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THE GENESIS OF HIGHER MENTAL FUNC TIONS
Lditor's Introduction

;\Here Vygotsky covers several of his major themes, includ-
__ing genetic explanation, the social origins of cognition,.inter-
nalization, and the role of sign systems in mediating human
]\tl;inking. As noted previously, these themes have come to

play an important role in the theory of activity.

Vygotsky begins this paper with an analysis of the nature of
genetic explanation. He takes into account both historical and
ontogenetic forms of development and argues that an under-

%i, standing of mental phenomena must be based on an understand-
Qg of their origins and evolution. He devotes several pages
analyzing the very notion of development, since he thought
that many psychologists had false ideas about its nature. Spe-
cifically, he criticizes analytic approaches based on the pre-
formism he saw underlying much of the thinking in develop-
mental psychology. He also rejects the notion that the onto-
genesis of higher mental functions consists simply of a steady
process of quantitative increments in the child's knowledge;
in contrast to this, he claims that sudden, qualitative, ""revolu-
tionary" shifts play an important role. He argues that rather
than try to ignore these qualitative shifts in development — as
if they were disruptions in the otherwise smooth progression
that constitutes development — the investigator should give

From L. S. Vygotsky, Razvitie vysshikh psikhicheskikh
funktsii [ The development of higher mental functions]. Mos-
‘cow, 1960. Pp. 182-223,
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them a major place in genetic explanation.

The most important of these qualitative shifts in ontogenesis
is concerned with the introduction of cultural means of media-
tion into what were formerly '""natural" processes. The use of
cultural sign systems plays an especially important role in
this qualitative shift. The introduction of these sign systems
into the child's functioning in areas such as memory and prob-
lem solving changes the nature of these processes in a funda-
mental way. There are a massive disruption and a restructuring
of the child's mental processes at this point. There may even
be a temporary decrease in the level of functioning; but after
the psychological processes have been restructured as a result
of acquiring sign systems, the process_(e.g., memory) becomes
much more powerful in the cultural milieu in which it will be
called upon to operate.

In what we have covered so far there are two ways in which
the ideas expressed in the present work are direct reflections
of Marx's ideas. First, Vygotsky stressed that the explanation
of a phenomenon in social and psychological realms must rest
on 1n analysis of its origins and development. Just as Marx
argued that an analysis of society must be based on a knowledge
of the socioeconomic history of that society, Vygotsky claimed
that an analysis of an individual's mental processes must be
based on a knowledge of the earlier stages through which he/she
has gone. Second, Marx emphasized that although a society
may develop over long periods of time by making quantitative
increments (e.g., from an earlier form of capitalism to a later
one), fundamental qualitative shifts will occasionally take place
and will restructure the entire society. These revolutions are
a necessary and important aspect of history. In the present
paper Vygotsky uses the notion of revolution in his argument
against theories of child development that view ontogenesis as
asteady stream of quantitative increments in mentalfunctioning.

Perhaps the most interesting argument Vygotsky makes in
this paper (and in the paper on voluntary attention) is concerned
with the social foundations of cognition. As noted in the intro-
duction to this volume, this is one of the key ideas in the theory
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rqf activity. Vygotsky proposed that higher psychological pro-
cesses carried out by individuals are direct reflections of so-'
cial‘processes in which the individual participated at an earlier
~stage of ontogenesis. In the terms of the present paper, higher
‘mental fu’nction:s are first carfied out on the "interpsychologi-
-cal' plane and only later on the "intrapsychological"lplane. Of
‘central concern are the social processes used by one party to
control another in social interaction and how these regulative
processes are taken over by the individual child, allowing him/
her to function as an independent cognitive, gent.. As Vygotsky
puts it, ', - [gherzments

functionssis-ascopy,from-soc: :
[_functions-ar alizedssocialrelationships,”

" Vygotsky's interpretation here of higher mental functions in
‘terms of control or regtilation has much in common with what
has recently been studied in the West under headings such as’
""executive routine ,'' "metacognition," ete.. However, Western

‘investigators have usually limited their attention to the function-

ing of the individual once ‘he/she has begun to operate as an
independent cognitive agent. They have not examined the social
\ origins (at the interpsychological level) of these cognitive pro-
| cesses. Thus,a major point that distinguishes Vygotsky's ap-
proach from many of those in the West is his emphasis on the
notiop' that the structure of processes on the intrapsychological
plane is a reflection of the way processes are carried out on

the interpsychological plane.
[‘L.‘An impqrtant point to note about Vygotsky's ideas on the so-
. cial origins of cognition is that it is at this point that he uses
" the notion of ’internalization.' He is not simply claiming that ,
social interaction leads to the development of the child's abili-
ties in problem solving, 'm'emory’, ete.; rather, he is saying that
the very means (especially speech) used in social interaction
\jre taken over by the individual child and internalized. Thus,
ygotsky is making a very strong statement here about inter-
nalization and the social foundations of cognition. -
In summ'a.ry, in terms of the features of the théqry, of activity,
we can see that among other things, Vygotsky is concerned in
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this paper with how one must use a genetic analysis to under-
stand how higher mental functions are the mediated, internal-
ized result of social interaction.

JV.W.

~ The third aspect of our investigation is most closely con-
cerned with our historical way of viewing higher forms of be-
havior. The analysis of higher mental processes aids us in
understanding fundamental problems of the child's cultural de-
veloprrient. It allows us to analyze the genesis of higher be-
havioral forms, i.e., the mental forms that constitute the object
-of our study. :
- According to Hall, psychology produces a genetic ‘explanation
of a higher form of logic: it is concerned with the question of
where a given phenomenon is going and from whence it came.
It is also concerned with the results of future transformations.
For the developmental psychologist the historical form of
explanation is the highest po_ssible. In order to answer the——
question of what a form of behavior represents, he/she finds
it necessary to discover its origin and the history of its devel-
opment up to the present. In Blonsky's words, behavior can
be understood only as the history of behavior,
But before turning to the genesis of higher forms of behavior,
“e-mustelucidate the very:conceptof-develonment, as we have
done in the chapters [ of our book] ‘on the analysis and structure
of higher mental processes. The fact is that because of the
crisis in psychology, all concepts have become meaningless
and vague. They change depending on the investigator's point
of view. In different systems of psychology based on different
methodological principles, all the fundamental categories of
research, including that of 'genesis, acquire different meanings.
A second consideration that compels us to look at the genetic
problem is that contemporary psychologists have not yet come
to appreciate the unique nature of the development of the higher
forms of behavior that are the object of our research. The
child's cultural development, as we have already tried to estab-
lish, represents a completely new level of development, which '
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not only is 1nsuif1c1ently stud1ed but is usually not even distin-
gulshed in child psychology, SRR
If we turn to the concept of development as it is used in mod-
ern psychology, we see that it- still contains many problems - -
“that must be overcome. - The first such problem, a regrettable
vestige of presc1ent1f1c thought in psychology, is latent resid-
ual preformism in the theory of child development. Old ideas ‘
and mistaken theories that dlsappear from science leave traces
and remnants in the habits of thought. In spite of the fact that
we long ago rejected the view that children are d1st1ngulshed
from adults only by the proportlons of their bodies — in scale
and size — ‘this idea continues to exist’ in “subtle form in child
psychology ‘No.essay.in this field can now. openly repeat the -
long-rejected falsehood that the child is an adult in mmlature
but this view is nevertheless retained to thls day in hldden form
in almost every psychologlcal investigation. :
- Itis sufficient to say that the most important aspects of child
psychology, such as study of memory, attent1on and thought
are, in our estimation only beginning to escape from this dead
end and to recognize the process of psychologlcal development -
in all its real complex1ty But in the vast majority of cases,
scientific research latently continues to maintain a view that
would explam the child's development inpurely quantitative terms.
Such a view was once adhered to in embryology A theory
based on this view is called "preformlsm" or a "theory of pre-
formation." Its essence consists of the doctrine that the em-
‘bryo contains an organism that is completely finished and
formed in advance; The onlydifference isthat it is of a smaller
size. For example, according to this theory, the entire oak
tree with its roots, trunk, and branches is contained in the »
acorn, the only dlfference being that it is an oak in miniature,
 With regard to humans it is assumed that the fully formed hu-
man organism, in a much smaller form is contained in the
( ‘human seed.
" From tnis point of view, the whole developmental process -
can be represented very s1mply it consists purely of a quanti-
‘tative increase in the size of what exists from the very begin-
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ning in the embryo. The embryo gradually grows and in this

manner is converted into a mature organism, This pomt of

view was abandoned long ago in embryology, and is of only his-

torical interest. Meanwhlle in psychology:it continues to’exist

in practlce despite the fact that in theory it was long ago aban-
r.d.oned in this discipline as well.

From a theoretlcal standpoint, psychology long ago gave up -

- the idea that the child's development is a purely quantitative
- ‘process. Everyone agrees that the process is much more com-
plex, and is not confined to quantitative changes alone. But in
Lpractme psychology still has not discovered the complex pro-
- cess of development in all its real fullness and has not identi-
- fied all the. quahtatwe changes and ‘conversions involved in-the
child's development.

Claparede is quite correct when he says in his preface to
Piaget's research that the problem of the child's thought is
usually posed in purely quantltatlve terms in psychology and
that only new work will permit us to redefine it as a quahtatlve
problem. He points out that former analyses of the child's in-
tellectual development usually relied on several add1t1ons and
subtractions, the growth of new experience, and liberation from
some mistakes. Modern 1nvest1gat1ons reveal to us that the
very nature of the child's intellect gradually changes. -

- If we wanted to characterize in one general principle the
basic requirement the problem of development poses for mod-
ern research, we would say that this requirement is that one
must study the positive aspects of the child's behavior. This.
notion is in need of some further clarification.

Up to the present, all the psychological methods applied to
the investigation of the normal and abnormal child's behavior,
despite all the grea.t variation and differences that exist among
them have one feature in common: negative characterization
of the child. All of these methods tell us about what the child -
does not have or what is lacking in the child compared with the
adult. In the abnormal child these deficiencies are specified
in terms of the normal child. We are always confronted with
a negative plcture of the child. This does not tell us anything




~ which even now continues to rule in child psychology. -Evolution
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about the positive features that distinguish the child from the
a.dult and the abnormal from the normal. child.
' Psychology is now confronted w1th the problem of how to
capture these- £eatures in the child's behavior in all their r1ch-
ness and how to glve a posmve plcture of the young individual.
But this positive picture becomes possible only if we change
our idea of child development in a fundamental way and if we
take into consideration the fact that it represents a complex,
dialectical procéss characterized by a multifaceted, periodic
timetable, by disproportion in the development of various func-
tions, by metamorphoses.or qualitative conversion of one set
of forms into others by complex combinations of the processes
of evolution’ and-involution, by- complex mixing of external-and -
internal factors, and by the process of adaptation and surmount-
ing difficulties. = :

The second feature that must be overcome in order to clear
the way for modern geneticwrese'arch is latent evolutionism
or the development by means of gradual and slow accumulation
of various changes, continues. to be considered the only form of
child development to account for all the known processes that
enter into the composition of this general concept. - In discus-
sions of child development there is a latent analogue with pro-
cesses of plant growth, - k )

Child psychology does not want to know about the sudden,

‘violent, and revolutionary changes that appear throughout onto-

genesis and that are so often encountered in the history of .cul-
tural development. To naive observers, revolution and evolu- .
tion do not appear to coincide. 'Historical development seems .
to proceed along a straight path. When a revolution, the rupture
of the historical fabric, or a leap occurs, naive observers see
nothing but catastrophe gaps, and precipices. For them, his-
torical progression stops at this pomt until it ahghts anew on
a straight and smooth path, :

Sc1ent1fxc observers, on the other hand, consider revolution
‘and evolutlon as two mutually connected forms of development
that presuppose one another. They see the sharp changes in
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the child's development that occur s1multaneously with other,
similar changes as the determmmg point 1n the whole line of
development. =

This posmon has special 51gn1f1ca.nce for the child's cultural -
development As we shall see later, cultural development toa
large degree results from such cr1t1cal and uneven changes
that arise in the child's development. The very essence of cul-
tural development is in the collision of mature cultural forms
of behavior with the primitive forms that charactenze the
child's behavior.

The immediate outcome of this is a change in the usual point
of view about children's mental development and a change in

‘the idea of _the nature of its structure and flow. Usually, all

the processes of child development are represented as smoothly

flowing processes. In this sense embryolog1cal development -

is considered to be the standard form or. model with which all
other forms are compared. This type of development depends
hezvily on the external environment, ‘The word development -

in its literal sense can be related most correctly to this, i.e.
the unfolding of the possibilities contained in the undeveloped
embryo. But, embryological development cannot be cons1dered
the model of any process of development, in the strict sense of
the word it could more readily be presented as its result or.
sum, It is already a settled, finished process that proceeds
more or less smoothly. .

One needs only to compare as Darwin did, the evolution or
emergence of animal species with embryologlcal development
to see the fundamental distinction between one’ type of develop-
ment and another. Specieshave emerged and have become extinct;
they have undergone modification and have developed in the
struggle for existence during the process of adapting to the
surroundmg environment. If we wanted to draw an analogy be-
tween the process of chlld development and some other process
of development, we would be more likely to choose the evolution
of animal species than embryological development Child de—\_’\
velopment is least of all like a smooth process sheltered from
external influences. The child develops and changes in his/her
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active adaptation to the external world_J

New forms emerge in this process; which does not simply
involve a stereotyped reproduction of chains formed in advance.
Any new stage in the development of the embryo ,whichisalready
contained in potential form in the preceding stage, arises as the
unfolding of these inner potentialities. This is not so much the
process of development as a process of growth and maturation.
This type of process is also represented in the child's mental
development. ‘But in the history of cultural development, a sec-
ond type of process occupies a much larger place. This pro-
cess consists of having a new stage arise not from the unfolding
of potentials contained in the preceding stage, but from actual

" collision of the organism and the environment and from active -

adaptation to the environment, ,

In modern child psychology we have two basic points of view
on the process of child development. One of these goes back
to Lamarck; the other, to Darwin. Biihler correctly says that -
one must view Koffka's book on the psychology of child develop-
‘ment as an attempt to give Lamarck's idea modern psychologi-
cal expression. The essence of this point of view is that in ex-
plaining lower forms of behavior we should use a principle that
we usually ‘use to explain higher forms of behavior, whereas,
until how, psychologists have relied on principles used to ex-
plain primitive behavior to analyze a higher level. But the au-
thor states that this method has nothing in common with anthro-
pom'orphism. One of the important methodological achievements
of modern psychology is the establishment of the extremely im-
portant difference between naive and critical anthropomorphism.,

While the naive theory equates the functions at various levels
of development, critical anthropomorphism begins with higher
forms we know about in humans and traces the same psychologi-
cal structure and its development further down the ladder of
psychological development. The works of Kéhler and Koffka -
are exampleS of this'latter approach. These important excep-
tions notwithstanding, present theories simply transfer the ex-
planatory principle found in the investigation of higher forms
of behavior to the study of lower ones,
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‘In contrast to this, Biihler looks on his work in child psychol-

‘0gy as an attempt to continue Darwin's idea, Although Darwin

knew only one area of development, Buhler points out two new
areas that, in"his ovinion, corroborate Darwin's principle of
selection. True, Biihler tries to combine Darwin's point of
view with Lamarck's, using He'r'mg's words: "From two the-
ories — Lamarck's and Darwin's — developed with ingenious
unilaterality, one general picture of the history of the develop-
ment of all living things emerged for me. What happened with
me was what happens when looking through a stereoscope. At
first, one receives two impressions, which cross and contend
with one another. Initially, they do not .s,uddénly‘ unite into one
clear figure in three dimensions." :

Continuing this simile, Binler says: ""Neo-Darwinism with-
out Lamarck is too blind and immobile; but without Darwin,
Lamarck does not arrive at the diversified richness of living
forms. - The theory of development will make a genuine step
forward when it becomes more evident than it has up to now in
child psychology how these two investigators are connected with

one another."

Thus, we see that there is no unified concept of child psy-
chology in the minds of various investigators., In Biihler's -
study it seems to us that his idea of different areas of develop-
ment is extremely fruitful. Darwin himself said that he knew
essentially only one area, but Bihler pointed out three distinct
areas.“ In Biihler's opinion, the development of behavior goes
through three basic stages and consists of the fact that there
is "a change in the place of selection.” Darwinian adaptation
is accomplished by the elimination of less favorably organized
individuals. Here we are talking about life and death. Adapta-
tion by training is completely internal to the individual. It sorts
out old modes of behavior and creates new ones. Its field of
action is the area of bodily actiVity; and its cost'is no longer
life, but surplus body movements that are dissipated by the
same means as in nature. ’

Biihler points out the further possibility of development. If
bodily movements are still too costly or for some reason in-
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‘sufficient, the field of action éeiéction must be transferred to

the area of representation and thoughts.
_Biihler writes, "It is necessary to reduce both higher forms

,of human invention and discovery and the most pr1m1t1ve ones’

with which we are acquainted in the child and the' chimpanzee to
one common denominator and to.understand their equlvalence

‘Hence, the concept of internal probmg or probes in thought,
‘which are equivalent to a probe of an object 1tself allows

Biihler to extend Darwin's formula for selection to the whole
field of human psychology. The emergence of the principle of
selection, which is useful in three different spheres (instinct,
training, and intellect) or fields of action, is explained by start-
ing from one principle. This idea, in'my opinion, is a"consis~ =
tent extension of the modern theory of development in the Dar-
winian tradition.

I should like to dwell in a bit more detail on this theory of
three stages in the development of behavior. It really includes
all of the most important forms of behavior, distributing them
in accordance with three stages on the evolutionary ladder.
Instinct, or the innate, inherited fund of behavioral modes,
forms the first stage. The second stage consists of what Biih-
ler called the stage of training or the stage of habits or condi-
tioned reflexes, i.e., conditioned reflexes mastered and acquired
in personal experlence Finally, and still higher, we have the
third stage, the stage of intellect or intellectual responses that
fulfill the function of adaptation to new conditions. In Thorn-
dike's words, these constitute the organizihg hierarchy of-

\ habits used for solving new problems.

‘The third step in this scheme has up to now remained debat-
able. ‘It is the most complex and the least ‘studied. - Many au-
thors try to limit the whole scheme of development to two
stages, arguing that intellectual responses can be considered
as especially complex forms of habits and therefore should not
be isolated as a special class. It seems to me that contempo-
rary experimental research provides solid foundations for con-
sidering this argument settled in favor of recognizing a third
class. The intellectual response, characterized by several
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essential features in origin and functioning; even in the area
of animal behavior, as Kohler's research showed, cannot be
put in the same class as the mechamcal formatmn of habits
resulting frorn trial and error.

True, we must not forget that the stage of intellectual re-
sponses is very closely connected with the second stage in the
development of behavior and relies on it. But this is a general
phenomenon that applies equally to the second stage in the de-
velopment of behavior.

In my opinion, one of the most fruitful theoretical ideas ge-
netic psychology has adopted is that the structure of behavioral
development to some degree resembles the geological struc-
ture of the earth's core. Research has established the pres-
ence of genetically differentiated layers in human behavior.

In this sense the geology of human behavior is undoubtedly a
reflection of '"geological” descent and brain development.

If we turn to the history of brain development, we see what
Kretschmer calls the law of stratification in the history of de-
velopment. In the development of higher centers, "older, lower
venters do not simply fall by the wayside. Rather, they work
further in the general union as subordinated centers under the
direction of hlgher ones so that, in the undamaged nervous sys-
tem, it is usually impossible to define them’ separately."

The second pattern in brain development is what can be
called the transition of functions from below upward. "The
subordinated centers do not fully retain their original type of
functioning. Rather, they relinquish an essential part of their
former functions to the new centers above them." Only when
the higher centers are damaged or their functioning is weak-
ened does the ""subordinated structure become independent and
show us elements of its former type of functioning that have
been retained." &

Thus, we see that the lower centers are retained as subordi-
nated structuresinthe development of higher ones and that brain
development proceeds in accordance with the laws of stratifica-
tion or construction of new levels on old ones. The old level
does not die when a new one emerges, but is copied by the new
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one and dialectically negated by being transformed into it and
existing in it. Instinct is not destroyed, but "cbpied"‘ in con-
ditioned reflexes as a function of the a.nc1ent brain, which is -
now to be found in the new one. Slrmlarly, the condxtxoned re-
flex is ""copied in intellectual action, s1multaneously existing
and not existing in it. Two equally important problems confront
science: it must be able to distinguish the loWer stages in the .
higher, but it must also be able to reveal how the hlgher stages
mature out of lower ones.

.Werner has recently proposed that the behavior. of the mod- -
ern, cultural, adult human can be understood only "geologl- )

__cally," since various genetic layers whlch reflect all the stages
‘through wh1ch humans have traveled in their ‘psychological de-

velopment, are preserved in'it. He says that psychological
structure is characterized by not one, but several layers de-

posited on one another. Therefore, in a genetic examination
even the individual d1splays certam phases in ‘behavioral de-
velopment that have already been completed genetlcally Only

a psychology based on elementary units sees human behavior

asa united, closed sphere. Contrary to this, modern psychol-

ogy is establishing that humans display various genetic states
in their behavior. Werner sees the disclosure of this
genetic, multilayered behavior as the main problem for
modern research, '

- Blonsky's en'tireb,ook Psychological essays is based on such

a genetic analysis of human behavior. The new idea included -

in it is that everyday human behavior can be understood only

by disclosing the presence of four general fundamental genetic
stages through which behavioral development passes Blonsky
distinguishes sleeping life as the primitive state of life, primi-
tive awakening life, life of incomplete awakenmg, and fully
awakened life. This unified genetic scheme embraces both
evefyday human behavior and the history of its development,
which spans many thousands of years. It would be more accu-
rate to'say that it considers everyday human behavior from the

point of view of this long history. In this regard it provides a

splendid picture of it since the historical point of view canbe™
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applied to general psychology, to the analysis of the behavmr
of modern humans.

The'histoi‘y of signs, however, brings us to a much more
general law governing the development of behavior. Janet calls
it the fundamental law of psychology. The essence of this lar]
is that in the process of development, children begin to use the
same forms of behavior in relation to themselves that others

initially used in relation to them. é:hﬂdne‘nwma;_‘ﬁ’rﬁthEBS@ei“&é;. D

forms of behavior,z dmtnansf.enwthes Horms.to themselves,

With regard tor area of interest, we could say ay that the valid-

ity of this law is nowhere more obvious than in the use of the ..

Fig

«»ﬂ" =
sigh, A“sign is always originally a means- used-for- social pur-" -\ -

poses, a means of influencing others, and only later becomes

a means of influencing oneself. Many factual connections and <

dependencies formed in this way have been found in psychology."
For example, we could point out what Baldwin discussed in his
time and what Piaget has developed more recently in his re-
search. This research has shown that there definitely is a
genetic tie between a child's argumentation and his/her reflec-
tions. The child's logic corroborates this tie. Logical argu-
mentation first appears among children and only later is united
within the individual and internalized. Child logic develops only
along with the growth of the child's social speech and whole
experience. In connection with this it is interesting to note that
in the child's behavioral development, the genetic role of the
collective changes. The higher functions of child thought at
first appear in the collective life of children in the form of
argumentation and only later develop into reflection for the
individual child, Piaget established that it is the emerging
transition from preschool to school age that results in the
change in the forms of collective activity, and that on this basis
the very thought of the child is altered. He writes, "Reflection
can be viewed as internal argumentation. One needs only to -
remember speech, which initially is a means of social inter-
action and only later a means of thought (in the form of inner
——————speech), in order for the applicability of this law to the history

e T s on S s+
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of the child's cultural development to become quite clear."
Nevertheless, we would have said very little about the sig- -

'mflcance of thls law if we were unable to show the concrete

forms in which 1t is manifested in cultural development Here
let us link the action of this law with the four stages m‘ behav-
ioral development mentioned earlier. If we take this law into

1nternal to hlgher mental functlons was at one time external

uld say that the‘relatmns arnong h1gher mental functlons were

at some earlier ‘time actual relations among people. ..ngharll.
ze&ateﬁgg)ﬁgtg§eg,as,gmp;§ﬂg;elgt%w . Just as verbal thought -
is the transferal of speech to an internal level, and just as re-
flection is the transferal of argumentation to an internal level, ‘
the mental function of the word,* as Janet demonstrated, cannot
be explained. except through a system extending beyond md1v1d-
ua.l humans T;Q&wmdxsxﬁmsgiun to is.its social functl

*Throughout this section Vygotsky consistently uses the term
word | slovo] where it may appear to many readers that speech
[rech'] would be more appropriate. Since Vygotsky's emphasis
here is on how signs mediate social and individual activity
rather than on the process of speech activity, it would seem
that his use of word rather than speech is significant. There-
fore, I have maintained this distinction in my translation. It
should be noted, however, that one should not take the term
word too literally. Since itisused inconnection with Vygotsky's
ﬁrul concern with sign mediation, it does not refer solely
to morphological units; rather, phrases, sentences, and entire
texts fall under this category as well. — J.V.W.

consideration, it becomes quite clear why everything that is /)'

§
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I shall not evaluate the validity of the main body of Janet's
theory of speech. I want only to say that the research method
he proposes is indisputably correct from the point of view of
the history of the child's development. According to Janet,
the word initially was a command to others and then underwent
a complex history consxstmg of imitations, changes of func-
tions, etc. Only gradually was it separated from action. Ac-
c_ord_ing to Janet, it is always a command, and that is why it
is the basic 'rneans of mastering ‘behavior. ‘Therefore, if we
want-to clarify genetically the origins of the voluntary func-
tion of the word and why the word overrides motor responses,
we must inevitably arrive at the real function of commanding
in both ontogenesis and phylogenesis. Janet says that behind
the word's power over mental functions lies the real power of
the supervisor over a subordinate. Relations among mental
functions genetically must be linked to the real relations among
people. Regulation of others’ behavior by means of the word
gradually leads to the development of verbalized behavior of
the people themselves.

Speech plays a central role in the individual's social ties
and cultural behavior. Therefore, the -individual's history
is especially instructive, and the transition from the social
to the individual function emerges with particular clarity. '
It is no coincidence that Watson sees the essential distinc-
tion between inner and external speech as being that inner
speech is for individual rather than social forms of adap-

/’t'anon )

If we turn our attention to types of social connection, we
discover that evenrelations among people are of two types.

It is possible to have direct and mediated relations among
people. Direct relations are those based on instinctive forms
of expressive movement and action. When Kéhler describes
how apes wishing to get other apes to go with them somewhere
look the other ones in the eyes, push them, and start the very
action toward which they want to persuade their friends, we
have a classic case .of a direct social bond. It may be noted
that all descriptions of chimpanzees' social behavior abound
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in examples of this type. One animal influences another either
by means of actions or by means of instinctive, automatic, ex-
press"iVe.mqvements. Contact is established through touching,
cr‘ie'é,' 6r.gazes. The entire history of early forms of social
contact in the child is full of examples of this type. We see
contact here festéblis’hed by means of a cry, seizing with the
hands, and gazes. Y, -

Atahigher level of deVelopment, however , mediated relations
arhong people emerge. The essential feature of these relations
is the sign, which aids in establishing this social interaction,
It goes without saying that the higher form of social inter-
action, mediated by the sign, grows from natural forms of

“direct social interaction, yet is distinguished from it in an
essential way. = - Bk ;

Thus, the imitation and division of functions among people
are a basic mechanism for the modification and transformation
of the ind‘ii/id'ual's,functions. If we examine the initial for‘ms -
of labor “actiVit‘y,‘ we see that the function of execution of orders
and the function of ‘giving directions are separate. A major
step in the evolution of labor is that the work of the ‘supervisor
and that of the slave are united in one person. As we shall see
below, this is the fundamental mechanism of voluntary attention
and labor,.

In this sense, the child's entire cultural development goes
through three basic stages, which, using the breakdown intro-
duced by Hegel, we can describe as follows. : :

As an example, let us consider the history of the develop-
ment of the indicatory gesture. We shall see later that it
plays an extremely important role in the development of the
child's speech and in general is largely the historic basis of
all higher forms of behavior. In investigating its history we
notice that at fir'sit‘ the indicatory gesture is simply an unsuc-
cessful grasping movement directed at an object and desig- v
nating a forthcoming action. The child tries to grasp an object
that is too far away. His/her hands, reaching toward the ob-
ject, stop and hover in midair. ' The fingers make grasping

R N AR it oo

F o

The Genesis of Higher Mental Functions 161

movements. This is the initial situaition for all further devel-
opment; it is the first point where we see movements we have
a right to call indicatory gestures. Here we have a child's h
movements that do ndthing more than objéctively indicate an
object,

- When the mother comes to the aid of the child and compre-
hends his/her movement as an indicator, the situation changes
in an essential way. The indicatory gesture becomes a gesture
for others. In response to the child's imsuccessful grasping .
movement, a response emérges not on the part of the object,
but on the part of another human. Thus, other people introduce
thé:prvimary,sense, vin'to—this-unsuccessfulgrasping ‘movement, -
And only afterward, owing to the fact they have already connected
the unsuccessful g‘rasping movement with the whole objective sit-

~uation, do children themselves begin to use the movement as

an indication. The functions of the movement itself have under-
gone a change here: from a movement directed toward an object
it has become a movement directed toward another human beihg.
The grasping is converted into an indication. Thanks to this,
the movement is reduced and abbreviated, and the form of the
‘indicatory gesture is elaborated. We c¢an now say that it is' a
‘gesture for oneself, However, this movement does not become
a gesture for oneself except by {irst being an indication, i.e., .
function_ing objectively as an indication and gesture for others,
being comprehended arnd understood by surrounding people as
an indicator, Thus, the child is the last to become conscious

of his/her gesture. Its significance and functions first are
created by the objective situation and then by the people sur-
rounding the child. The indicatory gesture initially relies on

a movement to point to what others understand and only later

-~ Wezcoul itziszthroughrotherssthataw
yelopsi Mrselvestandathatithiszistruernotzonlywitt

tiont <Fhe,esseneerofstherproces;
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becomes an indicator for the child. ot
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purely logical form. T&egmd ’d;ua: evelops into-whatzhe/she
asat’hrmghm.hab-heéshezpru‘ ﬁ,&&&,‘thengs TFhisissthezpro
—/V. ’eesgof*themformatti‘@mfﬁhe&mﬁmduaﬂs For the first time in
psychology, we are facing the extremely important problem
of the relationship of externo.l and internal mental functions.
As has already been said, it becomes clear here why itis =
necessary that everythmg internal in higher forms was exter--
nal, i.e., for others it was what it now is for oneself. Any
higher mental function necessarily goes through an external

!/
\%\ Af stage in its development I because it is initially a social func-

[

tion. This is the center of the whole problem of internal and
‘external behavior. 1t is true that many authors long ago pomted
5 ---out the problem of internalization or the transferal of behavior
to an internal level. Kretschmer viewed the law of nervous
activity in terms of this process. Buhler reduces the whole
evolution of behavior to the fact that the selection of useful
actions is 1nterna11zed
 But this'is not what we have in mind when we speak of the
external stage in the child's cultural development. When
fwe speak of a process,"‘external" means "social.’" =ARy
’ e@hﬂaﬂ_ﬁnnetwrmwmextmmmmamem@wasgso‘@ﬁi’al
| eatms srempointabetorehe: bz ~r;=lvy§ment:wl
) %ﬁo@enml&wsﬁmslﬁaﬁs

uah :
¢ @4_'4!5171 the ch1ld we may follow the steps in the changes of these
three basic forms of development in speech functions. First,
a word must have sense, i.e., a relation to an ob]ect There
must be an objective bond between the word and what it signi-
fies. 'If this does not exist, further development of the word
is impossible. Moreover, this objective bond between the
word and the object mustbe used functionally by the adult as
a means of social interaction with the child; only then does
the word acquire significance for the child. Hence, a word's
meaning first exists objectlvely for others and only subse-
quently begins to exist for the child. All the basic forms of
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the adult's verbal social interaction with the child later be-
‘come mental functions.* S
We could formulate the general genet1c law of cultural de- "Jf\N
velopment as follows: Any function in the child's cultural de} L]
velopmeént appears twice, or on two planes. "First it appears ’X
on the social plane, and then on the psychologlcal plane. First~o & e
it appears between people as an interpsychological category, L&f /‘i‘:";g
and then within the child ‘as an intrapsychological category. Lo

This is equally true with regard to voluntary attention, logical ‘\“‘?i Ve N*Q
A NS ~
memory, the formation of concepts, and the development of /&QL; .
volition. We may cons1der this position as a law in the full ' ?; 3
sense of the word, but it goes without saying that internaliza- 2
tion transforms the process itself and changes its structure ~5

and functions: Somwlmrelahm&emr@@ﬁ;@nseamengxpeepleggg
mmetxeauymuadenehemasllsm?gh'erﬁfmctronsk Ltheir :
Hence, one of the basic principles of volition is that of the
division of functions among people, the new division into two
parts of what is now combined into one. It is the development.
of a higher mental process in the drama that takes place among
people. Therefore, the sociogenesis of higher forms of behav-

*In order to be consistent with the translation practices first
adopted in Vygotsky's book Thought and language, I have used
the words sense [ smysl] and meaning [ znachenie] here. It
seems that in this paragraph, however, Vygotsky is using the
term sense to deal with a problem of reference. In general,
the reader should note that in the translations of Vygotsky's
writings, these terms are not used in the way they are gener-.,
ally used in contemporary linguistics and language phllosophy e
in the West. Since the translation of Frege's writings into e
English, the term sense has been used in the West to signify =
what Vygotsky‘termed meaning | zhachenie]. The potential
confusion is compou'nded by the fact that some writings in
Enghsh use the term meaning to signify what Vygotsky meant
by sense [smysl] Vygotsky's final and most authoritative -
ana1y51s of sense and meaning may be found in the last chap-
ter of Thought and language — J.V.W.
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ior is the ba ic goal toward Wthh the child's cultural develop-
ment leads us.

;1;he w%g‘gs oci

individual behavior. They investigated individual responses
observed in the laboratory and then studied them. m ‘the. collec-
tive. ‘They studied how the individual's’ responses change in
‘the collectlve settmg Posing the problem’in such a way is,

of course, quite legitimate;- ‘but genetmally speaking, it deals
with the second level in behavmral development. The first
problem is to show how the individual response emerges from
the forms of collective life. 'In contrast to Piaget, we hypothe-
size that development does not proceed toward socialization,
but toward the conversion of social relations into mental func-
tions, Therefore, the psychology of the collective in child de-
velopment emerges in an entirely new light. Usually, the ques- |
tion has been asked, How does one or another child behave in~ ’
the collective? We ask how the collective creates higher men- \
tal functions in the child. It has been suggested that a function - 3
is in the individual's head in a semiprepared or rudimentary )
form and that it matures in the collective, is made more com-
plex is raised to a hlgher level and enr1ched or, conversely,

als&eas@pphe. 0.0

e widest sense_ofsthezword, it m

N one could. p pomt to the fact that the sign, like the tool is sepa-
I A rate from the individual and is in essence a socw.l organ or a

i social means. We may even go further and say that all higher
Q«f - ... functions. are not developed in blology and not in the rhlstory of

2l ~trons:aare§1nterna*lrz ed=socialer: i
Mgheng- entalfunctions.are the] as&@fﬂxe»mdmdnal @\\ \
sggaaﬂ clues Theirscompositionpgeneticsstructureszand N7

z0f=actions — maagwﬂﬁggwfzhemmwholemmra—«lmemalu
P M%%QMMM@mmntﬁschﬁmhm I EPFETITAIS
X K - Lngthmmwm.pnmazt%sphenemﬁumemgsme, %
%amsﬂ&e«fmn@ﬁemf%smlm&e«%cmb Sl I ‘\
To paraphrase a well-known position of- Marx Sy lwe could say
that humans' psycholog,wal nature represents the aggregate of
internalized social relations that have become functions for the
/l individual and forms of his/her structure. We do not want to
N \’Jr -say that this is the meaning of Marx's posmon but we see in
S \ this position the fullest expressxon of that toward which the his-
tory of cultural development leads us.
In the ideas developed here we have tried to convey in sum-
mary form the basic pattern we have observed in the history
of cultural development ‘They are directly connected with the
problem of the child collective. On their basis we have seen
that higher mental functions. such as the function of the word,
are first divided and distr ibuted among people, and then become
functions of the individual, If we analyzed only the individual's
behavior, it would be 1mpossxble to expect anything like this.
Formerly, psynholouxsts tried to derive social behavxor from

‘'was able to reflect on, give reasons for, construct proofs for,
and search for the founddtlons of any position. An argument
was spawned out of the clash of such reflections. But, in fact,
matters stand otherwise. Research shows that reflection is
spawned from argument The study of all the other mental
functions leads us to the same conclusion. : J
In discussing how we pose our problem and develop our re- i
sea.rch method, we have an opportunity to clarify the great sig-
nificance that the comparative method of the study of the nor-
mal and abnormal child holds for the history of cultural devel-
opment. This is a basic method of research that is widely used
in modern genetic psychology It allows us to compare the-
convergence of the natural and the cultural lines in the develop-
ment of the normal child with the divergence of these two lines
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“in the. development of the abnormal child. I should hke to dwell
in more detail on the 51gn1f1cance of all our basic positions
concernmg the analysis, structure, and genesis of cultural
forms of behavmr for the psychology of the abnormal child.

‘We shall start with the basic postulate established in our
analy51s of higher mental functions. This postulate is that one
must recogmze a natural basis for cultural forms of behavior.
Culture creates nothmg, it simply mod1f1es the natural environ-

ment to conform to human goals. The_refore, it is.quite natural

that the cultural development of the abnormal child will be thor-
oughly permeated with the influences of his/her basic defect
or def1c1ency Natural processes — the elementary processes
upon wluch higher cultural modes of behav1or must be con-
structed — are inadequate; and that is why it is 1mposs1ble
for higher forms.to emerge and develop sufficiently in such
cases ThlS is because of the poverty of the material that is
at the founcianon of cultural forms of behavmr This feature
is noticeable in children with a general delay in development,
i.e., mentally retarded children. We recall that cultural forms
of behavio’l are based on well-known indirect paths that are
formed from the simplest elementary connections.  This purely
associative substratum of the higher forms. of development the
foundation upon which they emerge, turns out to be weakened
in the mentally retarded child.

But the second postulate in our analysis introduces an essen-
tial addition to what we have just been saying. - It shows that
in the process of cultural development one set of functlons in
the child replamdlrect paths emerge.
This creates completely new p0551b111t1es in the abnormal
child's development., If the child cannot accomphsh something
by using a direct route, the development of indirect paths be-
comes the basis for hls/her compensation. The child begins
‘to use mdu'ect paths to accomplish what he/she cannot accom-
plish dlrectly This substitution of functions is the foundation
of all the cultural development in the abnormal child. Remedial
education is full of examples of such indirect paths and compen-
\—atory substitution in connection with cultural development.
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The third postulate outlined above says that mediated activity
or the use of external signs as a means for the further develop-
ment of behavior is the foundation for the structure of cultural
forms of behavior. Thus, the isolation of functions and the use
of signs have special 51gn1£1cance in all cultural development.
Observations of abnormal children indicate that when these
functions are preserved in undamaged form, we actually have
a more or less satisfactory compensatory development; but
when they turn out to be delayed or disrupted, we have cases
of the child's cultural development having suffered. On the
basis of his exper1ments Eliasberg proposed a general thesis

-concerning the fact that the use.of auxiliary means can serve-
-as a reliable criterion for diagnosis. This criterion ‘allows one
o) distinguish any form of weakness, underdevelopment, dis-
ruption, or delay in the 1ntellectual activity of the retarded
child. Thus, the ability to use signs as auxiliary means of be-
havior.apparently disappears only with the onset of retardation.

Finally, our fourth and final postulate reveals a new perspec-
tive on the abnormal child's cultural development. We have in
mind what we earlier called the mastery of one's own behavior.
With regard to the ‘abnormal child, we could say that one must
distinguish the developmental stages of any function and the de-
velopmental stages of the mastery of this function. Everyone

~knows what a great disproportion there is between higher and
lower functions in the mentally retarded child. ‘What is char-
acteristic for a debility is not so much the general, uniform
deterioration of all functions as the underdevelopment of the
higher functions along with relatively satisfactory development
f the elementary ones. ' Thus, we must not only investigate
what kind of memory the mentally retarded child masters but
' also the degree to which he/she is able to use this’ memory
The underdevelopment of the mentally retarded child consists
first of all in the underdevelopment of higher forms of behavior
1 in the inability to master his/her own processes of behavior

>

and to use them.
0 a significant degree, we are returning from another direc-
tion to the idea proposed by S€guin when he saw the essence of

US| U
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r idiocy as the underdevelopment of volition. If we understand
» volition in the sense of mastering oneself we would be dlsposed
to go along with th1s opinion a.nd emphasize that the main source

f all underdevelopment in the mentally retarded child is in a

defect of the mastery of one's own behavior. Lindvorskii ex-
pressed this in a somewhat paradoxical form when he tried to
~reduce the basis of intellectual activity to the perception of
‘relations and emphasized that in this sense the intellect as a
function of the perception of relations is' no less characteristic
of the idiot than it was of Goethe and that the entire vast differ-
ence between one and the other consists not of this, but of other,
higher, mental processes. Hence, we could arrive at the funda-
_mental notion with which we conclude our remarks on the spe- : ’
cial features of the abnormal child's cultural development We

can say that the secondary complications of mental retardatmn
are always: first, pr1m1t1v1sm as general cultural underdevelop-
ment based on organic brain underdevelopment and second,
some underdevelopment of voluntary control, a fixation at the
infantile stage in the control over oneself and one's behavioral
processes. Fmally only in the third and last place must we
consider the basic growth in the complexity of mental retarda-
tion or the general underdevelopment of the child's whole per-
sonality. ‘

Let us now turn to some concrete problems in the develop-
ment of higher mental functions. By examining them we will
be able to understand better the data from the psychology of
education and the child.

In general, can we apply the concept of development to the
changes that concern us? After all, when we speak of the idea
of development, we have in mind a very complex process that
is defined by a number of features. The first feature of this
process is that with dany change, the substratum at the basis
of the developing phenomenon remains the same. The second
feature is that, to a large extent, any change has an internal
character.. We should not label as development a change that
was completely unconnected with an internal process in the or-
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ganism and is a form of an activity. Thus, the second basic
feature that characterizes the concept of development is the
unity of the entire process of development, the internal con-
nection between a past stage of development and the emergmg
change.

With this in mind, we must point out that for a very long
time, mvestlgators in child psychology refused to consider the
ch1ld's cultural experience as an act of development. It was
usually said with respect to this: what can be labeled develop-v
ment is what proceed_s from the inside out. What goes from
outside in is schooling, because we never find a child who would
naturally develop arithmetic functions in nature; but as soon
as the child attains, say, school age, or somewhat earlier, he/
‘she grasps a number of arithmetic concepts and 10g1ca1 opera-
tions in their outer form from surrounding people. It would
seem, therefore, that we cannot say that the elght-year old's
acquisition of add1t1on and subtraction and the nine- -year-old's
acquisition of multiplication and division are natural results
of the child's development. These are external changes coming
from the environment and ‘are not in any way a process of in
ternal development. ' » -J-

However, deeper study of how the child's cultural experience
is accumulated has shown that several of the most important
features necessary for applymg the concept of development are
present in this case.

As research has demonstrated, the first feature is that any"\
new form of cultural experience does not simply come from
outside, independently of the state of the organism at a given
pomt of development. The fact is that the organism that is
mastering external influences masters a number of forms of
behavior or assimilates these forms depending on its level of
mental development. Something similar to what is called nour-
ishment in the field of physical growth occurs — that is, the
child masters certain external things. However, these external
materials are reprocessed and assimilated in the organism.

For example, let us assume that a child who does not yet"
know the cultural forms of arithmetic enters school and begins
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to learn the four arithmetic operations. - The question arises:
~Can one demonstrate that this mastery of the four arithmetic
‘opera.tlons occurs as a process of develop‘ment i.e., is deter- _
mined by the presence of {a certain] knowledge of arithmetic -
with which the child entered school? .

It turns out that such is.indeed the case. This provides a
foundation for knowing what to teach at different ages and at .
different levels of instruction and explains the fact that during
the seventh to eighth year it becomes possible for the child to
master these operafions for the first time, because the devel-
opment of knowledge about arithmetic has occurred in the
child. " If we examine children in grades one through three
in elementary school,* we find that for two to-three -years--
the child still displays traces of the preschool, natural arith- -
metic with which he/she entered school. Likewise, it turns
out that when the child is learning various operations in school
in what would appear to be purely external form, in reality he/
she is mastering any new operation as a result of the process
of development. ' :

I'ysh'al‘l try to show this at the end of the paper, when I ana-
lyze the concepts of mastery, invention, and imitation, i.e., all
the means with the help of which new forms of behavior are
mastered. I shall attempt to show that even when it would seem
that the behavioral form is mastered by pure imitation, one
cannot exclude the possibility that it arose as a result of de-
velopment, not simply by imitation.

In order to be persuaded of this, it is ‘sufficient to demon-
strate in an experiment that any new form of behavior, even
one mastered from outside, has various features. It is natural
that such a form is built on the preceding one and that it be-
comes possible only on the basis of the preceding one. If some-
one were to succeed in showing experimentally that it was pos-
sible to' master some cultural operation directly in its most
developed stage, it would have been demonstrated that we were

*In the Soviet Union children enter first grade at age
seven, — J.V.W.
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not dea.lmg with development in this case, but rather with a
superhcml mastery, i. €., with some kind of cha.nge by virtue -
of purely superficial 1nf1uences However studies have shown
us that every external action is the result of an internal ge-
netic’ pattern On the basis of experiments we can say that the
child — even the prodigy — can never master the last stage
in the development of operations immediately or any earlier
than by going through the first two stages. In other words, the
inculcation of a new cultural operation is broken down into a
series of links or stages that are mternally connected with one
another and follow one another. Once we realize this, we have
the basis for applying the concept of development to the accu-
mulation of internal expe_nence. This is the second feature we.
spoke of earlier.

It is clear that this will be a completely different kind of de-

-velopment from the development studied in the emergence of

the child's elementary functions. This is an essential distinc-
tion, We know that in the development of fundamental forms .
of human adaptation, in the human struggle with nature, the
essential distinction between zoological and historical human
development is that in the first case, anatomical changes occur
in‘the organism and the biological development takes place in
the living organism on the basis of the structure's organic
changes. In the second type, extensive adaptation to nature oc-
curred in human history without such organic changes.
Finally, one must point to the connection between the child's
natural behavioral development based on organic maturation

‘and the types of development we have dealt with. This connec-

tion has a revolutionary rather than an evolutionary character.
Development does not take place by means of gradual alteration
or change, by the accumulation of small increments, the sum
of ~which finally provides some kind of essential change: from
the very beginning we observe a revolutionary type of develop-
ment. In other words, we see sharp and fundamental changes
in the very type of development, in the motivating factors of
this process. It is well known that this mix of revolutionary
and evolutionary changes does not exclude the possibility of
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applying the concept of development to this process.

Let us now turn our attention directly to examining the types
of development. We know very well that in contemporary child
psychology two’ theories of genesis are more or less generally
accepted. One of these theories dlstmgmshes two basic levels .
in the- development of behavior; the other dlstmgulshes three.
The theory that distinguishes two levels is inclined to point -
out that all of behavior is developed in two basic stages. The
first is the stage of instinctive behavior, or the stage of the
unconditioned reflex — the inherited or innate function of be-
havior. The second stage — the stage of reflexes acqulred in
individual experience, or conditioned reflexes — in the case

-of- a.mmals is the stage.of training..

~ The other theory splits up this second stage the stage of
reflexes acquired in individual ‘experience, even further and
identifies a stage of mtellectual responses. What distinguishes
this third stage from the second? Very briefly, we may say.
that the essential_distinction is, on the one hand, the way a re-
sponse emerges and, on the other, the nature of the function

[ that the response serves] , i.e.,the biological purpose of there-
sponse as opposed to a habit that emerges only through-trial
and error or as a result of stimuli that always come from a
source outside the organism. In the latter case — the case of
intellectual responses — a well-known answer emerges such
responses are obtained, apparently, as the result of some kind
of short circuit, i.e., some kind of complex, central, internal
process that arises on the basis of exciting a number of neigh-'
boring centers, as a result of the creation of a certain new
pathway.

Consequently, we are dealing with a response of an explosive
type that is extremely complex in its emergence. Its mecha-
nisms. are as yet unknown, as our knowledge about brain. pro-
cesses is still at a very rudimentary stage of development.
Meanwhile, if the function of an instinctive response is distin-
guished from the function of habits, then the function of habits
is also distinguished from the intellectual function. After all,
if the biological function of a habit is to adapt to individual con-
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ditions of existence that are more or less clear and simple,
the function of intellectual behav1or is to adapt to changing en-
vironmental conditions and to the changmg circumstances of

. new ‘conditions. There is an ongoing argument among psychol-

ogists on this point: those who refuse to consider the intellect
as a special level in nature claim it is not a special level, but
only a special subclass within the same class, the acquisition
of habits. It seems to me that it would be scientifically danger-
ous to restrict ourselves to two classes of development of a
child's behavior, inherited and acquired experience. Within
the second — acquired experience — on the basis of our knowl-
edge we rnust establish at least two, perhaps even more, stages.
- Consequently, it would seem to us to be correct, given our
present stage of knowledge, to take the point of view defended
by the American psychologist Thorndike that distinguishes two
levels, thev'hereditary and the individual, or the internal and
the acquired, and to distinguish two behavioral stages or groups
of responses.. On the one hand, we have habits inherited for
the adaptation to the more or less protracted conditions of in-
dividual existence. On the other, we have an entire hierarchy
of habits directed at solving new problems as they confront
the organism, in other words, the hierarchy of those responses o
about which we have been speaking. 3 >
The connections among the developmental stages that interest 7
us in child psychology are dialectic. Each successive stage in
the development of behavior is the negation of the preceding
stage. Itisa negation in the sense that the qualities peculiar

to the first stage of development are copied, destroyved, and

sometimes transformed into a higher stage. For example, if
we take an unconditioned reflex and follow what takes place with 5
regard to it when it is converted into a conditioned reflex, we i
see that several qualities connected with its inherited charac- |
ter (1ts stereotypic nature, etc.) are negated in the conditioned
reflex because the cond1t1oned reflex is a temporary, flexible
formation that yields extremely easily to the influence of out-

side stimuli. In addition, the conditioned reflex is peculiar to i g

only a particular individual not in accordance with nature or
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" heredity, but as the a,cqu:ired_ conditions of experience. - »
- Thus, any subsequent stage involves the change or negation

of qualities of the

the preceding stage exists within the following stage.- The con- 7
ditioned reflex, for example, shows this: it has the same quali-
ties as the unconditioned reflex; it is the same instinct, but it

appeafs and exist
expression.

Modern dynamic psychology attempts to study the source of
energy kbeh‘md vafious forms of behavior.' For example; in
several types of instinctive changes, ""dynamic" psychologists
point to language acquisition and its influence on behavior. Of

" ¢ourse, this is of

of volitidn, to which I shall return below. The fundamental -

question posed by
as follows. Mode

eat dinner whereas an animal is directed by the same instinct

to gather the food

pehavior in nature is based entirely on instinctive response.
Although the human being is ‘also hungry, his/ﬁher mode of

behavior is based
the first case we
follows another.’
ditioned changes.

tural behavior, we see that the ultimate motivation for this be-
havior, its energy base, and its stimulus is, of course, the same
instinct or material requirement for the organism. It sets the

animal in motion

in conditioned reflexes. In the second case this instinct exists
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preceding stage. On the other hand, however,

s in a different form and takes a different

great interest to us in relation to the problem

psychologists is clear and can be illustrated
rn-day humans are guided to a restaurant to

necessary for its existence. The animal's

on quite different conditioned reflexes. In
have a natural reflex in which one response
In the second case we have a number of con-
However, if we look closely into human cul-

in cases when instinct is not always needed

in latent form, and the behavior is necessarily connected with
the changing series of qualities of the instinct.

In the case of the conditioned reflex and intellectual response,
we have just,suth a dialectical relationship, infwhich’the pre-
ceding stage is negated while being preserved in latent form.

In one of Thorndike's well-known examples connected with »
arithmetic problems we find ‘that in solving a problem the child

does not apply an

y responses other than those acquire_d as habits
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or a combination of habits that have been used to solve new
problems in the past. Thus, in this the intellectuai response
negates habits that are, as it were, latent responses directed
at the solution of problems confronting the organism. In this
manner several properties of the habits are obliterated by the-
intellectual response. At the same time, however, the intel-
lectual response, as it turns out, is essentially reduced to.
nothing except a system of habits,. This system or organization
of habits is considered to be the proper matter of the intellect.
" Turning our attention to the succession of stages in the nat-
ural development of behavior, we must say something similar
with regard to our fourth stage in the development of behavior.
Perhaps we should acknowledge that the higher behavioral pro-

- cesses about-which - we shall be speaking are also related to. . .
‘natural behavior and that every stage in natural behavior is

related to former stages: to a certain extent it negates the
stage of primitive behavior yet retains the same natural behav-
ior in latent form.

As an example we shall take an operation such as memory
aided by signs. We see here that, on the one hand, this type of
memory operates unlike memory based on habits. Memory
based on the intellectual response possesses some prope’rties
that are absent in the first case. At the same time, analysis
has shown that if we separate the process of memory using
signs into its composite parts, we can easily determine that
this process contains the same responses that characterize .
natural memory, but in a new combination. It is this new com-
bination that is the basic object of our research in child psychology.

Of what do these fundamental changes consist? They consist
of the fact that at the higher developmental stages of nature,
humans master their own behavior; they subordinate their own
responses to their own control. Just as they subordinate the
external forces of nature, they master personal behavioral
processes on the basis of the natural laws of this behavior.
Since the laws of stimulus—response connections are the basis
of natural behavioral laws, it is impossible to control a re-
sponse before controlling the stimulus. Consequently, the key
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to the ch11d's control of h1s/her behavior lies in mastermg the
system of stimuli, The child masters an arithmetic operation
by mastermg the system of arithmetic stimuli. In the same

way, a child masters all other forms of behavior by mastermg
the stimuli. But a system of stnnuh is a social force provided

externally to the child.

‘In order to make all this clear, we must follow all the stages
through which children pass in mastering their behavior.. For
this we shall introduce an expemmental example we already
used when dealing with selection. It would be appropriate here
to outline how this response changes in the case of memory
and why we define the properties of developfnent in terms of.
these. chanp,es e

What does the development of a selectlon response con51st
of in a child? We know that in ord_er to investigate this process
we can select, say, five to eight stimulus cards and present
each one to the child paired with a different response. For
example, he/she istold to respond toblue by raising one finger,to
red by raising another,and to yellow by raising athird. We have
known for a long time thatdata from experimental psychology have
indicated that this selection response is established when the .
child is about six years old. With adults as'subjects, it has
also been determined that a complex selection response is sig-
nificantly more difficult to form and that with many stimuli, a -
special effort is required to establish the bond between stunuh
and their respective selection responses.

For example, if we ask a subject to respond to a’xjed card
with the left hand and to a blue one with the right, the selection
can be quickly established; the response will occur more easily
than if we provide a choice of three to four or five to six colors.
We have already noted that previous experiments have led psy-
chologists to conclude that the selection response does not
really require subjects to select; they have claimed that sub-
jects display a different process, which can only superficially
be called selection. In fact, this is not the case. Several
[ other] nvestlgatlons have provided evidence for the notion
that a very complex form of behavior underlies this selection
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response, that we must d’istinguiSh random stimuli from or-
ganized stimuli, and that a chain of several conditioned con-

“‘nections occurs in these responses — or, in the termmology

used earlier in psychology, we have ev1dence for the notmn
that an instruction has been consohdated If we use a memory
aid; something that charactenzes the processmg involved in
remembering an- mstructlon we can estabhsh a correct selec-
tion response more easily.

Let us consider the follow,ing’case: we give six-, seven-,
and eight-year-old children a long list of stimuli, say, a list
of pictures, and request them to respond to each picture with
a separa_te movement. These movements may be either press-
1ng a correspondmg key or making a movement with a finger.
In this problem we allow the sub]ects to use certain external
means in the solution of the internal operation;, and we observe

~how the children behave under such conditions.

It is interesting that children always undertake this task:

‘the'y never refuse to do it. They are so unfamiliar with their

mental powers that this problem does not strike them as im-
p‘o'ssible.‘ Conversely, when adults are asked to do this, they
always refuse, saying, "No, I will not remember this and will
not be able to do-it."" And, in reality, if these instructions are
given to adults; they request them over and over, return to the
previous color, and ask with which finger they must respond
to a color. When children undertake the task, they listen to
the instruction and immediately try to carry it out. : :
Usually the children run into difficulties immediately and
make mistakes 90% of the time. But children who are slightly
okier and who have learned one or two responses spontaneously

ask which finger must be used for each of the remaining stimuli.

The earliest stage in the child's development has been studied
and described, and we can justifiably call it the stage of natural

.or primitive responses. We label it thus because it is a stage

universal in all children. In the vast majority of cases, chil-

dren at this stage behave with simple responses. It is a primi-

tive stage because children's behavior in this case is deter-
mined by the resources.of their immediate impression, by the
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natural state of their brain apparatus. Indeed, if children try
‘to master a Lomplex selection response with ten stimuli, this
is explained by the fact that they do not yet know what their
capabilities are. They operate in a complex situation as-they
do in a simple one — in other words, they try to respond to a
complex structure with prmntlve means.

We conducted another experiment as follows. When a child
did not use some sort of mediational means in this task setting,
we tried to introduce a certain modification into the experiment.
We gave him/her a second series of stimuli, This is the basic
method usually employed in studying children's cultural behav-
ior. In .xddmon to.stimuli that must evoke a specific selection
response; we gave the child several addxtlonal stimuli: several
pictures affixed to various keys. Given this s1tuat10n we sug-

gested-that-he/ she-associate a particular picture with a spemflc
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picture of the horse, first telling the child that he/she must
press the key with the knife for the picture of thé horse, the
child did not notlce that the other auxiliary pictures were pres-
ent. When we asked h1m/her whether or not he/she could re-

member them the child confldently answered that he/she could.

He/she hstened to. the instructions, but when we actually
‘changed the position of the pictures, the child did not give the
correct selection response. This stage was manifested in chil-
dren in various ways; but what was common to the behavior of
all the children was that they relied on these pictures while

not yet understanding that the picture somehow played a role.
They remembered that the picture of the horse somehow helped

‘them find the key with a picture of a sleigh on it. The child

con51dered thls inner complex connection from a purely ‘exter-

key. For example, the child was given a problem in which, on
presentation of u picture of a horse, he/she was to press a key
bhowmg a sleighs In this case when the child received the in-
structions, he/she already had seen that upon being presented
with a picture of a horse, he/she must press the key with ‘the
sleigh on it, or given a picture of bread, the key displaying a
knife. The child lesponds very well in thlb situation. With.
this type of response we have already gone beyond the primi-

of something more than primitive conditions. A rule emerges 3
for the child for solving the problem. He/she makes the selec- &
tion with the help of a generalized response, and the nature of

by
tive stage, because the child is requ1red to respond on the basis :

the response changes. In this case it turns out that the law -~ - '
stating that increased training is necessary to process a larger 3

number of stimuli no longer applies: the results are the same
with four or eight, five or ten stimuli. - The latency of the re-
sponse does not change..

_ But it would be a mistake to think that the child has fully
mastered a given form of behavior directly. One needs only
to take the same pictures and present them in another way to
see that there was no such direct connection, When we put the
key with the knife in place of the key with the slelgh over the

"

fact that the picture must help hlm/her, although he/she was
unable to explain the inner connection that was at its foundation.
An experiment carried out with a little girl can serve as a
simple example of this stage in the development of the child's
operations. The mother gave the little girl a command simi-
lar to the command in Binet's test: Go into the next room and
carry out three simple operations. In one case the mother gave
the command several times; in another, she gave it only once.
The daughter noticed that when the mother gave the command
several times, it was successfully executed. She remembered
this and finally began to understand that it was necessary for
the mother to repeat the order several times. When the mother
gave a new command, the daughter said, "Repeat it again," and
without listening, ran off. She noticed the connection that ex-
isted between repetition and success in fulfilling the task, but
she did not understand that it was not the repetition itself that
was responsible. She did not understand that one must listen
to the repetition and assimilate it and that only then would it
be easier to carry out the task. Hence, it is characteristic of
this stage to have an external connection between the stimulus

and response in place of an inner psychological connection be-
tween them.
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it is mterestmg that phenomena similar to this observed in
pr1m1t1ve humans are often labeled ''magical thinking.' " Such
thinking is posexble because of msuiﬁment knowledge of the
laws of nature and becduse of the fact that prlmmve hu-

© mans accept the . connectlon between thoughts as a connection
fbetween things. One of the typu.al torms of magic is the fol-

lowing. In order to harm a person, pr1m1t1ve people pract1ce

‘witcheraft. - They try to get a'lock of hair or the portrait of a

particular person and burn it, assuming that they will thereby
inflict harm on the person. Here we have a case in which a -
mechanistic connection of thoughts is confused with a connec-
tion of objects. -How do pr1m1t1ve people summon rain? They
try to do this by using a magical ceremony. First they begin -
to blow through their fingers, imitating the wind. - Then they
organize a ceremony in which water falls into sand. If the sand
gets wet, it means that this ceremony will summon rain. The
mental connection is transformed into a material one.

‘The opp051te phenomenon occurs in the child durmg the stage
we are dlscussmg The connection between things is taken for
the connection between thoughts, The connection between two.
pictures is taken as a psychological connection. In other words,
the child is using an external association while not understand-
ing the true nature of the rule involved. We can call this the
stage of "naive psychology." The very label '"naive psychology"
is mtroduced together with the ‘label "naive physics' by Lipmann’
& Bogen and also by Kohler. It signifies that if there is naive
experience in the practlcal use of tools in animals, then humans
have analogous nalve experience relative to their psychological
‘operations. In both cases the experience is naive because it is
acquired through direct, nalve means. But since this nalve ex-
perience has limits, the naive physics of the ape leads to a
number of mterestmg phenomena. Inasmuch as apes have too
little intelligence relative to the physical means of their bodies,
they construct this nalve physics on the basis of visual ‘experi-
ence, and somethmg not unlike the well-known observation by .
Kohler is obtained: if apes have learned how to get fruit with
the help of a stick, then when they do not have a stick in hand,
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they run-to a straw and try to use it to obtain the fruit. Why =
is such a mistake possible? Because visually a straw is sim-
ilar to the stick, and apes do not know the physical qualities of
the stick. They operate in _exactly the same way with a boot
with the fla.ps of a straw hat, with a towel or with any ob]ect N
"What is even more interesting is that these shortcomings of
naive physics appear in apes when they want to place fruit in
a high p_osition. ‘They try to put a box in the corner or -at the.
edge of the cage and fly into a rage when the box falls. Another
ape put the box against the wall at shoulder height and pr’essed‘
it to the wall in the hope that the box would stay in such a posi-
tion. All these operations of apes are easily explamed by their
natural hfe in the forest, where they acqulre naive physical ex-

»perrence. This naive physical experience allows them to grasp
‘twigs that all grow from the tree's trunk in the same direction.

It also allows them to attach the box to the wall. All of these
misguided operations are evoked in apes by their inadequate

»knowledge'of the physical means of their own bodies and of

other bodies.
When carried out with children, this experiment indicated

that their use of tools was also a functxon of their naive physics,

i.e. , of how much children who had already acquired some ex- .
perience turned out to be capable of using objects as means and
of understanding the functional role of these objects.k Analo-
gously, as a result of the practical use of signs, the child gains
experience in their use that is stillnalve psychological experience.

In order to understand that after repetition it is easier to
remember one must be experienced in memory tasks. It has
been observed in experiments how this remembering takes
place. It is understandable that children's memory grows
stronger with repetition, Children who do not understand the
connection between repetition and memor'y do not have adequate
psychologma.l experience and use thls experience nalvely

‘Is this nalve psychological experlence acqulred” Undoubt-
edly, like naive physical experience, it is acquired by virtue
of children's operating with objects, carrying out movements,
mastering some qualities of the objects, and learning to approach
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them. Sxmllarly, in the process of their adaptation, cluldren
remember and use varlous instructions, i.e., they perform
several psychologmal operatlons In executmg these operatmns
children accumulate and master certam naive psychological
experience. They begin to understand how one must remember
and what memory involves. When they understand this experi-
ence, they begin to use one or another sign properly. Thus, at
this stage of the magical use of signs, children use them in a
purely external manner. . This stage does not last long, how-
ever. Clnldren satisfy themselves that with the help of a cer-
tain arrangement of pictures, they remember the selection re-
sponse; and with the aid of another arrangement they do not. . K
They therefore arrive at the. revelation of the unique. nature o
their memory and soon begin to say, "No, put that plcture here.
When they are to press the key on which a picture of bread is
drawn for the picture of a horse, they say,''No. I will take the
key with the sleigh.”” Hence, children gradually begin to accu-
mulate experience connected with memory.

In mastering naively ‘what this memory operation con31sts :
of, children already move on to the next stage. If we give them
plctures in random order, they arrange them in 2 certain order
and establish a certam connectlon. They no longer operate
superficially with signs; rather, they know that the presence

.of ‘such signs helps them carry out the operation, i.e., helps
them remember through use of the given signs.

Thus, by using an established connection based on past ex-
per1ence (horse-sleigh or ‘bread-knife), children very soon |
begin to create signs themselves. At this stage children no
longer have trouble creatmg and remembering such a slgn —
in other words this stage is characterized by children's begin-
ning to create a new sign by use of the connection provided for
them. This stage may be labeled the stage of using external
signs. It is marked by new connectmns beginning to be formed
1ndependent1y through the use of signs in internal operations.
This i the most important point we want to make: ch11dren

timuli in order to achieve their response. .
oriarntlkffs sstage we can clearly see the development of the funda-

"
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' _mental genetic laws that organize chlldren's behavior. This

behavior is composed of the response children want to direct
-along a certain path. They’ organize external stimuli and use
them to accomplish the objective confrontmg them. This stage.
lasts a short time, after which cluldren go on to the next form
of organizing the1r activity.

Having performed this same experiment several times, the
investigator gradually begms to observe the followmg The
response time decreases more and more. If the response re-
quired to carry out the task took a half-second or more earlier,
at a later stage it takes only 200 msec. This means that the
speed of the response has increased 2.5 times. The most-im-
portant change here. con51sts of the chlldren s using external
means to carry out internal memory operations. Wlshmg to
master their responses, they master stimuli. ‘However, chil-
dren then gradually begin to reject the external stimuli; they
no longer pay attention to them. While making the selection
resconse, they operate as they did earlier, but now they have
dlscarded a number of stimuli.. The dxfference here is that
the children's external reactions have been internalized. The
task involving several st1mul1 that earlier was 1mp0551b1e is
now possible.

- We can see what has happened: any external operation has,
so to speak its internal representation. What does this mean ?
We make a certain movement and rearrange certain stimuli
in various contexts. All of this corresponds to some kind of
inner brain process. As a result of several such experlences
in the transition from an external operation to an internal one,

.all the intermediate stimuli turn-out to be no longer necessary,

and the operatlon begins to be carried out in the absence of
mediating stimuli. In other words, what has transpired is what
we shall conditionally term a process of "rooting." If the ex-
ternal operation has become internal, then a "rooting inward,"
or a transition from an external to an internal operation, has
occurred.

On the basis of our experiments we can note three basic
types of rooting, i.e., three types of movement from outside
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inward. We‘sha?il outline these types and try to sh(‘)wv to.Wh?.t
degree these results are typical for the accul_turateq ghﬂd in
general and for development in the areas of arithmetic, speech,
and memory in particular. » v ey o=
" The first type of rooting or movement of evxtemal operations
inward is what we call ""rooting of the juncture type." We know
how rooting of living tissue takes place: we take two ends of
ruptured tissue and sew them together with thread. Because the
two ends of tissue are united, a rooting of these tissues occurs.
When bthis rdbting ha‘s.taken’place, we can pull out the thread
and, in place of an artificial connection, we have a rooting -
without a seam. ’ .
When children combine stimuli with a response, they combine

““a’given stimulus with a response initially through a "seam.”

In order to remember that a picture on which a horse is drawn’
corresponds to a key on which a‘rsleighv is drawn, th_ey insert
an intermediate link between the key and the picture. This
intermediate link is the picture of the sleigh; it is the juncture
that joins the given stimulus with the response. - This juncture
gradually dies away, and a direct link between the stimulus and
the response is formed. If the juncture is discarded, then, of
course, the ~'sﬁeed‘ of the response increases; the operation thgt
required 500 msec requires only 150 msec, because the path

from the stimulus to the response is shortened, and the opera-

tion is converted from a mediated to a direct one. :

- The second type of rooting is ""undifferentiated rooting."
Imagine children responding several times to one picture with
the h'elp of drawings of a set of things they understand. If
children respond in this way 30 times, one can, of course?
contend ‘that t'he'y will remember that given a picture of a
horse, they must press the key on which a sleigh is drawn.

In other words, they internalize the 'undiﬁerentiated set of )
external stimuli. This is the internalization of the series, and
here the internalization of the operation consists of a smooth--
ing out of the difference between external and internal s.timl’xli.
Finally, the third and most important type o‘fb internalization
of an 'operationv consists of children's mastering the very struc-
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ture of the process. They master the rules in accordance with
which external signs must be ‘used. Since they now have more
internal stimuli and operate more easily with them than with
external ones, children soon switch to using ‘this structure
according to the -appropriate internal operation. In this
'situation, children say, "I no longer need the pictures, I
will do it myself." And thus, they begin to use verbal
stimuli, - '

In conclusion, let us follow up with an example of the devel-
opment in the crucial area of children's knowledge of arith-
metic. In the natural or primitive stage, children solve a prob-
lem by direct means. After solving the simplest problems,
‘they proceed to the stage of using signs without consciously
‘realizing how they work. Then comes the stage of using ex-
ternal signs, and finally comes the stage of inner signs,

Any development in children's arithmetic development must
first go through a natural or primitive stage. Simply by looking
at two groups of objects, can three-year-olds decide which
group of objects — three or seven apples — is larger? They
can. And in the case of a more complex differentiation — one
group contains 16 and the other 19 apples — can children give
the same answer ? No, they cannot, In other words, first we
have a natural stage, operating purely by natural laws, when
children simply compare the necessary quantity by sight. How-
ever, we know that children very quickly and quite impercep-
tibly move from this stage to another. At this later stage,
when they must ascertain where more objects are, most chil-
dren in a cultural situation begin to count, Sometimes they do

this even before they understand what counting is. They count,
"One, two, three..." and so on despite the fact that they do
not yet understand genuine counting. Shtern's observations
verify that many children begin to count before understanding
what they are doing. For example, if we ask such a child,
"How many fingers are on your hand ?" he/she counts the

ordinal series and says, "Five." If we say to him/her, "How

“'many do I have? Count again!" the child replies, "No, I can't."

This means the child can apply this series only to his/her own
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fingers, not to the fingers of others, »
Another example from Shtern is that the child counts fingers:
"One, two, three, four, five,” When asked, "How many do you
have in all?" he/she answers, ""Six."  The child is asked "Why
six?" He/she answers, "Because this is the fifth, and in all
there are six." The child has no clear concept of the sum, In
other words, he/she,mastefs this operation'in a purely exter--
nal, '.'magical" way, withotxt yet knowing its inner relationships.
Finally, from this stage children move on to genuine counting,
They begin to understand what it means to count their fingers;
but nevertheless, they still count by means of external signs.
At this stage chil_dren count mainly with their fingers. For ex-

ample, when given. the.problem ""Here are seven apples. If we

take two away, how many remain?" children must switch from.
apples to fingers. In this case fingers play the role of signs:
children put seven fingers up and then take two away, and five
remain. .In other words, they solve the problem with the help
of ‘cxlernalvvsigns.' It is inieresting to observe what happens
when children are prohibifed from mbving their hands. It
turns out that they are unable to carry out the corresponding
operations. - : . : .

But we know quite well that children move very quickly from
.counting‘bn their fingers to counting mentally. If older children
need to subtract two ’from'seven, they no longer count on their
fingers, but mentally. In this case children display two basic
types of rooting. On the one hand, counting in one's head is un-
differentiated rooting. Children have rooted the undifferentiated
external series (for example, counting to onself: one, two, three
etc.) internally.” On the other hand, children display rooting of
the juncture type. This takes place if they have practiced and
then say, finally, that there is no need for an intermediate op-
eration and come up with the result directly, This oceurs with
any calculation or figuring with "'tables.” In this instance, all
mediating opervations are dropped; and the stimulus produces
the needed result directly. )

Another example is in children's language development. At
first children are at the natural, primitive, or, properly speak-

?
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ing, preverbal stage, ‘They scream and utter identical sounds
in different-situations. This is purely external action. At this
stage, when they need something they resort to natural means,
using immediate or conditioned reflexes. Then a new stage
emerges. It consists of children's discovering the basic ex-
ternal laws or ‘ou,teAr structure of speech. They notice that
every object has its word and that a given word is the conven-
tional signification for a particular object. For a long time
children consider this word to be one of the qualities of the
given object. Research conducted with older children has shown
that this rélationship in which words are treated as inherent
features of objects persists for a very long time.

_There .is an interesting philological anecdote that demon-
strates the kind of relationship primitive people have to their
language. Consider the story in Fedorchenko's book about how
a soldier argued with a German about what language was the
best and most correct. The Russian argues that Russian is
the best and says in this connection: "For instance, let us take
a knife [ nozh]: it will be messer in German, couteau in French,
and knife in English. But in fact, it is aloz_h after all, and this
means that our word is the most correct.” .

e ARl AR . ’
Shtern's second example concerning the child who speaks ‘;
two languages reflects the samé situation. When the child is ¢, Q%
asked which language is correct, he/she says that German is A‘; 3 J@j»
correct because wasser is what can be drunk, not what is N
called l‘ﬂx in French. Thus, we see that children create a &1
connection between a thing's name and the thing itself and con-

sider an object's nanie one of its qualities along with other \Q.( '
qualities. In other words, the-external connection of stimudi

exists among primitive people. For example, among people
who have grown up under the influence of religious prejudices,
such a magical relationship toward words exists: there are
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words that must not be spoken. ' If one must talk about s'ome'{

thing, say, about a deceased person, then the fouowmg' words.

are-added to this: "Don't talk about that in your home." It is

. forbidden to name the devil because if he is mentioned, he him-

"&£ ,2- o/ self will appear. The same applies with regard to words that
U T e ings: ire tinges of these shame-

~ 0#" /designate shameful things: they acquire tinges of

o

Y e words, this.is.a remnant of the transference of the qualitigs Of,k' 4
RO pf/«-"*}ti;;ijgctdeﬁgn&t@ih}'ﬁi&%.@inhQ.‘QQQY.QL\,QQ!la-ﬁlws,i@é.th&mﬁlveS- b
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‘From this stage in which the word is considered to be an in-
‘herent property of the object, children move very quickly to the
conventional signification of the word, i.e., they use words as
Sig-ns, ésgécially in the stage of ""egocentric" ’speech, about .
which we ﬁavevalready spoken — the stage at which children. -
can use speech to plan the most complex ope_ra.tions they must
accomplish. Finally, we know that from this stage children
go on to the last stage; this is the stage of inner speech, in the
‘proper sense of the word. ’ -
Thus, in children's speech development we have identified
these stages: the natural stage or "magical" stage, in which
they see the word as a property of the object; the external .
3 stage; and then inner speech. This last stage is thought itself.
ﬂ One can speak separately about all these exa_mples;_ : Hov'zever
1 in light of everything that has been said, we accept the notion

: that the basic stages in the formation of memory, volition,
arithmetic, and speech are the same stages we have described
- and the stages through which children develop with respect to
F' 5 all higher mental functions.
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< “ful things, and it becomes shameful to pronounce them. In other

L. 8. Vygotsky A

THE DEVELOPMENT OF HIGHER
FORMS OF ATTENTION IN CHILDHOOD

Editor’s Introduction

In this work Vygotsky touches on several of the defining fea-
tures of activity; but his ideas about developmental explanation,
the social origins of higher mental processes, and mediation
are particularly in evidence. .

The notion of a developmental or genetic explanation is ap-
parent in Vygotsky's experimental methods and in his theoreti-
cal approach._to the higher menta.liun_ction of voluntary atten-
tion. For example, in'a.nbalyzing early stages of the ontogenesis
of attention, he argues that the speech used by adults to regu-
late children's attention serves two distinct functions: directing
the listener's attention through indication yand abstracting the
aspects of the environment involved in a concept. According
to the notion of genetic explanation, it is the task of the investi-
gator to identify and isolate the various aspects of an ability
as they appear in a genetic sequence. This, and only this, is .
what allows us to understand the complex structure of a higher
¢ psychological function. The point of doing this is not simply
B to provide a timetable of how various mental abilities emerge;
E. rather, it is to analyze an ability by understanding how it has
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1956. This paper originally appeared in a volume of collected
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