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Foreword

Two Worlds - ODe Love

Fifteen yeaTs aga 1went to the seasideJ ta Ihe Russian city ofOdessa. Looking al

Ihe endless andmysleriously gleamingsurface ofthe BlackSea studded wilh even more

mesmerizing huge and eleganl white ships, 1jëlt miserable and helpless. 1knew IhalI

hadalmasl no chance la see other countries andpeopleJ lhat the while ships werefor a

seleCIfew in the CommuniSI Russia. and the world outside the borders ofthe SOlliet

Union had been slolen awayfrom me. When 1saw the place ofdestination -

Mon 1re a 1- on one ofthe ships, the ward looked and soundedalmosl unreal 10 me. 1

cou/fin Jt he/pfeeling that there wam Jt one world wilh many countries but IWo dif/erent

wor/ds, andmy life was too short 10 see how people lived infar away cilies. The only

thing which couldcamfon me al that time was the hope (which dies the last)J thatlifè ls

unpredictable and everylhing may happen. That was hall' my Montreal Dream began.

1have a/ways believedlhat people have the abi!ity to dream for a reason. lhat

dreams attract same mysterious energyfrom Ihe unÎVerse. whtch tums Ihem inlo rea/tty.

This is Ihe positive aide about dreaming and be/ieving. The negative aide aboutfôllowing

the yearnings ofour hearts la that Ihere is no due dole and only the patient are the

winners. Though eventually1was given a chance to travelailover Europe and wort in

US, 1had ta wailfOr a long lime la fu/fill my Montreal Dream - so long lhat 1almast

[orgot about il. When in 1994 1safely landedin Canada. 1rea/ized lhal Ihe alTeady

forgotten Dream hadsubconscious/yguidedme through ail my numerous trips arormd
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the wor/d keeping in store t h a t c i t Y - Mon t r e a l 1suddenly saw a connection

b~tween changing myplace ofresidence andthe BlackSea episode, which gave rise to

my incipient desire 10 see other countries, understand diffèrent mentalities, explore

various cultures, and world views.

This East-West comparative study can be looked upon as my attempt to better

understand people living in two ditTerent worlds and societies - the fonner Communist

Russia and Western countries. It is a chance for me to take the best ftom the two

mentalities and concentrate on what unites Eastern and Western scholars in their

interpretatioD ofVygotskian psycbology, bis theory on education and his ideas on

teaching a second language. IronicaUy, tbis became possible far away from Russi, the

country where 1first beard the name ofVygotsky.

1owe my "meeting" Vygotsky in Montreal to my ESt Curriculum Development,

Etbnography classes professor and my thesis supervisor Mary Maguire who bas belped

me ta rediscover Vygotsky on Canadian soil. Thanks to Mary Maguire,·1leamed tbat this

famous Russian scholar is weil lmown in North America, and bas many followers who

continue the dialogue on social psychology, education and language leaming, which tbis

Russian renegade started more tban sixty years &gO.

lfa Canadian Professor and other Western scholars have spent many years tryiDg ta

understand a Russian scholar like Vygotskyt there must he sometbing in common and

enduring between such two seemingly ditTerent worldst as East and West Perbaps, il is

people's propensity to believe in some everlasting buman values, or maybe, it is love for
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the poesy and enigma ofVygotsky's books tbat inspires bis foUowers ail over the world

to pursue what he bad DO time to finish.

My thesis is one more attempt to contribute to the existing researeh on theoretical

interpretatiODS ofVygotsky's theory ofpsyehological development. It is one more voiee

ofa teacherand native speaker ofRussian, captivated by Vygotsky's ideas and bis

Hfelong search for the universal concepts essential for building the future. That is, raising

and teaehing ehildren.

The following are definitions ofsome key conceptual terms tbat 1use in Ibis study.

Defmition ofKey Tenns

Activity Theory otfers an analytical conceptual tool to examine human

psyehological activity in context. Vygotsky explained the concept ofactivity througb

discovering a number ofaetivities which can serve as generators ofconsciousness. These

activities, or generators ofconsciousness are the core ofthe Activity Theory. They serve

as an actuaiization ofculture in individual behavior, that is reflected in the symbolie

function ofgesture, play and speech systems. Tbus, Aetivity Theory acknowledges that

buman activities are embedded in socio-cultural-historical contexts. That is, it looks at

individuals and their socio-cultural context as inseparable entities.

Consciousness. The ret1ection ofreality. By"retlection" is Rot meant a passive

photographie process but a dynamic process retlectiDg the subject's aetivity. This activity

involves a dynamic interactive model with consciousness and behavior representing a

unity.
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Paedolosy is a eomplex approach to ehildren's development and leamiDg based

on the knowledge ofbiology, physiology, psychology, pedagogies, Medicine and

defectology

Problem situation. A situation which is created tbrough teaehers' instruction and

contains a problem which bas to he solved.

SeIf..Reguiation. Conscious evaluation by an individual ofhis/her own

psychological processes.

Situation is understood in this thesis as a system ofextemal (with regard to an

individual) conditions, stimulating and mediating hislher aetivity. These conditions could

he problems, motives, goals, etc.

Zone ofProximal Development (ZPD): Scaffolding and Socio-Cultural

Interpretation. Within the framework ofa scatTolding interpretation, the zone ofproximal

developmeDt is defined as

the distance between the aetual developmentallevel as determined by
independent problem salviog and the level ofpotenbal development as
determined tbrough problem solving under adult guidance or in collaboration
with more capable peers. (Vygotsky, 1978, p. 86)

Acultural interpretation construes the zone ofproximal development as the

distance betweeD the cultural knowledge provideclby the socio-historical context -

usually made assessable through instruction - and the everyday experience ofindividuals.

(Davydov & Markova, 1983)
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Ch.pterOne

Placiag Vygotsky and Situ.tinl tbe Study

In this chapter 1review the main ideas ofVygotsky's theory against the political

and bistorical background in Russia in the thirties. 1also look iDto the issue ofhow

Vygotsky is interpreted by bis Russian and Western followers.

Politicalaad Historical Situation ia Rassia iD 1930s

Despite ail the contributions Vygotsky made to the development of psychology,

education and other disciplines, bis fate as a scientist was not a happy one. For a long

perlod oftime, Vygotsky was forgonen in bis own country or was mentioned just in

passing. Thus, Alex Kozulin writes the followiDg about Vygotsky in his trAnslation of

one ofVygotsky's most famous books Thought and Language:

A prodipl reader, he felt equally at home with commeDtaries on Shakespeare's
tragedies, the pbilosophy ofHegel, and clinical studies ofthe mentally retarded.
A proCound theoretical, he wu al50 a man ofpractice who Counded and directed
a number ofresearch laboratories, including the first Russian Institute for the
study ofHandicapped cbildren. As Stephen Toulmin 50 aptly remarked, Vygotsky
carried an aura ofalmost Mozartian giftedness. And yet he lived in times that
were bardly favorable to Mozarts. (Kozulin, 1987, p. XI)

The last sentence oftbis quotation refers to the historical and political situation in

Russia in the tbirtîes, an era cbaracterized by the suppression ofany views and opinions

tbat raD. cOUDter to the ideology ofthe Communist Party. This MaY account for the

various interpretatioDS ofVygotsky's tbeory in Russia by Vygotsky's foUowers who often

simplified and adapted bis ideas ta accommodate them to the political and bistorical
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demands ofthe time~ The early thirties required the development ofa theory of

psycbology that would be in line with the Marxist theory ofobjective science. Soviet

psychologists were expected to derive psychological categories directly ftom the works

ofMarx, Engels and Lenin. This approach to psychology seriously undermined

Vygotsky's research program which relied upon such "bourgeois" theories and methods

as psycboanalysis, Gestalt psycbology, and cross-cultural analysis ofconsciousness.

At the same time, the basic idea ofVygotsky's instrumental psychology bad

something in common witb Marxism, in tbat the former refers to the notion of sigD as a

tool with the help ofwhich people change PS)'cbologically, i.e. it can influence people's

consciousness. The above understandiDg ofthe role ofthe sign in changing people's

psychological funetions is analogous to a Marxist approach to the role oflabor and labor

tools as a means oftransforming people physically and psycbologically. Tbough in

essence, Vygotsky's approach to defiDing consciousness and Marxist understanding of

people's psycbological development were completely ditTerent, the above analogy made

it possible for Vygotsky's followers to adapt bis ideas to the demands ofthe time and

pomy Vygotsky as a "deviant" but still a Marxist before the ruling circles. In other

words, the mediating role ofsigDS as ''psychological tools" actively participating in

people'5 psycbological development, was eventuaUy substituted by the Marxist theory,

according to whicb the crucial role in the process ofthe development ofpeople'5 Higher

PsychologicallMental Funetions, wu attaebed to the tabor and labor tools. The above

tabor taol aualogy a1so served as the basis for the atheistic propaganda in the former
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Sôviet Unioo. It provided a Marxist explanation ofthe driving force ofhuman evolution

tbrough people's participating in labor aetivities with the help oflabor taols.

In short, Marxist understanding ofthe history ofhuman development is based 00

the concrete tools (i.e. labor tools/instruments) which, accordiDg to Marxist theory,

transfonned animal reflexes ÏDto buman behavior. Vygotsky emphasizes the importance

orthe idealpsychologica/loo/s (i.e. sigDS and words) in the evolution ofhuman's Righer

Psychological FunetioDS. In Communist Russia at that time, the prevailing view was tbat

it is concrete labor tools which people should use to change the world. Vygotsky's life

threatening "ideal" stand wu interpreted as anti-Communist propaganda. Thoup

Vygotsky was not amoog those who physically sutfered ftom the Soviet regime, bis

views and ideas could be called suppressed and repressecL That is why one ofthe

modem Russian scOOlars Yaroshevsky referred to Vygotsky's tbeory as a "repressed

science~ [cpellpeccll.........,..] (Yaroshevsky, 1996).

Life and Work ofLev Se.eaovich VYlotlky

Vygotsky (1896-1934) was born to a Jewish family. The family lived in Gomel,

a small town in Belorussia tbat W8S one ofthe republics ofthe former Soviet Union (in

the ninetieth, after the collapse ofthe Communist regime, Belorussia, became a separate

country, but very saon it againjoined the Russian Federation). His father worked in a

bank while bis motber was raising ber eigbt cbildren. The Vygotskies were interes1ed in

literature; they spoke foreign languages.
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In 1913, Vygotsky became a law student at the Moscow University. At the same

time, he also entered historical and pbilosophical faculties ofthe private Moscow

Shanyavsky University. Vygotsky started bis career not as a psychologist but as

pbilologist and literary critic. In 1917, Vygotsky graduatcd from both Universities and

retumed to Gomel. He worked as a school and college teacher. He taught various

subjects among whicb were the Russian language and literature, art theory, psychology.

In lanuary 1924, Vygotsky made apresentation at the Second Psychoneurological

Congress in Leningrad (now the city is known as StPetersburg). The presentation was a

great success and Vygotsky was invited to work at Moscow University's IDstitute of

Experimental Psycbology by its director Kornilov.

Three Phases ofVygotsky's Career

Vygotsky's career and the development orbis ideas have undergone tbree phases:

the first phase is connected with bis moving to Moscow and the founding orbis School of

Thought [Illma 1bJro'rcDro] (1924-1927); the second phase is known as the

instrumental period [..C'I'PJM8II'I'U..... Il'''''] (1927-1931); and the third final phase

(1931-1934) is cbaracterized by bis research on paedology, education and development

(Yaroshevsky, 1996).

Moving to Moscow (1924-1927)

After moving to Moscow, Vygotsky started working with children who sufTered

ftom mental and physica1 iUnesses. Vygotsky tried to beUer understand what was

happening in Moscow psychological circles at tbat tilDe and find bis own unique way of

looking at the development ofHigherPsychological FunetiODS. As a result ofbis search



Westem Part ofthe Former USSR. Moscow (Russia) and
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for finding a unique place in psycho)ogy, Vygotsky founded bis own Scbool ofThougbt

He paid special attention to the way the psychologists treated the concept of

consciousness, and some time later came up with revolutionary ideas regarding the above

concept. His new approach to understanding consciousness was developed during the

second phase orbis career which Yaroshevsky (1966) calls the instrumental phase.

DuriDg this phase, Vygotsky attacbed a major mediating role in the development of

human psychological functions to the sign which was understood as a "psychological

toorS or instrument [..~].

Moscow Decade: Instrumental Phase (1927-1931)

Before the development ofVygotsky'5 theory, there existed two approacbes to

detining consciousness: subjective and objective. According to the subjective approacb,

cODsciousness was treated as a non-physical pbenomenoOs and the inner world was

looked upon as a given. According ta the objective approach developed by well-kDown

Russian scientist Pavlov, consciousness was govemed by certain laws within a stimulus­

response paradigm. DuriDg 1927-1931 Vygotsky attempted to cuve a path between

subjectivism and objectivism by introducing the concept ofElementary (analogous of

animal functioDing) and Higher Psychological FunetioDS. According to Vygotsky, Higber

Psychological Funetion is a system ofintenelated funetions, qualitatively distinct, and

bence irreducible to the ElementaryFunetions - because in bis view, Rigber

Psychological Functions represent medialedforms of/MYch%gica/ aClivity. Thus,

Vygotsky improved the stimulus-response approach and introduced a third element - the
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concept ofMediation. This concept could he iconically presented in the following way:

STIMULUS - RESPONSE + MEDlAnONAL MEANS.

Vygotsky viewed the relation between world and subject as mediated by tools and

signs. In bis view, we create signs, a class ofartificial stimuli tbat Bct as means to control

behavior. A ftequently cited example ofhow signs can Mediate people's behavior is the

following: by tyiog a mot in a bandkerchiet: wc create the cause ofour own later

rememberings. Since the sign enables us to master our own psychological functioDÎDg. it

is called a "psychological tool" (or instrument). Thus, the tey to the nature ofhigher

PS)'chological functioning lies in the mediating role ofsigns. The sign does not operate

aloog with other "natural" stimuli, since with the help ofthe sign, we create elaborate

symbolic representational systems (naturallanguages, music, mathematics, science)

which Mediate our relatioo to the world through the power oftheir representation. This

makes it poSSlble to speak ofreality as heing interpreted by the sign.

After introducing the notion ofElementary and Righer Psycbological FunctioDS,

the next step for Vygotsky was to establish an analytical unit, a cruciallink tbat defines

the influence exerted on the chiId by the environmenl In other words, Vygotsky wanted

to answer the question ofhow the social environment influences children's development

in the ligbt ofbis understanding ofthe mediated nature ofHigher Psycbological

Fonctions. For Vygotsky, the process ofmasteriDg human experience is traDsmitted by

speech and leads to the formation ofnew methods and forms ofactivity, as 1illustrate it

in Figure L
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ana y .ca UDI
Social

~
Speecla

~
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Mediation (Verbal ofVerbal Aetivily
Geaenlia-
doM)

Figure 1

Graphie representatioD ofthe analytical unit ofchildren's development

It became possible for Vygotsky to establisb the connection between speech and

concept fonnation (or new fonns ofverbal activity), after he referred to the linguistic

interpretation ofthe semantic content ofthe word. He refers here to the designating,

nominative fonction ofthe word or its extemal form which is registered in dictionaries

and serves as a means ofsystematizing experience, and the system ofgeneralizations or

the word's intemal form which is a source ofvariability (ofmeanings). According to

Vygotsky, the latter serves as the analytica1 unit betwecn the child and environment as 1

illustrate in Figure 2.
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Semaatie CODtellt of the Word

DesignatinJ'Nominative
Fonction or Extemal Form
(Speech
Phenomenon/Sense)

- II!II

• -"dI liII
B.

. Il .• II!I 1 iII, Iiiiiio 1..--:r 1lElJlll liB
lIIIlI ilia.-- ..

• III Il
.. lIbIIIII -=t!BiI

-=:aIl

consciousness

Figure 2

Unit ofanalysis (shaded) within the semantic content ofthe word

As 1show in Figure 2, the semantic content ofthe word is comprised ofthe

speech phenomenonlextemal form ofthe word, and ofthe thinking or intellectual

phenomenonlinternal fomt ofthe word. Thus, within Vygotsky's theory there is no gap or

scbism between thinking and speech.. The tbougbt is not just expressed in a word, but

connected to the word by means ofsome complex psycbologjcal processes. That is, in

Vygotsky's view, the thought cannot exist without the word (Vygotsky, 1996a). For

Vygotsky, an iDdividual's consciousness changes along with the development orthe word

meanings, depending on age and other socio-cultural factors.
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Final Phase ofVygotsky's Career (1931-1934)

In the late twenties, Vygotsky became actively involvecl in paedology (a complex

approacb to cbildren's development and leaming based on the knowledge ofbiology,

physiology, psyehology, pedagogies, medieine and defectology). Looking at paedology as

the basis for a synthesis ofthe diff'erent disciplines studying children, Vygotsky at the

same time, explicitly difTerentiated paedology from other disciplines by defining it as the

science ofchildren's development In this respect bis version ofpaedology was different

from tbose ofbis contemporaries who empbasizedjust the interdisciplinary nature of

paedology in the study ofthe child.

One C8ll study cbildren's diseases, the pathology ofcbildh~and that would
a1so to some extent be a science about the cbild. In pedagogics, the upbringing
ofcbildren cao be studied, and tbat too is to some extent science ofthe cbild.
One CID study the psychology ofthe child and tbat too will to some extent be a
science about the child. Therefore we must specitY from the very beginning wbat
exacdy is the object ofpaedological investigation. That is why it is more exact to
state that paedology is the science ofthe development ofthe chiId. The
development ofthe cbild is the direct and immediate object ofour science.
(Van der Veer" Valsiner, 1994, p. 308)

Vygotsky'sdefinition ofpaedology suggests tbat he saw it as fundamentally a

science ofdevelopment. According to Vygotsky, development is timc.bound and bas

'~complex organization in time", which means tbat "calendar time" ("passport age") does

Dot reOect the development ofcbildren (Van der Veer & Valsiner, 1994, p. 309). At

ditTerent periods ofchildren's developmen~ tilDe units tbat are normally the same (e.g.

an interval ofone month)t are very difTerent developmentally, since they cover ditTerent

"intensities" ofevents in the life-course. Sot one month at the age of 15 may be rather

uneventful as far as development is concemed, wlule the same period during infancy may
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coyer some relevant reorganjzatioDS tbat lead the child 10 a qualitatively new level of

functioniDg. Thus, Vygotsky empbasizes the uneven and variable nature of

development it proceeds "cyclically or rhythmically'· and ifone waDted to graphically

depict il, the depietion could not he made with the help of an exponential straight line.

Ali developmeDt takes the form of''wave-like curves", both when we look at particular

functions (e.g. weight, speech, inteUectual development, memory, attentioD, etc.) and at

development in general. For Vygotsky this is the "tirst law" ofdevelopment:

development is a process which takes place in lime, and proceeds in a cyclical fashioD.

Vygotsky also descnbed the "second law" ofdevelopment: ditTerent aspects ofchildren's

development develop in uneven and non-propomonal ways (Van der Veer & Valsiner,

1994, p. 309). This premise will he further developed in cbapter four in the section

ffBetween.Type" and "From·To" Type ofDeve/opment.

IDterpretatioa ofVYI0tsky's Ideas by his Followen

Vygotsky's Russian followers developed bis theory, but sometimes they gave bis

ideas a ditTerent interpretation and often distoned them. There were guided by the

id.eological caution and by booest scientific disagreement with Vygotslty. One ofthe

MOst controversial issues in the iDterpretation ofVygotsky's theory relates to the concePt

ofactivity which he understood as ageneral explanatory principle ofconcept

development which finds its concretization in the specific culturally bound types of

semiotic MediatiOn, among wbich speech is the most important Inother words, for

Vygotsky, human bebavior and consciousness must he considered in terms ofculturally



15

meaningful actions mediated by psychological tools and means of ÏDterpersonal

communication.

ln the mid-30s, "revisionist" versions ofthe Activity Theory developed by

AN. Leontiev'5 school (1978) appeared. Vygotsky's followers under the leadership of

AN. Leontiev, put practical (material) actions at the Carefront while playing down the

role ofsigns as mediators ofhuman activity. In a nutshelI, il could he said that they

attempted to solve the problem ofthe relationsbip between consciousness, child and

reality retlected in the child'5 concept formation in the following way: developmeDt of

the relationship between consciousness and the child occurs as a result orthe

development ofthe system ofpsycbological operations, which in tbeir tum are

determined by the practical relalioi'lS between the chi/dand reality, Le. it is practical

acquainlance with and the use ofobjects (tbis phenomeDon is known in Russian

literature as Uobjectivation" [cap&IMft1IKTw)) tbat leads the cbild toward the cognitive

mastery ofa situation. Thus, Vygotsky's followers played down the mie ofpsychological

toolslsigns as a chiefmediator. This implies, tbat Vygotsky'5 thesis: from action 10

lhought in the context ofpsychologica/ tools was given aditTerent meaning by bis

Russian followers. A.N. Leontiev writes in this respect that ''the main or as they

sometimes say, constructive cbaracteristic ofaetivity is its objectivation" (COCII..aa. ...

laK Dar.. f'OMPaT'. ~~"..... apunPKT." ..,.....0C'n _na •

...........0C'I"1t»] (Leontiev, 1983, p. 142). According to another Vygotsky's Russian

famous follower, Luria, the child tint leams about the world Dot through his/her mother's

speech, but tbrough the abjects wbich surround the child and al which the child points:
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When the 2-year-old cbild clearly points at the appropriate object while naming
il, it does not quite Mean tbat the representation ofthe object by the word bas
been adequately formed yel (Luria, 1969, p. 131)

For Vygotsky, the cbild ftom early cbildhood starts developing word meanings

tbrough the Mediation ofhis/her mother's speech (which is understood as a psychological

tool). First, these meanings are immature, i.e. they don't fully represent the objects.

However, later with the help ofan adult or more experienced peer, children's meanings

gradually mature. In this thesis 1examine the process ofdeveloping and maturation of

cbildren's meanings through the Mediation ofadults and connect this to teaehing and

leaming a second language.

Vygotsky's Western Collowers developed bis ideas along two lines. Some scholars

put the emphasis on the Western traditional quantitative paradigm and practical

implementation ofthe theoretical hypotheses (Engestrome, 1996; Hedegaard, 1996).

Others followed Russian traditions oftheoretical inquiry (Lave & Wenger, 1966;

Wertsch, 1981, 1985, 1991; Cole et al., 1971, 1974 and others). Wbat unites the

researcbers who put an empbasis on practical research and thase ones who mterpret

Vygotsky's ideas within a theoretical framework ofpsychological, philosophicaJ and

sociological categories, is their focus on the concept ofaetivity, or theory of

consciousness.

ln tbis thesis 1refer to some Western Vygotskian foUowers (Lave & Wenger,

1966; Lantolf& Appel, 1944) who, in myopinion, deviated ftom Vygotsky's line of

tbougbt and witb wbom 1disagree. 1try to trace the origin oftheir misinterpretation of

Vygotsky's ideas. 1~ very often it is the misleading influence ofVygotsky's Russian
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successors tbat accounts formisunderstanding orVygotsky by some orbis Western

colleagues. As paradoxical as the above assumption may seem al first g1ance, tbere are

grounds for it. To better understand wbat 1Mean, it is appropriate to ask the following

question: who are the most well-known experts on Vygotsky's tbeory in Russia? Most of

them are the children ofthose who have worked with Vygotsky and who continue to

develop their fathers' ideas which were formed during the Communist regime. They

could be called the "followers ofVygotsky's followers". The most famous follower of

Vygotsky's "original" followers is A.A Leontiev, who is A.N. Leontiev's son. Tbougb

the latter is considered to he an official successor ofVygotsky in Russi. and the founder

ofRussian Neo-Vygotskian School ofThought, he is often accused ofadjusting

Vygotsky's ideas to the political and bistorical situation at the time ofpurges (Kozulin,

1990). Sinœ A.N. Leontiev's influence in Russian scientific circles as Vygotsky's

official suceessor bas been "ery stroDg and due to the fact tbat the fonner did develop a

lot ofsignificant ideas ftom a Vygotsldan Perspective, it became very difticult to

distinguish between bis attempt to adapt Vygotsky's theory to the Russian socio-political

reality and the real contribution he made to developing the ideas ofbis famous

predeœssor. This accounts for the difticulties the Western scholars have to face whiJe

pursuing their research within a Vygotskian perspective and in close cooperation with the

official Russian authorities on Vygotskian tbeory.

In addition 10 ïnterpreting Vygotsky tbrough the interpretation ofbis Russian

successors, Western scOOlus bave two more difficultiest in myopinion. One is CODDected

with the language barrier and the other - with the Jack ofknowledge ofRussian



18

mentality, philosophy and history. This accounts for the years ofcold wu between the

Socialist world and Western COUDtries which contnbuted to crearing a distorted,

incomplete, cursory and simplified image ofRussia, its history and people. Having said

tba~ 1tind it also important to mention tbat even the best books are always not enougb to

Cully understand foreign culture and ditTerent ways oftbinking. Perhaps, tbis is what

made James Wertseh to go to the former Soviet Union and spend a lot oftime in Moscow

with the professors from Moscow State University while writing his book on Vygotsky's

theory Voicesofthe Mind{l99t). Ironically, this confirms Vygotsky's emphasis on the

socio-cultural-historical analysis ofbuman development

In this cbapter, 1examioed the POlitical and historical situation in Russia in the

thirties and i15 impact on liCe and work oCLev Semenovich Vygotsky. 1descnDed tbree

phases ofVygotsky's career to better understand the origin and development ofthe main

ideas ofbis theory: moving to Moscow (1924-1927), the Moscow decade: instrumental

stage (1927-1931) and the final stage ofVygotsky's career (1931-1934). 1also introduced

the problem ofinterpreting Vygotsky's ideas by Vygotsky's followers in Russia and

Western countl'Ïes.
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CbapterTwo

Methodology

In tbis cbapter1provide a rationale for my decision ta write a theoretical thesis

ftom a comparative East-West penpective. 1examine the opinions ofRussian and

Western scholars on the importance ofconduetiDg a theoretical investigation on

Vygotskian Schools ofThought. 1also discoss how my background as a native speaker of

Russian and my understanding ofRussian mentality and bistory provides some insights

ioto the interpretation ofthe key issues within Vygotskian theory.

Perspectives Ind PosmoDiDg

The life and work ofLev Semenovicb Vygotsky bave increasingly become a Cocus

for contemporary social discourse among educators and psychologists in Russia and

abroad. Vygotsky is considered to be one ofthe greatest theorists ofthe 20th century

(Bruner, 1986). His theoretical research is based on the profound knowledge and

scientific intuition which mlke his work a focus ofattention among those contemporary

scOOlus who are interested in bis schaol oftbought. According to one ofbis foUowers,

Russian scholar, AA Leontiev, Vygotsky's theoretical conceptions are in need offurther

elaboration because Vygotsky dido't bave tilDe to finish bis research (AA Leontiev,

1982).
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Vygotsky attached great importance to bis theoretical research within a

qualitative paradigm. Tbus, Van Ijendoom &. Van der Veer note tbat accordîng to

Vygotsky, "tbis registration-induction procedure [research within a quantitative

paradigm) is always a selection based upon theoretical notions a1ready available" (Van

Ijendoom &. Van der Veer, 1984, p. 21). They also write that "Vygotsky posits that the

origin ofa certain phenomenon CID only he understood through an analysis, a

reconstruction ofideas after the faet" (Van Ijendoom &. Van der Vcer, 1984, p. 21).

While explaining the reasons why research on English as a second language

within Vygotskian school ofthought is not very popular in the West, Lantolf IL Appel

a1so touch upon the problem ofmetbodology:

Tbere are two principal re8SOns why such research [SL researcb] bas bad only
minimal influence on L2 research in the West First, only recently bave scholars
working outside ofthe former Eastern black began to bave fuIler aceess to the
writings ofVygotsky and bis Collowers.... Ofmore immediate relevance,
however, is the fact that second language acquisition researcb bas squarely
situated itselCwithin the natural science researcb tradition • a tradition that values
predictive explanation and cODtroll~ beavily quantitative experimentation.
(Lantolf&. Appel, 1994, p. 1)

This statement by Neo-Vygotskian scholus led me to conduct a theoretical

investigation on understanding how Vygotskian theory could be applied to the

development oCESL curriculum. Their book Vygolskian Approaches to Second

Language Research ret1ects a receDt interest in the West with regard to ESL research and

Vygotskian theory.

Thus, my study attempts to undertake the important task offurther theoretical

investigation ofVygotskian sc~ools ofthougbt with the aim ofextending the existing

research on an ESL curriculum and the role orthe teacber ftom Vygotskian perspective. 1
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use a textual analysis across two languages (English and Russian) as a strategy for

comparing key and intluential Eastern and Western interpretations ofVygotsky's ideas

and conceptual approaches 10 understanding ESL teachiDg and leaming.

In other words, 1aim to provide some insights concemîng the role ofESL

teacbers as agents and participants in curriculum development using children's ZODes of

proximal development and Vygotsky's theory in general as a conceptual frame. 1pay

special attention to teaehing as a means ofdeveloping children's personalities and

leaming potential. This approach acquires a special importance for ESL curriculum siDce

the process ofrevealing and developing children's personalities is closely connected with

teachers' discoveriDg and inspiring children's creative potentials. According to

Vygotsky, the primary importance al schaols should he given to developing a creative

approach to leaming wbich is closely linked with children's ability to acquire knowledge

on their own while discussing, arguing and listening to the opinions ofothers. This

premise is closely connected to Vygotsky's main thesis within the framework ofthe ZPD

that teaching should he based on the personal activity ofcbildren and the role ofthe

teacber should be to direct and guide the individual ICtivity ofchildren. Thus, Vygotsky

understood leamiDg as a close collaboration between the teacher and children that is

accomplished througb social interaction. On the basis of the existiDg textual research 1

collected in Russia and abroad, 1examine ways ofimplementiDg Vygotsky's

understanding ofleaming through interaction witbin ESL curriculum.



22

Undentandinl VYlotsky: the Role ofResearcher Background

As it is characteristic ofqualitative researc~ my role as a researcher is not

neutral. It retlects a set ofpurposes and expectations which draw from my cultural and

linguistic background. 1bring to the research interpretive frameworks based on my

Russian education and values, on the one han~ and vast Western experience, on the

other, which allows me to conduct the textual analysis across languages from !his unique

perspective.

Being a graduate student ofMoscow Linguistic Universityl wbich is known for

actively coUaborating with Vygotsky's Russian followers (I1ya Galperin), and baving

done much ofmy schooling as weU as my first M.A. in Russia, gives me a first·hand

experience in understanding the Russian tradition ofresearch followed by Vygotsky and

in comparîDg it with Western scholars' interpretation ofVygotsky's theory.

Ifwe refer to Lantolf" Apple's quote about Vygotsky's influence in the We~

we migbt find new evidence ofwhy Russian SL research bas bad only minimal influence

on ESL research in the West. Although due to the political situation in Russia that 1have

discussed in chapter one, Vygotsky bad been discovered in the West before he was fully

acknowledged in bis own country, he bas not yet 8Cbieved a place in MOst Western

ÏDtroductory books. According to Van Ijzendoom " Van der Veer, Vygotsky bas not

been fully recognized in the West because Most Western scholars cannot read bis origjna1

works in Russian nor do most bave necessary Soviet pbiIosophical background:

1Former Maurice Thorez Moscow State Pedagogical Institute ofForeign Languages,
which is a member ofthe International Association ofUniversities.
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There are several reasons for this [wby Vygotsky is Dot fully recognized in the
West]. Firstly, ofcourse, there is the language problem. Only few Western
psychologists CID read Russian and but a fraction ofVygotsky's work bas been
translated into EDgiish. His best mown wotk is, ofcourse, "Language and
Thougbt". Unfortunately, titis is a drastically abridged version ofthe original, in
which nearly ail reference5 to its philosophical (Marxist) backgrounds bave been
deleted. The serious studeDt must thereCore rely upon the original... Finally, a
correct evaluatiOD ofVygotsky's significance to psycbology is hindered by the
fact that bis work is closely interwoven with a philosophical background
relatively UDknown in the West Vygotsky was DOt only apsychologist, but a
methodologist and a philosopher as weil. He attempted to cbart out a new vision
ofpsychology with a foundation ofMarxist-Leninist thoughl Some knowledge of
the work ofHegel, Marx, Engels and Lenin is therefore indispensable when
reading Vygotsky's work" (Van Ijzendoom" Van der Veer, 1984, pp. 13-14).

Being a native Russian speaker and having a considerable experience in

translating, gives me a unique oPPOrtunity to examine in detail key Vygotskian concepts

alODg with bis major theoretical construets by comparing English and Russian scholm'

theoretical interpretatiODS ofbis work. My knowledge ofthe two languages helps me to

look at any misinterpretations that migbt he caused by the lack oftranslated books

written by Vygotsky or by truncated translations and translation errors. To avoid any

translation mistakes in my thesis, 1first give the quotations in Russian and then translate

them into English when 1refer to the Russian sources (when 1use already translated

literature, 1give just English versions). Knowing the two languages also aHows me to

clarify any misunderstandings caused by a language barrier in general. This language

barrier makes it impossible for Western scholars to study Russian Vygotskian school of

thougbt without Mediators, and Iimits their chances to better understand and tùrther

develop Vygotsky's ideas. The ability to understand Russian reality and mentality allows

me to conduct a theoretical investigation witbin Vygotskian schoal ofthought ftom both

an experience-near and experience-distant perspective. My knowledge ofMarxist·
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Leninist theory wbich 1studied at Moscow Linguistic University~ helps me to situate

Vygotsky's tbeory witbin its political and bistorical contexts. This knowledge is very

important for understanding the development of Vygotsky'5 ideas since bis ideas are

based on Marxist-Leninist philosophy. For example, sucb an important Vygotskian notion

as tool anaIogy, is borrowed from Marx and Engels's theory as 1bave examined it at the

beginning ofcbapter one.

Purpose and Foeal of the Study

The purpose ofmy researcb is to investigate Eastem and Western approaches to

the major concepts within the theory ofRussian scholar Lev Semenovitch Vygotsky with

the aim ofdrawing some theoretical conclusions for ESL curriculum, teaching and

leaming. My inquiJy is approacbed from a comparative perspective and iDvolves a

critical textual examination orthe interpretatioDS ofVygotsky's theory by key Western

scOOlus (Engestrom, Hedegaar~ Lantolf&Appel, Newman &Holzm~ etc.) as weil as

by the Russian Vygotskian Scbool ofThougbt represented by its ofticialleader

A.N. Leooticv (1978, 1983) and some modem Russian Vygotsky's followers, such as

Rogova (1977), Sbevandrin (1995), Merlin & Klimov (1967) and others.

The research focuses on examining the Activity Tbeory within Soviet FUDCtiOnal

Psycholosy, according to which "the development ofvarious psycbological fimctions

directly depends on the ftequency and intensity oftbeir practical usage" l........ TOI

_ Dalacaneaal .,.an DPDIO ...-r or .acTOftI ••iI'f1hICII.CICft •

IIJUft'IlCKOI'O IICIIU....np] (Nemov, 1995~ p. 492). My interpretation orthe
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funetional criterialfunctional elements witbin Vygotskian schools ofthought and their

application to ESL curricul~ makes this thesis different from any other studies on

Vygotsky's theory tiom an educational perspective. 1identify these functional elements

and define their role in children's concept development It allows me to analyze the

important issue ofwhether cbildren's concept development is tied to objects lDd

practical tbinking, or to the Righer Psychological Functionslabstract thinking. In this

study 1discuss the concrete ways ESL teachers might teach a second language by

developiDg children's Higher Psychological Functions tbrough understanding their

practical thinking. For this purpose, 1identify and examine the main features ofteacher­

pupil communicative relations within teacbing English as a second language tiom the

perspective ofVygotskian Activity Theory.

Specifically 1focus on the folloMng concepts within the Activity theory, that

are frequendy discussed in both Eastern and Western literature: consciousness,

regulation and developmentlthe zone ofproximal development. Being embedded within

Soviet Activity theory, these concepts are closely connected with each other and it is

difficult to examine one without the other. To demonstrate these intertwined

relationsbips, 1begin by tlying to tease these concepts apart and then compare and

analyze them.

Activity Theory and Consciousness

The concept ofActivity Theory witbin Vygotsky's Scbool ofThought is closely

related to the concept ofconsciousness. Vygotsky explained the concept ofconsciousness

tbrough discovering a number ofaetivities which CID serve as generators of
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consciousness. These aetivities, or generators ofconsciousness are the core ofthe

concept ofactivity. They serve as an aetualization ofculture in individual bebavior,

embodied in the symbolic function ofgesture, play and speech systems. 1identify and

carefullyanalyze the above active driving forces ofcoDSCiousnessiconcept development

On the basis ofthe research on Activity Tbeory condueted by Vygotsky's

followers in Russia and abroad, 1draw some theoretical inferences about the different

interpretations ofthe analytical unit ofcoDSCiousness (Figure 1, cbapter one) and the

implications these interpretations might have on the understanding ofthe relations

between the child and reality, orthe child's concept formation. In Figure 31 illustrate the

relations between the child and concept formation through the mediation ofthe anaIytical

unit ofconsciousness.

Figure 3

Relations between the cbild and concept formation
through the Mediation of the anaIytical unit ofconsciousness

Regulation. Consciousness and the ZPD

Vygotsky viewed coDSCiousness as more tban awareness ofone's cognitive

abilities. He empbasized tbat it is comprised ofthe selt:regulatory mechanisms that

bumans deploy in solving problems.. For Vygotsky, the transformation ofelementary

processes iDto higher order ODes CID be possible only through the mediating fimction of

culturally construetedartifacts includiDg tools, symbols, and more elaborate sign systems,
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tfle most important ofwhich in Vygotsky's view, beiDg language. According ta Vygotsky,

words and olber signs are the means tbat directour mental operations, control their

course and channel them toward the solution ofa problem confronting us ( i.e. words

play a major role in the regulation ofconsciousncss orconcept formation). Vygotsky also

wrote tbat real concepts (he caUs them mature concepts as opposed to the immature

ones) are impossible without words, and thinking in concepts does not exist beyond

verbal tbinking (Le. reality is perceived througb words, and leaming to direct or regulate

one's own mental processes with the help ofwards and signs is an integral part ofthe

process ofconcept formation). In Vygotsky's view, life realities can be perceived, byand

large, only verbal1y, since for mm, the veryprocess ofhuman thinking is verbal, i.e.

people cao't think witbout using words (people a1ways think in a language). 1attempt ta

illustrate that this regulatory funetion oflanguage acquires a special importance in the

context ofan ESL curriculum, and for the role ofthe teacber in the process ofteaching

children within their zones ofproximal developmenl 1clBriCy and examine the regulatory

functiODS ofchildren's concept development within Vygotskian schools in Rossia and in

the West.

Researeh Questions

As is cbaracteristic ofqualitative studies, the general research questions became

more precise over time as 1was becoming more familiar with the literature, wbich

allowed me to detennine what is more relevant orsignificant ta my general research

înterests.
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My main research questions are the following:

1. Wbat are the similarities and ditTerences between Vygotsky's ideas and the

interpretation ofhis theory by the leaderofRussian Vygotskian School ofThought,

A.N. Leontiev?

1.1. Wbat is the role ofthe functional criteria in Vygotsky's theory ofsemiotics?

1.2. How cao Vygotsky's major concepts ofregulation and development/ZPD

within the functional criteria be interpreted &om an educational perspective?

1.3. What are the main fealures ofVygotsky's Activity Tbeory?

2. How CID Western Interpretations ofVygotskian School ofThougbt fit in with

the major conclusions within Vygotsky's theory conceming the leading role ofthe

tescher in children's development?

3. Wbat could a comparative East-West analysis ofVygotskian Schools ofThought

Mean for the role ofthe teacher as a mediating agent in second language teaching and

leaming?

This cbapter contains my rationale for USiDg a textual analysis across languages

within a qualitative-ethnographic tradition. 1mappcd out perspectives for my research

and descnbed my lOle as a researcher along with how 1, as a biliDguaI researcher, CID

contribute to furtber investigation oCVygotsky's theory within ESt curnculum. 1also

descnbed the purpose and focus ofmy study wbich intluenced the reformulation ofmy

research questions.
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Chapter Three

FUDetioDal Criteria iD VYI0tsky's Theory

In Ibis chapter 1pmvide a background on the functional psychology and discuss

the role ofthe functional psychology in Vygotsky's theory. 1identify the main functional

elements within Vygotsky's theory on semiotic Mediation. 1also define the schematic

place ofthe functional elements witbin the semantic structure ofthe word in an attempt

to reconcile Vygotsky's socio-bistorical approach to the main ideas ofthe functional

psycbology.

The issues discussed in tbis cbapter are closely connected to the debate among

Vygotsky's fol1owers on wbetber he attaches the main importance to tbe pragmatic,

practical aspect ofhuman activity/consciousness, represented in tbis thesis by the

functional criteria, or to the mediating role ofthe word meaning. The purpose ofthis

chapter is not to separately solve the first or the second part ofthe problem, but to unite

them, examine the relationship between the two major issues whicb at rust g1ance seem

to bc controversial, and show bow!bey both could fit in within Vygotsky's tbeory. The

conclusions 1draw in tbis chapter are connected to my discussion in cbapter four

conceming the concepts ofregulatioD, development and ZPD from an educational

perspective.

In tbis cbapter 1address research question 1.1.

What is the raie ofthefimclional criteria in Yygolaky ta lheory ofsemioties?
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and two other related questions:

1) What are the mainfimctiona/ elemenls in Vygotsky's theory?

2) What is the place ofthe{unctiona/ e/ements in chi/dren " concept!

consciousness deve/opment?

FUDcdonalPsyehology

According to the Russian Psychological Dictionary (petrovsky &. Yaroshevsky,

1990) Functionai Psychology investigates tbose fimetions ofthe pracess ofconsciousness

which particip8te in adapting humans' Higber Psychological Functions [......

aCDa'l"• .,.....] to the requirements orthe social milieu. Functional Psychology is

understood

lU ..,. 0 .,.aaa (_ MftU"OC'I'D) CGIII..... _ erra...... c
.,.... opnIIIIDI& ..... c _.d 11'0 ,...,..01~ K
D~ IIPQODOIIJ • coau...., .". ou oua,.....,. ••
'l'CNI••~...0 ••...-. ,apRIIOCOIIIftII Icnut. ...,.. :nwo.-----....,............. ....., ,.....
a".... apau..... •~ c JIPUTUOI.

as a science wbich studies functions (oraetivities) ofconsciousness as a means of
satisfying people's needs and tbeir effective adaptation to the changiDg conditions
ofnatural and social environments. It studies Dot only consciousness, but also
bebavior (adaptive actions), motives oftbis behavior, individual ditTerences
among people, ways ofteaching and otber issues which relate psychology to
practice (petrovsky cl Yaroshevsky, 1990, p. 434).

In other words, a fimctional approach to psycbology was developed because of

the requirements ofthe social practice. The social practice demanded the transition from

the "sterile", separated from Iife structural psycbology to the psychology tbat cao serve as

a meaus ofso/ving people 's reallifeproblems. There were more and more voices in
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support ofa psychology tbat should study not ooly pure consciousness, but bebaviors

(adapUve actions). This includes studyingthe motives ofpeople's behavior, individua/

differences among people, means ofso/vingprob/ems and reaching goa/s. Understanding

psychology as a means ofsolving life problems could be connected with the issue of

approaching teacbing and leamiDg to the requïrements ofeveryday life, whicb 1discuss

in later cbapters. Thus, motivation, connected with children's needsproblems along with

goals could be interpreted within the functional psycbology as the mainfunctional

elements/aspects ofcbildren'slpeople's developmentlconcept formation.

ARussian text..book on psycbology gives the following definition ofthe

funetional theory of the psycbological development [.,.......... NOPU

lICUII'Iecaro ..-.ru]: "It is a theory according to whicb the development ofvarious

psycbological functiODS directly depends on the ftequency and intensity oftheir practical

usage in life" [QTO nopa. 'T 'ITO puaT'IIl '1'01 .. nol aCllXJl1ltapl

.,a&llW* DPJDIO ..arr or lI8CT01'II • DftII__OC'I'II • apuorneaaro IICIIU......

.....] (Nemov, 1995, p. 492).

Althougb Vygotsky's work cannot be reduced to the ideas offunctional

psycbology, it could play an important mie in the understanding ofsuch major concepts

ofbis tbeory as the concept ofregulation and developmentIZPD ftam an educational

perspective. The analysis ofthe functional psychology in Vygotsky's tbeory could be

important for investigating the mie ofthe teacher as amediatiDg agent in second

language cbildren's personalityand language development It could also provide clues as

to how Vygotsky'5 works CID contnbute to ESL teaehing and leamiDg. The link: between

the functioual psycholo&y and ESL curriculum accounts for a special interest in Russia in
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the functional criteria ofVygotsky's tbeory a10ng with functional psychology, in general.

This interest did not escape the attention ofJames Wertsch who wrote the following in

early eighties:

It is very important to point out that Soviet psychologists detine their levels of
analysis and the units used in them on the buis offunctional criteria.. This
sometimes leads to experimental approacbes seldom seen in Western psychology..
Rather than loo~ say, for cognitive or liDguistiC structures common to a set of
processes, Soviet psychologists tend to seek constants in the functional structure of
every aetivity.

One result oftbis is that when Soviet psychologists speak ofthe "structure ofan
aetivity", they have in mind something very difTercnt ftom wbat bas come to he
known as "structuralism" in Western psychology. The units they use are defined
on the buis ofthe function tbey fulfill rather than on any intrinsic properties tbey
possess. (Wertseb, 1981, p. 19)

Therefore, the Russian Vygotskian School ofThought on functional psychology

from an educational perspective and witbin teaching ESL calls for "doing things" with

words and solving reallife problems witb the help oflanguage, i.e.. for the functionaI

usage ofESL.

While the issue ofthe functional approach to developing school curriculum and

teaching ESL will he investigated in otherchapten, this chapter provides a general

tbeoretical examination ofthe functional criteria in Vygotsky's tbeory. This inquiry is

made with regard to the role ofthe socio-cultural milieu in the development ofthe

functional aspect ofconcepts, as weB as to such necessary conditions ofconcept

formation, as motivation, problemlneeds and goals.. Tbougb 1sometimes refer to

Vygotsky's translated version ofThought andLanguage (1987, Cambridge: MIT Press),

mostly, my investigation is based on the original Russian version of Thought and
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Language{~. /M'I.] (19968, Moscow: Labirint). This work retlects

Vygotsky's latest views and ideas since it was the last book written by Vygotsky before

bis untimely death. Vygotsky's Camous Pet/agogical Psych%gy (1996b)

[a...".."... ........} is also quoted in this chapter. For a long lime this book

bas been prolubited in Russia for political rcasons. To my knowledge, it bas never been

translated into any languages.

Function.' Aspect of the CODcept

In chapter five of the Thought andLanguage. Vygotsky (1996a) points out that

the functionallpractical or pragmatical element ofthe concept sbould not be ignore<!. The

most important function ofthe concept is how it reflects the real world In other words,

concepts should serve people as 1 means ofexpre5SiDg their altitudes towards the world.

Vygotsky argues that the concept should DOt he studied as "ftozen" and static, i.e. out of

its context and out ofthe process ofthinldng where it bas been formed and continues its

development (Vygotsky, 19961).

According ta Vygotsky's theory, concept formation is the reflectioD ofthe

pracess ofchildren's thinking and must be studied in a context. Thus, Vygotsky attnbutes

much importance to the situated.. coDtextual, functional usage oflanguage. The following

are the main functional aspects ofconcept formation in Vygotsky's theory: motivation,

problemlneeds and goal [........,................]. To understand bow the

above functional elements actualIy "fimction", it is also very important to investigate the

issues ofmeans ofreaching a goal and solviDg 1 problem.
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Problem. Goal Motivation

In Vygotsky's view, when a cbild bas to define a word tbat is isolated ftom its

context (i.e. to define words tbrougb words), belshe will never understand bow this word

functions or aets in reallife and how it cao help in $Olving reallife problems. That is, the

cbild bas to know how ta operate witb words in everyday liCe when he needs them.

Words always fulfill a communicative, inteUectual and problem-solving function.

This may account for the fact tbat Vygotsky investigates concepts from the functional

point of view with regard to solving reallife Pr0blems. These life problems are

connected to children's needs which become the subject ofcbildren's thinking due to

tbeir understanding ofsometbing or communicatiDg with somebody, doiog an assignment

or foUowing an instruction. The end result depends on the formation ofconcepts

(Vygotsky, 1996a). Vygotsky's functional approach links concept formation with

thinking and reallife needs. The end-result ofthinldng within the funetional paradigm is

the unity offonn (nominative meaninwextemal fonn ofthe word) and content (internai

form ofthe word), which paves the way to tbinking in concepts.

Thus, leaming isolated words and mentally connecting them to the objects does

not result in developing concepts. To develop a concept it is necessary to bave a pro6/.".

which CID be solved only with the help ofconcepts. Vygotsky states tbat

.... MIICJI. corpuIII'I'a ~'fO C ....'1'0. .-.r.-.... ClIC....

....,.,....... JCftII-..r cm ....., ."''fO • IIIM-TO. 0DIDl
~ ....CIDHT aupt-I'O ., ......,• ....-r aupt-t"O ...,.

every thougbt tries to unite sometbing with somethin& moves alODg its own
direction, bas its own cross-sectio~ development and establisbes relations
between sometbing - in otber words, tù1fills a certain ftmction, does a job, solves
a problem. (Vygotsky, 19968, p. 354)
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An important feature ofthe process ofconcept fonnation based on the problem-

solving function ofthinking, is the ,.,. The goal cao contribute to directiDg the Oow of

people's thoughts and actions and serve as one ofthe means ofstreamlining the process

ofthinking while solving a problem. In otber words, in Vygotsky's view, goal-directed

acts ofthiDkîng aimed at solving a problem are a necessary condition for the fonnation of

concepts:

.••'rU.1O JIPII _a..- lIRIftIIaI JIO'rPIIIIOCTIL .....0Cft • Il..ftIIL
'l'OJI.IO • JIPOIIICCI IUOI-'I'O~aI__aaepDlloi MSftDIIOCTIL
......_01_ UCI_.........01 __ ,...... aapuu_aI
..... ..-eT ......rr•• """""1lCa aOU'ne•

•••1 concept CID be developed only iftbere is a need or necessity in it and
only in the process ofa conscious goal-directed aetivity, aimed at reaching a
certain goal or solving a certain problem.(Vygotsky, 19661, p. 12S)

Vygotsky draws special attention to IIItIIIWJtIDII wbich acCOURU for cbildren's

needs, problems, interests, choicut attitudes andemolions and reveals the reaI meanïDg

ofwords and thoughts. According to Vygotsky:

n.. a _ 'l,.aI ,.... ....-.ra .UOCft'l'CNlllDlII_......
'l'UIt1O ua& ao CDIICI_ Ho. a....._ IIIICD
COIICI_ la DOIfIIMa" MDr.. 'l'CIrO. .... '11'0 alClUMMft'CS ......
cr•••__ a....._. Taao ~ _ JIIDIGI'O

....lMMu. MIl "GIIDI ao 'rU" J'I'01'
a..- • cuœI Jfti44N1 .'1"__ ......-0 MMW_e ...
MOI.......

It is never eDOugb to understand people's words without understanding tbeir
thoughts. At the same time, understanding people's tbougbts without
understaDdiDg their motives, i.e. wbat is bebind the thoughts, is not a complete
understandiDg either. The same applies to the psycholosical analysis of
speech, which can be fully accomplisbed omy ifit reveals tbis last and the Most
bidden ÎDDer plane ofthe speech aet· its motivation. (Vygotsky, 19961, p. 358)



36

The motivation in the chi1dren~s speech serves as adriving force for thinking,

and could he compued to an individual's desire, that is directed at 5OIviog problems.

Vygotsky writes the following in tbis regard:

lIeD l1li~..n ... 1GIC8. C O'.'ION. lIpOIIIIMIQIIII .......
CJIO& ft .....-.0 MIICD MIl JIIUOIIIT. II'I'PJ•..,.........,.----.....
Ifwe compared ... the thougbt to ahangiDg cloud shedding the rain ofwords
then we could compare the motivation ofthe thougbt ... to the wincl, which moves
the clouds. (Vygotsky, 1996a, p.357)

In Vygotsky's view, the motivation is created by the sociallüe situation:

XII.·01 .........., ......."~ .......... IIO'I'D& ,.... ­
.... ,.,. • .,..,.. ft JaarO aetGCiiiii8~ • .,..... •
1I0'I1'8III0C'NI lIftM'Ia na ..,.....CIC'r•• en,aaa fC'l'lloi ,... .S'OImIIJTIIO
c:auuT .....-.0 .....,. .-.0 .... ,..... Ycnu
,..•• J'I'OII CIIIICR payD""'•• CIIOIII .....- ecaI~d.

The motive ofspeech precedes each phrase, each conversation - why 1speak,
ftom whicb source ofaffective desires and needs this activity draws. It is the
verbal situation, whicb constantly motivates conversation, dialogue and any
sudden changes in the development ofthougbts and speecb...This implies that the
tlow oforal speech is regulated by the dynamic situation.
(Vygotsky, 19968, p. 238)

The social situation is entirely determined by the necessity to satisfy some needs,

make a request, put a question or gjve an answer, by statements and objections. Tbat is,

by such related to motivation factors u problems, needs, goals. These problems, needs

and Sœls can be solved, satisfied or reached accordingly by means ofspeech (requests,

questions and answers, statements and Obje<:tiODS). Thus, liCe situation stimulates

motivation tbrough settiDss connected with cbildren's needs, problems and goals. The

motivation, in its~ stimulates the thougbt, directedat solving a problem.. Theo. the

motivated thought is subjected to the mediating meanings orthe words, i.e. to the

linguistic intervention ofthe teacher/adult The above fimctioual pattem/structure ofthe
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concept development trom an educational perspective could he descnbed in the

following way: the teaeher introduces to children a reallife proble~ whicb could

motivate them to start thinking and look for its verbal solution. To speed up the

development orthe motivated thougbt, the teacher verbally regulates and directs the

process ofchildren's thinking and speaking.

Means

While admittiDg tbat motivation, problemlneeds and goal are necessary clements

ofdeveloping concepts, Vygotsky does not tbink tbat the above functional clements play

the most important role in the process ofconcept formation. For Vygotsky, motivation,

problemlneeds and goal are necessary but not the main conditions for concept

development This may account for the fact tbat neither problemlneeds nor goal cao

provide a genetic explanation ofconcept formatio~ Le. how concepts develop. Vygotsky

writes in this respect that

... RI • ..,.....0 1". __ ... cau ...,•••..,.. or•

..._ ., 01 IU""- n ...
•~ lIJu'ropaa .......-x _ .-- Ile. IIJIOIIIOC
aft.Ua'I'JU ...-na -pec'N. Ho cru•• - 0.....0
_ ...0 JCM8,.,...or•• ftOII ., 1IOIId'N JUJU"'"
......... puanM. 8CQIITM cua"O pa8ftD. NIIIftlMiDI
UJDII K .,.... ..-.ru aouna.

it wouldn't he tight to entirely ignore or underestimate the importance ofthe
functional moment ofthe liCe problem as one ofthe real and powerful factors,
stimulating and directing the wbole process ofthe inteUectual development at the
transitional age. But it would be equaUy wroDg to tbink tbat tbis funetional
moment could live a geDetic clue to the dynamics ofconcept development or to
the very mecbaDism ofconcept development. (Vygotsky, 19961, p. 132)

The main importance in concept formation Vygotsky attnbutes to the

communicative act and people's ability to understand each other with the help ofthe

le speech, tbat is, to the verbal commUDieation wbich is involved in developing meanings.
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To elaborate on the above it is important to remember tbat according to Vygotsky, the

word comprises the funetional moment/sense, represented by its nominativeldesignating

fonction and thinkinwintellectual phenomenonlmeaning, represented by the system of

generalizatioDS. In the context ofthe semantic structure ofthe ward, a presehool chiId

uses the sense ofthe word or the nominative/communicative function ofthe wor~ i.e. the

ebild deals with the functional aspect ofthe word. In this respect, there is not much

dîtrerence between the cbildand adult, i.e. they both can tbink within the funerional

paradigme Even at the very carly stages ofdevelopment, the child Iike an adult cao

understand bis needs, problems and employ goal-directed actions to solve them. Aehild

like an aduIt, uses a word as a means to satisfy hislher needs, i.e. both the child and adult

use the nominative/communicative function ofthe word more or less in the same way.

For example, ifthe child wants sometbing, helshe like an adult, can think practically and

use approximately the same words as an adult to express, "name" and get bold ofthe

abject ofhislher desire. Cbildren develop functional clements ofconcepts very carly in

arder to partieipate in the communicative act and satisfy their needs. In other words, both

the ehild and adult can use the word as a means ofunderstanding something, solving a

problem and reaching a goal. Thus, a word for the child and adult is used more or less in

the same way in its communicative nominativeldesignating function retlecting the sense

oftheword:

.........nx 0 ••' 011 01'11..- C'I'aDDU'I'Ca c ........
COMP"'O 'OK lU • .,. Iar" _ "., DOUTDK .0 TU••
ptIDaft ftII ""__0 OMJ TU ... lUapoe"" DUIlIJft'Ca U.-aM KU. cpucnoM; a 'I'U••O' cana
TU _ C8IIaIIO c: .,..... caa-... OCIIIICDM lU ......,...,..
TUIDI 0Ipa0M. -. ••• IICSQ D ••~
nu-a...0~ ftIIIIII 'IUUIIl turoPa
011__0. 0QUnDM1DT cr-.cr NIlftll4_ puuae .....,
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MIJJIIJI__ • DGIIftIIIX apocaro .....a _ IIIIIDIII toP...... MIGIIJI....

or.......................,. aoIpacn.

...it is with regard to the functional moment, tbat a preschool cbild faces the
problems in the same way as an adult and uses the concepts to solve these
problems. The difference between the child and adult is in the ways ofsolv;ng the
problems. The chtld like an adult can use the word as a means. In the context of
its communicative function, perceiving or understanding something, the word is
understood in the same way by the child and adult

Thus, apparendy it is neither the problem nor the goal and connected with it
determining tendency, but other...faetors, which determine a considerable genetic
difference between the adult's thinldng in concepts and other fonns ofthinking,
characteristic ofthe chiId at early age. (Vygotsky, 19961, p. (22)

According to Vygotsky, the main ditTerence between the child and adult is in

ditTerent conceptuallconscious fonns ofthinkiDg , which are connected to the thinldnW

intellectual phenomenon and the meaning ofthe word. For example, though children use

more or less the same words while speaking with adults, they understand these words in a

different way. Indeed, ifthe child knowsjust the word "flower" and doesn't knowthe

word "rose", helshe may use the word "tlower" when actually meaning to reCer to the

rose. It could happen to the chiId at preschool age, due to the underdeveloped system of

generalizatioDS ofword meanings connected to the thinkinwintellectual phenomenon of

the word. Thus, though preschool children establish basic mutual understanding with

adults through verbal communication relatively carly, tbeir approach to thinking is not

consciouslconceptual and they use functional equivalents ofthe concepts (called by

Vygotsky immature concepts) instead ofreal concepts (i.e. mature concepts). In other

words, although the child's and adult~s functional moment orthe word, i.e.

sense/nominative fùnction ofthe wo~ often coïncide, their word meaning within the

system ofgeneralizatioDS is difTerent, due to the ditrerence in the Corms ofthinldng.
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This mayaccount for Vygotsky~ s interest in investigations ofthinking and

consciousness. Tbrough these investigations he attempts to explain how chi1dren~s

conceptslcon.sciousness develop and how adults can contnbute to this pracess (Vygotsky,

1996a). Vygotsky's inquiry leads to the research on the relations between the extemal

formlsense ofthe word representing Elementary Psychological Functions and its internai

formlmeaning representiDg Higher Psychological Functions (consciousness, thinking).

Thus, in Vygotsky's view, the genetic explanation ofconcept development could be

found through the research on the semantic structure ofthe word and the development of

word meaning which constitutes the main ditrerence between the cbild~s and aduIt's

ways ofthinking. In otber words, the research on the genetic explanation ofconcept

development can lead to the research on the Higher Psychological Functions~ wbich

develop along the trajectory ofword meaning and reac:h the highest level in the thinkinl'

intellectual phenomenon ofthe word The above means that it is the word meaning which

serves as a ",.IISofdeveloping aqualitatively ditTerent ftom funetional new forms of

thinking, i.e. conscious thinking in concepts. It is to the issue ofmeanslword meanings

tbat Vygotsky attributes the main importance in the implementation ofany psycbological

operation along with any goal-directed functional aetivity. This accounts for the fact tbat

a goal by itselfas weil as other functional elements, cao neither provide a goal-directed

aetivity nor regulate the tlow ofthis activity and its structure.

Thus, the main functional elements ofthe proœss ofchildren's concept formation

(motivation, problemlneeds and goal) are directed and regulated by means of the word

meaniDgs, i.e.. the funetional elements develop along the trajectory ofword meanings..
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The development ofcbildren's functional elements along the trajectory of

meaniDg ~covers' the distance between the funetional element/sense ofthe concept

(speech phenomenal, or between the child'5 immature concept, and the system of

generalizationslmeaning ofthe word, or the mature concept. In Vygotsky'5 view, the

immature concept is understood as aconcept in which meaniDg is Dot Cully develoPed,

i.e. its development is limited to functionallpractical thinkiDg aimed at solviog everyday

problems which help children to function within the social environment. The mature

concept is understood as a concept with Cully developed meaning, reflecting not ooly

children's funetionallpractical thinking, but also their abstract thinking within the system

ofgeneralizations. Vygotsky's concept ofthe zone ofproximal development is all about

the development ofchildren's meamngs ftom the immature concepts to the mature ones

with the belp ofadults or more experienced peers. Ifcbildren'5 concepts were Cully

developed (i.e. were real mature concepts), there wouldn't he any need in creating the

zone ofproximal development 1analyze tbis premise in greater detail in cbapter four.

Thus, word meaning mediated maturation ofthe functional clements understood

as cbildren's problem-solving abilities, develop along the trajectory ofword meaniDg

from the funetional moment or ward , represented by the sense word or nominative

function ofthe word, to the intellectual and tbinking phenomenon ofthe word,

represented by the meaning or Higher Psychological Functions, as 1illustrate it in

Figure 4.
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Semantie Coateat of tlte Word
~

'ua....M._eatlSeue

DesignatingINominative
Fonction or Extemal Form
(Speech Phenomenon)

~
Procea .'TbiaIûllWMeaaial

System of
~TRAJlcrORYOFMEANlNG'" Generalizations or Internai
lDaeiVl1ïoa, pralllealllMeda,.... Fonn (Thinking or

Intelleclual Phenomenon)

Figure 4

SolviDg and regulating a goal-directed problem within the trajectory ofthe
word meaning. The place ofthe functional criteria wiOOn the word

Due to the crucial role ofmeaning in the proeess ofconcept development, such

main functional elements as motivatio~ problemlneeds and goal become not just less

important in comparison to the word meanings, but ~sbrink' to the constituent elements

ofthe latter. While motivation regulates a goal-directed thought and stimulates children's

needs, wbicb set children's problems and goals, the motivation itself is regulated by the

ward meaning. Tbus, the fimctional elements are not the "key players" in the process of

concept development but its necessary components. Vygotsky's conclusion could be

important for my future analysis ofthe functional approacb to developing concepts

witbin Vygotsky's tbeory and its interpretation by bis foUowers.
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FUNCTIONAL ROLE OF THE SOcrO-CULTURAL MILIEU

As it bas been mentioned before, motivation, problem/needs and goal, thoup not

playing the main role in concept development, are still important and netessary elements

for the development Higber Psychological FunetiODS. According to Vygotsky:

......0 C D_." c DO'-." 101IIII......
CTIDIJ.."..eI DcrrpII8OC'11L C .-ccr-.... Depu DUpoe1'1OM
.... 0.,,.._. ero coau cpua D.,...eT • UDI,...-r .oapocna
~'f. ftO'f ,...,........ JAr • pu~ aoero IIIDIIJI_I.

It is with the help ofthe problems, with the help ofemerging and stimulating
needs, and goals, that the social milieu encourages to and makes the teen-ager
take this crucial step [fonning concepts] in the development ofbis or her thinking
(Vygotsky, 1996... p. 132)

Thus, the driving force wbich starts the process ofthe development ofa maturing

mechanism ofbebavior, isn't "bidden" iDSide the teen-ager, but exists outside mm.

Vygotsky writes the following in this respect:

................. COIIIIU••oa cpuaI DepuCOI~aoapocrlOM ................CapIC'l'UIMII en a " ••1'"'''' Dpal."-.1lJID •~,.
.... apnc--. -.ra MIcnn'uuo .,....CJ~IDI
tt.ma ,....--....-- •• .....,..
OIIJQOU_acr opI'aIIIIUC&JID OCT•• ai i ..... _cno
MOMIIIT08 _MII TIIII ......_

...the problems set for the maturing teen-ager by the social milieu and aimed at
facilitating bis adaptation to the cultural, professional and sociallife ofaduIts are
indeed a very important funetional moment revea1ing apin and again mutual and
fundamental dependence and inner unity offonn and content in the development
ofthinkîng. (Vygotsky, 1996, p. 132)

These statements indicate the importance ofthe functional role ofthe socio-

cultural milieu or the role ofthe social environment [COIIIIU._ cpua] in the

development orthe functional aspect ofconcepts. Vygotsky (1996&) writes, that the

Righer Psycbological Functions ofthe teen-ager do not develop to the full and do not

reach the bighest stages ifthe social environment neither sets certain problems and puts
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forward new requirements nor encourages and inspires the teen-ager to develop concepts.

Tbus, it is within the social environment tbat the funetional elements U are barn". Theo,

the social environment "pushes" them ioto the world to further develop along the

trajectory ofword meanings.

To fully understand this process, i.e. how the social environment stimulates

children's problem-solvïng abilities, it is necessary to note that Vygotsky interprets the

social environment "as a total combination ofhuman relations" (Vygotsky, 1996b, p. 57),

which he understands as mostly verbal relations (sinee in Vygotsky's view, words along

with other signs regulate people's behavior). For Vygotsky, it is the language orthe

social environment which stimulates the development ofthe functional elements along

the trajectory ofword meaning. Vygotsky writes tbat the social situation within the social

environment (social situation =eontext =social envîronment) creates a problem for the

ehild to solve. The problem is ereated in the eourse ofehildren's communication with

other people by means of language, i.e. languagelsense-+social environmentlsituation-.

problem-.languagelmeaning (Vygotsky, 1996b). In his book Pedagogical Psychology

Vygotsky writes the followiDg:

........D& lC'fJIIMT • 0l'Il0lIl_ ~ caTJ8lUld ••••~o. .0 'Iepa
.".. "'0. TUIDI ....... MIl ......... K 1IIIGaJ. 'lTO pu......
......_u .... lU acoeMa MOIIIIIIT • opnIIIIM_ lIPUft'Iecaoro ........
...... -..... pal.... ua TarO. llftIIl a.a'••• TU•• C'l'PjftJ"
a 0 • en NllGIIC: ,.... C'I'Oatt • CUIGII .... puaft•• CftII-.TCa
en _ PIIDI-" lU'fopoM.

... the child's encoUDters the situation not directly, but tbrough anotber person.
Thus, we can come ta the conclusio~ that the role orthe speec~ which we
IDIderstand as the Most significaut moment in the organization ofchildren's
practical behavior, is crucial for understanding not only the structure ofthe
behavior, but its origin as weU: from the very beginning children's
development depends on speech wbich becomes ils most important and
decisive factor. (Vygotsky, 1996b, p. 416)
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Thus, Vygotsky understands social milieu as a verbal environment.

Summlry aDd CODclusions

In this chapter 1discussed the idea ofthe functional aspect ofconcept formation

within Vygotsky's theory. 1introduced and analyzed the main elements orbis functional

criteria (motivation, problemlneeds andgoal). 1examined the relationships between the

functional clements and the meaning ofthe word, the former being the subordinate

components within the development ofthe ward meaning. The analysis ofthe role ofthe

functional clements within the concept, resulted in defining the place ofthe

practicallpragmatie aspect represented by the funetional clements in the process of

conceptlconsçiousness development, is the MOst important issue raised in this chapter.

Tbus, the funetional elements play though a significant, but auxiliary role in concept

maturatioD, the main role is played by the ward meaning. Defining the place ofthe

functional clements within the development ofthe word, allows me to reconcile

Vygotsky's theory ofsemiotic Mediation with the empiricallpractical aspect ofthinking,

represented by the functional criteria. Thus, the issue ofwhether Vygotsky's theory is

based on the practical/pragmatic aspect or semiotie Mediation ofthe word, should not be

considered in terms of"black" and "white" ("wbether... or"), but within a more fleXIble

paradigm. This implies that we should DOt exclude from Vygotsky's theory eitherward

meanîDg Mediation or pragmatic aspect. Though the word/word meaning plays a leading

mie in concept development, both functional elements and the ward meaning depend on

each other and fuIfill tbeir own imponant "dulies" and "responsibilities".
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1a1so addressed the issue ofwhat role the verbal socio-cultural environment plays

in the development ofthe funetional clements ofchildren's concept formation. 1sbowed

the importance ofthe social milieu witbin the functional paradigm. In introducing the

functional elements and descnbing the role ofthe social environment in developing

children's concepts, 1empbasized tbat according to Vygotsky, concepts cao he

developed only witbin a cenain context For Vygotsky, tbis context is a particular verbal

enviromnent or situation which provokes a child to look for solutions to problems in the

pracess ofthinkiDg and developing concepts. Tbus, 1put the empbasis on the fact, that

Vygotsky attaches great importance to the sitUDledapproach in cbildren's concept

development

Therefore, the two questions mentioned at the beginning ofthe chapter could be

answered in the following way:

1) What are the mainfimctiona/ e/ements in Vygotskyts theory?

The main functional elements in Vygotsky's theory are motivation,

problemlneeds and goal. The development ofmotivation, problems, needs and goals

depends on such personal cbaraeteristics ofchildren as tbeir interests, attitudes, cboices,

preferences, desires.

2) WIult is the place ofthefunctiona/ elements in chi/dren ·s

concept/consciousness development?

According to Vygotsky, motivation, problemlneeds or goal cannot provide a

genetic explanation ofconcept formation, i.e. tbeir mie is diminisbed to heing

subordinate (though necessary) elements orthe process ofapproaching cbildren's
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understanding ofreality to thinking in concepts. That is, the goal by itselfas weil as other

functional elements cannot provide and regulate a goal-directed activity. Stimulation of

cbildren's motivation, needs, desires and choices or solving a goal-directed problem is

provided and regulated by the word meanings or tbinking in concepts. Thus, the place of

the fuDctional elements is within the trajectory ofward meaning, between the extemal

and internai forms ofthe word.

Research question 1.1.

Whal is the raie ofthe functional criteria in Vygotsky's theory ofsemiOlic

medialion?

This question could have the following answer:

1have argued tbat the funetional (=pragmatic) criteria plays an important, but at

the same time a subordinate mie in children's concept development The main role

belongs to the semiotic/word meamng mediatio~ which regulates children's motivated

thinking and reconstruCt5 it (thinking) in the goal directed process ofproblem solving.

The functional criteria is a necessary, but constituent element in the process ofcreating

word meaning tbrough word meanings. Thus, within Vygotsky's theory on semiotic

mediation, the ftmctional criteria is mediated by the word meaning.
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Ch.pter Four

Coneepts ofRegulation, Devetop.eDt and ZPD
in the Light of the Functional Criteria.

Education•• Penpective

The purpose ofthis chapter is to examine theoretically two important concepts in

Vygotsky's theory, the concept ofdevelopmentlzone ofproximal development [...

__"110 ..-ml and the concept ofregulation [pery.....] trom the perspective of

the funetional criteria, which 1have presented in chapter three. This examination is made

within an educational context with the aim ofpreparing the ground for my inquiry ioto

teaching English as a second language.

In examining the two interrelated concepts (concept ofregulation and

developmentlZPD) within Vygotsky's theory, 1tease them apart and analyze them from

ditTerent perspectives. The funetional perspective plays a major role in tbis inquiry and

allows me bave a deeper, broader look at the concept ofreguiatioD, semantic structure of

the word, the zone ofproximal development (ZPD) and relations between tbem.

Analyzing the concept ofZPD trom the perspective ofthe measure ofgenerality (which

is defined in this chapter in the section Mini-ZPDs within the Leve/s ofGeneraiizations),

mlkes it possible to interpret the zone of proximal development within the system of

generalizations. It provides an opportuDity to have anotber look al education and

instruction as the necessary condition ofchildren's systematic development
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In this chapter 1address the foUowing questions:

1) What are the relations hetween the concept ofregulation, functional elements

and consciousness?

2) What is the symholicplace ofthe ZPD within the semantic structure ofthe

word andfunctional crileria?

3) Whal cou/d he the characteristics ofthe deveiopmental panern ofthe ZPD

within the se11lQ1lt;c structure ofthe ward?

4) What impact could the functional criteria have on the interpretation ofthe

ZPD?

S) Whal impact cou/d the measure ofgenera/ity have on the interpretation ofthe

ZPD?

6) What conclusions couid be made with respect la the ward regu/alion, measure

ofgenerality andfunctional criteria within an educationalperspective?

7) Whot are the relations hetween the Ihree types ofregulation and semanlic

structure ofthe ward?

1al50 answer research question 1.2 of the thesis:

How can Vygotsky '$ major concepts ofregula/ion anddevelopment/ZPD within

thefunctiona/ criteria be interpreledfrom an educatïonalperspective?
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Regulation in the Ligbt of tbe Function•• Criteria of the Word
and CODsciousness

According to Vygotsky, the development ofattention and memory are necessary

conditions for the formation ofthe concepts, but the latter cao't he reduced to the fonner.

In the translated version ofVygotsky's Thought and Language, he writes that "concept

formation is the result ofsuch a complex activity, in wbich aU basic intellectual funCtiODS

take part. This process cannot, therefore he reduced either to association..., imagery and

judgment.. or determining tendencies" (Vygotsky, 1987, p. 106). As 1argue in chapter

tbree, il is

tfiUtUOliUDOI JIIcrrpeu.... lAD aD c:aoa •••ecne cpucftL c
•.- arroparo aupocTO& au......,- caod aII8Cft C8DII COICTM8 .
aCIIXU ec:... Olle..-. ca......... IOTOPIIX eT ft'I_ ..
COICTM8.aa~1CDXIIPOII- • ...,.....,. oer•••
papem_. CTODId aepu IIIDI ......

the functional usage ofthe sigD or word as a means with the help ofwhich a teen­
ager directs his own psychological operations, with the help ofwhich he controls
the development ofbis own psychological processes, and channel their activity
toward the solution ofthe problem confronting mm. (Vygotsky, 19961, p. 131).

Thus, the central place in the development ofconcepts is the usage ofthe sign or

ward as a means with the help ofwhich the child regulates bis own psychologieal

operations, masters the Dow orbis own PSyebologjcal processes and directs their activity

towards the solution ofa problem. Vygotsky also writes tbat "the ebild's

communication with the help ofspeech is din:ctly connected with the differentiation of

the ward meanings in bislher speech and the awueness oftbese meanings" (cae.aene

~ _ ----1 (Vygotsky, 19961, p. 313).
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If words regulate the development ofconcepts, it could be also said that the

functional elements orthe word, being its necessary components, also participate in

regulating concept developmenl It would he also correct to say tbat words with tbeir

functional elements regulate the development ofconsciousness, since the word "concept"

is a synonym of"consciousness". According to the Webster's Dictionary, a concept is

"an idea ofsomething formed by mentally combiniDg ail its characteristics or particulars"

and "a directly conceived or intuited object ofthougbt" (Webster's Dictionary, 1989,

p.304).

Vygotsky writes the following concerning the dependence ofconcept!

consciousness development on the usage ofthe words: "the process ofconcept fonnation

ofis based on the mastering by people oftheir own psychological processes with the help

orthe functional usage orthe word or sign" [cDpoIItCC .,.,.. DOO'l'lll

JlPUDuaruT •••ecne .......01 • ..,.,....01 UCft ,........

COICTMmIIIX IlCIIXU......ecax Dpoaeccaa CIl''-''' .,.am.u••aro JIIcrrpeu .

UOM ua .....] (Vygotsky, 1996a, p. 133). Thus, the main functional elements ofthe

word (motivation, problemlneeds, goal) play an important role in the pracess of

development ofHigber Psychological FUDCtioDS and attaining by cbildren their optimum

level ofregulation - seq:.regu/ation. This process could be descnbed in the following

way: in the beginning the fimctional elements ue intluenced or regulatcd by the social

environment, as 1bave stated in chapter three. In tbat cbapter 1bave slso argued, that

Vygotsky understands the social environment as a communicative situation in wbich a

major role is played by the speech pbenomenon ofthe word (or the sense ofthe word as

opposed to its meaniDg)t wbich serves as a "buildiDg material" for the formation of
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funetional elements. Thus~ the first type ofregulation ofcbildren~s concept development

could be called speech.regu/ation. On bis/her way ftom speeçh.regulatioD to the

optimum 3d type ofregulation, i.e. self·regulation and conceptlconsciousness formation,

the child goes through anotber type ofregulation provided by the teacber/adult linguistic

intervention, i.e. by word meanings. This second type ofregulation could he called

meaning- regulation. This type ofregulation accounts for the child~s ability to carry out

certain tasks with appropriate linguistically mediated assistance from teachers/adults or

capable peers. Tbus, children's development goes through three levels ofword

regulation. 1conceptualize them in my tbesis as speech·regulation~ meaning- regulation

and self:reguiatioD. 1illustrate the place ofthe funetional elements within the three types

ofword regulation in Figure S.
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FigureS

The place ofthe functional elements within three types ofregulation

Figure Scao be ÎDterpreted in the foUowing way: the verbal social

environmentlspeech- regulation sets forth or regulates (under the influence ofthe speech

phenomenoD orthe word) motivest problemslneeds and goals wbich can be solved or

satisfied aloog the trajectory ofthe development ofword meanings (and under the

iDfluence ofthe meaning ofthe ward), i.e. by means ofwords through the cooperation
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with teachersladults. Further development ofthe word regulated functional clements

leads to the formation ofthe highest regulatory function, i.e. the function ofself­

regulation. The end result ofthe developing ofself-regulation is the formation of

conceptslconsciousness. At this point, a cbtld's concept development fmishes its

movement along the trajectory ofmeaning and becomes part ofthe thinkinwintellectual

phenomenon ofthe word Thus, for Vygotsky, Riper Psycbological Functions (i.e.

consciousness or thinkinwintellectual pbenomenon) are at the same rime the highest fomt

ofregulation. This conclusion is in (ine with the understanding ofconsciousness in

Russia. In Russian psychology the concept ofregulation is part and parce! ofthe concept

ofconsciousness. According to the Russian Psychologica1 Dictionary "consciousness is

the highest level ofpsychological reftection and self-regulation, inherent only in humans

due to their social and historie nature ofdevelopment" [cDlcmd ypaIIII. IIc:aD'llCDI'O

~•• CUIOPII7--. 8"'''. '!'CUI.......ar lU "tc1'...o-

IICTOPII•....,~] (petrovsky &. Yaroshevsky, 1990, p. 368).. Thus, mature

concept, coDsciousness and regulation are the same phenomenon.. It implies that a

developed concept always retlects a high level ofconsciousness and self-regulation.

As 1have shown it in Figure S, avery important role on the child's way to

developing consciousness and achieving the higbest level ofself..regulation is played by

meaning-regulation. This type ofregulatioD "does the bardest job" in the process of

transformation ofchildren's Elementary Psychological Funetions into their Higher

Psychological FunctiODS. Meaning-regulation Iike self-reguiatioD, refers to the

thinlrinwinteUectual phenomenon ofthe word or word meaning, sÎDce self.reguiatioD is

the bighest level ofthe development ofthe meaning-regulation. The crucial role of
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children's seu:.regulation in attaining their meaning-regulation could be ofa special

importance for investigatiDg Vygotsky's theory from an educational perspective. It

brings us close to yet another important Vygotskian concept - the concept ofdevelopment

and the zone ofproximal development.

Coneept of DevelopnaeatlZPD lad Funetioall Criteria

One ofthe main outcomes ofVygotsky's research on the concept ofdevelopment

is the zone ofproximal development , wbich is based on the idea ofthe POtential

advantage ofchildren's development in close cooperation with an adultlteacher or more

capable peer. The concept ofdevelopment bas also acentral plac:e in Vygotsky's theory

in general, which makes it practically impossible to analyze any orbis concepts without

refening to the concept ofdevelopment

At the beginning of Thoughl andlAnguage, Vygotsky mlkes one ofthe first

references to the concept ofdevelopment with regard to bis imaginary argument with

Jean Piaget (1989-1980), a (amous Swiss psychologist Tbougb Piagefs works

contributed to Vygotsky's theory, the two scholus looked differendy at many things.. One

ofthe major ditTerences between Vygotsky and Piaget is bow they understood the role of

language in cbildren's development While Piaget assigned to language a necessary but

subsidiary role in the process ofcbildren's conceptfconsciousness formation, Vygotsky

assumed it bas a major determining role. Their ditTerent approach to the role ofthe

lansuage is retlected in howthey conceptualized.the concept ofdevelopment. According

to Piaget, there is no necessary ëonnectioD between the child's egocentrîc speech and
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hislber iODer speech or thinking, and thinkiDg s ub s t i tut e s egocentric speech

(Piaget, 1959). According to Vygotsky, egocentric speech doesn't disappear after the

cbild starts thinking verbally, but de ve 10 Ps into ioner speech. Vygotsky's

interpretation ofthe "fate" ofegocentric speech lets bim provide a genetic explanation of

the development ofthe inner speech or verbal thinking. For Vygotsky, the developmental

approach to psychology is a necessary condition, since '~development is the key to the

understanding ofany High Psychological Fonction" [cpu.'I'II. nana UJDIIOM K

D......... ICDOI DICIII.I toPMID) (Vygotsky, 19968, p. 155).

Vygotsky's undentanding ofverbal thinking as Dot a biological, but sœio-cultural

and bistorical fonn ofbehavior, leads to yet another kind ofdevelopment analyzed by

Vygotsky - sociO-CU/lU1al-historica/ deve/opment ofpeople's tbinking and

consciousness. Searcbïng the roots ofchildren's eoncept development in socio-cultural­

bistorical fonns ofthinking is one ofthe most important discoveries made by Vygotsky.

In Vygotsky's view, "the problem oftbinking and speech crosses methodological

boundaries ofnatural sciences and becomes a central problem ofhistorleat psychology of

people, Le. social psycbology" [..,... .,.paer.....

IlIftUCNIGI'II'l.... rpuIIIDI tcnCY apnJIUIaftCa • aenopaa• .,. JIPOUnIJ

RrOPMlCaoI lICIIXCUIGI1III IIU"'" 'r.•• COIIIIU"01 DCIIXU....) (Vygotsky, 19968,

p. 116). The analysis ofthe three types ofregulation ofcbildren's development made in

my thesis, schematically shows that ftom the very beginning the cbild's development is

directly regulated by the communicative situations orthe verbal envïronment, i.e. by

language. It is the verbal communication, which retlects the socio-historical forms of

thinking, "registerecl" in a socio-cultural sign -language. According to Vygotsky's main



57

law ofthe development ofHigher Psychological Funetions, these socio-cultural-historical

forms ofthinking are transCerred from the intramental plane ofthe social situation to the

intennental plane ofchildren's consciousness and their verbal fonns of thinking or inner

speech in particular contexts ofsituation.

The goal ofthis part ofthe chapter is to analyze the concept ofdevelopment

mostly with respect to the ZPD. That is why, the concepts ofdevelopment and ZPD are

united in this chapter as developmentlZPD. The end-result ofthis inquiry within

Vygotsky's theory is to provide some conclusions ftom an educational perspective

conceming the development/ZPD and the concept ofregulation in the light ofthe
r

functional criteria.

ZPDand Ward

From an educational Perspective, it seems interesting to look at concept

development within the semantic structure ofthe ward which comprises a nominative

function or external Conn ofthe word (speech phenomenonlsense orthe word) and a

system ofgeneralizations or internai form oCthe word (thinkinWÎDtellectual

phenomenon/meaning ofthe word). The word sense retlects children's spontaneous

knowledge ofwords within a functional paradigm. The spontaneous knowledge of

children's words is called by Vygotsky spontaneousleveryday concepts (aftlcae

DanTU]. The meaning ofthe word represents scientific concepts, i.e. knowledge within

the socio-cultural context, provided by the teacher/adult througb instruction and

cooperation. TbeoreticaUy, it could be suggested that the developmental path between the
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two fonus ofthe ward is retlected in the two interpretations ofthe zone ofproximal

development, i.e. scatTolding and socio-cultura1. According to the scaffolding

interpretation, the zone ofproximal development

is the distance between the actual developmentallevel as determined by
indePeDdent problem solving and the level ofpotential development as
determined tbrough problem $Olving under adult guidance or in collaboration
with more capable peers. (Vygotsky, 1978, p. 86)

Aœording to the socio-cultural interpretation, the zone ofproximal development

is the distance between the cultural knowledge provided by the socio-historical context

made assessable through instruction .. and the everyday experience of individuals or the

distance between the understood knowledge as provided by instruction, and active

knowledge, as owned by individuels" ( Davydov and Marko~ 1983).

Tbus, the ZPD is the distance between the cbild's active knowledge represented

by everyday concepts, wbich develop in the speech phenomenon ofthe ward (sense of

the word), and the knowledge assessable tbrough teachers'/adults' assistance and

instruction, represented by scientific concepts, which develop in the internai fonn ofthe

word (meaniDg ofthe word). The above conclusion allows me to suggest tbat

schematically the zone ofproximal developmenl is the distance belWeen the meaning

and the sense ofthe ward, as 1illustrate it in Figure 6.
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Sema.tie ConteDt of tbe Word

DesignatingINominative
Function or Extemal Form
(Speech Phenomenon)

+
froc_ of11IiaidallMeaaiai

System of
Generalizations or Internai

.f-DEVELOPMENT1ZPD -. Foon (Thinking or
lntellectual Phenomenon)

Figure 6

Schematic place ofdevelopmentlZPD within the semantic content ofthe word

In bis book Thought and Language Vygotsky makes an anaIogy between the

zone ofproximal development and the developmental pattern ofspontaneous and

scientific concepts which runs between the internai and extemal Corms ofthe word. This

analogy could serve as a praofofthe previous suggestion that the symbolic place ofthe

ZPD could be between tbese two forms ofthe word. Vygotsky describes the development

ofspontaneous and scientific concepts between the speech and thinkïog phenomena (i.e.

between the extemal and internaI forms orthe word) in tbis way:

Pu.Tile .a,...... aoa"'" ......anca a.,. OCOIII_OCTII • DpoIIRCUI••OCTII
• DpoaOJlSU'l'a au.. JIPOPKfU ..., a ."....oro ODIiTa a DIIIPftIIOCTII.
Palune ca.'I'UDIX ••.,... ............ .,. "QftIIOCTII • , ..pa •
'-Tca • ........- If 8IICIIIIDl caolcnDl n..TIII: __ocn •
n,.,..••OCTII. c.a......, puaarhill ft'IIX .I8JX Il,or......o
................ c .ecoMII_OCT......"...ur C8GIO acr•••'1D
JIPIIPUY: ftO cr. aD. 10IIII __ImIlO puaaTD • U'rJU••aro ,.,...
pu8'l'D.

Development ofscientific concepts begins in the realm ofthinking and
consciousness and continues its path iDto the reaIm ofpersonal experience and
the concrete. Development ofspontaneous concepts begins in the realm of
concrete and empirical practice and moves on in the direction ofthe higher
properties ofCODCepts - thinking and consciousness. These two developÏDg in
opposite direction lines ue undoubtedly related to each other in the same way as
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the zone ofthe proximal development is related to the zone ofactual
development. (Vygotsky, 1996a, p. 264)

Thus, the trajeetory ofthe development ofscientific concepts lies between the

tbinking and consciousness, which reCer to the meaning ofthe word, and personal

experience and empirical practice, which reCer to the sense ofthe word Ifscientific and

spontaneous concepts are related to each other in the same way as the zone ofproximal

development is relatcd to the zone ofaetual development, it means that the

developmental path ofthe ZPD coincides with the developmental path ofscientific and

spontaneous concepts and also develops between the meaning and the sense ofthe ward

The analysis and schematie illustration ofthis conclusion is provided in the section

ZPD within the Functional Criteria ofthis cbapter.

"Between-Tme" and "From-To" Tme ofDevelopment

Though the place ofthe zone ofproximal development is schcmatically depicted

as a trajeçtory between the meaning ofthe word (scicntific concepts) and its sense

(spontaneous concepts), it is important to note tbat the developmcnt ofboth scaffolding

and socio-cultural interpretatioDS ofthe ZPD is not a straigbt line effortlessly moving

forward in linear fashion. On the contrary, spontaDeous and scientitic concepts develop

in opposite directions and bave complex relations. At the same lime as it often happens

with the two opposites, tbey complement each other.

The cbild could bave spontaneous knowledge on everyday concepts and use them

correctly in different life situations, but he/she may not be aware ofbislher own Bet of

tbinkin& i.e. how belsbe perceives the concepts. For example, it is diftieult for the ebild

to explain how he/she understands such everyday concepts, as the words "brother",
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"milk", '1iiend" though the child easily and correctly uses these words in everyday

situations. As far as scientific concepts are concemed, the cbild understands them in a

conscious way through instruction, but bas difficulty in applying these concepts to real

liCe situatioDS.

Being a true "son" ofhis time, Vygotsky gives an example with the word

"revolution", which was popular in Rossia in the thirtîes. Vygotsky writes that the child

can explain this concept, but cao't fulIy understand and bas difticulty in using it

(Vygotsky, 1996a). As Vygotsky wrïtes, "the weak points ofspontaneous concepts... tum

out to he the strong points ofscientific concepts and vice versa" [Cft. ...... cu••o

••,.... a.......... o-.....rca UMOI CTOPOIIoI ..'NIcmro ...Tat] (Vygotsky,

19961, p. 261). From the point ofview ofthe complicated chameter ofthe

developmental path within the semantic structure ofthe word, it is sooner a "between­

type" development tban the development "ftom - to". It is only after accomplishing a

complex and intricate pattern ofthe development between the sense and the meaning of

the word, tbat it is possible for the child to eventually "~coyer the distance" from the

extemal fonn orthe word 10 its intemal fonn, i.e. reach bis/ber optimal stage ofconcept

development and self..regulation. Thal is, "from - to" development CID he achieved ooly

tbrough accomplishing "between-type" development Within an educational perspective,

it is rather the complicated qualitative cbaracteristics orthe "between-type"

developmental pattem which are important, not the end-result with its quantitative

criteria, since the latter entirely depends on the former.
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Vygotsky empbasizes that the development ofconcepts is Dot a quantitative but a

qualitative process. In Vygotsky's view, this process is

......p••a.nau••o 01'...........1'...0 K JIIOIOMf

.....cnr ItCOIIIIat'ImUIX C8DII 'l'IIJI "1'U••oc:n. 01' .
IO'I'Oporo laUJOIIU'rCS ••.,.... crr ••.,..,....... n'I'UJIIft'YU ..
apoaec:coa K OIIocp&1CftC18111U C 110.-............UIIM.

a DeW, principally different, qualitatively not reduced to any quantity of
associative connectioDS type ofaetivity. The main distinctive
feature oftbis process is in the transition ftom direct intellectual processes to the
sign mediated OperatioDS. (Vygotsky, 19968, p. 133)

Here is an example ofthe contradictory, complex and at the same time

complimentary and harmonious "between-type" development ofthe ZPD witbin the

semantic structure ofthe word that Vygotsky provides in Thought and Language:

TUIDI 01...... MIICJI•• ca............... c CUIOfO -.ce ••
CQOI••IOIII ao UllOIIJ OIPUIIJ.• 1IDICn0M CIIIIC.H 0 CUla"" '1ft
....., ..... ~,.,.empli .pcrr• .,........... corMCOlU1loeT......
ao aoIIIJ ftPOIIIlIIO •• lIPUC'IUBft CGIoI JIPOeTGI'O aro~.
eTpOIIIU MIICJIII. lIoITcnIJ " MIICJI" lU l'OTC*IeDa""....... caya-r rOTc.oIlIIICD. MiJcI.. Il,.......C••
,...~ ftCa .....-.ra...o
CGIIP UOII. DCD'I'OIIJ' apoa• ...."...o _ lQIOIIec:cII
paaTU CMIICHIOI • 1."" CTopoIIIl ..... OIPUJIOT cno
....0 • cuy ... 1IPO'I'.......aI .upaulDaeTII.

Thus, ftom the very beginning tboupt and word bave major ditTerences. It could
be even said that they are sooner in opposition to each other than in harmony.
The structure ofspeech is not a mere ret1ection ofthe structure ofthought The
speech CID not be put on the tbougbt lite a dless. Speech doesn't reOect a ready­
made tbougbl When the tbousht becomes the speech, it undergoes reconstruction
and changes. The thoughl is not expressed by the word but made witbin the
word. That is why the opposite processes ofthe development of intellectual and
speech pbenomena become an indivisible entityjust due 10 their opposite
directiOD. (Vygotsky, 19961, pp. 307..308)

The "thougbt" in this quotation reCers to the thinkinwinteUectual phenomena or

internai fonn ofthe word The "word" refers 10 the speech pbenomena or extemal form

ofthe word. While the "tbougbt" reOects the meaniDg ofthe conce~ the "word"

retlects its sense..
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The content ofchildren's "between-type" development is a mental conflict

between the "word" and the "thougbt", or between the meanings ofthe words and the

senses children derive ftom these meanings through their practical application. It is at the

end ofthe "between-type" development along the trajectory ofword meaning that

objective "inflexible" meanings are reconciled with subjective "personal" senses.

Thus, the "between-tyPe" development could be understood as ''mutual

continuous adaptation", upon the completion ofwhich it is possible for the child to reach

hislher highest developmentallevel. That is, accomplish "from-to" development

ZPD within the Functional Criteria

It could be suggested that in the lipt ofthe functional criteria, the content of the

complex developmental path ofthe ZPD witbin the semantic structure ofthe word is

represented by the trajectory ofmeaniDg and functional elements, i.e. motivation,

reflecting individuals' needs problems, and goals. As 1bave illustrated in Figure 4 in

cbapter tbree, the trajectory ofmeaning with its functional elements ruDS between the

extemal formlsense of the word which represents the functiooal moment and is called by

Vygotsky "word"[CJlOIO], and its intemal formlmeanin& which represents the process of

thinking and is called by Vygotsky "tbougbt" [.....]. On the other bands the schematic

place ofZPD is also between the sense and meaning ofthe word (i.e. between "word"

and "thougbt"). It means tbat the trajectory ofthe ZPD witbin the word coincides with

the trajectory ofmeaning in its fi.mctional interpretation, as 1illustrate it in Figure 7.
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SemaDtie CODteDt of the Word
~

WORD
rUDctio... MoBltlltJSea.

DesignatingINominative
Funetion or Extemal Fono
(Speech Phenomenon)

~
TBOUGBT

Procea ofThialdaa/Meaaial

System of
~DEVELO'MENT1ZPD-+ GeneralizatioDS or Internai
within the trajectory ofmeaning Foon (Thinking or
motivation,problemslneeds,soal fnlellecrua/ Phenomenon)

Figure 7

DevelopmentIZPD within the semantic content ofthe word in the Hght
ofthe functional criteria

This is wbat Vygotsky writes about the complexity ofthe developmentlZPD

between "thought"/meaning or internai fonn ofthe ward and "word"/sense or extemal

fonn ofthe word, in reference to the functional criteriaofthe trajectory ofmeaning:

OnIom_. 1IIIc.D K U" cr. JIPI&U .-ro •• _ ... DpoIIec:c. ft'O
0l'Il0__' cr••_. ft ....ca K CI" • .,..,.0 - ft CI" a ....UII.
3'ro 0l'Il0._' II)IUC'rUDnca • CI8ft DCIIXOJI.............. au
........... apoIlec:c. unplll JIPOUDT ...pa pu tu • C'I"UJII. IIPftepD_
.. ft IO'I'OPIM DO ... CUIIDI~ IlpmllUUI MGI'JT
eMT '1'11 ~OII CMIIU' :nwo u .... Pa,....rca. :rro ••
8OIJlKl'IIoe s-a-TII ., 0 CUIGI'O DpoIIecca
......_ or MIICD a~ CT. ,... MiIU•••~ • ua-. .0
~ • CDaI....... MIIU. C'rplMllTa COUIIIIIIT. '1'1'0-'1'0 C •••oro.
JCftII~. 0'l'Il"_' ....., '1111-'1'0 ....ft...... MIICa. lIMeft ..........
,....-..~ ..... UGIOII. 1IIICa. _ou.ft IUJD-TO .,.auuo.""1'0 paIOI'J. ,.1Oft ""1'0...,. 3'ro~ MIICD ...,.uru au
.JI pu ua. lU JIIICD. ca .
ca MIIU•.

The word is related to the tbought not like objects are related to each other. The
relation between the word and the thougbt is a process. This relation is a
movement from the tbougbt to the word and vice versa· ftom the word to the
thougbt. In the ligbt ofthe psychological aualysis tbis relation could he described
as a developmeD1al process, wbich undergoes a numberofphases and stages,
wbich could he cbaracterizedas development in the very sense ofthis word. Of
course, il isn't an age but a fimctional development. Nevertheless, the
advancement ofthe process oftbinking mto the direction ofthe word is a
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development. The thought is not expressed by the word but made within the
word... Any thought tries to connect something witb sometbing, to establish
relations between something and something. Any thought unfolds in a movement
or tlow - in other words, any thougbt tùlfills a work, solves a task. This flowof
the thought is an inner movement, wbich develops tbrough a number ofstages,
such a transition ofthe thougbt into the word and the word ioto the thought
(Vygotsky, 1996a, p. 306)

With respect to the functional criteria, the development ofthe word betweeo the

sense and meaning, could be viewed and analyzed as the unfolding ofp(oblemslneeds

and goals within the trajectory ofmeaning. From an educational perspective, it couId be

understood in the following way: the child's conceptlconsciousness development can he

fulfilled and reach its bighest stage with the help of the teacher through the usage of

language! words; the tcacher's words (internai form/meaning ofthe word) play the role of

analytical units ofconcept/consciousness development, which shape children's

developmental trajectory ofmeaning (tbrough the interpretatioD ofteacber'5words). The

maturation ofthe word regulated trajectory ofmeaniDg is based on the development of

children'5 motivation, problemslneeds and goals.

Functional Interpretation ofZPD

My analysis ofthe ZPD in the Iight ofthe functional criteria ofthe

developmental trajectory ofmeaniDg could lead to the foUowing conclusion: the zone of

proximtll development is the difJêrence belWeen the child's understanding ofhis/her

motivation, needs, prob/ems, goa/s, etc. as providedby instruction through the linguistic

intervention ofthe leacher/adu/t andthe chi/dts active sponlaneous underslant/ing. This

way ofinterpreting the zone ofproximal development makes it necessary to review the

content and purpose of teaehers' instruction. Their instruction within the ZPD sbouId be
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based on an individual approach to teaching a10ng with studying chitdren's personalities.

This accounts for the fact tbat cbildren~s personalities play a major mie in the

development and maturation ofthe functional elements. It sbould be a collaboration in

the true sense ofthe word, between the cbild and teacher~ based on long-term rem/Is and

guided children's qualitative "between-type" development According to Vygotsky, it is

ooly tbrough analyzing and comparing various stages ofthe long-term pracess of

children's maturation that it seems possible to understand ditTerent patterns ofchildren's

development

Develop.entlZl'D, Word Regul.doD and Measure ofGenenlity

This part of the chapter is connected to Vygotsky~ s notion ofthe levels of

generalizations, which reach their bighest point in the intemal form/meaning ofthe word

which is called the system ofgeneralizations, and refers to the thinkinglinteUectuaI

phenomenon ofthe word or consciousness. For Vygotsky, it is only cbildren's ability to

generalize word meanings as weil as 0Perate with abstract meanings which could be

considere<! apurely human intellectual pbenomenon connected to High Psychological

FunCtÎons. In Vygotsky's view, functional practical thiDking which is tied to concrete

objects a10ng with children's needs, problems and goals, is connected to the Elementary

Psychological FunctiODS. Children's ability to generalize matures within the system of

generalizatiODS wbich develops witbin the word along the trajectory ofmeaning "on its

way" ftom extemal COtm ofthe word to its internai form. Thus, before the child masters

the system of generalizations, his/herconcepts are immature and helshe goes tbroush
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various developmental stages, discovering and rediscovering new meanings offamiliar

words:

•••• MOIIIIIT ,..... .aaro C.IOK 1IpOII-= ....,...~ DOU'rU
.........-.rca. a TUItD a'lllJl&ft'Ca. • IIOMIIIT a.,.........01'0 ,.....
... CJIOIO~T __ aoero ....,.... .0 _na .
• ft'O'r .tpII••apuIDl CJIGMM 1IOC'nII... u'i,.... pa."'1 IrQ

...._ apaaaJIT K cas CUIGI'O CIl". Ku ,.T TuCTCII. <CJIOIIO
aCN'l'll ...... nrro8O. ., fO'I'a. a• ..,.••• ft lU ......0 aOMnJllL
IITO a.aul aOll'n ~ .......... u .

...at the moment ofmastering a new word, the process ofthe development ofa
given concept is Dot over, but on the contrary, itjust starts. The child's fll"5t
encounter with a new word means not the end, but the begiDDing of its
development In the beginning it is always an immature word. Graduai inner
development of its meaniDg leads to the maturation ofthe word... As
Toistoy says, 'the word is almost always ready, when the concept is ready' despite
the common beliefthat the concept is always ready wben the word is ready.
(Vygotsky, 19968, p. 295)

Constant development ofcbildren's word meaning accounts for the faet that

cbildren's perceptions ofthe world more or less ditTer ftom adults' , dependiDg on the

development oftheir level ofgeneralizations or consciousness, i.e. children think in

immature concepts, as Vygotsky calls them. That is why the same words have ditferent

meanîDgs for children and adults. According to Vygotsky, meaning "reflects a certain

level ofgeneralization" [«..uer .......QIO MePJ "'OC'l'IP) (Vygotsky, 19961,

p. 277) and cbtldren's ability to tbink abstractly. Goal-directed funetional thinking within

CbildreD's needs and problems is called by Vygotsky Dot "meaning", but '~sense"

(Figure 7, chapter four). Vygotsky analyzes the above "relations ofgeneralization with

regard to other meanings" wben he introduces the notion ofthe levels or measure of

generality:

Ifwe imagine the totality ofconceplS as distnbuted over the surface ofa globe,
the location ofeveryconcept may he defined by means ofa system of
coordinates, correspondiDg to longitude and latitude in geo8l'lphy. One oftbese
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coordiDates will indicate the location ofaconcept between the extremes of
maximally generalized abstract conceptualization and the immediate sensory
grasp ofan object - i.e. its degree ofcoDcretization and abstraction. The second
coordinate will represent the objective reference oCthe concept, the locus within
reality to whicb it applies. (Vygotsky, 1987, p. 199)

Then Vygotsky continues:

JIoarora ...pcrra D.ans ........... UT. IIC'Cep _.
Dpucnu_ 0 JlPllpoae D-.ru c TOUll 1"'" MOMaT08 -
lUDN_ara ••• Uft MIICJIII • apucnu...oro apuIIeft.TRI
CUIIDI ....... IUDNaT•• CIII JIU .. 0ftI.._ 0I8III0C'I'II.
~ • .,. ........ JI DO na a DO
.., 3'ro IMICTO a.a'l'U. CIICft ftIII. OIQJUUS ero
auroroI purot. ft'O'r JIU. coupJIaJDIa • DOIIIDIaDa 11'0 on_.... C
ApynMII D_ftIIDIII. MIl ................ocn "'01'0 DOU'l'IIDO

The longitude and latitude ofthe concept taken togetber give the full idea about
the nature ofthe concept ftom the point ofview ofboth moments - the &et of
thinking and the object represented in the concept Thus, the two coordinates
comprise the junction ofail the variety ofrelations ofgenerality, represented by
the given concept at the point ofintersection ofthe longitude and latitude... This
place ofthe concept in the system ofail the concepts, detennined by its longitude
and latitude, this junction ofperceiving concept's relation to other concepts, we
cali the measure ofgenerality ofthe given concept (Vygotsky, 1996a, p. 274)

•
Thus, the wbole developmental path ofchildren depends on their level of

generalizatioDS. This connected to the system ofgeneralizations criterion ofcbildren'5

development makes it posSIble to have another look al their ZPD and the regulatory

function ofthe word.

Mini ZPDs within the Levels ofGeneralizatiODS

The above analysis of the system ofgeneralizations and cbtldren'5 development

allows me to assume tbat the interjection orthe lonBitude and latitude which represents a

mature concept is in the middle ofthe imaginaryglobe orcircle. This assumptiOD may

lead to the foUowiDg conclusion: the distance between any o/her interjections ofthe IWo
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coordinates around the middle ofthe circle and the central inteljection cou/d he

interpretedas the mini zone ofproximal deveJopment ofthe process ofgeneraJeation of

immature concepts. Thus, before the cbild reaches the system ofgeneralizations

represented in the internai fomt ofthe word, i.e. before cbildren cover their so-called

main ZPD, they go through a lot ofother D1ÏDi-ZPDs witbin the levels ofgeneralizations.

For example, ifa child knows the word "rose", (step 1) he/she calls aU flowers "rose, i.e.

helshe doesn't ditTerentiate among roses, tulips and other tlowers. It means that the child

doesn't understand yet the relations ofgeneralizatioDS between concepts. Later the chiId

reaches a higher level ofgeneralizations and (step 2) starts to ditTerentiate flowers

acoordïng to tbeir coJor, giving different names to the t10wers with ditTerent colors (ail

red flowers are roses, ail yellow tlowers are tulips, etc.). At the next level of

generalizatioD (step 3) the child sees the ditTerence among tlowers whicb have ditTerent

shape, etc. In the end, the child reaches such level ofgeneralizations tbat (step 4) the

meaning ofthe word he uses Cully corresponds to the object which this word represents,

i.e. when the cbild says "rose" belshe means rose and not just any flower, and when the

child says "tlower" he/she understands tbat Ibis word represents ail kinds offlowers

wbich CID have ditrerent fragrance, shape, oolor, etc. This is how through developing

their system ofgeneralizatioDS children's immature concepts become more and more

mature. Bach new step which the cbild makes in hisJber attempt to approach immature

concepts to the mature ODeS (steps 1,2,3..) could he considered as a mini-ZPD. Step 4 is

the som orthose many mîni-ZPDs. The necessary condition for children'5 succeeding in
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mOVÎDg forward within the system ofgeneralizatioDS is the linguistic Mediation ofthe

teacher, adult or more experienced peer..

According to the previous discussion, the trajectory ofmeaning ofthe semantic

structure ofthe word "paves its way'" to the internai formlmeaning ofthe word, i.e.. to the

mature concept or consciousness, within the system ofgeneralizations. It is the levels of

generalizatioJlS the child reaches wbile gorng througb bislher stages ofdevelopment

which regulate and shape the development ofthe functional clements along the trajectory

ofmeaning. It is due to reaching a higher level ofgeneralization that the child takes one

more step in the development ofhislher concePt formation and functional elements. In

other words, the very trajectory ofme&DiDg with its funetional elements develops along

the longitudes and latitudes ofthe system ofgeneralizations. 1made this assumption

since it is an inevitable conclusion trom Vygotsky's theory, wbich posits that

...... 08....... lU CS---' JCftII--......... 'l'..-na uyx

........ lCHae CJ&UIID • ~K""'" JIPUIIo.DanIOT oapuu-­
CTPJli'pa.~... DO Cfta ............ponr D.ftd.... DOlTO'"
............ C .,aaa_..aI CJ'OPODI .pue.aft ... COMQIDIOCT•
......... ....... IIIICD C -.ut a..,.....

such mental acts as comparisoD, identifying the difference and equivalence
between two thoughts, any opinion orjudgment presuppose a certain structural
movement aloog the network ofthe longitudes and latitudes... From the
functional point ofview, the measure ofgenerality determines all the total
combination ofaets ofthinking regarding the given concept
(Vygotsky, 19961, p. 276)

Thus, the trajectory ofmeaning ofthe ZPD with its functional clements retlects a

certain level ofgcneralizations.
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IDiplieatioDI for Sebool Currieulum:
Tbeontie•• Penpeetive

Ta draw some conclusions ftom the previous sections for the development of

schoal curricula, 1will continue to analyze the regulatory function ofthe wor~ its

functional elements and system ofgeneralizations. This analysis combined with the

investigations on Vygotsky's majorconcepts made in this cbapter, cao have a direct

influence on and the implications for the research on ESL teaching and leamiDg within

Vygotskian Schools ofThought in Russia and abroad.

Education and Language

To analyze the role ofeducation in children's conceptlconsciousness development

and speaking, 1sum up sorne major steps ofmy inquiry mto Vygotsky's theory

concemîng the regulatory fimction ofthe wor~ its funetional elements and system of

generalizations.

When 1analyzed the semantic structure ofthe word, [showed that children's

concept development and the development oftheir functional elements are unfolding

along the trajectory ofmeaning, regulated by the tbiDkiDWinteUectuai pbenomenon ofthe

word It is the word meaning that stimulates cbildren's concept development and the

development oftheir funetional elements. The, the first question is: What speeds up

chi/tiren'a advancement a/ong the trajectory ofmeaning or chi/dren 'g

concept/consciousness deve/opment? From the ftmctional point ofview, it is the

development of junettonal elemenls, Le. children's problem-solving abilities which they

employ to reach their goals. It'5 through settling the contlicts ofchildren's motives,
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choices, attitudes, desires, needs, etc., that it becomes possible to promote their

development and lift the child to a new developmental stage within its system of

generalizations, then on the next one until helshe develops a mature concept and acquires

a conscious approach to hislber understanding ofthe world Thus, the development of

children's fuDctional elements, or children's problem.solving abilities t speeds up the

development ofthe trajectory ofchildren's word meaning, i.e.

[fua.'""lIItI)-+[_eaaial1. On the other band, il is the word meaning which

regulates the development ofconcepts and functional elements, as it bas been analyzed

hefore, Le. (...iall-+(ruadioall ......).

The answer to the question may be that the word meaniDg speeds up'regulates the

development ofthe functional elements, wbich speed up the development ofthe word

meaning. This could he put in another way: the word meaniDg speeds uplregulates

children's conceptlconsciousness development with the help ofthe word-regulated

functional elements, Le. word meaniDgIIanguage stimulates the development of the word

meaningllanguage with the belp ofword.regulated functional elements -

(_eaDÎDII-.(f.actiou"'.tI)-+(_eaaiD.1 or eaDi•• -'u.ctioaa."eats -

.........ial·

This raises asecond question: How couldmeaning-[unctional elemenls-meaning-

unit be interpreted in the con/ext oftllree types ofrep/alion andsemanlic structure of

theword?

As 1bave analyzed it in tbis cœpter, language and words regulate children's

conceptlconsciousness development and the functional elements (children's problem.

l
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solving abilities) twice. First, the child is regulated by the speech-regulation. then - by the

meaning-reguiatioD before he/she reaches the highest level ofregulation, i.e. self­

regulation. The social enviromnent or sense-regulation. sets forth and regulates by means

ofwords the speech phenomena ofthe word, or the functional elements ofthe word. The

speech phenomena reCers to the nominative functionlthe extcmal form ofthe word. It

regulates spontaneousleveryday concepts at the immature stage ofthe development of

children's motivation, problems/needs and goals. Startïng ftom this stage, children's

funetional elements spurred by the verbal social environment, continue their

development goder the regulation ofwords a10ng the trajectory ofmeaning ofthe main

ZPD within the minï-ZPDs ofthe system ofgeneralizatioDS. That is, word meanings

regulate and stimulate cbildren's problem-solving abilities at every stage ofchildren's

development. This type ofregulation could be referred to the developmental path ofthe

trajectory ofmeaning. It is called meaning-regulatioD, as it bas been previously analyzed.

The final product ofthe word regulation is a well-developed system ofgeneralizations,

Higher Psychological Functions/cousciousness and mature concepts. This highest level of

regulation is called self-regulation. Self-regulation could refer to the internai fonn ofthe

word or inteUectuai pbenomenon. Thus, the tbree types ofreguiatioD, i.e. speech­

regulatioD, meaning-regulation and self-regulation could correspond to the extemal form

ofthe word, its developmental trajectory ofmeaning and, tinally, to the internai fonn of

the word accordingly, as 1iUustrate it in Figure 8.
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Development within the semantic content ofthe word as compared to the development
within the tbree types ofregulation

Figure 8 graphically shows howthe context fits in within the semantic content of

the word and tbree types ofregulations. As 1bave anaIyzed in chapter tbree, it is the

social environmenl which is understood as a verbal situationlcontext and within which

such important contextual functional elements as problemlneeds, motivation and goal

"are born". The development ofthese fimctional elements depends on children's personal

cbaracteristics. Sïnce il is cleu ftom Figure 8 that the social environment is connected to
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the functional momentlextemal form ofthe word, i.e. word sense, we can assume that

witbin the semantic structure ofthe word the context fits in with the designatingl

nominative functions ofthe ward

For Vygotsky, it is the language ofthe social environment. i.e. the speech

phenomena of the word and everyday concepts which regulate children's concept

formation at the preschool age. (When children go to schoal, the unsystematic

functionallpractical social environment plays thoup an imponant, but still subordinate

role, as 1bave analyzed in cbapterthree. The main role in cbildren's concept formation at

schaol is played by the systematic teschers' instruction combined witb discussions

among peers.) In other words, it is the pragmatic "communicative function ofmeanings"

within the speech-regulation ofthe word with the help ofwhich children first develop

their problem-solving abilities or functional elements. Vygotsky writes in tbis respect:

D-.ne ........0 III CI_ ......._ • II_na._ 0 ... pnaal'O
................... cpaecl'M1iiiiDI. .-.rpu...... ..-rroM J1WO
DpOII", .--.. .. OCII..... PlCCM&TPJII&TItCa lU JIPOIInaa...• lIJ'O'IDa
~ .-D'III. _ftCS -- JIIftPIU- CIl'"
tpau...... JIPIIM8II- ..,. cpucona oepuoMIID u"1'II1

A concept can't exist without words, and tbinkiDg in concepts can't exist
beyond verbal thinking. The Most important, new and central moment ofthis
process tbat can he considered as a generative cause ofconcept maturation, is a
specifie use ofthe word, i.e. the functional use ofthe sign as a means of
developing concepts. (Vygotsky, 19968, p. 131)

Thus, Vygotsky's theory aHows us to identify two types oClanguage/word

meanings that account for the language regulated cbildren's concept development and the

development oCthe functional elements. The first type oCword meaning retlects

children's tbinkiDg witbin the functiOD8l pragmatic aspect orthe word wbich corresponds

to its speech pbenomeno, replatedby the verbal social envïronment This meaning
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càuld he called "speech-meaning". "Speech-meaning" regulates children's functional

elements at preschool age, i.e. [...... meuia.I-+(ftalldiHal...al. The second type of

meaning ref1ects children's ability to think abstractly within the system of

generalizations. This second type ofmeaning is called in the tbesis "meaning". ft is

maturation ofchildren's "meanings" with the assistance oftcachers and peers, which

leads to children's thinking in concepts and self..regulation. "Meanings" are regulated by

the teacher's1adult's instruction/words. Without the leading role ofthe "meaning" in

children's conceptlconsciousness development, it would he very difficult or impossible

for the child to transfer nom the practica1lempirical thinking within the social

environment and funetional paradigm aimed at satisfying children's everyday needs, to

tbiDkiDg in concepts. After the transition ftom the larger verbal social milieu into the

systematic school environment, pragmatic uspeech meanings" (everyday concepts) and

stimulated by tbem functional clements, are govemed by the "meanings" within the

system ofgeneralizations (scientific concepts), [...ÙIII-+(...... meaaÙlII-+(r.adioul

.....tli. Wbile heing regulated by the "meanings" within the system ofgeneralizations,

"speech meanings" continue to regglate the development offunctional elements whicb,

in their tum, regulate the development of"meaning", as 1bave shown earlier, i.e.

(.....)-.(..........iIIIJ-.(...IIdio.......)-+(.....1. The end result ofthis chain of

regulated processes is weU developed cbildren's "meaning" which results in attaining

cbildren's self:regulation and independent verbal thinking in concepts. Thus, wbile

"meaniDg" develops within the system ofgeneralizations and retlects children's level of

Riper Psychological Funetions, "speech meaning" develops within the unsystematic
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empirical relations ofthe verbal social environment and reOects children's level of

Elementary Psychological Functions, as 1illustrate it in Figure 9..

HlGHER PSYCHOLOOICAL ELEMENTARY PSYCHOLOGICAL FUNCTIONS mGHER PSYCHOLOGICAL
FUNCTlONSICONSCIOUSNESS FUNerIONSICONSCIOUSNESS
(Scicalific Coaœpu lDd (Spont'fMIC1IJS Conceptsad UosysteIDIlÏc Empirù:aI (Scienâfic ConceplS lDd
Systlllll oCOcueralizaûoas) Rclatiœs) System ofOeDeralizatioas)

LANGUAGEISIGN nJNcrJONAL ELEMENTS LANGUAGEISIGN

1....1 .... 1.........1-. (functiouI......1 .... 1.....1

Figure 9

The content of language-through·language development

The question arises: What providesfOr using the language as a loo/for

deve/oping chi/dren 's concepts and reaching Ihe highest /evels ofchi/dren 's zones of

proximal deve/opment through allaining a higher /eve/ ofgenera/éations? It is a

systematic approach to developing concepts as Vygotsky explains it in Thought and

Longuoge:

...JCauoI CTp,.i,,, ........ caoneTCra,n c:-. CD CllCTe.

on.........GCft • CHf ..-.0. ftO 01 ft"a",.. ••
MGI7T •• IIUUIIT'" 01 CIICftMI on...- CIC1'8 ...., C08OI.
caua.TU"o. CT"_"" coor.l'Cr.,.r • caoa
caea CIIC'NMa au. ••• IIPII 01 ftP,.i,,, ........ 011......
......_ CIIC'NIIII a-.na C'I'OII'l" • DOII O'l'IIO_ & anaTJ.••
Dr" _ ....,. ,. CIIC'NMf. On_ UO. CUI'i'OD &
JIPUMftf , ,.. ...,. _ aaa cpaIal -). ~ ,

,...a -.... 1ft O,.,.,..TCa...,...O CIICftMII •
a_ana TO.DID -=-.~...,CUIIDIII
.......-ruar. 'r.•• :nmapn ~ - rocaucno ..... .aIcnD •
.....1 caad ao 'r lbIIcn c CIIC'NIIOI
....18IDT 0lIl018_ a-..na & aaanuM. ODac:pucnoaanOl on .
• -..na Ir ......... ..,. _ 0l'Il..- E apynM JIOU'I'IIDL De'I' _a_
... on..-e a-.nl Ir 0ftIftJ: • a.ftDX CftllCIM'fa .....
ua..............

.... Each generaliDtion structure corresponds to its own system ofrelations of
generality, since generalizatiODS ofdifferent structures œfer to difTerent systems
ofrelations ofgeneralizatioD.. Thus, each generalization structure corresponds to
its own specifie structure ofpossible logical intellectual operations.... Witbout the
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system the concepts are in ditTerent relations to the object tban when they are part
ofthe system. Ifthe cbild doesn't knowthe words "rose", ''violet'', "lily", he
understands the relation ofthe word "Oower» to the object in an absolutely
ditTerent way as compared ta the child who Imows these words. Without the
system there CID he ooly those relations within the concepts, which are
established between the objects, i.e. empirical relatioDS. It accounts for the
domination ofthe logic ofaction in the carly childhood. The system provides for
the relations ofconcepts to concepts, concepts to objects through concepts'
relations ta other concepts, it provides for a practically different relation ofthe
concepts to the abject: concepts provide for the relations which are above
empirica1. (Vygotsky, 19961, p. 284)

Spontaneous or everyday concepts, represented in the extemal formlsense ofthe

word, are not included ioto the system ofgeneralizations. They develop within the speech

phenomenon ofthe ward, which is regulated by the verbal social environmenl Scientific

concepts, represented in the thinkin&,intellectual phenomenoD ofthe word, are directly

involved ioto systematic relations ofthe system ofgeneralizations. Figure 9 graphically

illustrates this idea. It shows that unsystematic spontaneous concepts within the sense of

the word can he included ÎDto the system8tic relations leading to a mature concept only

under the regulation ofscientific concepts witbin the meaning ofthe word.

There also arises a relatcd question: Whot pral/idesfor the deve/opment ofthe

systemalic relations in the process ofchi/dren 's concept maturation or how the

syslemalic relations ofthe scientific concepts are introduced into the chi/d's wor/dof

spontaneousleveryday concepts? For Vygotsky, it is the education, instruction, teaching

tbat promote cbildren'5 development ofthe systematic relations betweenlamong the

concepts. It is the zone ofthe proximal development ofthe child along which helshe

develops in collaboration with the teacher/adult. who introduces scientific concepts to the

cbild through"the relations ofgeneralization between concepts wbich are established in
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the pracess ofeducation" [ce a JC'lU.....MIIX. apoaecce .,.._.

0'l'Il"'- "'GemI ....., ftIDGP] (Vygotsky, 19961, p. 287). The above

accounts for the fact that teacher's instructionllanguage bas a well-developed word

meaning within the system ofgeneralizatioDS, which CID regulate and stimulate the

development ofchildren's immature "speech meanings" or elementary psychological

lunctions, i.e. [-eaaâIII-+[I...II 11-+[1.8.'".....I-.(.euÎIIII.

The Role ofInsttuction

As 1have previously analyzed, the ZPD develops between the speech/word sense

and intellectual phenomena/word meaning, representing spontaneous and scientific

concepts accordingly, wbich develop in opposite directioDS. It bas a1so been shown that

they have major ditTerences and complex interrelatioDS. Their mutual hannony could he

reached only over a period oftime through a "bard work" under the guidance/instruction

ofthe teacher/adult. That is, "the structure ofspeech is not a Mere retlection ofthe

structure oftbought...the speech can't he put on the tItought Iike a ready-made dress..."

and finally, "'...the thought is not expressed in a word, but made within a word"

(Vygotsky, 19961, p. 308.). In an attempt to scbematically retlect acomplicated

"between-type" concept development, the developmental arrow line aloug the trajectory

ofmeaning from the extemal to the internai fonns ofthe word bas two tips in aU the

figures, pointing ioto opposite directions (+-DEVELO'MENT1ZPIH). While the cbild is

regulated by the instruetionlteacher's language and advances from the active spontaneous

lœowledge and empirical relations ioto the direction orthe ''meaning'' ofthe word and

scientific concepts (~), the teacher approaches the abstract meaning ofthe scientific
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concepts to chtldren's senseleveryday concepts, i.e. "speech meaning" (~). This is how

Vygotsky's coUeague Zalkind descn1Jes tbis cooperation between the teaeher and the

chtld, leading to developing a qualitatively new thinking by the child (++):

...there should be the inner unity between the teacber and the pupil as wcU as
understanding each other's feelings and intentions. Upbringing and education is
a process ofmutual continuous adaptation of the both sides, in which the role of
the most active, initiative part is played in tum by the teacher and the child
(zaIkind, 1930, p.l96)

The end result ofthe teacher-child cooperation is accomplishing "ûom-to"

development through "between-type" development The aim ofthe "between-type"

development is to reconcile "the opposite processes ofthe development of intellectual

[scientitic concepts) and speech (spontaneous concepts] phenomena... wbich...become an

indivisible eonty just due to their opposite direction" (Vygotsky, 1996a, p. 308).

Reaching barmonious relations between scientific and spontaneous concepts, i.e.

between life ("speech meaning") and school knowledge ("meaning"), or between the

empirical subjective sense, children draw from instruction and the objective meaning of

instruction witbin the systematic school education. The relations between everyday

practical knowledge and instruction could be summed up in the following way: the

teacher introduces scientific concepts tbrough instructÎon/words by approaching the

"meanings" ofscientific concepts to the senselunderstanding ofchildren, i.e. to the

spontaneous concepts (+-). For example, the teacher could compare already mentioned

retlecting the Soviet reality scientific concept "revolution" to the destructive

thunderstonn after which there appears a beautifùl raiDbow to show how destruction

could lead to the creation orthe new. Tben, abstract, theoretical and alien to children's
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understanding, scientifie concepts establish harmonie relations with the "full oflife" and

everyday experience spontaneous concepts (+). For example, the teacher cm spend some

tinte giviDg ather examples trom reallife situations, illustrating the word "revolution"

and askiDg ehildren to give their own examples till it is elear that cbildren feel or "sense"

tbis abstract word. It could he done in the Corm ofquestions and answers, dialogue or

play. After establishing the "diplomatie" relations between spontaneous and scientific

concepts, there is made a qualitatively new combinatioD, consisting ofthe elements of

meaning and sense, which continues its development along the trajectory ofmeaning to

the thinkiniVintellectual phenomena ofthe word (-.). On the way back to the internai

form ofthe word, the "meanings" ofthe words are filled with the "life energy" of

"speech meanings"/word sense and reBect children's personal attitudes, desires, needs,

choices, preferences, emotions. At the end ofthe process ofdeveloping Higher

Psychological Funetions through complimenting scientific concepts with everyday

concepts, the child is able to understand and use words correctiy in an appropriate life

context. According to this, the previous scbematic depiction of children'5

developmentlZPD as ~, could he cbanged into c;, as 1illustrate it in Figure 10.
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SeDla.tie COBtemt of the Word

DesignatinWNominative
Function or Extemal Form
(Speech Phenomenon)

....DIVELOPMINT1ZPD ....
.j, witbin die njcctœy of.-aiDI
Jo moIi\'llica.pmbIcms/DeedI,p

.... ... ...

Figure 10

~
TROUGHT

.... of nia"llMeaDial
E .-II

System of
GeneralizatioDs or Intemal
Form (Thinking or Intellectual
Phenomenon)

Children'5developmentlZPD witbin the regulation ofthe word meaning

The above analysis ofthe regulatory function ofthe word meaning within the

educational curricula grapbically demonsttates the leading role ofthe teaeher's

instruction within the systematic relations ofscbool environment in the process of

children's development 1Ddeed, ifthe development ofimmature children's "speech

meanings" could be regulated only through the "meanings" reflected in the system of

generalizations, then teacher's iDstructionllanguage having a weil developed "meaning"

within the systematic relations orthe system ofgeneralizatioDS, could be the best means

ofspeeding up cbildren'5 conceptlconsciousness development

To mlke the final analysis ofthe leading role ofteaeher's instruction in children'5

development, it seems interesting to compare Figure 9 and Figure 10. The result oftbis

comparison is ülustrated in Figure Il, where "meaning" is [m), "speech meaning" is [sl

and functional clements are [t].
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System of
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motivatiœ,probJcms.inlleds..l

III -+ (-I+[lt·lfI+[-) -+

Figure Il

Relations between "meaning" [ml, "speech meaning" [5] and funetional elements ft]
within children,s ZPD

Thougb 1illustrate in Figure Il the leadiDg role ofteachers' instruction in

children's development, [don't intend by any means to downplay the importance ofthe

mediating role ofpeers, i.e. when more capable peers contnbute to other children's

development For Vygotsky, discussions amoDg peers is an essential part oftheir

developmenl The leadiDg role ofteachers must he limited to guiding and directing pupils

thinking in their search for the answers.

Su•••ry .ad CODclusioDI

In tbis chapter 1analyzed the concept of regulation and introduced three types of

regulation: speech-reguiatioD, meauing-regulation and self-regulation. 1a1so showed tbat

the child's level ofreguiatioD serves as the mtetion ofthe development ofbislber Higher

Psychological FunctioDS (coDSCiousness~ thinking). Fully mature consciousness ret1ect the

highest type ofregulatio~i.e. self-regulation. 1schematically depieted how the
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functional elements fit in within these three types ofreguiatiolL 1examined in more

depth the zone ofproximal development and came up with two interpretations ofthe

ZPD - functional and mini-ZPDs within the levels ofgeneralizatioDS. 1made an anaIysis

ofthe trajectory ofmeaning ofthe ZPD witbin the development ofthe ward in the

context ofthe "speech meaning" and 'ineaning" or spontaneous and scientific concepts.

It allowed me to elaborate on the role ofthe tcacher in children~ 5 maturation and how

teacher's words (instruction) can lead children's development 1also emphasized the fact

that teacber-pupil communication is beneficial for both parties. Despite the faet tbat

teachers~ instruction leads children's development, in the long run, it is both teachers and

pupils who leam and develop in the process oftheir communication (though in a

different way). As 1bave quoted above, "upbringing and education is a process ofmutual

continuous adaptation ofthe both sicles [tcachers and children], in which the role ofthe

MOst active part is played in turn by the tescher and the child" (Zalkin~ 1930, p.I96).

The qu~"1ions [ posed al the beginning ofthe cbapter could he answered in the

following way:

1) What are the relations between the concept ofregu!ation. functional elemenls

andconcept/consciousness?

There bave been siDgled out three types ofregulation: speech-reguiatioD,

meaniDg- regulation and self-regulation. The first type ofregulation is provided by the

verbal social environment (within the sense/nominative fimction ofthe word). The

second - by the teaehers'ladults' languagelwords (witbin the meaninwsystem of

generalizations ofthe word). The third highest type ofregulation - self-regulation - is
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Higber Psychological Functions and consciousness. Selt:regulation makes it possible for

the cbild to regulate hislber inner processes with the help orthe thinkinglintellectua1

phenomeDOn ofthe words without any verbal belp from outside. Tbus, in the beginning,

the functional elements develop witbin the social environment; taler they are subjected to

the second type ofregulation, provided by the teacher/adult language meaninWwords.

Through the verbally" guided" development ofcbildren's functional clements, or

problem-solviDg abilities along the trajectory ofword meaning, they reacb their highest

level ofregulatioD • self..regulation.

2) What is the schematicplace ofthe ZPD within the semantic structure ofthe

wardandfimetional criteria?

The schematic place of the zone ofproximal development within the semantic

structure ofthe word and funetional criteria is between the sense or nominative rorm of

the word representing its functional aspect, and its meaning or thinkinwintellectua1

phenomenon ofthe word.

3) Whal could he the charaeter;slics ofthe deve/opmental pattern ofthe ZPD

within the semantie strueture ofthe word?

The dynamics ofthe developmental pattem ofchildren's ZPD is uneven and

variable. It could he analyzed and understood only over a period oftime. According to

Vygotsky, a ftagmented approacb to analyzing children's development cao't provide an

objective pieture oftheir bebavior.
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4) What impact could the[unctional criteria have on the interpretation ofZPD?

The analysis of the functional criteria within cbildren's zone ofproximal

development could lead to the foUowing functional interpretation ofthe ZPD: the zone of

proximal development is the ditrerence between the child's understanding ofbislher

motivation, needs, problems, goals, etc. as provided by instruction through the linguistic

intervention ofthe teacber/adult or more capable peers and the cbild's active spontaneous

understanding.

S). Wha/ impact could the measure ofgenera/ity hme on the interpreta/ion ofthe

ZPD1

The investigation ofthe zone ofproximal development within the measure of

generality allows us to look at the ZPD as consisting ofmini-ZPDs within the levels of

generalizations.

6) What cane/usions could be mtlde with respect la wordregu/ation. measure of

generality andfunctional criteria within the educationalperspective?

There could be made the foUowing conclusions witbin the educational

perspective concemîng word regulatioD, measure ofgenenlity and functional criteria

Cbildren's maturation depends on the development ofthe trajectory ofword meaning

within their zones ofproximal development, i.e. on the teacber-child verbal

collaboration. On the one band, the trajectory ofword meaning witbin the ZPD depends

on the development ofthe funetional elements, i.e. cluldren's problem-solving abilities,

which are connected10 such children's emotional and motivational factors as their

motives, choices, attitudes, needs, desires, ete. On the otber, the development ofthe
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functional elements within the sense ofthe word is regulated by the language within the

word meaning. In other words, the development ofthe trajectory ofword meaning is

stimulated by the functional elements. At the sante cime the functional clements are

stimulated and regulated by the ward meaninp. These complex relations could he

interpreted as a recursive process: Language meaning-Funetional Elements-Language

meaning. Thus, children'5 concept development is regulated by the language meanïng

provided by teachersladults througb developing cbildren's problem-solving abilities

within practicallempirical tbinking. It is the systematic approach to developing concepts

witbin the system ofgeneralizations, which provides for using the language as a tool for

cbildren's maturation. And, finally, it is education/instruction which provides for

developing the systematic relations in the process of teacher-cbild collaboration.

7) What are the relations between the three types ofregu/ation andsemantic

structure ofthe word?

The regulation by the verbal social environment ("speech-regulation")

corresponds to the designatinglnominative Corm ofthe word representing its funetional

aspect or word sense. The regulation by word meaninp with the verbal help ofthe

teaeher/adult as a means of$Olving a problem or reaching a goal (meanïng-regulation)

corresponds to the trajectory ofmeaniDg ofthe concept developmenl And self:regulation

corresponds to the intel1ectua1 pbenomenonlintemal fonn ofthe ward, which is Cully

developed only witbin the systematic approach ofschool education through the

instruction ofthe teacher.



88

Research question 1.2.

How can Vygotsly ts major concepts ofregulation anddevelopment/ZPD within

the[unctional criteria be interpretedl'am an educationalperspective?

This question could be bave the foUowing answer:

From the perspective ofthe functional criteria, the concept ofdevelopmentlZPD

could be interpreted as the development ofchildren's problem-solving abilities, i.e. their

motivatio~ problems, needs, goals. The development ofthe problem-solving abilities of

children is liDguistically regulated by the teacher/adult and capable peers. Within an

educational perspective and functional criteria, the relations bet\Yeen the concept of

regulation and developmentlZPD could he retlected in the so-called functional

interpretation ofthe ZPD: the zone ofproximal development is the ditTerence between

the child's understanding ofbisihermotivatioD, needs, goals as provided by instruction

through the linguistic intervention ofthe teacher/adult and the child's active spontaneous

understanding. Thus, according to the functional interpretation ofthe ZPD, the regulation

ofchildren's behavior by the teacher should be based on developing children'5

personalities, since children'5 problem-solving abilities are directly connected with such

personal characteristics as children's personal preferences, tbeir attitudes, preferences,

choices, desires, etc. The above requires tbat there should he applied a professional

criteria to teacbers as MediatOrs ofcbildren'5 personalities. Since the schematic place of

the functional developmentlZPD witbin the semantic structure ofthe word is between the

meaniDg and the sense ofthe ward, i.e. between the scientifie and spontaneous concepts

accordinglYt it is teaebers' respGDSlbility to settle the contliet between the meaniDgs of
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objective scientific concepts and subjective senses ofeveryday concepts. Thus, the verbal

regglation by teacbers ofchildren's developmeDt along the trajectory ofmeaning, is a

long-term process, since children undergo an uneven pattern ofdevelopment, full of

contlicts and contradictions.. "To coyer the distance" ûom the speech-regglation to self­

regulation, children go tbrough a lot ofmini-developments or mini-ZPDs, regulated by

the system ofgeneralizations within the main ZPD. Bach ofthese mïni-ZPDs is a

miniature problem-solving situation, tbat bas to be solved with the verbal help of the

teacher and/or peers, i.e. tbrough the regulation ofthe word meaning. To Cully understand

the complex pattern ofcbildren'5 maturation within an educational perspective, it seems

more important to look at this process ftom the point ofview ofthe "between-type"

development than the development "from-to". In other words, from an educational

perspective, it is more important to concentrate on the qualitative process ofchildren's

development UDder the Iinguistic regulatioD ofthe teacber/adult than on the quantitative

results oftbis development, since the latter entirely depends on the former.
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Chapter Five

Russ•• VYI0tsIdaD Schoo. ofTboulht

In this cbapter l present a theoretical examination ofthe Înterpretation by

Vygotskian Russian followers ofthe most controversial issue in Vygotsky's theory ­

theory ofconsciousness which bas become known as Activity Theory. This theory deals

with the main features or generators ofconsciousness. Wbat underlies the conscious

understandiDg ofreality, reacbed in the internai form ofthe word or the intellectual

phenomenon ofthe word? Wbat are the driving forces or generators ofthe development

ofcbildren's Hiper Psycbological Funetions? What is the analytical unit of

consciousness? 1have investigated these questions in detail in cbapter four wbich

examines Vygotskian major concepts ofregulationlconsciousness and developmentlZPD

witbin the funetional criteria.

The purposes oftbis cbapter are to identify and analyze the main features of

Vygotsky'5 Activity Theory or the theory ofconsciousness, and to compare Vygotsky's

Aetivity tbeory with its interpretation witbin Vygotskian School ofThougbt in Russia on

the basis ofthe analysis 1bave made in cbapters tbree and four. 1also examine Russian

interpretation ofVygotsky's Activity theory within the same ftamework tbat 1introduced

in cbapter four (i.e. with regard to Vygotskian concepts ofregulation, consciousness and

development). Inaddition, 1investigate how Vygotskian School ofThought interpretes

the foUowing two issuesanal~ in cbapter four: the role ofthe language and functional

criteria in cbildren's developmenl
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The interpretation ofVygotsky's theory by bis Russian foUowcrs is represented in

this chapter tbrough the writings ofbis official successor in Russia, A.N. Leontiev, who

bas been the leader ofthe Russian Vygotskian Scbool ofThought siDce Vygotsky's

death. 1tbink, understanding of A.N. Leontiev's development ofVygotsky's major

constructs gives the best idea ofthe theoretical stance adopted by the Russian followers

ofVygotsky.

This cbapter addresses the first main research question

What are the similarities anddiffèrences helWeen Vygotsky 's ideas and the

interpretation ofhis theory by the leader ofRussian Vygotskian School ofThought,

A.N. Leontiev?

and research sub-question 1.3.

Whal are the mainjèatul'es ofYygotsky 's Activity Theory?

Mlin Fe.tares olVygouky'. Aetivity Theory

1singled out the following main features ofVygotsky's Activity Theory or theory

ofconsciousness: developmental or genetic explanation ofindividual experience within

the concept ofdevelopment, the social cbaracter ofcbildren's concept formation within

the socialas~ and the mediated nature ofchildren's development within the concept

ofmediatioD. These tbree features or generators ofcoosciousness development are

directly connected with the mie the word plays in the maturation ofchtldren's concepts.

Developmental or genetic explanation ofindividual experieoce by Vygotsky is

based on Marx and Engel's bistorical materialism wbich empbasizes historical analysis.
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What unites various ways ofanalyzing Vygotsky's concept ofdevelopment is the

assumption tbat human Higher Psycbological Functions can be explained only through

examining their origins as opposed to simply describing tbem. Thus, when Vygotsky

writes about exarnining a cbild's development, he means a long-term investigation

revealing genetic roots ofa child's behavior. In Vygotsky's view, the genetic factor is the

only source leading to the regulation, sbaping, explanation and understanding ofthe

development ofcbildren'5 Higher Psychological Functions. Cole and Scribner write in

tbis regard that

...when Vygotsky speaks ofbis approacb as ~developmental,' this is not to be
confused with the theory ofa cbild's development The developmental method, in
Vygotsky'5 view, is the central metbod ofpsycbologjcal science. (Cole et
Scnbner,1978, p. 7)

One ofthe Corms ofa developmental or genetic approach is concemed with

ontogenesis, whicb is understood in Soviet psychology as "development ofthe main

features ofthe individual psychic in the cbildhood" [ctoP......... oeil'" crpJ&1 JP

1ICDU11 ........ ft'I.... en M'I'C'I'Iat] (petrovsky et Yaroshevsky, 1990, p. 250).

From an educational perspective, this form ofdevelopment bas been analyzed in chapter

four wbicb examines difTerent interpretations ofchildren'5 zones ofproximal

development (including funetional interpretation ofZPD and mini-ZPDs within the level

ofgeneralizations) in ontogenesis. Long-term genetic explanation ofcbildren'5 bebavior

in ontogenesis bas been also analyzed incbapter four by introducing the idea ofthe

"between-type" ofdevelopment as opposed to the "from-to" type ofdevelopment

According to Vygotsky, genetic analysis should also be c:oncemed with cultural

and historical data in phylogenesis. In Soviet psychology tbis is understood as "the



93

process ofdevelopment and evolution ofthe fonns ofconsciousness in the course of

human bistory'~ ['11Q10111CC IOIUD.........._ taPII .... IICTOpu

......ecna»] (petrovsky & Yarosbevsky, 1990, p. 428). Cultural and bistorical analysis

plays such an important mie in Vygotsky's theory ofthe development ofHigber

Psycbological Functions, tbat it is often called aucultural-historical"

['1&J••'l'JPII••cropII'IeCDP] theory ofmind (Smimov, 1995). The anaIytical unit ofthis

theory, Le. socio-cultural·bistorical sign, word or language meamDg 1examined in detail

in chapters three and four.

The social cbaracter ofchildren's concept formation deals with the social

milieu/interaction or communicative situations as 1analyzed in cbapter three (Functionai

Role ofSocio.Cultural Milieu). The idea tbat human activity is ofa social nature is based

on the fact that speech in its nominative function as weil as such Higber Psychological

Functions as attention, memory, tbinking are viewed as emerging out ofa child's social

interactions with adults. Thoup the idea that children acquire cognitive abilities by

learning from adults is not new, the way Vygotsky understands il, is unique. Vygotskian

tradition empbasizes tbat Higber Psychological Functions develop by fust being carried

out interpsychologically and then intrapsychologically. Vygotsky stresses the fact that

during the early stages ofdevelopment, cbildren often participate in aetivities tbat require

skills and modes ofMediation they do DOt possess. Wben cbildren come to a point in a

psycbological aetivity tbat proves too difficult for them, they tum to an adult or more

capable peer for belp. The aetivity is then carried out on the interpsychological plane.

The future development ofthe cbild with regard to this activity consists ofgraduai
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transference of links ofthe activity's functional system from the interpsychological to the

intrapsycbological plane, i.e. from the social to the individual plane.

lDner speech, reached in the internai fomt ofthe word is an intrapsychological

mediating device tbat arises out ofinterpsycbological social speech. Tbus, Kcording to

Vygotsky, speech appears on two levels - first on the interpsychological and tben on the

intrapsycbologicallevel.. For young cbildren speech exists onlyon the interpsychological

plane and adults direct children'5 aetivities tbrough interpsychological speech. Later

cbildren begin to develop the ability to perform activities based on tbeir own speech, i.e.

OD the intrapsycbological plane. The anaIysis ofthe social milieu, zone ofproximal

development and the role ofthe language and instruction in children's development that 1

have conducted in cbapters three and four, cau serve as an example ofthe social

cbaracter ofchildren's concept formatioD.

The mediatcd nature ofchildren's development is closely connected to

Vygotsky's cultural-historical tbeory ofdevelopment and the social cbaracter of

children's cotK:ept formation. The element which unites the three features ofVygotskian

Activity Theory is the socio-cultural·bistorical sign - language, i.e. the main mediating

tool ofchildren's developmenl The bistorical fOUDdatioDS for tool-mediated nature of

hlDDID activity can be round in Marx and Engels's theory. Forexample, Marx writes:

An instrument oflabor is a thiDg, or complex ofthings, wbich the Jaboter
interposes between himselfand the subject ofbis labor, and which serves as
the conductorofbis aetivity... The use and fabrication ofinstruments oflabor,
altbough existiDg in the sem among certain species ofanimais, is specifically
cbaracteristic ofthe human Iabor-process, and Franklin therefore detines man
as a tool-makiDS animal. (Marx, 1906, p.I99-200)
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Notions like these provide the basis for much ofwbat Vygotsky wants to say

about the Mediation ofhuman activity. He is particularly interested in extendïng the

notion ofMediation by tools to Mediation by signs. This basis for much ofbis work is the

assumptiOD that in order to manage many ofthe psycbological tasb involved in

coordinating one's efforts with otbers and in self-regulation, humans use sign systems to

mediate their efforts. White recognizing in gencral, the importance ofsemiotics or sigtl

systems in human development, in particular, Vygotsky claims tbat it is the speech which

is the Most important means employed by bumans to organize social interaction, to

regulate others, and to regulate oneself: He stresses tbat speech provides the means for

reguiatiDg oneselfonly after it bas been developed as a means ofoperating in the social

realm. Soviet semiotician Ivanov summarized tbese points about Vygotsky's notion of

the mediational role ofsign systems tbis way:

As the outstanding Soviet psychologist L.S. Vygotsky observed in the 19305, signs
are a means ofcontrolling human behavior. Man cannot govem his own bebavior
directly and creates sigDS in order to control it indirectly. The history ofculture
cau be descn"bed to a great extent as the transmission in time ofsign systems
serving to control bebavior. Semiotic systems ofthe programmed control of
human behavior are elaborated due to the intemalization ofextemal signs, a
process tbat can be partly compared to the automation ofprogramming. This
process CID he traeed most distinctly to the emergence ofinternal speech.
Investigation ofcbildren's speech makes it possible to ascertain tbat speech arises
initially onlyas a means ofcommunication and a way for adults to control the
infant's behavior. (lvanov, 1977, pp. 29-30)

Thus, while Vygotsky is interested in the general problem ofhow sign systems

Mediate human behavior, he focuses Most ofbis attention on how speech is used in this

capacity. An important point to keep in mind is that the sign systems do Dot simply

Mediate some aetivity tbat would exist witboutth~ i.e. they are not viewed as being
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handy tools for making an existing aetivity casier. Rather~ as is the case with ail forms of

mediation, !bey a1low and even lead to the creating oftypes ofactivities tbat would DOt

otherwise exist. According to Vygotsky, sign systems among wbich the language plays

the most important role, Mediate or regulate buman behavior.

As 1 have analyzed in chapter tbree and especially in chapter four, the words or

language, including teacber's instruction, regulate children's bebavior at every stage of

their development An important role in tbis process belongs to the elementary

psychological functiODS, represented in Vygotsky's theory by functional elements

(motivation and related to the emotionallmotivational factor problems, needs, goals,

etc.). The functional elements are coœected with the designatinglnominative fuDction of

the word or the sense ofthe word and develop children's problem-solving abilities at the

level ofpracticallempirical tbînking. 1have analyzed in cbapter tbree tbat though

motivatio~ problem, needs and goal are just constituent elements in the process of

children's maturation, they still play a very important role in the development of

meanings. In chapter four 1have interpreted the relations between the meaning ofthe

word (Higher Psychological Functions) and its sense (Elementary Psycbological

Functions), represented by the functional elements, in the following way: word

meaning-.functional elementslsense-+word meaning. 1thus, identify two kinds of

mediating tools within Vygotsky's theory: main and subordinate. The main mediating

tool ofconsciousness development is socio-cultural-bistorical sign language/word

meaning (fuUy represented in the internai form orthe word witbin the system8tic scbool

education/instruction), which Mediates, regulates anclleads children's dcvelopment The
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sUbordinate mediating tool iocludes the functional elements, Le. children's motives,

problems, needs, goals aloog with related to them cbildren's choices, preferences,

attitudes, desires, mterests and otheremotionallmotivational factors connected with

children's personal cbaracteristics. The functional elements develop cbildren's problem.

solving abilities linked to practicallempirical tbinking (fully represented in the extemal

fonn ofthe word within the social environment) witbin a communicative

situationlcontext Though the functional criterion is mediatedlregulated by the word

meaning and therefore plays a subordinate role in cluldren's development, it is an

essential mediating component ofthe word in tbat it sbapes and speeds up the

development ofnew word meanings. This tigbt mot or close unity ofthe main mediating

tool· word meaning and subordinate mediating tool· represented by the functional

criteria and based on children's personal cbaracteristics motivational/emotional factor, is

illustrated in Figure 12 below (bere the word is understood as a mature concept with a

Cully developed meaning or system ofgeneralizations).
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MAIN M'PIA TING TOPL - WQRD

+
WaRD

Fuactio'" Mo..t1SeIIle

DesignatinWNominative
FUDction or Extemal Foon
(Speech Phenomenon)

+
TROUGBT

Preeea orTlaiDkiaa/Meaaia.

System of
.-Wwr!je'" Mrdj''ÎII TœI-. Generalizations or Internai
Functional Elements:motivation, Form (Thinking or
probIem,needs,goals, c:bildren'.
c:hoic:es. attitudes, desires. etc. [nlelleetuaf Phenomenon)

Figure 12

Relations between the main and subordinate mediating tools

The three main features ofVygotsky's Activity Theory (theory ofconsciousness)

are illustrated in Tablel.

Table 1

Main features ofVygotsky's Activity Tbeory/theory ofcODSciousness

Developmental or Genetic Social Cbaracterof Mediated Nature of
Explanation ofIndividual Cbildren.~s Concept Cbildren'5 Development
~YnMence Formation
- ()gkp'!i;dr:mkgvcgt CoaInb_ized intanaIizatim ordlc - MIjn nplietjna 1001

.1- MId......&aIn IbesociallllÜÎCll .1-
AIoas Ibe lrIjectoryofwordmellÙDg UDdenIoocl••PW!8'Îi"ÎY' Word meaningIIansuag

JituIIiIl
•PlIY'omêë dr:ycIeP'!'" - Subordiuate.âa tooI

.1- -L
Culbnl-HislaricalDevcIopmaIi Func:tional c:riterialemotioaallDd

motivational &etor
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Leontiev Ind Vygotsky

Vygotsky's main successor, A.N. Leontiev, gave bis own interpretation of

Vygotsky's major concepts ofregulation and development as weil as the role ofthe

functional criteria and language in the maturation ofcbildren's Righer Psychological

FunctiODS. Althougb the interpretation ofVygotsky's views by Leontiev's school of

thougbt is based on Vygotsky's tbeory, there is enough evidence to argue that sometimes

Leontiev drastically distorted Vygotsky's principal ideas. In this section, 1examine

A.N. Leontiev's interpretation ofVygotsky's ideas with the aim ofshowing later how

Leontiev's ideas could fit within part ofVygotsky's theory dealing with cbildren's

development, education and TESL. This examination is based on my reading ofthe

Russian version ofAN. Leontiev's book Activity. Consciousness. Personality

[JI~.tJt:F•. e..-. bmIlt:'f'AJ. This book is the best illustration of

A.N.Leontiev's approach to the idea orthe Aetivity Theory. It comprises six of

Leontiev's works, whicb were publisbed in 1968-1970: Karl Marx andPsychological

Science[X.,.. 1tA1JB • .............. ••,.J, The Concept ofReflectioR and ils

Significance for Psychology[n..,.". .,..... • ml ...-~ Ilt:II1ltI6DrDJ,

Sensitive Image andModel in the Light ofLeniR'$ Theory ofRejleclion[lIr-r....-wM

~...... c.ft ...... NDJID .,......]. The issue ofActivity in

Psychology[n,.....~ ........J, Aetivityand
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Conce.Pts ofRegulation. Consciousness and Functional Criteria

For Vygotsky, consciousness is regulated by sign systems, the MOst important of

which is the socio-cultural-historical sign language, retlected in the word meaning. Thus,

in Vygotsky's view, the development ofchildren's consciousness or Higher

Psychological Funetions unfolds along the trajectory ofward meaning and is regulated by

the word meaning.. The ward meaning serves as the analytical unit ofconsciousness and

is connected to consciousness as 1have i1lustrated it in Figure 2 in chapter one.

While Vygotsky's theory states that children'slindividuals' consciousness

develops along the trajectory ofward meaning and is rep/aledby the ward meaning,

A.N. Leontievargues that people'5 consciousness is regulated through

physicoVpractica/ activity:

Ya • CUIGI 'NMClloi~ lUJIIDIIaa.~. nro.
Ift'O .. KTJII8ID'I' •~. cmlOI8_ K ..., IIIIPJ; 'l'I'G8II
~T"........ MIcftaIa......"IIUIIT 101 cp&ICTIa
& ........Ie'l.,. •••__ MIIp. .. ., lrO: l'I'IDI .. Taae
.....-n' • caMa -. lIoJ'roMJ 'N. 'ITO .. ..,..,...,..... COIOI.
OIIJIUUItrrCa - ~••OCT".
The very physica[nature ofindividuals presupposes that they sbould bave active
relations with extemal worlel; they have to &ct and produœ the necessary means
to maintain life. They change the extemal world through the interaction with il;
by doing this, they al50 change themselves. Thus, who they are, is determined by
their aetivity... (Leontiev, 1983, p. lOS)

It appears tbat AN. Leonticv understands aetivity througb wbicb people change

themselves (i.e. aetivity which inOuenceslreguiates people~s psychological development)

as pbysical relations with extemal world aimed at producing "the necessary means to
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maiDtain life". In other words, Leontiev interpretes activity as practical physical

pbenomenon, or labor which leads people's1individuals' cODceptlconsciousness

development Leontiev's theory poses tbat it is the pracliea/ activity (Dot the word

meaning) whicb is the regglator ofHigberPsychologieal Functions:

....'r,..... IIIICBTU IIPOIIICCII IUIIOTCa •• 'l'M IIIIIDL KU pafa.ftTOM
..,..,.opIIJUD • cu_ ecaro~ DpuTII'IecaI
MaftJI••OCTII•••

....internal processes oftbinkiDg are nothing else but the result ofthe interiorization
and specifie transformation ofthe extemal practical activity....
(Leontiev, 1983, p. 119)

Tbus, in Leontiev's view, practical activity is a regulating tool ofehildren's

conceptlconsciousness formation and its developmental trajectory. One more regulating

tool in Leontiev's theory is represented by the tbree analytical units orthe development

ofHigher Psychological Functions, as Leontiev calis them. These three analytical units

conespond to Vygotsky's functional elements: "activities distinguished according to the

motives tbat stimulate them" (CMaTU••GC'l'II - DO Kl*ft,.- a.,.·•...." ft

MOI....] (the motive is connected to needs in that the formerdepends on the needs),

"aetions-processes subjugated to the conscious goals" [~......... - IIJ'OIIICCIL

a.....-.a con......1tIIIIM Il....], and "operations which directly depend on the

means and conditions ofreachiDg a cenain goal" (coaepaaa. IO'I'OPIII ...ocpucneuo

--=n OT ru..a MCr_allUJ*l'llol: R.at] (Leontiev, 1983, p. 157).. Referring

to aetivitieslmotive, actions/goals and operationlmeans and conditions, Leontiev writes

tbat "it is these "units" ofhuman aetivity which round its macrostrueture" [CftII

regulate people's COnsciOUSDess (Leontiev, 1983, p.. 157).F~ore, accordiDg to
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Leontiev, goals as weil as problems within which these goals exist, can provide a genetic

explanation to the development ofHigberPsychological Functions:

Cruo OII"''IIIM, 'lTO Il''''''' IIIICDftJI.1IIIX Ilpollecco& ....C'nIIIIIO
coorMTCT.,..... 8UCH1J1nDD1 tunM. cr... DOIIIIMaIIII' •••eene
,..~OCOIIJI auaupaulllDlX ..acn.a •••paaI. ......TllIa
.....TU ......

It bas become a fact that the only right way to understand mental processes
in line with the existing evidenœ is to understand tbem as realizing a certain
Iànd ofgoal-oriented actions and operations, corresponding to cognitive
problems. Leontiev, 1983, p.119)

This quote shows a striking ditTerence between Leontiev's and Vygotsky's

understanding ofthe role ofgoal, problem and other motivational or stimulating factors

in cbildren's development. As 1have examined in cbapter three, for Vygotsky, the

development ofhuman intelligence is registered in and regulated by the word meaning. It

means that in Vygotsky's view, neither the goal nor the problem or other detenninative

tendencies CID regu)ate or provide the genetic explanation of the development ofHigher

Psychological FunctÎons, sinee "the goal itself is not an explanation" [caea.......

cr. "'CII_.] (Vygotsky, 19961, p. 124).Vygotsky al50 writes:

R. M08ft ....afl'. __ 01 .unu••0CTII ea - ._
...... IIJCD-'. au JTO'r IQIOII-=' eMY 1IaDPUD-'. Ho
_-.. npaTIIPJft 1WO. 'lTO K .,..ft' ma-a
uIcn8'1'U1t.o ,... MftU••œr•... 01__0. CII....
JIPIIPQUlIICDU"'ecDI'O apoatoC& .........-0 It pupe_ MIl.0_" .cxu.r 0 arpIIIII'IIl'I''' •. Il lU ,..
aaaG. •• leT CII IIJOIII;;•• r..aa. aa..01 _pou.""
.....01 c apoIl'" ...-... DauDS • DPOIl.........oDePUJloi
..aruYOCTII.~_na: .,.... cpucn. c _.-wo IOTOPIIX
....CUlllaft'Ca ft aDnu~........... COIeP....... ft aD __...,..u........œr•.

There cannot he any goal-directed aetivity witbout the goal and the problem,
which set forth this proœss and shape its direction. But the very existence ofthe
goal and problem does not yet guarantee tbat!bey will provide for a goal­
directed activity... Though the goal seems to be the key to the explanatioD ofthe
nature of80y psyçhological process wbich can lead to the solving ofa problem,
the above explanation sbouldn't be limiteclby the goal. The goal, as it bas been
mentioned before, is not the explanatiOD orthe process. The main and basic
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issue, connected with the process ofconcept formation and goal-directed activity
in general is the issue ofmeans and conditions with the help ofwbich there can
be performed a psychological operation or canied out a goal-directed activity.
(Vygotsky, 19968, p. 124)

For Vygotsky the issue of means is directly CODDected with the sign used "as the

main means ofdirectiDg and controlliDg psychological processes" [caK GCII..aro

cpucna aaapua_ DCIID'ItlCDJG DpoalCCUlllt1(Vygotsky, 1996a,

p. 124). Thus, bath Vygotsky and Leontiev attach imponance to the motives, goals,

problems in the process ofthe development ofCOnsciOUSDeSS, as weil as to the needs

which determine motives and goals, i.e. to the emotionallmotivational factor. In other

words, bath scholars develop the functional aspect oftbeic tbeories. But there is one

major difference in Vygotsky's and Leontiev's int~tation ofthe functional aspect

Vygotsky looks at the functional elements as tboup necessary, but subordinate

components ofconceptlconsciousness development, attacbing the main role in this

pracess to the ward meaning. Leontiev, on the contrary, attaches the main regulatory role

in consciousness development to the emotional factor represented by the functional

criteria (along with the practical activity, as 1bave analyzed before):

3'1'11 ••oc:puc:'I'MmIII a.,... WllDoaarr .....,"...... an....
Clio.-.. Dn'OPIIX ,..,.p, .,•.an.'--=- apoa..

It is these personal emotioDS tbat perform the mie ofinternai signals with the
help ofwhich the processes [consciousness development] are regulated.
(Leontiev, 1983,p.214)

In an attempt to show wbat unites practical activity and subjected to

empiricallpractical goals fimctional elements~ on the one band, and thinking, on the

other, Leontiev writes:

Jeu • JIPUTIl'I.... MftU"GC'I'~~ .........ac:r• ....-.r 'ftM....... 11_"."101 • ..,.-.-.. coone"....o. lICIIIl'I'..-.r __
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"'."10'" __•, Ku • DpU'l'II'Iecaa _'l'U••OCT" 011.
COC'I'c.T D aIdft... aoa aJIIIX ...na...... RUDI. su._ De •
DpuomtI... ...."..••OCT.. .......- oqaecnaeTCa ftMII _ .......
cpe.I&CTMMII•••

Thinking lite practical aetivity, corresponds to certain needs, motives and due to
this, it is regulated by emotioDS. Like practical aetivity, tbinldng is comprised of
actions subjugated to conscious goals. Finally, like practical aetivity, thinking
cao he realized by employing certain means, i.e. through certain operations...
(Leontiev, 1983, pp. 119.120)

In other words, in Vygotsky's theory, the word in its internai function plays

the main role, serving as the anaIytical unit ofchildren's development, while connected

to children's needs, motives and goals practical thinking, represented in the extemal form

ofthe ward by the functianal elements, plays a subordinate raie. In Leontiev's theory it is

the pr8Ctical thinking, funetional elements and connccted witb the pr8Cticai tbinking

extemal fonn ofthe ward which are the most important for children's

conceptlconsciousness development

Thus, for Vygotsky, "bom" within the exlerna/formlsense ofthe word

funetionaJ elements, i.e. problems, goals, needs, motives and other

emotiona1lmotivational factors, connected to children's personal cbaracteristics, develop

aloog the trajectory ofword meaning, represented in the internaiformlmeaning ofthe

word. For Leontiev, the funetional elements witbin the ulema/jiJrm ofthe word develop

along the trajectory ofpractical aetivity and practicallfimctional thinking, represented

also in the extema/fOml ofthe word.

CODcg!t ofDevelopment

As 1analyzed in cbapters three and four, in Vygotsky'5 tbeory the ontogenetic

development is understood as cbi1dren~s maturation ofHigher Psychological FunctioDS
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within their zones ofproximal development along the trajectory ofword meaning.

According to Leontiev'5theory, children's development ofconsciousness unfolds witbin

their ZPD a10ng the trajectory ofpractical activity. Thus, Leontiev fully supports Marx's

ide&, that the development ofthe Riper Psycbological Functions develop tbrougb

practical activity:

rJlflOld D'pnopoT. -.. Ma,... • 'NOPD ~T • TOM.
'l'I'O .......... IIJ'UTIID a_na Ia& GCII" ..-..
lU TOT lQIOIIeoc. .... ,...,... lDToparo 01._,... ....
~ • ....-.na~•• )IMIW_ -. JIPU'I'IID
...........If .Da"'. 1ICftmIGn''' Mlcr.'NJI"acr ..
DOCIOCTOPOII.acr. CIOIfO ......-.

Marx made a major breaktbrough in the theory ofknowledge by interpreting the
buman practice as the buis for human cognition, as the developmental process
wbich creates cognitive problems, matures people's perception and tbinking...
people should prove how adequate, active, powerful and down·to-earth their
thinking is tbrougb practical activity. (Leontiev, 1983, p.IOS)

One ofthe major discoveries ofVygotsky is bis speculation that

genetic/developmental analysis should also he concemed with phylogenetic, cultural and

bistorical data, "registered" in the socio.cultural·historical sign. word In Leontiev's

tbeory, there is no such a thing as cultural·bistorical development Leontiev writes the

followîng in this respect:

..... 1Q••TJPe1 oepuJI'r •• DUaeTII '1'0. 'l'fO. DDpcmm.
-.ra lU. _ 111&.--.
pacIIPDC1'pu _al 01 cpIM apu..., '1'''_
X,••TfPa..• CCIft'UUt'r lIftoplllL ~•

...it [culture] develops Dot the traits ofpeople's personalities but the features
wbich are impersonal, for exampl~ common language, knowledge, prejudices,
Casmon, etc.... Culture... is a bistorical, sociological, but not psychological
subject. (Leontiev, 1983, p. 192)

This quotation also shows how significantlyLeontiev distorts Vygotsky's tbeory

on semiotic Mediation, wbich states that cultural·bistorical sign language is not an
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impersonal feature in individuals' development, but its main mediating and regulating

tool.

The Role orthe Language in·Children's Development

Vygotskian understanding ofthe language as a cultural-historical sign which

mediates, regulates and leads the development ofchildren's personalities and Higher

Psychological Functions, Cully retlects how much importance he attaches to this

mediating tool. In Vygotsky's view, tbinking is always verbal. Vygotsky's theory states

that there can't he thinking without speech (either oral/external or inner/intemal), sinee

thinking intellectual phenomenon deve/ops within the internai fonnlmeaning of the

word along the trajectory ofword meaning, as 1bave illustrated it in Figure 2 in ebapter

one and Figure 7 in cbapter four. In other words, for Vygotsky language (word meaning)

is the main mediatinglregulating tool ofconcept/consciousness developmenl

For Leontiev, the main mediatinwregulating tool ofconcept development is not

language meaning but practical activity and emotionallmotivational faciors, i.e.

funetional criteria. Leontiev Cully supports bis own interpretation ofVygotsky's theory

when he aUeges on Vygotsky's bebalf(Leontiev doesn't refer to any source) tbat

.._',Pi............ .-ru"0CTII1QIGIICSOUT D apuTII'I.caI
MSftII"OC'I'IL 8CTOP11'1-- u......-. • ,.,••ftft ...-...
oa....aro .. 'l'Pf. 'CU........ ..-na...

...inner psychological aetivities derive from practical aetivity, wbich bas been
founded in the course ofhistory as a result ofthe development oflabor-based
buman society... (Leontiev, 1983, p. ISO)

For AN. Leontiev, language is Dot the main mediatinglreguiatiDg tool of

conceptlconsciousness development but simply one ofthe by-pmducts ofpractical

aetivity or tabor:
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• 1QIOII1CC8 -ftP8U..oro lIpGD.ucna JDOD 1IPOJD.un' ftDe DID. mroplll
UJIDIT •• 'l'CUlUO cpucnoM ...... ao • aOCllTUDI "KCllpoIIlIIIIIX .....
....-neuO~_.~

In the proœss oCmaterial production people a/so produce language, which fixes
socially developed meamDgs in addition to heing a means ofcommunication.
(Leontiev, 1983, p. 151)

While in Vygotsky's view, meaningsllanguage develop through

meaningsllanguage, Leontiev's theory states that language just fixes meanings (i.e. it is

simply a carrier and not the primary source offurther development and maturation of

meanings). In the next section l show how Leontiev understands "socially developed

meanings", tbat is, how he interpretes the role ofthe social environment in cbildren's

concept development.

Social Milieu

Concernîng the functional mie ofthe social milieu, AN. Leontiev interpretes this

not as a word-regulatedlmediated communicative situatio~ but as an object.

regu/aled/mediatedenvironmenl, i.e. the social environment wbich is mediated and

regulated by objects, wbich serve as tools ofcbildren'5 development through

physicallpractical activity:

c.r,ua palanu .......-caro__ ..,.....r aaII 0CGIIIIII0Cft
,.. .. CUIIIX.epaIIX~ r_, - :rroOD~
_puonp~ ,..•• c R"-.-' .,... ........0 ap8IIIe.............. ,...-.-ra .... caapo CIIIocpuc1'8JIOt'a~_'1'. JDPIIIIT pw;•• D ..... ....-.r - ........, ....... ...,.....,..."., .",....
From the very first stages the process ofindividual's development reveals ilS
unique reatures. The mainone is the mediated nature ofchildren's ties with
the surroundiDg world Very 500n originally direct biological ties baby-mother
get mediated by objects: motber gives the baby a cup to drink, puts the clothes
on the baby, and while entertainiDg il, plays with a toy. (Leontiev, 1983, p. 215)
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The issue of interpreting the social environment by A.N. Leontiev (as object-

regulated) and by Vygotsky (as people regulated verbal enviromnent) is one ofthe major

differences between the two scholars.

Aetivity Tbeory: Vygotlky and Leontiev

Attacbing the main importance in children's conceptlconsciousness development

to practical activity, practicallempirical tbinking within the extemal fonn ofthe word

and functional elements, A.N. Leontiev gives the following definition ofaetivity:

JIInu..aer.__ J'I'O __ ~oIl1C11X11'1"'"

~ peu lOTopaI'O~ • TON. '1'1'0 _0 opaeIITappr
CJftIft& • JIPUMft'IIOM .-pe OCII_aL.•purepJIC'rIDGI ....,.....ocu
....na _ ..,....,.acr•.

Aetivity is ... a life entity, mediated by the psychological refiection, the real
function ofwhich is to guide the subject in the object-oriented world... The
main... cbaracteristic ofthe aetivity is its object-oriented nature.

(Leontiev, 1983, p. 141-142)

According to this quotation, for AN. Leontiev, the funetion ofthe psycbological

refiection is "to guide the subject in the object-oriented world". That is, its functioD is ta

regulate people'5 interaction with objects wbich serve as taols in the process ofthe

development ofpracticallempirical tbinking in the abject (not language)-oriented world.

It is important 10 note thatpracticaVemp;r;ca/ thinking is connected to cbildren'5

problem-solving abilities wbich develop tbrough satistYing children'5 everyday pt'8Ctical

needs, i.e. with fimctional elements and the externalfarm ofthe word. The above is one

more pieœ ofevidence to suggest tbat Leontiev understands "mediated by psycbological

retlections" aetivity as developiDg witbin the extemal form orthe word and alODg the

trajectory ofpracticallpbysical manipulation with objects in the object-oriented world
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This understanding ofactivity by A.N. Leontiev differs in many respects ftom

Vygotskian approach to the Aetivity tbeory, as it is illustrated in Table 2.

Table 2

Activity theory: Vygotsky and Leontiev

OeveloplDeDtal Aspect Soeial Aspeet Aspeet ofMediatioD

V".ot.Ib Leontl~ J'1
.

Ltolltlev V".lIb ÜDIJII~

.QaIopaetic -Ilmjcs !he cuhugl -Social milieu= -8ociaI milieu:: ~ Otzieckljeptsd
de\'eIopDau ..fImg[ COIl1IIl1IÛCI1iw IDCIiœJlCIivity nptiatjcm Ibroyab gpti·tiœ~

-PbyIopDctic Jo situltiœ .l. + .L.
deYeIopmeDt DaYeJopmaot .Ir oIpl:orÙ!QMd lIIIiD prlIdicalldMly
(cuhwaJ-Iù8JricIJ .Iqw abc lrtifJCl4l\t ~p- pplj,.tooI- aod..Uy
dpyeQmcpt) of lJICIical .wi.cmId wordIIaIJauqe and implnaDt

.L. lIiIimx ils CIICIltiaI fimclioaal clemcnas
boda dcvclopmads compoamt
unCoId l1sIIa.JbR .l.
nio;lqyofwgd lUbordiMtc..... rpmIjatig tœl •

fiD:tiooal c1cmmts

Summary and Conclusions

In this chapter 1provided a comparative anaIysis ofVygotsky'5 understanding of

Activity Theory and its iDterpretation by the Russian Scbool ofThougbt 1based this

analysis on the theory, developed by the official representative ofVygotskian School of

Thought in Russi, A.N. Leontiev.

First, 1identified the maiD features orthe original Vygotsky's Activity Theory. To

do tbis 1referred to the final analysis ofthe main Vygotskian concepts along with the

functional aspect ofthe word wbich 1bad examinecl in earlier cbapters. My second $lep

was to aDalyze AN. Leontiev's research within the same framework 1examined
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Vygotskyts theory. i.e. regarding the concepts ofregulatio~ coosciousness and

development as well as the role ofthe lansuage and functional criteria in children's

development This analysis makes it possible to compare Vygotskyts main features of

Aetivity Theory and Leontiev's iDterpretation of the theory ofconsciousness and see the

difference between tbeir tbeories.

Now we come back to researcb sub-question 1.3.:

Whal are the mainjéatures ofYygolsky 's Activity Theory?

The main features ofVygotsky's Activity Tbeory are developmental or genetic

explanation ofindividual experience, social choracter of children '$ conceptformation,

and medialednature ofchi/dren 's development. as 1bave ilIustrated it in Table 1 in this

cbapter.

Vygotsky's main acbievement within the developmental aspect ofbis theory is bis

introduction ofthe notion ofthe cultural-bistorical development ofHigher Psychological

Functions, represented by the socio-cultural·historical sigD language.

The social aspect ofchildren's concept formation is understood by Vygotsky as

the development ofword meaning witbin communicative situations.. Vygotsky's theory

states tbat the internalization ofsocial meanings could be realized only through verbal

interaction with people. It implies tbat Vygotsky supports situated, contextualized

approaches ta the development ofHigber Psycbological FunetioDS.

Within Vygotsky's aspect ofmedia/ion we can identify two kinds of

mediatiDglregulating tools: main mediating tool -language/ward meaning and
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sùbordinate mediating tool- emotionaJ/stimuiating factor, represented by the tùnctional

elements witbin the practical thinking.

Let'stum to my first main research question:

What are the simi!arities anddifferences hetween Vygotsky 's ideas and the

interpretation ofhis theory by the leader ofRussian Vygotskian School ofThought,

A.N. Leontiev?

The comparison ofVygotsky's and Leontiev's tbeories ofconscioUSDess is made

within the developmen~ social and mediational aspects, which comprise the main

features ofVygotskian Activity Tbeory, as 1bave illustrated it in Table 2 in this cbapter.

Developmental aspect

Differences

Although both Vygotsky and Leontiev develop borrowed ftom Marx and Engels

idea ofthe historical development ofhumans tbrough using tOOl5, they do 50 in different

ways. Vygotsky compliments Marx and Engels's historical development with a semiotic

and cultural aspect, best represented in the cultural·bistorical sign and

mediatinwregulating tool ofconcept formation .Ianguage/word meanïng. Leontiev

denies the cultural factor. He is focused just on the Marxist historical approach,

accarding to which the crucial role in consciousness development belongs to the practical

activity and labor tools. While for Vygotsky cbildren's development in ontogenesis and

phylogenesis unfolds along the trajectory ofword meaning, for Leontiev it does aloog the

trajectory ofpractica1 aetîvity.
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Social aspect

Similarilies

80th Vygotsky and Leontiev attach the main importance in conceptlconsciousness

development to the social factor. That is, for them, consciousness develops from outside.

Thus, with regard to the social aspect, we cao see tbat they are similar to each other.

Differences

However, there are some major ditTerences. Vygotsky and Leontiev interpret the

social situation in ditrerent ways. While for Vygotsky the main role in the social aspect

belODgs to the semioticllanguage-oriented communicative situation, for Leontiev it is

object-oriented practical ICtivity.

Aspect ofMediation

Similarilies

Leontiev lite Vygotsky develops the funetional aspect ofconcept mediation. Like

Vygotsky, he attaches great importance to children's motives, needs, goals, problems,

desires, preferences, attitudes and other emotioDallmotivational personal factors.

Following Vygotsky, Leontiev looks al the functional criteria as a mediating tool in the

process ofthe development ofHigber Psycbological FunetiODS. In this sense then tbey are

tbesame.

DifJërences

As it is i11ustrated in Figure 12 in this cbapter, for Vygotsky, there are two levels

ofMediation: main level (language/word meaning) and subordinate level (funetional

elements). ForLeontiev tbere is one level ofMediation, represented by the practical
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ICtivity and fimctional elements, retlecting emotionallmotivational factor ofchildren'5

development. InTable 3, 1grapbically illustrate tbis difference between the two

scholars.

Table 3

Vygotsky's and Leontiev's interpretation ofmediational aspect Comparative anaIysis.

LS. VYGOTSKY A.N. LEONTIEV
MaiD Levet SubordiDate Levet MaiDLevel
ofMediatio. ofMediado. 01 MediatioD

Language/word Functional - Practical aetivity
meaning elements - Functional

elements
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ChapterSix

Westera VYI0tlkiaD Scbools ofTbought

This chapterexamines a Western interpretation ofthe Russian Vygotskian School

ofTbought founded by L.S. Vygotsky and fùrther developed by A.N. Leontiev. 1examine

the works ofLave &. Wenger (1996) and Lantolf& Appel (1994) with regard to

Leontiev's Scbool ofThougbt In connection to Vygotsky's original theory, 1examine the

research ofEngestrom (1996), Hedegaard (1971), Newman &. Holzman (1995). Western

scholars are referred to either Vygotsky's or Leontiev's Schools ofThough~ according to

bow they interpret the role oflanguage in cbildren's leaming and development As 1have

anaIyzed in previous chapten, for Vygotsky, language is the main mediating and

regulating tool in children's development, while for Leootiev the role ofthe main

mediating tool is played by practical activity and practicallfunetional thinking. Except for

Newman" Hedegaard's study (1995), Vygotskian Scbool ofThought in the West is

presented by the works written ftom an educational penpective.

1draw a comparative analysis ofthe interpretatiOD ofLeontiev'5 and Vygotsky'5

Schools ofThougbt witbin the main features ofVygotsky's Activity Theory, identitied in

cbapter live. These features are developmental, mediationaland social aspects of

conceptlconsciousness formation.

The chapter addresses my second main research question:

How CQ1I Western interpretations ofVygotskian School ofThought fit in with the

major conclusions within Yygotsly ~s theory conceming the leading raie ofthe teacher in
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chi/d,en 's development?

Following LeoDtiev

The main Cocus ofthis East-West comparative research within Leontiev's theory

is Lave" Wenger's (1996) recent Vygotskian investigationPractice, Person, Social

World. 1think their study best suits my purpose oflhis section. On the one band, Lave"

Wenger make their inquiry ftom an educational perspective as opposed to pure

psychological studies on Vygotskian School ofThougbl On the other band, their study

deals with ail tbree features ofthe Aetivity Tbeory, which allows me to consistently

analyze the tbree aspects ofVygotskian theory ofconsciousness within one research

ûaDlework. In my opinion, Lave" Wenger's work could serve as a typical example, that

illustrates the influence ofLeontiev's school on Vygotsky's followers in the West. 1alsa

examine Lantolf& Appel's (1994) book on Vygotsky and ESL, Vygotskian Approaches

to Second Language Research with respect to the concept ofregulation and the social

aspect ofthe Aetivity Theory.

Developmental and Mediational Aspts

According to Lave & Wenger, children do not leam and develop a100g the

trajectory ofword meanin& as Vygotsky'5 theory states, but .. along the "ajectory of

participation. They undentand participation in the followiDg way:

Participation is always based on situated negotiations and renegotiations of
meaning in the wortel This implies tbat unders1anding and experience are in
constant interaction • ÎIIdeedt are mutually constitutive.
(Lave & Wenger, 1996, p. 146)
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While referring to Giddens (1979) for wbom "intentionality is an ongoing Dow of

ret1ective moments ofmonitoring in the context ofengagement in a tacit practïce", Lave

& Wenger "argue further tbat this Dow ofretlective moments is organized around

trajectories ofparticipation" (Lave et Wenger, 1996, p.147).

It seems difficult to agree that it is participation which is the trajectory and main

mediating tool ofchildren's leaming and development A1though cbildren's "negoliations

and renegotiations ofmeaning" leadiDg to the development oftheir own meanings, is

definitely connected with the concept ofparticipation, yet, it is the language which

mlkes it possible to negotiate, renegotiate and create meanings. Thus, while participation

(undentood by Lave & Wenger as involvement in commUDity ofpractice) is very

important for cbildren's development, the main mediating tool in this pracess is language

meaning. In other words, myargument is DOt about whether participation in social

practice sbould or should not be considered as necessary for children's development It is

rather about wbat is the MOst important for children's development: verbal

communication lcamng to the development of thinkiDg, or such a broad notion as

participation. My analysis ofVygotsky's tbeory in cbapters three and four, gives an

UDequivocal answer to the above question: the driving force and the main trajectory of

cbildren's leaming and development is wordllanguage meaning, while long-term

participation is a necessary, but not sufficient condition ofthis process.

SocialAgct

For Lave & Wenger, leaminWlmowledge is DOt acquired through intemalization

ofmeaning ftom the social environment. Tbat i~ it does DOt appear on two levels in the



117

process ofchildren~s development as Vygotskian theory states: tirst - on intennental and

then - on intramental. According to Lave & Wenger, cbildren leam from social

environment through participation in the community ofpractice. To he more exact

children's development witbin the community ofpracticelsocial environment unfolds

aloog the trajectory ofparticipation. In a recent publication they write:

Conventiona1 explanations view leaming as a process by wbich a leamer
intemalizes knowledge, whetber "discovered", "transmitted" from otbers or
"experienced in interactions" with otbers....Leaming as intemalization is too
easily construed as an UDproblematic process ofabsorbing the given, as a matter
oftransmissioD and assimilation. Intemalization is even central ta some work on
leaming explicitly concemed witb its social cbaracter, for instance in the work of
Vygotsky. (Lave & Wenger, 1996, p. 143)

Conceming "the work ofVygotsky", it is important to remember that according

to Vygotsky's theory, individuals do not intemalize word meaning by simply "absorbing

the given" but construe their own meaningsl'om sociallyavai/able ones. Myanalysis of

Vygotsky's theory also reveals that cbildren's leaming through intemalization ofsocial

meanings is not an "unproblematic process". On the contrary, Vygotsky emphasizes the

importance ofthe emotionallmotivational or affective factors in children's development

and leaming, represented by the funetional criteria. As 1investigated in chapter five and

especially in cbapters three and four in tbis thesis, the mie ofthe "barn" within the

social milieu and retlecting practical thinkiDg functional criteria

(= emotionallmotivational factor) is to facilitate cmldren's leaming and development

along the trajectory ofword meaning tbroup 501ving problems, settling contlicts and

reaching goals based on children'sneeds, interests, preferences, etc. Wbile attaehing

importance to the social milieu in concept development, Vygotsky believes that it is
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instruction within schoo/ systematic education which makes it possible to regulate and

considerably speed up cbildren's leaming wbicb in its tumenbances children's

development

While overint1ating the place ofthe social environment in children's development

and the importance ofchildren's participation in social communities, Lave and Wenger

downplay the systematic relations within the schaol education, including teachers'

instruction. For Lave and Wenger, "identity, knowing, and social membership [active

participation in social practice] entail each other" (Lave &. Wenger, 1996, p. 147), while

scbool education aloog with teaebers' instruction are not necessarily an adequate

eovironment for children's leaming. For Vygotsky, the latter plays the major role in

children's development, as 1have illustrated it in Figure Il in cbapter four. Thus, they

Wl'Îte:

...the aetivity ofchildren leaming is often presented as located in instructional
environments and as occuning in the context ofpedagogical intentions whose
context goes unanalyzed. But tbere are several difticulties there... We think it is
important to consider how sbared cultural systems ofmeaning and political­
economic 5trUCturing are interrela~ in general and as tbey help to coconstitute
leamiDg in communities ofpractice. "Locating" leaming in classroom interaction
is not an adequate substitute for a theory about wbat scbooling as an activity
system bas to do with leaming. (Lave &. Wenger, 1996, pp. 147-148)

First ofall, it is imponant to note tbat the aetivity ofcbildren is never located just

"in iDstructional environments" for one simple reason that social practicel environment

inevitably bas an impact on scbool practices since school is also an essentia/part of

social community beiDg culturally embedded in ilVygotsky writes in this regard tbat the

teacher bas "to mold, eut out and sbred the elements ofthe social environment, combine

them in many ditTerent ways to serve bis purpose" [c....,.. .,.,r.. QOIIC&T•• paaT.
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......nI cp&IIL CCNIftT. D CUIIDl puJIIl'IIIIDI 0IpacDL llTOIII .. ocyaaecnDD 'l'J

-1If· lOTOpa ..., IIJIDI.] (Vygotsky, 1996(b), p. 57).

Although Lave and Wenger do DOt give a clear definition ofwhat tbey mean by

social practice or community ofpractice, it could be assumed tbat community ofpractice

is the social milieu which surrounds children in everyday life.. It could he family, friends,

classmates, neighbors, etc.., Le. the social environmentwhich regu1ates children's

concept development within the extemal fonn ofthe word. The question arises how

unsystematic social everyday environment could contribute more to childrcn's leaming,

tban "pedagogical intentions" within the systematic school education and teachers'

instruction (which by no means Mean that it should be ignored or underestimated). u: in

Lave and Wenger's view, the systematic "context ofpedagogical intentions...goes

unanalyzed", tban thcre is even less hope that unsystematic context ofthe social

community could he considered as analyzed.. There is no doubt that in some cases, social

milieu could bave a stronger impact on children's leaming and development than school

education and teachers' instruction. Lack ofinfluence ofteaehers' instruction May

account for the Cact that teaehers' qualifications vary from schaol to school, and

sometimes schools don't create an adequate environment for optimizing the educational

process. But an ocClSional failure ofschaols and tcachers to play the role ofleaders in

children's development. is not a sufticient reason to attaeh the main significance in this

process to the social milieu.. Ifchildren benefit more ftom involvement in a social

environment tban ftom iDteracting with their teacher, it could Mean that there is

something wrong with the teacher (forexample, cultural or psychological incompabbility

between the teacher and pupils, lack ofprofessionalism on the part ofthe teacher, etc.) or
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the school program. It is an indication tbat school system requires changes to fully

correspond to its purpose. It doesn't imply that children's development witbin the social

environment (=extemal form ofthe word and everyday concepts) can contnbute more to

cbildren's development tban systematic school education and teacbers' instruction (=

internai form ofthe word and scientific concepts). Inchapter four in the section

Implications for Schoo/ CU17'iculum. Theoretical perspective 1analyzed in detail the

importance ofsystematic relations for cbildren's concept development provided through

teachers' instruction.

Vygotsky's theory bridges the gap between the social community and school

community. Within this theory, teachers' regulatory role asfu//-fledgedcommunity

members who bave extensive knowledge in community practices is to help children in

analyzing, streamlining and understanding the community ofpractice with its problems,

contliets and conuadietions, as 1have illustrated it in Figure Il in chapter four. In other

words, Vygotsky's tbeory caUs for a type ofinstruction that "exploits" children's

.everyday concepts, developed within the social environment According to Vygotsky, the

goal ofthe teacher is to mise children's practical concrete knowledge and thinking to the

levels ofgeneralization and abstractioD. This accounts for Vygotsky'5emphasis on the

role ofthe teacher in children'5 development

Tbus, Lave and Wenger attach the main importance in children's development

not to the linguistic faetor~ school education and teaebers' instruction, but to children's

participation in social communities. For Vygotsky, the main role in cbildren's

development belongs ta verbal communication: first - in social communilies (witbin the
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extemal formIsense ofthe ward) and then, which is more important - at school (within

the internai formimeaniDg ofthe word). In Vygotsky's view, it is the school

educationlteachers' instruction which regulates and leads the development ofchildren's

meaniDgslthinking, and streamlines the unsystematic kDowledge acquired within the

social practice. Vygotsky's theory implies tbat teacbers are responsible for helping

cbildren to find an orientation in social practices and lead their development through

teaching them on the basis ofthe practical knowledge ofsocial environment, as 1bave

illustrated in Figure Il in chapter four. In otber words, all three scholus, Lave, Wenger

and Vygotsky, understand the importance ofsocial practices or everyday social

environment in ehildren's development The ooly ditTerence is that Vygotsky, unIike

Lave & Wenger, doesn't look at it as the main factor ofchildren's maturation.

Vygotsky's theory cleuly defines the place ofthe social milieu and teacbers' instructioD

in children's leaming, the latter being the most important for concept formation. It also

explaiDs bow the social environment should be understood, emphasizing tbat the social

milieu is first orall a communicative situatioD, i.e. language. That is why for Vygotsky,

cbildren develop aloDg the trajectory ofward meaniDg, Le. witbin the semioticllinguistic

means ofmediation..

Lave & Wenger understand social environment in a much broader sense. Social

practice for them, like for AN.. Leontiev, is represented by practicallphysical aetivity

a/ong with semiotic and linguistic factors. Lite AN. Leontîev, Lave & Wenger don't

empbasize cultural·bistorica1 individuals' development within the social milieu by means

ofsemiotic (language) mediation. They put an empbasis on MarXs "practical activity,
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which bas been founded in the course ofbistory as a result ofthe development oflabor·

,.,...ftft .,.,...... OCII....aro .. TPJU ...............~] (Leontiev,

1983, p. ISO). Conceming the above, Lave" Wenger write the foUowing:

Indeed, we must not forget tbat communities ofpr8Ctice are engaged in the
generative process ofproducing their own future... social reproduction implies
the renewed construction ofresolutions to underlying conOicts. In this regard, it is
important to note tbat reproduction cycles are productive as weil. They lcave a
historie trace ofartifaets -physical, linguistie andsymbolic...
(Lave & Wenger, 1996, p. ISO)

This quotation lets me come to the conclusion that Lave and Wenger, like

Leontiev, underestimate the cultural phenomena and develop historicalline ofhuman

evolutioD, which is based on physical activityllabor •Though they don't exclude the

cultural (Iinguistic/semiotic) factors ftom the social practice, they don't attach the main

importance to it Lave & Wenger don't consider language to he more significant than

physicaJlpractical aetivity.

Lantolf" Appel's (1995) interpretation ofthe social milieu in their book

Vygolskian Approaches ta SecondLanguage Research is another example ofLeontiev's

intluence on the development ofVygotskian school in the West. Lantolf&. Appel single

out tbree types ofregulation ofcbildren's cognitive development object-regulalion,

olher-regrdalion andself-,egulation. The tint regulation is connected with the social

environment, since for Lantolf&. Appel "environment, in the early stages ofmental

gro~ exerts ilS influence on the cbild and the child is said to be object regu)ated"

(Lantolf& Appel, 1995, p. Il). The other-regulation is a stage ofa child's development

when "the cbild is able to carry out certain11513, but onlywith appmpriate linguistically
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mediated assistance from a parent, or older and more capable peer" (Lantalf" Appel,

1995, p. 12). The self-regulation i5 UDderstood by Lantolf" Appel as the higbest

independent level ofregulation.

In cbapter four ofIbis theSi5, 1a1so identified three types ofregulation of

children's concept development within Vygotsky's theory: speech.regu/alion within the

social environment; meaning-regu/alion within the systematic school instruction as weU

as verbal communication witb adults and more experienced peers; and the higbest level

ofregulation - self-regulation, as 1illustrated it in Figure S in cbapter four.

It could he assumed tbat Lantolf" Appel's types ofregglation correspond to the

types ofregulation identified in this thesis. Connected with the social environment

object-regulation could correspond to speech-reguiatioD, otber-regulation - to meaning­

regulation. Self-regutation is interpreted in the same way in this thesis as in Lantolfet

Appel'5 study. Bebind the seeming similarity between the above types ofthe concept of

regulation., there is a major difTerence between Lantolfcl Appel'5 understanding ofthe

regulatory mie ofthe social milieu and my interpretation ofit which is based on the

Russian version ofVygotsky's theory. As 1have examined in chapter three and chapter

four, for Vygotsky, the social milieu is not object-regulated, but people- or language­

regulated (witbin the cxtemal form ofthe word). This means tbat in Vygotsky's view,

social milieu is tint ofalI a communicative situation. This thesis reveals tbat Vygotsky'5

tbeory is aU about wordllanguage regulation either within the unsystematic social

envîronment (extemal Cormlsense ofthe word) or within the system8tic schoal
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eduœtionlteaehers' instruction (internai form/meaning ofthe word), leading to children's

iDner independent verbal regulation.

Lantolfet Appel's interpretation orthe social milieu as object-regulated, retlects

Leontiev's influence. This is one more example ofhow Vygotsky could he

misinterpreted. It is also an indication that tbere is a need for a close look at Vygotsky'5

theory as he wrole it in bis native Russian language.

FollowiDg Vygotsky

Vygotsky'5 untimely death made it difficult for Western Vygoskian followers ta

Cully understand bis ideas, especially for thase who became ÎDterested in Vygotsky's

theory before the recent democratic changes in Russia. It accounts for the lack of

translated Vygotskian works along with tlawed and reduced translations, as 1mentioned

at the beginning ofthe thesis. One more reason for the above difficulties is a strong

influence ofRussian Vygotsky's followers, who under the pressure ofthe communist

regime bad to "change" some ofVygotsky's major ideas. That is why, 1think, there are

DOt many ofVygotsky's Western foUowers who based their research mostly on bis

original theory. Even those Western scholars who in reality follow Vygotsky, are

sometimes misled by many publications, translations and diversity ofopinions

(Engestrom, 1990) and think oftbemselves as retlecting the ideas ofLeontiev's schaol of

thougb~as 1will analyze laler.

In myopinion, Engestrom's and Hedepard's research wi1bin a Vygotskian

perspective are closer ta Vygotsky'5 original theory tban other investigations in this field.
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Bath scholars deal with the tbree reatures ofVygotskian Activity theory which makes it

possible to analyze their work from ail perspectives ofthe theory ofconsciousness, Le.

developmental, mediational and social.

Developmental and Mediational Amects

Though 1find that Engestrom's work retlects Vygotsky's ideas within ail tbree

aspects ofthe Aetivity Theory, my opinion might run counter to Engestrom's, who

"defends" A.N. Leontiev's theory within the mediational aspect:

Acareful readiDg ofl .eontiev's work reveals tbat both Mediation by signs and
subject-subject relations do play an important role in bis theory. Proponents of
the cultural-bistorical scbool repeatedly point out that communication is an
inherent aspect ofail object-related aetivities. Leontiev'5 (1981:219...20) account
orthe emergence ofspeech and language empbasizes the original unity oflabor
actions and social intercourse... So, there is a eurious discrepancy between the
ways Leontiev is read by enlies and those sympatbetie to bis ideas.
(Engestrom, 1990, p.7, quoted in Daniels, 1996, p. 24)

Acloser look at this quotation mises cenain questions and requires sorne

explanations. Engestrom's assumption that "proponeDts orthe eultural-historical school

repeated1y point out tbat communication is an inherent aspect ofaU object-related

activities", needs clarification. First ofail, it is important to remember that Leontiev's

object-related theory drastically underestimates the cultural factor, represented by the

cultural-historical sign -language and emphasizes the historical aspect ofhuman

evolutioD, as 1examined in cbapter five. Thus, "object-related aetivities" and

understanding communication from a Vygotskian cultural-bistorical perspective, seem to

he two incompanble tbings. And wbat does Engestrom Mean by communication? Is it

lied to objects communication for practical purposes witbin the social environment,
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extemal Corm orthe word and functional criteria, orbased on high level ofgeneralization

and abstract thinking communication within the internai fonn ofthe word?

ID my opinion, Engestrom incorrectlyaddresses the problem. It is not the issue of

whether communication is or is not an inberent aspect of"object-related activities" (no

wonder that it is), but wbat role communication plays in "object-related activities". Is it

the main mediatinwregulating tool of producing new word meanings, i.e. developing

children's thinking and personalities, or as Leontiev'5 theory states, a necessary

instrument for vocally reproducing or"fixing" word meanings without exerting any

influence on children's development As [bave quotcd in chapter live, Leontiev writes in

this regard that:

..... CKJ••TJI* 0IPUJft •• DUOCTIIae a ..-- '1'0. tI'I'O. ••pot.......,.. IU...,..,. DIU..~"

JIICIIPOC1' 01 .......01 cpue IlPUPICC7 T ......
K,-TJPI cae:ruaft lIpuMIT *Topa. COIIIIU 1ICIIXOJIOnII•

...it [culture] creates not the traits ofpeople's personalities but the features
which are impersona/, for example, common language, knowledge, prejudices,
fashioR, etc.... Culture... is a historical, sociological, but not psychological
subject (Leontiev, 1983, p. 192)

And

• ..,... -.,.,.....01'0 ....-oacna ~IOUT T.... DI& mropIII
UJDT •• TU•• cpucftOII _ 0 ••oc:Ift'UIII~ ••IM
~...o .....

In the process ofmaterial production people also produce language, wbich fixes
socially developed meanings in addition to heing a means ofcommunication.
(Leontiev,1983,p.151)

Althougb Engestrom defends Leontiev's tbeory, 1could not find enough evidence

that be aetually follows Leontiev's ideas. WbiIe in words supporting Leontiev, in reality

Engestrom is much closer to Vygotsky's cultural-bistorical tbeory ofsemiotie mediation
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than to the object-related historical school developed by Leontiev. Iffor Leontiev,

language is not the main mediatiDg tool for children's development, for Engestrom it

plays a more important role. Engestrom introduces the idea ofthe '4context ofcriticism"

in the process of leaming, according to which "Ieamers must first ofaU bave an

opportunity to analyze cr;tically andsystematically their currenl actwity and its inner

contradictions" (Engestrom, 1996, p. 165). Engestrom also writes that "the context of

criticism" highlights the powers ofresisting, questioning, contradicting, and dehating"

(Engestrom, 1966, p. 166). Thus, Engestrom looks al language as the main mediatiDg tool

for children's development, with the help ofwhich cbildren CID critically and

systematically analyze "tbeir [conscious] cUIlent activity". It could also he assumed tbat

usiDg language as a mediating tool in the process ofcritical analysis, children can

develop their own meaniDgs and understanding ofthe world. In other words, it could he

suggested that according to Engestrom's theory, cbildren develop along the trajectory of

word meaniDg with the help ofthe semioticllinguistic tool - language, which is more in

liDe with Vygotsky's theory.

Engestrom (1996, p. 167) atso pays much attention to the idea of''workïng at the

edge ofone's competence". According to this approach, teaehers' instruction sbould

include unpredictable situations. It could he caUed an ÏDDovative approach. This

approach also corresponds to Vygotsky~s theory since it states tbat teachers' instruction

should always he a little bit ahead ofcbildren·s development and contain some

unpredietable, newelements. In COnnectiOD with Ibis, Vygotslty (l996b) also wams that

the gap between children's readiness for the newand the level ofdifficulty ofthe
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unfamiliar material should be carefully "measured" by the teacher. Figuratively speaking,

the teacher could he compared to a person who stands on top ofa mountain and tbrows a

rope to those standing at the bottom, while attentively watching and reguiatiDg children's

climbing, i.e. the development oftheir progress. Only those individuals who are

motivated by the teacber's instruction, have interest in wbat they are domg and the

desire to act are capable ofexploring these newadventurous opportunities. It means that

''worlàng at the edge ofone's competence", dealing with the new, calls for using an

emotiona/lstimu/atinglactor in the process ofchildren's development, represented bythe

functional criteria, as 1analyzed in cbapters three and four. In other words, this approach

implies tbat for motivational purposes and better educational results teacbers sbould take

into account the characteristics ofchildren'5 personalities, their interests, desires,

prejèrences, etc. Tbus, Engestrom's ÏDnovative approacb is connected to Vygotsky's

theory on the functional criteria.

Like Engestrom, Hedegaard (1996) a1so attaches importance to the

emotiona1lstimulating faetor/functional criteria in children's development onder the

guidance ofthe teacher. Sbe writes tbat

Instruction CID build upon these common features [children's traits ofcharacter]
ifit takes into accoUDt tbat clnldren vary in tbeir speed and form ofleaming.
(Hedegaard, 1966, p. 191)

Referring to the emotional factor, Hedegaard thinks tbat "motivation and inlerest

witbin teaching practices must be developed in children" tbrough '~contrQSls, problems

and conflicts" (Hedegaard, 1996, p. 18S). For Hedegaard, children develop under the

guidance ofteachefs instruction (internai fonn ofthe word, scientific concepts) who
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Uplan for qualitative changes in the teacbing toward a certain goar' (Hedegaard, 1996,

p. 191). Wbile the teaeher regglates orguides cbildren's behavior within tbeir zones of

proximal development and school systematic education, children are involved in "class

dialogue, group work, and task solutions" (Hedegaard, 1996, p. 192). In Hedegaard's

study, "cbildren'5 research activity was central in these guided actions, which gradually

led children to critical evaluation ofthe concepts" (Hedegaard, 1996, p. 192).

Thus, like Vygotsky and Engestrom, Hedegaard, supports the idea that children

develop within a communicative situation along the trajectory and under the regulation of

the ward meaning, i.e. language, in general, and teacher's instruction (internai romt of

the word and scientific concepts), in particular.

Social Aspect

With regard to the social aspect ofthe Activity Tbeory, Engestrom (1996) tùrther

develops the ideas put forward by Lave & Wenger (1996), concemïng the importance of

social practicel milieu in cbildren's leaming. But unlike Lave & Wenger, who attaeh the

main importance to the social practice and community (extemal fonn ofthe word) in

cbildren's maturation, Engestrom suggests a ditTerent approacb. Stilllooking at social

enviromnent as an important factor ofcbildren's development, he also speculates that

tcachers' instruction (intemal fonn ofthe word) within the systematic school education

sbould play a major lOle in the regulation/guidance ofchildren's behavior. While Lave ..

Wenger propose an approach based on the notion ofleaming as gradually increasing

participation in a commumty ofpractice, Engestrom's "Iogical solution would he to

create good communities ofpractice witbin schools" (Engestrom, 1996, p. 163). It will
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allow teachers to combine children's physical participation in the social community

a100g with the maturation oftbeir functional practical tbinking (external fonn ofthe

word), on the one band, and their development onder the regulation ofthe teacher's

instruction (internai fonn ofthe word), on the other.

Engestrom's approach to the social milieu and its place in children's developmcnt

is close to Hedegaard's. Hedegaard (1966) a1so tbinks that teachers should "take

advantage of"children's everyday experiences (extemal Corm ofthe word) and build on

them for their instruction, while helping children to develop their abstraet thinking and

Higher Psychological Fonctions. Hedegaard writes the following in this regard:

The teaeber's planning must advance ftom the generallaws to the surrounding
reality in all its complexity. In order to explain these laws the tcacher must
choose concrete examples tbat demonstrate the gencral concepts and laws in the
transparent fonn. Whereas the teacher's planning must advance ftom the general
to the concrete, the children's leaming must develop ftom preconceived actions
to symbolization ofthe Imowledge they obtain through their research, finally
resulting in a linguistic formulation ofrelations. IDitial aetivities must be oriented
toward conerete exploration. In our tcaching experiment 5uch aetÏvities include
exploratory analysis ofobjects, Museum visits, and films. In the next step,
cbildren must be able to symbolize the relations they perceive through their
researcb activity. Finally, the cbildren must be able to formulate the relations tbey
bave perceived. (Hedegaard, 1996, p. 180)

This quotation shows Hedepard's attempt to unite chilclren's everyday

experience (extemal form ofthe word) and school educationlteacher's instruction

(internal fonn ofthe word). Like Vygotsky and EDgestrOIll, Hedegaard attaches the main

importance in combining social envimnment and school education, to the teacher

(internai fonn ofthe word). In other words, for Hedegaard it is the social milieu wbich

should be integrated into the scbool envùonment (not vice versa). The teacber's goal is to

help cbtldren to understand and streamline tbeir everyday experiences. According to
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Hedegaard, the main role in this educational process belongs to language, with the belp

ofwbich cbildren anaIyze and generalize tbeir concrete aetivity. Thus, like Vygotsky and

Engestrom, Hedegaard looks at the social environment as a very important, but not the

main factor ofcbildren's development, attaching the main importance in concept

maturation to the systematic school education, teacher's instruction and verbal

communication in general.

Rediscovering Vygotsky

This section seeks to examine, in my opinio~ the most brilliant recent theoretical

study on Vygotsky's theory, done by Fred Newman and Louis Holzman (1995). Their in­

depth study anaIyzes not only Vygotsky's ideas, but al50 the works ofthe "fathers" ofthe

communist doctrine Marx and Engels, who inspired Vygotsky to develop bis tool­

mediated approach to explaining the evolution ofbuman thinking. One can not help

noticing tbat Newman et Holzman's investigation is made with a great respect for ail the

details ofVygotsky's research. They examine every important aspect ofVygotsky'5

tbeory, making their way through the unexplored deptbs and intricate paths ofVygotsky's

"thoughts and words". In their attempt to bave a "true" understanding ofwbat Vygotsky

wanted to say in bis works, Newman Il Holzman go to the mots ofVygotsky's theory.

Without underestimating some significant ideas generated by the theoretical

studies from a Vygotskian perspective (for example, 1. Wertseh, 1981, 1985, 1991),

Newman and Holzman's research (1995) stands out, in tbat il is the closest one to

Vygotsky'5 original theory and could be looked al as its logical continuation.
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Tool-andlfor-Result Analogy:
Developmental and Mediational Aspects

In their analysis ofVygotskian major concepts, Newman" Holzman came up

with a new interpretation ofthe role oftools as Mediators ofpeople's development. They

make a distinction between tool-for-result and tool-and-result activity, since, in their

opinion, "there are at least two different kinds oftools" (Newman &. Holzman, 1995,

p. 37). They argue their position in this way:

There are tools thal are mass produced (hammers, screwdrivers, power saws,etc.),
and there are tools designed and produced typically by tool-and-die-makers. i.e.
tools specifically and uniquely designed and develoPeCi to ISsist in the
development ofother produets (including often other tools). (Newman &
Holzman, 1995, p. 37)

And

Often we must create a tool wbich i5 specifically designed to create wbat we
ultimately wish to produce. The tool5 ofthe hardware store and the tools ofthe
tool· and die-maker are qualitatively ditTerent in a tool·for-resultltool-and-result
sort ofway... Toois for results are analogous to (as weil IS producers of) cognitive
equipment (e.g. concepts, ideas, beliefs, attitudes, emotions, intentions, thought
and language) that are complete (fully manufactured) and usable for a particular
purpose. The toolmaker's tool is ditrerent in a Most important way. While
purposeful, it is not categorically distiDguisbable from the result acbieved by its
use... It is theproductive Qctivity wbich defines both • the tool and the produet
(the result)... Expressed more positively, tbey are inseparable ftom results in that
tbeir essential character (tbeir detining feature) is the aetivity oftheir
development rather tban their fimction. For their function is iDseparable from
the activity oftbeirdevelopment They are defined in and by the process oftheir
production. This i5 DOt to say tbat such tools-and-results are without functions.
It is, ratber, to say tbat the attempt to define tools-and-results by their function (as
is the case with tools for results) tùndamentally distorts what tbey are (and, of
course, in the proces5, wbat definition is)... Every Vygotskian.... notes how
important the concept oftoot is for Vygotsky. But which tool (meaning oftool)
do they employ? (Newman & Holzman. 1995, pp. 31.39)
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It seems iDteresting to analyze how Newman & Holzman~s study could fit in with

Vygotsky's theory. To be more precise, 1plan to examine wbat is in common between

Newman &, Holzman's tool·andlfor-result methodology and the conclusion 1draw in this

tbesis, concemïng main and subordiDate mediating tools. That is, language/word meaniDg

and funetional elements, as 1have illustrated in Figure 12 in chapter five. Newman and

Holzman's understanding oftools as purposeful tools-for-results and tools-and-results

could be analogous to the subdividing ofVygotsky'5 mediational aspect into the main

and subordinate mediating tools. According to Figure 12, subordinate mediating tools are

expressed in Vygotsky's theory by the functional elements, i.e. subjected to certain goals

c~concepls. ideas, beliets, altitudes, emolions, intentions, thought and language" used fôr

the purpose of solviog everyday problems and contlicts. !bus, Vygotsky'5 functional

elements could be looked al as tools-for-results, which are "specifically designed to

creale wbat we ultimately wisb" to attain.

Vygotsky's main mediating tool-Ianguage/word meaning • "is not categorically

distinguishable from the result BChieved by its use... It is the productive activity which

defioes both - the tool and the produet (the result)". The productive activity could he

determined by the levels ofthe development ofHigh Psychological Fonctions: the higher

the level ofconceptlconsciousness development or the more developed the meaning is ­

the bigber the productive activity is. In tbis respect, the main mediating tool- language

meaning - is not udistinguisbable ftom the results acbieved by its use". That is, language

meaninwtool cn:ates language meaniDwœsult, or language meaning -.. language

meaning. Il could be said that the main mediating taols C6are inseparable ftom results in
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tbat their essential cbaracter (tbeir defining feature) is the activity oftheir development

rather tban their function". It is also true, tbat "it is not to say that sucb tools-and-results

are without functions" , but "it is, rather, to say that the attempt to define tools-and­

resWts by their function...fundamentally distorts wbat they are", as 1bave quoted. This

unity oftools-and-resultslHigber Psycbological Functionslintemal form/meaning ofthe

word and tools-for-resuitsIElementary Psycbological Functionslexternal formlsense ofthe

word, represented by functional elements 1illustrated in Figure 9 in cbapter four. Thus,

thougb inseparable ftom the functioual criteria, tool-and-result language meaning is

defined Dot by its function, but by aqualitatively ditTerent from tools-for-results level of

generalizatiOD along witb abstract (not tied to visual objects) thinking. At the same tilDe,

as 1have analyzed in chapter four, the function oftools-and-results "is inseparable ftom

the aetivity oftheir development", sinee language meaning (tools-and-results) regulates

the development offunctional elements (tools-for-results), which in their tum, regulate

the development oflanguage meaning (tools-and-results). This close unity language

meaningltools-and-results-.functional elementsltools-for-results-+language

meaninwtools-and-results under the "leadership" of language meaning is descnbed in

detail in cbapter four in the section Education andLanguage.

Witb regard to the research arguments 1mûe in this thesis, Newman &l

Holzman's investigation could he interpreted in the foUowing way: for Newman "

Holzman, laaguage meaningltool-and-resu1t (internai fonn ofthe word) is the main

mediating tool and the main trajectory ofconcept development while the funetional

criterialsenseltool-for-result (extemal rorm ofthe word) is a subordinate mediating tool.
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Despite the close unity between language meaning and senselfunctional criteria, it is the

language meanîng which leads to the development ofHigher Psychological Functions

and distinguishes humans from other livingbeiDgs. In other words, as Newman &,

Holzman'5 write, the ability to create new meanings from other meanings is an

"essentially human" phenomenon:

No doubt, there is communication among (and perbaps even between) the bees
and spiders but tbere is no meaning. AnimaIs communicate (some make boncy)
but tbey don't make meaning. For us, meaning is to he located precisely in the
human capacity to alter the bistorical totality even as we are detennined (in our
societal particularity) by ilThe activity ofmaking meaning is a fondamental
expression ofrevolutionary activity. It is the toolmaker (our species) making
tools-and results using the predetermining tools ofthe budware store varidy
(including nature and language) and the predetermined tools ofmind developed
by them to creste something - a totality not determined by them. It is the meaning
in the emerging aetivity, not the preconceived imagiDing followed by its
realization, wbicb is transformative, revolutionary and essentially human.
(Newman" Holzman, 1995, p. 49)

The toolmaker's predetennining tools [tools-for-result] could he compared to the

funetional criteria. White cteltÎDg ua totality - not detennined by them" (meaningltools-

and-results), these predetermined tools ofmind (functional criteria, tools-for-results,

social environment) are themselves created by orembedded in the independeot

qualitatively new totality (tools-and-results). The spinning ofmeaning!inte1?Ul1foma of

the word-Mense/functional elemems/externafjôrm afthe word~new) meaning!intemal

foma ofthe word wheel is understood by Newman 8l. Holzman as "human activity in ail

its infinitely complex variations" whicb is "always cbangiDg that which is cbanging,

whicb is cbanging that which is changing" (Newman" Holzman, 1995, p. 46). Newman

&. Holzman's idea about the distiDction between communication for practical purposes

(tools-for-results) and communication that leads to creatiDg new understanding ofthe



136

worldlmeanings (tools-and-results) could he compared to the semantic interpretation of

the word witbin Vygotsky?s tbeory with its sense and meaning. It could be said tbat

Newman & Holzman, lite Vygotsky, think that the leading raie in the pracess ofconcept

development beloDgs to the meanings, represented in the internaifôrm ofthe ward, as 1

illustrated in Figures 10 and 11 in chapter four. Since according to these Figures,

teachers' instruction within the systematic schaol education also belODgs to the internai

JOrm ofthe ward, 1could conclude the following: it could he suggested tbat Newman "

Holzman's theory supports the idea tbat the leading role in the proc:ess ofconcept

development belongs to teachers' instructiOD. Il implies thal the fonner pattern of

children's development langJIQge meaningltools-and-results~ct;onal elements/tools-

for-results-l(new) language meaninwtools-and-results could he changed for leachers '

instruelion/meaning~ct;onal elementslchildren '$ meaning derivedfrom the

sense-IChildren's new meaningderivedfrom teachers' instruction, as 1illustrate in

Table 4.

Table 4

Children's development under the reguJation ofthe teacher. East -West perspective.

Developmc:nt oCchiIcIrm's ward
TCIChcrs' iDsUuctioaflllCllÙD8 ~ CbiJdraa'sprIdicIl abiDkiDl'SCDIC -. IIICIIIiDgIHiBber PsychoIosicaI

fi
•Ward..... •Wcxd.. •Tacbers' iDsIIul:tioaIlDCIIIiDg

+
.....~aw-~.~Psy~rdI~-GIc~08I~icaI~----+-.~F.mI-Dti~~~fIDOIi~·"-IbOIII~·~I-----t ·CIu1dn:ll'sprIdicIl dlillkiaRf..

FUDCIions ...... ie. fia:ticaIl.....
• llllDlWll

Thus, according to Newman &Holzman's study, the main trajectory and

mediating tool ofcbildren's development is language meaning. Adetailed analysis of
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how the above table fits in with classroom ESL practices is provided in chapter four in

the section The Role ofInstruction. 1also give in tbat section a concrete example ofhow

teachers' instruction can draw from children's emotional/motivational factor

(=funetional elements) and then lead to the development ofchildren's thinking. And,

finally, in cbapter seven 1will again retum to this East-West tool-and-result analogy to

draw some conclusions concerning its implications on E8L curriculum, teacbiDg and

leaming within Vygotskian Schools ofThougbt

Practical-eritical Activity: Social Aspect

Newman et Holzman (1995) write that Vygotsky's tool-and-result approacb

"identifies practical-eritical revolutionary activity as what people do", i.e. "the practical-

critical activity ofeveryday life", wbich "transforms the totality ofwbat tbere is"

(Newman cl Holzman, 1995, p. 41). They understand practical-eritical activity in the

lipt of"the distinction between cbanging particulars and changing totalities '~. In their

view, this distinction is '~taI to understanding tool-and-result methodology" (Newman

et Holzman, 1995, p. 41). According to Newman et Holzman, the distinction between

cbangiDg paniculars and totalities (i.e. between practical and critical activity

accordingly) corresponds to the "distinetÎon... between society and history as buman life

spaces" (Newman cl Holzman, 1995, p. 43). In Newman cl Holzman's view, adaptingto

history means changing totalities wbile adapting to society means

...carryiDg out certain 8CtS, behaviors and roles appropriate to and baving exchange
value witbin the narrow confines ofthis panicular time and place (moment) in
world bistory. (Newman cl Holzman, 1995t p. 44)
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For Newman &. Holzman (1995), tool-and·result eritieal ICtivity (in our case -

language meaning) is an bistorical (1 would argue, cultural-historical) pbenomenon white

tool-for-result practical activity (practieal tbinkinl'functional criteria) retlects societal

values in a particular context.

The relations among tool-andlfor-result aetivity, practica1-critical activity,

meaning within the internai Conn ofthe word and sense witbin the cxtcmal fonn ofthe

word, ElementaJy and Higher Psychologica1 Functions are illustrated in Table S.

Table S

Content ofPractical-Critical Aetivity

PRACTICAL CRITICAL ACTIVITY
Tool·for-Result Aetivity Tool-and·Result Activity
Word SenselFunetional Criteria Word Meaning
Extemal Form ofthe Word Internai Fonn ofthe Word
Elementary Psychological Higber Psyebological Functions
Fonctions
DevelopmeDt within social CuituraI·Historical Development
milieu

As 1bave examiDed in the previous section, Newman cl Holzman attacb the main

importance iD children's development to the word meaning, represented in the internai

form ofthe word, i.e. to the critica1 activity. Unlike Lave & Wenger(l996), who believe

tbat "communities ofpractice [extemal from ofthe word] are enpged in the generative

process ofproducing tbeir own fiature", Newman & Holzman think that aetivity DOt

connected to producing meanings (internai fonn ofthe word) "is not aetivity at ail".

"Rather, it is eitber societally determiDecl bebavioror the motion ofnatural (pbysical,
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chemical) phenomena" (Newman et Holzman, 1995, p.. 46).. Waming against attaching

the main importance in the process ofindividuals' development to the unsystematic

social environment or society, Newman & Holzman write the following:

As human beings, we alilive simultaneously in history (the open ended , seamless
totality ofexistence) and in society (the name given to a specific spatio-temporal
institutional arrangement 'witbid history); we alilive in a bistory/society.. Ali
societies necessarily adapt their members to this dualloœtion and dual identity,
but they vary widely in the degree to which they require adaptationjust to
themselves or to history as weil.. Modem liberal iDdustriai societies, the ultra­
pragmatic United States in particular, adapt their members to society to sucb an
extent tbat most people do not even Imow that they are in history - or tbat bistory
is something to which one CID adapt.. (Newman et Holzman, 1995, p. 43)

Newman & Holzman's understanding ofthe social milieulextemal fonn ofthe

word as an important but not the main factor ofpeople's development is in line with the

argument 1have made in this thesis.

Su•••ry and Conelusions

In tbis chapter 1examined Western interpretations orthe main reatures of

Vygotskian Aetivity Theory (developmental, mediational and social aspects) within

Vygotsky's and Leontiev'5 schoals. The examination is aimed at analyzing how the

Western interpretations ofthe main features ofVygotskian Activity Theory could fit in

witb the conclusions 1draw ftom this thesis, concemïng the role ofthe languagelteacber's

instruction in children's development

As 1mentionedat the beginDing ofthis chapter, Western research witbin

Leontiev's theory is represented by the works ofLave & Wenger (1996) and Lantolf&

ApPel (1994). According to Lave et Wenger, it is the social commUDity and people's
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participation in it which is at the helm ofchildren's concept development, while school

milieu and teacherst instruction is not an adequate condition for the maturation ofHigher

Psychological FunctioDS. For Lave" Wenger, language is not the main tool ofchildren's

development witbin the social environment, but just one ofits components, not more

important than a physical factor. While Lave Ir. Wenger underplay the role oflanguage

within the social milie~ Lantolfand Appel payeven less attention to il. For Lantolf Ir.

Appel the social enviromnent is not language/people regulated, but object-regulated.

Lantolfet Appel's approach retlects Leontiev's theory, accorcling to which social

environment is tirst ofail relations between objects, not between people.

Engestromts, Hedegaardts and Newman Il Holzman's works were examined with

regard to Vygotsky's original "uninterpreted" theory. The investigation oftheir research

(as opposed to Leontiev's school) revealed that all three scholars follow Vygotsky's

approach witb respect to the main reatures ofcbildren's conceptlconsciousness

developmenl In other words, Engestro~ Hedegaard and Newman" Holzman look at

language as the main mediating tool and developmental trajectory ofthe maturation of

Riper Psychologica1 Funetions. My analysis oftheir investigations leads me to the

conclusion that lite Vygotsky, they al50 attach the main importance in children's

development to systematic teachers' instruction, not to the social environmenl

Engestrom's understanding ofleamiDg in the "contextoferiticism" empbasizes

that children should critically and systematically analyze their cunent activity and its

iDner contradictions tbrougb a collaborative activity wbich implies resistin& questioning,

contradieting and debating. Engestrom also pays mueh attention to wbat is called in tbis
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cbapter an ÏDDovative approach, according to which teachers' instruction should contain

some new difticult clements, which could stimulate children to ''work at the edge of

one's [their] competence".

Hedegaard stresses the importance ofmotivation in children'5 development,

which is in line with Vygotsky's theory on the emotionallmotivational factor, represented

by the fimctional criteria. For Hedegaard, children'5 motivation and interests in the

content ofteacbing could he developed through contrasts, problems and conflicts

introduced ioto class dialogue, group work and task solutions.

Myanalysis ofNewman &. Holzman's study within the main features of

Vygotskian Activity Theory revealed the following pattern ofchildren's development:

teachers ' ;nstruct;onlmeaning~t;onal elementslchildren spracticalthinkinglsense

-IChi/dren 'a new underatandinglmeaning derivedfrom teachers t instruction. It is

important to note that according to Vygotsky and the analysis [ made in this thesis,

approaching children's functional thinking to thinkiDg in concepts through teachers'

instruction is not a (inear process. It reflects uneven children's development and requires

long-term observation and analysis on the part oftcachers which is consistent with

"between-type" development, analyzed in chapter four.

This briDgs me to my second main research question:

How Ctul Western inlerprelations ofVygolskian School ofThoughtfit in with the

major conclusions within Vygolsky stheory concerning the leading role ofthe teacher in

children 's development?

1proYided a scbematic illustration ofmy answer to Ibis question in Table 4.
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Table 4

Children's development under the regulation ofthe teaeher. East -West perspective.

DevclopmcntoCcbiIdn:n's ward Devclopmcnt oCcbikIren's ward
TCICbcrs' iastructionIJDeIIÙJIg -+ CbiJdrcn's pncticallhinkinstscnse -+ lDCIIIinJ'Higbcr PsydIoIosical

Functionslthinkina
- Word meaning ·Word__ _Teacherst iDstructioaImcaniDg

+
• Hi..PsycboIogical • EmoIioaaIJmobvational • Childrm's practical thiDkiDgiSCIISC
FUDdiœs fldor, i.e. fiInctioaa1

cIcmeDts
__ - 1-

• llllDlWl&

In other words, teache,s' instruction (with weil developed meaning, Rigber

Psychological Functions/tbinking) speeds up chi/d,en 's development (based on the sense

tbey derive from Iife experience/social milieu accordiDg to bow functionalluseful Ibis life

experience is for them, how much it motivates them and retlects their Personal needs and

emotions) and upgrades this developmentto thinking in concepts. Thus, the regulation of

children's behavior by the teacher is based on using emotionallmotivational factors of

children's development (contrasts, problems, conflicts, goals, innovative approach and

individual approach). Teachers' efforts aimed at speeding up children's development

tbrough employing emotionallmotivational factors lead to fonning by children a new

kind ofmeaning. Children's thinking based on the new meaning is understood in this

tbesis u qll/l/itatively different ftom fimctional practical thinking. Ind_ represented by

the funetional elements and tied to objects practical thinking (extemal form ofthe

word/sense) draws from the emotional! motivational factor. The new meaning (internai

fonn ofthe word) retlects childrcn's ability to reach bigher levels ofgeneralizations and

abstractiODS.. According to Newman" Holzman's understanding ofaetivity, the
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teacber-pupillstudent relations could he grapbically depicted as teacher's

iDstructionlmeaning (1)-+ cbtldren's development within the social environment!sense

(2)-+ new meamDg acquired through teachers' instruction (3) n., wbere the word

meaning ofteacher's instruction (1) "is always cbaDging that which is cbanging [2],

which is cbanging that wmch is cbangiDg [3]" (Newman & Holzman, 1995, p.46). In the

next cbapter1will examine in detail Newman et Holzman's approach to concept

development as a "cbanging phenomenon".
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Ch.pter Seven: Implications for ESL Curriculum, Te.ching and
LearaiDg within Vygotskian Scbools ofThought

In this cbapter 1draw some conclusions conceming the role ofthe teacber in

second language teaching and leaming witbin Vygotsky'5 theory. The conclusions are

drawn ftom the tbeoretical research which 1conducted in the previous cbapters. This

cbapter seeks to examine in detail the tool-and-result fonnula (Ianguage/meaning~

language/meaning), which unites Eastern and Western research within Vygotskian

scbool.

Devclopnat orc:biIdrca's wonI
T....•insIrucIioaI..... ~ CbiJdra's prICticII thinkinglsense -+ ~gberPsycboIosicaI

(EmotiaDallictor/filnctioall cIcmeaIs) FUIICIionsItbink

Figure 13

Tool-and-result East-West formula ofchildren's development

The analysis ofthe above East-West fonnula is based on the interpretation of

Vygotsky's theory by his Russian coUeagues, Most ofwhom are modem Vygotskian

followers.

Thus, this cbapter addresses the tbird research question:

What coulda comparative East-West analysis ofVygotskian Schools ofThought

meanfor the role ofthe teacher as a mediating agent in secondlanguage teaching and

leaming?

It is important to note that English in such phrases as "speakiDg Englisb and

tbinking in English" is understood in Ibis chapteras English as a second language.
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Le.miDI ESL IS 1 Conscious Aetivity: the Role of the Te.cher

Careful reading and anaIyzing the part ofVygotsky's tbeory dealing with TESL

leads to the conclusion that Vygotsky puts bis own sense into the word "consciousness".

It seems tbat he understands a conscious approach to TESL as a close unity of

teachinW1eaming a second language, on the one band, and developing cbildren's tbinking

througb the maturation ofword meanings, on the otber. This understanding of

consciousness with regard ta TESL allowed the Soviet Vygotskian school to come up

with the concept of"language aetivity" as opposed to the concept of"language

bebavior".

AccordiDg to the concept known in Russia as '~Ianguage behavior" (Valdman,

1966), cluldren leam ESL through the reproduction (in appropriate circumstances) of

earlier memorized phrases without being able to use tbeir knowledge in new situations,

Le. to produce the language. In otber words, "language bebavior" approach is based on

teaching and leaming ESL through teaching and leaming the language, which is

understood as words and phrases (in artificial settiDgs). The accumulation ofwords and

phrases and the ability to excbange and substitute them according to the circumstances is

supposed to develop children's ESL communicative slàUs. Thus, it is the quantitative

criterion which plays the main role in the "language behavior" approacb. An example

illustrating the quantitative "language behaviol" approach or UDderstanding language as

an accumulation ofmemorized words and phases, is given in this cbapter in the section

Developing ESL Curriculum andSilJlQtion. It shows tbat leaming ESL words and even
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correctly using them is not a guarantee tbat children will he able to easily speak a second

language in everyday life situations, ifESL teacbing is not connected to cbildren's

personalities and tbinking.

Vygotsky's "language activity" approach is based on teachinWJeaming a second

language through thinking. For Vygotsky, the ability to speak English or write in English

as a second language (the same applies to a native language) in new life situations is

connected to the ability to think in a 5etond language. In Vygotsky's view, language is

not an accumulation ofwords, phrases and sentences, but - a unity of words and

thoughts. The thoughts in this unity play the most important mie, since "the ward is

almost always ready» when the concept [thought] is ready despite the common beliefthat

the concept is always ready when the word is ready" (cCJIoIo 8011'1'11 .... l'OTOIO. 101".

~ a.STIII. • oro .,.... DE OIINIIO acmaramr. 'l'l'O a_.,..1 aOllTll acer. 1'0'I"0IO.

... ronao CJloaot] (Vygotsky, 1996, p. 29S).1n contrast to the "language behavior",

Vygotsky's "language activity" approach is based not on the quantitative mterion and

accumulation of"ready·made" knowledge, but on the qualitative crilerion and

development ofknowledge through the maturation ofword meaning and thïnking. In

Vygotsky's view, the main factor accounting for children's linguistic qualitative changes

through thinkîDg is verbal communication, i.e. children's verbal communication-+

tbrough tbeir verbal communication with other people, as 1have analyzed in cbapter four..

ContributiDg to cbildren's concept development "other people" are understood by

Vygotsky as adults, teachers and more exp:rienced peers. As 1bave examined. in tbis

tbesis, it is the teacber-pupiVstudent communication tbat acquires a special significance

for leaming ESL due to its systematic, goal-directedcbaracter..
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Teaching ESt within Aetivity Theory

Three aspects ofVygotsky's Activity Tbeory can be identitied: developmental,

mediational and social. With regard to teachiDg and leaming ESL, these aspects ofthe

theory ofconsciousness could he interpreted in the following way: teachinglleaming ESL

is the process ofdeveloping andslimulating chi/tlren 's thinking by means ofspeaking

English within communicative situations through the mediation ofQ more

developedlmature language meaningprovided by the leacher. It could also he said tbat

according to Vygotskian school, leaming a second language is aqualitative process of

(re)constructing, cbanging, complementing children's understanding ofthe world under

the verbal guidancelregulation ofthe teacher through "resisting, questioning,

contradicting and debating" (Engestrom, 1966, p. 165) as weil as through "class dialogue,

group work and task solutions" (Hedegaard, 1996, p. 192).

ID cbapter six, 1stated that this constructive qualitative aetivity of"building" a

second language is descnbed by Newman &: Holzman as "always changing that which is

changing, which is changiDg tbat which is cbanging" (Newman &: Holzman, 1995, p. 46).

This "spinning wheel" orthe (re)constructing tool-and-result language aetivity

stimulating the development ofthinking is at the core ofthe process of leaming ESL

within Vygotsky's Aetivity Theory and its Westem interpretation examined in this thesis.

The purpose ofleaming English as a second language by means ofcommunication (i.e.

spealdng English within communicative situations) and writing in English as a second

language leadiDg to development ofchildren's thinking is to acquire new knowledge~

tboughts, intentions through interpreting the information.. This individual interpretation
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ofinformation influences and changes the relations betweenlamong those involved in the

process ofcommunication which, in its tum, leads to further interpretation ofthe

information and cbanging ofcbildren's tbinking. The new interpretation ofthe

information again results in changing the relations between the participants ofthe act of

communication (due to the development ofchildren's tbinking). The driving force oftbis

process is the need ofthe participants to say something, that motivales them to continue

their communicative aetivity, or the activity oftbinking. According to the above

understanding ofthe process ofcommunication within Vygotskian theory, the "spinning

wheel" ofthe aets ofcommunication continues its rotation till the need is satisfied This

interpretation of(ESL) communication as an indivisible unity of(tint) thougbt and (then)

word, leads to the conclusion tbat il i$ through communication lhat people main/ain

their aClwiry as human beings, i.e. as thinkmg indiviclua/s. Indeed, ifcommunication

(eitber oral verbal or innerlsilent verbal communication) is based on developing thinking

and consciousness, it (communication) is the main condition for ail other individuals'

consciouslintellectual activities. In the tight ofthis conclusion wbich is the main

argument ofmy thesis, the verbal relations between ESL teacher and pupils acquire a

special importance.

Teacher-Pypil ESt Communication

According to conventional practice, teacher-pupil communication cao develop in

two ways. It can he communication based on fonnal relations where all participants (the

teacherand cbtldren) behave according to their social status or play the roles assigned to

them by the existing social relations. In this case the teacher as an official authority gives



149

instructions to the pupils and they foUowthese instructionsjust like patients follow the

advice ofthe doctor.

Teacher-pupü communication could also he less official and much more informai

and personal, Le. communication between/among individuals. This kind of

communication seems to Cully correspond to Vygotsky's understanding ofthe teacher as

a mediator ofchildren's personalities, their thinking and consciousness. Thus, according

to Vygotskian scbool, tbere should he personal relations hetween the tC8cher and pupils,

which could lead to and motivate the development ofchildren's thinking. In this case, the

role ofthe teacher is to UDderstand children as thinking personalities as weil as to reveal

and guide the devel0Pment ofsuch components ofchildren'5 personal characteristics as

based on previous experience cbildren's opinions, feelings, emotions and interests.

According to the above, we can conclude the foUowing conceming teacber-pupil

communication within Vygotsky's understanding ofthe process ofteaching ESL:

1. ESL teaehers should treat children as communication parmers and individuals.

Ifthe relations between the tescher and children lack a persona! touch, there cao be no

goal inherent in reallife communication between people as individuals, i.e. to

cbangelcomplementldevelop tbese relations tbrough the language activity which is

"always changing tbat wbich is changiDg, which is cbangiDg that which is cbanging"

(Newman & Holzman, 1995, p. 46).

2. ESL teachers should provide motivation for pupils' UDofficiallpersonal

communication, i.e. motivation which is basecl on cbildren's persona! cbaracteristics,

desires and preferences, which develops children's tbinking and draws from reallife. In
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other words, in order to motivate children to speak English, the teacher should "create" a

need for ESL communication. This need sbould he based on reallife problems and goals

and take into account children'5 individual traits ofcbaracter. Only this kind of

motivation cau cballenge children's thiDking, and "spin the wheel" of a second language

activity.

Thus, according to Vygotsky, ESL teacher-pupil relations should be based not just

on formai/official communication within schoal regulations, but rather on the

communication betweenlamong individuals, i.e. such communication which can provide

a psychological climate for ESL teacher-pupillanguage activity as opposed to language

behavior. The main features ofthis aetivity are examined in the next section.

Main Cbancteristics of Teacher.Pupil Llngulge Activity witbin TESL

The main cbaracteristics ofteacher-pupillanguage activity within TESL are based

on the above analyzed tool-and-result East -West formula ofchildren's development,

illustrated in Figure 13 at the beginning orthe chapter.

According to this form~ ESL teacher's instruction/communication should draw

ftom cbildren's emotionaVmotivational faetor/funetional elements to provide for the

development ofchildren's ESL thinkinwspeaking within Vygotskian Activity Tbeory.

This section seeks to examine in detail the main features ofESL teacher-pupillanguage

activity in the ligbt ofVygotsky's theory ofconscÎousness.

According10 the East-West comparative analysis ofVygotskian scbools, which 1

bave provided in my thesis and summed up in this cbapter, 1am able to identify tbree
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main characteristics ofESL teacber.pupillanguage activity: an individual approach to

teaching ESL, a situated approach to teac:hing ESL and an innovative approach to

teaching ESL. Ali three approaches are based on functional clements which are

connected to emotionallmotivational factor, retlect three aspects ofVygotskian Activity

Theory and lead to the development ofchildren's thïnking, as 1illusttate it in Figure 14.

Devclopmcnt oCcbiIdrea's wonI
TCICbcrs' iDsuuctiœI..... + Childn:n's prICtical dùakingllCDIC ~ -...iIIaIHisbcr PsycboIogicaI

(EmoIiouI rldor/fimclioaal eIemeDts) F.-tionsItbiDking

L J
+

lDdividual approICb to....sESL
Siluafed approICb co CCldUDg ESL
InDovllive Appn1Idl to tcIdùng ESL

Figure 14

The source ofthe main characteristics ofESL teacber·student language activity
within tool·and·result East-West formula ofchildren's development

Individual Approach to Teaching ESL

White tbis approacb is important for educational practices in general, it seems to

play an even more significant role in devetoping ESL curricula. Speech is such an

individual phenomenon tbat it does not seem posSIble to teach speaking a second

language without paying special attention to the individuallpersonal attributes of

cbildreD. Indeed, children'5 speech ls a means ofexpressing their personal feelings,

emotions, opinions, desires, preferences, etc. Thus, Rogova writes tbat "teaching a

foreign language requires individual approach, perbaps, more tban teaching any other
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.lPJI'OMJ IIPU*TY.~T ........,..••.,. .......) (Rogov&, 1977, p. 46). Soviet

psychology interprets individuality witbin two aspects ofpeople's/children's

cbaracteristics, Le. individual and personal (Leontiev, 1983; Shevandrin, 1995). In the

next section 1will examine in detail these aspects ofpeople's cbaracteristics and their

importance for a second language teacber and ESL curriculum.

Individual and Personal Cbaracteristics ofCbüdren

Individual cbaracteristics ofpeoplelchildren are represented according to

A.N. Leontiev (1983) and Shevandrin (1995) by such inherited traits ofcharacter as

temperament, talent for domg something or lack ofil For ESL teachers, individual

cbaracteristics ofchildren Mean tbat sorne ofthe cbildren are more capable while others ­

less. It implies that individuality should be looked upon as a given or an objectivefactor

wbich sbould he taken ÎDto account by ESL teachers in the process ofdeveloping ESL

curriculum. In otber words, children's individual cbaracteristics are understood as

genetic, static, inflexible. 1Dd~ it is well-kno~ that sometimes regardless ofbow

good a teacher is and how bard cbildrenwo~ the results ofchildren's efforts ue still

ditTerent That is, even among those pupils who study equally bard and bave the same

teacber, the achievements are not the same due to cbildren's ditrerent individual

cbaracteristics. For example, a very active child lites to speak English, express bislher

opinion or read a10ud since for this chiId it is a joy to be the center ofattention. For a

cbild who is by nature shy, it is easier to express bimselfJherselfin writing tban orally.

This is an example ofhowtemperament could bave an impact on cbildrents leamiDg. It

could also bappen tbat cbildren with the same temperament ICbieve different results due
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t6 the simple fact that for some ofthem it is just easier to do certain kind ofwork while

for others it is much more diftieult This phenomenoD is understood as an objective

factor which should be taken into account by ESL teachers. The objective factor May

accouat for the faet tbat ditrerent children bave differeDt zones ofproximal development

This may give an impression that teachers cannot do much to enhance children's

development and leaming... ifthere did Dot exist the subjective factor ofchildren's

development That is~ the factor which allows teachers to considerably extend children's

ZPD.

Thus, alongside with the objective factor, iDdividuaiity CID depend on a

subjectivefactor. Children as individuals are characterized oot ooly by their inherited

traits ofcharacter and natural talents, but also by their disposition to work, which is

understood in this thesis as subjective individual attributes which can have an impact on

cbildren's objective factors. It is cluldren's individual disposition to work or study which

could be further developed and enhanced by English tcachers and allow children to more

or less overcome what they inherited ftom their parents. This means that children's

achievements in developing language activity depend not only on their inherited

characteristics, but also on their desire to learn how to develop their individual styles of

working. That is, how ta systematicallyemploy certain methods and ways ofleamiDg and

remembering, tbat are typical of individuals and CID be developed tbrough teachers'

Mediation. Merlin & Klimov rerer to it as '4individual combination ofmethods and ways

ofaetivity by a penon tbat provide for the best results" [ca_·,....o-aoeoe....

c:owraIIIIl JIPII..... caac:.- MftU"OC'I'II. ............. 1IUJlJ'IID••

__• qpwv .....IDII»] (Merlin & Klimov, 1967~p.lll).
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It eould he suggested tbat it is the subjective factor ofindividuality that is more

important for ESL teacbers. While ESL teacbers C8DDot change the objective reality

directly, they cao enhance ehildren's inherited nuances indirectly by guiding the

development ofthe subjective factors ofebildren'5 individuality, i.e. children's

disposition to work. To identify, Mediate and enhance children's inherited eharaeteristies

and their disposition to work, it seems necessary for ESL teachers to carefully observe

and study children's development as personalities.

Despite the importance ofthe objective and especially subjective factors of

children'5 individuality for ESL teachers, these aspects do not seem to play the main role

in tcaching a second language. It is a well-Imown fact tbat very often ehildren are not

doing weil despite the faet that ESL teacher appropriately evaluates their objective

cbaracteristics and helps pupils to develop tbeir subjective styles ofworking. This eould

account for the faet, tbat ESL teachers May ignore or underplay ehildren's personal

cbaracteristics.

Personal characteristics ofchildren are understood by A.N. Leontiev (1983) as

retlecting a certain qualitative stage ofcbildren's development as members a/society.

They are directly connected to chtldren's fèelings, though/s, in/eres/s, desires,

prejêrences within a societal context That is, they are based on sueh emotionaJ/

motivational factors ofehildren's developmcnt as ebildren's allitude to the values

determined by the society in which they live. It implies that pupils' personal

cbaracteristics are more closely related to the process communication in English as a

second language tban objective and subjective aspects ofchildren's individual
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characteristics. Indeed, based on societal values~ persona! characteristics ofchildren can

5el'Ye as a common ground for ESL communication, i.e. for COnstruiDg children's

meanings from socially available ones tbrougb "analyzing critically and systematically

their [children~s] cuneot aetivity and its innercontradictions" (EDgestrom~ 1996~ p. 165)

by means of "resisting, questioning, contradicting, and debating" (Engestrom, 1966,

p. 166). HaviDg acommon ground for ESL communication implies tbat within the

personal cbaracteristics ofchildren, ESL teachers have more opportunities to Mediate

and enbance children's development than within the individual ones. For example, ESL

communication, based on societal values, can a110w English teachers to better understand

children, analyze their bebavior and enbance their performance. ESL tcachers can

accomplish this by introducing into their instruction (through questions, debates,

problems) sorne issues that cannot lcave children indifTerent That is, the issues that will

get children engaged or draw tbem in the process of learniog and eventuallyenhance

their perfonnance in Englisb. In the section SituatedApproach 10 Teaching ESL 1give a

concrete example (about Halloween), illustrating how teaching asecond language within

a context could he implemented.

It is easy to notice tbat an individual approach to teaching ESL, that retlects

children's personal cbaracteristics, is conneeted to ail three main aspects ofVygotsky's

Activity Tbeory. Thus, (re)negotiating societal meanings tbrougb appropriate

communication in English as a second language is connected to the developmenta/ aspect

with its main media/mg100/ -language meaning (teacher's1more capable peers

Mediation). and suhordinate mediating100/ • emotional and motivational



156

factorslfunctional criteria. Sïnce meanings are drawn by children from communicative

situations witbin their social environments, an individual approach must also reflect the

social aspect ofVygotsky's Activity Theory..

Individual Approach and Motivation

An individual approach (especially its personal aspect) plays a major role in the

pracess ofmotivating thinking and speaking English.. This implies that the goals ofESL

teachers must accommodate and respect cbildren's personal needs, feelings and tbougbts

that stimulate pupils to learn a second language.. To reacb tbis goal ESL teachers must

pay special attention to such components ofcbildren's personal cbaracteristics as pupils'

lifè experience, spiritual needs, v;ews, emotions, chi/dren 's staIUS as team members, etc.

Teaching tbat ignores children's persona! cbaracteristics cannot "spin the wheel" of

children's thinking aetivity which according to Vygotsky's theory, is a major factor of

motivating children to get involved in a conversation in English (cbapter six, p.13S).

Indeed, it does not seem possible for ESL tcachers to provide a long-lasting motivation

for leaming a second language without taking into account children's personal emotions

and attitudes as 1have illustrated in Figures 10 and Il in cbapter four. Rubinstein wrote

in tbis regard tbat "intemali2ation ofextemal motives always depends on inner

conditions" [ca...... Dpll'lllllll•.• __...an_flOT 'fpe.... JC.I~]

(Rubinstein, 19S7~ p. 307). Within Vygotsky's theory, extemal motives for

communication in a second language cao he understood as motivation ofchildren's

speakinglthinking tbrough setting up authenticprohlems and goals within a

communicative situatiolL Dependence ofextemal motives on the inner (personal)
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conditions could imply that goal-directed situated motivation within an individual

approach to teacbing ESL requires tbat ESL teaehers should develop individua/

situations, i.e. such situations that are linked to children's personal characteristics and

interpreted tbrough the latter. An individual approach makes it possible to ensure tbat

every pupil is interested in their language aetivities. Speakïng a second language within

such an approach becomes not only pupils' duty, but a1so reOects a real need to express,

discuss, (re)negotiate and sbare sorne problems connected to cbildren's thoughts, ideas,

desires.

Situated Ap,proach to Teaching ESL

A situated approach to teacbing ESL is a logical continuation ofan individual

approach. Generally speaking, it means tbat according to Vygotsky's theory, teaching

ESL should be based on introducing iDto ESL curriculum situations, reflecting children's

individual and ·wbat is more important - persona( cbaracteristics withiD an individual

approacb to ESL. A close look at ESL tcaching reveals that there are ditTerent

interpretatioDS ofthe ward '~situation". In the next section 1elarify and analyze two

approacbes to the understanding of"situation", i.e. ÏDterpreting it as a tapie and as a

situation.

Topic and Situation

Despite the fact tbat the idea ofa situated approach to ESL teacbing and leaming

is not new, the analysis ofVygotsky's ÏDterpretation of"situation" within Ibis thesis CID

contribute to a conveDtional understandiDg oftbis phenomenon. To illustrate the above 1
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would like to reCer ta a situated approach to ESL curriculum with which most teachers

are familiar and wbich ditTers from Vygotsky's interpretation of-situation".

Very often, ESL teacher asks pupils to speak within such situations as Christmas

Holidays, Halloween, Weekend in the Country ... In most circumstances cbildren don't

bave much ta say about such general issues. 1recall being personally involved in

discussing sueh situations wben 1went to school in Russia. This kind ofsituation is a1so

familiar to me from my experience as a student al French courses [ took in two Canadïan

eities - Ottawa and Montreal. Sometimes such situations (situations that are based on

general issues) are called "tapies".

It seems tbat the purpose ofthe topie is to mue children express their opinions

with regard to some events or circumstances. In tbis case, ESL tcacher's role seems ta he

limited to naming a topie, introdueing the necessary vocabulary and listening to what

cbildren can sayon the given tapie (language bebavior approacb). For those who support

Vygotsky's understanding of"situation" as communicative relations hetweenlamong

people. hased on andleading to the development ofthinking, there arises the following

problem. Ifattitude is a necessary condition for the motivation ofthinkinwspeaking, how

ean ehildren bave an attitude to the words Halloween (especially ifIbis cultural tbeme is

not within thcir cultural trame of referenee)? Indeed, there cao be a lot ofdifferent

communicative situations witbin the topie Halloween, that cao trigger ditTerent attitudes

towards this event For examplc, disappoinlment tbat there were too many people in the

Halloween parade who obstructed the view;joy tbat tbere were a lot ofpeople; scory

fée/mgr, admiration ofHalloween costumes. The abave examples temind us that
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according to Vygotsky's understanding ofcommunicative situation, a situation should he

connected to children's personalitieslemotional factors on which the formation of

ehildren's attitude depends. Thus, the purpose orthe situation in a Vygotskian sense (as

opposed to the tapie) is to invite ehildren to express their opinions on what they fèel and

think regarding somethiDg, not just report on events orcircumstances. ln otber words, a

Vygotskian notion ofsituation always bas somethiDg to do withpeople (tbeir feelings,

attitudes, emotioDS and personal evaluative orientations towuds the world), and not

objects, as 1analyzed in chapter three. Object-oriented topies retlect A.N. Leontiev's

theory. Understanding situation as an event, or eircumstances, ora place where these

eventsleircUIDstanees accur (i.e. as a topie), cannot provide for the development of

ehildren'5 attitudes, social investment for their thinking, and, finally - motivation and

desire to speak a second language. Tbus, Vygotskian theory allows us to differentiate

between topie and communicative situation. Topie can be understood as an object­

oriented general issue while Vygotskian situation is eonnected to the communicative

relations betweenlamong people, based on and leadiDg to the development ofthinking.

Problem witbin Situation

The anaIysis ofVygotsky's theory leads to the logical conclusion tbat ehildren cao

be motivated to get involved ÎDto languagelthinking aetivity in a situation that bas the

elements ofactivity/thinking. Investigation ofVygotskian understanding ofthe situation

(cbapters three and four) reveals tbat these triggering thinkinwspeaking elements are

problems and goals, tbat reBect the needs ofcbildren and relate to ehildren's

personalities, feelings, emotioDS. Thus~ the situation in Vygotskian sense is cbaracterized
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às being connected to children's personalities and needs goal-directed problems that cao

he solved by means ofcommunication. This implies tbat for Vygotsky~ a problem within

a communicative situation (like the communicative situation itselt) should he based on

personal relations between/among people. In Vygotsky's view, it is only the problem

reflectiDg people's relations (emotions, feeling, desires, preferences and other clements

ofchildren's personal charaeteristics) tbat can motivate children to think in English, form

their attitude to the issue under discussion and verbally express this attitude by speaking

English. It means that problems connected to a situation and ehildren'5 personalities,

should he understood as "conflicls" ofideas, opinions, fée/ings, etc., i.e. as ubom"

within the rea/m ofindividuals ' relations necaslly, ".d tir drive 10 slart Ihinking in a

second language and verba/ly express Ihoughls, opinions, views. This kind of

communicative situation that creates the necessity/need to thinklspeak is known in

Russian psycbology as a problem situation [1IpOU..... C8'I"JUD) (petrovsky &

Yarosbevsky, 1990, p. 293). For example, concerning Halloween, there could be the

followiDg situation stimulating children's language activity througb settling the "conflict"

ofopinions and feelings: one cbild was disappointed that there were a lot of PeOple .. the

other enjoyed it It is disappointment versusjoy, tbis conflict offeelings and opinions,

tbat could be regarded as a communicative problem situation within Vygotsky's theory,

DOt the topie Halloween per se. Connected to cbildren's emotions and feelings, this kind

ofsituation naturally motivates children to thinklspeak, in tbat, unlike the topie

Halloween, it does not leave children inditTerent but inst_ invites their evaluative

orientations. Indeed, only tbrough experiencingcertain feelings regarding Halloween,
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cbildren can bave a motivation to fonn their own attitude to, and opinion about a

situation under discussion, which in tum, can stimulate their thinking and speaking.

Without this connection to children's experiences and "naturar~ drives, speaking English

becomes for children not a need to express their thougbts, opinions, attitudes but a

difticult obligation.

Thus, instead ofasking pupils to descnœ Halloween, ESL teachers CaB invite

children to ask more personal questions concemîng Halloween on which they have

opinions, based on their previous experiences. These stimulating discussion

questionslcomments could he: Whal do you think about Halloween? Do you think

Halloween is an exciting and joyful holidav? Whv do YOD think 50? or Do you like the

scary costumes people wear on Halloween? Did you wear a costume on Halloween? Why

do (dontl) vou like the scary costumes? 1personally think (dontt thinkl it's a good idea.

These sort ofquestions inevitably provoke diversity ofchildren~5 opinions (or "conflicts"

ofopinions, feeling, attitudestetc.), that CID become the content ofthe situation within

Vygotsky's theory. When children bave their opinions/thoughts on a situation, theyare

motivated "ftom insidett or bave a need to express wbat tbey think in a second language.

In this C8Set the role ofESL teacher is to guide the natural flow ofthe discussion within

cbildrents zones ofProximal development

The above idea also retlects Hedegaard's theory on cbildren~s development under

the guidance orthe tcacher. FolloWÎDg Vygotsky, Hedegaard writes tbat "motivation and

interest in the content ofteaching must be developed in children" tbrough "contrasts,

problems and contlicts" (Hedegaard, 1996, p. l8S).
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Developing ESL Curriculum and Situation

The aœlysis ofVygotsky's tbeory leads to the conclusion tbat ESL teaching and

leaming should he based on situations, tbat are connected to children's personal

characteristics (as opposed to assigned topies). IntroducingEnglish words and phrases

separately from reflecting children'spersonal experience situations makes leaming a

second language meaningless for children. This leads to another problem: children easily

forget new materia! and/or cannot use it appropriately in everyday life situations. The

following example illustrates this idea.

To emphasize the importance ofa situated approach to the schoal curricula, one

of the MOst prominent authorities in Russian pedagogy Sukhomlinsky (1952) descnbes

the following teaching practices. Ateacherasked pupils to make sentences with verbs.

Among the sentences the children made were: "Tractor ploughs the field" [cTpurop

...... DU.l, "Rabbit eats the hay" [eX.... cr ca..l, etc. Sukhomlinsky writes in

this regard that:

• a,........ mropae ..,..,.,.. ,. c......oc. TUGe oa,....
'l'UU lIIP'I'Ma .,.. 'l'I'O DGaJMUGCk no __ ,...? no
c.cftI••u MIICJI.........1.. lIeD _ DO 0"'_ PllGOK c..-a: ,..-­
1UIIIIft....,... IIMT.~ IC'I'•• IPUJIK Uft. - lIIIftO ......
1aMftaL.

The sentences whicb the pupils made revealed such indifference, such complete
Jack ofinterest, tbat 1couldn't help thinking: is it the language the children speak
in reallife? Does it ref1ect pupils' thoughts1... Nobody would bave even noticed
if: by mistake, a child bad said: a pupil sails and a ship goe5, a farmer eats and a
rabbit drives... (Sukbomlinsky, 1952, p. 20).

This example illustrates the teaehing practices that ignore a situated approach.

Despite the fact that the sentences the pupils made are grammatically correct, it is clear

that the children would have difficulties in using them in reallife situations. It accounts
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for the faet that leaming a language without using it in motivating thïnkiDg and reflccting

cbildren's experience situations, deprives it ofany connected to reallife sense.

The analysis ofa situated approach to teaching ESL within Vygotsky's theory

maltes it possible to come up with the following recommendatioDS for ESL teacbing and

leaming:

Presentation ofnew ESL material should be based on authentic situations

reOectiDg relations between people within an individual approach to teaching ESL. An

important component ofthe situation should he a goal-directed problem, connected to

children'5 personalities, needs and interests. In otber words, it should he a problem that

cao stimulate cbildren's thinkiDg, develop their attitude to the issue under discussion and

make it possible for the children to use English in reallife situations.

Innovative AWroach ta Teaching ESL

This approach is connected to the idea of"workiDg at the edge ofone's

competence" (Engestrom, 1996, p. 167). This means that teachers' instruction should

always be a little bit ahead ofchildren's development and contain some unpredictable,

newelements. Indeed, there are some advantages ofspontaneously iDtroducing new

elements into teachers' instruction. It should stimulate children's inlerests a10Dg with

their attention and thinking. According to Many Russian scholars, the raie ofchildren'5

interest iD teacher's instruction is very important for teacbiDg and leaming ESt as weil as

other school subjects. Thus, Bondarenko writes tbat "Ieaming without interest, without

developing positive personal attitude~ doesn't malte it possible for people to aetively use

their knowledge" [cnaua. ,...... la ..,..,.. •• .,....... coecneaalDlll
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(Bondarenko, 1974, p. 6).

The importance ofinterest for the school cunicula is connected with the fact tbat

it "is both a precondition and result of teaching" [clUlftCa • JIPUIIOCI1DOI G8"_. 8

en pafJl.n'l'OlO) (Rubinstein, 1940, p. 528). On the one band, children's interest in

teacher's words is ameans ofoptimizing the etTectiveness ofteacher's instruction. On

the other band, effective instruction stimulates cbildren's interest.

Further developing the idea of"working at the edge ofone's competence" and

dealing with the new, it seems necessary ta define some limits and map out major

guidelines for implementing this approach within te8cbÏDg English as a second language.

In connection to this, tbere arise the following questions: Whal are the criteriafor

selecling new elements within ESL teachingpraclices? and How con new e/ements

wilhin ESL curriculum be interpreted within rygotsky's theory?

Aclue to the answer to the first question could he round in Petrovsky's (1970)

book on psychology wbere he describes mecbanisms ofmemoty. The issue ofmemory is

important for an innovative approach in that the main purpose ofteacbing ESL (including

ESL instruction containing new elements) is to prepare children to use tbis material in

everyday life wbich is possible only ifchildren are able to remember il It implies that

cbildren's ability to remember new knowledge in the future could serve as the main

criterion for the selection ofthis material. According to Petrovsky, long-tenu memory

depends on the following: "ta wbat extent the given material is useful for the future

aetivity orthe subject and how important it is for reacbing the subject's goals [caaca

cnaea. J'IAft'U CDft.l'Cl'''''-''' ..ftPAM ocn CJ'IM1lft.



165

.... _ DallllMGC'r. AU .-:r_. lIpucTOUIIIX ....] (petrovsky, 1970, p. 261).

Since people's future goals usually depend on tbeir present and previous experiences, it

seems logical to suggest tbat the issue ofhow useful a new Imowledge can he for children

in the future, is connected to childrenli5 present and pest activities. The latter, in their

turn, draw ftom children's Personallindividual characteristics. Raving mentioned tbat,

there could be made the foUowing conclusions conceming the criteria for selecting new

challenging pupils' thinking elements ofESL instruction: new ESL knowledge can

stimulate children's interest and thinkingonly ifit is introduced within an individual

approach to teaching ESL that takes ioto account cbildren's past and present experiences.

To reach this goal, it seems necessary for ESL teacher to constandy observe and study

children'5 development within the concept of"between-type" development, tbat 1

analyzed in chapter four.

How con new e/ements w;thin ESL curriculum be interpreted within Vnotsi}"s

theory? In the light ofVygotsky'5 theory with its situated approach ta teaching ESL

(which is always based on the individual approach), there am he introduced new

elements or changes within the situation, tbat can encourage children "to work al the

edgett oftbeir comPetence. Thus, witbin a communicative situation there CID he changed

the content, or the Cocus orthe situation, Le. (a) problem, (h) goal along with such

"technica1" characteristics as (c) numberofteam members, (d) composition ofteam

members. These situational changes can result in enbancing children's strategies in

leamiDgEnglish as a second language u long u the cbildren are guided by the teacher
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and their peers who cao provide the necessary help within cbildren's zones ofproximal

development

Su•••ry lad CODclasio••

In tbis cbapter 1attempted to show how an East-West interpretation of

Vygotskian Activity Theory could contribute to developing an ESL cuniculum. On the

basis ofmy analysis made in previous cbapters 1answered my last research question:

What cou/da comparative East-West tma/ysis ofVygotskian Schools ofThoughl meanfor

the raie ofthe teacher as a mediating agent in second language teaching and leaming?

For this purpose, 1examined bow teacbing ESL cao he connected to the Activity Theory

as it is iDterpreted by Russian and Western scholus. 1also analyzed how teacber-pupil

ESL communication migbt be Wlderstood within the arguments 1bad provided on

Vygotskian Activity Theory. And finally, 1identified and analyzed the main

cbaracteristics ofteacber-pupil communicative relations witbin TESL whicb are based on

the Activity Theory. They are an individual approacb to te8ching ESL, a situated

approach to teaching ESL and an innovative approach to teaebing ESL.

Aftenvord

In tbis East-West comparative study 1made one more step towards understanding

what Vygotsky wanted to sayby bis research on language, consciousncss, individuality

and leaming a second language. Some Western scholm may object tbat !bey don't see

much evidence ofany research referred to ormade by Vygotsky. Nevenbeless, aU
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Vygotsky's books are based on extensive research and scientific evidence. To understand

tbis controversy it is important to know Russian reality at the time Vygotsky worked and

Iived. Russian psychological circles in the thirties were concentrated in Moscow. Ali the

schalars involved kneweach otber and were familiar with the experiments oftbeir

coUeagues. That is wby, Most ofthe tilDe they (including Vygotsky) dido't provide any

descriptions ofthe researeh in their books. It means that behind the words "according to

Vygotsky" or "in Vygotsky's view" there is a body ofevidence and a lot ofreseuch

done. Ailing Vygotsky was saviDg bis limited liCe time on descnbing to bis colleagues

wbat they already knew. It looks as if it was difticult for Vygotsky to imagine that long

after bis death he would bave a lot ofCoUowers from other countries who would like to

develop what he started. Let us hope that tbis talented scholar who risked bis liCe for bis

ideas~ is not misjudged by bis Western followers.

Let us also hope tbat this thesis will encourage other students to look at

Vygotsky's theory in connection to teaching and leaming a second language. We

shouldn't Corget tbat the Most Camous Vygotsky's works Lr about language. Not language

that is used for the sake ofsaying sometbing, but language tbat is always connected to

tbiDkiDg, mûes our liCe meaningful and belps us to bave a conscious understanding of

reality. Let us teach Ibis kind ofa second language, connected to cbildren'5 personalities,

ideas and opinions.
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