher might create a curriculum thar progresses in a step-
by-step manner, but this doesn't mean that the chitd will develop according
to the teacher’s plan. Development has its own rhythms. Sull, adultreach-

[ ‘ithout it, the child’s mind wouldnt advance very far

ing is necessary.
(Vygotsky, 1934, p. 185).
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The Zone of Proximal Development

Most teachers wonld _:c_r._d_,, agree with Vygotsky's general view
point.  They would agree that it is their job to move the child’'s mind
forward. and to do this they must directly teach children new concepts,
not :.._: for them to make their own discoveries. At the same time, how-
ever, teachers know that they cannot teach any concept to any child. They
?::_:_ for example, effectiv n_, beginteaching algebra ro most first graders.
Teachers need ways of determining the kinds of lessons that children are

ady for,

Most schools have made such decisions with the help of standardized
achicvement and intelligence tests. A school might give a third grade child
an achievement test, find that he or she i ;o_:ﬁ math at the __:_,._ grade
level, and assign the child to a middle level math group. Vygotsky :_.m_:i_
however, that the conventional tests are imadequate. __:; only measure
the child's actual level of developmem, telling us how far the l:_; has
developed so far. They do not tell us about the child’s ability to fearn new
material bevond his or hier present level.

The reason for this shortcoming, Vygotsky said, is that conventional
rests only evaluate what the child can accomplish when working indepen-
dently. But belore children can perform tasks alone, they can perform
them in collaboration with others, receiving some guidance orsupport. lTo
determine a child's potential for new learning, then, we need to sec how
well the child can do when offered some :w,,._.ﬁ:::.c.

Vvgolsky asked us to consider two boys who scored at the cight-y
old fevel on a conventional intelligence test (1934, p. 187). They scored
at this level, that is, when working independently, as the test requires.
Then, however, the examiner presented some new problems, too difficult
for the bovs 1o solve on thenr own, and offered cach some slight assistance,
such as a leading question or the [ivst step ina solution. . With this help,
one bov scored at the nine-vear-old fevel while the other boy scored ar the
12-vear-old level. Clearly, the boys' potenual for new learning was not the
same. Vygorsky called the distance that children can perform beyond their
current level the zone of proximal development. More precsely, he defined
the zone as

the distance between the actuad developmental level as deternimed by inde-
pendent problem solving and the level ol potental development as det
mined through problem solving under adule guidance or in collaboration
with more capable peers. (1935, p. 86)

The zone ol proximal development, Vvgotsky hoped, would give educators
a much better indication of cach child’s true potential.

Actually, Vvgorsky wrote just as enthusiastically about the concept’s
uselulness 1o deve lopmental psvehology. e discussed the concept as if
it provides a new, improved searchlight thae illiminates not only those
functions that have already matured, but those that are in the process of
marurng. By focusing on the activities that children can accomplish with
assistance, the zone reveals those abilities that are just beginmng 1o de-
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velop—Ilike the ability to walk in an infant who can do so only if she has
ahand to hold. The zone of proximal development casts light not so much
on “the ripe as the ripening functions™—those that the child can only carry
out with assistance today but will be able to perform alone tomorrow (Vy
gotsky. 1934, p. 188).

But how do we know that Vvgorsky was correct, that the zone of
proximal development doces ithuminate the stirvings of inner developmentr
5;?.: a slight amount of assistance quickly enables a child 1o succeed, we

‘an be fairly certain we are observing a m_:::::n::m_.’, developing capacity.
:_c rapid suceess suggests that the adult aided a capacity that had already
been emerging {rom within.

But Vygotsky also suggested that adults occasionally provide a great
deal of assistance. e ;_u_:::: gly noted, for example, that a child could
use an abstract concept “bhecause the teacher, working with the child, [had]
explained, supplied information, questioned, corrected, and made the pupil
xplain™ (1934, p. 191). In this case, the teacher appears to have treated
the child like a puppet, and it isn't clear that the teacher has stimulated
anything spontancous within the child.

Per __.__5 the only way to know __ the child's spontancous development
is activated is to watch the chitd.  Is the child enthusiastic, curious, and
actively involved?  Or does the child look off mito space?  In fact, some
research (¢.g.. Rogofl ctal., 1984) suggests that adults who teach effectively
within the zone of proximal development do continually look for signs of
spontancous interest on the child's part.

PRACTICAL APPLICATIONS
Education

Vygotsky wanted 1o help build a new society, and he deliberately set
out to construct a theory that addressed pracucal naters. Aswe __:,é,_:,f
seen, he rried 1o show how school instruction can promote child develop-
ment, and he offered a new coneepr, the zone of proximal development,
to assess cach child’s potential for new lewming. I we want 10 know what
a child is ready 1o lean, Vygorsky said, we cannot look ar what the child
can do when working alone: we must see how far ahead he can go when
offered some assistance

The idea of the zone of proximal development has caprured the
interest of a growing number of rescarchers. For example, Ann Brown
and her collcagues (e.g.. Brown and Ferrara, 1985) have evaluated the
extent 1o which the concept does in fact help rest a child’s porennal for
new learning, and Brown's findings have been encouraging.The concepr
has also stimulated new interest in the teaching process itsell —in wiha
happens when adults help children solve problems that they cannor solve
by themselves (e Rogoll et al.. 1981; Griflin and Cole, 1981: Valsiner
198:1). These studies are providing new insighis imto the ways in which
adults gradually shift the yes _::Z_::: for JC_:_:.w a problem {rom then-
sclves 1o the child, how adults monitor the child's interest and enthusiasm,
and other details of the teaching process.
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Vygotsky also made another major educational contribution —one for
which e has only recently begnn 1o receive credit. e was perhaps the
first theorist to call attention to the importance ol metacogniton, the per-
son's awarcness of his or her own thinking.  Vygotsky did not use this
particular term, but his work on memory aids and on scientific concepts
indicated ways in which children become conscious of their thinking and
ideas and begin 1o exercise some control over them.  Vygotsky uied to
show that consciousness and deliberate control are “the principal contyi-
butions of the school years™ (1934, p. 186).  In the past two decades, there
has been an enormous amount of research into these processes, and ed-
ucators arc increasingly inclined o agree with Donaldson (1978, p. 129)
that Vygotsky put his finger on the essential value off {ormal educanon.

Clinical Applications

Although Vygousky's theory has had its widest impact in educational
civcles, it has also mfluenced other areas ol practical activity.  As we saw
in our discussion of Luria's work, Vygotsky's insights into the sell-regulative
function of speech have informed the thinking of those who diagnose
people suffering from neurological disorders.  In addition, Vygotsky's idcas
on verbal self-regulation have inspired several new psychological treatment
approaches for many kinds of problems. A good exaple 1s provided by
Meichenbaum and Goodman (1971), who showed how one can train hy-
peractive second graders to use scll-directed speech 1o gain sclf-control.

First an adult experimenter modelled selt -guiding speech. The fol-
lowing is an excerpt of what the experimenter said aloud while the child
observed:

Okav, what is it 1 have to do? .. T have to go slow and be caretul. - Okay,
draw the line down, down, good: then o the right, that's it now down some
more ane to the left. Good, I'm doing fine so far.  Remember o go slow.
.. No, Fwas supposed 10 go down. That's okay, just erase the line caretully.
. Good. (Meichenbanm and Goodman, 1971, p. 117)

After this modcling, the experimenter gave the child similar instructions
while the child performed the task.

Up to this point, the child’s behavior was controlled by the adult's
verbal commands.  The next step was to shift the control to the child; the
child was asked to perform the task white instructing herself alond. Finally,
the experimenter helped the child fade out her vocalized instructions; the
child performed the task while whispering 1o hersell, and then withou
making any sounds or lip movements at all.

Step-by-step. then, Meichenbawm and Goodman tramed the unpulsive
children 1o acquire verbal control over their behavior and to exercise this
control on an mcreasingly covert Jevel. Meichenbaum and Goodman re-
ported that the children who received this training subsequently outper
formed the other impulsive children in their dass on cognitive tasks and
measures of self-control.

Other psychotherapisis have also focused on self-directed speech, even
it they have not traced the historical origins of their work to Vygotsky.
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This is the case, for example, with Albert Ellis and his rational-cinotive
therapy (Ellis, 1962). Ellis zeroes inon the irrational content of his clients’
silent sentences. For example, one man reported that he felt miserable
because his golting parmers didn't like him. The man assumed that the
event, the golting partners’ reactions to him, caused his unhappiness. In

reality, Ellis contends, it was the man’s internal dialogue, his telling himsell

that it was terrvible that they dido’t like him, thar caused his misery (1962,
pp- 126-27). And invariably itis some irrational beliet, such as the behef
that onc must have everyone's love and approval, that canses neurotic
suttering.  Ellis therefore tries to get his clients to think and talk to them-
sclves in more realistic ways.  In general, psychotherapies that focus on
internal dialogues come under the heading of coguitive-behavioral thera-
pies, and they are becoming more popular every day (sce Bandura, 1986,
pPp- 51522 tor a review).

EVALUATION

Much as psychologists rediscovered Piaget in the 1960s, they ave rediscov-
ering Vygotsky today,  Vygotsky's impact is unlikely 1o reaclh the monu-
mental proportions of Piaget's, but Vygotsky's ideas are generating a grea
deal of excitement because they suggest important ways to expand and
balance traditional developmental theory.

Vygotsky recognized that intrinsic development, as studied by Gescll,
Piaget, and others, is important; children do grow and lcarn from thewr
inner maturational promptings and their active curiosity. - But these forces
alone, Vygotsky said, will not take children very far. To fully develop
their minds, children also need the intellectual wols provided by their
cultures—tools such as language, memory aids, numerical systems, writing,
and scientific concepts. Thus a major task of developmental theory is 1o
understand how these wols are acquived.

Vygotsky's proposal was that children {ivst fearn these tools in their
social interactions with others; then they apply themto theiv own, individual
thinking.  For exaple, children first learn to speak in order 1o commu
nicate with others; then they internalize their speech, talking to themselves
to plan and dirvect their thought and behavior. Similarly, children learn
many conceptual tools in social interactions iu schools before they use these
tools on their own, Vygotsky's accounts of the internalizanon of cultiral
tools are now recogmzed as classic contributions to the psychological
literature.

But Vygotsky did more. e suggested that we should study how
intrinsic developmental and cultural forces interact and produce new trans
formations. I11s the interaction between these contlicting lorces that psy-
chology must eventually understand.

Vygotsky's suggestion is more impressive than it might mitially sound.
Many psychologists have catled for cclectic approaches, saying we need to
consider a variety of intrinsic and envivonmental variables when we study
development.  Such statements sound reasonable, but they overlook the
legitimate conflicts betwecen theorists who emphasize one force or the other.
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Piagetians believe the child grasps a concept on his own: environmentalists
believe that he learns it from others: how can both be right? There is a
logical contradiction.

Vvgotsky, as a dialectical theorist, offered a new perspective. Ac-
cording 1o dialectical theory, life is full of contradictions, and what we need
to study is what happens when opposing {orces meer. We need to see
what happens when the growing child, tying 1o figure things ont for
herself, encounters adults who try 1o teach her things. These imteractions,
Vygotsky obscrved, are complex and largely hidden from view.  Indeed,
Vygotsky {requently used the metaphors of magnifving glasses, x-rays, and
iclescopes 1o convey the need to get a beter view of them (1933, p. 102;
1935, p. 91 Cole and Scribner, 1978, p. 12). Nevertheless, by calling
attention to the interactions between opposing forees, Vygorsky pointed
developmental theory inan exciting new direction.

At the same time, Vygotsky has been criticized for one-sidedness. tor
example, Wertsch (1985, pp. 4318, 57, 72--73) argues that although Vy-
gotsky said we should stady the interactions between developmental and
cultural forces, his own rescarch focused largely on cultural forces.  1le
studicd the ways in which speech, memory aids, writing, and scientific

t examine the wavs

concepts transtform the child’s mind, but he didn
which the child's inner, spontaneous development might affect cultural
{orces (1985, p. 43). e gave us a good picture of how children internalize
their culture, but he told us litde about how they might challenge or eriticize
their culture, as a stubborn two-vear-old or an idealistic adolescent nmight
do.

[n & sense, 1Uis casy o forgive any one-sidedness in Vygotsky's own
research. A person can only do so much in his or her rescarch career,
and Vygorsky's carcer was cut wragically short.  Others can study the in-
teractions between development and cudiure in fuller and more balanced
WlVs.

The problem is that Vygotsky did not restrict himselt to academic
matters. He also mied o shape educational practices, and his educational
ideas are rapidly gaining popularity. Inthis realin, then, any one-sidedness
becomes @ more urgent mater, and we need 1o take a close look at i, In
the following comments, 1 will evaluate Vygorsky's educational theory from
a strongly developmentalist perspective—the perspective of writers such
as Rousscau, Montessort, and Piaget.

Vvgotsky, compared to developmentalists, was enthusiastic about school
instruction.  Instruction, he said, gives development a forward thrust. It
“doces not preclude development, but charts new paths for ™ (19341,
p. 152).

On a dav-to-dav basis, the teacher moves the child forward by working
within the zone of proximal development. That is, the teacher does not
just give children tasks that they cannsolve by themselves, but more difficult
tasks, tasks that they can only solve with some assistance. In this way,
instruction stimulates capacities that are still in an embrvonic state and
pushes development forward.

At first glance, this kind of forward-looking instrction would scem
desirable. But developmentalists have alwavs been wary of attenmipts to

;...n::.,\_../.,.f:_.:\‘\:,,::.::\,\A\:.:J,:\ﬁ.:,r.:::.i:2.\.\:\::2: “:w
accelerate development. Oue danger is that we can push children forward
before we give them the chance to fully develop their capacities at thenr
present stage.

Imagine an ordinary five-vear-old, let's say a boy. If Plaget is vight,
he is more strongly mfluenced by his perceptions than by logic. fle is
impressed by what he sces, hears, and feels—not rational discourse.  Ts
imagination is lively, and he likes 1o be physically active. In outlook and
temperament, he is a natural arvtist; he loves to draw, sing, dance, and
engage in dramatic play.  As mentioned in our discussions ol Werner and
Piaget (pp. 92-93, 132), it is quite possible that children this age are nat-
urally disposed to develop the artistic side of their personalities.

The danger is that the child's parents and 1cachers, armed with Vy-
gotsky’s ideas about instruction, will focus 100 exclusively on the child’s
future development.  Fhey will want to get him started on the 3 R's and
conceptual and analvtic reasoning And the adalis will probably find thay
they can, by providing assistance, get the boy to work on academic tasks.
But in the process they may ignore the bov's need 1o develop his current
capacitics-- his senses and perceptions and his artistic orientation.

In the Rousscauian view, every stage of life has its own particular
virtues, and children need the time to perfect their capacities at cach stage.
I we constautly try to move children forward, we will deprive them of the
opportunities they need to do so.”

But Vygotsky's cducational philosophy contains a sceond, cqually sc-
rious danger.  Instruction, Vvgotsky said, propels the child forward be-
cause reachers and more capable peers give the chitd assistance. With the
help of others, children can solve problems that are bevond them as in-
dividuals.  Vvgotsky was undoubtedly correct about this, but he overlooked
the extent 1o which outside assistance undermines the child’s independence.
Devclopmentalists have repeatedly warned that when we give children as.
sistance and direction, we encourage them to depend on others 1o know
what and how to think, nndermining their ability o think for themselves.

Vygotsky, 1o be sure, usually recommended that we only provide
children with slight amomnts of assistance (such as aleading question or
the lirst step in a solution).  In such cases, the threat 1o the child's mde-
pendence does not seem too great. But on occasion, Vygotsky mmplicd
that we might give the child a great deal of assistance. e imphed this,
for example, when discussing his rescarch on the concept of because.

Vygotsky found that cight-vear-olds {requently use becanse correctly
when speaking on theoretical topics learned inschool belore they do so
with respect to their evervday concerns. For example, a girl might correctly
say, “Planned cconomy in the USSR is possible because there is no private
property” (1934, p. 191). The reason {or the girl's suceess, Vvgotsky said,

“Taacsmadl number of writings, Vvgotsky showed acdelinite appreciation of « hildhood's
special qualities. He wrote, for example, on the child's natural inclination 1o dvaw and 1o
play (1935, pp. 105 119 1933, pp. 92 108, But cvenin these wrtangs, he valieed wrtand
play becanse thes move development forward. A can lead to writing: play frees the child
from the concrete situarion and leads o abstract thought. Vygotsky Tocnsed on the child’s
(uture, not on the child's need for tme o Tully develop s or her carvent orientation towired

life.
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is that “the teacher, working with the child, has explained, supplied inlor-
mation, questioned, corrected, and made the pupil explain” (1934, p. [91).
So, when the girl responds alone, she speaks correctly because the teacher’s
help is “mvisibly present” (1934, p. 191).

To a developmientalist, however, the girl’s correct response is no canse
for celebration. When the teacher’s assistance is this pervasive, itis difficult
o imagine that the givl is in any way thinking for herself.  She is merely
saving what the teacher has e aimed her 1o s say.

Vygotsky (1935) had litle patience with the developmentalists’ con-
cerns. Developmentalists, he said, are so worried about the harmful effects
of instruction that they constantly rcc_v it at bay. They only introduce
:Z_,_:.:c: when the child is “ready™ for it, which _7_:__7 means waiting
for o capacity 1o fully mature before adding any relevant instruction,
_:z_ ruction then becomes superlluous, doing nothing 10 move the child
forward.

Actually, developmental educators—educators in the wradition of
Montessori, Dewey, and Plaget--arve also concerned about the child’s for
ward movenment. But they believe that children themselves will rell us the
experiences they need 1o move lorward, When a task enables a child to
develop an emerging capacity, the child will show a keen interest in it and
work on it with tremendous energy and concentration. . Montessori found
that children of four years or so become deeply engrossed in cutting veg-
ctables and other practical activities, probably because these activities :c:v
them develop their perceptual-motor skills. Thus, the teacher’s job is 10
observe the child's interests and inclinations and 1o provide activities that
cng A_:c the child ina tull way.

achers will, of course, be tempred to introduce materials that they

know ::, child will need in the future.  But education is most elfective
when it s geared to the child’s own interests and inclinations, not the
tcacher's goals for the future.  And i no case should the teacher present
tasks that are so tar ahicad of the child that the cnld can only solve them
with the teacher’s assistance.  The teacher should mtroduce activities that
stimulate, challenge, and engage the child, and then et the child solve them
on his or her own.

In recent vears, several of Vygorsky's lollowers have varrowed the

gap between V ,r:_f_: and the strong developmentalists. Rogolf er al.
Z:x 1), Griffin and Cole (1984), and others believe that we should pay close
atention to the child's interest and enthusiasm as we lead children through
tasks.  These investigators do not want 1o squash the child's imagination,
creativity, or participation in the learning process. In fact, in one essay,
Vygotsky (1935, pp. 116—19) himself argued that writing instruction should
arousce the child’s vital interests and correspond to the child's natural way
ol learning.

Yet netther Vygotsky nor his followers have completely endorsed a
thoronghgoing developmental position. "Uhey resist the idea that the child
should take the sole initiative with respect to his or her own development.
As Bruner (1984, p. 96) has said, Vygotskians oppose the “image ol human
developmentas alone venture Tor the child,” i which the child must figure
evervthing out on his or her own. Instead, society has a responsibiluy to
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provide the child with the intellectual tools 11 has developed, and this means
providing the child with instruction and assistance. I this assistance lorces
the child to lean on orthers for intellectual support, so be . Children
simply cannot ciscover everyihing on their own. "o develop their minds
they need the help of adults and more capable peers.

In the lastanalysis, then, Vygotsky and the developmentalists disagree
over the extent to which development can be entrusted o the child, 1o the
child's own mterests and cfforts.  And this disagreement, at least on the
practical level, is likely to continuce for a fong time. Bur this may be a good
thing. For disagreement can be part of an ongoing dialectic, a series of
challenges and responses that keep both sides thinking and coming up with
new ideas




