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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 Vygotsky and his
followers (among whom Leont'ev has been the most prominent
theoretician). Leont'ev's brief description of a simple “iest”
for mediated choice behavior is not only ingenious but a fine
example of early efforts to translate theory into observation.

The final article, by Dul'nev, is intriguing for somewhat dif-
ferent reasons. For a number of years it has been fashionable
among American scholars to assume that Soviet psychologiecal
research 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 had, up to
that time, published psychological research. A good deal of
research also ceased, or was recrganized. But reisea.'rch did
go on, Dul'nev's study was published in 1940, in a volume of
studies co-edited by L. Zankov, one of Vygoisky's collabora-
tors (-Z,_;ankov with others has recently completed a2'monograph,
- Teaching and Development, published by M. E. Sharpe, Inc. in
. 1977). The problem he is writing about is squarely in the cen-
ter of ¢urrent American resea.r(%h on recall of meaningful text
; and comprehension-recall deficits associated with mild mental
retardation. Although current investigators will want to repli-
ate his observations, the technihues he reports offer an inter-
- esting japproach to the problem cif mediational and broduction
 deficiencies in the reeall of the retarded. ‘=

Miechael Cole

‘ Editor

L. I. Bozhovich

THE CONCEPT OF THE CULTURAL-HISTORICAL

DEVELOPMENT OF THE MIND AND 1TS PROSPECTS

Vygotsky's concept of the cultural and historica.l de\_relop-
ment of the mind, which he worked out together with his co-
workers and students, never achieved finished form. IF 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 cntogene-
sis, i.e., individual development. These new structures are
the outcome of the subject's having assimilated the products
of human culiure. Vygotsky saw the essence of thiS’{i:QY!E:lc-)p-
ment as follows; Mental or psychological functionsithat ini-
tially are elementary (natura.ll are mediated in the p.rocess of
activity and social contaci;;’iwith others through a socially elabo-
rated system of signs. Thismediation_ altex:s the? content and
gtructure of these functions, and the result is mind, a phe-
nomenon specific and unique to human beings as social

creatures.
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Thug, in Soviet psychology Vygotsky pioneered cf)ncrete psy-
chological studies employing a historiea] approach to the study
of the fuman mind, |

It is difficult to do justice to the full content and variety df
the ideas that stem from Vygotsky's concept. The most lm- .
p.ortant of them are known not only from Vygotsky's own pub-
lished works but also from studies that further developed and
expanded them, Some of the ideas are; the view that activity
plays a dominant role in human menta] development: the idea
thatt the higher mental processes and functions are i,he result
of szt.ernahzation of interpersonal forms of comﬁﬁéaﬁon and
activity; and the notion that the emergence of the hﬂgher formsg
of mental life is related in some way to the formation of new
bhysiological structures, -

The purpoge of the present article is to trace the: logic ‘of
the development of Vygotsky's scientific thought, to sutline its
general features, and to determine the possible :]irections that
further studles based on it might take, We should point out that
this logic is also the logic of the Q;empirical facts on which Vy-

f;)tsgl always drew in working ofgt his concept of th?e psycho-
tuid . ;il;jzt of the human perscgnality as a comp}.e:x, strac-

I,

_ Vygotgsky continually stressed }?15 view that the chief concern
*@f pﬁy_cli;ology was the human pergonality. In his criticism of

; A tmz?al psychology for being divorced from real life Vy-
otsky .ogt:served: "Psychology until now has approa,éhed, mants
er hﬁf.metaphysically. ... It separated menta} processes
;_:.?fr_om thq infegral, whole person and hig integral personality
And viewed them in isolation. It was perforce condemned to

operate with empty abstractions.” (1) Elsewhere he asserts
_ ¥

#Until ngw the central and mos

well" [6) P. 60].

. t important problem of the whole
of psych?logy, namely, that of the personality and its develop-
fnent, has remained a closed book: for child psychology as

It is not unreasonable, therefore, to say that the entire logic
of Vygotsky's scientific thought was aimed at 2 final resolution
of this problem. Yet he realized that to do this, psychology
had to find other paths than those it bad traversed in the past,

He wrote:

In the person of its best representatives, child psychol-

" ogy has come to the conclusion that the deseription of
man's inner life as a whole belongs to the poet's or his-
torian's art. This is essentially a declarafion of bank-
ruptey, a testimony to the shaky underpinnings of child
psychology, a confession of the impossibility in prineiple
of studying the problem of the personality within the
methodological framework that sei the stage for the
emergence and development of child psychology in the
first place. Omly a resoluie 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 called the personglity of the
“child [6. P. 60]

~ Qur purpose in the present article - to trace the develop-
ment of Vygotsky's theory of mental development — has been
made easier by a paper he read on October 2, 1930 (2), in
which he tried to map the path traversed by his research up

" until then and to-outline its further prospecis. "WhatI 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 pumber of our studies, namely, the effori 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 irom 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 ' '



This -talk reflected Vygoisky's own atiitude tovc;afrd the gen
eral orientation of his original studies and toward the fac% th-at
he saw where these studies were leading only in tﬁe most
eral outlines, which were occagionally quite vague even for higﬁ?n-

In iis very first stages, Vygotsky's study of the child's men- -

tal development led him to the following cardinal position
Mentgl development proceeds along two lines, It i]l:lcludis.- the
procgss‘of matlu-z?.tion, i.e., the refinement and perfection of
the systems and tissues that constitute the organic‘- basis of
any n;ental process, and, secondly, it includes cultural devel-
:frment, which involves the emergence of new mental sirue-
maf}f. .Wl}en the child learns to master tools such I.f;).s language
: emancal symbols, letters, etc., the structure of his men-’
nz;la é)izzzzsses undergoes a change (these processes become
devempm)e;z:dizecontaes more perfected and productive. This
hevelo , in contrast to maturaf.;ion, Vygotsky called func-
.. - » . I
" ;)ziiln;g this p.enod-the ch%ef method used by Vygotsky and
s e ;g;:jbin th;;r em.p1rica_l% psychological studies was.a
s el ot ae s taiilahon. Egsenﬁaﬂy,‘_ the subject (usu-
ay . L cer age) Woui;;_ld be presented with a spe-
psychological task (e.g., to remember a list of words)
and a system of devices or instrumenis that would enable him
to perform the task successfully (e.g., pictures). The experi
mentfer ihez:x studied whether the gf:hild used thesé instrmipe?l?s_
‘and, if 50, In what way, how his activity changed, and what
,:so_rt of mo_dificaﬁ_on tock place inithe mental f!mt’:.ﬁdn that was
ii];lkg smdfed in th.e particular experiment. (A, N. Leontev's
[8} gives an impressive deseription of this stage of th
research.) : :
,. Other: psychologists had previously called attention to the
fgmergezace of the ability to employ various; means aﬁd in tf'
%ptents-to improve performance in'mental activity. In Sti -
aar, Bm@t had pointed if out in hig study of the eX;:e tiﬁgl o
;memory‘ of one of his subjects. He, like all the othfrs h
ever, _sa?v this as a fictive developmént; and when he e;1c o
‘e%ered it 3?.11 memory, he called it the simulation of basic rc?::xll:)ry

Vygotsky objected strongly to this viewpoint, which he con-
sidered the result of the faulty methodology 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 gelf-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 (tbough not undifferentiable), complexly or-

ganized process. Clarity on this point, according to Vygotsky,

was a necegsary precondition for the proper study of human
mental development [4. P. 38]. Later research proved him

right. ,

A study of language and thought, perception, memory, atten-

tion, and other mental tunctions showed that as the individual
Jearned the cultural forms of conduct and behavior, genuine
qualitative changes took place both within these functions and
in the way they were interrelated.

An analysis of how 2 child remembers with the aid of pic-
tyres 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-

" jlar 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. Ina certain sense mem-

 ory is replaced by thought; and in the fina] analysis, this gives
birth to a special kind of memory, with its own special struc-
ture, namely, logical memory, in which reasoning,.now en-
listed to resolve a problem that is noet specific for it, loses
many of its features, whereas natural memory, developing now
through the aid of reasoning, acquires a unigue structure of its

own. This new, higher, mental funetion that emerges during
the course of development is not just memory plus reasoning:
it is an indivisible whole, which eamnot be broken down without

%



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 S’!‘.‘l:‘tdy of other mental functions reveals the same pattef'r-l-
as t%le: mdividual develops, they begin to be mediated inteliec;
tual;zgd, and rendered Voluntary, i.e., they becomelc’onscious
antd q(?ntrollable by the will. Percepiion becomes clategorical
thmlngg bef:omes conceptual, attention becomes volﬁntary ett’:

- Tlile =_l?adlng methodological approach at thig stagé is th; in ’
vesﬁggﬁon of mental phenomena as unitary wholes.. Just as )
one cannot, to use Vygotsky's example, study the pr‘Operti.es
of wa.tgr by breaking it down into hydrogen and oxygen, since
these‘ glements have completely different, and in faolt éven dia.
n:_letrmaily opposed, properties, so it is impossible to stud th_e
higher mental functions by breaking them down into their pii
mary constituents. (They are united, so to speak, in an or- ]
1;iamc, Pgt 2 mechanical, way.) V:’ygdtsky thought that great

arm had been done to classic psychology by its failure to
Ilnderstand this point and by the eilement—by—elemen{ approach
it used; because of this it wag i.m:lépable of ]'.nquiring into either

the process of development or the complex forms of human

mental life, to say nothin in

gpersonaﬁty’. y g of beméé able to study the uman
It was'undoubtedly this historical, materialist systemic
proach to the study of integral psychological strt’lctures Vy- "
gotsky h?.d In mind when he spcke ‘of the need to go beyondythe
?xethodoiéogicaj limitations of tradiﬁonal psychology. |

At the fnext stage of his re'search Vygotsky's 1101210.1‘15 of men
ﬁal devel_?pment became even more Ccomplicated, In his talk )
;p;:tobferéz, 1930) he said that the eonceptual system he wanted
%Q;oqtlme; was much more complicated than the Systeém he and
Eis fellow workers had used up to that time although even this
ew syst%m was much simpler thah the acttial‘ compléi:ity of

he ractuai psychological processes they were meant to study.
that this new stage in thé development of nygotsky'-s

. concept was directly related to his coming;to a neuro-
d psychiatric clinic, which gave him the

chance to

compare data on the development and disintegration of psycho-
logical structures.) o

The main thought dominafing this period was that develop-
ment was accompanied by changes not 80 much in the siructure

~ of individual mental functions as in the connectiong and rela-

tions among these functions. The modification of these connec-
tions and relationships gives rise to new kinds of higher mental
functions that had not existed in the preceding stages of devel-
opment. Vygotsky called these interfunciional 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 neceasary to study first the
more complex systems of which the higher psychological func-
tions were a pari and which constituted human consciousness.
Also at this stage Vygotisky expressed the view that the high-
er mental funcfions 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, small 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 time, 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
creafing a genuinely human psychology. "Psychology,” he said,
"is becoming human" [6. P, 118]. )

On what empirical facts did Vygotsky base his research dur-

ing this period, and what generalizations and hypotheses did he
formulate? R ' :

R



From his analysis of the age-linked developmental charac-
teristies of children Vygotsky concluded that at each stage in
development a child's conseciousness has specifie, gualiiatively
distinet, structural features. "It is difficult to con‘lapare the
memory of a child at this age (1-3 years), his thinking, and
his attention with the memory, thinking, and attention of an
older child. This difficulty stems from the fact that we find
here a specific system of functional relationships, a specific
system of consciousness, in which the dominating funciion is
perception, all other funetions operating exclusively through
and as the result of it [6. P. 369]. Indeed, the memory of
the small 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 Er;es
bitterly when his mother goes avéay, but if he does not notice
her going away, the emotional response does not take place.

Vygotsky analyzed other age groups in a similar fashion:
the elementary-school age, when memory undergoes its most
intense development and hence begins to assume a dominant.
position in the structure of the cléild's consciousness, apd ado-
lescence (the transitional period), when thinking begins to take
place in concepts, giving rise to 2 conceptual system.

Of course, this theory about the age-linked developmental
features of child development was not completed by Vygotsky,
nor was it worked out in sufficienily concrete and elaborated
form; but an analysis of the empirical data of psych!ology from
this perspective enabled him to formulate a pumber of postu-

;_ lates of paramount importance for the further development of
; this problem and for psychology as a whole.

First,: Vygotsky postulated the need for a systemie approach
#o the characterization of the developmental features of a child's
cansciousness. ''Consciousness does not consist of the sum of
all its functions; on the contrary, each function develops ac-
arding to the development of consciousness as a whole," But

. each function is differentiated and acquires its own discrete
m in the course of a child's development, all the interfunc-

3l copnections and relationships, i.e., fhe entire system of

i ivi dergo a restructur-
| ehild's consclousness and its activity, underg

y 'wel-l};a. shown that initially (in infancy) COIiSC’lOll.SIIESS
. Sﬁlf-::ls &I:se and wndifferentiated. Late_r the fumetion cslf1
Jiskaaony beg-ln; to take shape within consciousness, thoug
VI_JEI‘C-‘—‘PU'OB ains undifferentiated, and all the other elementajr_y
ltﬁnszltiloz:?egm to .operate with reference 0 it and thrc;ngz 1;:
Tht.is, somewhere between in_fancy a}nd eg.:ily u:ahilzzoappe a;; >
term of eonsciousness gpecific to this par ¢

o e e we han all the other mental functions

as we have said above, _ ‘
bezants’uccessively to agsume discrete and differentiated form,

i £
in each case undergoing & restructuring (rearranger?en:; ;\SS
::heir interrelationships, 1.e., 8 NeW system ofi consclow ,
again specific to the particular age, 15 formed. o emulated one
In the light of these congiderations Vygotsky or] e
of the most jmportant laws of development' of a c?u :te -
ciousness: thai a menta] function, assuming a: discr © fo
:.nd Béeomm‘. g differentiated within the age per.u?d Sp(?;:}];;l fo
it. also assumes the central and dominant p051j:1f)n wi .
o all system of a child's consciousness, defining and gmtalg,
f)wsrome gleasure or other, the activity of a_ll the oi‘.he:(-.mesri1 2
Enctions and hence the structure and act1v1’fy of cons:;zg o
as a whole. "Consciouéness has a hierarchlcal. s’c::-du.rZji SCI:Ete
. is not built up as a set of democratically orgamzs-:- , o
' functions that 6perate ona completely. equal and mdflf:;:lental
pasis, side by side; the very idea of dlfferentl‘fltlon 2 menta)
devel,opment jmplies that some form of complicated her
apization is involved.” 3) ) o )
| an%fzrfhould point out that the process of qﬁferentlahor; g;f func
tions and, accordingly, the sequence in “Srh;c: htaiecye c;);znomenon.
i no mean _ :
dominate consciousness are by _ e D
inite pattern: first, a
i ocess, too, follows a defind .
;?zlniiglc;n dev:alc:ps: providing the necessary grounc;work fo:t; ee
! - -
; - ; Thus, thinking become :
} ment of the next function. s .
izvmjnems:lt fanction and its higher conceptqal forl.:us take sllf;ie,
it is also the.most complete structure of consciousness,
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highest stage of its hierarchical organization,

Vygotsky also applied the concept of the systemic struciure
of conseciousness 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 betier than the memory of ahother, bui in
that their power of attention and the force of their 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 individual him-
self makes use of his own capacities, i.e., the ﬁlace they occu-
py in his persocnality and activity, (4) S

Vygotsky's clinical studies played a major role, at’this time,
in the development of the basie postulates and hypotheses of
his theory. P o ,

‘In his analysis of the psychological changes that took place
in a patient with aphasia, schizophrenia, Parkinson's disease,
ete., Vygotsky not only found 2 confirmation of his ideas con-
cerning the mediated nature of the struciure of man's higher
mental functions but even ‘Wé,S able to pinpoint general patterns
characterizing a human being, his conscicusness, and his per-
sonality as a complex, mteérm system arising on the founda-
tions of second and third levels of interfunctional relationships.

Nygotsky showed that different, higher mental funetions and
their systems,; including spéech (ihe higher forms of memory,
attention, voluptary behavidr, ete.), broke down depending on
wjlich speech E;mciion was éisordered in patients with secon-
dary aphasia.

! He summed.up the results of his findings as follows: All the
hggher mental:functions arg built up according o the laws of
réa_n‘s cultural and histoﬂcgal development. They emerge in
t§1e process of the child's social interaction with others and
gperate in acgordance with the laws governing the assimilation
of so¢ial forms of behavior by the individual.

In the process-of development, mental functions are mediated
and transformed into ngaligtatively new psychological structures.

This brings 2bout a transformation in the inner structure of
consciousness seen as a whole and in ihe relationships among
sndividual functions and in the different kinds of activities on
the basis of which new dynamic sysiems are formed for inte-
grating the numerous types and elements of huma.n mental
activity. : _
Consciousness always operates as a complex hi_era:rcblcal
sﬁstem, the highest form of which is a hierarchy at the top of
which stands conceptual thinking. The outcomg of this devel-
opment is that the child becomes a consclous be.ing, capable o:f
controlling his own behavior. Thus, at this_sta.ge in Vygc.)ts}.;y 8
research, the development of generalized thinking and thinking
in concepts was seen as the ceniral process determining the
development of the human mind, man's consclousness, and his

personality.
it

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

7]. .
[G%y;dtsky himself was apparently not satisfied with the in-
tellectualism implicit in the theory of consciousness ajnd per-
sonality that capped the second stage of his investigations and
was troubled by the fact that the postulates at which he arnv?d
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, be devoted the
entire last period of his life to a theoretical development of
the pi'oblem of affect, its relationship to intellectual proce§ses
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 c]jnic-a} and
child psychology he found himself more and more posing and



irying to solve guestions concerning the role of affect in the
development 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 fe-
search, particularly in trying to analyze clinical findings ob-
tained on normal people. ' '

For example, In his essay on ''psychological systems" Vy-
gotsky analyzed the abnormal psychological symptoms aceom-~
panying schizophrenia and raised the question: Why is it that
these patients, whe display no gross impairments of any func-
tions, have a totally confused consciousness, peculiar behavior,
ete., i.e., disorders of mind and consciousness that go far be-
yond anything that might be cbserved in aphasics?|

The key to understanding this, from his point of view, lay in-
the emergence of specific systemic structures during the pro-
cess of individual development; the disintegration of these sys-
tems would inevitably bring about the digintegration of the per-
sonality as well. The psychological nature of these specific
systemns was not elucidated in this essay, however. .

To be sure, Vygotsky traced out schematically the patholog-
ical process that he thought was at work here: alienation from
the social environment and the appearance of autisin (2 central
symptom of schizophrenia), which also alters the patient's re-

~lationship to himself, since this relationship (like all other new
. structures) is the oufcome of intérnalization of the forms of
- Individual communication and contact with others. :
- Of course, this explanation is gtill too general and sheds no
Jight onﬁ.the psychological content: of the new structure which
f:‘determiignes a person’s relationship to himself and effecis a
mity be?ween consciousness and pergonality, and whose dis-
Antegration produces the schizophrenic syndrome.
® But itjwas not only an analysis of schizophrenia that re-
‘vealed tl;le limitations of an approach that did not take into ac-
eount the development of a person's affective life and needs.
his limitation showed up each time an attempt was made to
hed light on theé more complex new structures associated with
the formation of the personality. In these cases Vygotsky

" tween affect and intelligence;

wed again to concepts referring to human needsula;lc; I?Ia;elzt.
; poke of experience as a unity, W.hose study Wt; e et
-ib understand the jnterrelationships between ethat oo
saii'a.]'ity and his immediate _eIlViI’OMEI.lt. He says ot
Eﬁp of the hierarchy of consciousness 1i yaunfhchﬂonmct &
;fect'we perception, .He poses the problem of the ¢ >
and the emergence of voluntary
control over the higher mental ﬁmctmns. remains t;l;eoséht?;and
central points in his theory. Buino ma.ttf:r hog;vl o LS
concretely Vygotsky discusses and describes ! he t;c;g;er © e
structures of consciousness, his reference to the gn g e
times third-level) gystems ch;:;'laecri'::xi-;ziinmgi :Zg fli::fn e
. . ined. ,
I'n8‘11‘:ng1l:9h1;{:*.-t‘sailx::I:eddtii?l;ﬁhl;d]ifei:‘tme co,ncrete empiriecal research
;I:ag.s confined to the development of :fogmtwe p:c'oceﬁs}iia‘s.researci1
We may conciude from the fwegomg that to-certl e
following Vygotsky's line of reasoning would h?il u; e
making empirical studies of the development o A
and needs in the light of his theory of the developm

ta] functions and their systems and analyzing the

higher men ne in the process of this
scal structures emerging in the p
new psychologic uld be an asset in furthering the cultural-

opment. This sho : j
(Itie;:olrillal theory of the human mind and should ultimately pro

i ith insights in nature of personality.
Vl‘%;: iﬁ.:;rtgllsnostf:;i? fffm what we have said that the devel-
opment of man's affective life and needs i-s hasm.a%ly gfg;i;r;i .
by the same laws as the developme_nt of his c?g:utlvinter et :
they are mediated by socially ]:.cqulrﬁm(zc; :z:ez;e;c;:é e it
elationships with other s
;);n gi: fc};rm newl;s‘ychological structures. Furthe_zmori; .
it may be agsumed that affective prcfc_esses are l:u'-zcezS a;*zur .
gtituents in the development of cognitive str:uc-tures uld__re m,am
without which the study.of the human personality wo
ox say the least. :
Ong;si:i;éz i?;et:rch (in the spirit of .Vygotsky's ideas)' ;rztrc:_
the development of the child's personahty__, on the as}s{umgo x
that the development of affective life and needs was Xey ’



has been in progress for quite some time (since 1948),

These studies not only are based on Vygotsky's theoretical
v-ie'viffs but also attempt to maintain a consistent m!ethodologicai
approach: complex psychological structures are not dissected

into ‘elements or units, but are regarded in terms of their func-

ﬁon@.l relationship to the individual personality of the child.
Empirical studies are widely employed, observing these con-
ditions [1, 2, 3, g, 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
becore part of the general cultura] and historical development
of the human mind. : '

The empirical findings accumulated in thege studies.indicate
that when a need cannot be directly satisfied, it is mediated by
consciously posited goals, deliberate decisions, and intentions
to be realized, as a resuit of which unmediated, impulsive be-
havior becomes voluntary, Consequently, we may say that the
goals posited by the individual f;fimself, the decisions he makes,
and the intentions he formulates (all of which gwide the sub-
ject's behavior and activity, with the energy derived from the
needs they mediate) are the higher new funetional structures,
which emerge in the course of the ontogenetic development of
an individual's affects and needs and which become for him
specific drives determining his f;behavior. ’

The ‘development of affects and needs also gives rise to the
psychological system constitutiig the human will, i.e., man's
. capacity to organize his motivational sphere in such a way as
- to ensure that the motives that guide his behavior toward his
. own cdusciously posed goals maintain 2 dominant position [2].

. Finally, individual development also sees the emergence of

. new st;i-uctures (fusions of motive with modes of behavior) that

. in psychology are referred to as qualities of charicter (e.g.,

- responsibility, meticulousness, organization, ete.), Once thege
. new stpuctures appear, they begin to serve as motives in their

own right. An analysis of the inner organization of all new

1 structyres emerging in the process of individual development

: bas shown that in psychological terms they amount to a fusion

of affective and cognifive components, which, in fact, serves
aé the guarantee of their motivational f.‘orce. Co?sequently,
. when a goal is posited (or an intention is stated) in a purely
' rational way, 1.e., when affect and reason do not meet head ont
in this process, the required new functlon‘al structurff do?s 1;(1)
- emerge, and consciousness does not acquire any motivation
fq:g:oe:we see that even in the sphere of affect and needs, a per-
son's behavior does not reflect elementary {natural) neeqs :a.nd
drives, but new, mediated structures of these neiads .and fin;ries.
Vygotsky's thoughts were apparently also moving in tlns. -
rection when he seeonded Lenin in the idea that only -man is ‘
able to formulate intentions, observing that i.t was this capacity
that distinguished civilized man from pri_mihv? man and fromh
a child, and that it "distinguished man from a_mma}s to ag }1’11;0
‘greater degree than did bis highly developed intelligence' [6.
emphasis — L. B.). - _ .
P.;Ifj :li(ziloprgent of emotions is very clos.ely related _to the
development of needs. In some sense each is but one side of f
the same process, the process of development of the sphere o
needs,
ﬁfﬁ%ﬁi tlele experience of comfort {or discomfor-t) occ.urs as
a particular form of reflection of the degref: of s_atlsfad.:mn of
some need of the individual; the associated emotions Olt‘lel"lt the
individual in his relations to his immediate enviromment, im-
" pelling him to be active and thus serving as an elementary
apism of self-regulation.
mg‘:‘l?l?is 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: elementary‘ emo-
tions undergo 2 qualitative change and are transformed %nto_
complicated, specifically human feelings: moral, esthetic, in-
etc. ) _
télﬁli";cgt:)ltasllzzy also foresaw this path of development of emotions,
In criticizing the naturalist theory of emotions he reproached




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 essenil:ial; they occur
abruptily, 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 transformation of elementary (natural) menta] processes
inté 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 also from the
love of people living in other historieal periods and from the
lové of people having a different individual experiencg. (This
is why Stendahl described various forms of this feeling, each
of which differed from the othérs in the components it em-

braced and in the specific content of each of these components: |

love—ambition, love—habit, love and the sense of property, 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 experierice a person bas during the
course, and as a result, of saiizsfying a need may assume, for
him, a value in its own right and thus itself become the object
of a need. This is fraught with consequences: first, a need
can bécome insatiable, which would make its development a
process without end; second, néw needs (I do not want to eat,
but I want an orange), often in direct coniradiction to the pri-
mary need on whose basis the new need arose, may appear;
and finally, and most important, the function of experience and
its pli%ce in the overall structure of the individual's personality
changé. :

Subjective experiences and feelings become the focal point

:ofa person's inner life and its principal content. And whereas
elemei:ltary emotions may once have served as goals for the

' individual's self-regulation at the natural (zoological, to use

. Vygotsky's term) level, man's feelings, especially his moral

" Sentimlents, become the foundation for the individual's self-

| regulation. ,

S—————T

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 confliet betxf:ree_n .affect and r?i;ty
son and hence to an mnderstanding of the individual person
a higher systemic struchure. ) -
‘ ELSCe:msistent application of the notion of system I psychologi

cal analyses, based on empirical findings, not on ibst:-:n:ria_
soning, was not only one of the ha]]marks of Vygo sky s crer
ative thought but also a principle of sc1_el%t1f1i inqu:.:t:(yi1 e oo
sciously embraced. nPremature th{ao\rlzmg,- .l}e ?'al mha j
talk of October 2, 1930, "is wrong, in I?Y oplms.)n. .Pe'r ; pthat
it is because of the consistent application of this p:_c;lx:(;;pe e o
Vygotsky's scientific work alway.s iml?resses u‘s wit ke é)ntal
fundity with which he penetrates into and expl'..ams re ! mental
phenomena. such as we eneounter in the experiences g iy c}; .
day life., This is why his WOI;;I': l;j,s ;{)ﬁgioszzz; a; tz:: o
3 in our practical e
?:I‘IIIZ t)c’)i :izzgjn and ufﬁaringing and the problems of defectol-

‘ogy, medicine, and art.

Notes

1) L. S Vygotsky [ Pedology of the adolescent]. M?scow-
ad i Private archive).
inerad: Uzhpedgiz, 1931. P. 471 ( :
Le;;nirtalkthat unforttm, ately, was never published, presented
; 3 " -
“io a circle of his closest co-workers. The subject was "Psy
logical systems,”
Chg)oglj s. gygotsky [ Foundations of pedology. Notes from
talks given at the 2nd MGPI]. Moscow, 1934, P. 111.
- 4) L. 5. Vygotsky | Talk on psychological systems, notes].

1930.
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' PSYCHOLOGICAL ASPECTS
YHOOL READINESS

Filosof., 1970, No, ¢.

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

‘His new situation, compared with that of the preschooler, and
ke new activity that now constitutes the main content of his life
ake new demands on the child.

School means an enfire restructuring of the child's life; he
enters info new relations, faces new tasks and new problems,
and begins a compleiely 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 hetween play and learning is now

- complete and final, and learning now becomes work, i.e., 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 {o deter-

_From Voprosy psikhologli rebenka doschkol'novo vozrasta
[Problems in the psychology of the preschool child]. Moscow-
‘Leningrad: APN RSFSR, 1948, Pp. 122-31. :

| L



!
n_:xine the relation of others to the ¢hild,‘i.e., his social posi-
tion. He may be a top student, 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 acquires a ne'%;r
content, He is now called a Soviet pupil, which Iheans that
though stiil a child, he henceforth has certain obiligations to
society, and he is responsible for meeting thoselob]igaﬁons
The schoolehild is obliged to learn to read well, be must oh-
ser\rfa school rules, and he must behave in accorﬁance with the
reqmrement-s, traditions, and views of the school collective

?311‘5 in addition to these obligations, the schooléhild also a.c-
quires new rights. He can now demand that others take hig
sch‘m?lwork seriously and regard it as a socially signjficant
a,ct_lv:Lty. He also has the right to demand others to respect hig
obligations, that he be given a place to work; he may demand
that. others not disturb him as he prepares his Ie'ssons-' and he
beg_ms to enjoy a greater indeﬁendence and self-éﬁffici,ency;

If:the school beginner has difficulty in learning how to be-
ha.v.e as a schoolchild, if he does not fully grasp his new cblic
gations, we say that that child is not fully ready for school
To do schoolwork a child must% have already rea,ched a cer’;ain
level of mental development during the preschool period, be-
fore entering school. But this ilevel is not reached autoz:;at-
1ca.l:1y: it must be fostered andf cultivated during the preschool
i);;'wcl.h This;: lils why the problef;m of school readiness is muﬁh

re:than a theoretical m; it i ith di

i Semtieanoe. problegl, it is fraught with direct prac-
‘ Bogrgeois psychology at the beginning of this century con-
sidered the principal criterion of school readiness to be the
store E;of knowledge and ideas the child brought with him when
he entered school. The breadth and scope of his ideas — or
to use,f a term of bourgeois authors, his intellectaal inventorj’r —
were the child's ticket to school, the agsurance of suceess in
the acquisition of systematic knowledge. :

Thi;s view gave rise to a plethora of studies to determine the .

"sto:E'e: of ideas™ of children entering school and t¢ work out
specifications and requirements a child must meet in this re-

‘ward, The research of Soviet psychologists and praciical ex-

erience in schoolwork have shown, however, that no such di-
ect correlation exists between this store of ideas and the gen-

‘eral level of a child's psychological development as fo 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 shove 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 fo differentiate and generalize
about the objects and phenomena of the world around him, which

 means finding eoncepts 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
gomething to learn. The preschool child is often still unable
to diseriminate 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

" schoolehild must first of all recognize language as a discrete

phenomenon, which he e¢an then study.

The level of development of a child's thinking is not, how-
ever, the only 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 schoolehild must learn a
system of knowledge. For example, the foundations of science
réquire a specific learning program, and this program is



Wt%rked out in aceordance with the requirements of the science
its?;_elf.' Thus, the child must follow a definiie pfogram as he
-learng, and can no longer follow along the path his interests
de;sires,-oaud needs ta.ke‘ him. This extremely ilﬁportant-’i'e—,
quirement, that programmatic material be learned according
toja system, means, of course, that the Jearning process must
be!consciously and deliberately organized. To {ake in and di-

gest school material, a child must be able to set himself a goal

angl then organize his activity in accordance with that goal.

Under the direction of A. N. Leont'ev, a number of studies
have been conducted to demonsirate the psychol‘ogical aspects
of the conscious organization of memory, percebﬁon thinking
ete,, and under what conditions the psychologiczil pre’requisite;
of sechool learning are formed during the preschbol Eeriod.

| Neither the level of development of a child's thought nor his
ability to conirol his own mental processes exhausts all as-
pects of the probiem of schoo] readiness, however. In fact
together they make up only one side of the guestion. ’

When he enters school a child should be ready not only for
learning things in a particular way but also for a new life-
s.tyle, new relations toward others, and 2 new attitude toward
his own activity, Indeed, of what advantage is it if a child can
read and write yet be so persenally unprepared that he cannot
adjust properly to his school ¢bligations, does his lessons
carelessly, and cannot establish the right relations with the
teacher? o 1

Tlns aspect of school rea.diliess, ie.,a persoﬁal readiness
reflected in the child's attitude toward the teacher, toward ’
study, toward school, and indeed toward an activity with social
si.gui;ﬁcance has been relatively neglecied in psychology. It is
this problem I should like to address, and in doiﬁg so I shall
draw, on my own studies and those of my colleagﬁ.es.

An;y kindergarten teacher or parent knows quit!e well that at
the a.;ge of 6 or 7 years children begin to dream about school
and dre eager to begin systemafic school study. ‘,As this de-
sire fo go to school and learn takes shape, the behavior of
kindergarten children distinctly begins to change; Inside, they.

are nto 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-
five and to be given responsibie 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 jeave 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 guestion that this desire must be culfi-
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
léarn is not so much a desire to learn as a desire to go to
“school. It is conceivable that a child simply wants {o be part
of a new group of children, to be in a new gituation with new
impressions, and to obtain the external prerogatives of the .
schoolchild. This view is alsc supported by the chvious at-
tachment of the youngster to all the external attributes of the
schoolchild, status, etc., and the clear desire of older school-
children to show off before the younger children ia 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, cbserved 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 demonstirate this posi-
tHion let us present some of our experimenta] findings.

We played school with some preschoolers. We varied the
game and played it with children of different age groups, which

-



allowed us to follow the dynamics of how children developed
thejr attitude toward school and to single out some of the more
Important aspects of this process. We selectedithis approach
on the basis of the foliowing considerations.

We know that the play of breschoolers is a.lwa,!ys focused on
what, for them, is the most important and essential in the
fevents they are enacting, i.e.,
ingful to them; moreover, these most important, meaningful
as.pef:ts are enacied by the children very elabor;.tely and re-
a:_usmfally. On the other hand, those aspects of the imaginar
situation which are of secondary and minor impé)rtancé are 7

3
the‘:]v nuances of personal interactions, ’
¢ Were therefore correctéin e i e
. n exXpecting to gi er i
Eﬁzlme;’cai play school what it is that rgea,lly :ft(x)-‘;izsnil:h?e
en to school life and to stug i
; study. First, we found ¢ i
verj d::ffi_cult to play school with 4—5—year,-old childr ! as
were not interested in thig gaie at ‘ o They

::Iajet's blay school," says the experimenter
Qkay," reply the children, ‘obviously out of
then ‘continue what they are doing
""You will play the pupils, okay?

"I'don't want to go to sehool |
garteén, & hool. I want to play in the kinder.

politeness — and

"“?ho wants to play schoolo
Silence.

"I'?l be the daughter '
::G%md. You will go to sSchool." |
B?t I don't want to go to school. I'Il play dou:s "

on the content thal't is most mean- .

"And I'll stay home." — eie.

If, finally, the experimenter succeeds in getiing 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

"abell. Butthe 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 Iunch'; and when it was again time to go to
school, Borya (43 years old) suddenly declared, "It's Sunday
already. We don't have to go to school. We'll take a walk.

Oh, whai snow! I'll go get my hat.” — ete,

The way 6- and 7-year-oclds 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 ihe "recess bell"; when it rang, many
children said, "It's not time for the hell 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, 63 years old), who played the teacher, did not
even leave his chair during tbe break, and played out his part

- verbally: "Now I've gene home; now I've come back; now I've

eaten. Now let's get back io work!™

* Playing school 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 compleiely different levels for the
younger and the older children. For the younger children it
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Wwas all aspects of school life that were extrinsic to actual
study, whereas for the older children it was studying itself
the :lessons, Wwhich were most important. The children eveljl
I:Ead_' conflicts and arguments on this account, For instance, one
little girl took a chair to build a house, and another tooks the
chajr back to set up the tlassroom, etc. |

Our experiments definitely convinced us that although chil-
dren are very much attracted to the external attributes of
schpol life and study - rank, marks, the bell, et(::. - what ig
central to their desire to go to school is not thege things, but

.study itself, learning in school. If, on the other hand, a child
is drawn to school because of these atiributes and new impres-
sions, he is still not ready for- school. | s
Does thi‘s mean thal preschoolers want to learn for 1eérning‘s
own sake, i.e., to become literate, educated people? The facts
show that even 7-year-olds who are already in school are stll
not ..ve_ry- Concerned about the results of their school efforts
What is important for them is “trying” to learn. ' .
"Are you doing alright in schooi? . .
_ nool?" we asked a 7- - '
first-grader. ; ‘ : yeRrmold
"I"m doing well," . :
"How can you say you're doin vri
ng well when you wr
poorly? Look at this,." Tou e so

i \
H

"L can't do it any better," answers the giri: "hut I'm doin
well,'and Mama says I try hard." T ¢
Fi:gst—graders are ready to do with almost the same willing-
ness everything the teacher assigns them, quite ihdependentlg
of wtgether they see any practical use in it whetber they ¢ Y
get any concrete information ot of it, etc., : T
If ?.teacher gives them something to do in the form of an
exer?ise, the children are quite satisfied, But miany children
get ahgry and do not at all like to do something that does not
look gt‘ea.l from the point of view of g typical preschool activity
21311 g‘drawznf, phs;sical education games; and th'eslr are egpe- ,
I irritated wi i i it
iy a; S YO:n htliejrr' are given an ass1g11me1lxt In the form
"y ?on't like physical education,” said one of ol.ilr‘chiidren

i
i

" That's not school; it's just playing in white suits,” .
"I don't like it when the teacher reads to us," sald another;
1 want to read myself.,” — etc.
Finally, and most imporiant. 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 literate, obviously chil-
dren who can already read and write should be bored by the
school assignments., Parents often express 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 (i.e.,
under completely new conditions), with new motives, what they
have already learned to do in kindergarten or at home. Thus,
the most imporiant thing for younger schoclehildren 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 exiraordinary importance aitached fo
grades by children. Preschoolers already dream about how
they will get grades when they go to school, and younger
schoolehildren are willing to forgo alimost anything, but not
grades, for their work. When a teacher simply puts a check
mark in a youngster's notebook instead of a grade, he gets ex-
tremely annoyed. '"Check marks all the time," said one little
boy; "but wheil do I get a grade?" "I 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 a8 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 2 new social position, a hew place in life, In our system
-of universal compulsory education, in which the vocation of a



desire ‘to learn, to become a pupil.
A child wants tg learn not fr i

This does not mean, of course, that a 6- op 7.

year-old is him.

child h; to school
e l;:,dngn Eaager to go ‘to school and wag full of thoﬁghts

. with whai dig he occupy himself most in school?
— according to hig gwn words — a-.ll

First, he "'sat at hig degir.
day long, He did not want fo join in the class

having to do with sehool and Jearning, They play with their
lessons and see the teacher merely as a nice lady (or not so
‘nice lady). They camnot comprehend the requirements of col-
lective schoolwork and hence. often bother others and make
things difficult for themgelves. How may a proper aititude
toward school and learning be cultivated in the preschooler?

First, he must be tanght what we call the social reasons for
learning, This means that the preschooler must understand
and senge the important and honored place of the schoolchil-
dren in our country. For this the government is there to as-
sist the kindergarien tegcher 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 adulfs' 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 atlentive to the results of what they do while they

are still in Kindergarten; they should be taught how to achieve
this resulf, and to appreciate the effort required to achieve it,
Hence, the older preschooler should have regular tasks o per-
form for whose results he is responsible.

Qur 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 effort: on the conirary, their
schoolwork itself and the following period of recreation are

~important incentives to learning. In conclusion, we should



|
discuss briefly the age at which schooling begins, -

By the time children reach the age of 7, most have already
developed psychological atiributes that determine their general
school readiness. But it is also important that they should
have acquired an inner desire to participate in a socially im-
poz{tant activity, which is valued by society for its objective
results, This desire should find gratification in school life.
Otherwise, especially if his upbringing has been ineorrect and
neglected giving him any sort of responsibilities and obliga-
ﬁozi-s., this desire may give rise to certain adverse displays if
it i not fully and duly met in school. Hence, from the psycho-
logical viewpoint, the lowering of the school-entering age from
8 to T years was correct, It should only be underscored that
this necessitates that more attention be paid to cultivating
those personality iraits we have describéddurin.g the pre-
school period. ; _ "

Thus, a child's psychological readiness for school also im-
plies that various aspects of his personality should have
reached a ceriain level of devq;lopment. For a child to do well
in school, adjust to school ]ife,é and suceessfully perform all
the duyties and obligations of a goviet Sch‘oolchild,}he must not
only have reached a certain 1e§el of inteliectual development
and have a certain store of ideas but must also have acquired
some personal direction and hai,ve developed those charaeter
traits and willpower that will eZ‘nable him to do schoolwork
dutifully and properly. In this sense, school readiness can be
fostexed only if all aspects of the preschooler's life and ac-~

tivitigs are properly organized, :
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va. 7. Neverovich

THE DEVELOPMENT OF MOTOR ACTS

WITH OBJECTS IN THE PRESCHOOL CI-]ILD

. Through the influence of his educative env_ironn_lent, the pre-
school child graudualiy learns to subjugate his actions to vt?lun-
tary control. When the child has’developed 50 far th_ai he is

able (at least partially) consciously to subordinale his actions

to a specific goal, We can say that he has made an important

' step toward consciously assimilating the knowledge and com-

lex skills he learns in school. ‘
! The -ﬁreschool period plays an important role in the def.rel; .
opment' of a ehild's motor activity, since the more_comphca e
motor acts employed in schoolwork and in productive labor
necessarily require that a child must already have learned to
aubordinate the functioning of his motor appa_ratus to the volun-
tary performance of some motor tasks, that is, that he be able
to perform mototr acts as a conscious goal.' _

The most outstanding authorities in physieal feduca.tmn, for
example, Lesgaft, stress the need to teach a child how to re-
1ate 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. N
For example, it is still unclear under what conditions the

transition from involuntary to deliberate movements oceurs,

From VOprosy psikhologii rebenka doschkol'novo vozrasta.
Pp. 113-21. -
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two sand-filled dolls, two wooden globes, a woodel!l pot and ket~
tle, 3 wooden samovar, and a bear carved out of plywood. As
a means of conveyance we included a box lid, 22 cm X 32 cm,
covered with plain-colored paper and with low wooden sides.
All the articles easily fit on the lid. The child had to carry
the articles over a distance of about 5 meters, |
I is the principles on which the test was based ’;chat we con-
sider important rather than these particular details, which
are, of course, far from perfect and which will probably re-
quire considerable modification, o o
What the test basically tells us is not that the subject was
or was not able to cope with a particular problem, or the sim-
ple effact of a properly chosen action, but the way ‘Lthe ¢hild
goes about achieving the solution, We know that a child's men-
tal development is more than mere quantitative growth, an in-
creasing functional refinement; it also, and even primarily, in-
volves modifying the very techniques he employs in his activity
as he gradually assimilates sociocultural experience. A par-
ticular' operation may be fundamentally identical, in terms of
efficiency, for a retarded child, ja school-age child, and an
adult; but the nature of the operation and the way it is carried
out may differ tremendously. Aifecbleminded child can learn
to perform simple arithmetic operations, but he will do them

~in 2 tofally different way from a normal child of the same age.

- More and more, as investigators are coming to understand

. the profound changes taking place in the structure of behavioral
' acts in:the developing child, their interest is turmng toward

- studying these changes in more detail; and an awareness of

- this need is beginning to make itgelf felt in the modern science
' of testing as well. Let us hope, then, that our test may serve -

4s one more, 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 g::ew_out of the emplrizi.i
psychology of the 19th century, construl:ng itself as_, thcz.icot?;i .
negation of the latter, As such it cm_l’.cams.two quite . s et
basic tendencies: one away from the idealism of empirical psy

chology, the other away from its metaphysical mode of thought.
. H

These two tendencies are now a part of virtual}y all ofb;;rog;'es-
sive European psychology (1), ;n;d also reflect two problem

rn Russian psychology.
poguitzyn?tzi:lly, modern Russian psycho}ogy began by foc;sn—
ing its attention on the first task: delineatmg and co?sohdir g
its materialist position as an essential preml.se for 1tstftilrt ;er
development. The second task was tempor?.rlly relega:c eriaﬁst
the background. The most important qutestlons for mal :e anet
psychology are undoubtedly those of b-asm me‘choc}o1og§r.1 ate-
rialism and dialectics constitute a unity from which dlz} ec .
and the dialectical method cannot be separated. Matezciahsﬁ 1
psychology requires us to do more than incorporate dl?llec ca\,b _
materialism's basic tenets into fundamental psychological prob-
lems or exemplify dialectical principles of concrete psyc}:czo& -
logical data: the dialectical method must become the method o

From Voprosy marksistkol pedagogi]di.'Vol. 1,.pp. 101-111.

This was part of a series of works earried out in the Academy
of Communist Education's Psychological paboratory under the
general direction of L. 8. 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 accom-
modating itself to the data of old empirical psychology; it must
actually study its material by means of the dialectical method,
which must play the central role, dominating other, more spe-
cific methods. _ - ' ‘

In materialist science, dialectic logic does not amount to
just the formalistic imposition of its principles on any particu-
lar seientific diseipline. It itself develops as secientific inquiry
proceeds; it is the result of empirical seience. Oﬁiy if this is
80 can we really arrive at those "'abstractions that embrace
the full wealth of variability,” i.e., at a theory that operates
with dialectical concepts. : L S '

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 reason that it is'in psycholégy that the profound coniradic-
tion hetween resulis obtained by; way of each of the two differ-
ent approaches, the dialectical and the metaphysieal, may be
most ejearly observed. The classic psychological problem of
memory is particularly well suifed fo demonstrate this point.
Bergsan, who declared it a problem with "privileged status,”
quite rightly saw how exiremely;important it was for shedding

.light on fundamental questions. ; ‘

Classic empirical psychology* metaphysically viewed the
. objects it studied as finite, static structures accessible to di-
. rect inyestigation. This metaphysical way of thinking also
. showed up in the way it dealt with the problem of memory,
. which ijvas customarily studied as some sort of absiolute func-
. tion. TFo see where this led, let us analyze the ways empirical
. psychology dealt with three distinct questions within the over-
~all problem of memory. They all concern, in general, the dif-

H

. : |
*Leoght‘ev is here referring to introspective psychology of
: the sort developed by Wundt in Germany and Chelpanov in
Russia? — Ed. ) ‘
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ferent forms of memory and their interrelations. o
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 the unigueness of these higher forms or cven
ignoring their existence, or it constructed idealist concept-s
that explained these higher forms in terms of factors outside
its immediate object of inquiry and did not emerge from the
investigation itself. 7 _
"In essence, memory is a biological fact; whatever psycho-
logical aspects it has are only incidental. . .- (2) “_In terms
of learning, retention, and recal, organic memory is wholly
idenfical with psychological memory, the entire difference be~
tween them being that the former lacks conscicusness.” (3) )
This concept of the relationship between the siraplest orgamce
(physiological) forms of memory and its higher forms (psych.o-
logical memory, as itis called) was further developf-:d ag their
specific project by Russian reflexologists and American be-
haviorists. (4) But it met with serious cbjections from ’Fhe
‘point of view of human psychology, and by the same token has
been justly criticized by biopsychology:

Tn equating the phenomena 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, cergain 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 manl-
fested when single~cell organisms undergo excitation,
these authors introduce boundless confusion into the
guestion. And what makes this even more mlfortunabe

is the fact that the phenomena of "organic memory" do
not always display the features that distinguish the 1atter
from memory in the psychological sense. (5)



. physical properties (7), for only on this condition is he able to dem-
onstrat‘g "the illusory nature of all attempts to deduce memory
:from the cerebral process™ and to explain memory :

e et i

On the other hand, psychology is replete with noé;'lons of differ-
ent kinds of memory: ""two memories, theoretically distinct
and independent of each other': habit, or '"repetitive memory";
and "imaginative memory,"” assumed to be a "spiritunal idinition
lying outside and independent of matter" (Bergson).

Both of these approaches to the problem must, at least in
principle, lead to dualism. The sole difference between them
is that in the first case, elementary physiological laws were
declared sufficient io explain all kinds of memory in all their
manifestations, with the resulf that the dualism was only po-

tential, or took the form of agnosticism; in the second case,
philosophieal idealism declared open war on materialism and,
by posing the question in such a metaphysical manner, was
able to create a terrain highly favorable to iiself for doing
baitle. In all fairness it must be said that mechanieal materi-
alism does not always come out on top in this contest. Be-
cause of its metaphysical indexpinnings, mechanical materi-
alist psychology was unable fo perceive that if diiferent forms -
of memory coexisted, they mus} be products of different quali- .
tatively distinct levels of development in which, although the
lower forms develop into the higher ones, the different levels
cannot be mechanistically reduded one to the other, i.e., the
higher forms cannotbe reduced to the elementary, primary ones,

Inhis struggle against materialism Bergson quite consistently,
and in qur view correctly, observ‘égd, apropos of this qr;estion of the
existence of distinct forms of memory irreducible one to the other:
"The friuth is that there is one, and only one, method Ofli refuting ma-
terialism: itis to show that matter is precisely what it appsarsto
be. Thus we eliminate all hidden power from matter, and estahlish
the phenomena of spirit as an independent reality."” {6) Bergson's
statement effectively says that the most desirable form of materi-
alism for an idealistis metaphysigal materialism. Thenecessary
premisg for Bergson's idealism is thai matter can possessonly

: indepen-
dently of matter. ;

Bergson confronted psychology with the problem of "two

=
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a-nima.ls, we camnot thus derive the specific fea.tlures of a par-
t.Lcular order — Edeniata, for example. The theoretical founda~
f:lon‘s of modern biology lead it along a totally different path in
1i.ts investigations, indeed the only path that can establish’ essen-
t1_g_; iraits, which is the aim, after all, of the inﬁﬁesﬁgatibns. In
tm$ sense the theory and general method of any;science wholly
determine not only how the data at hand will be interpreted and
::a;;razii (li).ut, above all, along what paths concrete inquiry will

In thl_s regard, the methods, now become classie, developed
by .e'mplrical psychology for studying memory are quite typical
In its search for procedures that would enable it to discover
the absolute laws of memory, empirical psycholbgy turned to
the labo€atory investigation of meaningless matérials(Ebbing-
haus, Muller). The remembering of iheaningless syllsgbles
was seen as the activity that would unlock the door to the study
of I-mman memory. Is there spme funetion manifested in this
ac_twity that is in any way typfcal of man? We sﬁould be in-
clined to say that not only is there nothing typicail about it but
that it is largely devoid of the;significance for the psychology
of memory that has been ascribed to it. ‘

If' there is anything of interé:st in the study of ﬁemory on the
basis of remembering meaningless material, it is that despite
all tl;e efforts to study pure memory, despite even the ereation
of Spfeciz?.l equipment, sophisti¢ated procedures, and the special
mnemonic material that has béen devised for this purpose (the
la.'tter even published in special manuals [9]), what actually has
been studied in these cases has not been gome abstract, "sim-
ple fgu1cﬁ0n," but :complex human memory. That this 1; actually
50 154 persuasively demonstrated by one of the latest memory
studies (10) to appear, in which it is shown that even when mean-
ingle‘sa? material is rememberéed, adult subjects lflsua.lly exhibit
a gt?nmnely human trait; they resort to the use of auxiliary
| deviges to help them remember, i.e., they mediate the memor
_ process and in so doing transform it info a compiex activity Y
f Lei us. suppose, however, that with certain metfhods‘ ohe c<;u1d
: actuglly succeed in studying "pure memory" and see what gen-.

eral propositions such a study would purportedly establiish. .
uThe greater the number of repetitions, the greater the number
of correct recalls, given an equal time lapse between repefi-
tions and reeall'': this is one of the propositions Miller &

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
this 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 fo both human and animal memory, and does
not this tendency to study what is general implicitly 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?
1pgychology,’ observed J anet 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 this direction, but how negligible and Hmited
. these efforts have been! Only the raw child will rely on repe-

Hition alone to memorize: the intelligent adult has command
of quite anumber of other technigues for this purpose. ..." (12)
At first glance this Hmitation 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 within 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-
sibility of studying these phenomena in their natural interrela-
tionships. Actually, when some phencmena are superimposed
on others, they do not form a simple linear sequence, but come
together in complex interrelationships vis- 3-vis both the base

o
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and the superstructure. The task of the investigéior there-
fore, is twofold: he must seek to determine the gene;'a.l cause
qf a phenomenon, that is, to study its base, and second he
must study what is wmigue about the phenomencu,l i.e }::e miust
study its specific caiise. The laws governing tht; bas:a of a phe-
nomenon are manifested in the speeial laws goveﬁting the phe-
nomenon itself; the cause of the former is a partiél cause of
the phenomenon as a whole, A phenomenon itself is possible
howe;v-er, only when some additional factor is operative (the ’
spec-lflc cause of a phenomenon) whoge eliminatio‘ would alter
nothing in the base of the phenomenon, but would remove what
was specific about it. Thus, study of the laws govérm‘.ﬁg the:

base of a phenomenon is still not study of the general laws of
I =

that phenomenon,
|

"The general laws of memory in'man a:ﬁd the lower anﬁimalsl
€.g., mollusks, are identical.” (13) A conclusion of this sort ’
musgt i.nevitably follow from the E".n'dings' of tradiﬁona.l psychdl-
COgy, since it is contained implicitly in the way its problems
are formulated, postulating the replacement of one higher class
;f phenor.aena by phenomena of another order that constitute

e premise and the foundation of -
by laws that do not extend to thegnfhe ormeryet e govermed

One can appreciate the full extent of the difference between
the conclusions to which the methods of old empirical psychol-
ogy.led and those arrived at in the most recent studies by com-
paring:the following two "laws of memory": "The ionger the
serlfes.fto be remembered, the more time is required to stud
o.ne 1te§n in the series" — so goes one of the postufates estaby-
lished by classic methods of studying memory (Ebbinghaﬁs)-
a.nd "T:I;1e time required to memorize one item of-a‘ series (f’ixa.-
ti..OIl fagtor) decreases with an increase in the length of the se-
| ries." | The latter proposition, which is directly coﬁti'ary to
the first, was derived from a study done with equa,f amounnts of
» both meaningful and meaningless material (14), with the differ.
gnce that the study was not concerned with abstract "pure".

1_§nemo.ry and hence did not Hmit the subjects to mea,nin.gless
behavier during the experiment in its pursuit of conditions

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 genera)l
concepts it employs; and its "general" laws, with their abstract
truth, are continually 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. Thig coniradiction between the find-
ings of a geientifie 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 funetions and in their cperation 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 urtil it begins to study the
laws governing 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
suscepiible only of quantifative change — it will not be able to
discover empirically the truly specific laws of hum%n behavior.
Consequently, the ambition of reflexology to replace psychology
would be quife justified, since the fundamental difference in
-their respective subject matters would be thus eliminated; and
the concepts of soul, mental activity, ete., 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 gearch for the absolute laws of memory,
empirical psychology could net go much farther, at least in
principle, than its central propositions, which later were re-
confirmed by the findings of reflexological studies of animals. -
"What Pavlov discovered without any recourse to introspection

|
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of human memory, e ce o be a question of the specific for ms
lem of scientificaﬁ ir ced with the

o ¥ Tesolving Bergson! " prob-
ories.m . S problem of

-5" But now there ig a thirq question ag we]), zlie twthao:t]flem-
the general problem of mem’! o

a8 a subordinate object, i ¢ Lhet ession in it

For Wundt it was appe ;
v Pherceptio; .
Hoffding it was the mlf D Op that fulfilled this role; for

. On the other hand, empiricai psychology — and this accowits
for the dualism in its position — tried to solve the problem of
the relationships among different psyehological 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 (18), not explained.
The extremely important question of the role of memory aids
(auxiliary associations, Hilfen, représentation auxiliére) 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 prineiple of "higher functions supporting lower
ones," (19) '

The e_sgenﬁally 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 Jumped together phenomens such as the tracks of cart-

'~ wheels on the ground, the predispositions of neurons, practice,

fization 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 o the psychological fact, ncnetheless

served psychology in poor stead: research began to foeus 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,
angd the less value it has as a means of knowledge. 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 of all relation to the con-
crete, "memory" evaporates, and is iransformed into ""pure
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noth:ingness." We should note that memory is not%the only psy-
chological concept to which this has happened: the concept of
ai;telg_ition suffered the same fate. Such is the destiny of any -
conc;;ept that is metaphysically shorn of its cancreteness and
‘ studi:,_-ed in its "ossified," static essence as z genera] concept.
Of: eourse, such an overly broad concept as that of memory
had tio be taken apart analytically if one wished to ‘study it.
jAnd it was at just this point that empirical psychoiogy reveazled
its metaphysical core, desiroying the unity of the éiscrete act
of memory by dissecting it into arbitrarily defined processes
sTmh as impression, retention, recall, etc. No matter how pro-
wsi.ona.l such a breakdown may be, it fundamentallfgr violates a
ba.s:af: principle of modern psychology — the principle of the in-
t(?grlty of 21l the acts of individual behavior. This' in turn
gives rise to a numhber of factually vatrue pi-oposiﬁ,ions _for" ex-
?.mple, that recollection ig identical with the recurrenc,e of an
impression, which differs from ithe latter only quantitatively.
Spefmer's edict that " The recall} of the color red is merely
seeing it in fainter form" has traveled far; he applied it to a
wide range of memory phenome:j:ta, and we encounter it among |
neo-a_s‘_sociationists as well as among representatives of classic
association psychology. A. Bajﬁ, who defines recoilection in
the same way, bases hig furtheri development of the concept on
data from laboratory studies of perception — for him identical
with impression, which constitutes the initial event of, an aet of
memory. (22) It is perfectly consistent in the gene:iic or devel-
()‘pmfanfia.l approach to liken the images of memory to "sequen-
tial images"; but when this is done within a system’ of arbitra
dlelnCFiOnS, it leads to results that fly-in the face of the factsry
as we %ee happening in Bain's psychology. |
In cr;aticizing the use of the concept of memory in empirical
psychology, we must ask whether this concept still has a place
among Eihe concepts of modern psychology and whether it ia |
b‘e repl?.ced by other concepts, e.g., the coneept of '!'reprodug-
tm‘n," which is the most frequently used substitute for memo
It is dombtful, however, whether the mere substitution of one v
term f°~§ another will in any way help to clarify Whaitever con-
‘ I

tent they are meant to have, especially when the term “'reproduc-

tion" isused sideby side withthe term "memory.'" We can ohvi-
ously not expect the term "reproduction,” whenused in the sense
of "or memory," i.e., whenits use embraces the same multitude

‘of diverse phenomena as "memory,' to add anythingnew to our sys-

tem of psychological concepts. Indeed, itisno more than the sub-
stitution of one word for another, andin this caseis worse, because
initsdirect and precise meaning it 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 see the concept itself as a pro-
cess, that is, to elaborate it dialectically.

‘Although we have said that pure empiricism does not hold
up sc{enﬁﬁcally, 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 fo make the observation that "An approach to knowl-
edge that purports to take things as they are coniradicts it-

- self,” since the empirically given is iiself fravght 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, ag 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 study facts, i.e., concrete reality, we exiract from them. -
those regulative, theoretical concepts that guide our perspec-
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
gingle cognitive process..

The theoretical position from which we proceed in our study
of memory — and which, moreover, we believe follows neces-



sarily from the vast amount of factual material available o -
modern psychology — is Vygotsky's theory of cultural develop-
ment (23), a theory that, to use Hegel's words, recognizes the
"great cunning of the human mind,” i.e., reflects the ‘specif-’
ically human capacity to command natural phenomel}a, "foreing
one set of natural forces to act against others,” and extends
this eunning to include man's behavior, which he acquires in
the process of his own civilized, historical development,
Thus, 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, iq{e., the
various stages in its development. The second studies the pro-
cess of development itself, i.e., the transition from 'one form
to another, potentially contained in the preceding one, and.the
conditions enabling this transition, in which new properties are
acquired, to take place. :
So the general direction of inquiry that has emerged from

the way empirical psychology hag dealt with the problem of
memory and from the basic methpdological premises of mod-
ern sciénﬁﬁc psychology has been from a developmenta) study
of the different forms of memory and the process of trangfor-
mation of one form into another b the study of their structural
mechanisms and the analysis of Human memory in terms of its
Zﬂevelop};nent.

Rejection of the metaphysical style of thinking that dominates

emplrma_l_ psychology is an absolute prerequisite; it mustbe over-

‘comeif psychology is to develop further. But this doesnot mean
.thatwe should discardits genuine s‘;fcientiﬁc achievemenis as well-
The old method of investigstion and thought Hegel calls
"metaphysical," which preferred to investigate things

ag given, as fixed and stable, a method the relics of
which still strongly haunt people's minds, had a great
ddal of historical justification in its day. It was neces.
sdry first to examine things before it was poséible_ to
examine processes. One had first to know what a par-
tléular thing was before one could observe the changes

it was undergoing. ... The old metaphysics. .. al‘o-se.
from a natural science that investigated dead_and living
things as finished objects. .. while natural science up to
the eild, of the last eentury was predomimgltly a eollect-
ing science...in our century it is...a science of thn.e
g;-gceSSes-, of the origin and deve;opment of these things
and of the interconnection that binds all these natural

processes into one great whole. (24)
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