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Psychological Tools

in the course of the social-cultural development of the child and
forming an external line in the development of symbolic activity
along with the inner line, represented by the cultural develop-
ment of such functions as practical intellect, perception, mem-
ory, etc. (Vygotsky and Luria, 1994, pp. 136-137)

Vygotsky’s research program included studies of the transition
from the natural to the cultural psycholo
perception, attention, will, counting,
conducted in three directions: instru
tural-historical. The instrumental aspe

gical functions of memory,
and speech. These studies were
mental, developmental, and cul-
ctincluded the analysis of changes
occurring in psychological functions as a consequence of the introduc-
tion of new symbolic mediators or the removal of mediators that had
become an integral element of individual activity (Vygotsky, 1981).

The developmental or genetical (from genesis) orientation of Vy-
gotsky’s work meant much more than a mere analysis of the unfolding
of psychological functions in ontogenesis. Indeed, the very idea of devel-
opment as an unfolding or a maturation was alien to him. Vygotsky
perceived psychological development as a process full of upheavals, cri-
ses, and structural changes. The developmental process can be observed
in both micro- and macrogenetic perspectives. Microgenetically it re-
veals itself in the restructuring of the child’s thinking and behavior under
the influence of a new psychological tool. Macrogenetically development
manifests itself as the life-long process of the formation of a system of
psychological functions corresponding to the entire system of symbolic
means available in a given culture. Ed

ucation is considered to be an
integral element of this macrogenetic process. Rather than a superstruc-

ture built on the foundation of psychological functions, educational
activity is seen as a process radically changing these very functions (Vy-
gotsky, 1978).

From the general premise of Vygotsky’s theory that psychological
functions originate in human sociocultural activity, it naturally follows
that the types of activity characteristic of different historical epochs and
different cultures should be putin correspondence with various forms of
memorization, reasoning, problem solving, and so on. There are two
major avenues for such an analysis. The first of them relies on historical
records and documents and attempts to reconstruct historically distant
forms of intelligence on the basis of these records. The second avenue is
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nate certain objects by pictograms or signs. Once this core symbolic
function is acquired, the shift should be made from first-order symbol-
{ym, using signs to depict the content of a sentence, to second-order
yymbolism, using letters to depict words. Some of Vygotsky’s insights are
incorporated in contemporary reading programs that emphasize the
need to teach the function of symbolization prior to engaging children
in the specific techniques of writing and spelling (McLane, 1990). The
concept of activity thus appears as the actualization of cultural forms of
behavior embodied in the use of assigning gestures, symbolic play, and
A writing system. '
Another aspect of Vygotsky’s inquiry into the problem of thought
and language concerns concept formation in children. The starting point
here was Vygotsky’s dissatisfaction with the then existent methods of
study, which focused either on verbal definition of some concept or on
nonverbal identification of a common feature in a number of objects. The
first method, in Vygotsky’s opinion, merely elicited ready-made defini-
tions that characterized the child’s verbal knowledge rather than concept
formation. The second method, based on the function of simple abstrac-
tion, disregarded symbolic function, which in Vygotsky’s opinion consti-
tuted the core of concept formation. To overcome this methodological
difficulty Vygotsky suggested the method of so-called double stimulation.
The methodof “double stimulation” was developed by Vygotsky’s
collaborator, Leonid Sakharoy. (1994), on the basis of the earlier work of
the German psychologist Narciss Ach. In this test the child receives a
number of objects differing in size, shape, and color and is asked to sort
them. Unlike other sorting tests, each object in this test is also coded by
a triplet of letters. The child thus can use both the objective charac-
teristics of objects and their coded “names” as bases for classification. In
Vygotsky’s opinion this constitutes an experimental approximation of
the concept formation processes occurring in real life, where children
form concepts by combining an analysis of objects’ characteristics with
verbal definitions provided by adults. Using the method of double
stimulation Vygotsky and his colleagues were able to identify a number
of stages in the child’s concept formation from unorganized congeries to
logical concepts (Vygotsky, 1986). Vygotsky’s study of concept forma-
tion was among the first noticed in the West. Hanfmann and Kasanin
(1942) used the method of double stimulation in their study of thinking
in schizophrenic patients, while Werner and E. Kaplan (1950) further
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yeneral problem of conceptual differences between novices and experts
(Carey, 1985; Vosniadou, 1994).

The last of the problems discussed by Vygotsky (1986) in Thought
und Language is the phenomenon of inner speech. He addressed this

twice: the first time in the context of his critique of Piaget’s notion
econd time in his discussion of the

f the world. According to Piaget,

isue
of childhood egocentrism, and the s

social meaning versus personal sense 0
(he initial state of a child’s thought can be characterized as autistic, that

s, completely self-centered and oblivious to contradictions (Piaget,
1959, 1969). Later, under the influence of adults, the child starts chang-
ing his or her mental habits in the direction of greater rationality and -
decentration. Egocentric thought of the child represents a transitory
stage, a certain compromise between original autism and logic. Egocen-
{ric speech is a speech-for-oneself that is mostly incomprehensible to
others. It reflects the egocentric nature of the child’s thought and the
pleasure principle that guides it. In the course of the child’s development
egocentric speech dies out, giving way to socialized speech, which is
related to the reality principle and is comprehensible to interlocutors.
Vygotsky, who replicated some of Piaget’s experiments, insisted
that the earliest speech of the child is already social. At a certain age this
primitive social speech becomes divided irito egocentric speech-for-one-
self and communicative speech-for-others. Inner speech is a product of
the transformation“and internalization of this egocentric speech-for-
oneself. Far from being a useless, disappearing phenomenon, egocentric
age in the development of inner forms of verbal
reasoning and self-regulation. Vygotsky’s and Piaget’s position are com-
plementary in this respect. Piaget started with the premise that child’s
speech is individual and idiosyncratic, and attempted to show how it
becomes socialized. Vygotsky started with the premise that inner psy-
chological functions first appear as external relationships. For him the
major problem was not in how the child acquires socialized speech, but
rather in how communicative speech-for-others becomes the child’s
individualized speech-for-oneself. In this context the transition from
egocentric to inner speech reveals the process of internalization of speech
forms that had their roots in primitive communicative activity. Vygotsky
explored the peculiar grammar and syntax of egocentric speech and

linked them to the change in the addressee. While egocentric speech is
me external listener, inner speech

speech is a necessary st

still unconsciously oriented toward so
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Levin writes only the initial letters of words while declaring his love, but

is oriented toward the internal listener, that is, oneself, who does not

- need all the grammatical and syntactic forms that are indispensable in
the overt dialogue.
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complement to the “morphological” analysis of egocentric, communica- and individuation 'of BpeRs ho ughts into a form of speech comprehen-
tive, and inner speech, mentioning that the coefficients of egocentric the translation of intimate th (t)hus s bt b cultur-
speech differ depending on the social contexts of the child’s upbringing, | sible for others. Inner " tems and the idiosyncratic images a_“d
Piaget’s children in Geneva, children in German kindergartens, and ally sanctionefi _symbollc Si’li The interaction of sense and meaning
Vygotsky’s subjects in Moscow all had different social milieus and con- figures of indl\_fldual {houg b etween two “coauthors” of one thoughf’
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sequence of changes as the egocentric speech of middle-class children, ented toward real or i of others back to the subject. The. Soesbe
but more slowly. The authors suggest that this delay may reflect the more thought brings'the meanmgsomboun d processes ensures the dialogical
taciturn character of interpersonal interactions in Appalachian families, tence of these mbOundhanIn this sense inner speech provides a psycho-
where parents rely more on gestures than words when communicating nature of human th(.)ug‘ Y dual as a subject, as the initiator and source (?f
with their children. It was also shown that children who progressed more logical image of the' i kuof a writer becomes a model for psychologi-
rapidly from self-guiding audible remarks to inner speech were more thinking. The creative wor o ki
advanced in their task-related behavior. cal processes observ.ed in 1n:echr\)’YgOtSky reached the outer limits of the
Vygotsky returned to the issue of inner speech in the context of his In his study ofmnte; S[i matter of psychology and began to redefine
discussion of sociocultural and individual aspects of word meaning. He traditionally defined 'su Jecd the creation of literary texts appeared as a
made a distinction between the sociocultural meaning (znachenie) of a it. The work of a writer 2;1 ctivity generative of human higher mental
word, which reflects a generalized concept, and word sense (smysl), paradigm of sociocultural a
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¢ty of Kharkov, where they established a new research center. Studies
conducted in Kharkov centered on the problem of the interiorization of
external actions in the form of inner mental functions. The problem of
{he relationship between psychological activity and consciousness was
resolved in the following way: “Development of the consciousness ofa
child occurs as a result of the development of the system of psychological
operations, which in their turn, are determined by the actual relations
hyetween a child and reality” (Leontiev, 1983, p. 347).

This insistence on the “actual relations to reality” became a major
source of revision of Vygotsky’s theory undertaken by his followers in
Kharkov. Cole observes, “As even a superficial reading of this work |
indicates, Leontiev and the young researchers who worked with him |
established a good deal of a distance between themselves and their !
teacher Vygotsky”«Cole, 1980, p. 5).

The Kharkovists’ gmphasis-on. practical. activity as a source of
psychological functions fit well into the Soviet ideological climate of the
1930s, which glorified concrete labor as a major source of the socialist
transformation of the human being. Somewhat ironically, it was also |
closer to the Piagetian program of exploring the internalization of sen- &
sory-motor actions, rather than to the original Vygotskian emphasis on
symbolic psychological tools. In their elaboration of the notion of prac-
tical activity the Kharkovites came up with the following statement:

—

Thus, even in children of early preschool age, practical activity

assumes a new property, intelligibility or rationality; and prac-

tical activity is transformed into practical and intellectual activ-

ity. In other words, practical-operational, or practical thinking
emerges. This form of thinking is obviously not an independent,
completely formed, theoretical activity at this stage of develop-
ment. It exists within practical activity as an element of that
activity and as one of the properties of that activity is inseparable
from it. Consequently, practical intellectual activity contains in
its rudimentary aspects certain theoretical elements, elements of

thought. (Asnin, 1980, p. 27)

Asnin’s statement is in agreement with Vygotsky’s developmental
thesis “from action to thought,” and yet the experimental studies that
stood behind Asnin’s position focused more on the problem-solving
generalization and transfer rather than on the effect of psychological
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