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Foreword

Two Worlds - One Love

Fifteen years ago I went to the seaside, to the Russian city of Odessa. Looking at
the endless and mysteriously gleaming surface of the Black Sea studded with even more
mesmerizing huge and elegant white ships, I felt miserable and helpless. I knew that |
had almost no chance to see other countries and people, that the white ships were for a
select few in the Communist Russia, and the world outside the borders of the Soviet
Union had been stolen away from me. When I saw the place of destination -
Montreal-on one of the ships, the word looked and sounded almost unreal to me. |
couldn 't help feeling that there wasn't one world with many countries but two different
worlds, and my life was too short to see how people lived in far away cities. The only
thing which could comfort me at that time was the hope (which dies the last), that life is
unpredictable and everything may happen. That was how my Montreal Dream began.

I have always believed that people have the ability to dream for a reason, that
dreams attract some mysterious energy from the universe, which turns them into reality.
This is the positive side about dreaming and believing. The negative side about following
the yearnings of our hearts is that there is no due date and only the patient are the
winners. Though eventually I was given a chance to travel all over Europe and work in
US, I had to wait for a long time to fulfill my Montreal Dream - so long that I almost
Jorgot about it. When in 1994 I safely landed in Canada, I realized that the already

forgotten Dream had subconsciously guided me through all my numerous trips around



the world keeping in store that city-Montreal. Isuddenly saw a connection
between changing my place of residence and the Black Sea episode, which gave rise to
my incipient desire to see other countries, understand different 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 different worlds and societies - the former Communist
Russia and Western countries. It is a chance for me to take the best from the two
mentalities and concentrate on what unites Eastern and Western scholars in their
interpretation of Vygotskian psychology, his theory on education and his ideas on
teaching a second language. Ironically, this became possible far away from Russia, the
country where I first heard the name of Vygotsky.

Iowe my “meeting” Vygotsky in Montreal to my ESL Curriculum Development,
Ethnography classes professor and my thesis supervisor Mary Maguire who has helped
me to rediscover Vygotsky on Canadian soil. Thanks to Mary Maguire, I leamed that this
famous Russian scholar is well known in North America, and has many followers who
continue the dialogue on social psychology, education and language learning, which this
Russian renegade started more than sixty years ago.

If a Canadian Professor and other Western scholars have spent many years trying to
understand a Russian scholar like Vygotsky, there must be something in common and
enduring between such two seemingly different worlds, as East and West. Perhaps, it is

people’s propensity to believe in some everlasting human values, or maybe, it is love for



the poesy and enigma of Vygotsky’s books that inspires his followers all over the world
to pursue what he had no time to finish.

My thesis is one more attempt to contribute to the existing research on theoretical
interpretations of Vygotsky’s theory of psychological development. It is one more voice
of a teacher and native speaker of Russian, captivated by Vygotsky’s ideas and his
lifelong search for the universal concepts essential for building the future. That is, raising
and teaching children.

The following are definitions of some key conceptual terms that I use in this study.

Definition of Key Terms

Activity Theory offers an analytical conceptual tool to examine human
psychological activity in context. Vygotsky explained the concept of activity through
discovering a number of activities which can serve as generators of consciousness. These
activities, or generators of consciousness are the core of the Activity Theory. They serve
as an actualization of culture in individual behavior, that is reflected in the symbolic
function of gesture, play and speech systems. Thus, Activity Theory acknowledges that
human activities are embedded in socio-cultural-historical contexts. That is, it looks at
individuals and their socio-cuitural context as inseparable entities.

Consciousness. The reflection of reality. By “reflection” is not meant a passive
photographic process but a dynamic process reflecting the subject’s activity. This activity
involves a dynamic interactive model with consciousness and behavior representing a

unity.



Paedology is a complex approach to children’s development and learning based
on the knowledge of biology, physiology, psychology, pedagogics, medicine and
defectology

Problem situation. A situation which is created through teachers’ instruction and
contains a problem which has to be solved.

Self-Regulation. Conscious evaluation by an individual of his/her own
psychological processes.

Situation is understood in this thesis as a system of external (with regard to an
individual) conditions, stimulating and mediating his/her activity. These conditions could
be problems, motives, goals, etc.

Zone of Proximal Development (ZPD): Scaffolding and Socio-Cultural
Interpretation. Within the framework of a scaffolding interpretation, the zone of proximal
development is defined as

the distance between the actual developmental level as determined by

independent problem solving and the level of potential development as
determined through problem solving under adult guidance or in collaboration

with more capable peers. (Vygotsky, 1978, p. 86)

A cultural interpretation construes the zone of proximal development as the
distance between the cultural knowledge provided by the socio-historical context -
usually made assessable through instruction - and the everyday experience of individuals.

(Davydov & Markova, 1983)



Chapter One

Placing Vygotsky and Situating the Study

In this chapter I review the main ideas of Vygotsky’s theory against the political
and historical background in Russia in the thirties. I also look into the issue of how
Vygotsky is interpreted by his Russian and Western followers.

Political and Historical Situation in Russia in 1930s

Despite all the contributions Vygotsky made to the development of psychology,
education and other disciplines, his fate as a scientist was not a happy one. For a long
period of time, Vygotsky was forgotten in his own country or was mentioned just in
passing. Thus, Alex Kozulin writes the following about Vygotsky in his traiislation of
one of Vygotsky’s most famous books Thought and Language:

A prodigal reader, he felt equally at home with commentaries on Shakespeare’s
tragedies, the philosophy of Hegel, and clinical studies of the mentally retarded.
A profound theoretical, he was also a man of practice who founded and directed
a number of research laboratories, including the first Russian Institute for the
study of Handicapped children. As Stephen Toulmin so aptly remarked, Vygotsky
carried an aura of almost Mozartian giftedness. And yet he lived in times that
were hardly favorable to Mozarts. (Kozulin, 1987, p. XI)
The last sentence of this quotation refers to the historical and political situation in
Russia in the thirties, an era characterized by the suppression of any views and opinions
that ran counter to the ideology of the Communist Party. This may account for the
various interpretations of Vygotsky’s theory in Russia by Vygotsky’s followers who often

simplified and adapted his ideas to accommodate them to the political and historical



demands of the time. The early thirties required the development of a theory of
psychology that would be in line with the Marxist theory of objective science. Soviet
psychologists were expected to derive psychological categories directly from the works
of Marx, Engels and Lenin. This approach to psychology seriously undermined
Vygotsky’s research program which relied upon such “bourgeois” theories and methods
as psychoanalysis, Gestalt psychology, and cross-cultural analysis of consciousness.

At the same time, the basic idea of Vygotsky’s instrumental psychology had
something in common with Marxism, in that the former refers to the notion of sign as a
tool with the help of which people change psychologically, i.e. it can influence people’s
consciousness. The above understanding of the role of the sign in changing people’s
psychological functions is analogous to a Marxist approach to the role of labor and labor
tools as a means of transforming people physically and psychologically. Though in
essence, Vygotsky's approach to defining consciousness and Marxist understanding of
people’s psychological development were completely different, the above analogy made
it possible for Vygotsky’s followers to adapt his ideas to the demands of the time and
portray Vygotsky as a “deviant” but still a Marxist before the ruling circles. In other
words, the mediating role of signs as “psychological tools” actively participating in
people’s psychological development, was eventually substituted by the Marxist theory,
according to which the crucial role in the process of the development of people’s Higher
Psychological/Mental Functions, was attached to the labor and /abor toois. The above

labor tool analogy also served as the basis for the atheistic propaganda in the former



Soviet Union. It provided a Marxist explanation of the driving force of human evolution
through people’s participating in labor activities with the help of labor tools.

In short, Marxist understanding of the history of human development is based on
the concrete tools (i.e. labor tools/instruments) which, according to Marxist theory,
transformed animal reflexes into human behavior. Vygotsky emphasizes the importance
of the ideal psychological tools (i.e. signs and words) in the evolution of human’s Higher
Psychological Functions. In Communist Russia at that time, the prevailing view was that
it is concrete labor tools which people should use to change the world. Vygotsky’s life
threatening “ideal” stand was interpreted as anti-Communist propaganda. Though
Vygotsky was not among those who physically suffered from the Soviet regime, his
views and ideas could be called suppressed and repressed. That is why one of the
modem Russian scholars Yaroshevsky referred to Vygotsky’s theory as a “repressed

science” [«penpeccuposannas wayxar] (Yaroshevsky, 1996).

Life and Work of Lev Semenovich Vygotsky

Vygotsky (1896-1934) was bom to a Jewish family. The family lived in Gomel,
a small town in Belorussia that was one of the republics of the former Soviet Union (in
the ninetieth, after the collapse of the Communist regime, Belorussia, became a separate
country, but very soon it again joined the Russian Federation). His father worked ina

bank while his mother was raising her eight children. The Vygotskies were interested in

literature; they spoke foreign languages.



In 1913, Vygotsky became a law student at the Moscow University. At the same
time, he also entered historical and philosophical faculties of the private Moscow
Shanyavsky University. Vygotsky started his career not as a psychologist but as
philologist and literary critic. In 1917, Vygotsky graduated from both Universities and
returned to Gomel. He worked as a school and college teacher. He taught various
subjects among which were the Russian language and literature, art theory, psychology.

In January 1924, Vygotsky made a presentation at the Second Psychoneurological
Congress in Leningrad (now the city is known as St.Petersburg). The presentation was a
great success and Vygotsky was invited to work at Moscow University’s Institute of

Experimental Psychology by its director Korilov.

Three Phases of Vygotsky’s Career
Vygotsky’s career and the development of his ideas have undergone three phases:
the first phase is connected with his moving to Moscow and the founding of his School of
Thought [Mxona Burorcroro] (1924-1927); the second phase is known as the
instrumental period {sucrpymenransunst nepuox] (1927-1931); and the third final phase
(1931-1934) is characterized by his research on paedology, education and development
(Yaroshevsky, 1996).

Moving to Moscow (1924-1927)

After moving to Moscow, Vygotsky started working with children who suffered
from mental and physical ilinesses. Vygotsky tried to better understand what was
happening in Moscow psychological circles at that time and find his own unique way of

looking at the development of Higher Psychological Functions. As a resuit of his search
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for finding a unique place in psychology, Vygotsky founded his own School of Thought.
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 of his career which Yaroshevsky (1966) calis the instrumental phase.
During this phase, Vygotsky attached a major mediating role in the development of
human psychological functions to the sign which was understood as a “psychological
tool” or instrument [userpyment]).

Moscow Decade: Instrumental Phase (1927-1931)

Before the development of Vygotsky’s theory, there existed two approaches to
defining consciousness: subjective and objective. According to the subjective approach,
consciousness was treated as a non-physical phenomenon, and the inner world was
looked upon as a given. According to the objective approach developed by well-known
Russian scientist Pavlov, consciousness was governed by certain laws within a stimulus-
response paradigm. During 1927-1931 Vygotsky attempted to carve a path between
subjectivism and objectivism by introducing the concept of Elementary (analogous of
animal functioning) and Higher Psychological Functions. According to Vygotsky, Higher
Psychological Function is a system of interrelated functions, qualitatively distinct, and
hence irreducible to the Elementary Functions - because in his view, Higher
Psychological Functions represent mediated forms of psychological activity. Thus,

Vygotsky improved the stimulus-response approach and introduced a third element - the
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concept of mediation. This concept could be iconically presented in the following way:
STIMULUS - RESPONSE + MEDIATIONAL MEANS.

Vygotsky viewed the relation between world and subject as mediated by tools and
signs. In his view, we create signs, a class of artificial stimuli that act as means to control
behavior. A frequently cited example of how signs can mediate people’s behavior is the
following: by tying a knot ina handkerchief, we create the cause of our own later
rememberings. Since the sign enables us to master our own psychological functioning, it
is called a “psychological tool” (or instrument). Thus, the key to the nature of higher
psychological functioning lies in the mediating role of signs. The sign does not operate
along with other “natural” stimuli, since with the help of the sign, we create elaborate
symbolic representational systems (natural languages, music, mathematics, science)
which mediate our relation to the world through the power of their representation. This
makes it possible to speak of reality as being interpreted by the sign.

After introducing the notion of Elementary and Higher Psychological Functions,
the next step for Vygotsky was to establish an analytical unit, a crucial link that defines
the influence exerted on the child by the environment. In other words, Vygotsky wanted
to answer the question of how the social environment influences children’s development
in the light of his understanding of the mediated nature of Higher Psychological
Functions. For Vygotsky, the process of mastering human experience is transmitted by

speech and leads to the formation of new methods and forms of activity, as [ illustrate it

in Figure 1.
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analytical unit

New Forms
of Verbal Activity

Figure 1

Graphic representation of the analytical unit of children’s development

It became possible for Vygotsky to establish the connection between speech and
concept formation (or new forms of verbal activity), after he referred to the linguistic
interpretation of the semantic content of the word. He refers here to the designating,
nominative function of the word or its external form which is registered in dictionaries
and serves as a means of systematizing experience, and the system of generalizations or
the word’s internal form which is a source of variability (of meanings). According to
Vygotsky, the latter serves as the analytical unit between the child and environment as I

illustrate in Figure 2.
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. | 7 Semantic Content of the Word |

¥ )

Designating/Nominative
Function or External Form
(Speech
Phenomenon/Sense)

¢

[ consciousness |

Figure 2
Unit of analysis (shaded) within the semantic content of the word

As I show in Figure 2, the semantic content of the word is comprised of the
speech phenomenon/external form of the word, and of the thinking or intellectual
phenomenon/internal form of the word. Thus, within Vygotsky’s theory there is no gap or
schism between thinking and speech. The thought is not just expressed in a word, but
connected to the word by means of some complex psychological processes. That is, in
Vygotsky’s view, the thought cannot exist without the word (Vygotsky, 1996a). For
Vygotsky, an individual’s consciousness changes along with the development of the word

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

In the late twenties, Vygotsky became actively involved in paedology (a complex
approach to children’s development and learning based on the knowledge of biology,
physiology, psychology, pedagogics, medicine and defectology). Looking at paedology as
the basis for a synthesis of the different disciplines studying children, Vygotsky at the
same time, explicitly differentiated paedology from other disciplines by defining it as the
science of children’s development. In this respect his version of paedology was different
from those of his contemporaries who emphasized just the interdisciplinary nature of
paedology in the study of the child.

One can study children’s diseases, the pathology of childhood, and that would

also to some extent be a science about the child. In pedagogics, the upbringing

of children can be studied, and that too is to some extent science of the child.

One can study the psychology of the child and that too will to some extent be a

science about the child. Therefore we must specify from the very beginning what

exactly is the object of paedological investigation. That is why it is more exact to
state that paedology is the science of the development of the child. The

development of the child is the direct and immediate object of our science.
(Van der Veer & Valsiner, 1994, p. 308)

Vygotsky’s definition of paedology suggests that he saw it as fundamentally a
science of development. According to Vygotsky, development is time-bound and has
“complex organization in time”, which means that “calendar time” (“passport age™) does
not reflect the development of children (Van der Veer & Valsiner, 1994, p. 309). At
different periods of children’s development, time units that are normally the same (e.g.
an interval of one month), are very different developmentally, since they cover different
“intensities” of events in the life-course. So, one month at the age of 15 may be rather

uneventful as far as dcvelopmei:t is concemned, while the same period during infancy may
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cover some relevant reorganizations that lead the child to a qualitatively new level of
functioning. Thus, Vygotsky emphasizes the uneven and variable nature of
development: it proceeds “cyclically or rhythmically” and if one wanted to graphically
depict it, the depiction could not be made with the help of an exponential straight line.
All development takes the form of “wave-like curves”, both when we look at particular
functions (e.g. weight, speech, intellectual development, memory, attention, etc.) and at
development in general. For Vygotsky this is the “first law” of development:
development is a process which takes place in time, and proceeds in a cyclical fashion.
Vygotsky also described the “second law” of development: different aspects of children’s
development develop in uneven and non-proportional ways (Van der Veer & Valsiner,
1994, p. 309). This premise will be further developed in chapter four in the section

“Between-Type" and “From-To" Type of Development.

Interpretation of Vygotsky’s Ideas by his Followers

Vygotsky’s Russian followers developed his theory, but sometimes they gave his
ideas a different interpretation and often distorted them. There were guided by the
ideological caution and by honest scientific disagreement with Vygotsky. One of the
most controversial issues in the interpretation of Vygotsky’s theory relates to the concept
of activity which he understood as a general explanatory principle of concept
development which finds its concretization in the specific culturally bound types of
semiotic mediation, among which speech is the most important. In other words, for

Vygotsky, human behavior and consciousness must be considered in terms of culturally
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meaningful actions mediated by psychological tools and means of interpersonal
communication.

In the mid-30s, “revisionist™ versions of the Activity Theory developed by
A.N. Leontiev’s school (1978) appeared. Vygotsky’s followers under the leadership of
A.N. Leontiev, put practical (material) actions at the forefront while playing down the
role of signs as mediators of human activity. Ina nutshell, it could be said that they
attempted to solve the problem of the relationship between consciousness, child and
reality reflected in the child’s concept formation in the following way: development of
the relationship between consciousness and the child occurs as a resuit of the
development of the system of psychological operations, which in their turm are
determined by the practical relations between the child and reality, i.e. it is practical
acquaintance with and the use of objects (this phenomenon is known in Russian
literature as “objectivation” [«npeamernocTs]) that leads the child toward the cognitive
mastery of a situation. Thus, Vygotsky’s followers played down the role of psychological
tools/signs as a chief mediator. This implies, that Vygotsky’s thesis: from action to
thought in the context of psychological tools was given a different meaning by his
Russian followers. A.N. Leontiev writes in this respect that “the main or as they
sometimes say, constructive characteristic of activity is its objectivation” [cocuosuott, mam.

EAX NNOrAS TOROPAT. RONCTPYNPYOMISR XaPSETEPNCTEEOR ACSTEALNOCTN SBANETCS 00
npeameTnocts ] (Leontiev, 1983, p. 142). According to another Vygotsky’s Russian

famous follower, Luria, the child first learns about the world not through his/her mother’s

speech, but through the objects which surround the child and at which the child points:
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When the 2-year-old child clearly points at the appropriate object while naming

it, it does not quite mean that the representation of the object by the word has

been adequately formed yet. (Luria, 1969, p. 131)

For Vygotsky, the child from early childhood starts developing word meanings
through the mediation of his’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 of an adult or more experienced peer, children’s meanings
gradually mature. In this thesis I examine the process of developing and maturation of
children’s meanings through the mediation of adults and connect this to teaching and
learning a second language.

Vygotsky’s Western followers developed his ideas along two lines. Some scholars
put the emphasis on the Westemn traditional quantitative paradigm and practical
implementation of the theoretical hypotheses (Engestrome, 1996; Hedegaard, 1996).
Others followed Russian traditions of theoretical inquiry (Lave & Wenger, 1966,
Wertsch, 1981, 1985, 1991; Cole et al., 1971, 1974 and others). What unites the
researchers who put an emphasis on practical research and those ones who interpret
Vygotsky’s ideas within a theoretical framework of psychological, philosophical and
sociological categories, is their focus on the concept of activity, or theory of
consciousness.

In this thesis I refer to some Western Vygotskian followers (Lave & Wenger,
1966; Lantolf & Appel, 1944) who, in my opinion, deviated from Vygotsky's line of
thought and with whom I disagree. I try to trace the origin of their misinterpretation of

Vygotsky’s ideas. I think, very often it is the misleading influence of Vygotsky’s Russian
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successors that accounts for misunderstanding of Vygotsky by some of his Western
colleagues. As paradoxical as the above assumption may seem at first glance, there are
grounds for it. To better understand what I mean, it is appropriate to ask the following
question: who are the most well-known experts on Vygotsky’s theory in Russia? Most of
them are the children of those 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 of Vygotsky’s followers”. The most famous follower of
Vygotsky’s “original” followers is A.A. Leontiev, who is A.N. Leontiev’s son. Though
the latter is considered to be an official successor of Vygotsky in Russia and the founder
of Russian Neo-Vygotskian School of Thought, he is often accused of adjusting
Vygotsky’s ideas to the political and historical situation at the time of purges (Kozulin,
1990). Since A.N. Leontiev’s influence in Russian scientific circles as Vygotsky’s
official successor has been very strong and due to the fact that the former did develop a
lot of significant ideas from a Vygotskian perspective, it became very difficult to
distinguish between his attempt to adapt Vygotsky’s theory to the Russian socio-political
reality and the real contribution he made to developing the ideas of his famous
predecessor. This accounts for the difficulties the Western scholars have to face while
pursuing their research within a Vygotskian perspective and in close cooperation with the
official Russian authorities on Vygotskian theory.

In addition to interpreting Vygotsky through the interpretation of his Russian
successors, Western scholars have two more difficulties, in my opinion. One is connected

with the language barrier and the other - with the lack of knowledge of Russian
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mentality, philosophy and history. This accounts for the years of cold war between the
Socialist world and Western countries which contributed to creating a distorted,
incomplete, cursory and simplified image of Russia, its history and people. Having said
that, I find it also important to mention that even the best books are always not enough to
fully understand foreign culture and different ways of thinking. Perhaps, this is what
made James Wertsch to go to the former Soviet Union and spend a lot of time in Moscow
with the professors from Moscow State University while writing his book on Vygotsky’s
theory Voices of the Mind (1991). Ironically, this confirms Vygotsky’s emphasis on the

socio-cultural-historical analysis of human development.

Summary

In this chapter, I examined the political and historical situation in Russia in the
thirties and its impact on life and work of Lev Semenovich Vygotsky. I described three
phases of Vygotsky’s career to better understand the origin and development of the main
ideas of his theory: moving to Moscow (1924-1927), the Moscow decade: instrumental
stage (1927-1931) and the final stage of Vygotsky’s career (1931-1934). I also introduced
the problem of interpreting Vygotsky’s ideas by Vygotsky’s followers in Russia and

Western countries.
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Chapter Two

Methodology

In this chapter I provide a rationale for my decision to write a theoretical thesis
from a comparative East-West perspective. I examine the opinions of Russian and
Western scholars on the importance of conducting a theoretical investigation on
Vygotskian Schools of Thought. I also discuss how my background as a native speaker of
Russian and my understanding of Russian mentality and history provides some insights

into the interpretation of the key issues within Vygotskian theory.

Perspectives and Positioning

The life and work of Lev Semenovich Vygotsky have increasingly become a focus
for contemporary social discourse among educators and psychologists in Russia and
abroad. Vygotsky is considered to be one of the greatest theorists of the 20th century
(Bruner, 1986). His theoretical research is based on the profound knowledge and
scientific intuition which make his work a focus of attention among those contemporary
scholars who are interested in his school of thought. According to one of his followers,
Russian scholar, A.A. Leontiev, Vygotsky’s theoretical conceptions are in need of further
elaboration because Vygotsky didn’t have time to finish his research (A.A. Leontiev,

1982).
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Vygotsky attached great importance to his theoretical research within a
qualitative paradigm. Thus, Van [jendoorn & Van der Veer note that according to
Vygotsky, “this registration-induction procedure [research within a quantitative
paradigm] is always a selection based upon theoretical notions already available” (Van
ljendoorn & Van der Veer, 1984, p. 21). They also write that “Vygotsky posits that the
origin of a certain phenomenon can only be understood through an analysis, a
reconstruction of ideas after the fact” (Van [jendoorn & Van der Veer, 1984, p. 21).

While explaining the reasons why research on English as a second language
within Vygotskian school of thought is not very popular in the West, Lantolf & Appel
also touch upon the problem of methodology:

There are two principal reasons why such research [SL research] has had only

minimal influence on L2 research in the West. First, only recently have scholars

working outside of the former Eastern block began to have fuller access to the
writings of Vygotsky and his followers. ... Of more immediate relevance,
however, is the fact that second language acquisition research has squarely
situated itself within the natural science research tradition - a tradition that values
predictive explanation and controlled, heavily quantitative experimentation.

(Lantolf & Appel, 1994, p. 1)

This statement by Neo-Vygotskian scholars led me to conduct a theoretical
investigation on understanding how Vygotskian theory could be applied to the
development of ESL curriculum. Their book Vygotskian Approaches to Second
Language Research reflects a recent interest in the West with regard to ESL research and
Vygotskian theory.

Thus, my study attempts to undertake the important task of further theoretical
investigation of Vygotskian schools of thought with the aim of extending the existing

research on an ESL curriculum and the role of the teacher from Vygotskian perspective. [
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use a textual analysis across two languages (English and Russian) as a strategy for
comparing key and influential Eastern and Westemn interpretations of Vygotsky’s ideas
and conceptual approaches to understanding ESL teaching and learning.

In other words, I aim to provide some insights concerning the role of ESL
teachers as agents and participants in curriculum development using children’s zones of
proximal development and Vygotsky’s theory in general as a conceptual frame. I pay
special attention to teaching as a means of developing children’s personalities and
learning potential. This approach acquires a special importance for ESL curriculum since
the process of revealing and developing children’s personalities is closely connected with
teachers’ discovering and inspiring children’s creative potentials. According to
Vygotsky, the primary importance at schools should be given to developing a creative
approach to learning which is closely linked with children’s ability to acquire knowledge
on their own while discussing, arguing and listening to the opinions of others. This
premise is closely connected to Vygotsky’s main thesis within the framework of the ZPD
that teaching should be based on the personal activity of children and the role of the
teacher should be to direct and guide the individual activity of children. Thus, Vygotsky
understood learning as a close collaboration between the teacher and children that is
accomplished through social interaction. On the basis of the existing textual research I
collected in Russia and abroad, I examine ways of implementing Vygotsky’s

understanding of leaming through interaction within ESL curriculum.



Understanding Vygotsky: the Role of Researcher Background

As it is characteristic of qualitative research, my role as a researcher is not
neutral. It reflects a set of purposes and expectations which draw from my cultural and
linguistic background. I bring to the research interpretive frameworks based on my
Russian education and values, on the one hand, and vast Western experience, on the
other, which allows me to conduct the textual analysis across languages from this unique
perspective.

Being a graduate student of Moscow Linguistic University' which is known for
actively collaborating with Vygotsky’s Russian followers (Tlya Galperin), and having
done much of my schooling as well as my first M.A. in Russia, gives me a first-hand
experience in understanding the Russian tradition of research followed by Vygotsky and
in comparing it with Western scholars’ interpretation of Vygotsky’s theory.

If we refer to Lantolf & Apple’s quote about Vygotsky’s influence in the West,
we might find new evidence of why Russian SL research has had only minimal influence
on ESL research in the West. Although due to the political situation in Russia that I have
discussed in chapter one, Vygotsky had been discovered in the West before he was fully
acknowledged in his own country, he has not yet achieved a place in most Western
introductory books. According to Van Ijzendoon & Van der Veer, Vygotsky has not
been fully recognized in the West because most Western scholars cannot read his original

works in Russian nor do most have necessary Soviet philosophical background:

! Former Maurice Thorez Moscow State Pedagogical Institute of Foreign Languages,
which is a member of the International Association of Universities.



There are several reasons for this [why Vygotsky is not fully recognized in the
West]. Firstly, of course, there is the language problem. Only few Western
psychologists can read Russian and but a fraction of Vygotsky’s work has been
translated into English. His best known work is, of course, “Language and
Thought”. Unfortunately, this is a drastically abridged version of the original, in
which nearly all references to its philosophical (Marxist) backgrounds have been
deleted. The serious student must therefore rely upon the original... Finally, a
correct evaluation of Vygotsky’s significance to psychology is hindered by the
fact that his work is closely interwoven with a philosophical background
relatively unknown in the West. Vygotsky was not only a psychologist, but a
methodologist and a philosopher as well. He attempted to chart out a new vision
of psychology with a foundation of Marxist-Leninist thought. Some knowledge of
the work of Hegel, Marx, Engels and Lenin is therefore indispensable when
reading Vygotsky’s work” (Van Ijzendoorn & 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
along with his major theoretical constructs by comparing English and Russian scholars’
theoretical interpretations of his work. My knowledge of the two languages helps me to
look at any misinterpretations that might be caused by the lack of translated books
written by Vygotsky or by truncated transiations and transiation errors. To avoid any
translation mistakes in my thesis, I first give the quotations in Russian and then translate
them into English when I refer to the Russian sources (when I use already translated
literature, I give just English versions). Knowing the two languages also allows 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
thought without mediators, and limits their chances to better understand and further
develop Vygotsky’s ideas. The ability to understand Russian reality and mentality allows
me to conduct a theoretical investigation within Vygotskian school of thought from both

an experience-near and experience-distant perspective. My knowledge of Marxist-
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Leninist theory which [ studied at Moscow Linguistic University, helps me to situate
Vygotsky’s theory within its political and historical contexts. This knowledge is very
important for understanding the development of Vygotsky’s ideas since his ideas are
based on Marxist-Leninist philosophy. For example, such an important Vygotskian notion
as tool analogy, is borrowed from Marx and Engels’s theory as I have examined it at the

beginning of chapter one.

Purpose and Focus of the Study

The purpose of my research is to investigate Eastern and Western approaches to
the major concepts within the theory of Russian scholar Lev Semenovitch Vygotsky with
the aim of drawing some theoretical conclusions for ESL curriculum, teaching and
learning. My inquiry is approached from a comparative perspective and involves a
critical textual examination of the interpretations of Vygotsky’s theory by key Western
scholars (Engestrom, Hedegaard, Lantolf & Appel, Newman & Holzman, etc.) as well as
by the Russian Vygotskian School of Thought represented by its official leader
AN. Leontiev (1978, 1983) and some modemn Russian Vygotsky’s followers, such as
Rogova (1977), Shevandrin (1995), Merlin & Klimov (1967) and others.

The research focuses on examining the Activity Theory within Soviet Functional
Psychology, according to which “the development of various psychological functions
directly depends on the frequency and intensity of their practical usage” [<passurne Tokt
nxx umolt nemxmuvocxolt GyNIONE OPAMO JABNCHT OT WACTOTM B RNTENCHENOCTN 08

npaxTRveczoro xcnonssosamum} (Nemov, 1995, p. 492). My interpretation of the
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functional criteria/functional elements within Vygotskian schools of thought and their
application to ESL curriculum, makes this thesis different from any other studies on
Vygotsky’s theory from an educational perspective. I identify these functional elements
and define their role in children’s concept development. It allows me to analyze the
important issue of whether children’s concept development is tied to objects and
practical thinking, or to the Higher Psychological Functions/abstract thinking. In this
study I discuss the concrete ways ESL teachers might teach a second language by
developing children’s Higher Psychological Functions through understanding their
practical thinking. For this purpose, I identify and examine the main features of teacher-
pupil communicative relations within teaching English as a second language from the
perspective of Vygotskian Activity Theory.

Specifically I focus on the following concepts within the Activity theory, that
are frequently discussed in both Eastern and Western literature: consciousness,
regulation and development/the zone of proximal 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
relationships, I begin by trying to tease these concepts apart and then compare and
analyze them.

Activity Theory and Consciousness
The concept of Activity Theory within Vygotsky’s School of Thought is closely
related to the concept of consciousness. Vygotsky explained the concept of consciousness

through discovering a number of activities which can serve as generators of
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consciousness. These activities, or generators of consciousness are the core of the
concept of activity. They serve as an actualization of culture in individual behavior,
embodied in the symbolic function of gesture, play and speech systems. I identify and
carefully analyze the above active driving forces of consciousness/concept development.
On the basis of the research on Activity Theory conducted by Vygotsky’s
followers in Russia and abroad, I draw some theoretical inferences about the different
interpretations of the analytical unit of consciousness (Figure 1, chapter one) and the
implications these interpretations might have on the understanding of the relations
between the child and reality, or the child’s concept formation. In Figure 3 I illustrate the
relations between the child and concept formation through the mediation of the analytical

unit of consciousness.

CHILD =)  ANALYTICAL UNIT OF CONSCIOUSNESS —)>  REALITY/CONCEPT FORMATION

Figure 3

Relations between the child and concept formation
through the mediation of the analytical unit of consciousness

Regulation, Consciousness and the ZPD
Vygotsky viewed consciousness as more than awareness of one’s cognitive
abilities. He emphasized that it is comprised of the self-regulatory mechanisms that
humans deploy in solving problems. For Vygotsky, the transformation of elementary
processes into higher order ones can be possible only through the mediating function of

culturally constructed artifacts including tools, symbols, and more elaborate sign systems,
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the most important of which in Vygotsky’s view, being language. According to Vygotsky,
words and other signs are the means that direct our mental operations, control their
course and channel them toward the solution of a problem confronting us ( i.e. words
play a major role in the regulation of consciousness or concept formation). Vygotsky also
wrote that real concepts (he calls them mature concepts as opposed to the immature
ones) are impossible without words, and thinking in concepts does not exist beyond
verbal thinking (i.e. reality is perceived through words, and learning to direct or regulate
one’s own mental processes with the help of words and signs is an integral part of the
pracess of concept formation). In Vygotsky’s view, life realities can be perceived, by and
large, only verbally, since for him, the very process of human thinking is verbal, i.e.
people can’t think without using words (people always think in a language). I attempt to
illustrate that this regulatory function of language acquires a special importance in the
context of an ESL curriculum, and for the role of the teacher in the process of teaching
children within their zones of proximal development. I clarify and examine the regulatory
functions of children’s concept development within Vygotskian schools in Russia and in

the West.
Research Questions

As is characteristic of qualitative studies, the general research questions became
more precise over time as I was becoming more familiar with the literature, which
allowed me to determine what is more relevant or significant to my general research

interests.
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My main research questions are the following:
1. What are the similarities and differences between Vygotsky’s ideas and the
interpretation of his theory by the leader of Russian Vygotskian School of Thought,
AN. Leontiev?

1.1. What is the role of the functional criteria in Vygotsky’s theory of semiotics?

1.2. How can Vygotsky’s major concepts of regulation and development/ZPD
within the functional criteria be interpreted from an educational perspective?

1.3. What are the main features of Vygotsky’s Activity Theory?
2. How can Western interpretations of Vygotskian School of Thought fit in with
the major conclusions within Vygotsky’s theory concerning the leading role of the
teacher in children’s development?
3. What could a comparative East-West analysis of Vygotskian Schools of Thought
mean for the role of the teacher as a mediating agent in second language teaching and

learning?

Summary

This chapter contains my rationale for using a textual analysis across languages
within a qualitative-ethnographic tradition. I mapped out perspectives for my research
and described my role as a researcher along with how I, as a bilingual researcher, can
contribute to further investigation of Vygotsky’s theory within ESL curriculum. I also
described the purpose and focus of my study which influenced the reformulation of my

research questions.



Chapter Three

Functional Criteria in Vygotsky’s Theory

In this chapter I provide a background on the functional psychology and discuss
the role of the functional psychology in Vygotsky’s theory. I identify the main functional
elements within Vygotsky’s theory on semiotic mediation. I also define the schematic
place of the functional elements within the semantic structure of the word in an attempt
to reconcile Vygotsky’s socio-historical approach to the main ideas of the functional
psychology.

The issues discussed in this chapter are closely connected to the debate among
Vygotsky’s followers on whether he attaches the main importance to the pragmatic,
practical aspect of human activity/consciousness, represented in this thesis by the
functional criteria, or to the mediating role of the word meaning. The purpose of this
chapter is not to separately solve the first or the second part of the problem, but to unite
them, examine the relationship between the two major issues which at first glance seem
to be controversial, and show how they both could fit in within Vygotsky’s theory. The
conclusions I draw in this chapter are connected to my discussion in chapter four
concerning the concepts of regulation, development and ZPD from an educational
perspective.

In this chapter I address research question 1.1.

What is the role of the functional criteria in Vygotsky's theory of semiotics?
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' and two other related questions:
1) What are the main functional elements in Vygoltsky 's theory?
2} What is the place of the functional elements in children’s concept/

consciousness development?
Functional Psychology

According to the Russian Psychological Dictionary (Petrovsky & Yaroshevsky,
1990) Functional Psychology investigates those functions of the process of consciousness
which participate in adapting humans’ Higher Psychological Functions [ascmme
nexxuvecrme gynxmun] to the requirements of the social milieu. Functional Psychology is
understood

FAK NayEa O $YNEOESX (NAN AESTCALNOCTEX) COINANNE B NMX OTHOmENNSX K
NyRASM OPraNNSMa ¥ B CESIN ¢ 3asavuel ero 39PoxTEENOR axanTauNN Kk
EIMONAOWSMYCS NPEPOANOMY ¥ CONEAAMNOMY OXPYRONEI0. ONS OXBATMERCT Ne
TOALEO COINANNG, NO ¥ MOBGACKES /IPECHOCOSNTEALNME ASICTEES/, MOTHEM ITOTO

NOBGACENS. ENANSHAYAAMNMNS DEIANAES MEEAY NIDALME. MOXSNNIMM MAYUONNS B
APYrEe OPOGHCMAL CONNERIONING NCEXONOCND C

as a science which studies functions (or activities) of consciousness as a means of
satisfying people’s needs and their effective adaptation to the changing conditions
of natural and social environments. It studies not only consciousness, but also
behavior (adaptive actions), motives of this behavior, individual differences
among people, ways of teaching and other issues which relate psychology to
practice (Petrovsky & Yaroshevsky, 1990, p. 434).

In other words, a functional approach to psychology was developed because of
the requirements of the social practice. The social practice demanded the transition from
the “sterile”, separated from life structural psychology to the psychology that can serve as

a means of solving people’s real life problems. There were more and more voices in
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support of a psychology that should study not only pure consciousness, but behaviors
(adaptive actions). This includes studying the motives of people’s behavior, individual
differences among people, means of solving problems and reaching goals. Understanding
psychology as a means of solving life problems could be connected with the issue of
approaching teaching and learning to the requirements of everyday life, which I discuss
in later chapters. Thus, motivation, connected with children’s needs problems along with
goals could be interpreted within the functional psychology as the main functional
elements/aspects of children’s/people’s development/concept formation.

A Russian text-book on psychology gives the following definition of the
functional theory of the psychological development [$ynznnouansuas reopus
ncuxmveczoro passsas). “It is a theory according to which the development of various
psychological functions directly depends on the frequency and intensity of their practical

usage in life” [<sro Teopus. yreepmasomas. 4To pasanTNe Toft Nam muOR ncuxmueczpl
GYNXINR NPAMO 3BENCNT OT YACTOTM N ENTCNCNBNOCTE 68 OPAXTENOCKOrO NCHORLIOBANNS

» zxaxw | (Nemov, 1995, p. 492).

Although Vygotsky’s work cannot be reduced to the ideas of functional
psychology, it could play an important role in the understanding of such major concepts
of his theory as the concept of regulation and development/ZPD from an educational
perspective. The analysis of the functional psychology in Vygotsky’s theory could be
important for investigating the role of the teacher as a mediating agent in second
language children’s personality and language development. It could also provide clues as
to how Vygotsky’s works can contribute to ESL teaching and learning. The link between

the functional psychology and ESL curriculum accounts for a special interest in Russia in
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. the functional criteria of Vygotsky's theory along with functional psychology, in general.
This interest did not escape the attention of James Wertsch who wrote the following in
early eighties:

It is very important to point out that Soviet psychologists define their levels of
analysis and the units used in them on the basis of functional criteria. This
sometimes leads to experimental approaches seldom seen in Western psychology.
Rather than look, say, for cognitive or linguistic structures common to a set of
processes, Soviet psychologists tend to seek constants in the functional structure of
every activity.

One result of this is that when Soviet psychologists speak of the “structure of an
activity”, they have in mind something very different from what has come to be
known as “structuralism” in Western psychology. The units they use are defined
on the basis of the function they fulfill rather than on any intrinsic properties they
possess. (Wertsch, 1981, p. 19)

Therefore, the Russian Vygotskian School of Thought on functional psychology
from an educational perspective and within teaching ESL calls for “doing things” with
words and solving real life problems with the help of language, i.e. for the functional
usage of ESL.

While the issue of the functional approach to developing school curriculum and
teaching ESL will be investigated in other chapters, this chapter provides a general
theoretical examination of the functional criteria in Vygotsky’s theory. This inquiry is
made with regard to the role of the socio-cultural milieu in the development of the
functional aspect of concepts, as well as to such necessary conditions of concept
formation, as motivation, problem/needs and goals. Though I sometimes refer to
Vygotsky’s translated version of Thought and Language (1987, Cambridge: MIT Press),

mostly, my investigation is based on the original Russian version of Thought and
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Language [Maumzexme » pews] (1996a, Moscow: Labirint). This work reflects
Vygotsky’s latest views and ideas since it was the last book written by Vygotsky before
his untimely death. Vygotsky’s famous Pedagogical Psychology (1996b)
[Mesaroruvecrss ncuxoxorss] is also quoted in this chapter. For a long time this book
has been prohibited in Russia for political reasons. To my knowledge, it has never been

translated into any languages.

Functional Aspect of the Concept

In chapter five of the Thought and Language, Vygotsky (1996a) points out that
the functional/practical or pragmatical element of the concept should not be ignored. The
most important function of the concept is how it reflects the real world. In other words,
concepts should serve people as a means of expressing their artitudes towards the world.
Vygotsky argues that the concept should not be studied as “frozen” and static, i.e. out of
its context and out of the process of thinking where it has been formed and continues its
development (Vygotsky, 1996a).

According to Vygotsky’s theory, concept formation is the reflection of the
process of children’s thinking and must be studied in a context. Thus, Vygotsky attributes
much importance to the situated, contextual, functional usage of language. The following
are the main functional aspects of concept formation in Vygotsky’s theory: motivation,
problem/needs and goal [Morxs, saxava/norpesuocrs. nexs]. To understand how the
above functional elements actually “function”, it is also very important to investigate the

issues of means of reaching a goal and solving a problem.
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Problem, Goal, Motivation

In Vygotsky’s view, when a child has to define a word that is isolated from its
context (i.e. to define words through words), he/she will never understand how this word
functions or acts in real life and how it can help in solving real life problems. That is, the
child has to know how to operate with words in everyday life when he needs them.

Words always fulfill a communicative, intellectual and problem-solving function.
This may account for the fact that Vygotsky investigates concepts from the functional
point of view with regard to solving real life problems. These life problems are
connected to children’s needs which become the subject of children’s thinking due to
their understanding of something or communicating with somebody, doing an assignment
or following an instruction. The end result depends on the formation of concepts
(Vygotsky, 1996a). Vygotsky’s functional approach links concept formation with
thinking and real life needs. The end-result of thinking within the functional paradigm is
the unity of form (nominative meaning/external form of the word) and content (internal
form of the word), which paves the way to thinking in concepts.

Thus, learning isolated words and mentally connecting them to the objects does
not result in developing concepts. To develop a concept it is necessary to have a problem

which can be solved only with the help of concepts. Vygotsky states that

BCARSS MMCAL CTPEMETCK COSARNNTD YTO-TO C WM-TO. NMOST ABERONNG. CONENNE,
PRINPTHEANNG, YCTENABRNEAST OTHOMCNES MERAY YEM-TO N Y€M-TO, OANNM
CNOBOM. BMIIOANSST EARYI-TO $YNEINID, PAGOTY. POIIACT EARYIO-TO JQARNY.

every thought tries to unite something with something, moves along its own
direction, has its own cross-sections, development and establishes relations
between something - in other words, fulfills a certain function, does a job, solves
a problem. (Vygotsky, 1996a, p. 354)
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An important feature of the process of concept formation based on the problem-
solving function of thinking, is the goal. The goal can contribute to directing the flow of
people’s thoughts and actions and serve as one of the means of streamlining the process
of thinking while solving a problem. In other words, in Vygotsky’s view, goal-directed
acts of thinking aimed at solving a problem are a necessary condition for the formation of
concepts:

...TONLED NPN BOINNKNOBSNEN RIBGCTNOR NOTPESNOCTE. HOXOGHOCTH 3 NONSTHN,
TOALRO 8 Opotiecce Xaxoli-To ocMMcaenNOll nexecoospaINOll ASATEALNOCTN,
Ra AOCTEmCNNE WInecTNOR NeAN NAN pemenme onpeasasumol
SARANE. MOXCT BOINRENYTH B OJOPMETHCS NONATNS.

...a concept can be developed only if there is a need or necessity in it and
only in the process of a conscious goal-directed activity, aimed at reaching a
certain goal or solving a certain problem.(Vygotsky, 1966a, p. 125)

Vygotsky draws special attention to motivation which accounts for children’s
needs, problems, interests, choices, attitudes and emotions and reveals the real meaning
of words and thoughts. According to Vygotsky:

Iipx noumManmn wy=mofl peun BCOTAR ORAIMBGSTCS NOAQCTATONNMM NONNMANNG
TOABEOC OANNX CROW, MO N¢ MMCAR coseceannza. Ho n nonmManme Mucas
COGOCEANNER 683 NONNMANES 610 MOTNSA. TOrO. PAAN HETO BMCKAIMBASTCE MMCHL,
6CTh NENOANOS NONNMANNS. TONNO TAERS B OCEXOSOFEYOCROM ANANNIG XI0SOFO
BRCEAINBANNS MM AOXOARM A0 DONDA TORMEO TOrZ8, KOrAS PACEpMRASM ITOT

nocueannit u camuiit yraeunail BRYTPONNNA NRAN PeUEBOro MAINESHNNS: €70
MOTHBAIINIO.

It is never enough to understand people’s words without understanding their
thoughts. At the same time, understanding people’s thoughts without
understanding their motives, i.c. what is behind the thoughts, is not a complete
understanding either. The same applies to the psychological analysis of

speech, which can be fully accomplished only if it reveals this last and the most
hidden inner plane of the speech act - its motivation. (Vygotsky, 1996a, p. 358)
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. The motivation in the children’s speech serves as a driving force for thinking,
and could be compared to an individual’s desire, that is directed at solving problems.
Vygotsky writes the following in this regard: -

Ecam MM cPABNNAN ... MECAL ¢ NARNCIDNM OSRAXOM. NDOAMBAIONANMCE AORACM
CHOB. TO MOTHEBSUNIO MMCAN MM AONENM SMAN 6M.. JIOAOSHTE BETPY.
OPEBOASRIOMY B ABENCNNG OGRAKS.

If we compared ... the thought to a hanging cloud shedding the rain of words
then we could compare the motivation of the thought ... to the wind, which moves
the clouds. (Vygotsky, 1996a, p.357)

In Vygotsky’s view, the motivation is created by the social life situation :

Kazmaoll $pese, TaRAOMY PAITOBOPY DPEAMIECTEYST BOINNEKNOSENNE MOTNEE PN -
PRAR 4ero £ roBOpIo. N3 RAXOrO NCTOUNNEE AQ@eXTHBNMX Nosyxisuwi B
HOTPESHOCTEl NETAETCR 3TA ACATERAMNOCTS. CETYanms yeTHOR DOUN XARAOMENYTNO
COARST MOTNBALEI0 EARAOIO NOROIO HITEGA DEUN. PAITOSOPA, AEAROra.. YeTHAS
POUD B ITOM CMMCRE DETYARPYSTCS B CBOOM TOUONNN ANNAMEYecEof caTyanmefl.

The motive of speech precedes each phrase, each conversation - why I speak,
from which source of affective desires and needs this activity draws. It is the
verbal situation, which constantly motivates conversation, dialogue and any
sudden changes in the development of thoughts and speech...This implies that the
flow of oral speech is regulated by the dynamic situation.

(Vygotsky, 19964, p. 238)

The social situation is entirely determined by the necessity to satisfy some needs,
make a request, put a question or give an answer, by statements and objections. That is,
by such related to motivation factors as problems, needs, goals. These problems, needs
and goals can be solved, satisfied or reached accordingly by means of speech (requests,
questions and answers, statements and objections). Thus, life situation stimulates
motivation through settings connected with children’s needs, problems and goals. The
motivation, in its turn, stimulates the thought, directed at solving a problem. Then, the
motivated thought is subjected to the mediating meanings of the words, i.¢. to the

linguistic intervention of the teacher/adult. The above functional pattern/structure of the
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. concept development from an educational perspective could be described in the
following way: the teacher introduces to children a real life problem, which could
motivate them to start thinking and look for its verbal solution. To speed up the
development of the motivated thought, the teacher verbally regulates and directs the
process of children’s thinking and speaking.

Means

While admitting that motivation, problem/needs and goal are necessary elements
of developing concepts, Vygotsky does not think that the above functional elements play
the most important role in the process of concept formation. For Vygotsky, motivation,
problem/needs and goal are necessary but not the main conditions for concept
development. This may account for the fact that neither problem/needs nor goal can
provide a genetic explanation of concept formation, i.e. how concepts develop. Vygotsky
writes in this respect that

GHNO 6N NENPEANALNO NFNOPNDOBATS BOSCE NAN CEORLEO-NNSYAL NPEYMSNLIIATS
SNAYONNG PYNENNONARLNONO MOMENTS RENENNCE 3RASYR EAK OANOO N3 PEANLNMX
B MORNMX $AETOpPOS. NETAMEX R NANDABASIORIEX BOCh HpPOHEce
ENTCASCETYARMNOrO PAIBNTES B NePEXOANOM Bo3pacTe. HO cTONLEO X6 OIINEOUNO
B ROXNO SMAO 6 YCMATPEBATE B 3TOM $YNENRONARLNOM MOMONTS EASYANBNO-

it wouldn’t be right to entirely ignore or underestimate the importance of the
functional moment of the life problem as one of the real and powerful factors,
stimulating and directing the whole process of the intellectual development at the
transitional age. But it would be equally wrong to think that this functional
moment could give a genetic clue to the dynamics of concept development or to
the very mechanism of concept development. (Vygotsky, 1996a, p. 132)

The main importance in concept formation Vygotsky attributes to the
communicative act and people’s ability to understand each other with the help of the

. speech, that is, to the verbal communication which is involved in developing meanings.
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To elaborate on the above it is important to remember that according to Vygotsky, the
word comprises the functional moment/sense, represented by its nominative/designating
function and thinking/intellectual phenomenon/meaning, represented by the system of
generalizations. In the context of the semantic structure of the word, a preschool child
uses the sense of the word or the nominative/communicative function of the word, i.e. the
child deals with the functional aspect of the word. In this respect, there is not much
difference between the child and adult, i.e. they both can think within the functional
paradigm. Even at the very early stages of development, the child like an adult can
understand his needs, problems and employ goal-directed actions to solve them. A child
like an adult, uses a word as a means to satisfy his/her needs, i.e. both the child and aduit
use the nominative/communicative function of the word more or less in the same way.
For example, if the child wants something, he/she like an adult, can think practically and
use approximately the same words as an adult to express, “name” and get hold of the
object of his/her desire. Children develop functional elements of concepts very early in
order to participate in the communicative act and satisfy their needs. In other words, both
the child and adult can use the word as a means of understanding 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 nominative/designating function reflecting the sense
of the word:

...AOIIROASNNE MMONNO B $YWENNONAALNOM OTHOIICHNE CTAXENBACTCE ¢ JAARNAME
COBSPIIGNNO TSR X¢, KAK N BIPOCHME. XOrAS OX ONEPNDYST NOMATHCM. KO TORMED
POImSCT 3TH JAASYN ZOIXONLENK COBCPMICNNO NO-ENOMY. Peseuox Tar me, zax
B3pocAMA, MONAIYSTCE CAOBOM EAR CPOACTEOM: ANX NOTO. CEGAOBSTENMNO, CAONO
TR Xe CBNIANO ¢ GynEnMel COOSRICNNS, OCMMCANBANNS. HONNMANNS. R8K ¥ ARS
BIpOCIHOrD.

TaxuM OSPaI0M. NE 3SARHA. N LSXL N NC NCXOAANIAY N3 NOC ACTCPMENNDYIOMAS
TENASNINS, NO ADYTRG. N¢ NPNBACHENNME STNME ECCACAORATEANIMN $ArTOpM.
OYCENANO, OSYCHEOBENBAIOT CYRISCTIONNOS MENETHNOCEOS DASANYNG MERAY
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MMIIACHESM B NONSTEAX SIDOCAOTO YCNOBORA N NNMME $OPMAME MRIINCNNS,
OTANNAIRINME POSSNER DANNEIO BOIDACTS.

...it is with regard to the functional moment, that a preschool child 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 of solving the
problems. The child 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 aduit.

Thus, apparently it is neither the problem nor the goal and connected with it

determining tendency, but other...factors, which determine a considerable genetic

difference between the aduit’s thinking in concepts and other forms of thinking,

characteristic of the child at early age. (Vygotsky, 1996a, p. 122)

According to Vygotsky, the main difference between the child and adult is in
different conceptual/conscious forms of thinking , which are connected to the thinking/
intellectual phenomenon and the meaning of the 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, if the child knows just the word “flower” and doesn’t know the
word “rose”, he/she may use the word “flower” when actually meaning to refer to the
rose. It could happen to the child at preschool age, due to the underdeveloped system of
generalizations of word meanings connected to the thinking/intellectual phenomenon of
the word. Thus, though preschool children establish basic mutual understanding with
adults through verbal communication relatively early, their approach to thinking is not
conscious/conceptual and they use functional equivalents of the concepts (called by
Vygotsky immature concepts) instead of real concepts (i.e. mature concepts). In other
words, although the child’s and adult’s functional moment of the word, i.e.

sense/nominative function of the word, often coincide, their word meaning within the

system of generalizations is different, due to the difference in the forms of thinking.



This may account for Vygotsky’s interest in investigations of thinking and
consciousness. Through these investigations he attempts to explain how children’s
concepts/consciousness develop and how adults can contribute to this process (Vygotsky,
1996a). Vygotsky’s inquiry leads to the research on the relations between the external
form/sense of the word representing Elementary Psychological Functions and its internal
form/meaning representing Higher Psychological Functions (consciousness, thinking).
Thus, in Vygotsky's view, the genetic explanation of concept development could be
found through the research on the semantic structure of the word and the development of
word meaning which constitutes the main difference between the child’s and adult’s
ways of thinking. In other words, the research on the genetic explanation of concept
development can lead to the research on the Higher Psychological Functions, which
develop along the trajectory of word meaning and reach the highest level in the thinking/
intellectual phenomenon of the word. The above means that it is the word meaning which
serves as a means of developing a qualitatively different from functional new forms of
thinking, i.e. conscious thinking in concepts. It is to the issue of means/word meanings
that Vygotsky attributes the main importance in the implementation of any psychological
operation along with any goal-directed functional activity. This accounts for the fact that
a goal by itself as well as other functional elements, can neither provide a goal-directed
activity nor regulate the flow of this activity and its structure.

Thus, the main functional elements of the process of children’s concept formation
(motivation, problem/ needs and goal) are directed and regulated by means of the word

meanings, i.e. the functional elements develop along the trajectory of word meanings.
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The development of children’s functional elements along the trajectory of
meaning ‘covers’ the distance between the functional element/sense of the concept
(speech phenomena), or between the child’s immature concept, and the system of
generalizations/meaning of the word, or the mature concept. In Vygotsky’s view, the
immature concept is understood as a concept in which meaning is not fully developed,
i.e. its development is limited to functional/practical thinking aimed at solving everyday
problems which help children to function within the social environment. The mature
concept is understood as a concept with fully developed meaning, reflecting not only
children’s functional/practical thinking, but also their abstract thinking within the system
of generalizations. Vygotsky’s concept of the zone of proximal development is all about
the development of children’s meanings from the immature concepts to the mature ones
with the help of adults or more experienced peers. If children’s concepts were fully
developed (i.e. were real mature concepts), there wouldn’t be any need in creating the
zone of proximal development. I analyze this premise in greater detail in chapter four.

Thus, word meaning mediated maturation of the functional elements understood
as children’s problem-solving abilities, develop along the trajectory of word meaning
from the functional moment or word , represented by the sense word or nominative
function of the word, to the intellectual and thinking phenomenon of the word,

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

Figure 4.
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. [ Semantic Content of the Word 1
i )
Functional Moment/Sense Process of Thinking/Meaning
Designating/Nominative System of
Function or External Form  «TRAJECTORY OF MEANING - (Generalizations or Internal
(Speech Phenomenon) motivation, problemw/needs, goal Loy (Thinking or
Intellectual Phenomenon)

Figure 4
Solving and regulating a goal-directed problem within the trajectory of the
word meaning. The place of the functional criteria within the word

Due to the crucial role of meaning in the process of concept development, such
main functional elements as motivation, problem/needs and goal become not just less
important in comparison to the word meanings, but ‘shrink’ to the constituent elements
of the latter. While motivation regulates a goal-directed thought and stimulates children’s
needs, which set children’s problems and goals, the motivation itself is regulated by the
word meaning. Thus, the functional 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 of the functional approach to developing concepts

within Vygotsky’s theory and its interpretation by his followers.
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. FUNCTIONAL ROLE OF THE SOCIO-CULTURAL MILIEU

As it has been mentioned before, motivation, problem/needs and goal, though not
playing the main role in concept development, are still important and necessary elements

for the development Higher Psychological Functions. According to Vygotsky:

HiMenNno ¢ NOMOMIS0 BMABNIGSMMX 3AASY. ¢ MOMOMILI BOSNNXAKuUled B
CTEMYyARPYIOmIeH NOTPOSHOCTN. ¢ HOMONILIO PECCTABNACMAIX MTEPOR NOAPOCTEOM
nenell ORPYRIOMAS 67O CONNANLNAR CPEAS NMOSYRASET N BHNYRASCT NOAPOCTIA
CAGRATS 3TOT PCMNTEALKMIE MIAT B PAISNTER CBOCr0 MMITACNNES.

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

Thus, the driving force which starts the process of the development of a maturing
mechanism of behavior, isn’t “hidden” inside the teen-ager, but exists outside him.
Vygotsky writes the following in this respect:

...BMABNTacMME COuUNANLNOR cPeaoll NepeR COIPEBAEINM HOAPOCTEOM SAASUN,
CBE3ANNME ¢ BPACTANNCM €f0 B KYALTYPNYD. HPOGECCHONANLAYIO B OSHIOCTRONNYD
ENINS BIPOCHMX, SRASETCS ASHCTENTONMNO KPaliXe CYyRIOCTRONNMM
OYRINNONARLENM MOMENTOM. YEAIMBRIOKINM CHOSA N CHNOBS N& BISEMNYIO
OSYCHOANENNOCTS, NE OPraNEUECKYID CBEJANNOCTE N BXYTPENNES CANNCTEO
MOMONTOS COZCPEANNA N $OPMM B PAIBETEE MMILJICNNN

...the problems set for the maturing teen-ager by the social milieu and aimed at
facilitating his adaptation to the cultural, professional and social life of adults are
indeed a very important functional moment revealing again and again mutual and
fundamental dependence and inner unity of form and content in the development
of thinking. (Vygotsky, 1996a, p. 132)

These statements indicate the importance of the functional role of the socio-
cultﬁral milieu or the role of the social environment [conmansuas cpexa] in the
development of the functional aspect of concepts. Vygotsky (1996a) writes, that the
Higher Psychological Functions of the teen-ager do not develop to the full and do not

. reach the highest stages if the 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.
Thus, it is within the social environment that the functional elements “are born”. Then,
the social environment “pushes” them into the world to further develop along the
trajectory of word meanings.

To fully understand this process, i.e. how the social environment stimulates
children’s problem-solving abilities, it is necessary to note that Vygotsky interprets the
social environment “as a total combination of human relations” (Vygotsky, 1996b, p. 57),
which he understands as mostly verbal relations (since in Vygotsky’s view, words along
with other signs regulate people’s behavior). For Vygotsky, it is the language of the
social environment which stimulates the development of the functional elements along
the trajectory of word meaning. Vygotsky writes that the social situation within the social
environment (social situation = context = social environment) creates a problem for the
child to solve. The problem is created in the course of children’s communication with
other people by means of language, i.e. language/sense—>social environment/situation—
problem—»language/meaning (Vygotsky, 1996b). In his book Pedagogical Psychology

Vygotsky writes the following:

...POGONOE BCTYNACT B OTHMOMCNNS C CHTYyaumell Ne NENOCDEACTBENNO, NO Yepes
apyroe auno. TaxuM OGPaIOM. MM NPEXOANM K BMBOAY. YTO PONB PEuN,
BAXGACNNSS NAME. EAR OCOSMA MOMENT B OPraNNARNN MPEXTEMECKOro NOBCAONES
poseNEa, SRARCTCH pemapcmtell AXN TOrO. YTOSM NOMATH NG TONMRO CTPYETYPY
NOBGASNES, NO R €r0 MeNEINC: POUb CTONT B CAMOM WAMANE PAIBNTHS N CTANOENTCS
€r0 NANGORES BAXNMM, PSIISORINM $AXTOPOM.

... the child’s encounters the situation not directly, but through another person.
Thus, we can come to the conclusion, that the role of the speech, which we
understand as the most significant moment in the organization of children’s
practical behavior, is crucial for understanding not only the structure of the
behavior, but its origin as well: from the very beginning children’s
development depends on speech which becomes its most important and
decisive factor. (Vygotsky, 1996b, p. 416)
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Thus, Vygotsky understands social milieu as a verbal environment.
Summary and Conclusions

In this chapter I discussed the idea of the functional aspect of concept formation
within Vygotsky’s theory. I introduced and analyzed the main elements of his functional
criteria (motivation, problem/needs and goal). 1 examined the relationships between the
functional elements and the meaning of the word, the former being the subordinate
components within the development of the word meaning. The analysis of the role of the
functional elements within the concept, resulted in defining the place of the
practical/pragmatic aspect represented by the functional elements in the process of
concept/consciousness development, is the most important issue raised in this chapter.
Thus, the functional elements play though a significant, but auxiliary role in concept
maturation, the main role is played by the word meaning. Defining the place of the
functional elements within the development of the word, allows me to reconcile
Vygotsky’s theory of semiotic mediation with the empirical/practical aspect of thinking,
represented by the functional criteria. Thus, the issue of whether Vygotsky's theory is
based on the practical/pragmatic aspect or semiotic mediation of the word, should not be
considered in terms of “black” and “white” (“whether... or”), but within a more flexible
paradigm. This iqplies that we should not exclude from Vygotsky’s theory either word
meaning mediation or pragmatic aspect. Though the word/word meaning plays a leading
role in concept development, both functional elements and the word meaning depend on

each other and fulfill their own important “duties” and “responsibilities”.
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I also addressed the issue of what role the verbal socio-cultural environment plays
in the development of the functional elements of children’s concept formation. I showed
the importance of the social milieu within the functional paradigm. In introducing the
functional elements and describing the role of the social environment in developing
children’s concepts, I emphasized that according to Vygotsky, concepts can be
developed only within a certain context. For Vygotsky, this context is a particular verbal
environment or situation which provokes a child to look for solutions to problems in the
process of thinking and developing concepts. Thus, I put the emphasis on the fact, that
Vygotsky attaches great importance to the situated approach in children’s concept
development.

Therefore, the two questions mentioned at the beginning of the chapter could be
answered in the following way:

1) What are the main functional elements in Vygotsky's theory?

The main functional elements in Vygotsky’s theory are motivation,
problem/needs and goal. The development of motivation, problems, needs and goals
depends on such personal characteristics of children as their interests, attitudes, choices,
preferences, desires.

2) What is the place of the functional elements in children’s
concept/consciousness development?

According to Vygotsky, motivation, problem/needs or goal cannot provide a
genetic explanation of concept formation, i.e. their role is diminished to being

subordinate (though necessary) elements of the process of approaching children’s
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understanding of reality to thinking in concepts. That is, the goal by itself as well as other
functional elements cannot provide and regulate a goal-directed activity. Stimulation of
children’s motivation, needs, desires and choices or solving a goal-directed problem is
provided and regulated by the word meanings or thinking in concepts. Thus, the place of
the functional elements is within the trajectory of word meaning, between the external
and internal forms of the word.

Research question 1.1.

What is the role of the functional criteria in Vygotsky's theory of semiotic
mediation?

This question could have the following answer:

I have argued that the functional (=pragmatic) criteria plays an important, but at
the same time a subordinate role in children’s concept development. The main role
belongs to the semiotic/word meaning mediation, which regulates children’s motivated
thinking and reconstructs it (thinking) in the goal directed process of probiem solving.
The functional criteria is a necessary, but constituent element in the process of creating
word meaning through word meanings. Thus, within Vygotsky’s theory on semiotic

mediation, the functional criteria is mediated by the word meaning.
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Chapter Four

Concepts of Regulation, Development and ZPD
in the Light of the Functional Criteria.
Educational Perspective

The purpose of this chapter is to examine theoretically two important concepts in
Vygotsky’s theory, the concept of development/zone of proximal development [sona
exnzalmero passuras] and the concept of regulation [peryasaus] from the perspective of
the functional criteria, which I have presented in chapter three. This examination is made
within an educational context with the aim of preparing the ground for my inquiry into
teaching English as a second language.

In examining the two interrelated concepts (concept of regulation and
development/ZPD) within Vygotsky’s theory, I tease them apart and analyze them from
different perspectives. The functional perspective plays a major role in this inquiry and
allows me have a deeper, broader look at the concept of regulation, semantic structure of
the word, the zone of proximal development (ZPD) and relations between them.
Analyzing the concept of ZPD from the perspective of the measure of generality (which
is defined in this chapter in the section Mini-ZPDs within the Levels of Generalizations),
makes it possible to interpret the zone of proximal development within the system of
generalizations. It provides an opportunity to have another look at education and

instruction as the necessary condition of children’s systematic development.
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In this chapter I address the following questions:

1) What are the relations between the concept of regulation, functional elements
and consciousness?

2) What is the symbolic place of the ZPD within the semantic structure of the
word and functional criteria?

3) What could be the characteristics of the developmental pattern of the ZPD
within the semantic structure of the word?

4) What impact could the functional criteria have on the interpretation of the
ZPD?

S5) What impact could the measure of generality have on the interpretation of the
ZPD?

6) What conclusions could be made with respect to the word regulation, measure
of generality and functional criteria within an educational perspective?

7) What are the relations between the three types of regulation and semantic
structure of the word?

I also answer research question 1.2 of the thesis:

How can Vygotsky's major concepts of regulation and development/ZPD within

the functional criteria be interpreted from an educational perspective?
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Regulation in the Light of the Functional Criteria of the Word
and Consciousness

According to Vygotsky, the development of attention and memory are necessary
conditions for the formation of the concepts, but the latter can’t be reduced to the former.
In the translated version of Vygotsky’s Thought and Language, he writes that “concept
formation is the result of such a complex activity, in which all basic intellectual functions
take part. This process cannot, therefore be reduced either to association..., imagery and
judgment... or determining tendencies” (Vygotsky, 1987, p. 106). As I argue in chapter
three, it is

¢YNRRNONANANOE YIOTPESACKNS SNAKE NAN CNOBE B KAYOCTDE CPORCTEA. C
AOMONIBIO KOTOPOTO NOAPOCTOR NOAYNNSST CBOSE BISCTE CBON COSCTIORNMC
ACHXONONYOCKNE ONCPANNN, ¢ NOMOWILD KOTOPMX O OBJIAACBACT TOUGNEOM
COSCTBONNMX NCEXOROFNVECKNX NPOROCCOS ¥ NANDABANET NX ACSTOALNOCTS N
paspemenne croamell nepex MMM 3&AANUN.

the functional usage of the sign or word as a means with the help of which a teen-
ager directs his own psychological operations, with the help of which he controls
the development of his own psychological processes, and channel their activity
toward the solution of the problem confronting him. (Vygotsky, 1996a, p. 131).
Thus, the central place in the development of concepts is the usage of the sign or
word as a means with the help of which the child regulates his own psychological
operations, masters the flow of his own psychological processes and directs their activity
towards the solution of a problem. Vygotsky also writes that “the child’s
communication with the help of speech is directly connected with the differentiation of

the word meanings in his/her speech and the awareness of these meanings” [<osmenne

POSCNEA ¢ NOMOMILIO DEUR NAXOANTCS B NenocpeacTaexnoll casim ¢ anddepexunanneit

cROBeCKMX 3uaveunil B ero peunm x ux ocosmaumesw] (Vygotsky, 1996a, p. 313).
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If words regulate the development of concepts, it could be also said that the
functional elements of the word, being its necessary components, also participate in
regulating concept development. It would be also correct to say that words with their
functional elements regulate the development of consciousness, since the word “concept”
is a synonym of “consciousness”. According to the Webster’s Dictionary, a concept is
“an idea of something formed by mentally combining all its characteristics or particulars”
and “a directly conceived or intuited object of thought” (Webster’s Dictionary, 1989,

p. 304).

Vygotsky writes the following conceming the dependence of concept/
consciousness development on the usage of the words: “the process of concept formation
of is based on the mastering by people of their own psychological processes with the help

of the functional usage of the word or sign” [<IIponecc cepasosaums nousTaft

npeanolarseT B xavecTne ¢hosll ocuonnoft X NeNTPAALNOE YACTE OMNAXCNNE TOUONNEM

COSCTBONNMX NCNXONOrNUOCENX NPOLECCOS ¢ NOMORIMG GYNEUNONAALNOrO YNOTPESICNES

crosa nam wazar] (Vygotsky, 1996a, p. 133). Thus, the main functional elements of the
word (motivation, problem/needs, goal) play an important role in the process of
development of Higher Psychological Functions and attaining by children their optimum
level of regulation - self-regulation. This process could be described in the following
way: in the beginning the functional elements are influenced or regulated by the social
environment, as [ have stated in chapter three. In that chapter [ have also argued, that
Vygotsky understands the social environment as a communicative situation in which a
major role is played by the speech phenomenon of the word (or the sense of the word as

opposed to its meaning), which serves as a “building material” for the formation of
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functional elements. Thus, the first type of regulation of children’s concept development
could be called speech-regulation. On his/her way from speech-regulation to the
optimum 3d type of regulation, i.e. self-regulation and concept/consciousness formation,
the child goes through another type of regulation provided by the teacher/adult linguistic
intervention, i.e. by word meanings. This second type of regulation could be called
meaning- regulation. This type of regulation accounts for the child’s ability to carry out
certain tasks with appropriate linguistically mediated assistance from teachers/adults or
capable peers. Thus, children’s development goes through three levels of word
regulation. I conceptualize them in my thesis as speech-regulation, meaning- regulation
and self-regulation. [ illustrate the place of the functional elements within the three types

of word regulation in Figure 5.
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[ (Spcschcremmintienl @ | —Mcsing-Ixguiatien) | | [Seit-Regalation) |

Figure §
The place of the functional elements within three types of regulation

Figure S can be interpreted in the following way: the verbal social
environment/speech- regulation sets forth or regulates (under the influence of the speech
phenomenon of the word) motives, problems/needs and goals which can be solved or
satisfied along the trajectory of the development of word meanings (and under the

influence of the meaning of the word), i.e. by means of words through the cooperation



with teachers/adults. Further development of the word regulated functional elements
leads to the formation of the highest regulatory function, i.e. the function of self-
regulation. The end result of the developing of self-regulation is the formation of
concepts/consciousness. At this point, a child’s concept development finishes its
movement along the trajectory of meaning and becomes part of the thinking/intellectual
phenomenon of the word. Thus, for Vygotsky, Higher Psychological Functions (i.e.
consciousness or thinking/intellectual phenomenon) are at the same time the highest form
of regulation. This conclusion is in line with the understanding of consciousness in
Russia. In Russian psychology the concept of regulation is part and parcel of the concept
of consciousness. According to the Russian Psychological Dictionary “consciousness is
the highest level of psychological reflection and self-regulation, inherent only in humans

due to their social and historic nature of development” [cancumit yposexs ncuxmveczoro
OTPAXGNNS X CAMOPCTyAANNE, OPNCYRINA TOALKO YONOBCKY KAX OSEISCTBONXNO-

ucropavecxoMy cymecrsy | (Petrovsky & Yaroshevsky, 1990, p. 368). Thus, mature
concept, consciousness and regulation are the same phenomenon. It implies that a
developed concept always reflects a high level of consciousness and self-regulation.

As I have shown it in Figure 5, a very important role on the child’s way to
developing consciousness and achieving the highest level of self-regulation is played by
meaning-regulation. This type of regulation “does the hardest job” in the process of
transformation of chiidren’s Elementary Psychological Functions into their Higher
Psychological Functions. Meaning-regulation like self-regulation, refers to the
thinking/intellectual phenomenon of the word or word meaning, since self-regulation is

the highest level of the development of the meaning-regulation. The crucial role of
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children’s self-regulation in attaining their meaning-regulation could be of a special
importance for investigating Vygotsky’s theory from an educational perspective. It
brings us close to yet another important Vygotskian concept - the concept of development

and the zone of proximal development.

Concept of Development/ZPD and Functional Criteria

One of the main outcomes of Vygotsky’s research on the concept of development
is the zone of proximal development , which is based on the idea of the potential
advantage of children’s development in close cooperation with an adult/teacher or more
capable peer. The concept of development has also a central place in Vygotsky’s theory
in general, which makes it practically impossible to analyze any of his concepts without
referring to the concept of development.

At the beginning of Thought and Language, Vygotsky makes one of the first
references 1o the concept of development with regard to his imaginary argument with
Jean Piaget (1989-1980), a famous Swiss psychologist. Though Piaget’s works
contributed to Vygotsky’s theory, the two scholars looked differently at many things. One
of the major differences between Vygotsky and Piaget is how they understood the role of
language in children’s development. While Piaget assigned to language a necessary but
subsidiary role in the process of children’s concept/consciousness formation, Vygotsky
assumed it has a major determining role. Their different approach to the role of the
language is reflected in how they conceptualized the concept of development. According

to Piaget, there is no necessary connection between the child’s egocentric speech and
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his/her inner speech or thinking, and thinking substitutes egocentric speech
(Piaget, 1959). According to Vygotsky, egocentric speech doesn’t disappear after the
child starts thinking verbally, but devel/ops into inner speech. Vygotsky’s
interpretation of the “fate” of egocentric speech lets him provide a genetic explanation of
the development of the inner speech or verbal thinking. For Vygotsky, the developmental
approach to psychology is a necessary condition, since “development is the key to the
understanding of any High Psychological Function” [<passnTne ssasercs xmouom x
noumManmo scaxoll sucmell dopasn] (Vygotsky, 1996a, p. 155).

Vygotsky’s understanding of verbal thinking as not a biological, but socio-cuitural
and historical form of behavior, leads to yet another kind of development analyzed by
Vygotsky - socio-cultural-historical development of people’s thinking and
consciousness. Searching the roots of children’s concept development in socio-cultural-
historical forms of thinking is one of the most important discoveries made by Vygotsky.
In Vygotsky’s view, “the problem of thinking and speech crosses methodological
boundaries of natural sciences and becomes a central problem of historical psychology of
people, i.e. social psychology” [mposaems mumnexns x peus nepepacraer

METOAONOTNUOCKNG IPANNIM OCTOCTIOINANNS N NPESPAMIACTCS B QONTPAALNYIO IPOSAEMY

NCTOpEvecxoll NCHXONOFNN VeXoBexa. T.¢. conmansuoft ncuxosornn] (Vygotsky, 1996a,

p. 116). The analysis of the three types of regulation of children’s development made in
my thesis, schematically shows that from the very beginning the child’s development is
directly regulated by the communicative situations of the verbal environment, i.e. by
language. It is the verbal communication, which reflects the socio-historical forms of

thinking, “registered” in a socio-cultural sign - language. According to Vygotsky’s main
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law of the development of Higher Psychological Functions, these socio-cultural-historical
forms of thinking are transferred from the intramental plane of the social situation to the
intermental plane of children’s consciousness and their verbal forms of thinking or inner
speech in particular contexts of situation.

The goal of this part of the chapter is to analyze the concept of development
mostly with respect to the ZPD. That is why, the concepts of development and ZPD are
united in this chapter as development/ZPD. The end-result of this inquiry within
Vygotsky’s theory is to provide some conclusions from an educational perspective
| concerning the development/ZPD and the concept of regulation in the light of the

functional criteria.

ZPD and Word

From an educational perspective, it seems interesting to look at concept
development within the semantic structure of the word which comprises a nominative
function or external form of the word (speech phenomenon/sense of the word) and a
system of generalizations or internal form of the word (thinking/intellectual
phenomenon/meaning of the word). The word sense reflects children’s spontaneous
knowledge of words within a functional paradigm. The spontaneous knowledge of
children’s words is called by Vygotsky spontaneous/everyday concepts {zureficne
noustnx]. The meaning of the word represents scientific concepts, i.e. knowledge within
the socio-cultural context, provided by the teacher/adult through instruction and

cooperation. Theoretically, it could be suggested that the developmental path between the
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two forms of the word is reflected in the two interpretations of the zone of proximal
development, i.e. scaffolding and socio-cultural. According to the scaffolding
interpretation, the zone of proximal development

is the distance between the actual developmental level as determined by

independent problem solving and the level of potential development as

determined through problem solving under adult guidance or in collaboration

with more capable peers. (Vygotsky, 1978, p. 86)

According to the socio-cultural interpretation, the zone of proximal 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 individuals” ( Davydov and Markova, 1983).

Thus, the ZPD is the distance between the child’s active knowledge represented
by everyday concepts, which develop in the speech phenomenon of the word (sense of
the word), and the knowledge assessable through teachers’/adults’ assistance and
instruction, represented by scientific concepts, which develop in the internal form of the
word (meaning of the word). The above conclusion allows me to suggest that

schematically the zone of proximal development is the distance between the meaning

and the sense of the word, as | illustrate it in Figure 6.
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Semantic Content of the Word

' Y
Functional Moment/Sense Process of Thinking/Meaning
Designating/Nominative System of
Function or External Form Generalizations or Internal
(Speech Phenomenon) «DEVELOPMENT /ZPD - Form (Thinking or

Intellectual Phenomenon)

Figure 6

Schematic place of development/ZPD within the semantic content of the word

In his book Thought and Language Vygotsky makes an analogy between the
zone of proximal development and the developmental pattern of spontaneous and
scientific concepts which runs between the internal and external forms of the word. This
analogy could serve as a proof of the previous suggestion that the symbolic place of the
ZPD could be between these two forms of the word. Vygotsky describes the development
of spontaneous and scientific concepts between the speech and thinking phenomena (i.e.

between the external and internal forms of the word) in this way:

PasuTie Nayunux nousTHil RAURNAETES B CPCPe OCOIUANNOCTR N NPONIBOALNOCTN
H NPOROAXASTCE AANES. NPOPACTAN BHN3 B CHePy ANUNOro ONMTA N KOMRPSTNOCTN.
PRIsNTRG CHONTANNMX NONATER NaUNMseTCR B cdepe XONEDPETHOCTN N IMNNDENE N
ABNRSTCE B HARDABICNNR X BMCIINM c3oficTBAM NONATNA: OCOIMANNOCTE N
NPOWIBOALKOCTN. CBAIL MOXAY PRIBETHEM ITEX ABYX NPOTHEONOJORNO
NATPABNCHMEX ANMNE ¢ NECOMNOMHOCTRIO OSNAPYXENBAST ECTNHEYD

NPNPORY: ITO 6CTH CBAIM J0NM GANEAMIIEro PASANTES N SXTYAALNOrO YPORNS
DPIBNTHA.

Development of scientific concepts begins in the realm of thinking and
consciousness and continues its path into the realm of personal experience and
the concrete. Development of spontaneous concepts begins in the realm of
concrete and empirical practice and moves on in the direction of the higher
properties of concepts - thinking and consciousness. These two developing in
opposite direction lines are undoubtedly related to each other in the same way as



the zone of the proximal development is related to the zone of actual
development. (Vygotsky, 1996a, p. 264)

Thus, the trajectory of the development of scientific concepts lies between the
thinking and consciousness, which refer to the meaning of the word, and personal
experience and empirical practice, which refer to the sense of the word. If scientific and
spontaneous concepts are related to each other in the same way as the zone of proximal
development is related to the zone of actual development, it means that the
developmental path of the ZPD coincides with the developmental path of scientific and
spontaneous concepts and also develops between the meaning and the sense of the word.
The analysis and schematic illustration of this conclusion is provided in the section

ZPD within the Functional Criteria of this chapter.

“Between-Type” and “From-To” Type of Development

Though the place of the zone of proximal development is schematically depicted
as a trajectory between the meaning of the word (scientific concepts) and its sense
(spontaneous concepts), it is important to note that the development of both scaffolding
and socio-cultural interpretations of the ZPD is not a straight line effortlessly moving
forward in linear fashion. On the contrary, spontaneous and scientific concepts develop
in opposite directions and have complex relations. At the same time as it often happens
with the two opposites, they complement each other.

The child could have spontaneous knowledge on everyday concepts and use them
correctly in different life situations, but he/she may not be aware of his/her own act of
thinking, i.e. how he/she perceives the concepts. For example, it is difficult for the child

to explain how he/she understands such everyday concepts, as the words “brother”,
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“milk”, “friend” though the child easily and correctly uses these words in everyday
situations. As far as scientific concepts are concerned, the child understands them in a
conscious way through instruction, but has difficulty in applying these concepts to real
life situations.

Being a true “son” of his time, Vygotsky gives an example with the word
“revolution”, which was popular in Russia in the thirties. Vygotsky writes that the child
can explain this concept, but can’t fully understand and has difficulty in using it
(Vygotsky, 1996a). As Vygotsky writes, “the weak points of spontaneous concepts... turn
out to be the strong points of scientific concepts and vice versa” [<to. » vem cunnuo
NAYNOS NONSTHS, ... OXSINBACTCS chssoll croponodt mureliczoro nonarem] (Vygotsky,
1996a, p. 261). From the point of view of the complicated character of the
developmental path within the semantic structure of the word, it is sooner a “between-
type” development than the development “from - to”. It is only after accomplishing a
complex and intricate pattern of the development between the sense and the meaning of
the word, that it is possible for the child to eventually “cover the distance” from the
external form of the word o its internal form, i.e. reach his/her optimal stage of concept
development and self-regulation. That is, “from - to” development can be achieved only
through accomplishing “between-type” development. Within an educational perspective,
it is rather the complicated qualitative characteristics of the “between-type”
developmental pattern which are important, not the end-result with its quantitative

criteria, since the latter entirely depends on the former.
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' ) Vygotsky emphasizes that the development of concepts is not a quantitative but a
qualitative process. In Vygotsky’s view, this process is

ROBME IPENONNNAALNO OTANVNMA EAHOCTRCNNO NOCBOANMEE K INOSOMY
EOJINNOCTSY SCCORNATNENAX ¢BRISH TR ACATCALNOCTN. OCHOENOC OTNNYNG
ROTOPOrO SSRRINASTCK B NEPEXOAS OT NOHOCPEACTBONNMX NETOANCRTYARBNMX
NpORecCOB E ONOCPEACTIOBANNMEM ¢ NOMONILIO SNAKOS ONCPANNAM.

a new, principally different, qualitatively not reduced to any quantity of
associative connections type of activity. The main distinctive

feature of this process is in the transition from direct intellectual processes to the
sign mediated operations. (Vygotsky, 1996a, p. 133)

Here is an example of the contradictory, complex and at the same time
complimentary and harmonious “between-type” development of the ZPD within the

semantic structure of the word that Vygotsky provides in Thought and Language:

TaxnM OSPAIOM, MNCHL N CROBO ORSIMBAIOTES ¢ CAMOrO Hauana BOBCE N6
CEDOSHNMMN N0 CANOMY 06paslly. B NINOCTHOM CMMCHNE MOXNO CEAIATS. YTO
MORAY NEMN CYEIOCTRYCT CEOPOS NPOTRBODEUNG. HEM COrNACOBANNOCTS. Peus
f10 CBOOMY CTPOSKEIO N¢ NPSACTASARET cosoll MPOCTOro ISPRAALNOrO OTPARONNA
cTpoeNus MMCAN. [TosToMYy ONS N6 MONET NSACBATECK MA MMCAL. KAX FOTOBOS
naatse. Pexbh NO CAYENT BHPAXONNeM roronoll Mucam. Muchs, npespamascsk s
peub, NEPOCTPANBASTCE B IRAONIMONECTCR. MMCHSL X¢ BMPAXASTCS. NO
copepuieeTes 8 ciose. IIo3TOMY NPOTERONONORNC NARPARAOKNNLS MPOUOCCK
PAIRETER CMAICNOROR X 33yZOROR CTOPONM POYE OSPAIYIOT NOANNNNOS CANNCTSO
NMONNO B CHRY cBOsi NPOTERONONORNOR NANPABACHNOCTH.

Thus, from the very beginning thought and word have major differences. It could
be even said that they are sooner in opposition to each other than in harmony.
The structure of speech is not a mere reflection of the structure of thought. The
speech can not be put on the thought like a dress. Speech doesn’t reflect a ready-
made thought. When the thought becomes the speech, it undergoes reconstruction
and changes. The thought is not expressed by the word but made within the
word. That is why the opposite processes of the development of intellectual and
speech phenomena become an indivisible entity just due to their opposite
direction. (Vygotsky, 1996a, pp. 307-308)

The “thought” in this quotation refers to the thinking/intellectual phenomena or
internal form of the word. The “word™ refers to the speech phenomena or external form

of the word. While the “thought” reflects the meaning of the concept, the “word”

. reflects its sense.
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The content of children’s “between-type” development is a mental conflict
between the “word” and the “thought”, or between the meanings of the words and the
senses children derive from these meanings through their practical application. It is at the
end of the “between-type” development along the trajectory of word 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 of which it is possible for the child to reach
his/her highest developmental level. That is, accomplish “from-to” development.

ZPD within the Functional Criteria

It could be suggested that in the light of the functional criteria, the content of the
complex developmental path of the ZPD within the semantic structure of the word is
represented by the trajectory of meaning and functional elements, i.e. motivation,
reflecting individuals’ needs problems, and goals. As I have illustrated in Figure 4 in
chapter three, the trajectory of meaning with its functional elements runs between the
external form/sense of the word which represents the functional moment and is called by
Vygotsky “word”[cnono], and its internal form/meaning, which represents the process of
thinking and is called by Vygotsky “thought” [»aicas]. On the other hand, the schematic
place of ZPD is also between the sense and meaning of the word (i.e. between “word”
and “thought™). It means that the trajectory of the ZPD within the word coincides with

the trajectory of meaning in its functional interpretation, as I illustrate it in Figure 7.



Semantic Content of the Word

¥ !
WORD THOUGHT
Functional Moment/Sense Process of Thinking/Meaning
Designating/Nominative System of
Function or External Form  «DEVELOPMENT/ZPD—> Generalizations or Internal
(Speech Phenomenon) within the trajectory of meaning  Form (Thinking or
motivation, problems/needs,goal

Intellectual Phenomenon)

Figure 7

Development/ZPD within the semantic content of the word in the light
of the functional criteria

This is what Vygotsky writes about the complexity of the development/ZPD
between “thought”/meaning or internal form of the word and “word”/sense or external

form of the word, in reference to the functional criteria of the trajectory of meaning:

OTiomeNNe MNCAR K CHOBY 6CTh NPEEAS HCETO e BENIL, & Nponecc. 3T0
OTNOIICNNE ¢CTh ABNECNNEG OT MMCAN E CAOSY N OSPATNO - OT CNOBS K MMCAN.
3TO oTHONIENNEG DPEACTEBAKETCA B CHOTE NCEXONOrNYOCKOro ANANNIA XAk
passmsanmuiica nponece. XoTOpH NPOXCANT Wepes paa $a3 n craanil nperepnesas
BCE TC NIMONOHNS, KOTOPME NO CBONM CAMMM CYRIOCTROMNMM DPMINARAM MOPYT
GMTHL NAISANM DAIBETHOM B COSCTRONNOM CMMCHS TOro ciosa. Pasymesres, 5TO Ne
BOIPACTEOS DAIBNTHNG, & $YNRUNONANLNGS, NO ARNECNNG CAMOro Npaliecca
MMIDZONNS OT MMNCIN K CHOBY 6CTHh PalaNTNC. MMCAL Ne BMPARAETCS B CHOBG. XO
cOBepmAaETCE B CNONG... BCAZAS MMCAL CTPOMETCE COSANNMTE NTO-TO ¢ HOM-TO.
YCTANOBNTS OTHOMIGMNS MEEAY HEM-TO B ¥eM-TO. BCAXAR MMCHL NMECT ARNRCHNG,
TEUCNNS, PAISCPTMBANNG, OANNM CHOBOM, MMCESL BMIOANSET EARYIO-TO $YMERNIO,
EAXYIO-TO PRSOTY. PSIIAST EAKYIO-TO JAAAYY. JTO TEUSNNE MACHAN COBSPIIAETCA EAK
BRYTPONNGS ABNNCNNG Hepe? NoANA pAR ARANOS XAR NEPEXOA MMCAN B CHOBO M
CAOBS B MMCHD.

The word is related to the thought not like objects are related to each other. The
relation between the word and the thought is a process. This relation isa
movement from the thought to the word and vice versa - from the word to the
thought. In the light of the psychological analysis this relation could be described
as a developmental process, which undergoes a number of phases and stages,
which could be characterized as development in the very sense of this word. Of
course, it isn’t an age but a functional development. Nevertheless, the
advancement of the process of thinking into the direction of the 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 with something, to establish

relations between something and something. Any thought unfolds in a movement
or flow - in other words, any thought fulfills a work, solves a task. This flow of
the thought is an inner movement, which develops through a number of stages,
such a transition of the thought into the word and the word into the thought.

(Vygotsky, 1996a, p. 306)

With respect to the functional criteria, the development of the word between the
sense and meaning, could be viewed and analyzed as the unfolding of problems/needs
and goals within the trajectory of meaning. From an educational perspective, it could be
understood in the following way: the child’s concept/consciousness development can be
fulfilled and reach its highest stage with the help of the teacher through the usage of
language/ words; the teacher’s words (internal form/meaning of the word) play the role of
analytical units of concept/consciousness development, which shape children’s
developmental trajectory of meaning (through the interpretation of teacher’s words). The
maturation of the word regulated trajectory of meaning is based on the development of
children’s motivation, problems/needs and goals.

Functional Interpretation of ZPD

My analysis of the ZPD in the light of the functional criteria of the
developmental trajectory of meaning could lead to the following conclusion: the zone of
proximal development is the difference between the child’s understanding of his/her
motivation, needs, problems, goals, etc. as provided by instruction through the linguistic
intervention of the teacher/adult and the child’s active spontaneous understanding. This
way of interpreting the zone of proximal development makes it necessary to review the

content and purpose of teachers’ instruction. Their instruction within the ZPD should be
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based on an individual approach to teaching along with studying children’s personalities.
This accounts for the fact that children’s personalities play a major role in the
development and maturation of the functional elements. It should be a collaboration in
the true sense of the word, between the child and teacher, based on /ong-term results and
guided children’s qualitative “between-type” development. According to Vygotsky, it is
only through analyzing and comparing various stages of the long-term process of
children’s maturation that it seems possible to understand different patterns of children’s

development.

Development/ZPD, Word Regulation and Measure of Generality

This part of the chapter is connected to Vygotsky’s notion of the levels of
generalizations, which reach their highest point in the internal form/meaning of the word
which is called the system of generalizations, and refers to the thinking/intellectual
phenomenon of the word or consciousness. For Vygotsky, it is only children’s ability to
generalize word meanings as well as operate with abstract meanings which could be
considered a purely human intellectual phenomenon connected to High Psychological
Functions. In Vygotsky’s view, functional practical thinking which is tied to concrete
objects along with children’s needs, problems and goals, is connected to the Elementary
Psychological Functions. Children’s ability to generalize matures within the system of
generalizations which develops within the word along the trajectory of meaning “on its
way” from external form of the word to its internal form. Thus, before the child masters

the system of generalizations, his’her concepts are immature and he/she goes through
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various developmental stages, discovering and rediscovering new meanings of familiar

.3 MOMSHT YCBOSNNS NOBOFO CROBA BPORECC DAIBETEA COOTBCTCTRYORIOIO NONATNS

NG JARANYNEACTCH, & TONLED NEYNNGSTCE. B MOMUNT NEPBONANANLNOID YCPOSKNS
HOBOC CROBC CTONT N¢ B RONIC. 8 B NAMANG CEOSIO PAIBETHS. ONO SBANCTCK BCETAR
B 3TOT NEPEOX NEIPSAMM caosoM. JlocTenoNNos BXYTPENNSS DAIENTNE €T0
INANONNS DPNBOANT K COIPEBANNIO caMoro ciosa. Kax rosopar Toucrolk, <cnoso
NONTH BCETAS rOTOBO, ROPAR FOTOBO NONATNG, 3 TO BPeMS EAE OSMMNO NORArANE,
YTO NONATHEC NONTH BCETAS TOTOBO. XOFAS FOTOBO CJIOBO.

...at the moment of mastering a new word, the process of the development of a

given concept is not over, but on the contrary, it just starts. The child’s first
encounter with a new word means not the end, but the beginning of its
development. In the beginning it is always an immature word. Gradual inner
development of its meaning leads to the maturation of the word... As

Tolstoy says, ‘the word is almost always ready, when the concept is ready’ despite
the common belief that the concept is always ready when the word is ready.
(Vygotsky, 1996a, p. 295)

Constant development of children’s word meaning accounts for the fact that

children’s perceptions of the world more or less differ from adults’, depending on the
development of their level of generalizations or consciousness, i.e. children think in
immature concepts, as Vygotsky calls them. That is why the same words have different
meanings for children and adults. According to Vygotsky, meaning “reflects a certain
level of generalization” [«osmauaer cnenm@mvecryo Mepy osamocTmv] (Vygotsky, 1996a,
p- 277) and children’s ability to think abstractly. Goal-directed functional thinking within
children’s needs and problems is called by Vygotsky not “meaning”, but “sense”

(Figure 7, chapter four). Vygotsky analyzes the above “relations of generalization with
regard to other meanings” when he introduces the notion of the levels or measure of

. generality:

If we imagine the totality of concepts as distributed over the surface of a globe,
the location of every concept may be defined by means of a system of
coordinates, corresponding to longitude and latitude in geography. One of these



coordinates will indicate the location of a concept between the extremes of
maximally generalized abstract conceptualization and the immediate sensory
grasp of an object - i.e. its degree of concretization and abstraction. The second
coordinate will represent the objective reference of the concept, the locus within
reality to which it applies. (Vygotsky, 1987, p. 199)

Then Vygotsky continues:

HonrorTa ¥ WNPOTA NONATER BMECTS AONRMM ASTH NCNOPNMBAIOHIOS
NPEACTABNCHNEC O NPNPOAS NONATNS ¢ TONKN IPONNS OGONX MOMENTOS -
JAKMIOUENNOrO B HEM AXTE MMCAN N NPOACTEBRCHMOrO 3 MeM npeaAmera.Tem
CAMMM ONN ACNXHM SEJIONETH 3 CO68 YIeX Bcex oTNomennil osuiNocTN.
CYMIOCTRYIORINX B cdepe ZAKNOFO MONATNS KAK N0 FOPNIONTANN. TAR N NIO
BEPTEEANN.. ITO MOCTO NONATNA B CECTOME BCeX NouaTHll, onpexeaAseMOe ero

aoaroroll n mapoToll. 3TOT yIen, coXepxamNiics 3 NONNMANNE ¢ro oTNomenndl ¢
APYTEME NOMATEAMN. MM NAIMESSM MePOfl OSEINOCTHN ASNNOrO NORSATNAN

The longitude and latitude of the concept taken together give the full idea about
the nature of the concept from the point of view of both moments - the act of
thinking and the object represented in the concept. Thus, the two coordinates
comprise the junction of all the variety of relations of generality, represented by
the given concept at the point of intersection of the longitude and latitude... This
place of the concept in the system of all the concepts, determined by its longitude
and latitude, this junction of perceiving concept’s relation to other concepts, we
call the measure of generality of the given concept. (Vygotsky, 1996a, p. 274)

Thus, the whole developmental path of children depends on their level of
generalizations. This connected to the system of generalizations criterion of children’s

development makes it possible to have another look at their ZPD and the regulatory
function of the word.

Mini ZPDs within the Levels of Generalizations

The above analysis of the system of generalizations and children’s development
allows me to assume that the interjection of the longitude and latitude which represents a
mature concept is in the middle of the imaginary globe or circle. This assumption may

lead to the following conclusion: the distance between any other interjections of the two



coordinates around the middle of the circle and the central interjection could be
interpreted as the mini zone of proximal development of the process of generalization of
immature concepts. Thus, before the child reaches the system of generalizations
represented in the internal form of the word, i.e. before children cover their so-called
main ZPD, they go through a lot of other mini-ZPDs within the levels of generalizations.
For example, if a child knows the word “rose”, (step 1) he/she calls all flowers “rose, i.e.
he/she doesn’t differentiate among roses, tulips and other flowers. It means that the child
doesn’t understand yet the relations of generalizations between concepts. Later the child
reaches a higher level of generalizations and (step 2) starts to differentiate flowers
according to their color, giving different names to the flowers with different colors (all
red flowers are roses, all yellow flowers are tulips, etc.). At the next level of
generalization (step 3) the child sees the difference among flowers which have different
shape, etc. In the end, the child reaches such level of generalizations that (step 4) the
meaning of the word he uses fully corresponds to the object which this word represents,
i.e. when the child says “rose” he/she means rose and not just any flower, and when the
child says “flower” he/she understands that this word represents all kinds of flowers
which can have different fragrance, shape, color, etc. This is how through developing
their system of generalizations children’s immature concepts become more and more
mature. Each new step which the child makes in his/her attempt to approach immature
concepts to the mature ones (steps 1,2,3..) could be considered as a mini-ZPD. Step 4 is

the sum of those many mini-ZPDs. The necessary condition for children’s succeeding in
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moving forward within the system of generalizations is the linguistic mediation of the
teacher, adult or more experienced peer.

According to the previous discussion, the trajectory of meaning of the semantic
structure of the word “paves its way” to the internal form/meaning of the word, i.. to the
mature concept or consciousness, within the system of generalizations. It is the levels of
generalizations the child reaches while going through his/her stages of development
which regulate and shape the development of the functional elements along the trajectory
of meaning. It is due to reaching a higher level of generalization that the child takes one
more step in the development of his/her concept formation and functional elements. In
other words, the very trajectory of meaning with its functional elements develops along
the longitudes and latitudes of the system of generalizations. I made this assumption

since it is an inevitable conclusion from Vygotsky’s theory, which posits that

MOGER ONEPAINS. XAX CPABNCHNG. YCTANOBICNNG DASNNYNS N TORAGCTES ABYX
Mucaell BCAROS CYREONES N YMOIAKRIONGNNG NPCANOXSATRIOT ONPEACHENNOS
CTPYKTYPNOS ABNESNES NIO CSTES ANNNA ZORroTM N mMNpPOTM nouatwil.. ITosTomy

MEP& COMINOCTE ¢ $YNRONONARLNOE CTOPONM OGADEAGASET BCIO COBOKYNNOCTS
BOIMOREMX onepannilt MECAN ¢ AANNMM DONSTHOMIO

such mental acts as comparison, identifying the difference and equivalence
between two thoughts, any opinion or judgment presuppose a certain structural
movement along the network of the longitudes and latitudes... From the
functional point of view, the measure of generality determines all the total
combination of acts of thinking regarding the given concept.

(Vygotsky, 1996a, p. 276)

Thus, the trajectory of meaning of the ZPD with its functional elements reflects a

certain level of generalizations.
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Implications for School Curriculum:
Theoretical Perspective

To draw some conclusions from the previous sections for the development of
school curricula, I will continue to analyze the regulatory function of the word, its
functional elements and system of generalizations. This analysis combined with the
investigations on Vygotsky’s major concepts made in this chapter, can have a direct
influence on and the implications for the research on ESL teaching and leaming within

Vygotskian Schools of Thought in Russia and abroad.

Education and Language

To analyze the role of education in children’s concept/consciousness development
and speaking, I sum up some major steps of my inquiry into Vygotsky’s theory
concerning the regulatory function of the word, its functional elements and system of
generalizations.

When I analyzed the semantic structure of the word, [ showed that children’s
concept development and the development of their functional elements are unfolding
along the trajectory of meaning, regulated by the thinking/intellectual phenomenon of the
word. It is the word meaning that stimulates children’s concept development and the
development of their functional elements. Then, the first question is: What speeds up
children’s advancement along the trajectory of meaning or children's
concept/consciousness development? From the functional point of view, it is the
development of fumctional elements, i.e. children’s problem-solving abilities which they

employ to reach their goals. It’s through settling the conflicts of children’s motives,



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 he/she develops a mature concept and acquires
a conscious approach to his’her understanding of the world. Thus, the development of
children’s functional elements, or children’s problem-solving abilities, speeds up the
development of the trajectory of children’s word meaning, i.e.

[functional elements] —{meaning]. On the other hand, it is the word meaning which
regulates the development of concepts and functional elements, as it has been analyzed
before, i.e. [meaning]->{functional elements].

The answer to the question may be that the word meaning speeds up/regulates the
development of the functional elements, which speed up the development of the word
meaning. This could be put in another way: the word meaning speeds up/regulates
children’s concept/consciousness development with the help of the word-regulated
functional elements, i.e. word meaning/language stimulates the development of the word
meaning/language with the help of word-regulated functional elements -
[meaniag]>{functional clements]—>{meaning] Or language meaning -functional elements -

language meaning.

This raises a second question: How could meaning-functional elements-meaning-
unit be interpreted in the context of three types of regulation and semantic structure of
the word?

As I have analyzed it in this chapter, language and words regulate children’s

concept/consciousness development and the functional elements (children’s problem-
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solving abilities) twice. First, the child is regulated by the speech-regulation, then - by the
meaning-regulation before he/she reaches the highest level of regulation, i.e. seif-
regulation. The social environment or sense-regulation, sets forth and regulates by means
of words the speech phenomena of the word, or the functional elements of the word. The
speech phenomena refers to the nominative function/the external form of the word. It
regulates spontaneous/everyday concepts at the immature stage of the development of
children’s motivation, problems/needs and goals. Starting from this stage, children’s
functional elements spurred by the verbal social environment, continue their
development under the regulation of words along the trajectory of meaning of the main
ZPD within the mini-ZPDs of the system of generalizations. That is, word meanings
regulate and stimulate children’s problem-solving abilities at every stage of children’s
development. This type of regulation could be referred to the developmental path of the
trajectory of meaning. It is called meaning-regulation, as it has been previously analyzed.
The final product of the word regulation is a well-developed system of generalizations,
Higher Psychological Functions/consciousness and mature concepts. This highest level of
regulation is called self-regulation. Self-regulation could refer to the internal form of the
word or intellectual phenomenon. Thus, the three types of regulation, i.e. speech-
regulation, meaning-regulation and self-regulation could correspond to the external form
of the word, its developmental trajectory of meaning and, finally, to the intemnal form of

the word accordingly, as I illustrate it in Figure 8.
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Figure 8

Development within the semantic content of the word as compared to the development
within the three types of regulation
Figure 8 graphically shows how the context fits in within the semantic content of
the word and three types of regulations. As I have analyzed in chapter three, it is the
social environment which is understood as a verbal situation/context and within which
such important contextual functional elements as problem/needs, motivation and goal
“are born”. The development of these functional elements depends on children’s personal

characteristics. Since it is clear from Figure 8 that the social environment is connected to
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the functional moment/external form of the word, i.e. word sense, we can assume that
within the semantic structure of the word the context fits in with the designating/
nominative functions of the word.

For Vygotsky, it is the language of the 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 school, the unsystematic
functional/practical social environment plays though an important, but still subordinate
role, as | have analyzed in chapter three. The main role in children’s concept formation at
school is played by the systematic teachers’ instruction combined with discussions
among peers.) In other words, it is the pragmatic “communicative function of meanings”
within the speech-regulation of the word with the help of which children first develop
their problem-solving abilities or functional elements. Vygotsky writes in this respect:

TIONSTNG NEBOIMORNO 663 CHOS. MMINXCKNG B NONATEAX NEBOIMOENO BNE PEUEBOrO
MMIIRCHNES:; NOBMM, CYIMOCTBONNMM,. HONTPAARNNM MOMCHTOM BCOTO 3TOrO
pOmecca, EMEIOMIEM BCC OCHOBSNES PACCMATPNBATLCE KAK NPONIBOARMIAR TPONENA
COIPEBANNS NONATHEA, SARSETCS CHONNPNYOCEOS YNOTPOSACNNS CHOBS.
$YNEONONSABNOS NPNMONGNNS JHAXE B FAYECTEC CPCACTEA OSPAIOBANNS NousTHE
A concept can’t exist without words, and thinking in concepts can’t exist

beyond verbal thinking. The most important, new and central moment of this
process that can be considered as a generative cause of concept maturation, is a
specific use of the word, i.e. the functional use of the sign as a means of

developing concepts. (Vygotsky, 1996a, p. 131)

Thus, Vygotsky’s theory allows us to identify two types of language/word
meanings that account for the language regulated children’s concept development and the
development of the functional elements. The first type of word meaning reflects
children’s thinking within the functional pragmatic aspect of the word which corresponds

to its speech phenomenon, regulated by the verbal social environment. This meaning
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could be called “speech-meaning”. “Speech-meaning” regulates children’s functional
elements at preschool age, i.c. [speech meaning]—{functional elements]. The second type of
meaning reflects children’s ability to think abstractly within the system of
generalizations. This second type of meaning is called in the thesis “meaning”. It is
maturation of children’s “meanings” with the assistance of teachers and peers, which
leads to children’s thinking in concepts and self-regulation. “Meanings” are regulated by
the teacher’s/adult’s instruction/words. Without the leading role of the “meaning” in
children’s concept/consciousness development, it would be very difficult or impossible
for the child to transfer from the practical/empirical thinking within the social
environment and functional paradigm aimed at satisfying children’s everyday needs, to
thinking in concepts. After the transition from the larger verbal social milieu into the
systematic school environment, pragmatic “speech meanings” (everyday concepts) and
stimulated by them functional elements, are governed by the “meanings” within the
system of generalizations (scientific concepts), [meaning]—[speech meaning]-»>[functional
elements]. While being regulated by the “meanings” within the system of generalizations,
“speech meanings” continue to regulate the development of functional elements which,
in their turn, regulate the development of “meaning”, as I have shown earlier, i.e.
[meaning]->[speech meaning] >{functional elements]—({meaning]. The end result of this chain of
regulated processes is well developed children’s “meaning™ which results in attaining
children’s self-regulation and independent verbal thinking in concepts. Thus, while
“meaning” develops within the system of generalizations and reflects children’s level of

Higher Psychological Functions,. “speech meaning” develops within the unsystematic
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empirical relations of the verbal social environment and reflects children’s level of

Elementary Psychological Functions, as I illustrate it in Figure 9.

HIGHER PSYCHOLOGICAL ELEMENTARY PSYCHOLOGICAL FUNCTIONS | HIGHER PSYCHOLOGICAL

FUNCTIONS/CONSCIOUSNESS FUNCTIONS/CONSCIOUSNESS

{Scientific Concepts and (Spontaneous Concepts and Unsystematic Empirical (Scientific Concepts and

System of Generalizations) Relations) System of Generalizations)
LANGUAGE/SIGN FUNCTIONAL ELEMENTS LANGUAGE/SIGN

{meaning] - [speech meaning] —> [functionsl elements] - [meaning]

Figure 9

The content of language-through-language development

The question arises: What provides for using the language as a tool for
developing children's concepts and reaching the highest levels of children’s zones of
proximal development through attaining a higher level of generalizations? Itis a
systematic approach to developing concepts as Vygotsky explains it in Thought and
Language:

...KaxaoRk cTPYXTYPe OSOSEISHNS COOTBETCTEYST CHOS CHCHNGNUOCKAS CHCTEMA
OTNOmONNER OSHINOCTE B CERAY TOFO, NTO OSOSHISNNS pasANYNOfl CTPYRTYPM Ne
MOTYT NG NAXOANTACE B PAIXNUNOf cHCTEMS OTHOMONNA OGEINOCTE MEEAY cosolk.
ChexosaTensno, xaxxoll CTPYETYPS OSOSEISNNS COOTBETCTBYST N CBOR
CHCUNPNYOCEAR CECTEMA DOJIMORNMX RPN Aawnoll CTPYXTYPE Aorxyeckux onepanni
MNmaenns.. Bue CRCTEMM NONATHES CTOST 3 NNOM OTNOMCHNEN K OGBEXTY. YoM
EKOTAS ONN BXOAST B CHPSACRENNYIO CECTEMY. OTNOINSNNG COBA <HBETOD K
NPSAMETY ¥ POGONES. NG IJNAIMIEIO SEIS CROB <POID, PNANRN. <HANAMID. N Y
POSENEA. INANNIOrO ITH CAORA. ORAIMBASTCH COBSDIIONNO NMNAIM. Bue cHCTOMM 2
HONSTHESX BOIMORNM TOALED CRAIN, YCTANSLNNEASMME MEEXY CAMNMN
OPSAMSTEME, T.6. IMIEPEYCKES cBA3N. OTCIOAS - NOCHOACTEO ROCNEKE AeficTRES B
CENEPSTRHOCEAX CBAYOR 1O BNCUATRONNIO B PANNeM BOIpacTe. Buecte ¢ cucTomol
BOINNEAIOT OTHOMICNNS HONSTNA K DONSTEAM, ONOCPEACTROBANNOS OTNOIIGNNG
nouaTEA X OSBEXTAM YCPES NX OTNOIIGNES k APYTEM HONSTNAM. BOINNEEET BOOSHS
NNOSe OTNHOIONNE NONSTRE E OSHEXTY: B HONSTERX CTANOBATCSE BOSMORNMME
NAAIMONDPEYOCKES CBEIE.

... Each generalization structure corresponds to its own system of relations of
generality, since generalizations of different structures refer to different systems
of relations of generalization. Thus, each generalization structure corresponds to
its own specific structure of possible logical intellectual operations... Without the
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system the concepts are in different relations to the object than when they are part

of the system. If the child doesn’t know the words “rose”, “violet”, “lily”, he

understands the relation of the word “flower” to the object in an absolutely
different way as compared to the child who knows these words. Without the
system there can be only those relations within the concepts, which are
established between the objects, i.e. empirical relations. It accounts for the
domination of the logic of action in the early childhood. The system provides for
the relations of concepts to concepts, concepts to objects through concepts’
relations to other concepts, it provides for a practically different relation of the
concepts to the object: concepts provide for the relations which are above

empirical. (Vygotsky, 1996a, p. 284)

Spontaneous or everyday concepts, represented in the external form/sense of the
word, are not included into the system of generalizations. They develop within the speech
phenomenon of the word, which is regulated by the verbal social environment. Scientific
concepts, represented in the thinking/intellectual phenomenon of the word, are directly
involved into systematic relations of the system of generalizations. Figure 9 graphically
illustrates this idea. It shows that unsystematic spontaneous concepts within the sense of
the word can be included into the systematic relations leading to a mature concept only
under the regulation of scientific concepts within the meaning of the word.

There also arises a related question: What provides for the development of the
systematic relations in the process of children's concept maturation or how the
systematic relations of the scientific concepts are introduced into the child’s worid of
spontaneous/everyday concepts? For Vygotsky, it is the education, instruction, teaching
that promote children’s development of the systematic relations between/among the
concepts. It is the zone of the proximal development of the child along which he/she
develops in collaboration with the teacher/adult, who introduces scientific concepts to the

child through “the relations of generalization between concepts which are established in
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the process of education” {«c noMomiso ycTananANBROMEX B NpoUECCE OSYHERNS
oruomennil csmuocTs Mexay mowsTusmm] (Vygotsky, 1996a, p. 287). The above
accounts for the fact that teacher’s instruction/language has a well-developed word
meaning within the system of generalizations, which can regulate and stimulate the
development of children’s immature “speech meanings” or elementary psychological
functions, i.c. [meaning]—[speech meaning]—>[functional elements|—>|{meaning].

The Role of Instruction

As I have previously analyzed, the ZPD develops between the speech/word sense
and intellectual phenomena/word meaning, representing spontaneous and scientific
concepts accordingly, which develop in opposite directions. It has also been shown that
they have major differences and complex interrelations. Their mutual harmony could be
reached only over a period of time through a “hard work” under the guidance/instruction
of the teacher/adult. That is, “the structure of speech is not a mere reflection of the
structure of thought...the speech can’t be put on the thought like a ready-made dress...”
and finally, “...the thought is not expressed in a word, but made within a word”
(Vygotsky, 1996a, p. 308.). In an attempt to schematically reflect a complicated
“between-type” concept development, the developmental arrow line along the trajectory
of meaning from the external to the internal forms of the word has two tips in all the
figures, pointing into opposite directions (¢-DEVELOPMENT / ZPD-»). While the child is
regulated by the instruction/teacher’s language and advances from the active spontaneous
knowledge and empirical relations into the direction of the “meaning” of the word and

scientific concepts (—»), the teacher approaches the abstract meaning of the scientific
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concepts to children’s sense/everyday concepts, i.e. “speech meaning” (). This is how
Vygotsky’s colleague Zalkind describes this cooperation between the teacher and the
child, leading to developing a qualitatively new thinking by the child (&»):
...there should be the inner unity between the teacher and the pupil as well as
understanding each other’s feelings and intentions. Upbringing and education is

a process of mutual continuous adaptation of the both sides, in which the role of

the most active, initiative part is played in tumn by the teacher and the child.

(Zalkind, 1930, p.196)

The end result of the teacher-child cooperation is accomplishing “from-to”
development through “between-type” development. The aim of the “between-type”
development is to reconcile “the opposite processes of the development of intellectual
[scientific concepts] and speech [spontaneous concepts] phenomena... which...become an
indivisible entity just due to their opposite direction” (Vygotsky, 1996a, p. 308).
Reaching harmonious 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 within 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 through instruction/words by approaching the
“meanings” of scientific concepts to the sense/understanding of children, i.e. to the
spontaneous concepts («). For example, the teacher could compare already mentioned
reflecting the Soviet reality scientific concept “revolution” to the destructive
thunderstorm after which there appears a beautiful rainbow to show how destruction

could lead to the creation of the new. Then, abstract, theoretical and alien to children’s
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understanding, scientific concepts establish harmonic relations with the “full of life” and
everyday experience spontaneous concepts (). For example, the teacher can spend some
time giving other examples from real life situations, illustrating the word “revolution”
and asking children to give their own examples till it is clear that children feel or “sense”
this abstract word. It could be done in the form of questions and answers, dialogue or
play. After establishing the “diplomatic” relations between spontaneous and scientific
concepts, there is made a qualitatively new combination, consisting of the elements of
meaning and sense, which continues its development along the trajectory of meaning to
the thinking/intellectual phenomena of the word (-»). On the way back to the internal
form of the word, the “meanings” of the words are filled with the “life energy” of
“speech meanings”/word sense and reflect children’s personal attitudes, desires, needs,
choices, preferences, emotions. At the end of the process of developing Higher
Psychological Functions through complimenting scientific concepts with everyday
concepts, the child is able to understand and use words correctly in an appropriate life
context. According to this, the previous schematic depiction of children’s

development/ZPD as «», could be changed into G, as I illustrate it in Figure 10.
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. ( Semantic Content of the Word |
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WORD THOUGHT
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Education/Instruction/Systematic Appreach
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Figure 10

Children’s development/ZPD within the regulation of the word meaning

The above analysis of the regulatory function of the word meaning within the
educational curricula graphically demonstrates the leading role of the teacher’s
instruction within the systematic relations of school environment in the process of
children’s development. Indeed, if the development of immature children’s “speech
meanings” could be regulated only through the “meanings” reflected in the system of
generalizations, then teacher’s instruction/language having a well developed “meaning”
within the systematic relations of the system of generalizations, could be the best means
of speeding up children’s concept/consciousness development.

To make the final analysis of the leading role of teacher’s instruction in children’s
development, it seems interesting to compare Figure 9 and Figure 10. The result of this
comparison is illustrated in Figure 11, where “meaning” is [m], “speech meaning” is [s}

and functional elements are [f].
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Figure 11

Relations between “meaning” [m], “speech meaning” [s] and functional elements (f]
within children’s ZPD
Though I illustrate in Figure 11 the leading role of teachers’ instruction in
children’s development, [ don’t intend by any means to downplay the importance of the
mediating role of peers, i.e. when more capable peers contribute to other children’s
development. For Vygotsky, discussions among peers is an essential part of their
development. The leading role of teachers must be limited to guiding and directing pupils

thinking in their search for the answers.

Summary and Conclusions

In this chapter I analyzed the concept of regulation and introduced three types of
regulation: speech-regulation, meaning-regulation and self-regulation. I also showed that
the child’s level of regulation serves as the criterion of the development of his/her Higher
Psychological Functions (consciousness, thinking). Fully mature consciousness reflect the

highest type of regulation, i.e. self-regulation. I schematically depicted how the



functional elements fit in within these three types of regulation. I examined in more
depth the zone of proximal development and came up with two interpretations of the
ZPD - functional and mini-ZPDs within the Ievels of generalizations. | made an analysis
of the trajectory of meaning of the ZPD within the development of the word in the
context of the “speech meaning” and “meaning” or spontaneous and scientific concepts.
It allowed me to elaborate on the role of the teacher in children’s maturation and how
teacher’s words (instruction) can lead children’s development. [ also emphasized the fact
that teacher-pupil communication is beneficial for both parties. Despite the fact that
teachers’ instruction leads children’s development, in the long run, it is both teachers and
pupils who learn and develop in the process of their communication (though in a
different way). As I have quoted above, “upbringing and education is a process of mutual
continuous adaptation of the both sides [teachers and children], in which the role of the
most active part is played in turn by the teacher and the child” (Zalkind, 1930, p.196).

The questions [ posed at the beginning of the chapter could be answered in the
following way:

1) What are the relations between the concept of regulation, functional elements
and concept/consciousness?

There have been singled out three types of regulation: speech-regulation,
meaning- regulation and self-regulation. The first type of regulation is provided by the
verbal social environment (within the sense/nominative function of the word). The
second - by the teachers’/adults’ language/words (within the meaning/system of
generalizations of the word). The third highest type of regulation - self-regulation - is
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Higher Psychological Functions and consciousness. Self-regulation makes it possible for
the child to regulate his'her inner processes with the help of the thinking/intellectual
phenomenon of the words without any verbal help from outside. Thus, in the beginning,
the functional elements develop within the social environment; later they are subjected to
the second type of regulation, provided by the teacher/adult language meaning/words.
Through the verbally” guided” development of children’s functional elements, or
problem-solving abilities along the trajectory of word meaning, they reach their highest
level of regulation - self-regulation.

2) What is the schematic place of the ZPD within the semantic structure of the
word and functional criteria?

The schematic place of the zone of proximal development within the semantic
structure of the word and functional criteria is between the sense or nominative form of
the word representing its functional aspect, and its meaning or thinking/intellectual
phenomenon of the word.

3) What could be the characteristics of the developmental pattern of the ZPD
within the semantic structure of the word?

The dynamics of the developmental pattern of children’s ZPD is uneven and
variable. It could be analyzed and understood only over a period of time. According to
Vygotsky, a fragmented approach to analyzing children’s development can’t provide an

objective picture of their behavior.



‘ 4) What impact could the functional criteria have on the interpretation of ZPD?

The analysis of the functional criteria within children’s zone of proximal
development could lead to the following functional interpretation of the ZPD: the zone of
proximal development is the difference between the child’s understanding of his/her
motivation, needs, problems, goals, etc. as provided by instruction through the linguistic
intervention of the teacher/adult or more capable peers and the child’s active spontaneous
understanding.

5) What impact could the measure of generality have on the interpretation of the
ZPD"

The investigation of the zone of proximal development within the measure of
generality allows us to look at the ZPD as consisting of mini-ZPDs within the levels of
generalizations.

6) What conclusions could be made with respect to word regulation, measure of
generality and functional criteria within the educational perspective?

There could be made the following conclusions within the educational
perspective concerning word regulation, measure of generality and functional critenia.
Children’s maturation depends on the development of the trajectory of word meaning
within their zones of proximat development, i.e. on the teacher-child verbal
collaboration. On the one hand, the trajectory of word meaning within the ZPD depends
on the development of the functional elements, i.e. children’s problem-solving abilities,
which are connected to such children’s emotional and motivational factors as their

motives, choices, attitudes, needs, desires, etc. On the other, the development of the
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functional elements within the sense of the word is regulated by the language within the
word meaning. In other words, the development of the trajectory of word meaning is
stimulated by the functional elements. At the same time the functional elements are
stimulated and regulated by the word meanings. These complex relations could be
interpreted as a recursive process: Language meaning-Functional Elements-Language
meaning. Thus, children’s concept development is regulated by the language meaning
provided by teachers/adults through developing children’s problem-solving abilities
within practical/empirical thinking. It is the systematic approach to developing concepts
within the system of generalizations, which provides for using the language as a tool for
children’s maturation. And, finally, it is education/instruction which provides for
developing the systematic relations in the process of teacher-child collaboration.

7) What are the relations between the three types of regulation and semantic
structure of the word?

The regulation by the verbal social environment (“speech-regulation”)
corresponds to the designating/nominative form of the word representing its functional
aspect or word sense. The regulation by word meanings with the verbal help of the
teacher/adult as a means of solving a problem or reaching a goal (meaning-regulation)
corresponds to the trajectory of meaning of the concept development. And self-regulation
corresponds to the intellectual phenomenon/internal form of the word, which is fully
developed only within the systematic approach of school education through the

instruction of the teacher.



Research question 1.2.

How can Vygotsky's major concepts of regulation and development/ZPD within
the functional criteria be interpreted from an educational perspective?

This question could be have the following answer:

From the perspective of the functional criteria, the concept of development/ZPD
could be interpreted as the development of children’s problem-solving abilities, i.e. their
motivation, problems, needs, goals. The development of the problem-solving abilities of
children is linguistically regulated by the teacher/adult and capable peers. Within an
educational perspective and functional criteria, the relations between the concept of
regulation and development/ZPD could be reflected in the so-called functional
interpretation of the ZPD: the zone of proximal development is the difference between
the child’s understanding of his’her motivation, needs, goals as provided by instruction
through the linguistic intervention of the teacher/adult and the child’s active spontaneous
understanding. Thus, according to the functional interpretation of the ZPD, the regulation
of children’s behavior by the teacher should be based on developing children’s
personalities, since children’s problem-solving abilities are directly connected with such
personal characteristics as children’s personal preferences, their attitudes, preferences,
choices, desires, etc. The above requires that there should be applied a professional
criteria to teachers as mediators of children’s personalities. Since the schematic place of
the functional development/ZPD within the semantic structure of the word is between the
meaning and the sense of the word, i.e. between the scientific and spontaneous concepts

accordingly, it is teachers’ responsibility to settle the conflict between the meanings of
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objective scientific concepts and subjective senses of everyday concepts. Thus, the verbal
regulation by teachers of children’s development along the trajectory of meaning, is a
long-term process, since children undergo an uneven pattern of development, full of
conflicts and contradictions. “To cover the distance” from the speech-regulation to self-
regulation, children go through a lot of mini-developments or mini-ZPDs, regulated by
the system of generalizations within the main ZPD. Each of these mini-ZPDs is a
miniature problem-solving situation, that has to be solved with the verbal help of the
teacher and/or peers, i.e. through the regulation of the word meaning. To fully understand
the complex pattern of children’s maturation within an educational perspective, it seems
more important to look at this process from the point of view of the “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 of children’s
development under the linguistic regulation of the teacher/adult than on the quantitative

results of this development, since the latter entirely depends on the former.



Chapter Five

Russian Vygotskian School of Thought

In this chapter I present a theoretical examination of the interpretation by
Vygotskian Russian followers of the most controversial issue in Vygotsky’s theory -
theory of consciousness which has become known as Activity Theory. This theory deals
with the main features or generators of consciousness. What underlies the conscious
understanding of reality, reached in the intemal form of the word or the intellectual
phenomenon of the word? What are the driving forces or generators of the development
of children’s Higher Psychological Functions? What is the analytical unit of
consciousness? I have investigated these questions in detail in chapter four which
examines Vygotskian major concepts of regulation/consciousness and development/ZPD
within the functional criteria.

The purposes of this chapter are to identify and analyze the main features of
Vygotsky’s Activity Theory or the theory of consciousness, and to compare Vygotsky’s
Activity theory with its interpretation within Vygotskian School of Thought in Russia on
the basis of the analysis I have made in chapters three and four. I also examine Russian
interpretation of Vygotsky’s Activity theory within the same framework that I introduced
in chapter four (i.e. with regard to Vygotskian concepts of regulation, consciousness and
development). In addition, I investigate how Vygotskian School of Thought interpretes
the following two issues analyzed in chapter four: the role of the language and functional

criteria in children’s development.
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The interpretation of Vygotsky’s theory by his Russian followers is represented in
this chapter through the writings of his official successor in Russia, A.N. Leontiev, who
has been the leader of the Russian Vygotskian School of Thought since Vygotsky’s
death. I think, understanding of A.N. Leontiev’s development of Vygotsky’s major
constructs gives the best idea of the theoretical stance adopted by the Russian followers
of Vygotsky.

This chapter addresses the first main research question

What are the similarities and differences between Vygotsky's ideas and the
interpretation of his theory by the leader of Russian Vygotskian School of Thought,
A.N. Leontiev?
and research sub-question 1.3.

What are the main features of Vygotsky's Activity Theory?

Main Features of Vygotsky’s Activity Theory

I singled out the following main features of Vygotsky’s Activity Theory or theory
of consciousness: developmental or genetic explanation of individual experience within
the concept of deveiopment, the social character of children’s concept formation within
the social aspect, and the mediated nature of children’s development within the concept
of mediation. These three features or generators of consciousness development are
directly connected with the role the word plays in the maturation of children’s concepts.

Developmental or genetic explanation of individual experience by Vygotsky is
based on Marx and Engel’s historical materialism which emphasizes historical analysis.



What unites various ways of analyzing Vygotsky’s concept of development is the
assumption that human Higher Psychological Functions can be explained only through
examining their origins as opposed to simply describing them. Thus, when Vygotsky
writes about examining a child’s development, he means a long-term investigation
revealing genetic roots of a child’s behavior. In Vygotsky’s view, the genetic factor is the
only source leading to the regulation, shaping, explanation and understanding of the
development of children’s Higher Psychological Functions. Cole and Scribner write in
this regard that

...when Vygotsky speaks of his approach as ‘developmental,’ this is not to be

confused with the theory of a child’s development. The developmental method, in

Vygotsky’s view, is the central method of psychological science. (Cole &

Scribner, 1978, p. 7)

One of the forms of a developmental or genetic approach is concerned with
ontogenesis, which is understood in Soviet psychology as “development of the main
features of the individual psychic in the childhood” [«gopmupossmne ocuosmux crpyeryp
NCEXNEN NNANBEAS B Teusume cro aercrad] (Petrovsky & Yaroshevsky; 1990, p. 250).
From an educational perspective, this form of development has been analyzed in chapter
four which examines different interpretations of children’s zones of proximal
development (including functional interpretation of ZPD and mini-ZPDs within the level
of generalizations) in ontogenesis. Long-term genetic explanation of children’s behavior
in ontogenesis has been also analyzed in chapter four by introducing the idea of the
“between-type” of development as opposed to the “from-to” type of development.

According to Vygotsky, genetic analysis should also be concerned with cultural

and historical data in phylogenesis. In Soviet psychology this is understood as “the
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process of development and evolution of the forms of consciousness in the course of
human history” [«npouecc sosnuzuosenNs ¥ SBOMOUNN $OPM COINANES B XOAE NCTOPEN
venoaevecran ] (Petrovsky & Yaroshevsky, 1990, p. 428). Cultural and historical analysis
plays such an important role in Vygotsky’s theory of the development of Higher
Psychological Functions, that it is often called a “cultural-historical”
[czyanTypuo-ucropuveczan ] theory of mind (Smirnov, 1995). The analytical unit of this
theory, i.e. socio-cultural-historical sign, word or language meaning [ examined in detail
in chapters three and four.

The social character of children’s concept formation deals with the social
miliew/interaction or communicative situations as I analyzed in chapter three (Functional
Role of Socio-Cultural Milieu). The idea that human activity is of a social nature is based
on the fact that speech in its nominative function as well as such Higher Psychological
Functions as attention, memory, thinking are viewed as emerging out of a child’s social
interactions with adults. Though the idea that children acquire cognitive abilities by
learning from adults is not new, the way Vygotsky understands it, is unique. Vygotskian
tradition emphasizes that Higher Psychological Functions develop by first being carmied
out interpsychologically and then intrapsychologically. Vygotsky stresses the fact that
during the early stages of development, children often participate in activities that require
skills and modes of mediation they do not possess. When children come to a pointin a
psychological activity that proves too difficuit for them, they turn to an adult or more
capable peer for help. The activity is then carried out on the interpsychological plane.

The future development of the child with regard to this activity consists of gradual
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transference of links of the activity’s functional system from the interpsychological to the
intrapsychological plane, i.e. from the social to the individual plane.

Inner speech, reached in the internal form of the word is an intrapsychological
mediating device that arises out of interpsychological social speech. Thus, according to
Vygotsky, speech appears on two levels - first on the interpsychological and then on the
intrapsychological level. For young children speech exists only on the interpsychological
plane and adults direct children’s activities through interpsychological speech. Later
children begin to develop the ability to perform activities based on their own speech, i.e.
on the intrapsychological plane. The analysis of the social milieu, zone of proximal
development and the role of the language and instruction in children’s development that I
have conducted in chapters three and four, can serve as an example of the social
character of children’s concept formation.

The mediated nature of children’s development is closely connected to
Vygotsky’s cultural-historical theory of development and the social character of
children’s concept formation. The element which unites the three features of Vygotskian
Activity Theory is the socio-cultural-historical sign - language, i.e. the main mediating
tool of children’s development. The historical foundations for tool-mediated nature of
human activity can be found in Marx and Engels’s theory. For example, Marx writes:

An instrument of labor is a thing, or complex of things, which the laborer

interposes between himself and the subject of his labor, and which serves as

the conductor of his activity... The use and fabrication of instruments of labor,

although existing in the germ among certain species of animals, is specifically

characteristic of the human labor-process, and Franklin therefore defines man
as a tool-making animal. (Marx, 1906, p.199-200)
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. Notions like these provide the basis for much of what Vygotsky wants to say
about the mediation of human activity. He is particularly interested in extending the
notion of mediation by tools to mediation by signs. This basis for much of his work is the
assumption that in order to manage many of the psychological tasks involved in
coordinating one’s efforts with others and in self-regulation, humans use sign systems to
mediate their efforts. While recognizing in general, the importance of semiotics or sign
systems in human development, in particular, Vygotsky claims that it is the speech which
is the most important means employed by humans to organize social interaction, to
regulate others, and to regulate oneself. He stresses that speech provides the means for
regulating oneself only after it has been developed as a means of operating in the social
realm. Soviet semiotician Ivanov summarized these points about Vygotsky’s notion of
the mediational role of sign systems this way:

As the outstanding Soviet psychologist L.S. Vygotsky observed in the 1930s, signs
are a means of controlling human behavior. Man cannot govern his own behavior
directly and creates signs in order to control it indirectly. The history of culture
can be described to a great extent as the transmission in time of sign systems
serving to control behavior. Semiotic systems of the programmed control of
human behavior are elaborated due to the internalization of external signs, a
process that can be partly compared to the automation of programming. This
process can be traced most distinctly to the emergence of internal speech.
Investigation of children’s speech makes it possible to ascertain that speech arises
initially only as a means of communication and a way for adults to control the
infant’s behavior. (Ivanov, 1977, pp. 29-30)
Thus, while Vygotsky is interested in the general problem of how sign systems
mediate human behavior, he focuses most of his attention on how speech is used in this
capacity. An important point to keep in mind is that the sign systems do not simply

mediate some activity that would exist without them, i.e. they are not viewed as being
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handy tools for making an existing activity easier. Rather, as is the case with all forms of
mediation, they allow and even lead to the creating of types of activities that would not
otherwise exist. According to Vygotsky, sign systems among which the language plays
the most important role, mediate or regulate human behavior.

As [ have analyzed in chapter three and especially in chapter four, the words or
language, including teacher’s instruction, regulate children’s behavior at every stage of
their development. An important role in this process belongs to the elementary
psychological functions, represented in Vygotsky’s theory by functional elements
(motivation and related to the emotional/motivational factor problems, needs, goals,
etc.). The functional elements are connected with the designating/nominative function of
the word or the sense of the word and develop children’s problem-solving abilities at the
level of practical/empirical thinking. I have analyzed in chapter three that though
motivation, 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 I have interpreted the relations between the meaning of the
word (Higher Psychological Functions) and its sense (Elementary Psychological
Functions), represented by the functional elements, in the following way: word
meaning—>functional elements/sense—»word meaning. I thus, identify two kinds of
mediating tools within Vygotsky’s theory: main and subordinate. The main mediating
tool of consciousness development is socio-cultural-historical sign language/word
meaning (fully represented in the internal form of the word within the systematic school

education/instruction), which mediates, regulates and leads children’s development. The
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subordinate mediating tool includes the functional elements, i.e. children’s motives,
problems, needs, goals along with related to them children’s choices, preferences,
attitudes, desires, interests and other emotional/motivational factors connected with
children’s personal characteristics. The functional elements develop children’s problem-
solving abilities linked to practical/empirical thinking (fully represented in the external
form of the word within the social environment) within a communicative
situation/context. Though the functional criterion is mediated/regulated by the word
meaning and therefore plays a subordinate role in children’s development, it is an
essential mediating component of the word in that it shapes and speeds up the
development of new word meanings. This tight knot or close unity of the main mediating
tool - word meaning and subordinate mediating tool - represented by the functional
criteria and based on children’s personal characteristics motivational/emotional factor, is
illustrated in Figure 12 below (here the word is understood as a mature concept with a

fully developed meaning or system of generalizations).
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MAIN MEDIATING TOOL - WORD

i l
WORD THOUGHT
Functional Moment/Sense Process of Thinking/Meaning
Designating/Nominative System of
Function or External Form < Suherdinate Mediating Toal >  Generalizations or Internal
(Speech Phenomenon) mem:"‘:n doen's Form (Thinking or
,_.' hom'm;’; d’é;,es‘ etc.  Imtellectual Phenomenon)
Figure 12

Relations between the main and subordinate mediating tools

The three main features of Vygotsky’s Activity Theory (theory of consciousness)

are illustrated in Tablel.

Table 1

Main features of Vygotsky’s Activity Theory/theory of consciousness

Developmental or Genetic | Social Character of Mediated Nature of
Explanation of Individual | Children’s Concept Children’s Development
Experience Formation
- Ontogenetic development Contextualized intemnalization of the | - Main mediating tool

] word mesning from the social milieu I}
Along the trajectory of word meaning | understood as & communicative Word meaning/language

v i
Cultural-Historical Development Functional criteria/emotional and

motivational factor




Leontiev and Vygotsky

Vygotsky’s main successor, A.N. Leontiev, gave his own interpretation of
Vygotsky’s major concepts of regulation and development as well as the role of the
functional criteria and language in the maturation of children’s Higher Psychological
Functions. Although the interpretation of Vygotsky’s views by Leontiev’s school of
thought is based on Vygotsky’s theory, there is enough evidence to argue that sometimes
Leontiev drastically distorted Vygotsky’s principal ideas. In this section, I examine
AN. Leontiev’s interpretation of Vygotsky’s ideas with the aim of showing later how
Leontiev’s ideas could fit within part of Vygotsky’s theory dealing with children’s
development, education and TESL. This examination is based on my reading of the
Russian version of A.N. Leontiev’s book Activity. Consciousness. Personality
[Aesrexsxocrs. Cosmaxme. Jwaxocrs). This book is the best illustration of
A.N.Leontiev’s approach to the idea of the Activity Theory. It comprises six of
Leontiev’s works, which were published in 1968-1970: Kar! Marx and Psychological
Science[Kspa Mapxc 5 ncuxosorzvecras nayxs], The Concept of Reflection and its
Significance for Psychology[Iousrue orpazenss x ero swasexze xas nc¥XoROrEN],
Sensitive Image and Model in the Light of Lenin's Theory of Reflection[ Yyscreexuuit
ospas § Mosexs B caere mexmncyoll reopaw orpasexns], The issue of Activity in

Psychology[Tiposnessa sesresswocr s ncaxomorun], Activity and
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. Consciousness{ Aexrexsnocrs x cosmamme], Activity and Personality[Qesrensuocrs »

Jmemocrs).

Concepts of Regulation, Consciousness and Functional Criteria

For Vygotsky, consciousness is regulated by sign systems, the most important of
which is the socio-cultural-historical sign language, reflected in the word meaning. Thus,
in Vygotsky’s view, the development of children’s consciousness or Higher
Psychological Functions unfolds along the trajectory of word meaning and is regulated by
the word meaning. The word meaning serves as the analytical unit of consciousness and
is connected to consciousness as I have illustrated it in Figure 2 in chapter one.

While Vygotsky’s theory states that children’s/individuals’ consciousness
develops along the trajectory of word meaning and is regulated by the word meaning,
A.N. Leontiev argues that people’s consciousness is regulated through
physical/practical activity:

¥Yxe 3 camolt TexecuoRl OPrANEIAUNE ENANBEACS SARNIOYONA MCOSXORNMOCTR TOrO,
4TO ONN ECTYNSIOT B AXTNBNOS OTHOMIGNNS K SNCIINEMY MEPY: HTOSM
CYEISCTBOBATS. ONN AOAXNM A¢HCTROPATS, IPORIBOANTS NEOSXOANMAME EM CPCACTEA
K xusHn. BoszeficTays Na sNemuNil MED. ONE NIMENSIOT €rC: STHNM ONN TAKRC
NIMONMIOT N CAMEX co6x. JIOITOMY TO, HTO ONN NPEACTABANIOT CosOR,
CHPEAGHRETCR NX ASSTORLNOCTLIO.

The very physical nature of individuals presupposes that they should have active
relations with external world; they have to act and produce the necessary means
to maintain life. They change the external world through the interaction with it;
by doing this, they also change themselves. Thus, who they are, is determined by
their activity... (Leontiev, 1983, p. 105)

It appears that A.N. Leontiev understands activity through which people change
themselves (i.e. activity which influences/reguiates people’s psychological development)

. as physical relations with external world aimed at producing “the necessary means to



101

maintain life”. In other words, Leontiev interpretes activity as practical physical
phenomenon, or labor which leads people’s/individuals’ concept/consciousness
development. Leontiev’s theory poses that it is the practical activity (not the word
meaning) which is the regulator of Higher Psychological Functions:

-.BHYTPONNEG MMCHANTCALNMNE NPOROCCH ABINIOTCE HE H6M NNLIM. KAX DESYRATATOM

WRTEPNOPNIALNE N CHEREGEUECEOro NPEOSPaIoBaNNs suemNel npaxrmveckol
ESSTENLNOCTN...

...internal processes of thinking are nothing else but the result of the interiorization
and specific transformation of the external practical activity...

(Leontiev, 1983, p. 119)

Thus, in Leontiev’s view, practical activity is a regulating tool of children’s
concept/consciousness formation and its developmental trajectory. One more regulating
tool in Leontiev’s theory is represented by the three analytical units of the development
of Higher Psychological Functions, as Leontiev calls them. These three analytical units
correspond to Vygotsky’s functional efements: “activities distinguished according to the
motives that stimulate them” [caearensnoctn - no xpurepmio nosyxaswommx =x
morwsow] (the motive is connected to needs in that the former depends on the needs),
“actions-processes subjugated to the conscious goals” [«aeficrams - mponeccss.
moAVNNSIORINeCE cosmaTeasumM neamw), and “operations which directly depend on the
means and conditions of reaching a certain goal” [conepsuns. roropue wenocpeacrsenno
38BECAT OT ycuosull AccTmenms xouxperuolt neaw] (Leontiev, 1983, p. 157). Referring
to activities/motive, actions/goals and operation/means and conditions, Leontiev writes
that “it is these “units” of human activity which found its macrostructure” [cstn
COANNNIAD ¥CROPOUCKOl AGSTOAMNOCTE B OSPESYIOT 68 MAXPOCTPYETYPY, i.c. they

regulate people’s consciousness (Leontiev, 1983, p. 157). Furthermore, according to
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. Leontiev, goals as well as problems within which these goals exist, can provide a genetic

explanation to the development of Higher Psychological Functions:

CTano oUORRANMM, ¥TO NONAMANNG MMCANTEAMNMX NPOLECCOD. CANNCTRONNO
COOTBCTCTEYIONISS HAKONNCNNMM $AXTEM, 6CTh EX NONNMENNG B KAVSCTIO

POAINIYIONIEX OCOSME BNX HONCNARDABAGNMMX AeHcTENR N onepenmil. ARCKEATNMX
ROMNABETEALNMM JRARUAM.

It has become a fact that the only right way to understand mental processes
in line with the existing evidence is to understand them as realizing a certain
kind of goal-oriented actions and operations, corresponding to cognitive
problems. Leontiev, 1983, p.119)

This quote shows a striking difference between Leontiev’s and Vygotsky’s
understanding of the role of goal, problem and other motivational or stimulating factors
in children’s development. As I have examined in chapter three, for Vygotsky, the
development of human 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 determinative
tendencies can regulate or provide the genetic explanation of the development of Higher
Psychological Functions, since “the goal itself is not an explanation” [<aeas soosme me

ecTs ossacnenne ] (Vygotsky, 1996a, p. 124).Vygotsky also writes:

He¢ MoReT BOINEERYTS NEXAKOR REAOCOOSPAINOE REATENLNOCTN 663 MANNUMR DONN
N 3axaum, nycxaomiedl B xox 3ToT nponecc. anwomuil emy xanpasnesne. Ho
NAANYNG DOAN N 38ARNN CHIC NE FaPANTHNPYET TOrO, HTO K XNINE 6YACT BMIBANS
2HCTENTERLNO KENOCOOSPAINAS XEATEALNOCTS... ONORNANO, BOOSIIC B OSBACHONNN
EPEPOAM HNCEXONOFEMOCKOrO NPONECCA, NPNBOASRISTO X PAIPCUICHNIO JAXAYE. MM
AOAXNM NCXOANTH N3 HGNN, NO N¢ MOMOM OFPANRUNTLCE €. Llens, xax yme
CEAIANO. N¢ 6CTh OSMCHONNE nponeccs. 'nasuol m ocxoswolk nposaemol,
caasannofl ¢ nponeccoM OSPASCEANES NONSTEN N NPOUECCOM Leaecoospanch
AGATCABNOCTHE BOOGHIS, SRANCTCE NPOGAGME CPEACTE. ¢ NOMOULILI ROTOPMX
SUNOANSSTCS TA NAR NMAS NCEXONOFNNOCEKAS ONCPANNS. COBSPINASTCA TA RIN NNAN
2EJCO0SPAINASR ACATEABNOCTS.

There cannot be any goal-directed activity without the goal and the problem,
which set forth this process and shape its direction. But the very existence of the
goal and probiem does not yet guarantee that they will provide for a goal-
directed activity... Though the goal seems to be the key to the explanation of the
nature of any psychological process which can lead to the solving of a problem,
the above explanation shouldn’t be limited by the goal. The goal, as it has been
. mentioned before, is not the explanation of the process. The main and basic
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in general is the issue of means and conditions with the help of which there can
be performed a psychological operation or carried out a goal-directed activity.
(Vygotsky, 1996a, p. 124)

For Vygotsky the issue of means is directly connected with the sign used “as the

. issue, connected with the process of concept formation and goal-directed activity

main means of directing and controlling psychological processes” [<zax ocuosuoro
CPeACTSS NANDABACHES N OBJRACWNS HcExmwecxmMu mpoueccamm] (Vygotsky, 1996a,
p. 124). Thus, both Vygotsky and Leontiev attach importance to the motives, goals,
problems in the process of the development of consciousness, as well as to the needs
which determine motives and goals, i.e. to the emotional/motivational factor. In other
words, both scholars develop the functional aspect of their theories. But there is one
major difference in Vygotsky’s and Leontiev’s interpretation of the functional aspect.
Vygotsky looks at the functional elements as though necessary, but subordinate
components of concept/consciousness development, attaching the main role in this
process to the word 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 [ have analyzed before):

3TH NENOCPEACTRONNMC NEPEXNIANES N BMOOXNSIOT POXS BNYTPENNEX CETNSIOS.
€ NOMOMIMO KOTOPMX PETrYANPYIOTCH OCYRIOCTERAAEINGCS NPOReccH

It is these personal emotions that perform the role of internal signals with the

help of which the processes [consciousness development] are regulated.

(Leontiev, 1983, p. 214)

In an attempt to show what unites practical activity and subjected to
empirical/practical goals functional elements, on the one hand, and thinking, on the
other, Leontiev writes:

Kax 8 DPARTHNICEAS ACATERLNOCTD, MUCARTEALNAS ASATCALNOCTS OTBEUAST TOM
AN ENMM JOTPOSHOCTEM N NOSYRASHESM N. COOTBSTCTICNNO, ECONTMIST N2 Cote
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peryanpyomee snuaune SMonnkt. Kax X DPAXTHYOCERS ACATENLNOCTS, ONA
CocTONT N3 ZoficTaNA, NOAMENENNMX COINATORLNMM DefaM. Haxonen. xax x
OPAKTENOCKAS ACATCAMNOCTD. MMIINCNNG OCYMIOCTIAETCA TEMN NAN NNMME

Thinking like practical activity, corresponds to certain needs, motives and due to
this, it is regulated by emotions. Like practical activity, thinking is comprised of
actions subjugated to conscious goals. Finally, like practical activity, thinking
can be 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 internal function plays
the main role, serving as the analytical unit of children’s development, while connected
to children’s needs, motives and goals practical thinking, represented in the external form
of the word by the functional elements, plays a subordinate role. In Leontiev’s theory it is
the practical thinking, functional elements and connected with the practical thinking
external form of the word which are the most important for children’s
concept/consciousness development.

Thus, for Vygotsky, “born” within the external form/sense of the word
functional elements, i.e. problems, goals, needs, motives and other
emotional/motivational factors, connected to children’s personal characteristics, develop
along the trajectory of word meaning, represented in the internal form/meaning of the
word. For Leontiev, the functional elements within the external form of the word develop
along the trajectory of practical activity and practical/functional thinking, represented
also in the external form of the word.

Concept of Development
As I analyzed in chapters three and four, in Vygotsky’s theory the ontogenetic

development is understood as children’s maturation of Higher Psychological Functions
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. within their zones of proximal development along the trajectory of word meaning.
According to Leontiev’s theory, children’s development of consciousness unfolds within
their ZPD along the trajectory of practical activity. Thus, Leontiev fully supports Marx's
idea, that the development of the Higher Psychological Functions develop through
practical activity:

Cayeoxui nepescpor. cosepmenusii MapEcoM B TEOPEE NOINANNA. COCTONT B TOM.
YTO YOROBSUOCKAS NPAKTNES GAMAS NONSTA EAK OCHOBE YEIOBCHOCKOrO NOINANNSA,
EAR TOT DPOUECC, B XOXE PAIBNTES ROTOPOrO SONNERKT NOINANATCALNLC JAAAUN,
MOPORASIOTCE N PAIBEBAKTCE ROCHPNATESG N MMIDNONNG H6GJICBOXA... B NPAKTEEE

AORESK YONOBOK XOEKAIATH NCTENNOCTE, ACHCTRNTGARNOCTH N MONIL,
NOCICTOPONNOCT S CROSTO MMINACHNA.

Marx made a major breakthrough in the theory of knowledge by interpreting the
human practice as the basis for human cognition, as the developmental process
which creates cognitive problems, matures people’s perception and thinking...
people should prove how adequate, active, powerful and down-to-earth their
thinking is through practical activity. (Leontiev, 1983, p.105)

One of the major discoveries of Vygotsky is his speculation that
genetic/developmental analysis should also be concerned with phylogenetic, cultural and
historical data, “registered” in the socio-cultural-historical sign - word. In Leontiev’s
theory, there is no such a thing as cultural-historical development. Leontiev writes the
following in this respect:

.-ONA RYALTYPE! OSPAIYET NG ANMNOCTNOS B HCAOEEKE, & TO. YTO, NARPOTHS
ABRETCR B NOM GCIAEVNMM, EAR, NANDEMED. Ocmull S3ME INANNS,
PACHPOCTPANCHNNS B AaNNOf CORRaNLNOR CPeAC NPOAPACCYARN, MOAS N T.X...
KyasTyps.. COCTRBASET NPEAMST NCTOPEE, CONNOROIEN. £ MO NCEXOROrNN.

...it [culture] develops not the traits of people’s personalities but the features
which are impersonal, for example, common language, knowledge, prejudices,
fashion, etc. ... Culture... is a historical, sociological, but not psychological
subject. (Leontiev, 1983, p. 192)

This quotation also shows how significantly Leontiev distorts Vygotsky’s theory

on semiotic mediation, which states that cultural-historical sign language is not an
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impersonal feature in individuals’ development, but its main mediating and regulating

tool.

The Role of the Language in Children’s Development

Vygotskian understanding of the language as a cultural-historical sign which
mediates, regulates and leads the development of children’s personalities and Higher
Psychological Functions, fully reflects how much importance he attaches to this
mediating tool. In Vygotsky’s view, thinking is always verbal. Vygotsky’s theory states
that there can’t be thinking without speech (either oral/external or inner/internal), since
thinking intellectual phenomenon develops within the internal form/meaning of the
word along the trajectory of word meaning, as I have illustrated it in Figure 2 in chapter
one and Figure 7 in chapter four. In other words, for Vygotsky language (word meaning)
is the main mediating/regulating tool of concept/consciousness development.

For Leontiev, the main mediating/regulating tool of concept development is not
language meaning but practical activity and emotional/motivational factors, i.e.
functional criteria. Leontiev fully supports his own interpretation of Vygotsky’s theory
when he alleges on Vygotsky’s behalf (Leontiev doesn’t refer to any source) that

..BEYTPONNNG NCEXNYOCKNG ACATSALNOCTN NPONCXOAST BI OPEKTHUecKol
ACSTERBNOCTN. NCTOPNUOCKN CXOXNSMeflicE B PEIYALTATS OSPAIOBANES
OCHOBANNOIO N8 TPYAS YCAONEYECKOro OSHISCTES...

...inner psychological activities derive from practical activity, which has been
founded in the course of history as a resuit of the development of labor-based
human society... (Leontiev, 1983, p. 150)

For AN. Leontiev, language is not the main mediating/regulating tool of

concept/consciousness development but simply one of the by-products of practical

. activity or labor:
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B nponecce MATSPRAILNOIO NPONIBOACTES MIOAR NPONIBCAAT TEKNe TIME roTopMil
CAYRNT N¢ TOAGRO CPOACTEOM OSRISNNS. NO K NOCETOACM $NECHPOBANKRMX B HOM
OSRIOCTICNNO BMDPRSOTANNMX sNavenui.

In the process of material production people also produce language, which fixes
socially developed meanings in addition to being a means of communication.
(Leontiev, 1983, p. 151)

While in Vygotsky’s view, meanings/language develop through
meanings/language, Leontiev’s theory states that language just fixes meanings (i.e. it is
simply a carrier and not the primary source of further development and maturation of
meanings). In the next section I show how Leontiev understands “socially developed

meanings”, that is, how he interpretes the role of the social environment in children’s

concept development.

Social Milieu

Concerning the functional role of the social milieu, A.N. Leontiev interpretes this
not as a word-regulated/mediated communicative situation, but as an object-
regulated/mediated environment, i.e. the social environment which is mediated and
regulated by objects, which serve as tools of children’s development through
physical/practical activity:

CETYanNS PAIERTHES YER0REYOCKOro ENANBNAS CSHADYRENESCT CBON OCOSSNNOCTX
yXE¢ X8 cAMMX NepPBMX Tanax. I'zasuas B3 NNX - 3TO OfocpeAcTBOBANNM{
AApexTep caxsell POSENXE ¢ OXPYRARINM MEPOM. HINsuazLNo OpaMMe
SHONOIRYOCKNS CBASHE DOSINCE-METS 0NOND CEOPO OUOCPSACTRYIOTCE NPGAMETAME:
MATL XOPMET DOGOEEA NI RAINKN. NAXCBACT N NEro OACKAY . JaNNMAS €r0,

MARNNYANpYST Erpymzok.

From the very first stages the process of individual’s development reveals its
unique features. The main one is the mediated nature of children’s ties with

the surrounding world. Very soon originally direct biological ties baby-mother
get mediated by objects: mother gives the baby a cup to drink, puts the clothes
on the baby, and while entertaining it, 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 environment) is one of the major

differences between the two scholars.
Activity Theory: Vygotsky and Leontiev

Attaching the main importance in children’s concept/consciousness development
to practical activity, practical/empirical thinking within the external form of the word
and functional elements, A.N. Leontiev gives the following definition of activity:

HeRTARNOCTS... 3TO CANNEIA EEINE, ONOCPSACTIOBANNOR NCHXEYOCKEM
OTPANCNNOM, PealLias JYNERNS XOTOPOrO COCTONT B TOM. NTO ONO OPNGNTEDPYST

CYSHOETS B NPEAMETHOM MNDS.. OcuosNOR... XAPARTEPNCTHEOR ZEATEOALNOCTE
SBASETCH 0¢ NPEAMETNOCTD.

Activity is ... a life entity, mediated by the psychological reflection, the real
function of which is to guide the subject in the object-oriented world... The
main... characteristic of the activity is its object-oriented nature.

(Leontiev, 1983, p. 141-142)

According to this quotation, for A.N. Leontiev, the function of the psychological
reflection is “to guide the subject in the object-oriented world”. That is, its function is to
regulate people’s interaction with objects which serve as tools in the process of the
development of practical/empirical thinking in the object (not language)-oriented world.
It is important to note that practical/empirical thinking is connected to children’s
problem-solving abilities which develop through satisfying children’s everyday practical
needs, i.e. with functional elements and the external form of the word. The above is one
more piece of evidence to suggest that Leontiev understands “mediated by psychological
reflections” activity as developing within the external form of the word and along the

trajectory of practical/physical manipulation with objects in the object-oriented world.
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This understanding of activity by A.N. Leontiev differs in many respects from

Vygotskian approach to the Activity theory, as it is illustrated in Table 2.

Table 2

Activity theory: Vygotsky and Leontiev

Developmental Aspect Social Aspect Aspect of Mediation

Vygotsky Leontiev Vygotsky Leontiev Vigotsky Leontiev
-Ontogenetic -Denics the cultwral | -Social miliew= | -Socialmiliew= | Semiotic Object-orieried
development factor Communicative practical activity | mediation through | mediation through
-Phylogenctic Ik situation i $ ¥
development | Development 3 objectorientod | main practical activity
(ultual-historical | plong the qujectory | semiotilanguags- mediating tool - | and equally
.Mmm” of practical Sriented word/langusge and | important

Kty its cssential functional clements
both developments component
unfold along the v
Smisstory of word subocdicate
meaning medisting tool -
functional elemen
Summary and Conclusions

In this chapter I provided a comparative analysis of Vygotsky’s understanding of
Activity Theory and its interpretation by the Russian School of Thought. I based this
analysis on the theory, developed by the official representative of Vygotskian School of
Thought in Russia, A.N. Leontiev.

First, I identified the main features of the original Vygotsky’s Activity Theory. To
do this I referred to the final analysis of the main Vygotskian concepts along with the
functional aspect of the word which I had examined in earlier chapters. My second step

was to analyze A N. Leontiev’s research within the same framework I examined
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Vygotsky’s theory, i.e. regarding the concepts of regulation, consciousness and
development as well as the role of the language and functional criteria in children’s
development. This analysis makes it possible to compare Vygotsky’s main features of
Activity Theory and Leontiev’s interpretation of the theory of consciousness and see the
difference between their theories.

Now we come back to research sub-question 1.3.:

What are the main features of Vygotsky's Activity Theory?

The main features of Vygotsky’s Activity Theory are developmental or genetic
explanation of individual experience, social character of children's concept formation,
and mediated nature of children's development, as | have illustrated it in Table 1 in this
chapter.

Vygotsky’s main achievement within the developmental aspect of his theory is his
introduction of the notion of the cultural-historical development of Higher Psychological
Functions, represented by the socio-cultural-historical sign language.

The social aspect of children’s concept formation is understood by Vygotsky as
the development of word meaning within communicative situations. Vygotsky’s theory
states that the internalization of social meanings could be realized only through verbal
interaction with people. It implies that Vygotsky supports situated, contextualized
approaches to the development of Higher Psychological Functions.

Within Vygotsky’s aspect of mediation we can identify two kinds of

mediating/regulating tools: main mediating tool - language/word meaning and
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subordinate mediating tool - emotional/stimulating factor, represented by the functional
elements within the practical thinking.

Let’s turn to my first main research question:

What are the similarities and differences between Vygotsky s ideas and the
interpretation of his theory by the leader of Russian Vygotskian School of Thought,

A.N. Leontiev?

The comparison of Vygotsky’s and Leontiev’s theories of consciousness is made
within the developmental, social and mediational aspects, which comprise the main
features of Vygotskian Activity Theory, as [ have illustrated it in Table 2 in this chapter.

Developmental aspect

Differences

Although both Vygotsky and Leontiev develop borrowed from Marx and Engels
idea of the historical development of humans through using tools, they do so in different
ways. Vygotsky compliments Marx and Engels’s historical development with a semiotic
and cultural aspect, best represented in the cuitural-historical sign and
mediating/regulating tool of concept formation - language/word meaning. Leontiev
denies the cultural factor. He is focused just on the Marxist historical approach,
according to which the crucial role in consciousness development belongs to the practical
activity and labor tools. While for Vygotsky children’s development in ontogenesis and

phylogenesis unfolds along the trajectory of word meaning, for Leontiev it does along the

trajectory of practical activity.
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Social aspect

Similarities

Both Vygotsky and Leontiev attach the main importance in concept/consciousness
development to the social factor. That is, for them, consciousness develops from outside.
Thus, with regard to the social aspect, we can see that they are similar to each other.

Differences

However, there are some major differences. Vygotsky and Leontiev interpret the
social situation in different ways. While for Vygotsky the main role in the social aspect
belongs to the semiotic/language-oriented communicative situation, for Leontiev it is
object-oriented practical activity.

Aspect of mediation

Similarities

Leontiev like Vygotsky develops the functional aspect of concept mediation. Like
Vygotsky, he attaches great importance to children’s motives, needs, goals, problems,
desires, preferences, attitudes and other emotional/motivational personal factors.
Following Vygotsky, Leontiev looks at the functional criteria as a mediating tool in the
process of the development of Higher Psychological Functions. In this sense then they are
the same.

Differences

As it is illustrated in Figure 12 in this chapter, for Vygotsky, there are two levels
of mediation: main level (language/word meaning) and subordinate level (functional

elements). For Leontiev there is one level of mediation, represented by the practical
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activity and functional elements, reflecting emotional/motivational factor of children’s
development. In Table 3, I graphically illustrate this difference between the two
scholars.

Table 3

Vygotsky’s and Leontiev’s interpretation of mediational aspect. Comparative analysis.

L.S. VYGOTSKY A.N. LEONTIEV
Main Level Subordinate Level | Main Level
of Mediation of Mediation of Mediation
Language/word Functional - Practical activity
meaning elements - Functional
elements
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Chapter Six

Western Vygotskian Schools of Thought

This chapter examines a Western interpretation of the Russian Vygotskian School
of Thought founded by L.S. Vygotsky and further developed by A.N. Leontiev. I examine
the works of Lave & Wenger (1996) and Lantolf & Appel (1994) with regard to
Leontiev’s School of Thought. In connection to Vygotsky’s original theory, I examine the
research of Engestrom (1996), Hedegaard (1971), Newman & Holzman (1995). Western
scholars are referred to either Vygotsky’s or Leontiev’s Schools of Thought, according to
how they interpret the role of language in children’s learning and development. As [ have
analyzed in previous chapters, for Vygotsky, language is the main mediating and
regulating tool in children’s development, while for Leontiev the role of the main
mediating tool is played by practical activity and practical/functional thinking. Except for
Newman & Hedegaard’s study (1995), Vygotskian School of Thought in the West is
presented by the works written from an educational perspective.

[ draw a comparative analysis of the interpretation of Leontiev’s and Vygotsky’s
Schools of Thought within the main features of Vygotsky’s Activity Theory, identified in
chapter five. These features are developmental, mediational and social aspects of
concept/consciousness formation.

The chapter addresses my second main research question:

How can Western interpretations of Vygotskian School of Thought fit in with the

major conclusions within Vygotsky's theory concerning the leading role of the teacher in
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children’s development?

Following Leontiev

The main focus of this East-West comparative research within Leontiev’s theory
is Lave & Wenger’s (1996) recent Vygotskian investigation Practice, Person, Social
World. 1 think their study best suits my purpose of this section. On the one hand, Lave &
Wenger make their inquiry from an educational perspective as opposed to pure
psychological studies on Vygotskian School of Thought. On the other hand, their study
deals with all three features of the Activity Theory, which allows me to consistently
analyze the three aspects of Vygotskian theory of consciousness within one research
framework. In my opinion, Lave & Wenger’s work could serve as a typical example, that
illustrates the influence of Leontiev’s school on Vygotsky’s followers in the West. I also
examine Lantolf & Appel’s (1994) book on Vygotsky and ESL, Vygotskian Approaches
to Second Language Research with respect to the concept of regulation and the social

aspect of the Activity Theory.

Developmental and Mediational Aspects
According to Lave & Wenger, children do not learn and develop along the
trajectory of word meaning, as Vygotsky’s theory states, but - along the trajectory of
participation. They understand participation in the following way:
Participation is always based on situated negotiations and renegotiations of
meaning in the world. This implies that understanding and experience are in

constant interaction - indeed, are mutually constitutive.
(Lave & Wenger, 1996, p. 146)
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While referring to Giddens (1979) for whom “intentionality is an ongoing flow of
reflective moments of monitoring in the context of engagement in a tacit practice”, Lave
& Wenger “argue further that this flow of reflective moments is organized around
trajectories of participation” (Lave & Wenger, 1996, p.147).

It seems difficult to agree that it is participation which is the trajectory and main
mediating tool of children’s learning and development. Although children’s “negotiations
and renegotiations of meaning” leading to the development of their own meanings, is
definitely connected with the concept of participation, yet, it is the language which
makes it possible to negotiate, renegotiate and create meanings. Thus, while participation
(understood by Lave & Wenger as involvement in community of practice) is very
important for children’s development, the main mediating tool in this process is language
meaning. In other words, my argument is not about whether participation in social
practice should or should not be considered as necessary for children’s development. It is
rather about what is the most important for children’s development: verbal
communication leading to the development of thinking, or such a broad notion as
participation. My analysis of Vygotsky’s theory in chapters three and four, gives an
unequivocal answer to the above question: the driving force and the main trajectory of
children’s learning and development is word/language meaning, while long-term
participation is a necessary, but not sufficient condition of this process.

Social Aspect
For Lave & Wenger, leaming/knowledge is not acquired through internalization

of meaning from the social environment. That is, it does not appear on two levels in the
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process of children’s development as Vygotskian theory states: first - on intermental and
then - on intramental. According to Lave & Wenger, children leam from social
environment through participation in the community of practice. To be more exact,
children’s development within the community of practice/social environment unfolds
along the trajectory of participation. In a recent publication they write:
Conventional explanations view learning as a process by which a learner
internalizes knowledge, whether “discovered”, “transmitted” from others or
“experienced in interactions” with others. ... Leamning as internalization is too
easily construed as an unproblematic process of absorbing the given, as a matter
of transmission and assimilation. Internalization is even central to some work on
learning explicitly concerned with its social character, for instance in the work of

Vygotsky. (Lave & Wenger, 1996, p. 143)

Concerning “the work of Vygotsky”, it is important to remember that according
to Vygotsky’s theory, individuals do not internalize word meaning by simply “absorbing
the given” but construe their own meanings from socially available ones. My analysis of
Vygotsky’s theory also reveals that children’s learning through internalization of social
meanings is not an “unproblematic process”. On the contrary, Vygotsky emphasizes the
importance of the emotional/motivational or affective factors in children’s development
and learning, represented by the functional criteria. As I investigated in chapter five and
especially in chapters three and four in this thesis, the role of the “born” within the
social milieu and reflecting practical thinking functional criteria
(= emotional/motivational factor) is to facilitate children’s leaming and development
along the trajectory of word meaning through solving problems, settling conflicts and
reaching goals based on children’s needs, interests, preferences, etc. While attaching

importance to the social milieu in concept development, Vygotsky believes that it is
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instruction within school systematic education which makes it possible to regulate and
considerably speed up children’s learning which in its tum enhances children’s
development.

While overinflating the place of the social environment in children’s development
and the importance of children’s participation in social communities, Lave and Wenger
downplay the systematic relations within the school 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
school education along with teachers’ instruction are not necessarily an adequate
environment for children’s learning. For Vygotsky, the latter plays the major role in
children’s development, as I have illustrated it in Figure 11 in chapter four. Thus, they
write:

...the activity of children learning is often presented as located in instructional
environments and as occurring in the context of pedagogical intentions whose
context goes unanalyzed. But there are several difficulties there... We think it is
important to consider how shared cultural systems of meaning and political-
economic structuring are interrelated, in general and as they help to coconstitute
learning in communities of practice. “Locating” learning in classroom interaction
is not an adequate substitute for a theory about what schooling as an activity
system has to do with learning. (Lave & Wenger, 1996, pp. 147-148)

First of all, it is important to note that the activity of children is never located just
“in instructional environments” for one simple reason that social practice/ environment
inevitably has an impact on school practices since school is also an essential part of
social community being culturally embedded in it. Vygotsky writes in this regard that the

teacher has “to mold, cut out and shred the elements of the social environment, combine

them in many different ways to serve his purpose” [<aennTs. xpouTs. KpoMcaTs ¥ peIaTS



119

ICMOHTH CPEANl. COYCTATSH EX CAMMAM DAIANYNEM OSPAIOM. HTOSK ONN OCYIICCTRIANN TY

saxavy. xoropas emy xyxum] (Vygotsky, 1996(b), p. 57).

Although Lave and Wenger do not give a clear definition of what they mean by
social practice or community of practice, it could be assumed that community of practice
is the social milieu which surrounds children in everyday life. It could be family, friends,
classmates, neighbors, etc., i.e. the social environment which regulates children’s
concept development within the external form of the word. The question arises how
unsystematic social everyday environment could contribute more to children’s learning,
than “pedagogical intentions” within the systematic school education and teachers’
instruction (which by no means mean that it should be ignored or underestimated). If, in
Lave and Wenger's view, the systematic “context of pedagogical intentions...goes
unanalyzed”, than there is even less hope that unsystematic context of the social
community could be considered as analyzed. There is no doubt that in some cases, social
milieu could have a stronger impact on children’s leaming and development than school
education and teachers’ instruction. Lack of influence of teachers’ instruction may
account for the fact that teachers’ qualifications vary from school to school, and
sometimes schools don’t create an adequate environment for optimizing the educational
process. But an occasional failure of schools and teachers to play the role of leaders in
children’s development, is not a sufficient reason to attach the main significance in this
process to the social milieu. If children benefit more from involvement in a social
environment than from interacting with their teacher, it could mean that there is
something wrong with the teacher (for example, cultural or psychological incompatibility

between the teacher and pupils, lack of professionalism on the part of the teacher, etc.) or
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the school program. It is an indication that school system requires changes to fully
correspond to its purpose. It doesn’t imply that children’s development within the social
environment (=external form of the word and everyday concepts) can contribute more to
children’s development than systematic school education and teachers’ instruction (=
internal form of the word and scientific concepts). In chapter four in the section
Implications for School Curriculum. Theoretical perspective | analyzed in detail the
importance of systematic relations for children’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 as full-fledged community
members who have extensive knowledge in community practices is to help children in
analyzing, streamlining and understanding the community of practice with its problems,
conflicts and contradictions, as I have illustrated it in Figure 11 in chapter four. In other
words, Vygotsky’s theory calls for a type of instruction that “exploits” children’s

“everyday concepts, developed within the social environment. According to Vygotsky, the
goal of the teacher is to raise children’s practical concrete knowledge and thinking to the
levels of generalization and abstraction. This accounts for Vygotsky’s emphasis on the
role of the teacher in children’s development.

Thus, Lave and Wenger attach the main importance in children’s development
not to the linguistic factor, school education and teachers’ instruction, but to children’s
participation in social communities. For Vygotsky, the main role in children’s

development belongs to verbal communication: first - in social communities (within the
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external form/sense of the word) and then, which is more important - at school (within
the internal form/meaning of the word). In Vygotsky’s view, it is the school
education/teachers’ instruction which regulates and leads the development of children’s
meanings/thinking, and streamlines the unsystematic knowledge acquired within the
social practice. Vygotsky’s theory implies that teachers are responsible for helping
children to find an orientation in social practices and lead their development through
teaching them on the basis of the practical knowledge of social environment, as I have
illustrated in Figure 11 in chapter four. In other words, all three scholars, Lave, Wenger
and Vygotsky, understand the importance of social practices or everyday social
environment in children’s development. The only difference is that Vygotsky, unlike
Lave & Wenger, doesn’t look at it as the main factor of children’s maturation.
Vygotsky’s theory clearly defines the place of the social milieu and teachers’ instruction
in children’s learning, the latter being the most important for concept formation. It also
explains how the social environment should be understood, emphasizing that the social
milieu is first of all a communicative situation, i.e. language. That is why for Vygotsky,
children develop along the trajectory of word meaning, i.e. within the semiotic/linguistic
means of mediation.

Lave & Wenger understand social environment in a much broader sense. Social
practice for them, like for A.N. Leontiev, is represented by practical/physical activity
along with semiotic and linguistic factors. Like A.N. Leontiev, Lave & Wenger don’t
emphasize cultural-historical individuals’ development within the social milieu by means

of semiotic (language) mediation. They put an emphasis on Marx's “practical activity,
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which has been founded in the course of history as a result of the development of labor-
based human society” [cus npaxrTavecxoft aesTeanxoctn, mcropuvecks croxusmelics 3
PEIYALTATE OSPRICEANES OCNOBANNOrO N8 TPYAS Mexomevecroro osmiecras ] (Leontiev,
1983, p. 150). Concerning the above, Lave & Wenger write the following:

Indeed, we must not forget that communities of practice are engaged in the

generative process of producing their own future... social reproduction implies

the renewed construction of resolutions to underlying conflicts. In this regard, it is

important to note that reproduction cycles are productive as well. They leave a

historic trace of artifacts - physical, linguistic and symbolic...

(Lave & Wenger, 1996, p. 150)

This quotation lets me come to the conclusion that Lave and Wenger, like
Leontiev, underestimate the cultural phenomena and develop historical line of human
evolution, which is based on physical activity/labor . Though they don’t exclude the
cultural (linguistic/semiotic) factors from the social practice, they don’t attach the main
importance to it. Lave & Wenger don’t consider language to be more significant than
physical/practical activity.

Lantolf & Appel’s (1995) interpretation of the social milieu in their book
Vygotskian Approaches to Second Language Research is another example of Leontiev’s
influence on the development of Vygotskian school in the West. Lantolf & Appel single
out three types of regulation of children’s cognitive development: object-regulation,
other-regulation and self-regulation. The first regulation is connected with the social
environment, since for Lantolf & Appel “environment, in the early stages of mental
growth, exerts its influence on the child and the child is said to be object regulated”
(Lantolf & Appel, 1995, p. 11). The other-regulation is a stage of a child’s development

when “the child is able to carry out certain tasks, but only with appropriate linguistically
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mediated assistance from a parent, or older and more capable peer” (Lantolf & Appel,
1995, p. 12). The self-regulation is understood by Lantolf & Appel as the highest
independent level of regulation.

In chapter four of this thesis, I also identified three types of regulation of
children’s concept development within Vygotsky's theory: speech-regulation within the
social environment; meaning-regulation within the systematic school instruction as well
as verbal communication with adults and more experienced peers; and the highest level
of regulation - self-regulation, as I illustrated it in Figure 5 in chapter four.

It could be assumed that Lantolf & Appel’s types of regulation correspond to the
types of regulation identified in this thesis. Connected with the social environment
object-regulation could correspond to speech-regulation, other-regulation - to meaning-
regulation. Self-regulation is interpreted in the same way in this thesis as in Lantolf &
Appel’s study. Behind the seeming similarity between the above types of the concept of
regulation, there is a major difference between Lantolf & Appel’s understanding of the
regulatory role of the social milieu and my interpretation of it which is based on the
Russian version of Vygotsky’s theory. As I have examined in chapter three and chapter
four, for Vygotsky, the social milieu is not object-regulated, but people- or language-
regulated (within the external form of the word). This means that in Vygotsky’s view,
social milieu is first of all a communicative situation. This thesis reveals that Vygotsky’s
theory is all about word/language regulation either within the unsystematic social

environment (external form/sense of the word) or within the systematic school



124

education/teachers’ instruction (intemal form/meaning of the word), leading to children’s
inner independent verbal regulation.

Lantolf & Appel’s interpretation of the social milieu as object-regulated, reflects
Leontiev’s influence. This is one more example of how Vygotsky could be
misinterpreted. It is also an indication that there is a need for a close look at Vygotsky’s

theory as he wrote it in his native Russian language.

Following Vygotsky

Vygotsky’s untimely death made it difficult for Western Vygoskian followers to
fully understand his ideas, especially for those who became interested in Vygotsky’s
theory before the recent democratic changes in Russia. It accounts for the lack of
translated Vygotskian works along with flawed and reduced translations, as I mentioned
at the beginning of the thesis. One more reason for the above difficulties is a strong
influence of Russian Vygotsky’s followers, who under the pressure of the communist
regime had to “change” some of Vygotsky’s major ideas. That is why, I think, there are
not many of Vygotsky’s Western followers who based their research mostly on his
original theory. Even those Western scholars who in reality follow Vygotsky, are
sometimes misled by many publications, translations and diversity of opinions
(Engestrom, 1990) and think of themselves as reflecting the ideas of Leontiev’s school of
thought, as I will analyze later.

In my opinion, Engestrom’s and Hedegaard’s research within a Vygotskian

perspective are closer to Vygotsky’s original theory than other investigations in this field.
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Both scholars deal with the three features of Vygotskian Activity theory which makes it
possible to analyze their work from all perspectives of the theory of consciousness, i.e.

developmental, mediational and social.

Developmental and Mediational Aspects

Though I find that Engestrom’s work reflects Vygotsky’s ideas within all three
aspects of the Activity Theory, my opinion might run counter to Engestrom’s, who
“defends” A.N. Leontiev’s theory within the mediational aspect:

A careful reading of I eontiev’s work reveals that both mediation by signs and

subject-subject relations do play an important role in his theory. Proponents of

the cultural-historical school repeatedly point out that communication is an
inherent aspect of all object-related activities. Leontiev’s (1981:219-20) account
of the emergence of speech and language emphasizes the original unity of labor
actions and social intercourse... So, there is a curious discrepancy between the
ways Leontiev is read by critics and those sympathetic to his ideas.

(Engestrom, 1990, p.7, quoted in Daniels, 1996, p. 24)

A closer look at this quotation raises certain questions and requires some
explanations. Engestrom’s assumption that “proponents of the cultural-historical school
repeatedly point out that communication is an inherent aspect of all object-related
activities”, needs clarification. First of all, 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 of human
evolution, as I examined in chapter five. Thus, “object-related activities” and
understanding communication from a Vygotskian cultural-historical perspective, seem to
be two incompatible things. And what does Engestrom mean by communication? Is it

tied to objects communication for practical purposes within the social environment,
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external form of the word and functional criteria, or based on high level of generalization
and abstract thinking communication within the internal form of the word?

In my opinion, Engestrom incorrectly addresses the problem. It is not the issue of
whether communication is or is not an inherent aspect of “object-related activities” (no
wonder that it is), but what role communication plays in “object-related activities”. Is it
the main mediating/regulating tool of producing new word meanings, i.e. developing
children’s thinking and personalities, or as Leontiev’s theory states, a necessary
instrument for vocally reproducing or “fixing” word meanings without exerting any
influence on children’s development. As [ have quoted in chapter five, Leontiev writes in
this regard that:

..ONS (KYALTYPS) OSPASYST NE ANUNOCTNOE B UGJORERS, & TO, TO, NANPOTES,
SNISETCH B NOM SCMINUNMM, KK NANPENMOD. osmimil SINK. INANNS,
PECTIPOCTPANCNNNME B AANNOR cOUNaniNol Cpeae NPEXPACCYARN. MOAS K TA..
KyasType.. COCTARANET NPRAMET NCTOPAN, CONNONOIAR, 8 Hé NCRXONOrNN.

...it [culture] creates not the traits of people’s personalities but the features
which are impersonal, for example, common language, knowledge, prejudices,
fashion, etc. ... Culture... is a historical, sociological, but not psychological
subject. (Leontiev, 1983, p. 192)

B nponecce MATSPEAAMNONO TPONIBOACTES JICAN NPONISOAAT TAEKEE MIMK, xoTopul
CAYRNT N¢ TONLED CPACTEOM OSKICNES, NO N NOCHTeACM $EECHPORANNMX B MOM
OSHIOCTDONMO BMPSSOTANMMX Ixavennil.

In the process of material production people also produce language, which fixes

socially developed meanings in addition to being a means of communication.

(Leontiev, 1983, p. 151)

Although Engestrom defends Leontiev’s theory, I could not find enough evidence
that he actually follows Leontiev’s ideas. While in words supporting Leontiev, in reality

Engestrom is much closer to Vygotsky’s cultural-historical theory of semiotic mediation
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than to the object-related historical school developed by Leontiev. If for Leontiev,
language is not the main mediating tool for children’s development, for Engestrom it
plays a more important role. Engestrom introduces the idea of the “context of criticism”
in the process of learning, according to which “learners must first of all have an
opportunity to analyze critically and systematically their current activity and its inner
contradictions” (Engestrom, 1996, p. 165). Engestrom also writes that “the context of
criticism” highlights the powers of resisting, questioning, contradicting, and debating”
(Engestrom, 1966, p. 166). Thus, Engestrom looks at language as the main mediating tool
for children’s development, with the help of which children can critically and
systematically analyze “their [conscious] current activity”. It could also be assumed that
using language as a mediating tool in the process of critical analysis, children can
develop their own meanings and understanding of the world. In other words, it could be
suggested that according to Engestrom’s theory, children develop along the trajectory of
word meaning with the help of the semiotic/linguistic tool - language, which is more in
line with Vygotsky’s theory.

Engestrom (1996, p. 167) also pays much attention to the idea of “working at the
edge of one’s competence”. According to this approach, teachers’ instruction should
include unpredictable situations. It could be called an innovative approach. This
approach also corresponds to Vygotsky’s theory since it states that teachers’ instruction
should always be a little bit ahead of children’s development and contain some
unpredictable, new elements. In connection with this, Vygotsky (1996b) also wamns that

the gap between children’s readiness for the new and the level of difficulty of the
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unfamiliar material should be carefully “measured” by the teacher. Figuratively speaking,
the teacher could be compared to a person who stands on top of a mountain and throws a
rope to those standing at the bottom, while attentively watching and regulating children’s
climbing, i.e. the development of their progress. Only those individuals who are
motivated by the teacher’s instruction, have interest in what they are doing and the
desire to act are capable of exploring these new adventurous opportunities. It means that
“working at the edge of one’s competence”, dealing with the new, calls for using an
emotional/stimulating factor in the process of children’s development, represented by the
functional criteria, as I analyzed in chapters three and four. In other words, this approach
implies that for motivational purposes and better educational results teachers should take
into account the characteristics of children’s personalities, their interests, desires,
preferences, etc. Thus, Engestrom’s innovative approach is connected to Vygotsky’s
theory on the functional criteria.

Like Engestrom, Hedegaard (1996) also attaches importance to the
emotional/stimulating factor/functional criteria in children’s development under the
guidance of the teacher. She writes that

Instruction can build upon these common features [children’s traits of character]
if it takes into account that children vary in their speed and form of leaming.

(Hedegaard, 1966, p. 191)

Referring to the emotional factor, Hedegaard thinks that “motivation and interest
within teaching practices must be developed in children” through “contrasts, problems
and confllicts” (Hedegaard, 1996, p. 185). For Hedegaard, children develop under the

guidance of teacher’s instruction (internal form of the word, scientific concepts) who
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“plan for qualitative changes in the teaching toward a certain goal” (Hedegaard, 1996,
p- 191). While the teacher regulates or guides children’s behavior within their 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, “children’s research activity was central in these guided actions, which gradually
led children to critical evaluation of the 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 word meaning, i.e. language, in general, and teacher’s instruction (internal form of

the word and scientific concepts), in particular.

Social Aspect

With regard to the social aspect of the Activity Theory, Engestrom (1996) further
develops the ideas put forward by Lave & Wenger (1996), concerning the importance of
social practice/ milieu in children’s leaming. But unlike Lave & Wenger, who attach the
main importance to the social practice and community (external form of the word) in
children’s maturation, Engestrom suggests a different approach. Still looking at social
environment as an important factor of children’s development, he also speculates that
teachers’ instruction (internal form of the word) within the systematic school education
should play a major role in the regulation/guidance of children’s behavior. While Lave &
Wenger propose an approach based on the notion of leaming as gradually increasing
participation in a community of practice, Engestrom’s “logical solution would be to

create good communities of practice within schools” (Engestrom, 1996, p. 163). It will
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allow teachers to combine children’s physical participation in the social community
along with the maturation of their functional practical thinking (external form of the
word), on the one hand, and their development under the regulation of the teacher’s

instruction (intemal form of the word), on the other.

Engestrom’s approach to the social milieu and its place in children’s development
is close to Hedegaard’s. Hedegaard (1966) also thinks that teachers should “take
advantage of “children’s everyday experiences (external form of the word) and build on
them for their instruction, while helping children to develop their abstract thinking and
Higher Psychological Functions. Hedegaard writes the following in this regard:

The teacher’s planning must advance from the general laws to the surrounding

reality in all its complexity. In order to explain these laws the teacher must

choose concrete examples that demonstrate the general concepts and laws in the
transparent form. Whereas the teacher’s planning must advance from the general
to the concrete, the children’s learning must develop from preconceived actions
to symbolization of the knowledge they obtain through their research, finally
resulting in a linguistic formulation of relations. Initial activities must be oriented
toward concrete exploration. In our teaching experiment such activities include
exploratory analysis of objects, museum visits, and films. In the next step,
children must be able to symbolize the relations they perceive through their
research activity. Finally, the children must be able to formulate the relations they

have perceived. (Hedegaard, 1996, p. 180)

This quotation shows Hedegaard’s attempt to unite children’s everyday
experience (external form of the word) and school education/teacher’s instruction
(internal form of the word). Like Vygotsky and Engestrom, Hedegaard attaches the main
importance in combining social environment and school education, to the teacher
(internal form of the word). In other words, for Hedegaard it is the social milieu which
should be integrated into the school environment (not vice versa). The teacher’s goal is to

help children to understand and streamline their everyday experiences. According to
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Hedegaard, the main role in this educational process belongs to language, with the help
of which children analyze and generalize their concrete activity. Thus, like Vygotsky and
Engestrom, Hedegaard looks at the social environment as a very important, but not the
main factor of children’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 opinion, the most brilliant recent theoretical
study on Vygotsky’s theory, done by Fred Newman and Louis Holzman (1995). Their in-
depth study analyzes not only Vygotsky’s ideas, but also the works of the “fathers” of the
communist doctrine Marx and Engels, who inspired Vygotsky to develop his tool-
mediated approach to explaining the evolution of human thinking. One can not help
noticing that Newman & Holzman’s investigation is made with a great respect for all the
details of Vygotsky’s research. They examine every important aspect of Vygotsky’s
theory, making their way through the unexplored depths and intricate paths of Vygotsky’s
“thoughts and words”. In their attempt to have a “true” understanding of what Vygotsky
wanted to say in his works, Newman & Holzman go to the roots of Vygotsky’s theory.

Without underestimating some significant ideas generated by the theoretical
studies from a Vygotskian perspective (for example, J. Wertsch, 1981, 1985, 1991),
Newman and Holzman’s research (1995) stands out, in that it is the closest one to

Vygotsky’s original theory and could be looked at as its logical continuation.



132

Tool-and/for-Result Analogy:
Developmental and Mediational Aspects

In their analysis of Vygotskian major concepts, Newman & Holzman came up

with a new interpretation of the role of tools as mediators of people’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 of tools” (Newman & Holzman, 1995,

p- 37). They argue their position in this way:

And

There are tools that 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 developed to assist in the
development of other products (including often other tools). (Newman &
Holzman, 1995, p. 37)

Often we must create a tool which is specifically designed to create what we
ultimately wish to produce. The tools of the hardware store and the tools of the
tool- and die-maker are qualitatively different in a tool-for-result/tool-and-result
sort of way... Tools for results are analogous to (as well as 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 different in a most important way. While
purposeful, it is not categorically distinguishable from the result achieved by its
use... It is the productive activity which defines both - the tool and the product
(the result)... Expressed more positively, they are inseparable from results in that
their essential character (their defining feature) is the activity of their
development rather than their function. For their function is inseparable from

the activity of their development. They are defined in and by the process of their
production. This is not to say that such tools-and-results are without functions.

It is, rather, to say that the attempt to define tools-and-results by their function (as
is the case with tools for results) fundamentally distorts what they are (and, of
course, in the process, what definition is)... Every Vygotskian... notes how
important the concept of tool is for Vygotsky. But which tool (meaning of tool)
do they employ? (Newman & Holzman, 1995, pp. 38-39)
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It seems interesting to analyze how Newman & Holzman’s study could fit in with
Vygotsky’s theory. To be more precise, [ plan to examine what is in common between
Newman & Holzman’s tool-and/for-result methodology and the conclusion I draw in this
thesis, concerning main and subordinate mediating tools. That is, language/word meaning
and functional elements, as I have illustrated in Figure 12 in chapter five. Newman and
Holzman’s understanding of tools as purposeful tools-for-results and tools-and-results
could be analogous to the subdividing of Vygotsky’s 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
“concepts, ideas, beliefs, attitudes, emotions, intentions, thought and language” used for
the purpose of solving everyday problems and conflicts. Thus, Vygotsky’s functional
elements could be looked at as tools-for-results, which are “specifically designed to
create what we ultimately wish” to attain.

Vygotsky’s main mediating tool - language/word meaning - “is not categorically
distinguishable from the result achieved by its use... It is the productive activity which
defines both - the tool and the product (the result)”. The productive activity could be
determined by the levels of the development of High Psychological Functions: the higher
the level of concept/consciousness development or the more developed the meaning is -
the higher the productive activity is. In this respect, the main mediating tool - language
meaning - is not “distinguishable from the results achieved by its use”. That is, language
meaning/tool creates language meaning/result, or language meaning — language

meaning. It could be said that the main mediating tools “are inseparable from results in
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that their essential character (their defining feature) is the activity of their development
rather than their function”. It is also true, that “it is not to say that such tools-and-results
are without functions” , but “it is, rather, to say that the attempt to define tools-and-
results by their function...fundamentally distorts what they are”, as I have quoted. This
unity of tools-and-results/Higher Psychological Functions/internal form/meaning of the
word and tools-for-results/Elementary Psychological Functions/external form/sense of the
word, represented by functional elements I illustrated in Figure 9 in chapter four. Thus,
though inseparable from the functional criteria, tool-and-result language meaning is
defined not by its function, but by a qualitatively different from tools-for-results level of
generalization along with abstract (not tied to visual objects) thinking. At the same time,
as I have analyzed in chapter four, the function of tools-and-results “is inseparable from
the activity of their development”, since language meaning (tools-and-results) regulates
the development of functional elements (tools-for-results), which in their tumn, regulate
the development of language meaning (tools-and-results). This close unity language
meaning/tools-and-results—functional elements/tools-for-results—language
meaning/tools-and-results under the “leadership” of language meaning is described in
detail in chapter four in the section Education and Language.

With regard to the research arguments [ make in this thesis, Newman &
Holzman’s investigation could be interpreted in the following way: for Newman &
Holzman, language meaning/tool-and-result (interal form of the word) is the main
mediating tool and the main trajectory of concept development while the functional

criteria/sense/tool-for-result (external form of the word) is a subordinate mediating tool.
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Despite the close unity between language meaning and sense/functional criteria, it is the
language meaning which leads to the development of Higher Psychological Functions
and distinguishes humans from other living beings. In other words, as Newman &
Holzman’s write, the ability to create new meanings from other meanings is an
“essentially human” phenomenon:

No doubt, there is communication among (and perhaps even between) the bees

and spiders but there is no meaning. Animals communicate (some make honey)

but they don’t make meaning. For us, meaning is to be located precisely in the
human capacity to alter the historical totality even as we are determined (in our
societal particularity) by it. The activity of making meaning is a fundamental
expression of revolutionary activity. It is the toolmaker (our species) making
tools-and results using the predetermining tools of the hardware store variety

(including nature and language) and the predetermined tools of mind developed

by them to create something - a totality not determined by them. It is the meaning

in the emerging activity, not the preconceived imagining followed by its
realization, which is transformative, revolutionary and essentially human.

(Newman & Holzman, 1995, p. 49)

The toolmaker’s predetermining tools [tools-for-resuit] could be compared to the
functional criteria. While creating “a totality - not determined by them” (meaning/tools-
and-results), these predetermined tools of mind (functional criteria, tools-for-results,
social environment) are themselves created by or embedded in the independent
qualitatively new totality (tools-and-results). The spinning of meaning/internal form of
the word—»sense/functional elements/external form of the word—(new) meaning/internal
form of the word wheel is understood by Newman & Holzman as “human activity in all
its infinitely complex variations™ which is “always changing that which is changing,
which is changing that which is changing” (Newman & Holzman, 1995, p. 46). Newman
& Holzman’s idea about the distinction between communication for practical purposes

(tools-for-results) and communication that leads to creating new understanding of the
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world/meanings (tools-and-results) could be compared to the semantic interpretation of
the word within Vygotsky’s theory with its sense and meaning. It could be said that
Newman & Holzman, like Vygotsky, think that the leading role in the process of concept
development belongs to the meanings, represented in the internal form of the word, as 1
illustrated in Figures 10 and 11 in chapter four. Since according to these Figures,
teachers’ instruction within the systematic school education also belongs to the internal
Jorm of the word , | could conclude the following: it could be suggested that Newman &
Holzman’s theory supports the idea that the leading role in the process of concept
development belongs to teachers’ instruction. It implies that the former pattern of
children’s development language meaning/tools-and-results —3functional elements/tools-
Jfor-results —(new) language meaning/tools-and-results could be changed for teachers’
instruction/meaning —functional elements/children’s meaning derived from the
sense—children’s new meaning derived from teachers’ instruction, as | illustrate in
Table 4.

Table 4

Children’s development under the regulation of the teacher. East -West perspective.

Development of chikiren’s word
Teachers’ instruction/mesning —  Children’s practical thinking/sense — meaning/Higher Psychological
Functions/thinki
-~ Word mesning - Word sense - Teachers’ instruction/meaning
+
- Higher Psychological - Emotional/motivational ~ Children’s practical thinking/sense
Functions factor, i.c. functional
clements
- Thinking

Thus, according to Newman & Holzman’s study, the main trajectory and

mediating tool of children’s development is language meaning. A detailed 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 of Instruction. | also give in that section a concrete example of how
teachers’ instruction can draw from children’s emotional/motivational factor
(=functional elements) and then lead to the development of children’s thinking. And,
finally, in chapter seven I will again return to this East-West tool-and-result analogy to
draw some conclusions concerning its implications on ESL curriculum, teaching and
learning within Vygotskian Schools of Thought.
Practical-Critical Activity: Social Aspect
Newman & Holzman (1995) write that Vygotsky’s tool-and-result approach

“identifies practical-critical revolutionary activity as what people do”, i.e. “the practical-
critical activity of everyday life”, which “transforms the totality of what there is”
(Newman & Holzman, 1995, p. 41). They understand practical-critical activity in the
light of “the distinction between changing particulars and changing fotalities “. In their
view, this distinction is “vital to understanding tool-and-resuit methodology” (Newman
& Holzman, 1995, p. 41). According to Newman & Holzman, the distinction between
changing particulars and totalities (i.e. between practical and critical activity
accordingly) corresponds to the “distinction... between society and history as human life
spaces” (Newman & Holzman, 1995, p. 43). In Newman & Holzman’s view, adapting to
history means changing totalities while adapting to society means

...carrying out certain acts, behaviors and roles appropriate to and having exchange

value within the narrow confines of this particular time and place (moment) in
world history. (Newman & Holzman, 1995, p. 44)
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For Newman & Holzman (1995), tool-and-result critical activity (in our case -
language meaning) is an historical (I would argue, cultural-historical) phenomenon while
tool-for-result practical activity (practical thinking/functional criteria) reflects societal
values in a particular context.

The relations among tool-and/for-result activity, practical-critical activity,
meaning within the internal form of the word and sense within the external form of the

word, Elementary and Higher Psychological Functions are illustrated in Table 5.

Table 5
Content of Practical-Critical Activity
PRACTICAL - CRITICAL ACTIVITY
Tool-for-Result Activity Tool-and-Result Activity
Word Sense/Functional Criteria_ | Word Meaning
External Form of the Word Internal Form of the Word
Elementary Psychological Higher Psychological Functions
Functions
Development within social Cultural-Historical Development
milieu

As I have examined in the previous section, Newman & Holzman attach the main
importance in children’s development to the word meaning, represented in the internai
form of the word, i.e. to the critical activity. Unlike Lave & Wenger (1996), who believe
that “communities of practice [external from of the word] are engaged in the generative
process of producing their own future”, Newman & Holzman think that activity not
connected to producing meanings (internal form of the word) “is not activity at all”.

“Rather, it is either societally determined behavior or the motion of natural (physical,
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‘ chemical) phenomena” (Newman & Holzman, 1995, p. 46). Waming against attaching
the main importance in the process of individuals’ development to the unsystematic
social environment or society, Newman & Holzman write the following:

As human beings, we all live simultaneously in history (the open ended , scamiess
totality of existence) and in society (the name given to a specific spatio-temporal
institutional arrangement ‘within' history); we all live in a history/society. All
societies necessarily adapt their members to this dual location and dual identity,
but they vary widely in the degree to which they require adaptation just to
themselves or to history as well. Modern liberal industrial societies, the ultra-
pragmatic United States in particular, adapt their members to society to such an
extent that most people do not even know that they are in history - or that history
is something to which one can adapt. (Newman & Holzman, 1995, p. 43)
Newman & Holzman’s understanding of the social miliew/external form of the
word as an important but not the main factor of people’s development is in line with the

argument [ have made in this thesis.
Summary and Conclusions

In this chapter I examined Western interpretations of the main features of
Vygotskian Activity Theory (developmental, mediational and social aspects) within
Vygotsky’s and Leontiev’s schools. The examination is aimed at analyzing how the
Western interpretations of the main features of Vygotskian Activity Theory could fit in
with the conclusions [ draw from this thesis, concerning the role of the language/teacher’s
instruction in children's development.

As [ mentioned at the beginning of this chapter, Western research within
Leontiev's theory is represented by the works of Lave & Wenger (1996) and Lantolf &

Appel (1994). According to Lave & Wenger, it is the social community and people's
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participation in it which is at the helm of children’s concept development, while school
milieu and teachers' instruction is not an adequate condition for the maturation of Higher
Psychological Functions. For Lave & Wenger, language is not the main tool of children's
development within the social environment, but just one of its components, not more
important than a physical factor. While Lave & Wenger underplay the role of language
within the social milieu, Lantolf and Appel pay even less attention to it. For Lantolf &
Appel the social environment is not language/people regulated, but object-regulated.
Lantolf & Appel’s approach reflects Leontiev's theory, according to which social
environment is first of all relations between objects, not between people.

Engestrom's, Hedegaard's and Newman & Holzman's works were examined with
regard to Vygotsky's original "uninterpreted” theory. The investigation of their research
(as opposed to Leontiev's school) revealed that all three scholars follow Vygotsky’s
approach with respect to the main features of children’s concept/consciousness
development. In other words, Engestrom, Hedegaard and Newman & Holzman look at
language as the main mediating tool and developmental trajectory of the maturation of
Higher Psychological Functions. My analysis of their investigations leads me to the
conclusion that like Vygotsky, they also attach the main importance in children’s
development to systematic teachers’ instruction, not to the social environment.

Engestrom’s understanding of learning in the “context of criticism” emphasizes
that children should critically and systematically analyze their current activity and its
inner contradictions through a collaborative activity which implies resisting, questioning,

contradicting and debating. Engestrom also pays much attention to what is called in this
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chapter an innovative approach, according to which teachers’ instruction should contain
some new difficult elements, which could stimulate children to “work at the edge of
one’s [their] competence”.

Hedegaard stresses the importance of motivation in children’s development,
which is in line with Vygotsky’s theory on the emotional/motivational factor, represented
by the functional criteria. For Hedegaard, children’s motivation and interests in the
content of teaching could be developed through contrasts, problems and conflicts
introduced into class dialogue, group work and task solutions.

My analysis of Newman & Holzman’s study within the main features of
Vygotskian Activity Theory revealed the following pattern of children’s development:
teachers’ instruction/meaning—functional elements/children’s practical thinking/sense
~schildren’s new understanding/meaning derived from teachers' instruction. 1t is
important to note that according to Vygotsky and the analysis [ made in this thesis,
approaching children’s functional thinking to thinking in concepts through teachers’
instruction is not a linear process. It reflects uneven children’s development and requires
long-term observation and analysis on the part of teachers which is consistent with
“between-type” development, analyzed in chapter four.

This brings me to my second main research question:

How can Western interpretations of Vygotskian School of Thought fit in with the
major conclusions within Vygotsky s theory concerning the leading role of the teacher in
children's development?

I provided a schematic illustration of my answer to this question in Table 4.
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Table 4

Children’s development under the regulation of the teacher. East -West perspective.

Development of children’s word Development of children’s woed
Teachers’ instruction/meaning —  Children’s practical thinking/sense —  meaning/Higher Psychological
Functions/thinking
- Word meaning - Word sense - Teachers’ instruction/meaning
+
~ Higher Psychological - Emotional/motivational - Children’s practical thinking/sense
Functions factor, i.c. functional
clements
- Thinking

In other words, reachers’ instruction (with well developed meaning, Higher
Psychological Functions/thinking) speeds up children’s development (based on the sense
they derive from life experience/social milieu according to how functional/useful this life
experience is for them, how much it motivates them and reflects their personal needs and
emotions) and upgrades this development to thinking in concepts. Thus, the reguiation of
children’s behavior by the teacher is based on using emotional/motivational factors of
children’s development (contrasts, problems, conflicts, goals, innovative approach and
individual approach). Teachers’ efforts aimed at speeding up children’s development
through employing emotional/motivational factors lead to forming by children a new
kind of meaning. Children’s thinking based on the new meaning is understood in this
thesis as qualitatively different from functional practical thinking. Indeed, represented by
the functional elements and tied to objects practical thinking (external form of the
word/sense) draws from the emotional/ motivational factor. The new meaning (internal
form of the word) reflects children’s ability to reach higher levels of generalizations and

abstractions. According to Newman & Holzman’s understanding of activity, the




143

teacher-pupil/student relations could be graphically depicted as teacher’s
instruction/meaning (1)— children’s development within the social environment/sense
(2) new meaning acquired through teachers’ instruction (3) ..., where the word
meaning of teacher’s instruction (1) “is always changing that which is changing [2],
which is changing that which is changing [3]” (Newman & Holzman, 1995, p.46). In the
next chapter I will examine in detail Newman & Holzman’s approach to concept

development as a “changing phenomenon”.



144

Chapter Seven: Implications for ESL Curriculum, Teaching and
Learning within Vygotskian Schools of Thought

In this chapter I draw some conclusions concerning the role of the teacher in
second language teaching and learning within Vygotsky’s theory. The conclusions are
drawn from the theoretical research which I conducted in the previous chapters. This
chapter seeks to examine in detail the tool-and-result formula (language/meaning—
language/meaning), which unites Eastern and Western research within Vygotskian

school.

Development of children’s word
Teachers’ instruction/meaning — Children’s practical thinking/sense - meaning/Higher Psychological
(Emotional factor/functional clements)  Functions/thinking.
Figure 13
Tool-and-result East-West formula of children’s development

The analysis of the above East-West formula is based on the interpretation of
Vygotsky’s theory by his Russian colleagues, most of whom are modem Vygotskian
followers.

Thus, this chapter addresses the third research question:

What could a comparative East-West analysis of Vygotskian Schools of Thought
mean for the role of the teacher as a mediating agent in second language teaching and
learning?

It is important to note that English in such phrases as “speaking English and

thinking in English” is understood in this chapter as English as a second language.
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Learning ESL as a Conscious Activity: the Role of the Teacher

Careful reading and analyzing the part of Vygotsky's theory dealing with TESL
leads to the conclusion that Vygotsky puts his own sense into the word “consciousness”.
It seems that he understands a conscious approach to TESL as a close unity of
teaching/leaming a second language, on the one hand, and developing children’s thinking
through the maturation of word meanings, on the other. This understanding of
consciousness with regard to TESL allowed the Soviet Vygotskian school to come up
with the concept of “language activity” as opposed to the concept of “language
behavior”.

According to the concept known in Russia as “language behavior” (Valdman,
1966), children learn ESL through the reproduction (in appropriate circumstances) of
carlier memorized phrases without being able to use their knowledge in new situations,
i.. to produce the language. In other words, “language behavior” approach is based on
teaching and learning ESL through teaching and learning the /anguage, which is
understood as words and phrases (in artificial settings). The accumulation of words and
phrases and the ability to exchange and substitute them according to the circumstances is
supposed to develop children’s ESL communicative skills. Thus, it is the quantitative
criterion which plays the main role in the “language behavior” approach. An example
illustrating the quantitative “language behavior” approach or understanding language as
an accumulation of memorized words and phases, is given in this chapter in the section

Developing ESL Curriculum and Situation. It shows that leaming ESL words and even
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correctly using them is not a guarantee that children will be able to easily speak a second
language in everyday life situations, if ESL teaching is not connected to children’s
personalities and thinking.

Vygotsky’s “language activity” approach is based on teaching/learning 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 second language. In Vygotsky's view, language is
not an accumulation of words, phrases and sentences, but - a unity of words and
thoughts. The thoughts in this unity play the most important role, since “the word is
almost always ready, when the concept [thought] is ready despite the common belief that

the concept is always ready when the word is ready” [<Caoso noxrn acerza roroso. xoraa

roTOB0 NOHATHSG. B TO BpPEMA KAK OSMYNO NMONACAN. UTO NONETNC NONTN ECETAl FOTOBO,

xoraa roroso caosor] (Vygotsky, 1996, p. 295). In contrast to the “language behavior”,
Vygotsky’s “language activity” approach is based not on the quantitative criterion and
accumulation of “ready-made” knowledge, but on the qualitative criterion and
development of knowledge through the maturation of word meaning and thinking. In
Vygotsky’s view, the main factor accounting for children’s linguistic qualitative changes
through thinking is verbal communication, i.e. children’s verbal communication —»
through their verbal communication with other people, as I have analyzed in chapter four.
Contributing to children’s concept development “other people” are understood by
Vygotsky as adults, teachers and more experienced peers. As I have examined in this
thesis, it is the teacher-pupil/student communication that acquires a special significance

for leaming ESL due to its systematic, goal-directed character.
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Teaching ESL within Activity Theory

Three aspects of Vygotsky’s Activity Theory can be identified: developmental,
mediational and social. With regard to teaching and learning ESL, these aspects of the
theory of consciousness could be interpreted in the following way: reaching/learning ESL
is the process of developing and stimulating children's thinking by means of speaking
English within communicative situations through the mediation of a more
developed/mature language meaning provided by the teacher. It could also be said that
according to Vygotskian school, learning a second language is a qualitative process of
(re)constructing, changing, complementing children’s understanding of the world under
the verbal guidance/regulation of the teacher through “resisting, questioning,
contradicting and debating” (Engestrom, 1966, p. 165) as well as through "class dialogue,
group work and task solutions” (Hedegaard, 1996, p. 192).

In chapter six, I stated that this constructive qualitative activity of “building” a
second language is described by Newman & Holzman as “always changing that which is
changing, which is changing that which is changing” (Newman & Holzman, 1995, p. 46).
This “spinning wheel” of the (re)constructing tool-and-result language activity
stimulating the development of thinking is at the core of the process of learning ESL
within Vygotsky’s Activity Theory and its Wester interpretation examined in this thesis.
The purpose of leaming English as a second language by means of communication (i.e.
speaking English within communicative situations) and writing in English as a second
language leading to development of children’s thinking is to acquire new knowledge,

thoughts, intentions through interpreting the information. This individual interpretation
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of information influences and changes the relations between/among those involved in the
process of communication which, in its turn, leads to further interpretation of the
information and. changing of children’s thinking. The new interpretation of the
information again results in changing the relations between the participants of the act of
communication (due to the development of children’s thinking). The driving force of this
process is the need of the participants to say something, that motivates them to continue
their communicative activity, or the activity of thinking. According to the above
understanding of the process of communication within Vygotskian theory, the “spinning
wheel” of the acts of communication continues its rotation till the need is satisfied. This
interpretation of (ESL) communication as an indivisible unity of (first) thought and (then)
word, leads to the conclusion that it is through communication that people maintain
their activity as human beings, i.e. as thinking individuals. Indeed, if communication
(either oral verbal or inner/silent verbal communication) is based on developing thinking
and consciousness, it (communication) is the main condition for all other individuals’
conscious/intellectual activities. In the light of this conclusion which is the main
argument of my thesis, the verbal relations between ESL teacher and pupils acquire a

special importance.

Teacher-Pupil ESL Communication

According to conventional practice, teacher-pupil communication can develop in
two ways. It can be communication based on formal relations where all participants (the
teacher and children) 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
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instructions to the pupils and they follow these instructions just like patients follow the
advice of the doctor.

Teacher-pupil communication could also be less official and much more informal
and personal, i.e. communication between/among individuals. This kind of
communication seems to fully correspond to Vygotsky’s understanding of the teacher as
a mediator of children’s personalities, their thinking and consciousness. Thus, according
to Vygotskian school, there should be personal relations between the teacher and pupils,
which could lead to and motivate the development of children’s thinking. In this case, the
role of the teacher is to understand children as thinking personalities as well as to reveal
and guide the development of such components of children’s personal characteristics as
based on previous experience children’s opinions, feelings, emotions and interests.

According to the above, we can conclude the following conceming teacher-pupil
communication within Vygotsky’s understanding of the process of teaching ESL:

1. ESL teachers should treat children as communication partners and individuals.
If the relations between the teacher and children lack a personal touch, there can be no
goal inherent in real life communication between people as individuals, i.e. to
change/complement/develop these relations through the language activity which is
“always changing that which is changing, which is changing that which is changing”
(Newman & Holzman, 1995, p. 46).

2. ESL teachers should provide motivation for pupils’ unofficial/personal
communication, i.e. motivation which is based on children’s personal characteristics,

desires and preferences, which develops children’s thinking and draws from real life. 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 should be based on real life problems and goals
and take into account children’s individual traits of character. Only this kind of
motivation can challenge children’s thinking, and “spin the wheel” of a second language
activity.

Thus, according to Vygotsky, ESL teacher-pupil relations should be based not just
on formal/official communication within school regulations, but rather on the
communication between/among individuals, i.e. such communication which can provide
a psychological climate for ESL teacher-pupil language activity as opposed to language

behavior. The main features of this activity are examined in the next section.

Main Characteristics of Teacher-Pupil Language Activity within TESL

The main characteristics of teacher-pupil language activity within TESL are based
on the above analyzed tool-and-result East -West formula of children’s development,
illustrated in Figure 13 at the beginning of the chapter.

According to this formula, ESL teacher’s instruction/communication should draw
from children’s emotional/motivational factor/functional elements to provide for the
development of children’s ESL thinking/speaking within Vygotskian Activity Theory.
This section seeks to examine in detail the main features of ESL teacher-pupil language
activity in the light of Vygotsky’s theory of consciousness.

According to the East-West comparative analysis of Vygotskian schools, which I

have provided in my thesis and summed up in this chapter, I am able to identify three
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main characteristics of ESL teacher-pupil language activity: an individual approach to
teaching ESL, a situated approach to teaching ESL and an innovative approach to
teaching ESL. All three approaches are based on functional elements which are
connected to emotional/motivational factor, reflect three aspects of Vygotskian Activity

Theory and lead to the development of children’s thinking, as I illustrate it in Figure 14.

Development of children’s word
Teachers’ instruction/meaning + Children’s practicai thinking/sense — meaning/Higher Psychological
|_ (ljmomml factor/functional clements)  Functions/thinking

{
Individual spproach to teaching ESL
Situated approach to teaching ESL
Innovative Approach to teaching ESL

Figure 14

The source of the main characteristics of ESL teacher-student language activity
within tool-and-result East-West formula of children’s development

Individual Approach to Teaching ESL

While this approach is important for educational practices in general, it seems to
play an even more significant role in developing ESL curricula. Speech is such an
individual phenomenon that it does not seem possible to teach speaking a second
language without paying special attention to the individual/personal attributes of
children. Indeed, children’s speech is a means of expressing their personal feelings,
emotions, opinions, desires, preferences, etc. Thus, Rogova writes that “teaching a
foreign language requires individual approach, perhaps, more than teaching any other

subject” [osyvenne muocTpauNoMy S3uxy. Hoxaxyl. » sonsinell CTNONN. Y6M EAXOMY-NNGO
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ApPyroMy MPeAMSTY., TPeSyeT NuANENAyaasnoro moaxoas] (Rogova, 1977, p. 46). Soviet
psychology interprets individuality within two aspects of people’s/children’s
characteristics, i.e. individual and personal (Leontiev, 1983; Shevandrin, 1995). In the
next section I will examine in detail these aspects of people’s characteristics and their
importance for a second language teacher and ESL curriculum.

Individual and Personal Characteristics of Children

Individual characteristics of people/children are represented according to
A.N. Leontiev (1983) and Shevandrin (1995) by such inherited traits of character as
temperament, talent for doing something or lack of it. For ESL teachers, individual
characteristics of children mean that some of the children are more capable while others -
less. It implies that individuality should be looked upon as a given or an objective factor
which should be taken into account by ESL teachers in the process of developing ESL
curriculum. In other words, children’s individual characteristics are understood as
genetic, static, inflexible. Indeed, it is well-known, that sometimes regardless of how
good a teacher is and how hard children work, the results of children’s efforts are still
different. That is, even among those pupils who study equally hard and have the same
teacher, the achievements are not the same due to children’s different individual
characteristics. For example, a very active child likes to speak English, express his’her
opinion or read aloud since for this child it is a joy to be the center of attention. For a
child who is by nature shy, it is easier to express himself/herself in writing than orally.
This is an example of how temperament could have an impact on children’s leaming. It

could also happen that children with the same temperament achieve different results due
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to the simple fact that for some of them it is just easier to do certain kind of work while
for others it is much more difficult. This phenomenon is understood as an objective
factor which should be taken into account by ESL teachers. The objective factor may
account for the fact that different children have different zones of proximal development.
This may give an impression that teachers cannot do much to enhance children’s
development and learing... if there did not exist the subjective factor of children’s
development. That is, the factor which allows teachers to considerably extend children’s
ZPD.

Thus, alongside with the objective factor, individuality can depend on a
subjective factor. Children as individuals are characterized not only by their inherited
traits of character 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
children’s objective factors. It is children’s individual disposition to work or study which
could be further developed and enhanced by English teachers and allow children to more
or less overcome what they inherited from 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 leam how to develop their individual styles of
working. That is, how to systematically employ certain methods and ways of learning and
remembering, that are typical of individuals and can be developed through teachers’
mediation. Merlin & Klimov refer to it as “individual combination of methods and ways

of activity by a person that provide for the best results” [canansuaysasuo-csoecspasnoe
COMETANNG IPNEMOS X CIIOCOSOS ACSTCALNOCTN, OSOCHCYNEAIOMINX NARAYNIIGS 08

sunoanennc xaxummM wexoseros | (Merlin & Klimov, 1967, p. 111).



154

It could be suggested that it is the subjective factor of individuality that is more
important for ESL teachers. While ESL teachers cannot change the objective reality
directly, they can enhance children’s inherited nuances indirectly by guiding the
development of the subjective factors of children’s individuality, i.e. children’s
disposition to work. To identify, mediate and enhance children’s inherited characteristics
and their disposition to work, it seems necessary for ESL teachers to carefully observe
and study children’s development as personalities.

Despite the importance of the objective and especially subjective factors of
children’s individuality for ESL teachers, these aspects do not seem to play the main role
in teaching a second language. It is a well-known fact that very often children are not
doing well despite the fact that ESL teacher appropriately evaluates their objective
characteristics and helps pupils to develop their subjective styles of working. This could
account for the fact, that ESL teachers may ignore or underplay children’s personal
characteristics.

Personal characteristics of children are understood by A.N. Leontiev (1983) as
reflecting a certain qualitative stage of children’s development as members of society.
They are directly connected to children’s feelings, thoughts, interests, desires,
preferences within a societal context. That is, they are based on such emotional/
motivational factors of children’s development as children’s attitude to the values
determined by the society in which they live. It implies that pupils’ personal
characteristics are more closely related to the process communication in English as a

second language than objective and subjective aspects of children’s individual
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characteristics. Indeed, based on societal values, personal characteristics of children can
serve as a common ground for ESL communication, i.e. for construing children’s
meanings from socially available ones through “analyzing critically and systematically
their [children’s] current activity and its inner contradictions” (Engestrom, 1996, p. 165)
by means of “resisting, questioning, contradicting, and debating” (Engestrom, 1966,

p. 166). Having a common ground for ESL communication implies that within the
personal characteristics of children, ESL teachers have more opportunities to mediate
and enhance children’s development than within the individual ones. For example, ESL
communication, based on societal values, can allow English teachers to better understand
children, analyze their behavior and enhance their performance. ESL teachers can
accomplish this by introducing into their instruction (through questions, debates,
problems) some issues that cannot leave children indifferent. That is, the issues that will
get children engaged or draw them in the process of learning and eventually enhance
their performance in English. In the section Situated Approach to Teaching ESL 1 give a
concrete example (about Halloween), illustrating how teaching a second language within
a context could be implemented.

It is easy to notice that an individual approach to teaching ESL, that reflects
children’s personal characteristics, is connected to all three main aspects of Vygotsky’s
Activity Theory. Thus, (re)negotiating societal meanings through appropriate
communication in English as a second language is connected to the developmental aspect
with its main mediating tool - language meaning (teacher’s/more capable peers

mediation), and subordinate mediating tool - emotional and motivational
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factors/functional criteria. Since meanings are drawn by children from communicative
situations within their social environments, an individual approach must also reflect the
social aspect of Vygotsky’s Activity Theory.
Individual Approach and Motivation

An individual approach (especially its personal aspect) plays a major role in the
process of motivating thinking and speaking English. This implies that the goals of ESL
teachers must accommodate and respect children’s personal needs, feelings and thoughts
that stimulate pupils to learn a second language. To reach this goal ESL teachers must
pay special attention to such components of children’s personal characteristics as pupils’
life experience, spiritual needs, views, emotions, children'’s status as team members, etc.
Teaching that ignores children’s personal characteristics cannot “spin the wheel” of
children’s thinking activity which according to Vygotsky’s theory, is a major factor of
motivating children to get involved in a conversation in English (chapter six, p.135).
Indeed, it does not seem possible for ESL teachers to provide a long-lasting motivation
for learning a second language without taking into account children’s personal emotions
and attitudes as I have illustrated in Figures 10 and 11 in chapter four. Rubinstein wrote
in this regard that “internalization of external motives... always depends on inner
conditions” [canemmne mpuymuAL.. Bceras ZefiCTEYIOT YepEY BRYTPENNNG YCAOBMD]
(Rubinstein, 1957, p. 307). Within Vygotsky’s theory, external motives for
communication in a second language can be understood as motivation of children’s
speaking/thinking through setting up authentic problems and goals within a

communicative situation. Dependence of external motives on the inner (personal)
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conditions could imply that goal-directed situated motivation within an individual
approach to teaching ESL requires that ESL teachers should develop individual
situations, i.e. such situations that are linked to children’s personal characteristics and
interpreted through the latter. An individual approach makes it possible to ensure that
every pupil is interested in their language activities. Speaking a second language within
such an approach becomes not only pupils’ duty, but also reflects a real need to express,
discuss, (re)negotiate and share some problems connected to children’s thoughts, ideas,
desires.
Situated Approach to Teaching ESL

A situated approach to teaching ESL is a logical continuation of an individual
approach. Generally speaking, it means that according to Vygotsky’s theory, teaching
ESL should be based on introducing into ESL curriculum situations, reflecting children’s
individual and -what is more important - personal characteristics within an individual
approach to ESL. A close look at ESL teaching reveals that there are different
interpretations of the word “situation”. In the next section I clarify and analyze two
approaches to the understanding of “situation”, i.e. interpreting it as a topic and as a
situation.
Topic and Situation

Despite the fact that the idea of a situated approach to ESL teaching and learning
is not new, the analysis of Vygotsky’s interpretation of “situation” within this thesis can

contribute to a conventional understanding of this phenomenon. To illustrate the above I
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would like to refer to a situated approach to ESL curriculum with which most teachers
are familiar and which differs 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 children don’t
have much to say about such general issues. I recall being personally involved in
discussing such situations when I went to school in Russia. This kind of situation is also
familiar to me from my experience as a student at French courses I took in two Canadian
cities - Ottawa and Montreal. Sometimes such situations (situations that are based on
general issues) are called “topics”.

It seems that the purpose of the topic is to make children express their opinions
with regard to some events or circumstances. In this case, ESL teacher’s role seems to be
limited to naming a topic, introducing the necessary vocabulary and listening to what
children can say on the given topic (language behavior approach). For those who support
Vygotsky’s understanding of “situation” as communicative relations between/among
people, based on and leading to the development of thinking, there arises the following
problem. If attitude is a necessary condition for the motivation of thinking/speaking, how
can children have an attitude to the words Halloween (especially if this cultural theme is
not within their cultural frame of reference)? Indeed, there can be a lot of different
communicative situations within the topic Halloween, that can trigger different attitudes
towards this event. For example, disappointment that there were too many people in the
Halloween parade who obstructed the view; joy that there were a lot of people; scary

Jeelings;, admiration of Halloween costumes. The above examples remind us that
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according to Vygotsky’s understanding of communicative situation, a situation should be
connected to children’s personalities/emotional factors on which the formation of
children’s attitude depends. Thus, the purpose of the situation in a Vygotskian sense (as
opposed to the topic) is to invite children to express their opinions on what they fee!/ and
think regarding something, not just report on events or circumstances. [n other words, a
Vygotskian notion of situation always has something to do with people (their feelings,
attitudes, emotions and personal evaluative orientations towards the world), and not
objects, as I analyzed in chapter three. Object-oriented topics reflect A.N. Leontiev’s
theory. Understanding situation as an event, or circumstances, or a place where these
events/circumstances occur (i.e. as a topic), cannot provide for the development of
children’s attitudes, social investment for their thinking, and, finally - motivation and
desire to speak a second language. Thus, Vygotskian theory allows us to differentiate
between topic and communicative situation. Topic can be understood as an object-
oriented general issue while Vygotskian situation is connected to the communicative
relations between/among people, based on and leading to the development of thinking.

Problem within Situation

The analysis of Vygotsky’s theory leads to the logical conclusion that children can
be motivated to get involved into language/thinking activity in a situation that has the
elements of activity/thinking. Investigation of Vygotskian understanding of the situation
(chapters three and four) reveals that these triggering thinking/speaking elements are
problems and goals, that reflect the needs of children and relate to children’s

personalities, feelings, emotions. Thus, the situation in Vygotskian sense is characterized
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as being connected to children’s personalities and needs goal-directed problems that can
be solved by means of communication. This implies that for Vygotsky, a problem within
a communicative situation (like the communicative situation itself) should be based on
personal relations between/among people. In Vygotsky’s view, it is only the problem
reflecting people’s relations (emotions, feeling, desires, preferences and other elements
of children’s personal characteristics) that 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 children’s personalities,
should be understood as “conflicts” of ideas, opinions, feelings, etc., i.e. as “born”
within the realm of individuals' relations necessity, need or drive to start thinking in a
second language and verbally express thoughts, opinions, views. This kind of
communicative situation that creates the necessity/need to think/speak is known in
Russian psychology as a problem situation [zposnexuas caryanus] (Petrovsky &
Yaroshevsky, 1990, p. 293). For example, concerning Halloween, there could be the
following situation stimulating children’s language activity through settling the “conflict”
of opinions and feelings: one child was disappointed that there were a lot of people - the
other enjoyed it. It is disappointment versus joy, this conflict of feelings and opinions,
that could be regarded as a communicative problem situation within Vygotsky’s theory,
not the topic Halloween per se. Connected to children’s emotions and feelings, this kind
of situation naturally motivates children to think/speak, in that, unlike the topic
Halloween, it does not leave children indifferent but instead, invites their evaluative

orientations. Indeed, only throuéh experiencing certain feelings regarding Halloween,
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children can have a motivation to form their own attitude to, and opinion about a
situation under discussion, which in turn, can stimulate their thinking and speaking.
Without this connection to children’s experiences and “natural” drives, speaking English
becomes for children not a need to express their thoughts, opinions, attitudes but a
difficult obligation.

Thus, instead of asking pupils to describe Halloween, ESL teachers can invite
children to ask more personal questions concerning Halloween on which they have
opinions, based on their previous experiences. These stimulating discussion
questions/comments could be: What do you think about Halloween? Do you think
Halloween is an exciting and jovful holiday? Why do you think so? or Do you like the
scary costumes people wear on Halloween? Did you wear a costume on Halloween? Why
do (don’t) you like the scary costumes? I personally think (don’t think) it’s a good idea.
These sort of questions inevitably provoke diversity of children’s opinions (or “conflicts”
of opinions, feeling, attitudes, etc.), that can become the content of the situation within
Vygotsky’s theory. When children have their opinions/thoughts on a situation, they are
motivated “from inside” or have a need to express what they think in a second language.
In this case, the role of ESL teacher is to guide the natural flow of the discussion within
children’s zones of proximal development.

The above idea also reflects Hedegaard’s theory on children’s development under
the guidance of the teacher. Following Vygotsky, Hedegaard writes that “motivation and
interest in the content of teaching must be developed in children” through “contrasts,

problems and conflicts” (Hedegaard, 1996, p. 185).
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Developing ESL Curriculum and Situation

The analysis of Vygotsky’s theory leads to the conclusion that ESL teaching and
learning should be based on situations, that are connected to children’s personal
characteristics (as opposed to assigned topics). Introducing English words and phrases
separately from reflecting children’s personal experience situations makes learning a
second language meaningless for children. This leads to another problem: children easily
forget new material and/or cannot use it appropriately in everyday life situations. The
following example illustrates this idea.

To emphasize the importance of a situated approach to the school curricula, one
of the most prominent authorities in Russian pedagogy Sukhomlinsky (1952) describes
the following teaching practices. A teacher asked pupils to make sentences with verbs.
Among the sentences the children made were: “Tractor ploughs the field” [<Tpaxrop
namer noae], “Rabbit eats the hay” [<Kpoaux ecr ceno], etc. Sukhomlinsky writes in
this regard that:

B npeAjomeNESX, TOTOPME IPRAYMAAR FHENNKE, CAMIIANOCH TAKOS PABNOAYIINE,
TARER MEPTBAK CRYEA. ATO NOAYMAROCH: DPAISE 3TO XNBag peys’? Passe TO
COSCTRONNAS MMCES HMROALNNEOR].. BeXM 6M IO OIINGXE PEGENOX CEAIRN: YHONNE
ANMEET. & NEPOXOR NAST. KOAXOINEE OCT. & EDOXNK €ACT, - NEETO 6K N N6
3SMETHA...

The sentences which the pupils made revealed such indifference, such complete
lack of interest, that I couldn’t help thinking: is it the language the children speak
in real life? Does it reflect pupils’ thoughts?... Nobody would have even noticed
if, by mistake, a child had said: a pupil sails and a ship goes, a farmer eats and a
rabbit drives... (Sukhomlinsky, 1952, p. 20).

This example illustrates the teaching 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 real life situations. It accounts
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for the fact that learning a language without using it in motivating thinking and reflecting
children’s experience situations, deprives it of any connected to real life sense.

The analysis of a situated approach to teaching ESL within Vygotsky’s theory
makes it possible to come up with the following recommendations for ESL teaching and
learning:

Presentation of new ESL material should be based on authentic situations
reflecting relations between people within an individual approach to teaching ESL. An
important component of the situation should be a goal-directed problem, connected to
children’s personalities, needs and interests. In other words, it should be a problem that
can stimulate children’s thinking, develop their attitude to the issue under discussion and

make it possible for the children to use English in real life situations.

Innovative Approach to Teaching ESL

This approach is connected to the idea of “working at the edge of one’s
competence” (Engestrom, 1996, p. 167). This means that teachers’ instruction should
always be a little bit ahead of children’s development and contain some unpredictable,
new elements. Indeed, there are some advantages of spontaneously introducing new
elements into teachers’ instruction. It should stimulate children’s interests along with
their attention and thinking. According to many Russian scholars, the role of children’s
interest in teacher’s instruction is very important for teaching and learning ESL as well as
other school subjects. Thus, Bondarenko writes that “learning without interest, without
developing positive personal attitude, doesn’t make it possible for people to actively use

their knowledge” [csuaums. ycaoewmuie 63 muTepecs, Ne OXpamENMME COSCTRONNMME
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NONORNTEABNNME OTHOUIOHNNAMN, H¢ CTANOBATCHE SKTHBNMM ACCTOSHNGM -uutonw]
(Bondarenko, 1974, p. 6).

The importance of interest for the school curricula is connected with the fact that
it “is both a precondition and result of teaching” [<ssasercs u npexnocunzos osyvenns u
ero peaynsrarow ] (Rubinstein, 1940, p. 528). On the one hand, children’s interest in
teacher’s words is a means of optimizing the effectiveness of teacher’s instruction. On
the other hand, effective instruction stimulates children’s interest.

Further developing the idea of “working at the edge of one’s competence” and
dealing with the new, it seems necessary to define some limits and map out major
guidelines for implementing this approach within teaching English as a second language.
In connection to this, there arise the following questions: What are the criteria for
selecting new elements within ESL teaching practices? and How can new elements
within ESL curriculum be interpreted within Vygotsky's theory?

A clue to the answer to the first question could be found in Petrovsky’s (1970)
book on psychology where he describes mechanisms of memory. The issue of memory is
important for an innovative approach in that the main purpose of teaching ESL (including
ESL instruction containing new elements) is to prepare children to use this material in
everyday life which is possible only if children are able to remember it. It implies that
children’s ability to remember new knowledge in the future could serve as the main
criterion for the selection of this material. According to Petrovsky, long-term memory
depends on the following: “to what extent the given material is useful for the future
activity of the subject and how important it is for reaching the subject’s goals [<xaxons

CTSROND YHACTES COOTBOTCTBYIORICrO MATEPEANA B AsasNelimell ASETOALNOCTN CYSHORTA.
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ZAZOBA NX INAUNMOCTE ANS AOCTNRSNNS npexcroammx meseib] (Petrovsky, 1970, p. 261).
Since people’s future goals usually depend on their present and previous experiences, it
seems logical to suggest that the issue of how useful a new knowledge can be for children
in the future, is connected to children’s present and past activities. The latter, in their
turn, draw from children’s personal/individual characteristics. Having mentioned that,
there could be made the following conclusions concerning the criteria for selecting new
challenging pupils’ thinking elements of ESL instruction: new ESL knowledge can
stimulate children’s interest and thinking only if it is introduced within an individual
approach to teaching ESL that takes into account children’s past and present experiences.
To reach this goal, it seems necessary for ESL teacher to constantly observe and study
children’s development within the concept of “between-type” development, that [
analyzed in chapter four.

How can new elements within ESL curriculum be interpreted within Vygotsky's
theory? In the light of Vygotsky’s theory with its situated approach to teaching ESL
(which is always based on the individual approach), there can be introduced new
elements or changes within the situation, that can encourage children “to work at the
edge” of their competence. Thus, within a communicative situation there can be changed
the content, or the focus of the situation, i.e. (a) problem, (b) goal along with such
“technical” characteristics as (c) number of team members, (d) composition of team
members. These situational changes can result in enhancing children’s strategies in

leaming English as a second language as long as the children are guided by the teacher
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and their peers who can provide the necessary help within children’s zones of proximal

development.

Summary and Conclusions

In this chapter I attempted to show how an East-West interpretation of
Vygotskian Activity Theory could contribute to developing an ESL curriculum. On the
basis of my analysis made in previous chapters I answered my last research question:
What could a comparative East-West analysis of Vygotskian Schools of Thought mean for
the role of the teacher as a mediating agent in second language teaching and learning?
For this purpose, I examined how teaching ESL can be connected to the Activity Theory
as it is interpreted by Russian and Westemn scholars, I also analyzed how teacher-pupil
ESL communication might be understood within the arguments I had provided on
Vygotskian Activity Theory. And finally, I identified and analyzed the main
characteristics of teacher-pupil communicative relations within TESL which are based on
the Activity Theory. They are an individual approach to teaching ESL, a situated

approach to teaching ESL and an innovative approach to teaching ESL.

Afterword

In this East-West comparative study I made one more step towards understanding
what Vygotsky wanted to say by his research on language, consciousness, individuality
and learning a second language. Some Western scholars may object that they don’t see
much evidence of any research referred to or made by Vygotsky. Nevertheless, all
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Vygotsky’s books are based on extensive research and scientific evidence. To understand
this controversy it is important to know Russian reality at the time Vygotsky worked and
lived. Russian psychological circles in the thirties were concentrated in Moscow. All the
scholars involved knew each other and were familiar with the experiments of their
colleagues. That is why, most of the time they (including Vygotsky) didn’t provide any
descriptions of the research in their books. It means that behind the words “according to
Vygotsky” or “in Vygotsky’s view” there is a body of evidence and a lot of research
done. Ailing Vygotsky was saving his limited life time on describing to his colieagues
what they already knew. It looks as if it was difficult for Vygotsky to imagine that long
after his death he would have a lot of followers from other countries who would like to
develop what he started. Let us hope that this talented scholar who risked his life for his
ideas, is not misjudged by his Western followers.

Let us also hope that this thesis will encourage other students to look at
Vygotsky’s theory in connection to teaching and learning a second language. We
shouldn’t forget that the most famous Vygotsky’s works is about language. Not language
that is used for the sake of saying something, but language that is always connected to
thinking, makes our life meaningful and helps us to have a conscious understanding of
reality. Let us teach this kind of a second language, connected to children’s personalities,

ideas and opinions.



168

References

Bondarenko, C. (1974). Urok - tvorchestvo uchitelya. [Lesson - creation of the
teacher]. Moscow.
Bruner, J. (1986). Actual minds. Possible worlds. London: Harvard.

Cole, M., Gay, J., Click, J & Sharp, D.W. (1971). The cultural context of learning
and thinking. New York: Basic Books.

Cole, M. & Scribner, S. (1974). Culture and thought: a psychological
introduction. New York: John Wiley & Sons.

Cole, M., & Scribner, S. (1978). Introduction. In L.S. Vygotsky, Mind in Society:
The development of higher psychological process. Edited by M. Cole, V. John-Steiner, S.
Scribner, & E. Souberman. Cambridge, Mass.: Harvard University Press.

Daniels, H. (1996). Introduction: Psychology in a social world. In H. Daniels (Ed.)
Introduction to Vygotsky. London and New York: Routleedge.

Davydov, V. & Markova. (1983). A concept of educational activity for school
children. Soviet Psychology, 11(2), 50-70.

Engestrom, Y. (1996). Non scolae sed vitae discimus: toward overcoming the
encapsulation of school leamning. In H. Daniels (Ed.) Introduction to Vygotsky. London
and New York: Routleedge.

Giddence, A. (1979). Central problems in social theory:action, structure, and
contradiction in social analysis. Berkeley: University of California Press.

Hedegaard, M. (1996). The zone of proximal development as basis for
instruction. In H Daniels (Ed.) Introduction to Vygotsky. London and New York:
Routledge.



169

Ivanov, V.V. (1977). The role of semiotics in the cybernetic study of man and
collective. In D. P. Lucid (Ed.), Soviet Semiotics: An anthology. Baltimore: Johns
Hopkins University Press.

Kozulin, A. (1987). Vygotsky in Context in L.S.Vygotsky (A. Kozulin, Trans.),
Thought and Word. Cambridge: MIT Press.

Kozulin, A. (1990). Vygotsky’s psychology: a biography of ideas. England:

Harvevster Wheatsheaf.

Lantolf, J. & Appel, G. (1994). Vygotskian approaches to second language
research. Norwood, New Jersey: Ablex Publishing Corporation.

Lave, J. & Wenger, E. (1996). Practice, person, social world. In H. Daniels (Ed.)
Introduction to Vygotsky. London and New York: Routleedge.

Leontiev, A.N. (1978). Activity, consciousness, and personality. Englewood,
Cliffs, NJ: Prentice-Hall.

Leontiev, A.A. (1982). O tvorcheskom puti L.S. Vygotskogo. [Vygotsky and his
career as a scientist]. In LS. Vygotsky. Sobranie Sochineniy [. Moscow: Pedagogika.

Leontiev, A. N. (1983). Deyatel’noct’. Soznanie. Lichnost’. [Activity,
consciousness, and personality]. Moscow: Pedagogika.

Luria, A.R. (1969). Speech development and the formation of mental processes.

In M.Cole and 1. Maltzman (Eds.), A Handbook of contemporary Soviet psychology
New York-London: Basic Book.

Marx, K. (1906-1909). Capital. Chicago: Kerr & Company.



170

Merilin, B. & Klimov, E. (1967). Formirovanie individual’nogo stilya
deyatel’nosti v protsese obucheniya [Formation of an individual style of activity in the
process of studying], Sovetskaya Pedagogika [Soviet Pedagogics], 4, 111.

Nemov, R.S. (1995). Psikhologia. ologia obrazovania. [Psychology.
Psychology of education]. Moscow: Prosveschenie.

Newman, F. & Holzman, L. (1995). Lev Vygotsky: revolutionary scientist.
London and New York: Routledge.

Petrovsky, A. (1970). Obschaya psikhologiya [General Psychology]. Moscow.

Petrovsky, A. & Yaroshevsky (1990). M. Psikhologia. [Psychology]. Moscow:
Politizdat.

Piaget, J. (1959). The language and thought of the child. London: Routledge and
Kegan Paul.

Rogova, G. (1977). Povyshenie effectivnosti obucheniya inostrannomu yazyku za
schot uluchsheniya psikhologicheskogo klimata na uroke. [Enhancing the effectiveness
of teaching a foreign language through improving the psychological climate at the
lesson]. [nostrannye Yazyki v Shkole [Foreign Languages at School], 5, 46. Moscow.

Rubinshtein, C. (1940). Osnovy obschei psikhologii. [Foundations of the general
psychology]. Moscow.

Rubinshtein, C. (1957). Bytiye I soznanie. [Being and consciousness]. Moscow.

Shevandrin, N. (1995). Sotsial’naya psikhologiva v obrazovanii.[Social

psychology in education]. Moscow: Vlados.



171

Smirnov, A A. (1975). Razvitie i soviemennoe sostoyanie psikhologicheskoi
nauki v USSR [The development and present status of psychology in the USSR].

Moscow: Pedagogika Publishers.

Sukhomlinsky, B. (1952). Interes k ucheniyu - vaschny stimul uchebnoi
deyatel’nosti ychaschikhsya. [Interest in learning - an important stimul for the
educational activity of pupils], Sovetskaya Pedagogika [Soviet Pedagogics], 4, 20.

Valdman, A. (1966). Trends in language teaching. New York.

Van [jendoorn, M.H. & Van der Veer, R. (1984). Main currents of critical
psychology. New York: Irvington Publishers.

Van der Veer, R. & Valsiner, V. (1994).Understanding Vygotsky: A quest for
synthesis. Cambridge: Blackwell Publishers.

Vygotsky, L.S. (1978). Mind in society. Cambridge, Massachusetts, London,
England: Harvard University Press.

Vygotsky, L.S. (1987). Thought and language (translated). MIT Press. Cambridge:
MIT Press.

Vygotsky, L.S. (1996a). Myshlenie i rech. [Thought and Language]. Moscow:
Labirint.

Vygotsky, L.S.(1996b). Pedagogicheskya psikhologia. [Pedagogical Psychology].
Moscow: Pedagogika Press.

Yaroshevsky L.S. (1996). Vygotsky i problema socioculturnoi determinatsii

psikhiki. [Vygotsky and the problem of socio-cultural determination of mind} In L.S.



172

Vygotsky, Psikhologia razvitia kak phenomen cultury. [Psychology of development as a
cultural phenomenon]. Moscow-Voronezsh.

Webster’s encyclopedic unabridged dictionary of the English language (1989).
New York: Portland House.

Wertsch, J.V. (Ed.), (1981). The concept of activity in Soviet psychology.
Armonk, NY: M.E. Sharpe.

Wertsch, J.V. (1985). Vygotsky and the social formation of mind. Cambridge,

MA: Harvard University Press.

Wertsch, J.V. (1991). Voices of the mind: a sociocultural approach to mediated

action. Cambridge, MA: Harvard University Press.

Zalkind A.B. (1930). Osnovnye voprocy pedologii. [Major issues of paedology].

Moscow: Politizdat.



