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acquisition of voluntary responding in the child. 
The two articles by Leont'ev give us insight into the early 

formulation of the dialectical-materialist perspective that was 
so conspicuous a feature of the approach of Vygot~ky and his 
followers (among whom Leont'ev has been the most prominent 
theoretician). Leont'ev's brief description of a simple "test" 
for mediated choice behavior is not OulY ingenious, but a fine 
example of early efforts to translate theory into observation. 

The final article, by Dul'nev, is intriguing for somewhat dtf
ferent reasons. For a number of years it has been fashiOnable 
among American scholars to assume that Soviet psychological 
rese>1Xch ceased abruptly in 1936 with the Decree of the Cen
tral Committee of the Communist Party on psychological test
ing. What ceased abruptly were the journals that ~d, ull to 
that time, published psychological research. A gO!,d deal of 
research also ceased, or was reorganized. But refSearch did 
go on, Dul'nev's study Was published in 1940, in a volume of 
studieS co-edited by L. Zankov, one of Vygotsky's collabora
tors C?;ankov with others has recently completed a'monograph, 
Teachihg and Development, pUb~shed by M. E. SJuU,pe, Inc. in 
1977). The problem he is writi~ about is squarely in the cen
ter of turrent American researqh on recall of me3ningful text 
and comprehension-recall deficits associated with mild mental 

1 t I 

retardation. Although current irlvestigators will want to repli-. , , 

cate hi$ observations, the techni,ques he reports offer an inter
esting ~pproach to the problem clf mediational and production 
deficie~cies in the recall of the retarded. 
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Michael Cole 
Editor 

L. 1. Bozhovich 

THE CONCEPT OF THE CULTURAL~HISTORICAL 
,DEVELOPMENT OF THE MIND AND ITS PROSPECTS 

Vygotsky's concept of the cultural and historical develop
ment of the mind, which he worked out together with his co
workers and students, never achieved finished form. It did, 
however, contain basic ideas that, when later systematically 
developed, opened paths toward knowledge about what Vygotsky 
considered to be the most important problem of psychology -
knowledge of the human personality. 

Central to Vygotsky's concept was the notion that new, sys
tematic structures are formed during the .process of ontogene
sis, i.e., individual development. These new structures are 
the outcome of the subject's having assimilated the products 
of human culture. Vygotsky saw the essence of this <ievelop
ment as follows: Mental or psychological functions(that ini
tially are elementary (natural) are mediated in the process of 
activity and social contact'With others through a. socially elabo
rated system of signs. This'mediation alters the content and 
structure of these functions, and the result is mind, a phe
nomeuon specific and unique to human beingS as social 

creatures. 

Russian tex:t©1977 by Voprosy psikhologii, "Pedagogika" 

Publishers. 
Vop. psikhol., 1977, No.2, pp. 29-39. 
The author is aSSOCiated with the Scientific Research Institute ' 

of Educational and General psychology, APN SSSR, MoscoW. 
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Thus, in Soviet psychology Vygotsky pioneered cc.ncrete psy
chological studies emplOying a historical approach to the study 
of the human mind. ' 

It is diffiCult to do justice to the full content and variety .elf . 
the ideas that stem from Vygotsky's concept. The 'most im
portant of them are known not only from Vygotsky's own pub
lished works but also from studies that further dev~loped and 
expanded them. Some of the ideas are; the view that activity 
plays a dominant role in human mental development; the idea 
that the higher mental processes and functions are ~he result 
of internalization of interpersonal forms of comm~cation and 
activity; and the notion that the emergence of the higher forms 
of mental life is related in some way to the formation 01 new 
phYSiologiCal structures. 

The purpose of the present article is to trace the, logic of 
the development of Vygotsky's Scientific thought, to outline its 
general features, and to deterllliIj.e the possible directions that 
further studies based on it might:take. We should point out that 
this logic is also the logic of the ~mpiriCal facts on, Which Vy_ 
gotsky 'Ilways drew in working ot\t his concept of th~ psycho
logic'll aspect of the human persqnality as a compl~x, struc

,tured system. 

I 

L Vygot$ky continually stressed 1p:s view that the chief concern 
IiPr pSYCl:\ology was the human perljonality. In his Criticism of 
ih'aditio~al psychology for being divorced from reat;life, Vy-;", , 
~6tsky ",served; "Psychology until now has approached man's 
l,inner lif!e metaphysically. • .• It separated ment'll processes 
\!from trui integral, whOle person and his integr'll personality 
:iWd viev/'ed them in isolation. It was perforce Condemned to 
'bperate lwith empty abstractions." (1) Elsewhere he asserts, 
fUntil n+w the central and most i:ri:Iportant problem hf the whole 
pf psychplogy, namely, that of the 'personality and its develop_ 
tnent, hajs remained a closed book for child psycholqgy as 
well" [61 P. 60]. 

- - --- - ----- - -!~-.--
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It is not unreasonable, therefore, to say that the entire logic 
of Vygotsky's scientific thought was aimed at a final resolution 
of this problem. Yet he realized that to do this, psychology 
had to find other paths than those it had traversed in the past. 
He wrote; 

In the person of its best representatives, child psychol
ogy has come to the conclusion that the description of 
man's inner life as a wh-?le belongsto the poet's or his
torian's .art. This is essentially a declaration of bank
ruptcy, a testimony to the shaky underpinnings of child 
psychology, a confession of the impossibility in principle 
of studying the problem of the personality within the 
methodologic'll framework that set the stage for the 
emergence and development of child psychology in the 
first place. Only a resolute break with the methodolog
ical constraints of traditional child psychology can bring 
us to a study of that higher mental synthesis which has 
been quite correctly c'llied the person~ty of the 
child [6. P. 60] 

Our purpose in the present article - to trace the develop
ment of Vygotsky's theory of ment'll development - has been 
made easier by a paper he read on October 2, 1930 (~), in 
which he tried to map the path traversed by his research up 
until then and to outline its further prospects. "What I am 
about·to discuss with you," he said, "has grown out of our ex
periments together; it is an attempt, albeit an unfinished one, 
to map the theoretical contours of an approach that has guided 

, a number of our studies, namely, the effort to bring together 
two lines of research, the developmental and the pathological." 

Essentially this was an attempt to outline the new problems 
that had arisen from a comparison of data obtained in studies 
of the development of complex functional systems in the course 
of the child's overall mental development and then, later, 'in 
studies of the disintegration of these systems as the adult be
comes ill. 

---." -----~ ---- - . __ .... -- - ---._- --. 
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This talk reflected Vygotsky's own attitude toward the gen
eral orientation of his original studies and toward ,the fact that 
he saw where these studies were leading only in the most g",n
eral outlines, which were occasionally quite vague ev:en for him. 

In its veryfirst stages, Vygotsky's study of the child's men-' 
tal development led him to the following cardinal p,osition. 
Mental development proceeds along two lines. It includes, the 
process of maturation, i.e., the refinement and pet:fection of 
the systems and tissues that constitute the organic: basis of 
any mental process, and, secondly, it includes cnltural devel
opment, which involves the emergence of new mental struc-

I 

tures. When the child learns to master tools such as language, 
mathematical symbols, letters, etc., the structure of hi.s men
tal proCesses undergoes a change (these processes becOl11e 
mediated) and becomes more perfected and productive. This 
development, in contrast to maturation, Vygotsky c:;tlled func
tional. 

During this period the chief method used by Vygotsky and 
his Colleagues in their empiric ali psychologiCal stuqies was a 
method of double stimulation. Essentially, the subj~ct (usu
ally a child of a certain age) woujLd be presented with a spe
cific psychological task (e.g., to remember a list of wordS) 
and a system of devices or instrtj.ments that would enable him 
to perform the task successfully I(e.g., pictures). The experi
menter then studied whether the ~hild used these instruments 
and, if so, in what way, how his a,ctivity changed, and what 
sort of modification took place ini the mental function that was 
being studied in the particular exPeriment. (A. N. Leontev's 
book [8j gives an impressive description of this stage of the 
researcJ1.) 

Other \ psychologists had previously called attenti~n to the 
'l'mergel}ce of the ability to employ various means and instru
)Illents to improve performance in mental activity. In particu
!la:r, Bin~t had pointed it out in his study of the exceptional 
;memory; of one of his Subjects. He, like all the others, how
'ever, sa~ this as a fictive development; and when he encoun
~ered it in memory, he called it the simulation of basic memory. 

t 

~ 

Vygotsky objected strongly to this viewpoint, which he con
sidered the result of the faulty metbodology that was at that 

time prevalent in child psychology. . 
In Vygotsky's view, the chief psychological 'error of tradi

tional child psychology was its global, undifferentiated ap
proach to mental development. It did not perceive that the 
historical and biological lines of development that in phylo
genesiS seem to be independent and self-contained (and in fact 
are even covered by different fields of psychology) in onto
geneSiS, or individual development, come together and fuse 
into one single (thongh not undifferentiable), complexly or
ganized process. Clarity on this point, according to Vygotsky, 
was a necessary precondition for the proper study of human 
mental development [4. P.38]. Later research proved him 

right. 
A study of language and thonght, perception, memory, atten-

tion, and other mental functions showed that as the individual 
learned the cultural forms of conduct and behavior, genuine 
qualitative changes took place both within these functions and 

in the way they were interrelated. 
An analysts of how a child remembers with the aid of pic-

tures showed that his memory relied not so much on natural 
memory capacities as on the use of the instruments and de
vices offered him as memory aids. He compared the thing to 
be remembered with a particular device, found what was sim
ilar and what was different in them, sometimes made artifi
cial and arbitrary aSSOCiations among them, and thuS, by means 
of thought, solved his memory task. In a certain sense mem
ory is replaced by thought; and in the final analysiS, this gives 
birth to a special kind of memory, with its own special 'struc 
ture, namely; logical memory, in which reasouiug" now en
listed to resolve a problem that is not specifiC for it, loses 
many of its features, whereas natural memory, developing now 
through the aid of reasouing, acquires a unique structure of its 
own. This new, higher, mental function thai emerges during 
the course of development is not just memory plus reasoning: 
it is an indivi~ible whole, which cannot be broken down without 
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eliminating the function itself. This new structure 'is the out
come of the historical, not the biological, line of child develop_ 
ment and is specific to man. 

A study of other mental functions reveals the same pattern: 
as the individual develops, they begin to be mediateli, intellec_ 
tualized, and rendered Voluntary, i.e., they become conscious 
and cbntrollable by the will. Perception becomes c~tegOriCal, 

'. , 

thinking becomes conceptual, attention becomes volimtary, etc. 
The leading methodolOgical approach at this stag~ is the in

vestigation of mental phenomena as unitary wholes.: Just as 
one cannot, to use Vygotsky's example, study the properties 
of water by breaking it down into hydrogen and oxygen, since 
these elements have completely different, and in fact even dia
metrically opposed, properties, so it is impossible to study the 
higher mental functions by breaking them down into 'their pri
mary constituents. (They are uniited, so to speak, in an or
ganic, not a mechaniCal, way.) vtgotsky thought that great 
harm J:!arl been done to classic psYchology by its failure to 
understand this point and by the e~ement-by-elemeni: approach 
it used; because of this it was inc~pitble of inquiring into either 
the process of development or th~ complex forms of human 
mental life, to say nothing of being itble to study the ,human 
.; j I per sonality. . 

It was'undoubtedly this historic/tl, materialist, systemic ap
!proach tb the study of integral psllchological structures Vy-:-- - I 

~otsky hjtd in mind when he spoke !of the need to go ~eyond the 
li\>ethodolOgical limitations of tradl.tional psychology., 
g, i : 

1 At the next stage of his research Vygotsky's notions of men_ 
fIai development became even mor~ complicated. In his talk 
ibctober12, 1930) he said that the eonceptual system he wanted 
t\;>outlin~ was much more complicated than the system he and 
\lis felloW workers had used up to that tillie, although even this 
~f systtm Was much Simpler than the actual compl~ty of 
J,e actuj psychologiCal processes they were meant to study. 
fj;:t'seem that this new stage in the development of vinotsky's 
i"fentifi concept was directly related to his coming'to a neuro_ 
:;~chl aid psychiatric Clinic, which gave him the chance to 
'it 1 f 
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compare data on the development and diSintegration of psycho
logiCal structures.) 

The main thought dominating this period was that develop
ment was accompanied by changes not so much in the structure 

. of individual mental functions as in the connections and rela
tions among thes" functions. The modification of these connec
tions and relationShips gives rise to new kinds of higher mental 
functions that hactnot existed in the prece~g stages of devel
opment. Vygotsky called these interfunctional structures psy
chological systems.' 

Following this line of reasoning, he began to look at the de
velopment of even particular mental functions as the formation 
of psychological systems - although, to be sure, simpler ones. 
Vygotsky then came to believe it necessary to study first the 
more complex systems of which the higher psychological func
tions were a part and which constituted human consciousness. 

Also at this stage Vygotsky expressed the view that the high
er mental functions and their more complex systems were not 
related in an elementary or natural way to the personality. In 
contrast to primitive, unmediated responses (which are charac
teristic of animals, smill Children, and some patients), these 
relations are active manifestations of the individual personal
ity [8. P. 118]. Any reaction, any response of a human being 
is mediated by his personality, the highest and most struc
tured system he has, and in this way acquires a conscious and 
voluntary character. "The development of the personality and 
the development of individual responses are essentially two 
aspects of the same process" [6. P. 119]; hence "in tracing 
the cultural development of mental functions we are, at the 
same tillie, mapping the path of development of the personal
ity" [6. P. 118]. Vygotsky regarded this approach as funda
mental to psychology, since it was pointing in the direction of 
creating a genuinely human psychology. "Psychology," he said, 
"is becoming human" [6. P. 118]. 

oriwliat empi:r;ical facts did Vygotsky base his research dur
ing this period, and what generalizations and hypotheses did he 
formulate? 

'~ "il' 

\~ 
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From his analysis of the age-linked developmental charac
teristics of children Vygotsky concluded that at each stage in 
development a child's consciousness has specific, qualitatively 
distinct, structural features. "It is difficult to cOIhpare the' 
memory of a child at this age (1-3 years), his thin)dng, and 
his attention with the memory, thinking, and attentton of an 
older child. This difficulty :Stems from the fact t¥ we find 
here a specific system of functional relationships, a specific 
system of conSCiousness, in which the dominating function is 
perception, all other functions operating exclusively through 
and as the result of it" [6. P. 369 J. Indeed, the memory of 
the smaIl child is manifested as recognition, thinking is idea-

, 

tional and geared to action, and emotions occur as a result of 
• what the child perceives at the particular moment:' he cr~es 

bitterly when his mother goes away, but'if he does !lot notice 
her going away, the emotional response does not take place. 

Vygotsky analyzed other age groups in a similar fashion: 
the elementary-school age, whenlmemory undergo~s its most 
intense development and hence b~gins to assume a dominant, 
position in the structure of the c4ild'S conSciousness, and ado
lescence (the transitional periodjp when thinkin g begins to take 
place in concepts, giving rise to it conceptual system. 

Of course, this theory about th~ age-linked devel6pmental 
features of child development waS not completed by Vygotsky, , 
nor was it worked out in sufficierttiy concrete and elaborated 

! I 

form; but an analysis of the empirical data of psychology from 
this perspective enabled him to fQrmulate a number of postu
lates of paramount importance for the further development of 
~s proi?lem and for ,psychology a;s a whole. 

First"Vygotsky postulated the need for a systemic approach 
the cl\aracterization of the developmental features of a child's 

"Consciousness does not consist of the sum of 
f.mctions; on the contrary, each function develops ac

~ordin". to the development of consciousness as a whole." But 
tunction is differentiated and acquires its own discrete 

course of a child's development, all the interfunc-
copnections and relationShips, i.e., ~e entire System of 

child's consciousness and its activity, undergo a restructur

as well. 
Studiesbave shown that initially (in infancy) consciousness 

is global, diffuse" and undifferentiated. Later the function of 
perception beginS to take shape within consciousness, though 
it still remains undifferentiated, and all the other elementary 
functions begin to operate with reference to it and through it. 
ThuS, somewhere between infancy and early childhood a sys
tem of consciousness specific to this particular age appears 

for the first tinle. 
Next, as we have said above, all the other mental functions 

begin successively to assume discrete and differentiated form, 
in each case undergoing a restructuring (rearrangement) of 
their interrelationShipS, Le., a new system of consciousness, 
again specifiC to the particular age, is formed. 

In the light of these considerations Vygotsky formulated one 
of the most important laws of development of a child's con
sciousness: that a mental function, assuming a discrete form 
and becoming differentiated within the age period specifiC to 
it, also assumes the central and dominant position within the 
overall system of a child's consciousness, defining and guiding, 
in some measure or other, the activity of all the other mental 
functions and hence the structure and activity of consciousness 
as a whole. "Consciousness has a hierarchical structure. It 
is not built up as a set of democratically organized, discrete 
functions that operate on a completely equal and independent 
basis, side by side; the very idea of differentiation in mental 
development implies that some form of complicated hierarchy 

and organization is Involved." (~) 
We should point out that the process of differentiation of func-

tions and, accordingly, the sequence in which they come to 
dominate consciousness are by no meanS a chance phenomenon; 
this process, too, follOWS a definite pattern: first, a mental 
[unction develops, providing the necessary groundwork for the 
development of the next function. Thus, thinking becomes the 
dominant [unction and its higher conceptual forms take shape; 
it is also the ,most complete structure of consciousness, the 
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highest stage of its hierarchical organization. 
Vygotsky also applied the concept of the systemic structure 

of consciousness in investigating individual characteristics of 
adults. He thought that in terms of differential psychology, one 
individual differed from another not so much in that the mem
ory of one might be better than the memory of another, but in 
tha,t their power of attention and the force of thelr drives dif
fered. In comparing individuals, it is not the primary or even 
the secondary relationships within the integral system of con
sciousness that are important, but rather the relationships 
that exist on some third level and the way the i~dividual him
self makes use of his own capacities, i.e., the place they occu-
py in his personality and activity. ~) • 

Vygotsky's clinical studies played a major role, at-this time, 
in the development of the ba:;;ic postulates and hypotheses of 
his theory. I 

In bis analysis of the pSYCllOlogical changes that took place 
in a patient with aphasia, scjrlzophrenia, Parkinson's disease, 
etc., Vygotsky not only foUnd. a confirmation of' his ideas con-

I . 

cerning the mediated nature, of the structure of man's higher 
mental functions but even wits able to pinpoint general patterns 
characterizing a human benj.g, his conSCiousness, and his per
sonality as a cpmplex, integral system arising on the founda
tiQns of second and third letels of interfunctional relationShips. 

'Vygotsky sh(}wed that diffjerent, higher mental functions and 
their systems"including sPfech (the higher forms of memory, 
atjtention, voluittary behaviqr, etc.), broke down depending on 
w)lich speech ljunction was 4nsordered in patients with secon
dVY aphasia. 
j He summed,up the resul1;s of his findings as follows: All the 

hlgher mentaL functions ar~ bnilt up according to the laws of 
4an's cultural and historiqal development. They emerge in 
the .process Qf the chUd's &ocial interaction With others and 

I . 

<!per ate in acqordance witll the laws governing the assimilation 
f s0<fial forms of behavior by the individual. 
I In the process'of de~loi>ment, mental functions are mediated 
$ld transformed into qualiltatively new psychological structures. I . . 

This brings about a transformation in the inner structure of 
consciousness seen as a whole and in the relationships among 
individual functions and in the different kinds of activities on 
the basis of which new dynamic systems are formed for inte
grating the numerouS types and elements of human mental 

activity. 
Consciousness always operates as a complex hierarchical 

system, the highest form of which is a hierarchy at the top of 
which stands conceptual thinking. The outcome of this devel
opment is that the child becomes a conscious being, capable of 
controlling his own behavior. Thus, at this stage in Vygotsky's 
research, the development of generalized thinking and thinking 
in concepts was seen as the central process determining the 
development of the human mind, man's consciousness, and his 

personality. 

n 

The next stage in the development of Vygotsky's SCientific 
thought does not exist - at any rate it was never completed 
and expressed in print. But an analysis of some of his state
ments and archive materials, some of which were published 
posthumously, enables us to infer how this stage would look 

[6, 7]. 
Vygotsky himself was apparently not satisfied with the in-

tellectualism implicit in the theory of consciousness and per
sonality that capped the second stage of his investigations and 
was troubled by the fact that the postulates at which he m.rived 
from his study of cognitive mental processes were not a suffi
cient basis for an analysis of the higher systemic structures 
that determine the human personality. Hence, he devoted the 
entire last perlod of his life to a theoretical development of 
the problem of affect, its relationship to intellectual processes 
and to the problem of the transition from elementary emotions 
to the higher feelings characteristic of man. 

In addition, in his analysis of the findings of clinical and 
child psychology he found himself more and more posing and 



trying to solve questions concerning the role of affect in the 
deve).opment and disintegration of psychological systems. 

Vygotsky's interest in the problems of man's affective life 
was also spurred by the difficulties he encountered in his re
search, particularly in trying to analyze clinical findings ob-
tained on normal people. ' 

For example, in his essay on "psychological SY'1ltems" Vy
gotsky analyzed the abnormal psychological symptoms accom
panying schizophrenia and raised the question: why is it that 
these patients, who display no gross impairments 'of any func
tions, havea totally confused consciousness, peculiar behavior, 
etc., ;i.e., disorders of mind and consciousness that go far be-
yond anything that might be observed in aphasics? I • 

The key to understanding this, from hispoint of ,view, lay in 
the emergence of specific systemic strtlctures during the pro
cess of individual development; the disintegration of these sys
tems would inevitably bring about the disintegration of the per
sonality as well. The psychologiCal nature of these specific 
systems was not elucidated in this essay, however., 

To be sure, Vygotsky traced o\rt: schematically the patholog
ical process that he thought was Jat work h~re: aliehation from 
the social environment and the appearance of autism (a central 

, symptom of schizophrenia), whicp. also alters the patient's re
lationship to himself, since this relationship (like all other new 
structll-fes) is the outcome of int~rnalization of the forms of 

',individual communication and co*tact with others. ; 
Of cO!lrse, this explanation is ~till too general and sheds no 

,li,ght on:the psychologiCal content of the new structure which 
,determl)les a person's relationship to himself and effects a 
~'unity between consciousness and personality, and whose dis
'~tegratj.on produces the schizophrenic syndrome. 
'. ; I 

" But itjwas not ouly an analysis of schizophrenia that re-
,Vealed J:¥e limitations of an appro;lch that did not take into ac
~9unt th~ development of a person's affective life anp. needs. 
"his liniitation showed up each time an attempt was ',made to 
f4ed lig¥ on the more complex new structures associated with 
~ formrnon of the personality. In these cases Vygotsky 
;,i-

~
t 
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again to concepts referring to human needs and affect: 
!'t §poke of experience as a unity, whose study would enable 
;$ to understand the interrelationships between the child's per

E:;;onality and his immediate environment. He says that at the 
of the hierarchy of consciousness in young children is af

fective perception •. He poses the problem of the conflict be
tween affect and intelligence; and the emergence of voluntary 
control over the higher mental {unctionS remainS one of the 
central points in his theory. But no matier how thoroughly and 
concretely Vygotsky discusses and describes the cognitive 
structures of consciousness, his reference to the higher (some
times third-level) systems characterizing the personality re
main general and ill defined. There is, indeed, nothing surpris
ing in this since during his lifetime concrete empirical research 
was confined to the development of cognitive processes. 

We may conclude from the foregoing that to continue research 
following Vygotsky's line of reasoning would first of all, entail 
making empirical studies of the development of human affect 
and needs in the light of his theory of the development of the 
higher mental functions and their systems and analyzing the 
new psychological structures emerging in the process of this 
development. This should be an asset in furthering the cultural
historical theory of the human mind and should ultimately pro
vide US with insights into the nature of personality. 

We may also conclude from what we have said that the devel
opment of man's affective life and needs is basically governed 
by the same laws as the development of his cognitive functions: 
they are mediated by socially acquired experience, enter into 
complex relationshipS with other functions, and together with 
the latter form new psychological structures. Furthermore, 
it may be assumed that affective processes are necessary con
stituents in the development of cognitive structures as well, 
without which the study, of the human personality would remain 

one-sided, to say the least. ' 
Systematic research (in the spirit of Vygotsky's ideas) into 

the development of the child's personality, on the assumption' 
that the development of affective life and needs was key to it, 
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has ibeen in progress for quite some time (since 1946). 

Tp.ese studies not only are based on Vygotsky's theoretical 
vie~s but also attempt to maintain a consistent nJethodologiCal 
approach: complex Psychological structures are not dissected 
into 'elements or units, but are regarded in terms of their func
tionil relationship to the individual personality of the child. 
Empirical studies are widely employed, observing these con
ditici):ls[l, 2, 3, 9, 10]. 

In the light of these studies it has been found that as the child 
develops, his needs and drives are, in fact, mediated, and thus 
become part of the general cultural and historical development 
of the human mind. 

The empirical ftudings accumulated in these studies. indicate 
that when a need cannot be directly satiSfied, it is mediated by 
consciously posited goals, deliJJerate deCiSions, and intentions 
to be realized, as a result of which unmediated, impulsive be
havior becomes voluntary. Coqsequently, we may' say that the 
goals posited by the'individUal !himself, the deCiSions he makes, 
and the intentions he formulate., (all of which guide the sub_ 
ject's behavior and activity, wi1jh the energy deriv~d from the 
needs they mediate) are the higj"er new functional; structures, 
which emerge in the Course of lbe ontogenetic development of 
an individUal's affects and needh and which become for him 
specific drives determining his ibehavior. 

The 'development of affects mid needs also givefj rise to the 
psychological system constitutmg the human will, i.e., man's 
capacity to organize his motiva~onal sphere in su~h a way as 
to ensJiu-e that the motives that gmde his behavior toward his 
own consciously posed goals m~ntain a dominant position [2]. 
Fin~y, individual developmejit also sees the emergence of 

new sltuctures (fusions of motive with modes of behavior) that 
in psy4hology are referred to as qualities of char~cter (e.g., 
responlsibility, metiCulousness, organization, etc.)~ Once these 
new sttuctures appear, they begin to serve as motivestu their 
own r*' t. An analysis of the inner organization of all new 
struc es emerging in the process of individual development 
has sh wn that in psychological terms they amount to a fusion 
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O{ affective and cognitive components, which, in fact, serves 
as the guarantee of their motivational force. Consequently, 
when a goal is posited (or an intention is stated) in a purely 
rational way, i.e., when affect and reason do not meet head on 

, in this process, the required new functional structure does not 
emerge, and consciousness does not acquire any motivational 
force. 

So we see that even in the sphere of affect and needs, a per
son's behavior does not reflect elementary (natural) needs and 
drives, but new, mediated structures of these needs and drives. 

Vygotsky's thoughts were apparently also moving in this di
rection when he seconded Lenin in the idea that only man is 
able to formulate intentions, observing that it was this capacity 
that distinguished civilized man from primitive man and from 
,a Child, and that it "distinguished man from animals to a much 
greater degree than did his highly developed intelligence" [6. 
P. 455](my emphasis - L. B.). 

The development of emotions is very closely related to the 
development of needs. In Some sense each is but one side of 
the same process, the process of development of the sphere of 
affect and needs. 

Initially the experience of comfort (or discomfort) occurs as 
a particular form of reflection of the degree of satisfaction of 
some need of the individual; the associated· emotions orient the 
individual in his relations to his immediate enviromnent, im
pelling him to be active and thus serving as an elementary 
mechanism of self-regulation. 

This experience, however, will vary in its structure and con
tent as a function of the object that satisfies the need (whether 
direct or mediated). Thus emotions begin their path of cultural 
and historical development. This process, like any other pro
cess of development, involves the following: elementaryemo" 
tions undergo a qualitative change and are transformed into 
complicated, specifically human feelings: moral, esthetic, in-
tellectual, etc. ' 

Vygotsky also foresaw this path of development of emotions. 
In criticizing the naturalist theory of emotions he reproached 
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its' advocates for remaining blind to the fact that in the course 
of a person's life, his feelings are constantly displaying new 
qualities, and that these new qualities are essen11al; they ,occur 
abruptly, and can by no means be understood as simply.the 
further development of more elementary forms [7]. 

Hence, in this area, too, Vygotsky perceived the same law 
of ~ormation of elementary (natural) ment:W; processes 
inti') new functional structures, whose content and organization 
depended on the social experience they mediated: Love be
tween a particular man and woman, for example,: is different 
not only from the sexual drive of animals but alsp from the 
love of people living in other historical periods and from the 
love of people having a different individual experienc~. (This 
is why Stendahl described various forms of this ~eeling, each 
of which differed from the others in the components it em
braced and in the specific content of each of these components: 
love-ambition, love-habit, love and the sense ofpr~perty, etc.). 

A study of the development of man's emotional ,life is still 
in its beginnings. But even in these early stages ,we already' 
have evidence that the experielice a person has during the 
course, and as a result, of satiJ;fying a need may 'assume, for 
him, a value in its own right arid thus itself becon:,e the object 
of a need. This is fraught with: consequences: first, a need 
can become insatiable, which Would make its development a 
process without end; second, n~w needs (l do not ~ant to eat, 
but I want an orange), often in clirect contradiction to the pri
mary need on whose basis the riew need arose, may appear; 
and fiially, and most important; the function of experience and 
its pl~e in the overall structure of the individual~s personality 
change. 

Subjiective experiences and feelings become the .focal point 
of a p~rson's inner life and its principal content. f\nd whereas 
elemeJjttary emotions may once have served as goals for the 
indivi4ual's self-regulation at the natural (zoological, to use 
Vygot~'s term) level, man's feelings, especially, his moral 
lIentim\ents, become the foundatibn for the individual's self
reguIa~on. , 
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Studies in the spirit of Vygotsky's theory of the development 
of man's affective life and needs will therefore bring us closer 
to solving the problem of the conflict between affect and rea
son and hence to an understanding of the individual personality 

as a higher systemic structure. 
Consistent application of the notion of system in psychologi-

cal analyses, based on empirical findings, not on abstract rea
soning, was not only one of the hallmarks of Vygotsky's cre
ative thought but also a principle of scientific inquiry he con
sciously embraced. "Premature theoriZing," he said in his 
talk of October 2, 1930, "is wrong, in 'my opinion." Per haps 
it is because of the consistent application of this principle that 
VygotSky's SCientific work always impresses us with the pro
fundity with which he penetrates into and explainS real mental 
phenomena such as we encounter in the experiences of every
day life. This is why his work has always served and will con
tinue to serve uS in our practical efforts to deal with the prob
lems of education and upbringing and the problems of defectol-

ogy, mediCine, and art. 

Notes 

1) L. S. Vygotsky [Pedology of the adolescent]. Moscow
Leningrad: Uzhpedgiz, 1931. P. 471 (Private archive). 

2) A talk that, unfortunately, was never published, presented 
to a circle of his closest co-workers. The subject was "Psy-

chological systems." 
3) L. S. Vygotsky [Foundations of pedology. Notes from 

talks given at the 2nd MGPI]. MosCOW, 1934. P. 111-
4) L. S. Vygotsky [Talk on psychological systems, notes]. 

1930. 
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PSYCHOLOGICAL ASPECTS 
OOOL READINESS 

'child's life and the development of his personality take an 
turn when he enters school. The preschool period ends 
school-age period begins when he assumes the tasks of 

;srematic schooL study. 
new Situation, compared with that of the preschooler, and 

new activity that now constitutes the main content of his life 
new demands on the child. 

, School means an entire restructuring of the child's life; he 
enters into new relations, faces new tasks and new problems, 
and begins a completely new kind of activity: study. 

During the preschooL period, a child acquires new knowledge 
in a radically different way from that he learns in school. For 
the preschooler, learning is basically not a problem, subjec
tively. But for the child in school, learning becomes an activ
ity that is an end in itself, i.e., the acquisition of knowledge. 
The break or differentiation between play and learning is now 

, complete and final, and learning now becomes work, Le., study, 
a voluntarily organized activity with the goal of achieving a so
cially significant result. 

A child's learning in school, his school performance, is now 
subject to social evaluation;, and this evaluation begins to deter-

, From Voprosy psikhologii rebenka doschkol'novo vozraSta 
[PrOblems in the psychology of the preschool child]. Moscow

'Leningrad: AJ'N RSFSR, 1948. Pp. 122-31. 
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mine the relation of others to the child,i.e., his' social posi
tion. He may be a top stndent, read better than anyone else, 
or, on the other hand, he may be on the brink of failing. . 

Thus! when a child enters school his life acquiies a ne'w 
content. He is now called a Soviet pupil, which '1'eans that 
though still a child, he henceforth has certain oJ:i,tlgations to 
society, and he is responsible for meeting those obligations. 
The schoolchild is obliged to learn to read well, ,he must ob
serve school rules, and he must behave in accordance with the 
requirements, traditions, and views of the school collective. 

But in addition to these obligations, the schoolchild also ac
quires new rights. He can now demand that others take his 
schOOlwork seriously and regard it as a socially sign,ificant 
activity. He also has the right to demand others to respect his 
obligations, that he be given a place to work; he may demand 
that others not disturb him as he prepares his lessons; and,he 
begins to enjoy a greater indeJ;iendence and self-sufficiency. 

Ifc the school beginner has diffiCulty in learning how to be
have as a schoolchild, if he dofs not fully grasp his new obli-' 
gations, we say that that child ~s not fully ready for school. 
To do schoolwork a child mus~ have already reached a certain 
level of mental development d$"ing the preschool period, be
fore entering school. But this ~evel is not reach.id automat
ically; it must be fostered andjcultivated during fue preschool 
period. This is why the problejm of school readiness is much 
more· than a theoretical problejn; it is fraught with direct prac
tical jliguificance. 

Bot!rgeois psychology at the !:>eginning of this century con
sidered the principal criterion of school readiness to be the 
store of knowledge and ideas the child brought with him when 
he en~ered school. The breadth and scope of his ideas _ or, 
to us~ a term of bourgeois authors, his intellectwll inventory
were the child's ticket to schoOil, the assurance of success in 
the a9quisition of systematic knOWledge. 

This view gave rise to a pletJ;lOra of stndies to determine the , , , 

"stor¢ of ideas" of children entering school and to work out 
speci~cations and requirements a child must mee\: in this re-
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The research of Soviet psychologists and practical ex
,tperlence in schoolwork have shown, however, that no such di
'rect correlation exists between this store of ideas and the gen
'erallevel of a child's psychological development as to deter
mine school readiness. A child may have a good knowledge 
about a number of things, a quite broad intellectual inventory, 
but still be incapable of coping with the demands placed on him 
by school. 

Intellectually, school readiness is determined by more than 
the child's store of ideas; the level of development of general
ized thinking, i.e., the qualitative aspects of thought, is also 
involved. In this respect, school readiness ,means above all a 
readiness to learn the particular material taught in school, 
i.e., arithmetic, Russian, SCience, history, etc.; and this re
quires that the child be able to differentiate and generalize 
about the objects and phenomena of the world around him, which 
means finding concepts for them. Science is such a subject 
matter. It is presented to the child in a form he can under
stand, in such a way that out of the complex whole of phenome
na and .objects in the world about him, those aspects the child 
is able to comprehend are singled out and presented to him as 
something to learn. The preschool child is often still unable 
to discriminate phenomena in the outside world to the degree 
necessary for learning material offered in school. 

In our studies on the psychology of learning language, for 
example, we discovered that the main difficulty in teaching 
grammar was that for a long time a child was Simply not con
scious of language as a special system. To learn grammar the 
schoolchild must first of all recognize language as a discrete 
phenomenon,which he can then study. 

The level of development of a child's thinking is not, how
ever, the OulY standard relevant to the demands placed on a 
child by the school; the development of other psychological 
processes must also meet certain requirements. 

In contrast to the preschooler, the schoolchild must learn a 
system of knowledge. For example, the foundations of science 
require a specific learning program, and this program is 



wQrked out in accordance with the requirements of the science 
itself. Thus, the child must follow a definite program as he 
.le~ns, and can no longer follow along the path 1ris interests, 
de pires, ·and needs take, him. This extremely i'1llportant·re
quirement, that programmatic material be learned according 
to!a system, means, of course, that the learninl'i process must 
bel consciously and deliberately organized. To take in and di
ge~t school material; a child must be able to se~ himself a goal 
and then organize his actiVity in accordance with that goal. 

tInder the direction of A. N. Leont'ev, a number of studies 
haVe been conducted to demonstrate the psycholbgiCal aspects 
of the conscious organization of memory, perception, thinking, 
etc., and under what conditions the psychological pro;.requisites 
of school learning are formed during the preschool period. 

Neither the level of development of a child's thought nor his 
ability to control his own mental processes exhausts all as
pects of the problem of schoo~ readiness, however. In fact, 
together they make up only 0Di<' side of the question. 

When he enters school a chUd should be ready not only for 
learning things in a particulaJt way but also for a new life
style, new relations toward otpers, and a new atiitude toward 
his own actiVity. Indeed, of w~at advantage is it if a child can 
read and write yet be so persqmally unprepared that he cannot 
adjust properly to his school <i>bligations, does his lessons 
carelessly, and cannot establi~h the right relati';ns with the 
teacll1er? 

Tqis aspect of school readiness, i.e., a personal readiness, 
reflEliCted in the child's atiitudl' toward the teach8r, toward 
studt, toward school, and inde!ed toward an actiVity with social 
signfficance has been relatively neglected in psychology. It is 
this problem I shpuld like to a,ddress, and in doing so I shall 
dra~ on my own '!indies and those of my cOlleagqes. 

AnI;y kindergarten teacher or parent knows quite well that at 
the ~ of 6 or 7 years childr!i\ll begin to dream about school . , 

and 'ire eager to begin systematic school study. ,As this de-
sire to go to school and learn takes shape, the bE!,havior of 
kinde,rgarten chilclren distiJ;1ctly begins to change. .Inside, they 
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are no longer satisfied with the position of a preschooler, and 
their interest in the actiVities of the preschooler wanes. They 
begin to want to be more responsible members of the collec
tive and to be given responsible things to do by adults. Some 
.children even begin to rebel against a situation in which not 
long before they had willingly partiCipated. This was espe
cially eVident when school began at 8 years. Even the strong 
ties a child has to his kindergarten are not enough to keep the 
older preschoolers from wanting to leave the kindergarten to 
go on to school. But where does this desire come from, what· 
are the factors involved in it, and what is it aiming toward? 
Some bourgeois psychologists think that man by nature desires 
to know, that it is an instinct that at a certain age stimulates 
the child's desire to learn. Of course, no Soviet psychologist 
today would claim that there is an instinctive desire to know. 
For us there can be no question that this desire must be culti
vated in the child. But of what, exactly, does this desire con
sist, and how can it best be fostered? 

. One might suppose that the older preschooler's desire to 
learn is not so mnch a desire to learn as a desire to go to 
school. It is conceivable that a child simply wants to be part 
of a new group of children, to be in a new situation with new 
impressions, and to obtain the external prerogatives of the 
schoolchild. This view is also supported by the obvious at
tachment of the youngster to all the external attributes of the 
schoolchild, stains, etc., and the clear desire of older school
children to show off before the younger children itt their new 

role. 
The evidence from our studies shows, however, that this 

view is at least one-sided, and hence incorrect. 
We talked with some preschoolers, observed them, set up 

special experiments with them, and found that the older pre
schoolers do indeed want to learn, and that going to school is 

.merely a way to reach their goal. To demonstrate this posi
tion let us present some of our experimental findings. 

We played school with some preschoolers. We varied the 
game and played it with children of different age groups, which 
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allowed us to follow the dynamics of how children developed 
their attitude toward school and to single out s01"e of the more 
important aspects of this process. We selected:this app,:"pach 
on the basis of the fOllowing considerations. ' 

We mow that the play of preschoolers is always focused on 
what for them is the most important and essential in the " , 

events they are enacting, i.e., on the content t~t is most mean-
ingful, to them; moreover, these most important, meaningful 
aspects are enacted by the Children very elaborately and re
alistiCally. On the other hand, those aspects of the imaginary 
situation which are of secondary and minor importance are 
portrayed succinctly, dully, and sometimes eve!). perfunctorily. 

Thus, for example, children in a kindergarten oft'i'l focus 
their attention on the preparation of lunch, on building a stove 
or a sink; and once they have prepared the food; they forget to 
serve it to the other Children: immediately or, if they do serve 
it, do so oulY in a formal, perfunctory manner. ! On the other 
hand, older Children spend as little time as posffible in prepar_ 
ing the food, but then enact tl1e entire ritual of ~eating the chil
dren, feeding them, etc., dOw/> to the smallest detail, with all 
the nuances of personal interitctions. ' 

We were therefore correct lin expecting to discover in the 
experimental play school w!Jal; it is that really attracts the 
children to school life and to ~tUdyo First, we found that it was 
very difficult to play school v,fth 4-5-year-old children. They 
were not interested in this galne at all. 

"Let's play school," says the experimenter. 
"Okay," reply the Children, 'obviously out of pOliteness _ and 

then :continue what they are doing. 
"You will play the pupils, okay?" 

"hlon't want to go to schoo1. I want to play in,the kinder_ 
garten. 1t 

"Who wants to play school?" 
Sil'ence. 
"I'll be the daughter." 
"G~od. You Will go to schooL" 
"BjIt I don't want to go to school. 

I'll play dOll~." 

"And I'll stay home." -:- etc. 
If, finally, the experimenter succeeds in getting the young

sters to play school, it will go as follows: Going to school and 
coming home will occupy the central place in the game. The 

, school lessons will last maybe a few minutes, marked off by 
a bell. But the most important part of school will be the re
cess. During recess the children run about, play, and make 
up new games having nothing to do with school. 

Coming home from school one little girl said with relief, 
"Now I'll make lunch"; and when it was again time to go to 
school, Borya (4~ years old) suddenly declared, "It's Sunday 
already. We don't have to go to school. We'll take a walk. 
Oh, what snow! I'll go get my hat." - etc. 

The way 6- and 7-year-olds played school was completely 
different. They quickly and eagerly took up the suggestion. 

Experimenter: "Do you want to play school?" 

-,~~------

Children (affably): "Yes" - and they immediately set about 
making up the classroom. They arranged the seats and 'desks, 
asked for paper and pencils (which had to be real), and impro
vised a blackboard. All wanted to be pupils, and hence the role 
of the teacher was usually dumped on the smallest or most 
timid child in the group. 

The lesson occupied the main place in the game, and was 
played in a typical manner: the children drew lines and wrote 
numbers. They ignored the "recess bell"; when it rang, many 
children said, "It's not time for the bell yet; we haven't fin
ished studying yet." In the interlude "at home," they prepared 
their lessons. Everything that was unrelated to school and 
study was cut short and reduced to a minimum. Thus, one 
little boy (Vasya, 6~ years old), who played the teacher, did not 
€ven leave his chair during the break, and played out his part 
verbally: "Now I've gone home; now I've come back; now I've 
eaten. Now let's get back to work!" 
, Playing schoof was quite interesting when children of differ
ent ages participated in it. It became clear that the meaning
ful part of the game was on completely different levels for the 
younger and the 'older children. For the younger children it 



Was all aspects of sChool life that were extrinsic to actual 
study, whereas for the older children it was studying itself, 
the Jessons, which were most important. The children even 
had' conflicts and arguments on this account. For instance, one 
little girl took a chair to build a house, and aoother took the 
chair back to set up the classroom, etc. 

Our experiments definitely convinced us that although chil
dren are very much attracted to the external attributes of 
school life and study - rank, marks, the bell, etc. _ what is 
ceniral to their desire to go to school is not these things, but 
study itself, learning in school. If, on the other rand, a Child 
is drawn to schOOl because of these attributes and new impres.-
Sions, he is still not ready for' SChool. • 

Does this mean that preschoolers want to learn for learning's 
own sake, Le., to become llter<ate, educated people? The facts 
show that even 7-year-olds wHo are alreadyin school are still 
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not very concerned about the xesults' of their school efforts. 
What is important for them is '''irying'' to learn. ' 

"A;re you doing alright in SChool?" we asked a ;7-year-old 
first .. grader. 

"I'm doing well." 

"How can you say you're doiing well when you Write so 
' , poorlY? Look at this." 

"1 can't do it any better " ar\swers the girl· "but I'm doing 
'. , I Well,: and Mama says 1 try bard." 

Fitst-graders are ready to do with almost the same willing_ 
ness 'everything the teacher as,signs them, quite independently 
of wIjether they see any practiCal use in it, Whether they can 
get aily concrete information out of it, etc. 

If :j. teacher gives them something to do in the form of an 
exer$ise, the children are quite satisfied. But ~any Children 
get ~y and do not at all like to do something that does not 
look teal from the point of view of a typiCal pres!!hool activity, 
e.g., /drawing, physical education games; and they are espe
cialli irritated when they are given an assignment in the form 
ftDrar anything you like. ff , 

"1 iIon't like physical education," said one of oUr children. 
~ I I 
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"That's not school; it's just playing in white suits." 
"I don't like it when the teacher reads to US," said another; 

"1 want to read myself." - etc. 
Finally, and most important. More than once we observed 

children who already knew how to read and write when they 
, entered school. If the main purpose of the first grade is to 

gratify the children's desire to become llterate, obviously chil
dren who can already read and write should be bored by the 
school assignments. Parents often expl'ess such apprehensions: 
"What will he do there? He'll be so bored in school." Things 
are quite different, however. Literate children are just as ea
ger as those who cannot read and write to do in school (Le., 
,under completely new conditions), with new motives, what they 
have already learned to do in kindergarten or at home. Thus, 
the most important thing for younger schoolchildren is to do 
their schoolwork conscientiously and be judged for their ef
forts by adults - father, mother, and, above all, the teacher. 

This explains the extraordinary importance attached to 
grades by children. Preschoolers already dream about how 
they will get grades when they go to school, and younger 
schoolchildren are willing to forgo almost anything, but not 
grades, for their work. When a teacher siniply puts a check 
mark in a youngster's notebook instead of a grade, he gets ex
iremely annoyed. "Check marks all the time," said one little 
boy; "but when do 1 get a grade?" "1 don't like this check 
mark; it would have been better to put a '2,'" said another. 

We may conclude from our findings that older preschOOl 
children are drawn to school mainly by the schoolwork, not 
so much as a means of acquiring knowledge, but as a serious, 
SOCially significant, and socially eValuated activity. 

In play, in practical activity, in the course of the entire pre
school period if it is properly organized, the preschooler ac
quires the habits and skills and achieves the level of phySical 
and intellectual development that prepare him for an activity 
that goes beyond the bounds of preschool life. He begins to 
seek a new soCial pOSition, a new place in life. In our system 
,of universal compulsory education, in which the vocation of a 
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school pupil is an honor for' every child who' has reached a spec
ified age, this deSire is manifested among p:;eschoolers as a 
desire to learn, to become a pupil. 

A child wants to learn not from instinct, not becauS~ of new 
impressions, not even because of the external position of the , 
schoOlchild: he wants to learn because he s~es learning as a 
significant, obligatory, serious activity, a job, which is impol;_ 
tant not Only for himself but also for the adults around him. 

, 

This does not mean, of course, that a 6- or 7-year-old is him-
self conscious of this desire, but essentially 'it is as deSCribed. 

Does a child acquire this desire to learn under all conditions, 
regardless of the training he receives in the preschool period? 
We have good grounds for answering no to this question. There 

' , "" are always Some cases in which a child comes to s!'hool from 
the kindergarten but is not' ready for SChool. A good example 
of this was a 7-year-old bby who had just begun school. This, 
Child had been eager to go to school and Was full of thoughts 
about it. But with what did! he occupy himself most in school? 
First, he "sat at his desk" i- according to hi~ own words ,_ all 
day long. He did not want to join in the class ,break because he 
did not want to leav,e his OO:sk, which he open~d and closed and 
fooled around with endlessly. He liked the teacher and what 
she wore, and like it "whe~ they pOured out the blue ink." When 
he had to stay after school ~ecause of bad conduct, he was quite 
happy, because then "he ha4t the whole classroom to himself" 
:nj,d "could sit at any desk lie wanted." He notic'ed his grade, 
but was completely indiffer~nt to why it was given to him. 
01).ce, coming home, he said proudly to his mother, "TOday I 
gdt two grades, a 5 and a 3." It turned out that the teacher had 
gilren him a 3 for having a messy notebook, ancl the 5 had been 
giten by his desk neighbor ~ acknOWledgment: of his artistic 
talents. He had a totally inappropriate attitude tOWard his 
hap,ework; he did it perfunc;torily, carelessly, ,and sometimes ., 
be~an to draw in his Russian. notebook; and wh~n he became ," 
bored with this, he Would resume his lesson. ' 

¥uch Children, who have nbt yet developed s~ficient school 
rejldiness, still display a preschool attitude tOWard everything 
I 
I 

I 
j 
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having to do with school and learning. They play with their 
lessons and see the teacher merely as a nice lady (or not so 
nice lady). They cannot comprehend the requirements of col
lective schoolwork and hence often bother others and make 
things difficult for themselves. How maya proper attitude 
toward school and learning be cultivated in the preschooler? 

First, he must be taught what we call the social reasons for 
learning. This means that the preschooler must understand 
and .pense the important and honored place of the schoolchil
dren in our country. For this the government is there to as
sist the kindergarten teacher and parent. The radio, and books 
are always discussing our schools and the importance of edu
cation in a way children can understand, and thus perform an 
important educative function without children'S or adults' being 
aware of it. Meetings with schoolChildren, conversations with 
adults, etc., fulfill the same role, since, willy-nilly, they are 
the conveyers of the attitude toward school and education repre
sented in public opinion in our country. 

Of no less importance in developing a child's psychological 
readiness for school is the cultivation of the right attitude to
ward schoolwork itself. Not only should a desire to learn be 
fostered in the child as a socially important activity but he 
must also be taught how to derive satisfaction from his efforts 
and their results. One can find some first-graders who are 
unable to apply themselves and who derive no satisfaction from 
overcoming difficulties and trying hard. Children should be 
taught to be attentive to the results of what they do while they 
are still in kindergarten; they should be taught how to achieve 
this result, and to appreciate the effort required to achieve it. 
Hence, the older preschooler should have regular tasks to per
form for whose results he is responsible. 

Our findings have shown that Children who have had cer
tain duties and responsibilities in their families before they 
go to school learn more quickly to organize their work in 
school. They ,do not shirk effOl;t: on the contrary, their 
schoolwork itself and the following period of recreation are 
important incentives to learning. In conclUSion, we should 
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discuss briefly the age at which schooling begin~. 
By the time children reach the age of 7, most have already 

de~eloped psychological attributes that determine their general 
scljool readiness. But it is also important that tl1ey should 
have acquired an inner desire to partiCipate in a: socially im
por:tant activity, which is valued by society for its objective 
results. This desire should rrod gratification in school life. 
O~rwise, especially if his upbringing has been incorrect and 
neg).ected giving him any sort of responsibilities :and obliga
tions, this desire may give rise to certain adverse. displays if 
it is not fully and duly met in school. Hence, from the psycho
logi.cal viewpoint, the lowering of the school-entering age from 
8 to 7 years was correct. It should only be underscored that 
this necessitates that more attention be paid to chltivating 
those personality traits we have described during the pre
school period. 

Thus, a child's psychologica,l readiness for scljool also im
plies that various aspects of w,s personality shou~d have 
reached a certain level of deve,lopment. For a child to do well 
in school, adjust to schoollifeJ and successfnlly perform all 
the duties and obligatious of a ~oviet schOOlchild" he must not 
only have reached a certain letel of intellectual development 
and have a certain store of idelts but must also hive acquired 
some personal direction and hJve developed thos~ character 
traits and willpower that will ehable him to do schoolwork . , 
dutifully and properly. In this pense, school readiness can be 
fostered only if all aspects of tp.e preschooler's life and ac
tivities are properly organized, 

Ya. Z. Neverovich 

THE DEVELOPMENT OF MOTOR ACTS 
WITH OBJECTS IN THE PRESCHOOL CHILD 

Through the influence of his educative environment, the pre
school child gradually learns to subjugate his actions to volun
tary control. When the child has'developed so far that he is 
able (at least partially) consciously to subordinate his actions 
to a specific goal, we can say that he has made an important 
step toward consciously assimilating the knowledge and com

plex skills he learns in school. 
The preschool period plays an important role in the devel

opment of a child's motor activity, since the more complicated 
motor acts employed in schoolwork and in productive labor 
necessarily require that a child must already have learned to 
subordinate the functioning of his motor apparatus to the volun
tary performance of some motor tasks, that is, that he be able 
to perform motor acts as a conscious goal. 

The most outstanding authorities in physical education, for 
example, Lesgaft, stress the need to teach a child how to re
late to motor tasks consciously and to be able to analyze and 
voluntarily control his own movementS. There are a number 
of questions concerning the development of deliberate move
ments that require further study. 

For example, it is still unclear under what conditions the 
transition from involuntary to deliberate movements occurs. 

From Voprosy psikhologii rebenka doschkol'novo vozrasta. 

pp. 113-21. 
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two Sand-filled dolls, two wooden globes,a woodei pot and ket
tle, Ii. wooden samovar, and a bear carved out of pl.ywood. As 
a means of conveyance we included a box lid, 22 cm X 32 cm, 
covered with plain-colored paper and with low woeden Side's. 
All tile articles easily fit on the lid. The child had to carry 
the alcticles over a distance of about 5 meters. ' 

It is the principles on which the test was based \bat We con
sider important rather than these particular details, which 
are, of course, far from perfect and which will pr?bably re
quirE! considerable modification. 

What the test basiCally tells us is not that the subject was 
or was not able to cope wifh a particular problem, or the sim
ple effect of a properly chosen action, but the way The Ghild 

, 

goes about achieving the solution. We know that a ,child's men-
tal development is more than mere quantitative gr?wth, an in
creasing functional refinement; h also, .and even primarily, in
volvescmodifying the very techniiques he employs in his activity 
as he gradually assimilates sociocultural experience. A par
tiCular' operation may be fund~entally identical, in terms of 
efficiency, for a retarded child,la school-age child; and an 
adult; but the nature of the oper~tion and the way i~ is carried 
out may differ tremendously. Ajfeebleminded child cim learn 
to perform Simple arithmetic o~rations, but he will do them 
in a tol!aliy different way from ainormal child of the same age. 
More and more, as investigator~ are coming to understand 
the profound changes taking place in the structure of behavioral 

, acts in the developing child, their interest is turning toward 
siudying these changes in more detail; and an awar~ness of 
this ne¢d is beginning to make itSelf felt in the modern science 
of test4tg as well. Let us hope, then, that our test may serve 

. as one )nore, albeit modest, step in this direction. , 
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A. N. Leont'ev 

THE DIALECTICAL METHOD 
IN THE PSYCHOLOGY OF MEMORY 

The modern science of psychology grew out of the empirical 
psychology of the 19th century, construing itself as the complete 
negation of the latter. As such it contains two quite distinct 
basic tendencies: one away from the idealism of empirical psy
chology, the other away from its metaphysical mode of thought. 
These two tendencies are now a part of virtually all of progres
sive European psychology <!.), and also reflect two problems 
posed by modern Russian psychology. 

Quite naturally, modern Russian psychology began by focus
ing its attention on the first task: delineating and consolidating 
its materialist position as an essential premise for its further 
development. The second task was temporarily relegated to 
the background. The most important questions for materialist 
psychology 'are undoubtedly those of basic methodology: mate
rialism and dialectics constitute a uuity from which dialectics 
and the dialectical method cannot be separated. Materialist 
psychology requires us to do more than incorporate dialectical 
materialism's basic tenets into fundamental psychological prob
lems or exemplify dialectical principles. of concrete psycho
logical data: the dialectical method must become the method of 

From Voprosy marksistkoi pedagogikii. Vol. 1, pp. 101-111. 
This was part of a series of works carried out in the Academy 

of Communist Education's Psychological Laboratory under the 
general direction, of L. S. Vygotsky. .. 
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psychological analysis. In this sense, contemporary psychology 
cannot rest content with simply interpreting its subject matter 
from, the point of view of dialectical materialism while accqm
moda,ti.ng itself to the data of old empirical psychdlogy; it must 
actually study its material by means of the dialectical method, 
which must play the central role, dominating othel1, more spe
cific methods. 

In materialist science, dialectic logic does not amount to 
just the formalistic imposition of its principles on any particu
lar SCientific discipline. It itself develops as scientific inquiry 
proceeds; it is the result of empirical science. Only if this is 
so can we really arrive at those "abstractions that embrace 
the full wealth of variability," i.e., at a theory tha~ operates 
with dialectical concepts. 

Since psychology is a borderline ·science that links phenom
ena originating in the various forms of movement of matter, . 
the dialectical method is especially important in it; it is for 
this re>lSOIl that it is in psycholqgy that the profound contradic
tion between results obtained by; way of each of the two differ
ent approaches, the dialectical ~d the metaphysical, may be 
most clearly observed . .The clal'sic psychological'problem of 
memory is particularly well Suited to demonstrate, this point. 
BergSQn, who declared it a problem with "privileged status," 

. I 

quite r~ghtly saw how extremelYiimportant it was for shedding 
. light 01;1 fundamental questions. 1 

Cla$ic empirical psychologyt metaphysically viewed the 
object!! it studied as finite, stati~ structures accessible to di
rect in.\restigation. This metaphysical way of thinking also 
showe4 up in the way it dealt with the problem of memory, 
which tas customarily studied as some sort of abSolute func-

. tion. 1'0 see where this led, let uS analyze the wais empirical 
, psycho~ogy dealt with three distinct questions within the over

all proplem of memory. They all concern, in general, the dif-
I 

*Lednt'ev is here referring to. introspective psychology of 
, the s01 developed by Wundt in Germany and Chelp:;mov in 

RUSSia. - Ed. 
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ferent forms of memory and their interrelations. 
positing different forms of memory as absolute and distinct 

entities existing side by side led empirical psychology to deal 
with them in two possible ways: either it attempted to reduce 
the hfgher forms of memory to lower forms, which actually 
meant denying ilie uniqueness of these higher forms or even 
ignoring their existence, or it constructed idealist concepts 
that explained thesEl higher forms in terms of factors outside 
its immediate object of inquiry and did not emerge from the 

investigation itself. 
"In essence, memory is a biological fact; whatever psycho

logical aspects it has are only inCidental. .... " @) "In terms 
of learning, retention, and .recall, organic memory is wholly 
identical with psychological memory, the entire difference be
tween them being that the former lacks consciousness." ~) 
This concept of the relationship between the simplest organic 
(physiological) forms of memory and its higher forms (psycho
logical memory, as it 1s called) was further developed as their 
specific project by Russian reflexologists and American be
haviorists. <!) But it met with serious objections from the 
point of view of human psychology, and by the same token has 
been justly criticized by biopsychology: 

In equating the ph(,momena of "organic memory" (which 
could just as well be the memory of glands and muscles, 
or birches and mulberry bushes) with the phenomena we 
normally associate with the term memory, certain au
thors commit a palpable error fraught with implications: 
in using "memory" as a blanket term to describe the 
function of ganglia, neuromuscular habituation, or adap
tation to electric shocks and protoplaSmiC memory mani
fested when single-cell organisms undergo excitation, 
these anthors introduce boundless confusion into the 
question. And what makes this even more unfortunate 
is the fact that the phenomena of "organic memory" do 
not always display the features that distinguish the latter 
from memory in the psychological sense. @) 
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On the other hand, psychology is replete with notions of differ-
ent kinds of memory: "two memories, theoretic'any distinct 
and independent of each other": habit, or "repetitive memory"; 
and "imaginative memory," assumed to be a "spiritual ilituition 
lying outside and independent of matter" (BergsOn). 

Both of these approaches to the pr,oblem must1 at least in 
principle, lead to dualism. The sole difference Qeiween them 
is that in the first case, elementary physiological laws were 
declared snfficient to explain all kinds of memory in all their 
manifestations, with the result that the dualism was only po
tential, or took the form of agnosticism; in the second case, 
philosophical idealism declared open war on materialism and, 
by pOsing the question in such a metaphysical mannerl was 
able to create a terrain highly favorable to itself ,for doP>g 
battle. In all fairness it must be said that mechanical materi
alism does not always come out on top in this contest. Be
cause of its metaphysical lUlde'tpinnings, mechanical materi
alist psychology was unable to perceive that if different forms 
of memory coexisted, they must be products of different quali
tatively distinct levels of devel(1)pment in which, aJ,though the 
lower forms develop into the higher ones, the diff~rent levels 
cannot be meChanistically redu~ed one to the othei, i.e., the 
higher forms caonot be reduced t~ the elementary, pllimary ones. 

In hi!! struggle againstmateria),ism Bergson quite conSistently, 
and in our view correctly, observ~d, apropos of this q,uestion of the 
existence of distinct forms of me$ory irreducible one to the other: 
"The tI'uth is that there is one, anq onlyoue, method o~ refutingma
terialism: it is to show that mattet is pr eei sely what it appear s to 
be. Thljs we eliminate all hidden power from matter, and establish 
the phenomena of spirit as an independent reality." (6) Bergson's 
statemo/'lt effectively says that the most desirable form of materi-, 
alism for anidealistis metaphysical materialism. The necessary 
premis~ for Bergson's idealism is that matter can possess only 

, physica).properties (l), for only on, this condition is he,able to dem
"the illusory nature of all attempts to deduce ;memory 

/tom th~ cerebral process" and to explain memory 'indepen
matter. 

,Bere:~on confronted psychology with the problem of "two 

• 
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;memorles." Contemporary materialist psychology's task is 
1:0 solve it: not metaphysically, by negating the higher forms 
'of memory through mechanically reducing them to an elemen
'tary property of OJ;-ganic matter (plasticity, or hystereSiS, 
which is an even more general property of all matter), but dia
lectically, by analyzing how memory develops \ql.d how its low
er forms are transformed into higher ones. It goes without 
saying, however, that no solution is possible without first set
tling positively the basic epistemological'question of psychol
ogy: whether or not we can "stand apart from what we experi
ence, not as intellectually active individuals, but as simple 
observers" ~), i.e., Can we study psychological phenomena In 
the same way as phenomena that are external to us? A nega- . 
ti ve answer to this question definitely leadS to Bergson's 
epistemology, which was an integral part of his theory. 

There is a second problem in the psychology of memory, 
directly related to the view prevailing in psychology that mem
ory is some absolute function or property. What In memory is 

specifically human? 
Any science must not only study what phenomena have In 

common, what makes them resemble one another, but also 
what about them is specIfiC and distinctive. This question of 
specificity is especially important In psychology, in which we 
are dealing with exactly the same psychological function in 
animals and humans, children and adults, and even among dif
ferent individualS (differential psychology). In memory there 
are two levels to the problem of specificity: In each particular 
case, one form of memory will be the predomlnant one, and 
the question then becomes one of the interrelationship among 
the different forms and of the essential characteristics of 
each, and how the problem will be solved generally turns on 
this question. But there is also a second aspect of the prob
lem, that of method, how to proceed in an inquiry; and this 
question must inevitably involve the broad, fundamental, meth

odological premises of the problem. 
Although by measurlng general body size we can flnd out the 

common charact~ii~tics In this dimension of some group of 
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animals, we cannot thus derive the specific features of a par-
ticular order - Edentata, for example. The theoretical founda
tions of modern biology lead it along a totally different path in 
its investigations, indeed the only path that can establish' essen
tial traits, which is the aim, after all, of the in~estigations. In 
this sense the theory and general method of any: science wholly 
determine not only how the data at hand will be interpreted and 
evaluated but, above au., along what paths concrete inquiry will 
be pursued. 

In ibis regard, the methods, now .become clasSic, developed 
by empirical psychology for studying memory ai-e quite typical. 
In its search for procedures that would enable iI! to discover 
the absolute laws of memory, empirical psycholpgy tprned to 
the laboratory investigation of meaningless material &bbing
haus, Miiller). The remembeCfing of meaningless syllables 
was seen as the activity that would uuIock the door to the study 
of human memory. Is there some function manifested in this 
activity that is in any way typ:ilcal of man? We should be in-, , 

clined to say that not only is 1itere nothing typic!jl about it but 
that it is largely devoid of the,significlUl,ce for the psychology 
of memory that has been ascribed to it. ' 

If there is anyihing of inter4st in the study of memory on the 
basiS of remembering meani~less material, it is that despite 
all the efforts to study pure m,\=mory, despite even the creation 
of special equipment, sophiSti~ated procedures, and the special 
mnelj:Ionic material that has been devised for thi~ purpose (the 
lattet even published in speci~l manuals [9]), what actually has 
beenlstudied in these cases haS not been some abstract, "sim_ 
ple f~ction," but complex huni.an memory. That, this is actually 
so islpersuasively demonstrated by one of the latest memory 
sturuks (10) to appear, in which it is shown that ~ven when mean
ingle</3s material is remembered, adult subjects ~SUally exhibit 
a ge$nnely human trait: they tesort to the use of auxiliary 
deviqes to help them remember, i.e., they mediate the memory 
proc&ss and in so doing transform it into a complex activity. 

Let us suppose, however, that with certain methods one could 
actu~y succeed in studying "pure memory" and 'see what gen-· 
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eral propositions such a study would purportedly establish. 
"The greater the number of repetitions, the greater the number 
of correct recalls, given an equal time lapse between repeti- ' 
tions and recall": ibis is one of the propositions Miiller & 
Pilzeker (11) (whose works must surely be acknowledged as 
classiCS in the psychology of memory), derived from their 
studies. We are not so interested in the general purport of 
ibis proposition, which we would be the last to deny. What in
terests us here is another question: What significance can such 
propositions have for the study of the distinctive features of 
human memory? Do they not merely reflect the general prop
erties common .to both human and animal memory, and does 
not this tendency to study what is general i1I!,Plicitly contain 
the claim that it is impOSSible, in principle, for empirical psy
chology to investigate scientifically what is specific to human 
memory, and hence the concrete and practical aspects of it? 

"Psychology," observed Janet in one of his latest books, 
"has become supersaturated with studies of the role of repeti
tion; they purport to investigate human memory and indeed do 
make efforts in ibis direction, but how negligible and limited 
these efforts have been! Only the raw child will rely on repe
tition alone to memorize: the intelligent adult has command 
of quite a number of other techniques for this Purpose •... " (12) 
At first glance ibis limitation of classic studies of memory may 
seem merely to be the natural result of the narrowing down of 
the problem required by laboratory conditions. Actually, how
ever, it is the direct consequence, as we have said, of the basic 
methodological premises at the heart of empirical psychology. 

, By drawing parallels between "simple" phenomena that are 
analytically discrete wiibin a particular group, empirical psy
chology lumped them all together, comparing them on the same 
level in terms of the direct relationships of identity, coordina
tion, or coexistence; and in doing so deprived itself of the pos
'sij:Jility of studying these phenomena in their natural interrela
tionships. Actually, when some phenomena are superimpo'sed 
on others, they do not form a simple linear sequence, butconie 
tOgether in complex interrelationships vis-a.-vis both the. base 
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and the superstructure. The task of the investigator, there
fore, is twofold: he must seek to determine the general cause 
of a phenomenon, that is, to sindy its base, and, s!"cond, he. 
must study what is unique about the phenomenon, i.e., he must 
sindy its specific cause. The laws governing the rase of a phe
nomenon are manifested in the special laws governing the phe
nomenon itself; the cause of the former is a partiill cause of 
the phenomenon as a whole. A phenomenon itself is possible, 
however, only when some additional factor is opeljative (the 
specific cause of a phenomenon) whose eliminatio'1- would alter 
nothing in the base of the phenomenon, but would remove what 
was specific about it. Thus, study of the laws governing the 
base of a phenomenon is still not study of the general J,.aws of 
that phenomenon. : 

"The general laws of memory in·man and the lower animals, 
e.g., mOllusks, are identical." (13) A cOnclusion of this sort 
must inevitably fOllow from the lfindings of traditional psychol_ 
ogy, since it is contained impllditly in the way its problems 
are formulated, postulating the replacement of one higher class 
of phenomena by phenomena of another order that constitute. 
the premise and the fOWldation 4f the former yet are governed 
by laws that do not extend to th~. 

One can appreCiate the full exitent of the difference between 
the conclUSions to which the methods of old empirical psychol
ogy led and those arrived at in i:/:te most recent studies by com_ 
paring,the following two "laws of memory": "The longer the 
series to be remembered, the more time is requirrd to stUdy 
one item in the series" - so goes one of the postulates estab_ 
lished by classic methods of studying memory (Ebbinghaus); 

, 

and "The time required to memorize one item of a series (fixa-
tion fa~tor) decreases with an increase in the length of the se
ries." i The latter propOsition, which is directly contrary to 
the first, was derived from a study done with equal amounts of 
both m~aningful and meaningless material (14), with the differ
ence tij,.t the study was not concerned with l).bstract, "pure" 
m.. emorjv and hence did not limit the subjects to meaningless 
behavi~r during the experiment in its pursuit of conditions 
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under which memory would essentially cease to be specifically 
human. 

Empirical psychology organizes its experiments in such a 
way that the generalizations at Which it arrives are shorn of 
concreteness by virtue of the metaphysical core of the general 
concepts it employs; and its "general" laws, with their abstract 
truth, are continualiy being overturned by the reality of events. 

Elsewhere (15) we have had occasion to demonstrate by 
means of a particular example how memory studies conducted 
by traditional methods of empirical psychology on particular 
individuals sometimes produce results that are at. variance 
with practical experience. This contradiction between the find
ings of a scientific investigation and the evidence afforded by 
living reality is something modern psychology will be able to 
overcome only if it studies those features of human memory 
that are conditioned by the sociohistorical development of 
man's psychological functions and in their operation refute the 
absolute laws that constitute their own foundations. 

Until modern psychology bases its studies on the postulate 
that psychological functions change under the influence of hu
man SOCiocultural experience, and until it begins to study the 
laws goveruing these changes, their role, and their significance 
- in other words, so long as it remains at the level of study
ing psychological functions as bounded, immutable structures 
susceptible only of quantitative change - it will: not be able to 
discover empirically the truly specific laws of human behavior. 
Consequently, the ambition of reflexology to replace psychology 
would be quite justified, since the fundamental difference in 
their respective subject matters would be thus eliminated; and 
the concepts of soul, mental activity, etc., in short, all those 
notions that are the outcome of empirical psychology's meta
physical trend of thought, would not be able to provide it with 
much defense. In its search for the absolute laws of memory, 
empirical psychology could not go much farther, at least in 
prinCiple, than its central propositions, which later were re'
confirmed by the findings of rE)flexological studies of animals. 
"What Pavlov discovered without any recourse to introspection 
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I at all was similar to what came out of scientifically constructed 
introspection." (16) There is no denying that this testifies to 
one' of the genuine strengths of traditional psychological studies, 
irrespective of the method of introspeCtion; but we also Calmot 
fail to see how inadequate such studies are When ,called on to 
reveal the specific features of human memory. ' 

What at the outset appeared as a problem of forms of mem
ory in general we now see to be a question of the :specific forms 
of human memory; thus, once again We are faced :with the prob
lem of SCientifically reSOlVing Bergson's probleII! of "two mem_ 
ories." But now there is a third question as well, one that is 

' , 

as inseparable from the general problem of mem(!)ry posed by 
metaphysical Psychology as the first two: namely, the relation_ 
ship Of memory to other psychological functions.; ~_ 

Empirical psychology in effect takes a dual position on this 
issue.. As we have already tried to Show, the exaggerated im
portance empirical PsychOlogy "tiached to abstract elementary 
memory fonCtions forced it to ~eek the ultimate explanations 
for the uniqueness of human m$nory in factors that lay outside 
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the actual function of memory but found their exprl!ssion in it 
as a subordinate object. 

For Wundt it was appercepti$ that fulfilled this, role; for 
Hoffding it Was the will: ' 

t.ike WUhdt, Hoffding by np means views these categor_ 
i'Cal relationships as som'l secondary unconsbo

us 
men

ta! cause that accompaIiies the primary physiological 
and material cause •. " LPre Wundt, he also tries to go 
beYond paSsive mechanicaj., physiOlogical, as:sociatl.onal 
P.sychology by resorting to. a. PSYchology fOCusing on the 
~tivity of the will; yet he, too, fails to see that this pur
poseful activity of the will cis the highest functional cate_ 
gpry; the Summit of a categoriCal system; it fS absolute, 
uhco.nscious activity of theispirit, which, aVailing itself 
of physiological apparatuses as mechanical aids, relates ' , 

l:<f them as if it were somethirig of a fundamentally differ_ 
eljlt and higher order. (17) , 

On the other hand, empiricai psychology - and this accounts 
for the dualism in its position - tried to solve the problem of 
the relationships among different psychologiCal functions in 
isolation, inasmuch as it viewed them abstractly and, more
over, in large measure mechanistically, that is, as a problem 
of their "joint action," which was only stated (1S), not explained. 
The extremely important question of the role of memory aids 
(auxiliary associations, Hillen, representation auxiliere) was 
posed in exactly the same way; though their existence was 
described, this was of no help in working out general principles 
such as the principle of "higher functions supporting lower 
ones." (19) 

The essentially metaphysical nature of even the concept of 
memory has in large measure' helped to shape the theory of 
memory in empirical psychology. Viewing memory as an ab
solute function, as a substance, psychology in metaphYSical 
fashion lumped together phenomena such as the tracks of cart
wheels on the ground, the predispositions of neurons, practice, 
fixation of an image, and the logical memory of cognition. This, 
in turn, gave the impetus for a particular, approach to the study 
of human memory in which the primary objective was to find 
the general features of this function; in particular, it provided 
the rationale for introducing the method of nonsense syllables, 
which, as Titchener observed, "though they brought us back 
from logical meaning to the psychological fact, nonetheless 
served psychology in poor stead: research began to focus more 
on what took place in the nervous system than on conscious 

. memory processes." (20) An even more important conse
quence, however, was that with the concept of memory ex

'panded in this way, it, like any other metaphysical concept, 
became subject to the rule of formal logic that says that the 
more things a concept tries to inClude, the less content it has, 
and the less value it has as a means of !mowledge. In fact, in 
his special monograph on the subject, Meumann concludes that 
"memory in general does not exist." (21) Once turned'into an 
abstraction, metaphySically divested oT all relation to the con~ 
c~ete, "memory" evaporates, and is transformed into "pure 
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notlJ;ingness." We should note that memory is not, the only psy
cholbgical concept to which this has happened: the concept of 
atten.tion suffered the same fate. Such is the destiny of any 
concept that is metaphysically shorn of its concreteness and 
studied in its "ossified," static essence as a general concept. 

01\ cou:rse, such an overly broad 'concept as that of memory 
had to be taken apart analytiCally if one wished to :study it. 
And it was at just this point that empirical psychology revealed 
its metaphysical core, destroying the unity of the inscrete act 
of memory by dissecting it into arbitrarily defined processes 
such as impreSsion, retention, recall, etc. No matter how pro
visional such a breakdown may be, it fundamentally Violates a 
basic principle of modern psychology - the prinCiple of the in
tegrity of all the acts of individual behavior. This; in turn, 
gives rise to a number of factually untrue P~Oposifions, for ex
ample, that recollection is identiCal with the recu:rrence of an 
impression, which differs from lthe latter only qu~titatively. 
Spencer's edict that "The recall of the color red is merely 
seeing it in fainter form" has t!javeled far; he applied it to a 
wide rlmge of memory phenomena, and we encounter it among , , 

neo-associationists as well as ~ong representatives of classic 
association psychology. A. Bam, who defines recollection in 
the same way, bases his fu:rthe~ development of the concept on 
data from laboratory studies of berception _ for him, identical 
with impreSsion, which constitutes the initial event of an act of 
memory. (22) It is perfectly consistent in the genetic or devel
opmentalapproach to liken the images of memory to "sequen
tial images"; but When this is done within a system' of arbitrary 
distincjions, it leads to reSults that fly in the face of the facts, 
as we ~ee happening in Bain's psychology. 

In cr).ticizing the use of the concept of memory in empirical 
pSYcho:jogy, we must ask whether this concept still has a place 
among ~he concepts -of modern Psychology and Whether it may 
be repl!lced by other concepts, e.g., the concept of "reproduc_ 
tion," vthich is the most frequently used substitute for memory. 
It is dotmtful, however, whether the mere substitution of one 
term fo~ another will in any way help to clarify whatever con-
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,tent they are meant to have, especially when the term "reproduc
tion" isusedsidebysidewiththeterm "memory." We can obvi
ouslynot expect the term "reproduction," when used in the sense 
of "or memory," i.e., when its use embraces the same multitude 
of diverse phenomena as "memory," to add any thing new to our sys
tem of psychological concepts. Indeed, it is no more than the sub
stitution of one word for another, and in this case is worse, because 
in its direct and precise meanirigit does not actually even fit What 
it was meant to express. Actually, the key here is not to re
ject the term "memory," but to seethe concept itself as a pro
cess, J:!Iat is, to elaborate it dialectically. 

Altbi:lUgh we have said that pure empiriCIsm does not hold 
up scientifically, we by no means wish to toss out the empir
ical method, the end result of ' which would be the fabrication of 
apriori constructs and their introduction into psychology. We 
wish only to make the observation that "An approach to knowl
edge that pu:rports to take things as they are contradicts it
self," since the empirically given is itself fraught with and 
shaped by theory; but this theory itself grows, in turn, from 
empirically given, objective facts. Thus, concrete experi
ence is given to us twice, as it were: first, as unorganized, 
chaotic concreteness, from which we derive, in Marx's wordS, 
the first frail abstractions, and, second, experience as a con
crete reality standing at the end of the cognitive process, which 
has organized it, reconstructed it, and filled it with its own 

'. content of a system of abstract concepts, i.e., theory. When 
we stody facts, Le., concrete reality, we extract from them 
those regulative, theoretical concepts that guide ourperspec
tive, and with these in hand, we resume our scrutiny of con
crete reality, of the facts whose study will either confirm or 
refute but, most importantly, will develop, broaden, and deepen 
the content of these concepts. 

It is not two separate processes that are at work here; they 
represent merely two sides of a single process of inquiry, a 
single cognitive process. 

The theoretical. pOSition from which we proceed in our study 
of memory - and which, mcl)'eover, we belieVe follows neces

; 
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sarily from the vast amount of factual material available to 
moderJlPsychology - is Vygotsky's theory of cultm;al develop~ 
ment (23), a theory that, to use Hegel's words, recogu;zes t~ 
"great c,unning of the human mind," i.e., reflects thil specif..;' 
ically human capacity to command natural phenomena, "forCing 

, 

one set of natural forces to act against others," and, extends 
this cunning to include man's behaVior, which he acquires in 
the process of his own Civilized, historical development. 

Thu:;l, we have two methodolOgical approaches to the study 
of memory: the one studies the development of human memory 
by investigating and comparing its various forms, i,e., the 
various stages in its development. The second studies the pro
cess of development itself, i.e., the transition from :one Jorm 
to another, potentially contained in the preceding on~, ancLthe 
conditi<>ns enabling this transitio1i, in which new properties are 
acquired, to take place.: ' 

So the general direction of inqt/irY that has emerged from 
the way empirical psychology hruj dealt with the problem of 
memory and from the basic meth,bdological premis~s of mod
ern scientific psychology has been from a developmental study 
of the different forms of memorY! and the process of transfor_ 
mation of one form into another tp the study of their structural 
mechanlsms and the analysis of !iuman memory iri terms of its 
,develop~ent. 

Rejection of the metaphysical ~tyle of thinking that dominates 
empiric!ll psychology is an absolut;e prerequisite; it m!ustbe over

:eome if fsyChology is to develop futther. But this does not mean 
. that we ~hould discard its genuine :;jcientific achievements as well: ! . 

T~e old method of investigation and thought Hegel calls 
"$etaphysiCal," which preferred to investigati. things 
a~ given, as fixed and stable, a method the relics of 
wjnch still strongly haunt people's minds, had,a great 
d~al of historical justification in its day. It was neces-, - , 

s<j.ry first to examine things before it was possible to 
e$mine processes. One ~ first to know whit a par-, 
titular thing was before one could observe the: changes 
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it was undergoing. . .. The old metaphysics ... arose 
from a natural science that investigated dead and living 
things as finished objects ... while natural science up to 
the end of the last century was predominantly a collect
ing science. ' •• in our century it is •.. a science of the 
processes, of the origin and development of these things 
and of the interconnection that bilids all these natural 
processes into one great whole. (24) 

Notes 

1) The two forms assumed by these tendencies in the most 
recent world psychology are, on the one hand, 'an attempt to es-• tablish psychology as a positive science, and lJl.e marked spread 
of the ideas of behaviorism, and, on the other, the demand that 
psychology return to the concrete (Politzer). The present year 
has seen the formation of an international literary society, 
[publisher of] Revue de Psychologie Concrete, which has drawn 
the participation of modern psychology's most prominent rep
resentatives: Politzer (paris), Giese (Stuttgart), Kantor (USA), 
Adler (Vienna), Myers (London), Prinzhorn (Frankfurt am 
Main), and others; they define their relationship to classic psy~ 
chology as follOWS: "Amidst the regrets and vaCillations of the 
majority of psychologists, the new psychology unequivocally 
takes as its starting point the most recent attempts to release 
psychOlOgy from the domination of the old school that has for 
so long provided the basis o~ official teaching." (Editorial, 
Revue de Psychologie Concrete, 1929, No.1, p. 1.) 

The second number of this journal, which appeared just as 
, the present artiCle was going to press, contains an even bolder 
declaration, in which its editors define their basic position as 
that of dialectical materialism as presented by Marx and 
EngelS. 

2) T. Ribot, Pamyat' vee normal'nom i boleznennom sosto
yanii [Normal and ",bnormal states of memory] (2nd ed.). P. 4. 
"""""'3f Ibid., p.12. Our emphasis - A. L. 
'4) See, for example, Bekhterev, Obshchie osnovy reflekso-
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logii cheloveka [The general foundations of human reflexology], 
Ch. XXX; and Watson [John Broadus], Psikhologiya(Russian 
translation edited by Professor Protopopov). P. 286. [Englis.h 
edition, Psychology from the standpoint of a behaviorist, Lon-
don, 1919.] , 

5) W. Wagner, Biologicheskie osnovaniya sravnitel'noi psi
khologii [Biological bases of comparative psychology]. Vol. II, 
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6) Henri Bergson, Materiya i pamyat' (tranSlated by V. 
Bazarov). P. 64. [English edition, Matter and memory, Lon
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slennykh slogov [Materials for th!l experimental investigation 
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