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Introduction 
Two beginnings are needed for this issue: an 

introduction to the articles and an introduction to 
a group of people. Starting with the new volume 
in January of 1987, the editorial board not only 
enlarges but takes on a different character. 

An International Editorial Board 

Articles in the newsletter indicate our long­
standing international interests; now, the editorial 
board members are international. What unifies 
them is their study of human growth and develop­
ment in the socio-cultural medium. An interna­
tional board provides for different views of culture 
and cognition in at least two ways. First are 
differences in everyday life: of each board member, 
of the problems and people they study. There are 
advantages to bringing these differences into juxta­
position: Some aspects of the 11ordina.ry11 can be 
foregrounded, seen in a different light, producing 
more understanding of local issues as a result of 
looking at them with the help of the eyes of others. 
The range of concrete variety is, in a sense, a set of 
multiple representations of the human condition in 
material form. While the ultimate goal may be 
change in local practice and policy 1 a detour 
through the international viewpoint can be most 
productive. 

A second source for different viewpoints 
among our new international board is the variety 
of cultural traditions in which their own growth 
and development as scholars is embedded. In some 
ways, the community of scholars is trans-national 

theoretical constructs and methodological 
advances spread quickly ( and even more so with 
the development of modern communication tech­
nologies); however, and particularly with studies of 
culture- and cognition, there is a great range of 
national differences among the threads that consti­
tute the web surrounding and supporting a scholar 
in training and in productive work. The history of 
even a single and relatively well-bounded field of 
intellectual inquiry is impacted by differing aspects 
of the rest of the life of a country; socio-political 
circumstances and cultural factors speed up, slow 
down, modify the direction, and even interrupt the 
course of events that contribute to the history of a 
field. Thus "heterochrony of development" can be 
expected as we view the history and impact of 
fields among nations. More complexity, and more 

opportunities for constructive variations, -must be 
considered when interdisciplinary fields are 
involved. The heterochrony increases exponen­
tially. Different disciplines, developed in different 
ways, contribute to the training and audience for 
these international scholars. As the members of 
the board participate in decisions about jointly 
produced issues and as they take particular respon­
sibility for special issues, we expect to see an 
impact from these differing viewpoints on the indi­
vidual articles as well as on the range represented 
among them. 

The Members of the New Board 

The board members' residences span East 
and West and Northern and Southern hemispheres. 
There are nine in all, representing six different 
countries. Terezinha Nunes Carraher is at the 
Universidade Federal de Pernambuco in Brazil. 
Yrjo Engestrom is from the University of Helsinki 
in Finland. Japan is represented by Giyoo Hatano 
from the Dokkyo University. David Middleton is 
from Loughborough University in the U.K. Vladi­
mir Zinchenko is from the Academy of Pedagogical 
Sciences in the USSR. Five members are in the 
United States. Two are continuing members: Luis 
Moll, now at the University of Arizona, and 
Stephen Diaz, at the University of California at 
San Diego (UCSD). They are joined by William 
Hall, from the University of Maryland (who was a 
co-founder of the Newsletter) and by J.ames 
Wertsch, now also at UCSD. (The Managing Edi­
tors, Peggy Bengel and Michael Cole are still at 
UCSD.) 

This issue 

The articles in this issue focus on develop­
ment: one on the development of theory and the 
others on children. Norris Minick notes that work 
within and expansions on Vygotskian theory 
require a systematic understanding of the diversity 
within this school of Soviet psychology. Minick 
traces the theoretical constructs and the productive 
changes in Vygotsky's viewpoint with respect to 
the relationship between mind and activity. From 
Vygotsky's earliest attempts to avoid dualism, his 
goal was to reconceptualize the object of study, not 
merely to fuse the constructs of psychologies that 
dealt with behavior and those that dealt with 
matters more of the mind. As Minick describes the 
discontinuities in Vygotsky's own development 
that eventually point to a synthesis, those 
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currently working within this framework can see 
themselves as co-participants with the school's 
founders in a continuing intellectual journey. 

Cynthia Klingler writes about the symbolic 
tool that Vygotsky was most interested in: speech 
used to regulate one's own behavior, the epitome 
of higher psychological functioning. Klingler'• 
subjects are those privileged to have access to two 
culturally elaborated language systems, Spanish 
and English; her question is whether this privileged 
access gives them an edge in the use of "private 
speech 11 as a tool in problem solving situations. 

Mary Brandt's article picks a different 
Vygotskian theme: the constitution of an activity 
system that motivates behaviors. She describes the 
variation hidden within what might seem to most 
psychologists a most routine activity -- a free recall 
experiment. Comparing children who live in 
Hawaii but who otherwise have very different 
home and school experiences, Brandt goes beyond 
the typical report of results to examine non­
targeted behaviors, and, even beyond that to con­
sider the ways that school and home practices 
might be related to the differences that count ( and 
are counted) and those that are not usually 
noticed. 

The final article is a self-report of self­
regulation as well as of the engineering of a change 
in the activity system for reading instruction by a 
primary participant in the activity. Terry Chad­
sey reports on his teaching of reading in the pri­
mary grades. Supported by personal experience 
and relevant research literature, he sought to 
replace ability grouping in his reading curriculum. 
Chadsey does not have poor readers; he has some 
who are 11strugglers 11 but struggling is a positive 
thing, especially with Chadsey's careful arrange­
ment for instruction that sets a climate of achieve­
ment, esteem, self-empowered locus of control, and 
most of all actual reading. Many reasons can be 
put forth about why a change from homogeneous 
reading group instruction cannot take place; Chad­
sey did it anyhow and his report on that makes 
him an interesting companion on the journey 
Vygotsky points toward that is not only intellec­
tual but very much related to everyday social 
interactions and changes m institutionalized 
activity systems. 

The Early History of the Vygotskian 
School: The Relationship between 
Mind and Activity 

Norris Minick 
Center for Psychosocial Studies 
Northwestern University 

Only within the past decade have Western 
scholars begun to appreciate the diversity and 
breadth of the Vygotskian tradition. Most of us 
gained our introduction to this tradition through 
Thought and Language (Vygotsky, 1962), an 
abridged translation of Vygotsky's final attempt to 
address the problem of the relationship between 
verbally mediated social interaction and the 
development of thinking in ontogenesis. With this 
as a point of departure, the interest of Western 
scholars moved first to other efforts by Vygotsky 
and his colleagues to address the relationship 
between social interaction and cognitive develop­
ment (e.g., Vygotsky, 1978) and then to the 
broader range of problems, theory, and research 
addressed by modern activity theory (Leont'ev, 
1978, 1981; Minick, 1985; Wertsch, 1981, 1985). 

For those interested in applying and extend­
ing this paradigm, the discovery of its diversity 
has raised several important questions. What is 
the connection between Vygotsky's work, much of 
which focused on the role of social interaction in 
cognitive development, and activity theory, where 
the inclusion of the individual in socially organized 
goal-oriented actions provides the foundation for 
explanations of the development of cognition as 
well as personality, affect, and motor skills? Is 
there something more than a general conviction 
that social and cultural factors play an important 
role in psychological development that links 
Vygotsky's work on the development of inner 
speech and word meaning (Vygotsky, 1962, in 
press) to Leont'ev's work on personality and affect 
(e.g., Leont'ev, 1978); is there something that links 
either of these to the work of Zaporozhets and V. 
P. Zinchenko on the development of perception, 
movement, and motor skills (Zaporozhets, Venger, 
Zinchenko, & Ruzskaia, 1967; Zaporozhets & Zin­
chenko, 1966; Zinchenko, 1981) or to the work of 
P. I. Zinchenko and Istomina on the development 
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of memory (Istomina, 1977; Zinchenko, 1981, 
1984)? In more general terms, are there principles 
that simultaneously unite these various middle 
level theories and differentiate them from their 
counterparts generated within other theoretical 
paradigms, principles that might provide some 
direction to our efforts to extend the theories of the 
Vygotskian tradition to new problem domains? 

Scholars working within this tradition have 
generally assumed that these various theories are 
indeed united by a common conceptual framework. 
In recent years, there have been several attempts 
to identify the principles which define it (e.g., 
Davydov & Radzikhovskii, 1985; Zinchenko, 1985; 
Wertsch, 1981, 1985). In my view, there is a con­
sistency in perspective and problem which unites 
these diverse middle level theories and explanatory 
frameworks (Minick, 1985, in press). In fact, it 
could be argued that it is the general conceptual 
foundations of the Vygotskian paradigm rather 
than any particular middle level theory or explana­
tory framework that will ultimately make the most 
valuable contribution to our own efforts to develop 
theory and research on the relationships between 
mind and society. 

Elsewhere, I have argued that one factor 
which unifies this research tradition is a unique 
perspective on the relationship between mind and 
activity (Minick, 1985). In this paper, I would like 
to take a brief look at the early history of the 
Vygotskian school in order to provide some of the 
historical background for this general line of argu­
mentation. 1 

I will begin with a paper published by 
Vygotsky in 1925, a paper that played a pivotal 
role in the formation of the Vygotskian school 
(Vygotsky, 1982). It was the arguments that 
Vygotsky developed in this paper that initially 
brought him to the attention of Luria and 
Leont'ev. This led to a position for Vygotsky at 
the institute with which Luria and Leont'ev were 
affiliated in Moscow and to the initiation of their 
collaborative work. More significantly in the 
present context, it was also in this paper that 
Vygotsky first outlined several problems which 
were extremely important to the subsequent his­
tory of the Vygotskian tradition. In fact, I would 
argue that much of the subsequent development of 
theory and research within this tradition can best 

be understood as a series of efforts to resolve the 
problems that Vygotsky outlined in this paper. 

In the present context, I will consider only 
one of these problems, the problem of the relation­
ship of mind and behavior. 

Entitled "Consciousness as a problem of 
behavioral psychology," Vygotsky's 1925 paper 
represented a critique of the behaviorist theories of 
Pavlov, Bechterev, and others that dominated 
Soviet psychology in the 1920s (Vygotsky, 1982). 
Vygotsky applauded the behaviorists for making it 
clear that behavior is an important aspect of the 
object of psychological research. In his view, the 
more traditional psychology of consciousness had 
made a fundamental error in abstracting mind 
from behavior, in trying to investigate the flow of 
ideas, perceptions, and associations in conceptual 
isolation from the individual's activity or behavior. 
On the other hand, Vygotsky was convinced that 
the behaviorist psychologies had simply reinstan­
tiated the dualism inherent in the subjective 
psychologies they criticized. He argued that the 
attempt to study behavior without reference to 
mind or consciousness was: 

Simply the dualism of subjective 
psychology - the attempt to study a 
purely abstracted mind - turned inside 
out. It is the other half of the same 
dualism. There, there was mind 
without behavior; here, behavior 
without mind. And both there and 
here 'mind' and 'behavior' understood 
as two different phenomena. (Vygot­
sky, 1982, p. 81) 

For our present purposes, perhaps the most 
important aspect of this argument is reflected 
somewhat cryptically in the final sentence of the 
preceding statement. As Davydov and Radzi­
khovskii (1985, pp. 40-41) • have pointed out, 
Vygotsky rejected not only the perspectives of the 
subjectivists and behaviorists but those of a third 
group of Soviet psychologists who were attempting 
to create a unified theoretical system based on a 
fusion of these traditions. What Vygotsky rejected 
in these efforts was not the goal of developing a 
unified science of mind and behavior, but the 
assumption that this could be accomplished by 
utilizing the systems of theoretical constructs that 
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had been developed by the subjectivists and 
behaviorists. In Vygotsky's view I these attempts 
to study mind and behavior in conceptual isolation 
from one another had produced systems of 
scientific constructs which fundamentally 
misrepresented the nature of both. He was con­
vinced that the problem of developing a unified 
science of mind and behavior could not be solved 
by combining these inadequate systems of con­
structs in the formulation of a unified psychologi­
cal theory. What was required was an effort to 
reconceptualize mind and behavior such that they 
could be understood a.s aspects of an integrated 
object of psychological research. 

In the remainder of this paper, I will try to 
outline three 11stages 11 in the early development of 
the Vygotskian school which can be understood at 
least in part as attempts to resolve this problem. 

The first of these stages is reflected in the 
work carried out by Vygotsky and his colleagues 
between 1925 and 1930. During this period, their 
research focused on what were called the higher 
mental functions, cognitive processes such as 
voluntary memory, voluntary attention, and 
rational thought. As his point of departure, 
Vygotsky began with the notion that the 
stimulus-response unit provides the common foun­
dation for psychological functioning in both 
animals and humans. He defined his immediate 
task as that of explaining how the higher or volun­
tary mental functions develop in humans on the 
foundation provided by the S-R unit. 

Vygotsky's solution to this problem included 
two components. First, he argued that the higher 
mental functions are based on the mediation of 
behavior by sign systems, especially speech. Signs 
were represented as a special form of stimuli which 
function as "psychological tools, 11 tools that are 
directed toward the mastery or control of 
behavioral processes in the same sense that ordi­
nary tools are directed toward the control of 
nature (Vygotsky, 1981, p. 137). Vygotsky argued 
that it is by controlling these sign-stimuli that 
human beings gain voluntary control over their 
own behavior and that it is this that leads to the 
development of the "volitional" mental processes 
that he called the higher mental functions. 

Second, to explain the emergence of these 
verbally mediated forms of behavior in both his­
tory and ontogenesis, Vygotsky looked to the ini­
tial function of speech as a mediator of social 
interaction. It is in behavior carried out coopera­
tively by two or more individuals and mediated by 
speech that signs first function as psychological 
tools in the mediation of human behavior. Fol­
lowing Janet, Vygotsky argued that the individual 
first participates in social activity where signs are 
used by one individual to influence the behavior of 
another and that it is only later that he or she 
begins to use these signs as a means of influencing 
his or her own behavior. Vygotsky believed that 
both the organization and the mediational means 
that allow dyads or larger groups to carry out 
cooperative social activities are taken over by the 
individual, and that it is this internalization or 
individuation of the means of activity involved in 
social interaction that leads to the development of 
mediated, voluntary, and historically developed 
mental functions. 

It was with this general conceptual frame­
work that Vygotsky first established the kinds of 
conceptual links between mind and behavior which 
he had called for in his 1925 paper. Here, social 
behavior was not represented as a system of condi­
tions to which the mind adapts nor as one source 
of experience that combine with others to push 
cognitive development forward. Still less was 
social behavior portrayed as the manifestation of 
the individual's cognitive characteristics. To the 
contrary, rather than two variables with charac­
teristics that interact or influence one another like 
balls on a billiard table, it becomes impossible 
within this framework to separate the organization 
and content of the higher mental functions from 
the organization and content of social behavior. 
Though primitive, this conceptual framework 
allowed Vygotsky to begin the analysis of the 
development of certain aspects of mind in connec­
tion with the analysis of the organization of social 
behavior. 

By 1930, Vygotsky had abandoned the 
notion that the stimulus- response unit is the basic 
building block of mind and behavior. This move 
allowed him to begin to incorporate his extensive 
knowledge of semiotic theory into his thinking 
about the relationships between speech and think­
ing. Perhaps even more importantly, it allowed 
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him to expand his work beyond the domains of 
memory, attention, and thinking to deal with 
problems of personality, affect, perception, and 
imagination; it allowed him to begin to work 
toward a general theory of the history of mind, 
consciousness, and human behavior. 

In his initial efforts (1930-1932) to deal with 
this broader and more complex range of psycholog­
ical problems, however, Vygotsky failed to estab­
lish meaningful conceptual links between mind and 
behavior. Even in his work on the relationship 
between the development of speech and thought, 
Vygotsky was unable to link the development of 
semiotic means to the development of social 
behavior or social activity in a meaningful way. 

What I would call the second stage in the 
effort of the Vygotskian school to create a concep­
tual bridge between mind and activity is reflected 
most clearly in the work Vygotsky carried out in 
the two years preceding his death in 1934. During 
this period, Vygotsky made several important con­
ceptual moves that allowed him to reestablish links 
between mind and activity compatible with the 
more cognitivist framework that he was now work­
ing with. These moves were made in two overlap­
ping phases. The first of these phases was associ­
ated with his efforts to reestablish the relationship 
between social interaction and cognitive develop­
ment that had been so important in his earlier 
work. The second involved the extension of the 
ideas that he developed in this first phase to a 
broader range of problems and issues. 

Two of the moves Vygotsky made during the 
first of these phases are of particular significance in 
the present context. First, Vygotsky outlined 
what he perceived as a new approach to the 
definition of constructs in psychological theory. As 
developed in his classic work on the relationships 
between thinking and speech in verbal thinking 
(Vygotsky, 1962, in press), Vygotsky argued that 
units of analysis in psychological theory must be 
defined such that they are at one and the same 
time units of mind and units of social interaction. 
Vygotsky rejected the use of scientific constructs 
such as "concept" or 11language11 in this context, 
arguing that they are derived by abstracting the 
semantic and grammatical aspects of speech from 
their concrete embodiment in social interaction. In 
contrast, Vygotsky insisted constructs such as 

11word meaning" are the proper units of analysis 
for this research, since 11word meaning 11 is at one 
and the same time a unit of abstraction or think­
ing (i.e., a unit of mind) and a unit of communica­
tion or social interaction (i.e., a unit of behavior) 
(Vygotsky, in press, p. 11). 

Second, Vygotsky insisted that any genetic 
analysis in psychology (whether focused on the his­
torical or ontogenetic plane) must begin with the 
analysis of the development of these kinds of ana­
lytic units in connection with the development of 
social interaction. Just as the physical or technical 
tool evolves in connection with the systems of pro­
ductive activity it mediates, Vygotsky argued that 
psychological tools develop in connection with the 
development of social interaction. In his words, it 
is 

only when we learn to see the unity of 
abstraction and social interaction [that] 
we begin to understand the actual con­
nection that exists between the child's 
cognitive development and his social 
development (in press, p. 11). 

These two moves allowed Vygotsky to rees­
tablish the kinds of conceptual links between mind 
and social interaction that had characterized his 
earlier theory, though within a much more sophis­
ticated conceptual framework. As developed in 
this work, however, the implications of these ideas 
were limited primarily to the problem of the 
development of thinking in the context of social 
interaction. They did not begin to provide the 
foundation for the construction of a general theory 
of psychological development, for the development 
of the new framework for research on the develop­
ment of mind, consciousness, and behavior that 
Vygotsky had called for in 1925. The next phase 
in the development of Vygotsky's theoretical per­
spectives represented his attempt to extend these 
conceptual moves to a broader domain of theoreti­
cal problems. 

First, in several works completed just prior 
to his death in 1934, Vygotsky expanded the scope 
of his explanatory framework by shifting his focus 
from social interaction to the broader domain of 
socially or culturally organized activity. In this 
work, Vygotsky emphasized the fact that the 
activities which constitute the individual's life are 
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socially constituted and argued that the 
individual's involvement in these activities plays a 
central role in ontogenetic development. 

In a paper on the relationship between the 
development of imagination and play that was 
written during this period, for example, Vygotsky 
did not even mention the role of the child's 
interaction with adults or peers (Vygotsky, 1978, 
ch. 7). Rather, he argued that "like all functions 
of consciousness, [imagination] emerges initially 
from action, 11 that imagination develops in connec­
tion with the development of the form of socially 
defined activity that we call play (see: Vygotsky, 
1978, p. 93). Recapitulating his earlier attempts 
to trace the development of word meaning in con­
nection with the development of social interaction, 
Vygotsky attempted in this paper to trace the 
development of imagination in connection with the 
development of the socially and culturally consti­
tuted activity of play. 

The central assumption reflected in this 
paper on imagination and play was outlined in a 
more general form in a series of lectures on child 
development that Vygotsky delivered in 1933 and 
1934 (Vygotsky, 1984). Here, he argued: 1) that 
each stage in the child's development is character­
ized by modes of social activity that are of particu­
lar significance to that stage; and, 2) that the cen­
tral task of developmental psychology is to clarify 
how the new psychological formations characteris­
tic of the child at each stage arise and develop in 
connection with the way the child's life is organ­
ized by these modes of social activity. 

Second, in this same series of lectures, Vygot­
sky attempted to extend his ideas concerning the 
proper approach to the definition of scientific con­
structs in psychology to this broader explanatory 
framework. For example, Vygotsky criticized 
traditional approaches to the study of the relation­
ship between the child and the environment in 
psychological theory, noting that the two are gen­
erally represented as interacting forces with 
characteristics that can be defined in conceptual 
isolation from one another {1984, p. 380). In con­
trast, Vygotsky argued that for the purpose of con­
structing psychological theory the environment 
must be conceptualized in terms of 11the child's 
relationship to the various aspects of his [objective] 
environment" {1984, p. 381). Implicit in the 

examples he used to illustrate this point was the 
notion that this relationship is defined not by the 
child's inner psychological state but by the child's 
developing activity. Thus, when the infant begins 
to crawl or talk, or when the child is introduced 
into the system of activities that constitute formal 
schooling, Vygotsky argued that there is a 
corresponding change in the child's relationship to 
the environment, a change in the environment as it 
exists psychologically for the child. 

The development of activity theory by 
Vygotsky's students and colleagues in the late 
1930s and early 1940s represents the third stage in 
the efforts of the Vygotskian school to create a 
unified science of mind and behavior. In impor­
tant respects, the development of activity theory -
as well as subsequent efforts to extend and refine it 
- reflects the effort of Vygotsky's students and col­
leagues to realize the implications of the concep­
tual moves that Vygotsky made in the last few 
years of his life. 

There is a great deal that could be said in 
this connection, but in the present context I will 
limit myself to three points. First, the idea that 
psychological characteristics develop in connection 
with the systems of social actions and activities 
that constitute the individual's life provided the 
basic explanatory framework for activity theory. 
Second, Vygotsky's concern with identifying an 
analytic object that is simultaneously a unit of 
mind and a unit of social activity led to the 
identification of the goal-oriented action as the 
focus of psychological analysis in activity theory 
{Davydov & Radzikhovskii, 1985; Zinchenko, 
1985). As a unit both of the systems of actions 
which constitute the individual's life and of those 
which constitute society, the goal-oriented action 
has provided those working within the framework 
of activity theory with a key conceptual link in the 
analysis of the relationships between the develop­
ment of mind and the development of social 
behavior, or stated more broadly, in the analysis of 
the relationships between the individual's psycho­
logical development and the development of social 
systems. Finally, Vygotsky's approach to the 
definition of psychological constructs, as reflected 
in the 1933-1934 lectures, was extended to whole 
systems of theoretical constructs designed to main­
tain conceptual links between not only mind and 
activity, but between mind, activity, and the 
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external object world in which human activity 
occurs. 

I am convinced that the efforts of the 
Vygotskian school to reconceptualize the relation­
ship between mind and activity have profound and 
wide ranging implications for the psychological 
and social sciences, implications which even those 
trained within this paradigm are only beginning to 
appreciate fully. For the readers of this 
Newsletter, however, among the most important 
implications of this work is the foundation it pro­
vides for a reconceptualization of the relationship 
between the individual and the social system in 
which he or she lives and develops. In my view, 
the theoretical framework provided by these 
theories allows us to avoid: 

1. 

2. 

3. 

The conceptual isolation of systems of social 
activity and psychological characteristics 
that is reflected in their treatment as 
independent and dependent variables in a 
great deal of contemporary research in 
developmental psychology, cross-cultural 
psychology, and psychological anthropology. 

The reductionism inherent in the tendency of 
some cultural theorists to represent certain 
aspects of psychological development as the 
consequence of a simple transfer of cultural 
values and knowledge from one generation to 
the next. 

The tendency of what I would call the "social 
behaviorists 11 to characterize the organization 
and the development of human social activi­
ties without reference to the mental processes 
of the individuals whose activities they are. 

The theoretical framework provided by the 
Vygotskian school provides the rudiments of a 
research paradigm in which the historical evolution 
of social and cultural systems are intimately bound 
together with the development of human psycho­
logical characteristics. In my view, it provides the 
rudiments of the kind of research paradigm that is 
needed for the creation of a unified science of the 
systems of activity that constitute socio-cultural 
systems and of the mind that mediates these 
activities. 

Notes 
An earlier draft of this paper was presented at the 84th 

Annual Meeting of the American Anthropological As­
sociation, Invited Session of the Society for Psycho­
logical Anthropology: Soviet Psychology and the So­
cial Construction of Cognition, Washington, D.C. De­
cember, 1985. 

1 For a more detailed outline of the early history of the 
Vygotskian school, see Minick, in press. 
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Signs Have Two Sides 

This land ill your land. This land is my land. 
From California, to the New York Island. 
From the redwood forest, to the Gulf Stream 
waters. 
This land was made for you and me. 

As I went walking, I saw a sign there. 
And on the sign it said, 11 No Trespallsing. 11 

But on the other side, it didn't say nothing. 
That side was made for you and me. 

Woody Guthrie 

The Self-Regulatory Speech of 
Children in an Additive Bilingual 
Situation 

Cynthia Klingler 
University of New Mexico 

Does the bilingual child, by being freed from 
the constraints of one language system, and by 
acquiring more than one word for his referents, 
possess an advantage in the use of language as a 
tool of thinking? The impact of bilingualism upon 
cognitive development is of great import in the 
planning, implementation and assessment of bil­
ingual programs in the U.S., where there are more 
than three million children who are speakers of a 
minority language (Diaz, 1983). The relationship 
between language and cognition is therefore 
worthy of examination. 

The Role of Language in Cognitive Develop­
ment 

In order to assess the impact of the 
knowledge of more than one language on the cog­
nitive development of the child, it seems necessary 
to examine the position of language in the 
sequence of cognitive development in humans. To 
some researchers of cognition, it appears evident 
that the use of language is what makes possible the 
growth and use of the higher functions of the intel­
lect (Beaudichon, 1973). Language plays the lead­
ing or primary role. To others, such as Piaget, 
language assumes a secondary role. Piaget main­
tained that 11intelligence precedes language, not 
only ontogenetically, but phylogenetically, as 
numerous experiments in the higher orders of mon­
keys have proven" (Piaget; 1968; Bronckart & 
Ventouras-Spycher, in Zivin, 1979). Piaget 
claimed that a relatively important part of the 
spontaneous speech of children under seven to 
eight yea.rs of age does not have a socialized func­
tion. He categorized speech for oneself as egocen­
tric speech which could occur in situations where 
no one was present as well as in situations involv­
ing someone else. In young children this is part of 
the general egocentrism of the child and his/her 
inability to take the role of the other person. An 
example of this speech is the "parallel" speech of a 
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young child in a group who discusses his/her 
activity at great length as if everyone were really 
listening. This speech decreases, according to 
Piaget, until it disappears totally as a function of 
age and level of cognitive development. 

In Piaget's view, the disappearance of ego­
centric speech is viewed as progress. The child has 
achieved socialization. In Piaget's terms, general 
cognitive development leads language; that is, cog• 
nitive development, while affected by language, 
imposes its own parameters. 

A different view is proposed by Soviet 
psychologists, who believe that all language has 
social origins. They view mental activities as the 
internalization of social interactions with adults. 
According to Vygotsky's student, Luria (1961), by 
this process the child acquires not only new 
knowledge but new ways of behaving. The works 
of Vygotsky are based upon the concept that the 
most important mental activities evolve from the 
social development of the child, in the course of 
which new functional systems arise. A full under­
standing of the child's cognitive development 
requires an examination of the child's relations 
with the adult world, his/her experience with the 
world of nature, and the interaction of these varied 
lines of development. 

Therefore, Vygotsky, in contrast to Piaget, 
attributed major importance to language in cogni­
tive development. Language and thought arise 
from different sources; there exist pre-verbal 
thought and pre-intellectual language. These two 
streams flow from their sources and unite in the 
very young child. The private language observed 
in the child does not disappear but becomes pro­
gressively interiorized. Rather than being the less 
functional phenomenon proposed by Piaget, it has 
regulative abilities. Far from being a useless. trait, 
it forms the premise for private speech, which for 
Vygotsky is linked to the processes of thought. 
The private language of the child is thought spo­
ken out loud; gradually, it loses its audible charac­
teristic. It occasionally reappears in an audible 
form on occasions of great cognitive effort in the 
adult, often when the adult is engaged in work in 
contexts which are frustrating. Private speech, 
when it is transformed into inner speech, becomes 
increasingly important in the planning of activities 
(Beaudichon, 1973). 

Vygotsky {1962), a proponent, therefore, of 
the importance of the role of language in cognitive 
development, further proposed that bilingual chil­
dren, because of their access to more than one 
language and one referent system, have the ability 
to separate the word from the referent ( 1962 in 
Cummins, 1976). The child is able to realize the 
arbitrary nature of his language system and is 
freed from the constraints of the phonemic aspect 
of the word. Thus there is bilingual advantage in 
the use of language as a facilitator and mediator. 
The presence of this ability has been corroborated 
by later investigators (Leopold, 1949, lanco­
Worrall, 1972, Ben-Zeev, 1977). 

The present study explored the effects of a 
dual language system upon the role of language as 
a facilitator or mediator in children beginning to 
acquire this system. We examined private speech 
during the solution of problems requiring visual, 
perceptual and classification skills. The cognitive 
process examined in depth was the use of verbal 
self-regulation as a functional system in the plan­
ning and guiding of children's activities. It is 
important to note also that this study was accom­
plished in an additive bilingual situation. The 
additive model seeks to actively maintain and 
increase learning in the first language while intro­
ducing the child to learning m the second 
language. Thus both languages are seen as pos­
sessing equal value. 

Methodology 

The investigation took place in two private 
bilingual schools in a solidly middle class neighbor­
hood of Mexico City, Mexico. Both of these 
schools maintain a curriculum in which both Span­
ish and English are actively used as languages of 
instruction. The schools are matched in terms of 
the number of students and socioeconomic level of 
students as well as location and tuition. 

The population of the study was selected 
from the children 3 years, 11 months through 6 
years, 11 months. There were 41 children from 
both schools: 14 6-year-olds (seven girls and seven 
boys), 15 5-year-olds (nine boys and six girls) and 
12 4-year-olds (five boys and seven girls). 

Subsequent to selection, the children were 
ranked by two measures of bilingual competence 
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(production and comprehension), IQ, mental age 
and metalinguistic awareness. The Bilingual Syn­
tax Measure (Dulay, Burt & Hernandez-Chavez, 
1973) and a story-retelling task ( John-Steiner & 
Osterreich, 1975) were administered as production 
measures. For the latter, the children were asked 
to retell the story in both languages using picture 
cues. The Peabody Picture Vocabulary Test in 
both Spanish and English (Dunn, 1965; Wiener, et 
al., 1978) was used as a receptive measure with the 
PPVT in English ultimately considered the meas­
ure of English and the basis for grouping the chil­
dren for comparison. The PPVT was used only as 
a comparative measure and not as any definitive 
measure of intelligence. The range is narrow 
because these children are beginning their bilingua.l 
experience. In addition, the vocabulary is res-, 
tricted and may not tap all of the subjects' recep­
tive vocabulary. 

Cognitive ability was measured with the Pic­
torial Test of Intelligence (French, 1964). This 
measure consists of six subtests. The questions 
relate to pictures on large cards. Because of stan• 
dardization difficulties, this test was used as a 
comparison measure only; it was not considered a 
measure of intellectual potential. 

The schools are private sci!ools; the 
children's IQ's are concentrated in the high aver• 
age and superior range. Thus this population is 
rather restricted; this is a limitation of the study. 

Tasks 

The children were videotaped with an incon­
spicuous audio back-up. They performed four 
tasks; a simple categorization, a multidimensional 
sorting task, a block matching measure and a jig­
saw puzzle called a "floor puzzle11 because the 
fifteen pieces are oversized. 

Task #1 required the sorting of 20 picture 
cards into separate stacks according to use. Four 
stacks were set out as a model. The child then had 
to assign each card to a stack. One stack, for 
example, has pictures of drawing implements such 
as pencils and crayons. 

Task #2 required the sorting of 16 picture 
cards. These cards could be sorted according to 
category, function or association. There are four 

people dressed according to occupation, four vehi­
cles, four animals and four shelters. A doctor, for 
example, could be placed with another person in 
the category of people, with the ambulance, as a 
function of occupation or with the hospital. The 
farmer could be placed with a cow, a barn or a 
person. The scoring was differential, according to 
the assigned placement. Assigning the picture to 
one of the four categories (person, building, vehi­
cle, anima.1) earned the greatest number of points. 

Task #3, Brainy Blocks, required placing of. 
different shapes into an outline of an abstract 
design on a card. At the top of a card is a model 
which has the number of blocks of each shape 
needed for the design printed on that shape. 

Task #4 required solving the jigsaw puzzle. 
The child was a.llowed to see the picture on the 
box. 

Coding of Utterances 

All of the children's utterances during the 
performance of the tasks were recorded. An utter­
ance was defined as a speech segment separated by 
a three second pause from other speech segments. 
The utterances were examined in terms of number 
and quality of utterances, that is, counted and 
categorized. The utterances were categorized into 
nine categories: Task Irrelevant, Emotive, Social, 
Social-cognitive, Transitional, Labels and Descrip­
tions, Direction and Planning, Task Relevant and 
Whispers. 

The categories were defined as: 
Task irrelevant - Commentary irrelevant 
to the task but not accompanied by any 
indication of sharing with another person. 
Emotive - Exclamatory, expression emo­
tion. "Wow.11 

Transitional - Indicating a transition 
between completing one task and beginning 
another. "I'm through. 11 

Labels and Descriptions - Labeling of 
objects, counting, descriptions of actions. 
11One, two, three." 11This is to cut, this is 
to draw.11 "This is a fa.rmer.11 

Task Relevant - Relevant to task but does 
not appear to fit 
(This category 
superfluous). 

into other 
eventually 

categories. 
became 
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Whispers - Inaudible, lacking voice con­
tent but characterized by lip movements. 
Direction and Planning • Giving some 
indication of planning ahead. "This red car 
will go right here. 11 

Social - Addressed to examiner or accom­
panied by gazes. For purposes of analyses, 
Social was counted in two ways: as Social 
Cognitive or as Social according to the 
nature of the contents. Social Cognitive has 
not been mentioned in the literature but 
was found by this investigator and others 
(John-Steiner, 1985) to be of major impor­
tance. An example of Social Cognitive 
would be: "This policeman goes with this 
police car, doesn't he?" Social Cognitive 
was considered Social for purposes of the 
quantitative analyses but is discussed 
separately as part of the qualitative ana­
lyses. 

Task Irrelevant, Emotive, and Social were con­
sidered of lesser value for self-regulation since they 
did not relate to the task. Transitional, Labels 
and Descriptions, Direction and Planning and 
Whispers were considered task relevant or, in the 
case of Whispers, a later stage of development. 

Results 

The principle question of the research was 
whether exposure to a second language during the 
pre-school years affects the development of verbal 
self-regulation as described in previous research. 

The following findings were hypothesized, 
based upon previous research and theoretical ·ana­
lyses: 

1. 

2. 

These children would use more task relevant 
than task irrelevant speech. 

There will be a relationship between the 
degree of bilingualism and the type of 
private speech. One of the variables investi­
gated is the quality and functional diversity 
of private speech utterances. It is expected 
that bilingualism will contribute to this 
diversity. 

3. There will be a curvilinear relationship 
between mental age and the number of self­
regulating utterances as suggested by Vygot­
sky (1962) and mentioned in previous 
research with monolingual children. 
Whispers will increase linearly. There will 
be an interaction of whispers and task 
relevant speech. 

In order to consider Hypothesis 1, whether 
bilingualism would contribute to a more effective 
reliance on task relevant speech, regardless of men­
tal age, the data were organized into the two 
groups according to the character of the utterances 
(See above). The categories of Task Irrelevant, 
Emotive, and Social (including Social Cognitive) 
were labeled CJ. Transitional, Labels and Descrip­
tions, Direction and Planning, Task Relevant and 
Whispers were labeled C2. These labels were used 
for counting the number of responses. The utter­
ances were further organized so that the number of 
range of functions could be counted. For example, 
all kinds of speech included in CJ (Task Irrelevant, 
Emotive and Social) were labeled FJ_3, similarly 
the different forms of C2, like Transitional, Label 
and Descriptions, Direction and Planning, Social 
Cognitive, Task Relevant and Whispers were 
labeled F 4_9. 

According to the theoretical analyses, both 
bilingualism and age should influence the uSe of 
private speech for task solving purposes. In order 
to determine the effects of these variables 1 an 
analysis of covariance with repeated measures, 
covarying mental age and the Spanish PPVT 
score, was performed. The calculation showed a 
clear main effect for speech across all tasks ( C2, 

task relevant utterances), F (1,37) = 14.26, p< 
.001. 

While all of the children in this study used a 
greater number of task relevant than irrelevant 
utterances, the more bilingual children were 
proficient in the use of functional categories. In 
order to examine the effects of varying degrees of 
bilingualism, the two groups of more or less 
proficient speakers according to the English PPVT 
(see above) were examined. The expectation was 
that the children with a higher degree of bilingual 
proficiency would make greater use of self­
regulatory utterances. Two analyses of covariance 
in a repeated measure design were performed on 
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this organized data. Again, mental age and the 
scores on the Spanish PPVT were covaried. Bil­
ingualism was compared with numbers of utter­
ances and the range of functional categories across 
tasks. An analysis of covariance for speech (C

1 
and C2) with bilingualism shows no overall effect 
of bilingualism with the number of utterances nor 
a bilingualism X speech interaction F (1,37) = 
1.73, p< .196. 

When bilingualism 1s analyzed with the 
number of functions, however, using an analysis of 
variance with mental age and Spanish PPVT as 
covariates, there is a significant effect of bilingual­
ism, F (1,36) = 4.1, p< .05 and a bilingualism X 
function (F0) interaction, F (1.37) = 5.12, p< .03. 
Bilingual proficiency affects the range of functions 
- that is, the more bilingual children rely on a 
greater number of functions than those who a.re 
beginning to learn another language. 

In order to answer Hypothesis 3, whether the 
course of development in these children follows 
that of previous findings with monolingual chil­
dren, the total number of utterances per indivi­
dual, the number of utterances per task, and the 
number of utterances in total across tasks were 
computed. The investigator also calculated the 
percentages of utterances in each category to the 
total number of utterances. The children were 
divided into four groups according to mental age. 
The mean mental age in months for group 1 is 
57.3, 75.1 for group 2, 86.2 for group 3 and 101 
months for group 4. 

In addition, the investigator plotted the 
number of utterances for each of the four 
categories: task relevant speech (Labels and 
Descriptions, Direction and Planning, Transitional 
and Task Relevant), task irrelevant speech (Task 
Irrelevant and Emotive), Social and Whispers in 
each of the four mental age groups. The whispers 
increase linearly as a function of increase in mental 
age. Figure 1 (next page) shows a curvilinear rela­
tionship between mental age and speech across the 
four tasks and the four mental age groups. Figure 
la demonstrates an interaction between whispers 
and task relevant speech. These two graphs 
confirm that these children follow the course of 
development proposed by Vygotsky (1962) that is 
in agreement with that described in the private 
speech literature. 

1. 

2. 

To summarize this data, we may conclude: 

Exposure to a second language not only does 
not have a negative effect but has a positive 
effect on verbal self-regulation, a phase of 
cognitive development. 

It appears that the best way to measure the 
quality of self-regulation is not to look at the 
number of utterances but to look at the 
number of functional categories used by the 
children (Diaz, 1983). In other words, a 
child who says, 11One, two, three, this red 
one goes here, this is a fire engine, 11 is using 
language in a more diverse manner than a 
child who states, "This one here, this one 
here, this one here." 

A Summary of the Qualitative Analyses 

Although traditionally, utterances accom­
panied by eye contact were characterized as social 
in nature, in this study a significant number of 
social uttere.nces appeared to have a cognitive con­
tent. Coding separately for Social Cognitive utter­
ances made a difference in the accounts for 19% of 
the participants in Classification 1, 34% of the par­
ticipants in Classification 2, 34% of the partici­
pants in Brainy Blocks, and 19% for the puzzle. 
Only Whispers accounted for the participation of 
as many children (See Figure 2). When examined 
for content, this category, by definition, contained 
only self-regulatory utterances. Social Cognitive, 
when considered non-regulatory, along with Task 
Irrelevant, Emotive and Social, accounted for 21 of 
25 non-regulatory utterances of Classification 1, 21 
of 24 of Classification 2, 26 of 31 in Brainy Blocks 
and 15 of 28 on the puzzle. H the category of 
Social Cognitive were removed from the Social or 
non-task relevant category, there would be few 
utterances remaining. This category would be 
11we.shed out II if the utterances were placed within 
the appropriate self-regulatory categories. Thus, 
these children are using more task relevant than 
non-relevant utterances across all tasks. Tradi­
tional distinctions may have to be rethought 
because these types of utterances may be common­
place for children raised in this sort of cognitive 
environment. 
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F1GURE 1 AND la: SPEECH BY MENTAL AGE 
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Discussion 

This analysis of private speech utterances 
shows an increase in cognitive flexibility with 
increasing bilingual ability among young children. 
Their use of diverse functional categories of speech 
for selfaregulation increased with increasing 
knowledge of the second language. In addition, 
speech previously categorized in the literature as 
Social ( determined by gazes or remarks addressed 
to another) actually was task relevant although 
the remarks were addressed to an adult. We 
hypothesize that this stage, labeled "Social Cogni­
tive" actually is a transitional stage related to the 
gradual interiorization or the move from the 
interpsychological to the intrapsychological plane 
proposed by Vygotsky. Although the child is not 
being actively instruced by the adult, he/she may 
be looking at the adult for reassurance, but he/she 
has begun to interiorize so that the speech is on its 
way to becoming covert. 
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When Can We Believe Our Data on 
Children? The Importance of Being 
There 

Mary E. Brandt 
University of Hawaii 

Since both our children and our profes­
sion are at stake, the study of learning 
is much too important to be left in the 
hands of persons who rarely come in 
contact with children. (Harste, Wood­
ward, & Burke, 1984) 

Research often results in unexpected findings 
and perhaps the greatest value and challenge of 
research are the unanticipated outcomes. At 
times, more important questions than those which 
initially stimulated a study emerge. If researchers 
remain close to their 11subjects 11 during the research 
process, they may find themselves in the enviable 
position of observing behaviors other than those 
targeted and recorded as numerical data. These 
behaviors can provide insight into what occurred 
and permit tentative and heuristic explanations of 
anomalous results. Moreover, "being there" when 
children are tested may inform us about the degree 
of trust we should have in our numbers and may 
hold in check potentially injurious educational 
decisions (Wodtke, Harper, Schommer, & Brunelli, 
1985). 
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This report concerns low-income, part­
Hawaiian children in the first and third grades in 
special research and development classes at the 
Kamehameha Schools, Honolulu, who participated 
in a free recall memory experiment. 1 Although cer­
tain quantitative performance data are presented, 
the focus of this report is my observation of the 
children during testing. Minimal individual 
differences in behavior were evident and the 
behaviors were in sharp contrast to those exhibited 
in the same testing situation by middle-class, 
multi-ethnic children of comparable age and grade 
levels attending a parochial school in Honolulu. 2 

The critical premise of this report is that the part­
Hawaiian children interpreted or reacted to the 
testing situation in a way that adversely affected 
performance on a free recall memory task. Furth­
ermore, the observations raised the difficult and 
classic problem of inferring competence from overt 
quantitative performance. The recorded data, in 
addition to the informal observations, indicated 
that something different was occurring during test­
ing of the part-Hawaiian children than during test­
ing of the other children from the parochial school. 
Moreover, the difference was unusual in that it has 
not been noted in published reports of free recall 
investigations. 

The Task and Materials 

The study employed a free recall task, a 
basic tool for investigating the development of 
memory and mnemonic organization processes. 
The task involved successive presentations of five 
randomly ordered lists of the same 11concrete 11 

nouns potentially categorizable into a priori, 
child-determined categories. After each auditory 
presentation of the 15 nouns ( three from each of 
five categories), recall was free. That is, the chil­
dren could recall the items in any order they 
wished. After each of the five presentation trials, 
recall was immediate. Each child's recall responses 
were recorded in the order given. 

The five categories were selected from among 
14 categories presented in a category item produc­
tion task to low-income, part-Hawaiian children 
enrolled in the first and third grades of the previ­
ous school year. The categories (animal, fruit, fur­
niture, clothes, and tools) selected for the free 
recall study were those easily understood by that 
group of children (i.e., no explanations or 

descriptions were asked for or required) and had 
elicited a large number of category items from all 
children at both grade levels. (See Brandt, in 
press.) The items composing the recall lists were 
selected from among the elicited, age-appropriate 
item responses to each category label. This pro­
cedure ensured that: (a) the items were considered 
to be members of the categories by the children at 
each age level; and (b) the items were known and 
familiar to each age group. 

Task Demands 

Past free recall research has established that 
the greater the categorical organization of the list 
during recall, the greater the recall and that recall 
increases across trials. Categorical organization is 
considered a sequential function of two processes -
detection or discovery of the inherent categorizable 
structure of list items followed by effective use of 
this structure during recall. Deficiencies in either 
of these two processes would lead to poor categori­
cal clustering and consequently low recall scores. 

A necessary prior condition to either of these 
two processes is attention to the list items. In 
order to transfer information into short term 
memory and thus have it available for retrieval 
during recall, an active attentional factor is 
involved (Norman, 1976). That is, conscious selec­
tive attention strategies are required which shut 
out non-task stimuli and direct efforts toward 
task-related stimuli. 

In this memory study, the testing setting 
presented minimal external distractors to the task 
at hand and far less than in the testing setting for 
the middle-class parochial school children. For the 
part-Hawaiian children, the testing room had bare 
walls, drawn curtains, one table and two chairs 1 

and a video tape monitor pushed into one corner. 
In contrast, the parochial school children were 
tested in a visually busy, cluttered school library 
office and were literally surrounded by potential 
distractions. Every child in both samples was 
tested individually. 

It was assumed that the part-Hawaiian stu­
dents would be 11test-wise 11 and would have fairly 
well developed test-taking strategies compared to 
the parochial school students. The children in 
these research.development classrooms receive 
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numerous tests--from standardized achievement 
and ability tests to criterion referenced tests--as 
well as experimental tasks developed by the 
school's researchers. It was also assumed that 
these children viewed testing by adults as part of 
their usual school experience in that leaving their 
classrooms with an adult for testing is a familiar 
and frequent experience. Little of this type of test­
ing experience occurred in the parochial school. 
For both samples, testing was scheduled so as not 
to impinge on the children's free time, i.e., no child 
was tested during recess, lunch or snack break, or 
special classroom events {e.g., birthday or holiday 
celebrations). No child was tested in the afternoon 
when fatigue factors would more likely be present. 

Thus the testing setting, testing schedule, 
school experience with testing, and the test materi­
als, (i.e., categories and items that were known, 
familiar, and age-appropriate) should have optim­
ized performance for the part-Hawaiian children. 

Behavioral Observations 

Classroom Pick-Up. When picked up for 
testing from the research development classrooms, 
the children as a group appeared eager to have 
their turn. When they saw the experimenter (E), 
most raised their hands eagerly, often saying 11Me, 
me!11 or "My turn. 11 All but one boy, who was not 
tested, willingly accompanied E to the testing 
room, chatting most of the way about school, fam­
ily, etc. Thus there appeared to be little reluc­
tance or apprehension. The contra.st with the 
other group was striking: The parochial school 
children never called out and only spoke to E in 
response to direct questions during the walk 
between their classroom and the library testing 
office. 

Stimuli Presentation. After the child was 
seated in the chair across from E and the instruc­
tions were given, the tape recorder was turned on 
for stimuli presentation. The strong impression 
many of the part-Hawaiian children created was 
that they did not carefully attend to the stimuli: 
They did not become motorically still; they did 
not physically block out or restrict visual stimuli, 
i.e., close eyes or cover eyes with hands, or look 
down, as all children in the parochial school sam­
ple did. The part-Hawaiian children, with some 
exceptions, would watch E, lean over the table to 

see the recording sheets on E's lap, move or adjust 
their chairs, pick at or adjust their clothing, look 
around the room, etc., and a few actually talked 
during the stimuli presentation. Unfortunately, E 
did not note the exceptions. 

Recall. During free recall, the part­
Hawaiian children were quick to say, 111 don't 
know anymore." Although prompting was not an 
initial part of the design, E began to encourage 
these children on trial 3 (e.g., "Try real hard and 
see if you can remember any more words;" 11I bet 
you can remember more words this time. Listen 
real hard to the words. Ready?") Although dura­
tion of each trial presentation and recall was quite 
short (about two minutes maximum), lasting 
through the total task (five trials and five recall 
sessions, total of ten minutes) seemed difficult for 
the part-Hawaiian children. Many were ready to 
stop by the third trial indicating that they did not 
particularly want to continue. Again, E modified 
the set procedures to verbally encourage comple­
tion and performance. At no time did any chil­
dren in the parochial sample express in any discer­
nible way that they did not want to complete the 
task. Rather, the parochial school children often 
asked about the number of words they had remem­
bered; kept track on their fingers how many words 
they recalled; and often stated (more to themselves 
than to E) how many more words they needed in 
order to remember all the words on the list. They 
appeared task or goal oriented and expressed con­
cern about how well they had done. No such con­
cern was expressed by the part-Hawaiian children. 

Table 1 

Mean Recall Scores 

(Average acroas 5 trials) 

School Grade 

ht 3rd 

4.6 to 10.6 5.2 to 11.2 
R. &. D. 

Range 

Par. 

Median 6.8 8.2 

Range 5.6 to 12.0 6.4 to 12.4 

Median 8.0 9.4 

Key: R. &: D. = Research and Develop­

ment; Par.== Parochial 
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Quantitative Data 

• The differences between first and third 
graders was constant and equivalent across 
schools. The part-Hawaiian first graders per­
formed at the lowest level of all the groups and 
part-Hawaiian third graders performed at an 
equivalent level to the parochial school's first 
graders. Thus difference between the samples in 
recall was evident by first grade and no 11catch•up11 

phenomenon occurred by third grade. (See Table 
1.) 

• There were four cases (8%) of the part­
Hawaiian children) in which there was no increase 
in amount recalled between trial I and trial 5. For 
the parochial school children, this never occurred. 

• For the part-Hawaiian children 43% 
obtained recall means of less than half the items; 
25% was the corresponding percentage for the 
private school sample. 

• For the part-Hawaiian children, the 
greatest increase across trials for both grades 
occurred from trial 3 to 4 which corresponded with 
E's encouragement and prompting. This was not 
the case for the parochial school children whose 
greatest increase occurred in the earlier trials and 
the rate of increase was fairly constant from trial 
to trial. None of the parochial school children 
were prompted. 

Possible Explanatory Factors and hnplica­
tions 

What may account for the differences in per• 
formance and testing behaviors? I propose that 
the theoretical construct of situation definition as 
elucidated by Wertsch (1984) may help make sense 
of what happened. Wertsch, a proponent and 
interpreter of the Soviet Vygotskian framework, 
wrote: 

A situation definition is the way in 
which a setting or context is 
represented--that is, defined--by those 
who are operating in that setting. I 
use the term definition because I want 
to emphasize that humans actively 
create a representation of a situation; 
they a.re not the passive recipients of 

this representation ... it is essential to 
recognize that, even though the adult 
and child are functioning in the same 
spatiotemporal context, they often 
understand this context in such 
different ways that they are not really 
doing the same task (p. 8-9). 

It is possible that most of the part-Hawaiian chil­
dren interpreted the setting and recall task quite 
differently from both E and the parochial school 
children who, in turn, had definitions with more 
overlapping features. H this is the case, the ques­
tion becomes, "What sociocultural factors may 
have contributed to different representations of the 
situation ?11 

Schooling and home background differences 
between the part-Hawaiian and the parochial 
school children are the likely sociocultural factors. 

• The Research and Development school 
program with its emphasis on co-narration style or 
overlapping, mutual, verbal participation may not 
encourage or support individual language listening 
skill development and use.3 The parochial school 
appears to emphasize acquisition of information 
through individual attentive listening skills where 
only one person speaking and others listening is 
the norm. Good performance on the free recall 
task clearly requires well developed, deliberate 
language listening strategies. The behavioral 
observations of the part-Hawaiian children suggest 
that either these strategies were not applied spon­
taneously to the task (appropriate situational cues 
for application were inadequate or absent) or these 
listening strategies were not present in the 
children's repertoire. 

• The Research and Development class­
rooms emphasize the group; children are permitted 
to help one another with classroom work. Comple­
tion of a task is driven by peer support and 
affiliation. 4 The parochial school classroom 
emphasizes independent work and places greater 
value on individual task completion and individual 
achievement. The free recall task, despite its use 
of familiar and meaningful words, was arbitrary or 
unconnected to a social or practical purpose for 
performing well. For the part-Hawaiian children, 
expending effort on this difficult task seemed to 
occur when E established social-personal contact 
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with the children during the testing. For the 
private school children, sufficient motivation 
appeared to reside in the task itself--an academic 
intellectual challenge. Thus differences in motiva­
tional styles alone (one being more consonant than 
the other with the standard free recall procedures) 
may have been sufficient to produce the differences 
between these two groups of children in testing 
behaviors and performance levels. This interpreta­
tion suggests that performance in most standard 
test-taking situations would inadequately reflect 
the underlying competence of the Hawaiian chil­
dren. 

• For the part-Hawaiian children, language 
is not the overriding means of instruction in the 
home or an overwhelming means of acquiring gen­
eralizable rules or principles ( Gallimore, Boggs, & 
Jordan, 1974; Joesting, 1980; Jordan, 1976). The 
children's home experiences appear to focus atten­
tion more on non-verbal messages (e.g., voice into-­
nation, facial expressions, etc.) and verbal expres­
sions of personal intent. The middle-class back­
ground of the parochial school children suggests 
that language is used a great deal not only to com­
municate demands and intentions but also to 
"play with, 11 to describe, explain, and analyze, and 
used as a tool in problem solving. Differences in 
experiences regarding the use of language••one 
group seeming to have more experience with 
"disembodied" or meta.language use (Hymes, 
1972) than the other-- may have resulted in perfor­
mance differentials favoring the parochial school 
children on this functionally irrelevant language 
memory task. 

Performance on this free recall task in incon• 
sequential per se. However, effective use and 
demonstration of language memory skills and deli­
berate language listening skills are requirements 
for successful performance in numerous situations 
which the part-Hawaiian children will encounter in 
the future, particularly successful functioning in 
the traditional public school classroom. It would 
be an important contribution with practical appli­
cations to examine variations in performance on 
this task (or one with similar task demands) as a 
function of systematic changes in task materials 
(e.g., recall words embedded in a story context), 
task context (e.g., provide affiliative motivation 
for attending to the recall words) and prior train­
ing (e.g., in behavioral listening strategies and/or 

in individual language listening experiences). The 
part-Hawaiian children would be expected to per­
form better in certain conditions than in others. 
Such a research plan would provide valuable infor­
mation concerning task specific factors that 
interact with the sociocultural background of the 
child to increase performance. 

Conclusion 

If little or no attention is given to how a 
young child approaches a task or test, how a 
young child reacts during such a session, or how 
the task may be interpreted by the child, then our 
faith in the numbers collected and our belief in sta­
tistical significance should be shaken. Until we 
begin to view the slice of human behavior we 
choose to look at as cut from whole cloth, our goal 
of understanding ourselves may never be achieved. 
Perhaps the following aphorism by J. R. Tolkien 
may guide us: 

He that breaks a thing to find out what it is 
has left the path of wisdom. 

Notes 
1 Kamehameha Early Education Project staff randomly 

selected the 51 part-Hawaiian participants from the 
population of low-income families residing in a cir­
cumscribed urban area of Honolulu. For details of the 
selection procedure, see Mays, Boggs, Tharp, & Galli­
more, 1972-1973; 1973-1974. All the part-Hawaiian 
children scored in the average to slightly above aver­
age on the WPPSI. 

2The 60 multi-ethnic parochial school participants (10% 
of whom were part-Hawaiian) were randomly selected 
from among the 120 children in the first and third 
grade classrooms at the urban parochial school in 
Honolulu. No one ethnic group predominated. Occu­
pational status of their parents was used to determine 
their middle-class status. Their school achievement 
and ability test scores indicated average to above 
average skills. 

8For a more complete description of Hawaiian talk story 
and peer affiliation, see Watson-Gegeo & Boggs, 1977. 

'For how talk story style is incorporated in the class­
room lessons for these Hawaiian children see Jordan, 
1981 and Jordan, D'Amato, & Joesting, 1981. 
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Mixed Ability Grouping for Reading 
Instruction: An Alternative to 
Traditional Practice 

Terry Chadsey 

The standard approach to teaching reading 
in the primary grades involves grouping children 
according to reading skills performance and apply­
ing instruction appropriate to each ability group. 
For five years of teaching first, second, and third 
grades in middle.class, suburban public schools, I 
followed this grouping procedure. No matter what 
techniques, time, and materials I used, however, 
the gap between the performance of the low group 
and that of the high group widened over time. As 
the low group struggled with the mechanics of 
decoding, the fast group picked up skills 
effortlessly by comparison and developed great 
enthusiasm for reading. This procedure obviously 
substantiated my initial judgements of each child's 
ability. Ability groups fulfilled my prophecy of 
children's reading abilities, but they clearly failed 
to serve the needs of those who have difficulty 
learning to read. It was clear to me that this prac­
tice deserves serious reconsideration. 

Grouping by ability for reading instruction is 
a well established and often unquestioned practice 
in American schools (Esposito, 1973; Barr, 1975; 
Wilson & Schmits, 1978; Kulik & Kulik, 1982; 
Hiebert, 1983). Although teachers frequently 
presume ability grouping to be an effective pro­
cedure (Wilson & Schmits, 1978), decades of 
research have failed to support this presumption. 
In fact, current reviews suggest negative effects of 
ability grouping not only on academic achievement 
but also on socio-emotional development and on 
the effective integration of different socio.economic 
groups in schools (Esposito, 1973; Wilson & 
Schmits, 1978). 

Group reading instruction is a dynamic and 
complex process which involves a constellation of 
factors. There is a growing body of literature indi­
cating that the experience of children in different 
ability groups in the same classroom varies 
significantly in regard to many of these factors 
(Hiebert, 1983). Allington (1980), with a most 
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obvious example, demonstrates that readers in the 
low ability group spend less time reading than 
those in other groups. This differential treatment 
of groups is usually not a product of instructional 
design and is seldom even acknowledged by the 
teacher. The results are obvious though often 
overlooked. In my classroom I informally observed 
that the discrepancy between good and poor 
readers in ability groups increases as time is spent 
in school. This fact is well supported (Hiebert, 
1983). 

Three years ago I banished the concept of 
ability reading groups from my first grade class­
room. The alternative program involves hetero­
geneous reading groups. This approach to class­
room organization has positive consequences for 
the academic achievement and the emotional 
development of all children as well as for the 
effective integration of different groups within the 
classroom. The children in my first grades had 
attended a skills-oriented kindergarten program in 
which they were exposed to practice with con­
sonant and vowel sounds and to sounding out sim­
ple words. In each group of 25 students, there 
were one or two early readers and three to five 
children who demonstrated difficulty in visual and 
auditory discrimination in the kindergarten curri­
culum. The readiness level of the group was high, 
and the mean IQ, as measured by the Otis-Lennon 
Mental Ability Test in March of each year, was 
consistently around 110. Given this above average 
profile of my students, the specifics of the program 
outlined below will not directly apply to all first 
grades but will illustrate my alternative to the 
organization of reading instruction. 

The core of my reading program is a phonics 
oriented basal, The Economy Company's Keys to 
Independence in Reading. The program presents 
the 10 long and short vowel sounds at the pre­
primer level and then presents consonants, blends, 
digraphs, dipthongs, and special sounds, gradually 
giving children the tools to decode more complex 
words. I supplement this with a wide array of 
workbooks, readers, and teacher made materials. I 
begin the year first making sure that each child 
knows consonant sounds and then begin teaching 
each child 1) to recognize the vowels, 2) to use two 
simple rules for marking vowels, and 3) to know 
the long and short vowel sounds. I try to accom­
plish this through a variety of high motivation 

games and activities. I focus my time and atten­
tion on those children who have the most 
difficulty. 

By the second or third week of school, I 
group students randomly into four groups, and we 
use the basal pre-primer which reviews the con­
sonant and vowel sounds and introduces the con­
cept of sounding out words. At the same time, I 
start each child working individually on materials 
appropriate to his own needs. Those who need to 
work on letter sounds continue those types of 
games and activities. Those who already read 
begin working on comprehension directed work­
books and materials. Again I concentrate my time 
on those who need work on letter-sound recogni­
tion. My goal is to bring each member of the class 
to the point of knowing letter sounds and at least 
beginning to sound out simple words. 

Six weeks into the year, this goal is reached, 
although there are three or four children for whom 
letter-sound recognition is still a struggle. At this 
point I regroup the children into four carefully 
mixed groups. I purposefully place one struggler 
and at least one of the better readers in each of the 
groups. While the children continue working 
independently on a variety of individualized 
materials, we begin working on phonics rules at 
first and later on comprehension strategies in the 
mixed groups. For some of the students in each 
group the work is easy and obvious. For others it 
is new and a continuing struggle. I continue to 
provide the strugglers with additional time and 
assistance to assure that they master each essential 
skill and keep pace with group activities. 

As these reading groups begin working 
together, I focus on two things. First, I try to 
insure that the struggling readers are successful as 
they perform in front of their peers. Initially this 
means asking them to do only those things which 
they can do with confidence. This serves to assure 
both themselves and the more self-confident stu­
dents that they can succeed in school too. 
Secondly, I set high standards for the patience and 
tolerance shown by all members of each group. I 
emphasize that our group time is an opportunity 
to show. support and to help others. It is essential 
that each child's fear of making mistakes in front 
of others is minimized. Anyone who expresses 

The Quorte,l11 Nr:111,letter of th.e Ldorator11 of Compcr&tit1e Hvman Cognition, October 1986, Volume 8, Number.{ 191 



intolerance in the group is asked to leave until 
they can participate in a more positive way. 

During the year each group works 
through the basal materials at roughly the same 
pace. The pace varies with the difficulty 
of the curriculum. In other words, we spend as 
long as it takes all members of the group to grasp 
a particular new skill or concept. This enables me 
to reshuffle the groups every couple of months. In 
each group I place children of different abilities 
with an eye toward grouping students who will 
work well together. Forming new reading groups 
periodically helps keep group time fresh and 
interesting and gives each child an opportunity to 
feel a part of the larger community of readers 
made up of the entire class. 

This program appears to have many positive 
effects on young readers. First, by placing strug­
gling readers next to competent readers, mixed· 
ability grouping provides those children, for whom 
reading is a source of frustration, with models of 
what effective reading looks like and sounds like. 
This kind of modeling is an important factor con­
tributing to developing reading skills, and it is 
traditionally denied to those children who are low 
grouped. 

Second, compet1t1on within the context of 
tolerant and supportive groups provides motiva­
tion important for many children. The fluidity of 
frequently reorganized, mixed ability groups 
exposes each child both to those who seem to read 
a little bit better and to those who don't read as 
well. As children constantly compare themselves 
and their own abilities with others, they orient 
themselves to those they want to catch up to and 
to those whom they want to keep ahead of. In a 
very mild and subtle way, the reading group 
becomes a forum for showing to the group what 
one is capable of doing. H handled carefully, such 
self-comparison can provide the reason to concen­
trate and to perform well on group activities. By 
contrast, the traditional ability groups undercut 
any sense of open ended competition and convey to 
the children that their rate of reading progress is 
somehow predetermined and limited by the pace of 
a particular group. Students in the fast group 
know they are the chosen few although they often 
learn that it doesn't really matter how hard they 
try. Far more discouraged, those in the low group 

may feel locked into falling farther and farther 
behind the rest of the class no matter what they do 
individually (Esposito, 1973; Wilson & Schmits, 
1978). 

Third, having children of various abilities 
working closely together demands a great deal of 
patience and tolerance on everyone's part. 
Although this may be difficult for some students at 
first, it gradually becomes the accepted ethic for 
the room and carries over to other times and other 
activities. This ethic also gives children the mes­
sage that everyone is to be treated equally and 
with respect. I am convinced that this has a 
powerful effect on a classroom. Children watch the 
teacher closely for cues about how the teacher will 
respond to errors, successes, misbehaviors, etc. 
Each child's evaluation of the teacher's reactions 
largely determines the behavioral choices the child 
will make and the degree of comfort or stress he 
will feel. The atmosphere of tolerance and equal­
ity fostered by mixed ability grouping gives all 
children the message that even those children who 
cannot do well at reading will be treated fairly, 
and therefore it is a safe environment in which to 
work and to try difficult things. 

These factors--modeling, intra-group com­
parison, and the ethic of tolerance and respect--all 
contribute to conditions which encourage children 
to learn to read. Thus, the mixed ability group 
creates greater incentives to put forth effort and to 
perform well on reading activities. 

The most common criticism of mixed ability 
grouping is a concern for the "fast" readers. 
Won't they be held back or won't they be bored? 
First, it is important to provide all students with 
independent material suitable to their individual 
needs and abilities. These materials include 
games, worksheets, workbooks, reading labs, and 
books to take home. Each child has a time in the 
classroom to work independently on these and 
immediate feedback is provided to those who need 
it. For some, this supplements group activities. 
For others, it enables them to move ahead through 
more challenging material. 

Secondly, heterogeneous grouping provides a 
healthier environment for these high achievers. To 
be distinguished by being placed in the fast group 
by the teacher creates a subtle separation from 
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other members of the class and suggests that these 
children are special no matter what they do. In 
heterogeneous grouping, however, these students 
are put on an equal footing with every child in the 
class. It is left to them to prove themselves 
through their daily performance. Members of the 
class depend more on what they do to evaluate 
themselves and each other than on what group 
they are in. Even for the child who's performance 
always pleases the teacher, it is reassuring and 
encouraging that others in the group are treated 
with respect and tolerance. 

Third, the trend to segregate high achieving 
children in special classes and programs seems to 
be more a condemnation of what goes on in many 
classrooms than an enlightened educational policy. 
Our goal should be to meet the educational needs 
of all individuals within the classroom. Not only 
do gifted children have a great deal to offer other 
members of the class, but interaction in an 
effective educational setting with a full range of 
other children can provide the most potent grist 
for creative and innovative thought. This has been 
demonstrated effectively by Paley (1981}. Finally, 
even accepting the argument that fast students 
will be held back, the teacher is left with a clear 
choice: either group by ability to give high achiev­
ers free rein- while discouraging slow readers or 
group by mixed abilities to encourage the slow 
readers while high achievers review material which 
may come easily to them. For me the choice is 
clear. 

By placing learning to read in the context of 
social dynamics and acknowledging the significance 
of modeling, competition and group ethics, this 
reading program focuses on the child rather than 
on the mechanical elements of word decoding. 
Ability groups follow the sequence of skills which 
supposedly add up to effective reading. Children 
are grouped according to their mastery of these 
skills and they are taught the skills they need to 
acquire. Thus the low group may be instructed on 
short vowel sounds while the fast group works on 
recalling the sequence of events in a story they 
have read. The purpose of reading--to reach the 
meaning communicated by the written words--is 
all too easily lost amidst the proverbial trees of the 
forest, especially for those in the low group. They 
see only other children struggling with stray 
sounds and nonsense groups of words which appear 

to have no connection with social communication. 

Heterogeneous groups, on the other hand, 
work on the same skills in the same material, but 
these elements are always subordinate to the goal 
of reading more effectively. Children are never 
locked into the sequence since they can constantly 
observe a variety of reading performance. Not 
only does mixed ability grouping provide a 
healthier, more encouraging instructional environ­
ment for all children, but it also encourages a more 
effective and realistic view of the reading process 
for teachers by focusing the instruction on indivi­
duals rather than on arbitrarily maintained ability 
groups. 

The success I've had with heterogeneous 
reading groups suggests that this aspect of reading 
instruction demands further attention. Consistent 
with the professional literature, this success ques­
tions whether there is any value to ability based 
grouping other than that of tradition and of 
teacher convenience. Finally, the promise of sound 
alternatives begs additional research to systemati­
cally describe various ways of organizing reading 
instruction and demands that interested teachers, 
administrators and reading professionals confront 
the self-fulfilling prophecy of ability groups. 
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gating intelligence in its cultural context, 1(3), 11-15. 

Serpell, Robert. (1977, October). Context and con­
notation: The negotiation of meaning in a multiple 
speech repertoire, 1(4), 10-15. 

Simmons, Warren. (1979, July). The effects of the 
cultural salience of test materials on social class and 
ethnic differences in cognitive performance, 1(3), 43· 
47. 

Speidel, Gisela E., Gallimore, Ronald, & 
Kobayashi, Linda. (1983, April). Facilitating 
transfer of )earning: The influence of environmental 
setting, 5(2), 40-43. 

Stigler, James W., Barclay, Craig, & Aiello, 
Patrick. (1982, January). Motor and mental abacus 
skill: A preliminary look at an expert, 4( 1 ), 12· l 4. 

Sugarman, Susan. ( 1979, February). Product and 
process in the evaluation of early preschool intelli­
gence, 1(2), 17-22. 

Sugarman, Susan. (1983, April). The development 
of inductive strategy in children's early thought and 
language, 5(2), 34-40. 

Super, Charles M., Harkness, Sara, &: Baldwin, 
Lawrence M. (1977, October). Category behavior 
in natural ecologies and in cognitive tests, 1(4), 4-7. 

Sutton-Smith, Brian, &. Heath, Shirley Brice. 
(1981, July). Paradigms of pretense, 9(3), 41-45. 

Taylor, Marsh'a, &: Ortony, Andrew. (1980, 
April). Rhetorical devices in Black English: Some 
psycholinguistic and educational observations, 2(2), 
21-26. 

Traupmann, Kenneth L. (1976, September). 
Differential deficit: Psychometric remediation is not 
acceptable for psychometric artifact, 1(1 ), 2·3. 

Tudge, Jonathan. (1985, April). The effect of social 
interaction on cognitive development: How creative is 
conflict?, 7(2), 33-40. 

Ure, M. Celia Dibar, & Colinvaux, Dominique. 
(1985, January). New results on the reasoning of 
unschooled adults, 7(1), 27-29. 

Van der Veer, Rene. (1985, October). The cultural­
historical approach in psychology: A research pro­
gram?, 7(4), 108-113. 

Vaughn, Billy. (1985, October). Computer networks 
and education, 7(4), 131. 

Webb, Noreen M. (1980, January). Group process 
and learning in an interacting group, 2(1), 10-15. 

Weil, Joyce. (1978, January). Lexical development: 
A minilongitudinal approach, 2(1), 13-15. 

Wertsch, James V. (1978, January). Adult-child 
interaction and the roots of metacognition, 2(1 ), 15· 
18. 

Wertsch, James V., &. Stone, C. Addison. (1978, 
September). Microgenesis as a tool for developmental 
analysis, 1(1), 8-10. 

Zinsser, Caroline. (1985, July). For the Bible tells 
me so: Teaching children in a fundamentalist church, 
7(3), 86-89. 

Zukow, Patricia Goldring. (1981, October). Words 
on play: A microanalytic study of the role of the 
caregiver in the emergence of play activities during 
the one-word period, 9(4), 68-71. 

Zukow, Patricia G. (1984, July). Folk theories of 
comprehension and caregiver practices in a rural• born 
population in central Mexico, 6(3), 62-67. 
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ANNOTATED BIBLIOGRAPHIES PUBLISHED IN THE ICHDAND LCHC NEWSLETTERS 
FROM SEPTEMBER 1976 THROUGH OCTOBER 1986 
(Code: Author/Review Date/Title/Reviewer/Issue and Pages) 

Babad, E., I,, Budolf, M. (1976, September). Sensi­
tivity and validity of learning.potential measurement 
in three levels of ability. (Mary Cross), 1(1), 10. 

Bahrick, H. P., Bahriek, P. 0., & Wittlenger, R. 
P. (1978, April). Fifty years of memory for names 
and faces: A cross-sectional approach. (William 
Hirst), 2(2), 39-40. 

Barnhardt, Carol. (1983, October). "Let your 
fingers do the talking:" Computer communication in 
an Alaskan rural school. (James A. Levin), 5(4), 93. 

Bogartz, Richard. (1977, February). On the mean­
ing of statistical interactions. (Michael Cole), 1(2), 
16. 

Bowen, Elenore Smith. (1981, January). Return to 
laughter. (Michael Cole), 9( 1 ), 18-19. 

Bransford, J., &. Franks, J. (1978, January). 
Toward a framework for understanding learning. 
(William Hirst), 2(1), 19. 

Bransrord, J., McCarrell, N., Franks, J., k 
Nitsch, K. ( 1978, January). Toward unexplaining 
memory. (William Hirst), 2(1), 19. 

Bruner, J. S., Jolly, A., I,, Sylva, K. (Eds.). (1978, 
April). Play--Jts role in development and evolution. 
(Roy Pea), 2(2), 39. 

Budolf, M., "- Corman, L. ( 1976, September). 
Demographic and psychometric factors related to 
improved performance on the Kohs learning-potential 
procedure. (Mary Cross), 1( 1 ), 10. 

Capra, Fritjof. (1978, January). The Tao of physics: 
An e:zploration of the parallels between modern physics 
and eastern mysticism. (Margaret M. Riel), 2(1), 20. 

Chukovsky, Kornei. (1981, October). From two to 
five. (Michael Cole), 9( 4 ), 80. 

Church, Joseph. (1977, October). Psychology and 
the social order. (R. P. McDermott), 1(4), 16. 

Cicourel Aaron V. (1977, June). Discourse and text. 
(Sue Fisher), 1(3), 15. 

Cicourel, Aaron V. (1977, June). Interviewing and 
memory. (Sue Fisher), 1(3), 15. 

Coulthard, M. (1979, February). An introduction to 
discourse analysis. (Robert N. Kantor), 1(2), 27. 

D' Andrade, R. G. (1976, September). Memory and 
the assessment of behavior. (Michael Cole), 1(1), 10. 

De Lone, Richard H. (1979, October). Small future,: 
Children, inequality, and the limits of liberal reform. 
(Sondra Buffett), 1(4), 80. 

Dennett, D. C., I,, Hofstadter, D.R. (1982, April). 
The Mind's /: Fantasies and Reflections on Self 8 
Soul. (James A. Levin), 4(2), 36-37. 

Donaldson, Margaret. (1981, October). Children's 
minds. (Michael Cole), 9(4), 80-81. 

Elias, Norbert. (1980, July). The civilizing process: 
The history of manners. (Hugh Mehan), 2(3), 74-75. 

Foucault, Michel. (1980, July). Discipline and pun­
ish: The birth of prison. (Hugh Mehan), 2(3), 74-75. 

Gallimore, Ronald, Boggs, Joan W ., & Jordan, 
Cathie. (1977, June). Culture, behat1ior and educa­
tion: A study of Hawaiian-Americans (Vol. 2). 
(Paula F. Levin), 1(3), 15. 

Gallimore, Ronald,"- Howard, Alan (Eds.). (1977, 
June). Studies in a Hawaiian Community: Na Maka­
maka o Nanakuli. (Paula F. Levin), 1(3), 15. 

Garvey, C. (1978, April). Play. (Roy Pea), 2(2), 39. 

Goodwin, Charles. (1983, October). Conversational 
organization: Interaction between speakers and hear­
ers. (Alessandro Duranti), 5(4), 92-93. 

Habermas, Jurgen. (1977, June). Universalpragma­
tische Hinweise auf das System der lch-Abgren­
zungen. (Jurgen Streeck), 1(3), 16. 

Hale, Janice E. (1983, October). Black children: 
Their roots, culture and learning styles. (Warren 
Simmons), 5(4), 93-94. 

Heider, E. R., Cazden, C. B., & Brown, R. (1977, 
February). Social class differences in the effectiveness 
and style of children's coding ability. (Courtney Caz­
den), 1(2), 14. 

Hiltz, Starr Roxanne. (1984, October). Online com­
munities: A case study of the office of the future. 
(Liam J. Bannon), 6(4), 101-103. 

Howard, Alan. (1977, June). Ain't no big thing: 
Coping strategies in a Hawaiian-American commun­
ity. (Paula F. Levin), 1(3), 15. 

Hiibner, K. (1984, July). Critic of scientific reason. 
(Alberio Rosa), 6(3), 72-73. 

Huston-Stein, Aletha, & Wright, John C. (1980, 
April). Children and television: Effects of the 
medium, its content, and its form. (Bruce Watkins), 
2(2), 41. 

Hutchins, E. (1983, January). Culture and inference: 
A Trobriand case study. (William P. Murphy), 5(1), 
27-28. 

Istomina, Z. M. (1976, September). The develop­
ment of voluntary memory in preschool-age children. 
(Sylvia Scribner), 1(1), 12. 

Jackson, W., I,, Espino, L. (1980, October). Cul• 
tural antecedents of cognitive style variables in 
Mexican-American children. (Esteban Diaz), 2(4), 92. 
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Karmiloff-Smith, Annette, &. lnhelder, Barbel. 
(1978, January). "II you want to get ahead, get a 
theory." (Roy Pea), e(i), 19-20. 

Kintsch, W., & Greene, E. (1979, July). The role ol 
culture-specific schemata in the comprehension and 
recall ol stories. (Chitra Jogdeo), 1(3), 51. 

Kirk, Lorraine, &. Burton, Michael. (1977, Febru­
ary). Meaning and context: A study of contextual 
shifts in meaning of Maasai personality descriptors. 
(Jean Lave), 1(2), 15-16. 

Kusterer, K. C. (January/April, 1984). Know-how 
on the job: The important working knowledge of 
unskilled workers. (Emily Filardo), 6(1&2), 47-48. 

Langer, E. J. (1981, January). Rethinking the role ol 
thought in social interaction. (Barbara B. Brown), 
9(1), 19. 

Lein, Laura. (1976, September). You were talkin 
though, Oh yes, you was. (Judith Orasanu), 1(1), 11. 

Lewis, Michael, It Rosenblum, Leonard (Eds.). 
(1977, February). The effect of the infant on it, care­
gi,er: The origins of beha,ior (Vol. 1). (Margaret M. 
Riel), 1(2), 16. 

Malcolm, N. (1978, January). Memory and mind. 
(William Hirst), 2(1), 19. 

Malone, Thomas W. (1982, April). Toward a theory 
of intrinsically motivating instruction. (Denis New­
man, & Andrea Petitto), ,1(2), 37-38. 

Mandler, Jean M., It Robinson, Carol A. (1978, 
September). Developmental changes in picture recog­
nition. (Michael Cole), 1(1), 12. 

Markman, E. (1978, April). Facilitation ol part­
whole comparisons by the use of the collective noun 
"lamily." (Warren Simmons), 2(2), 38-39. 

Markman, Ellen M., & Siebert, J. (1978, April). 
Classes and collections Internal organization and 
resulting holistic properties. (Warren Simmons), 2(2), 
38-39. 

McGarrigle, James, & Donaldson, Margaret. 
(1977, February). Conservation accidents. (Valerie 
Walkerdine), 1(2), 15. 

Mehan, Hugh, &. Wood, Houston. (1976, Sep­
tember). The reality of ethnomethodology. (John 
Dore), 1(1), 11-12. 

Mercer, J. (1976, September). Labelling the mentally 
retarded. (Michael Pratt), 1(1), 10. 

Mercer, J. (1976, September). A policy statement on 
assessment procedures and the rights of children. 
(Michael Pratt), 1(1), 10. 

Miller, Roy A. (1977, February). Do the Japanese 
know how to tell time? (R. P. McDermott), 1(2), 15. 

Mishler, E. G. (1976, September). Studies in dialo­
gue and discourse: An exponential law of successive 
questioning. (Maryl Gearhart), 1(1), 11. 

Mishler, E. G. (1976, September). Studies in dialo­
gue and discourse II: Types of discourse initiated by 
and sustained through questioning. (Maryl 
Gearhart), 1(1), 11. 

Mishler, E. G. (1976, September). Studies in dialo­
gue and discourse III: Utterance structure and utter• 
ance function in interrogative sequences. (Maryl 
Gearhart), 1(1), II. 

Oevermann, Ulrich, et al. (1977, June). 
Beobachtungen zur Struktur der sozialisatorischen 
Interaktion (Notes on the structure of socializing 
interaction). (Jurgen Streeck), 1(3), 16. 

O'Gorman, Ned. {1978, September). The children 
are dying. (Lenora Fulani), 1(1), 10-12. 

Osherson, Daniel N., It Wasow, Thomas. (1978, 
January). Task-specificity and species-specificity in 
the study ol language: A methodological note. (Roy 
Pea), 2(1), 19. 

Papert, Seymour. (1981, July). Mindstorm,: Chil­
dren, computers, and powerful ideas. (James Levin), 
9(3), 59. 

Quinton, G., & Fellows, B. J. (1976, September). 
"Perceptual" strategies in the solving of three-term 
series problems. (Judith Orasanu), 1(1), 12. 

Ramires, M. ( 1984, July). Psychology of the A meri­
cas: Mestizo perspective& on personality and mental 
health. (Esteban Diaz), 6(3), 73. 

Richards, Meredith Martin. (1977, October). 
Come and go reconsidered: Children's use of deictic 
verbs in contrived situations. (Lois Hood), 1(4), 16. 

Richman, Charles, L., Nida, Steve, &. Pittman, 
Leslie. (1977, June). Effects of meaningfulness on 
child free-recall learning. (Patricia Worden), 1(3), 16. 

Salomon, Gavriel. {1980, April). Interaction of 
media, cognition, and learning. (Bruce Watkins), 
2(2), 41. 

Salomon, Gavriel. (1985, January). Computers in 
education: Setting a ruearch agenda. (Brock Meeks), 
7(1), 30-31. 

Scollon, Ron, & Scollon, S. B. K. (1980, April). 
The literate two-year-old: The fictionalization of self. 
(William Teale), e(2), 40-41. 

Shuy, Roger W. (1977, June). The medical inter­
view: Problems in communication. (Sue Fisher)i 
1(3), 15. 

Shuy, Roger W. (1977, June). Sociolinguistics and 
the medical history. (Sue Fisher), 1(3), 15. 

Shweder, R. A. (1976, September). How relevant is 
an individual difference theory of personality? 
(Michael Cole), 1(1), 10. 

Simon, Herbert A. (1976, September). The lunc­
tional equivalence of problem•solving skills. ( Judith 
Orasanu), 1(1), 12. 
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Sinclair, J. Mc H., & Coulthard, R. M. (1979, 
February). Towards an analyais of discourse: The 
English used by teachers and pupil,. (Robert N. Kan• 
tor), 1(2), 27. 

Singleton, W. T. (Ed.) (1984, January/April). The 
analysis of practical ,kill,. (Joy Stevens), 6(1&2), 48. 

Smith, M. E. (1978, April). Delayed recall of previ• 
ously memorized material after twenty years. (Wil• 
liam Hirst), 2(2), 39-40. • 

Smith, M. E. (1978, April). Delayed recall of previ• 
ously memorized material after forty years. (William 
Hirst), 2(2), 39-40. 

Snyder, Lynn S. (1980, October). Pragmatics in 
language disabled children: Their prelinguistic and 
early verbal performatives. (Laura M. W. Martin), 
2(4), 92-93. 

Soames, S., k Perlmutter, D. (1980, April). Syn­
tactic argumentation and the atructure of Engliah. 
(Peg Griffin), 2(2), 41-42. 

Spradley, James P., &, Mann, Brenda J. (1978, 
April). The cocktail waitress. (William S. Hall), 
2(2), 38. 

Steffensen, Margaret S., Jogdeo, Chitra, &, 
Anderson, Richard C. (1979, July). A cross­
cultural perspective on reading comprehension. ( Chi­
Ira Jogdeo), 1(3), 51. 

Stoltz, W., & Tiffany, J. (1976, September). The 
production of "child-like" word associations by adults 
to unfamiliar adjectives. (Michael Cole), 1(1), 10. 

Street, Brian. (1986, July). Literacy in theory and 
practice. (Alison Fuller), 8(3), 108-111. 

Titchner, E. B. (1978, April). Relearning after 
forty-six years. (William Hirst), 2(2), 39-40. 

Tulviste, Peter, (1979, October). On the origins of 
theoretic syllogistic reasoning in culture and the child. 
(Sondra Buffett), 1(4), 73-80. 

Turgeon, Valerie F., &. Hill, Susanne D. (1977, 
October). A developmental analysis of the formation 
and use of conceptual categories. (Judith Orasanu), 
1(4), 15. 

Turner, Roy. (1976, September). Words, utterances 
and activities. (Denis Newman), 1(1), II. 

Vulpe, S. G. (1977, February). The Vulpe a,.e .. ment 
battery, developmental assessment, performance 
analysis, program planning for atypically developing 
children. (Courtney B. Cazden), 1(2), 14•15. 

Warren, H. C. (1978, April). Two cases of latent 
memory. (William Hirst), 2(2), 39-40. 

Watzlawick, Paul. (1980, January). How real is 
real? Confusion, disinformation, communication. 
(Sondra Buffett), 2(1), 19-20. 

Watzlawick, Paul, Bevin, Janet Helmick, &. 
Jackson, Don D. (1980, January). Pragmatics of 
human· communication: A .study of interactional pat­
terns, pathologies, and parado:tta. (Sondra Buffett), 
2(1), 19-20. 

Webb, N.M. (1980, January). Learning in individual 
and small group settings. (Sondra Buffett), 2(1), 18· 
19. 

Wolfram, W., & Christian, D. (1977, February). 
Appalachian speech. (Courtney B. Cazden), 1(2), 15. 

Wootton, A.J. (1976, September). Talk in the homes 
of young children. (Maryl Gearhart), 1(1), II. 

Zisterer, Sylvia. (1977, June). Probleme der pbylo• 
genetischen Sprachentstehung-Ansaetze zu einer 
Entwicklungsgeschichte menschlicher Sprache. (Issues 
in language origins -- Approaches to a developmental 
history of human language). (Jurgen Streeck), 1(3), 
15-16. 

ARTICLES PUBLISHED IN THE WORK-IN-PROGRESS SECTION 
OF THE LCHC NEWSLETTERS FROM 

JANUARY 1984 THROUGH OCTOBER 1986 
(Code: Author/Date/Title/Issue and Pages) 

Anderson, Alonzo B., Diilz, Esteban, &. Moll, 
Luis C. (1984, July). Community Educational 
Resource and Research Center, 6(3), 70-71. 

B_each, •King. (1984, January/ April). The role of 
external memory cues in learning to become a bar­
tender, 6(1, 2), 42-43. 

Blank, Randal. (1984, January/April). Videotape 
analysis of a carpenter at work, 6(1, 2), 43-44. 

Cameron, C.A. (1986, July). Grandmothers, teachers 
and little girls, 8(3), 111-115. 

Cole, Michael. (1985, January). Computerization in 
Soviet education, 8( 1 ), 43. 

Laufer, Edith A. (1984, January/April). Knowledge 
organization and recall in a work place, 6(1, 2), 44. 
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COPYRIGHT: The appearance of the code at the bottom of the page of an article in this Newutter 
indicates that the Publisher gives consent for individual copies of that article to be made for personal 
or internal use. This consent is given on the condition, however, that -- for copying beyond the limited 
quantities permitted under Fair Use (Sections 107 and 108 of the U.S. Copyright Law) -- the copier 
pay the stated per-copy fee (for this Newsletter, $1 per article) through the Copyright Clearance 
Center, Inc., 21 Congress Street, Salem, MA 01970. This consent does not extend to other kinds of 
copying, such as copying for general distribution, for advertising or promotional purposes, for creating 
new collective works, or for resale. 

SUBMISSION OF MANUSCRIPTS: If your work has important implications for characterizing the 
way people use their minds and organize their lives, we would like to encourage you to submit a brief 
(6 to 15 pages) article for consideration. As a newsletter rather than a journal) this publication pro­
vides a forum for discussing issues that are difficult to discuss in typical journal outlets. It is a good 
place to try out new ideas or report new techniques; authors often get feedback from other subscribers. 
Please keep in mind when preparing a manuscript that our readership is unusually broad (anthropolo­
gists, psychologists, linguists, sociologists, educators, and public policy people a.re all among our sub­
scribers) and avoid jargon that is familiar only to researchers in one field. Also try to keep references 
to a minimum; it is the ideas, not the scholarly pedigree, that concerns us. 

We would also like to encourage you to contribute items to our annotated bibliography section on 
an ad hoc basis. Any book or article that you have read recently (old or new) that you are enthused 
about and want to share with others is a likely candidate. 

Please send three copies of all submissions, double-spaced, with all figures and illustrations in ori­
ginal, camera-ready form. 

NOTICE OF SUBSCRIPTION RATE CHANGE: In order to help cut our losses we unfortunately 
had to increase our subscription rates, effective January 1, 1982 to $15.00 per year. Student rates 
remain $10.00 per year. Effective January 1, 1982, single and back issues are also available for $4.00 
each. 

Additional support for the Newsletter has been provided by a grant from the Carnegie Corporation, 
No. DC15-06/86-Cole. 

Subscription Form 
Name _____________________________ _ 

Address __________________________ _ 
____________________ Zip ________ _ 

Please enter my subscription to The Quarterly Newsletter of the Labora­
tory of Comparative Human Cognition. 

years at $15.00 per year I am enclosing $ 
I am enclosing $ 

for 
for years at $10.00 per year (student) 

Please make your checks payable to LCHC Newsletter and mail them to: 

Peggy Bengel 
Subscription Manager 
Laboratory or Comparative Human Cognition, X-00S 
University of California, San Diego 
La Jolla, CA 92093 

Foreign Subscribers 
Please add $5.00 
to cover air mail cost. 

MOVING? 

Please give us as much 
advance notice as possible 
and avoid missing an issue 
of the Newsletter. 
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