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Introduction
Any function in the child’s cultural development appears twice, or two
planes. First it appears on the social plane, and then on the psychological
plane. First, it appears between people as an interpsychological category,
and then within the child as an intrapsychological category. This is equally
true with regard to voluntary attention, logical memory, the formation of
concepts, and development of volition... [I]t goes without saying that inter-
nalization transforms the process itself and changes its structure and func-
tions. Social relations or relations among people generally underlie all higher
functions and their relationships. (From Vygotsky, 1981, p163, italics mine)

In the current second language acquisition (SLA) research, as well as con-
temporary developmental psychology, many attention, although not enough, has
been paid to the sociocultural theory of Lev Vygotsky, (See, Michell & Miles,
1998, Rogoff, 1990, 1997, Wertch & Tulviste, 1992) and discussed, occasionally
compared with Piagean psychological theory (William & Burden, 1997, Shaffer,
1999), adopting the terms such as mediation, scaffolding, the Zone of Proximal
Development (ZPD), private speech, inner speech and regulation etc.. Since the
appearance of Vygotsky’s Thought and Language (1962), it has been influential
and promoted by the psychologists and child developmental theorists such as the
social cognitivists, Bruner (1985), Wertch (1985), and Rogoff (1990).

Like the cognitive perspective, the sociocultural theory assumes that leaning
mechanism could apply not only to language but also other forms of knowledge
and skills. However, being different from the mainstream cognitivism, the more
focus is attributed to the procedural relationship between the learner and the

social and cultural world or environmental factors, which could be interpreted
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almost the same as the social constructivist’s approach discussed by William &
Burden (1997). Lev Vygotsky, a Russian developmental psychologist mainly ar-
gued that 1) cognitive development is a socially mediated process that may vary
from culture to culture, whereas in Piaget’s cognitive developmental theory, it is
mostly universal across culture, 2) children acquire their culture’s values, be-
liefs, and problem-solving strategies, through collaborative dialogues ie., social
dialogues with more knowledgeable associates of society, like the parents, teach-
ers, and peer, whereas Piaget argues that cognitive development stems largely
from independent explorations in which children construct knowledge on their

own.

Research Questions and Hypothesis

Our goal in this paper is to review a few of Vygotsky’s ideas that have par-
ticular relevance for the contemporary developmental psychology and to see how
these idea could be discussed in the light of the social constructivism in which
four key elements, the learner, the teacher, the task and context interact with and
affect each other (William & Burden, 1997). Then, here we would like to hy-
pothesize and investigate the following aspects.

1) Although Vygoskian sociocultural theory puts focus on the significance
of mediation through enculturaltion, or guided participation. We hypoth-
esize that the theory could be accurate and understandable to be called
“socio-historicai-cultural approach” rather than simply called “socio-
cultural approach,” but it is obviously much too cumbersome. Because
he treats language as social one and social as historical one, then, mind
is mediated especially by the teacher’s or knowledgeable peer’s (spo-
ken) language. Here, we hypothesize that he tended to see what we could
now term cross-cultural differences as “cross historical differences.”

2) When we think about how culture is treated by sociocultural theory, the
general category of culture is by no means well developed, in spite of
mainly dealing with social factors. Why are verbal aspects like social
interaction or collaborative dialogue are considered to be more signifi-
cant than physical aspects like task contents? We hypothesize the reason

that his analysis of culture is a part of the attempt to elaborate the notion
6
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of mediation, especially semantic mediation adopting the sign system,

so tentatively we call it the semantic—mediated approach to culture.

Social and Cultural Origins of Individual Mental Functioning

As the opening quote clearly indicates, Vygotsky’s claim, being different from
the orthodoxy in contemporary Western psychology that individual mental func-
tioning occurs first and foremost, if not only, within individual, is that individual
mental functioning (i.e. cognitive development) occurs first on the intermenal
plane, which is the social speech between people, then, on the intramental plane,
which emerges through mastery and internalization of social process and later
becomes the private speech or inner speech. (Lantolf, 2000) [Note: In this paper,
we use the terms intermental and intramental rather than interpsychological and
intrapsychological, respectively.]

From this perspective, we could say that mind, cognitive development or
language is socially constructed in a sense. There is, thus, a gradual process of
internalization where a fully externalized culture becomes a substantially inter-
nalized cognitive (Lantolf, 2000, Lantolf with Pavlenko, 1995) especially in dis-
cussing the children’s developmental stage to build the higher mental function-
ing, which differs from the elementary mental functioning. In terms of mental
functioning, however, first the infants are born with that elemental functioning—
attention, sensation, perception, and memory—that are eventually transformed
by the culture into a more sophisticated mental process called higher mental
functioning (Shaffer, 1999). In contrast to contemporary usage terms as cogni-
tion, memory, attention, which are automatically assumed to apply exclusively
to the individual, (Wertsch & Tulviste, 1996), Vygotsky’s notion is based on his
claims about the “social origin” and *“quasi social nature” of intramental func-
tioning (Vygotsky, 1981b, p164). This theoretical orientation clearly reflect the
rejection of the active agency, which many Western pshychologists advocate. As
one of Vygotsky’s student’s and colleges, A. R. Luria (1981), puts it rather strongly:

In order to explain the highly complex forms of human consciousness, one
must go beyond the human organism. One must seek the origins of con-
sciousness activity... in the external process of social life, in the social and

historical forms of human existence.
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From this point of view, we understand that Vygotsky views mental function-
ing as a kind of action—mediated action— (Wertsch,1991), which has some re-
semblance of notion of cultural anthropologists like Geerts (1973) in which “mind
is understood as extended beyond skin” in at least two senses: 1) it is often so-
cially distributed and 2) it is connected to the notion of mediation. (Wertsch,
1991)

Zone of Proximal Development and Teacher’s Instruction
First of all, according to Vygotsky (1978, p86), this zone is defined as the

(13

distance between the child’s “actual developmental level as determined by inde-
pendent problem solving” and higher level of “potential development as deter-
mined through problem solving under adult guidance or in collaboration with
more capable peers.” Therefore, it is natural and essential to keep in mind, as
Wertsch & Tulviste (1996), and Schaffer (1999) point out, that actual and poten-
tial levels of development correspond with intramental and intermental function-
ing respectively. Therefore, we could assume that it is significant to see how
people can change intermental, hence intramental first, functioning. If we put it
differently, we must change the process of externalization in order to change the
internalization, since the developmental sequence always traces from external-
ized (intramental ) to internalized (intermental) plane. Consequently, this has
been to the key to the many derivative interventional concept such as “reciprocal
teaching,” or cooperative learning in which students are encourage to assist each
other.

According to Palinscar, Brown & Campione (1993), the idea here is that the
less competent members of the team are likely to benefit from the instruction
they receive from their more skillful peers, who also benefit by playing the role
of teacher. Therefore, as a temporal conclusion, here we assume that major dif-
ference in approaches concerns the role of instructor, although, like Piaget,
Vygotsky stressed the active learning. As a literature evidence, Shaffer (1999)
states that whereas students in Piaget’s classroom would spend more time in
independent, discovery based activities, which implies that he paid little atten-
tion to social contexts and saw the child’s developmental progress primarily

mediated by interaction with the physical world, teachers in Vygotsky’s class-
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room would favor guided participations in which they structure the learning ac-
tivity, provide helpful hints or instructions that are carefully tailored to the child
current abilities, and then monitor the learner’s progress, gradually turning over
more of the mental activity to their pupils.

Wertsch (1985) also discusses that ZPD is a useful construct concerns pro-
cess of instruction. Relating to this, when considering specific forms of instruc-
tion which are empirically formulated, Vygotsky focused how intermental func-
tioning can be effectively structured such that it will maximize the growth of
intramental functioning.

However, as Wertsch (1985) points out, the kind of instruction Vygotsky in
mind was not concerned with “specified, technical skills such as typing or bi-
cycle riding, that is, skills that have no essential impact on development but
rather had as its goal “all-round development,” such as instruction in formal,
academic disciplines. More specifically, Vygotsky emphasized that instruction is
involved in the development “not of natural, but of historical characteristics of
humans” (Vygotsky, 1956, p450). From this statement, we can understand that
he recognizes the instruction as the aspect of the social rather than the natural
line of development. In that sense, I think that among fourelements in social
constructivist model like 1) teacher 2) learner 3) task and 4) context, especially
the elements of task is completely neglected or disregarded in terms of the pro-
cess of cognitive development, that is, construction of higher mental functioning.

In the next section, we would like to investigate why Vygotsky puts much
focus not on the cultural tools like tasks, but on the cultural sign like social con-
versations as we hypothesized earlier that Vygotsky has a semantic-mediated
based approach to culture.

Vygotsky’s Uses of Culture

Up to this point, our discussions on the social origins and social nature of
individual mental functioning have focused on a particular kind of social pro-
cess. Specifically, we have concentrated on the intermental functioning in the
form of group process. Like Geertzs (1973), this is a major focus of Vygotsky’s
thinking and certainly constitutes his central theoretical framework that mind

may be said to extend beyond the skin. As far as I have investigated, this has
9

NI | -El ectronic Library Service



The Engaged Pedagogy Associ ation

been a great concern of Vygotsky —inspired or related research in contemporary
Western psychology. For instance, Barbara Rogoff believes that cognitive growth
is shaped through apprenticeship in thinking or guided participation—by actively
participating in culturally relevant activities alongside more skilled partners who
could provide necessary aid and encouragement (Rogoff, 1990).

However, there is a second sense which is equally important, in which mind
extends beyond the skin because human mental functioning, on the intramental
as well as intermental plane, involves cultural tools or mediational means (Wertsch
& Tulviste, 1996). For instance, the relationship between intermental function-
ing and culture is clearly outlined in his statement as below.

The word “social” when applied to our subject, has great significance. Above
all, in the widest sense of the world, it means that everything that cultural
is social. culture is the product of social life and human social activity.
That is why just raising the question of the cultural development of behav-
ior we are directly introducing the social plane of development. (Vygotsky,
1981, pl164)

From this quote, we can see that Vygotsky viewed the social processes as
providing the foundation for the emergence of individual mental processes. Fur-
thermore, Shaffer (1999) notes that it is culture that provides children with tools
of intellectual adaptation that permit them to use their basic mental function (el-
emental mental functioning) more adaptively. Thus, we imagine that children in
Western societies have different memory strategies like taking notes what to re-
member, from those in preliterate societies who tying a knot in a string or by
tying a string around the finger in performing a chore. Such socially transmitted
memory strategies and cultural tools teach learners/children how to develop their
minds—in short, how to think, and develop their cognitive functioning. [See,
Lave &Wenger (1991) distinguish the three kind of ZPD, 1) scaffolding, 2) cul-
tural interpretation, 3) collectivist or societal perspective, in which every recog-
nition has a perspective of filling the distance which is a process of cultural
adaptation.]

Despite the clear significant role that cultural tools played in Vygotsky’s ap-
proach through the discussion thus far, his general category of culture is by no

means well developed as we have already mentioned in the research question
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section. We assume that his analysis of culture is part of his attempt to elaborate
the notion of mediation. In his view, a critical feature of human action is that it is
mediated by tools (physical tools ) and signs (symbolic or psychological tools)
(Wertsch & Tulviste, 1996, Lantolf, 2000). If we explain more in detail, physical
as well as symbolic tools are artifacts created by human beings or human culture
over times, and made available to succeeding generations, which can modify
these artifacts before passing them on to further generations, which implies, I
think, language is at once social and historical. Then, as Lantolf (2000) insists,
amongst symbolic tools, there are numbers, arithmetic systems, music and above
all language. Especially using those symbolic tools —language —as well as physi-
cal tools, human beings establish an indirect or mediated relationship between
ourselves and the world, although I am not sure what Lantolf means when he
says “indirect” relationship here. In any case, we can understand that Vygotsky’s
primary concern was with symbolic tools rather than physical tools, and for that
reason, I shall focus primarily on “semantic mediation” (Wertsch & Tulviste,
1996) which I hypothesized as a primary approach to culture earlier. Vygotsky
recognized that flow and structure of mental functions should be altered by this
symbolic tools. He himself supplied further information on the details of the
symbolic (psychological) tools as follows:
The following can serve as examples of psychological tools and their com-
plex systems: language, various systems for counting, mnemonic tech-
niques, algebraic symbols; works of art; writing; schemes, diagrams, maps,
and mechanical drawing; all sorts of conventional signs; and so on.
(Vygotsky, 1981, p137)

This Vygotsky’s tendency to approach the notion of culture via his account of
mediation reflects the fact that he understood culture in terms of sign systems.
Then, Vygotsky’s semiotic view of culture probably derives from the work of
Saussure, which was very influential among Russian liriguists in the 1920°s, as
Wertsch & Tulviste point out. Following their interpretation here, as was the case
for Saussure, Vygotsky was primarily interested in one sign system, that is, lan-
guage. Furthermore, although many researchers point out the academic influ-
ence from Mikhail Bakhtin, who is a Soviet literary scholar, semiotician and

philosopher, for Bakhtin, the term refers to more than auditory signal, rather,
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involves much more general phenomenon of “the speaking personality, the speak-
ing consciousness” (eg. Wertsch, 1991, Daniel, 1996). In my understanding, three
basic ideas could be shared by both Vygotsky and Bakhtin as follows: 1) First, it
reflects the assertion that to understand human mental action, one must under-
stand the semiotic devices used to mediate such action. 2) Second, it reflects the
assumption that certain aspects of human mental functioning are fundamentally
tied to communicative processes. 3) Third, the term voice serves as a constant
reminder that mental functioning in the individual originates in social, commu-
nicative processes. '

Here, we quote from Vygotsky’s work in order to see human mental function-
ing does not remain basically the same across historical epochs.

Culture creates special forms of behavior, changes the functioning of mind,
constructs new stories in the developing system of human behavior... In
the course of historical development, social humans change the ways and
means of their behavior, transform their natural premises and functions,
elaborate and create new, specifically cultural forms of behavior. (Vygotsky,
1983, pp23-30)

From that quote above, we can understand that a major fact about Vygotsky’s
notion of culture, then, is that it was motivated primarily by a concern with semiotic
mediation and its role in human mental functioning. As noted already, Vygotsky
stated that humans beings master themselves from the “outside” through sym-
bolic cultural systems. What we want to stress here is that it is not just tools or
signs which are important for cognitive, intellectual development, but the mean-
ing encoded in them. Theoretically speaking, as Daniel (1996) discusses, quot-
ing Knox and Stevens (1993), then, the type of symbolic systems do not matter
as long as meaning is retained. In that sense, we think that meaning, tools and
goals all necessarily relate the individual and the social world in which the indi-
viduals exist, since they are all formed socio-cultural context. Therefore, under-
standing the use of tools (either psychological or physical) is jointly constructed
by the developing learner and by the culture in which the learner is developing,
with the assistance of more capable and knowledgeable social members.

In order to have further consideration in terms of the treatment of culture, we

would like to review briefly here how individuals are treated in the sociocultural
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theory in the next section to close the whole discussion.

Non-Active Individuals in Sociocultural Theory

Since the time he made the fundamental claims, naturally, investigators such
as Piaget (1952) and Bruner (1976) have made major research advances that
brings his assumption into question. Amazingly, some of Vygotsky’s own fol-
lowers have taken a critical stance toward the overemphasis on cultural influ-
ences.

After all, even in children at the very earliest ages, mental processes are
being formed under the influence of verbal social interaction with adults
who surround them. (Leont’ev & Luria, 1956, p7, italics added)

We suppose that “verbal interaction with adults who surrounds them” appro-
priately summarizes Vygotsky’s view, that is, the assumption that the primary
force of development comes from outside the individual, which rejects the natu-
ral development of active individuals, isolating individuals from their social mi-
lieu. Let’s see the Vygotsky’s statement on that.

The environment appears in child development, namely in the develop-
ment of personality and specific human qualities in the role of the source
of development. Hence the environment here plays the role not of the situ-
ation of development, but of its source. (Vygotsky, 1934, p113)

His view quoted above minimize the contribution made by the active indi-
viduals. Then, Wertsch & Tulviste (1996) presented a question how individuals
are capable of introducing innovation and creativity into the system, which is
persuasive for us. Therefore, it is not too much to say that this is the Vygotsky’s
theoretically unsophisticated point to be improved, I thought. As we repeatedly
discussed so far, the notion of mediation by the cultural tools plays a central role
in his approach. Then a Post Vygotskian, Wertsch (1991, 1998) has developed
and slightly advanced the original theory, terming mediated action, in which
actions involves an irreducible tension between the mediational means and indi-
viduals. Hence, for Wertsch, agency is defined as “individual-operating—with
mediational —means.” We suppose that it is a supportive as well as complemen-
tary discussion which might curve out a new interpretation of Vygotsky’s works.
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Conclusion

In this paper, we have studied that first Vygotsky’s sociocultural theory em-
phasizes social and cultural influences on intellectual growth, i.e. the develop-
ment of higher mental functioning. Each culture, especially semiotic symbols,
transmits beliefs, values and preferred method of thinking or problem solving as
a kind of adaptive process to society. Thus, historical culture teaches learners
what to think and how to go about it.

Second, learners acquire cultural beliefs, values and problem solving strate-
gies in the content of social conversation, collaborative dialogues with more skill-
ful partners as they internalize the externalized verbal instructions.

Third, in Vygotsky’s theory, we must develop the content of the externalized
verbal instructions so that learners can increase intellectual growth—internaliza-
tion. Although his prime concern is mediation between individuals and society,
the more focus is attributed to the culture, especially signs rather than tools.
Hence we conclude that Vygotsky has a semiotic-mediated based approach to
culture, where the role of active individuals could be minimized.

Fourth and lastly, though this is a casual idea and needs a further consider-
ation, if we take a look at Vygotsky’s theory from a social constructivist ap-
proach, it has an element of a kind of derivative behaviorism. Vygotsky has a
view that human behavior and mind must be considered in terms of meaningful
actions rather than just biological natural reactions. Therefore, activity takes place
of the dash in the formula S (stimulus)—R (response), turning it into a formula
Object (culture) — Activity— Subject (individuals), where both object and sub-
ject are historically and culturally specific.
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T4 TV F—DHZUENBINEN 5D
RINFEEIC B 5 LD
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FL &I

FHEDSULEIFRZIC BT 072 288813 2 Bl 2 KtiZRWNT
BHibd, B, TRUIBRITCICBNTHEN T, £ LU TLER
RTINS, B OB/ TI) —% L TALZDETHN,
FLUTC OEAMETTY—E LU TFHORNAITEHNS, ZHid. B
RICEUBHEE. RENEE. SeolE. 2L CTREROREIH
LTELVWDTHD, EHETHARL, NELEZIBEZOHLDEE
fbxE, FORBEELMEZEXL2DOTHD, 2flFR. £EA4L
DR DBEIFRIZ— RN E D B R DOMEEZ L TRRIEICH D DT H D,
(Vygotsky, 1981, p.163, 1 & U w 7 A13%3E)

BCRELHZ RIS, BEOE _SEEE (SLA) HIETIE 3
GTRBVWIZEX. EZLOEENLY - 71 TV F— D& LE R
(Michell & Miles, 1998, Rogoff, 1990, Wertch & Tulviste, 1992) 1222 T
/-, FUTHEMN BEED., BOERZEHER. A5, NS, L
OHEZEALERNS., BIfE 7 2 - OFZELOEY (Willlam & Burden,
1997, Shaffer, 1999) &S NmLU SN TEZ, T+ OVF—DIEE L
BB (1962) FELK, THUIHENNEL, 2B AFHRETHD
Bruner (1985) Wertch (1985) Rogoff (1990) @& 5 7g.lBEE . T4
ODREEBFECL > TREZINTE /=,

FATXTEOH S EFEREIC, 2 UEHEGRIT, FEHOA N X LITSHE
DHELT ., MOABOEMOERICEHATES EEA TS, LML
S, EROBHFHREEIZIRL-ST, L0 OEMAR, FEH LA
S VALAGHR, IIBEBNEZEOROBEBHRERIIH D EZELENT
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W5, L TEFNIE. William & Burden (1997) &> TimU 6=/t
BWEIBOFEEIFELEALERALEMRTELDTH S, 02T DREZL
HYEETHDHLY - T4 IVF—BERUTO2 RITDONWTER U,
1) BHIMFEEIZ. ULIC K> TR HENEMEETHD., FD—
FT, E7 Y xOEMBEE R TIE, TRUISUEICEL > THHIEHITH
5, 2) TS O HERMEE D SCREREIRA N T TV — 2R
£ QG SO MEOL I ICHETIVABROH HHN & DO
2HRFEEZBLTEST S, 0~ FTE Y 2 o 3B AINFEZEIFHEA
W2 B THETDIENHIIVTOBRNSRETLHOTHLHEHMLUT
W5,

MFRRE R

IOHRXOEHMIL. BREZLEZIENZEREOH DT «+ TV
F—DNDMOBEREZEEL, WHIZINSOBEEN, 4DD0RDHE
R THDEEE, B, YA, I>TFFAMEEHBELBEWVWIEER
B 2507 (William & Burden, 1997). &WHS Z & Z#SEEFEDOT T
WUDIETHD, TLUTC, T THRAFUTORIIBWTRERZ =T
THRAEBELTITEENWERD,

1) 74 IVF— O SUbERIISUBE XIZE M M N SZMEm L TD
WAOBEERICESZBEVTVAITNED, Fxld, BigtesEsUb
RIFEEEREDIZ, KDHSMIEZBRWIERNFETNE B
SRPAESLAIREEIEREO NIV ERTHRLOTWERET
%, I sldkiZ, SEEAHEMNALBOEL T, 2 E2BENR
HDELTHE LD TNBENETH D, F L TCLNIHMD, AFBOH S
D G SRR EL > TRIENEINS EH LTINS TH S,
I ZTHKRIZ, BUERIOZESEDITBDDOEBRBREOEEAD
TAERICH D EFLIBRHT D,

2) Frex M. WU EXAEHEERIC X > THEODN TS DN D
WTE XD, RS OFHEREL. FICHENERZHZDITH
MO 5T, RLUTHESICEBEINTWRW, REHESHEER
F-RBBENSED L S ROEMAIEIZ. ¥ X7 ONEDORKRRME
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BIAEED B EEEFEZEZAOSNDHDEADMN? KLAIZFD
MAZ, OO MTIENTOREZFLUSHBALELD ET5
DDRAD—ETH D EHKHT D, FicFNILE AT LERA
LU 7= BWRNEN 72D TR 2 135 N2 BT T % Bk
RN PR LR &7 5,

BADBBEEDH LR

HEOFIHNHS MR LTS E DI, BADHEMEEIZIE—ITE
LTESRIZBANTEES EWSIHAOTEE.LHZEDO@EHR SITRRD,
o Y F—OFIRI, B A DR AR (B S FRAFEE) 1IEIEA %
D DIEFETH L HHEPLRIT TR I 0., RIZ, =R 04
BeNELZBEL TREL, £ L TRIASOHNE &R MARITT
BIBHDTHS (Lantolf, 2000) . [VEEL : AL I D& LITHNWT, JEIZ,
DHEENE L TLEANR EWD HEEL D BREMMEIZE U TR S W
HHEEFEHT 5, ]

ZOBEMS, FLIT0. B U LITIBHAREIIEEELIIH DERT
HEMIZEBEIND ESA DA, THABUC, Bz, (REEBEE &1
Bl 5, B2 R T 2 ORI 25m U 2, £2ICEK
b E N7 AL EERNINE L S 1723788 & 72 5 NHE{E O SisiaiE &
NWIHILDOMBBDTHS (Lantolf, 2000, Lantolf with Pavlenko, 1995), L
Uian, BaHeEIcE L T3, E—IcBI B MEgEE—ER. &
.M., BEBER-> TAETNTETVWS, 2L TENSIE, BRINITX
{LIZ &> T ERERHERE S IR 3, K0 S - fRfRIc 2T
LD TH 5 (Shaffer, 1999), HERICBAFEHICERA IS RO 53R
HIRTERITE & Vo 7 BHREEO HEITH LT (Wertsch & Tulviste, 1996) .
P74 T S — O RARIE K RTTREEE O M SRR O B A R R E I DL
TOREDFRICEDTNTND (Vygotsky, 1981b, p.164) . Z OIEERATE AN
S M. E< ORELEZEEFZOEET S & A IEFMEANDEH
ARBLTWS, T4 OdVF—DEAFTHORMEDODIED—ATHS
AR IJVUT (198]D) 1IN 0BEBSUTDOLIITEERT S,

AHIOEH L OO SECEMREREHAT 27201213 NMIARM

DEEEEZBZ TIHMRTIR SN, NZBE#HOEBOERZ
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RO T RS- HE2EEONAIOEREIC, L TAMDEF
FED SRR BRI,

CDEENS . BT IV F 3SR 2B O —RH 5,
BT INEHELUTIRATWS EEET S, ZHUIL T 72 <
EBH2DOERNS WMIKEEBA-EZIAITHDHEEMHEINT
W5 ERNREUEAFEEZFEOF 7Y (1973) DR EHPANRD
LH5DTHS: 1) FRUILF LTI mEnNTNWS, 2) <
AU DB E D> Tnsd, (Wertsch,1991)

BT EFEREEHENDIER

ETHOIIT, T 3YF KL, ZomEsEd, MEA ORIEER
REO>TRESNASTHOBRIEOREEL T )] & TRADIEEDLXKD
BRESMEDOWHEERD S LITHERR I NRESINSEHN LT )LD
BTERIEE ] COMOEREE L TEEINDS, THHMIT. Wertsch &
Tulviste (1996) & Schaffer (1999) 23, EBERDF L TBENSHEEZDL U 1
JNIAEHRIHEE AN RRIC 2N TN T 5 &R L= 2 & 2002
BOBLZEZ.BRATHOEERIETH D, Lo T, BAIZAAIT AL
DAEFRREISEE 2 £ T I, £ U TR Z 2L 85 J EHEE
LHDMN%, BIRTAHIEIZEETHAERUAIENTESL, ENHZ
UL, FZEOIEFIL WD b BAEL BEHED Kooo SNHEE &M K
TNEREBDT,. NEILZEZ57-DI1213, BEALDOBEEE Z/5<
TRERWIRWDOTH S, BRELT, ZHEFENBEWIETED Z
EZEEISNTVLIHERBESLHREZFEREL K DIRE L =/ ARIBEER
NDOBREIZSTEEZDOTH S,

Palinscar, Brown & Campione (1993) I &% &, F—LDHFH TWD b EET
DEENZEHE DI &L > THIRZHFBTNS, XD HEMNOE W AR EN
5XDEETTDENA NI REZITRNSFEEZ D> TS,
ENDSERENRD D, TNHIZ, —FFHREmELTIE. 22 THRAIER.E
YU IDRRIZ, T OYFIIERRFEEHEALZITINE DS, ZOF
RIZBITDEBRENEND DIZFREFEOREBZOTH S Em U 5. Xk
HYREHL & U T, Shaffer (1999) 13, E7 Pt OHETOHEEZEII D - &F
AEE), BERAPOEFEBICKHZEDLL TR, EY Vxidtasa s
FAMZIEEAEFRZL > TWRL, FHRAESDORZOESRZ EITY
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AR ER EDOHBERICK > THENSN TS ERTNSITNE S,
—HT 4 Y F—OHETOHEAT. EERESTFHOBRIEDRENIZE
T, T &R hoEREGAT, FLTFEEOERZERL
T RBIZFHZBICE> TORMMEENC & > TR T KD 7.
FEEHERETLIEEFOHLBMELDHFATNS, EEXTNS,

Wertsch (1985) 13, BITHEFREEBIIIEROEEZEE T 2 FF| /28]
RTHBHEDBRTNS, TIUTEKRL T, EBRIICHEIZ I N/Z55]
IfERDIEEZ B, 7 Y F 30N, EHREEEDRE & &
KERET D KD ITHEAEZ D RIITHBETEL20EREH T,

U7/ 5, Wertsch (1985) 1377 ¢ I F—N0MT B SR OfLHE
EWVWDDIF, FA T DI ERHEHEIZEDS I EDXDIT THeH 7l
MRS IHBEI D Z E2EZ B L TUIWARNEIERL TS, TIUIEIS ., 5
FIZE S THBERBRAFDRETIIRSTOLA, 74— ILR%M
FRBRIZBIT DB ROE DAL BEIDREZOHZEZFH DDDTH LD
THd, LDFLLBERBEE, T IVF—T, fERET TBROBHD
T3 < T, AFORBRMFH) OHZBIIBNWTEENLIHDTHSH L
BEFR LT 5 (Vygotsky, 1956, p.450) s ZDE KNS . BAZFEN, R
CIEHEZEOERD T A T3 THEMAMm E LU THEML T s & H
RITDIEMTES, FOERIZBWT, FAld. & EFEEDO4 DD
BEE. L)EE 2)%EE 3)5¥AY 4) A FFALDIBL. R
25 A7 DEFEIL, EREMESEE 2T 5 ORHIRIFZE DOHEE IZBE
LT, BRICEHINTVNS, IEHIN TS EED,

RDYLT T aidzBnT, g TVF—133UBIzx LU 2R RiRaIE T
FEERHWEERICHRAIMEHR L ZEDIIC. Ty TV F -0y Y
DX D BULHBERICER 2O T I, te2MREFEO X D a3 S
LD DIFEEZEISTZONABEL THWEEZWEES,

T4 TV F—-—DO{bLDER
ZDHET. EADKEHBEEIC BT B HRER L 2 13t HEE I
BT 584 OiEiwT. DR HASNBRICEREY TTER, FIZ.
T —THRXDBEIZRBIT HREHNEREICEPR L TE R, Geerts (1973)
DFEIZ, ZHUTT ¢+ TVF—DBEEOFERELTHD., LITEEEBL
eI ARIZHBEEAZLMD LN NE WS HOEBRAIEHADR.E
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HEMIZHEEL TS, AN INETHELAZBRDIZBNT, 2TV«
Y F 2R X N2 TEAR U = BUR AR LEE 2 DI R DR R 5 B
DETHO . FIZIEN—NT - 0T 733BART &S BDERET
PHE L 2B TE DL 0ERERIN— K F— & DOSULANZET T BIEENT
BRIZBMTAIEICELS, BEZRTHHERLRAXIIEEFOH LSS
MZEELTEIISNTNS EFRRTNS (Rogoff,1990) .
LIS, DERERZBALEZAIIHBDENDI I EEELLE
EBR2DODDODERNBIDTH D, 87251, BHEPRRITTEREIZKHE
MR TCIC BT B AR O AR I SULRBE B XUSEN TR 250N 5
7LD THB (Wertsch &Yulviste, 1996) . il Z1E. & HENEERE & UL & DFE
DBERIEIIHASNIZUTOL D BRIEDOERICE > TSN TV S,

FEZDERICLETIID DO ENI BEIIREEESEZHF -
TWs, FTHEIC, HATH EHANEKRT. XUIHEWT
HO. MLFHEREFBE L AMOERBEH OENSDTHLH, £
E2TEZERLTVWS, ThlEhs, 4 NER. BZEOHFIIRIT
ZAAIT L TN S E DO SUEAHTEI D FRZEICH U TREM 2 T T Tn
5D THD, (Vygotsky, 1981, p.164)

ZDFIHANG, B2IZT ¢ TVF 0 2HGEREZ. EAOKEHIEE
DHIFLORBERBEL TWBLEARLTWVWBEEEZRDEAD, £,
Shaffer (1999) 3. THE/=BITHE S ORI EHHEAE (RRIE A
ELOIERL CTHEHATZ2O2H0] L TWAHIMEROEEEZ G5 X TNV
DiE. XHUETH B EHERXTND, TNEICHE AT, RICIXZEZEAD &
L7z, HEZZBLTWBHIZIEDOZFDODIZREREIT O EL TS,
NFEDHODIZNTER NS KIS & EEOFHZBIIMERET
5D ) = ER-S-0TBEIIICERRZEBEN 2o THS 8K
T3, TDOXDITHENITRA I N T ELEEN & SUERE B, #
BEITFHREBIZEDIDITLEFRESI T TR, FEIZED L. ED
EDTEZBZDON, EOLDITHKS OREAESREI T TN OM
BABHDTHS, Lave & Wenger (191) 2 =FEOROFEREEE 1)
BFRED  2) XU 3) £EEEF X232 TOREANI UL
HEIEDIBBETH B ENDZ DM Z D O 5 EATHSHENEAE X
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LTwa,
INEFTOERZZELTT ¢ AVF—DFETHLRIEENEU TE
FEERGEIZEMND ST, HO—BRASUEESIT. i MRS
Dty a T TRBRNZIDICE > EFSEEIN TR,
41T, HOSULDOHIE. HEAOBEEREIGIED LT 57200857
A TH B EZEZTND, BOEXITBNTL. A@@ﬁﬁ®§£ﬁ
fEE. FHITEE (WHEEER) L (BB XTLEREER) |
Ko THEHMEINTNEEND Z ETHSH (Wertsch & Tulviste, 1996, Lantolf,
20000, & LbFaibo EFEMICHIAT 57 51, REHIEEFRICHY
HREESIIAICE > TESNTEZFETH DR EZB AT AFD
Xt THB, ZLTENHIT. RERAEZTELRETHO, S8l
FEBICHEH THORBENTHDEND T EEZEKRL TS EEDN
LH, ROBRANEFNSZZTETRICINSOREEZBIET S &
BHEEEDTH S, L T, Lantolf (2000) AIFEIRL T BERITREHE
BEOHZIE. BRERD I AT LREED. FTHEENDHDIDTH S,
B MEREREE LI, SELVORMNBEEERZES ZEITE - T,
AR, 22T b 7HEREREE WORIZMZEKRL TNHWDHOD
MEMTIZZR WAL, Frx &R & DM ORIERIRERIE SIS S N7 BER
HEBETIODTH S, WTHUITEX, Hxld, T aVF—0FHER
B LEIIYEAEELI VD L ARMAGERE TH D TH S, SHMET
HZENTES, FOEHDOHIT, R, %’ﬁﬁ«@iﬁéi&&b
TR L - B RERAVIE T (Wertsch & Tulviste, 1996) TES %é'(é
DTHDB, U1 IVF—I3HEHEEOHRN DG, ;wﬁﬁm
Lo TEIEL DB ERBL TV, #HIL, AT DRRIZ %@%0&@%H§
BIZDOWTOERDFMICBEEL THERZESRMEL Tnd,

UFOHDIZ, LEEEEZNS OBEMRS AT L0 &L TR
e BIEMTES: S BAD-ODOELRIRT AT I, GLRE.
REDOSRM ; MBS EX; BE. K, #HK, U THEIRAG ;
2 TOERRES ; ETHD, (Vygotsky, 1981, p.137)

IO 4 IV F—DEN Ot 28 L TUEOBRITEET T DM &

WS DKL, AL ED I AT LCEHL THULEZEB L TWEENDEE
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ZHRLTWS, LT, U IVF—DOLDE W RARZ, Wertsch
& Tulviste 2358 L TS L DT INOERICOS T OEEFHEDIRZMNT
FEBICHEEHOH >/, VI a—IVDEBNSETNEDTH D, V
Ta—)VOBEERUL, TZTENS DRI THADE, T+
VFE—ZFICOEDDREE AT A B EFERICHEERNH > T-. £/,
T4 LRDEETHD, BERRETHO., HEETHEZINTIL-N
TF NG DEHEMEEL < OMEENEHL ThsITNnEH. N
TFNZES>TE (THAMR) EWD HBIIEO7FHILEDE D &
2L ZBW®TS, TNLDBDLA, ELTVDHERDLTHEL T AR
DED—EHBIRREZVOTH D (Bl Wertsch, 1991, Daniel, 1996) .
ROBER T, LTOEANL 3 ESNT ¢ TVF—ENTF 2 EDfH
THEIND D, 1) F—IZ, FERTELHZ 1T, AHOHBMITE 2
BT B7-0I120F ANEZOL S RITEZENT 272012 2EK
HAEBE AL TS as a0, 2) B BETES 2T A
FIDOMEMEEDH ST, HAMIZOI 22— a3 COBEEEDR
MOMBHBENDITETHD, 3) B &F (T 1R) EWDHEE
TWOBHENHT O, BAOHKEMEREIIES, a3 a2 —2 3>
DBERBICEBENH B END ZETH S,

ZZTHEA4R. ANFOBEMERIIEANICERIERZ2DZ>THU
THDARBRNENDZEZRBEDIC, T4 TVF—DEBENSEIHL
£,

Yﬁm%ﬁmﬁ%w%%i%ﬁb\b@%%%ﬁméﬁ INLi[2% 5}
BOI AT LEHBRIELZDITHL WY EZBET 5, FEERHE
BOEHIIBNT, 2P AMRBTEOAESCFERZE(LIE. £
NS DOERRBAHEOHWEE S LRI, 3L < TRHHERSULEITEIO
BEEODHL., BlETHDTHS. (Vygotsky, 1983, pp.22-30)

ZTDLEREDFIAMNS, BAWEB T TVF -0 EDERDIERE
WO DI, N T, BERRIENZ U CTAFOFEHERRIZ BT 5%E
EEETAHZEICE S TEITEHE DTN TNAEDTHS, EHETS
ZEMTES, BRI RZE D12, U TVF—I13 AFIZHRBEIHER
/ZTA@bTrﬂM@bJE%Té&TNTDéOCCT&#@%%
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LEWDIE, BHANRECBNTEERDIZ - EERIEERDT
1375 < T, FRIEEENTVAERIBROTH S, WD ETHD. H
292 E S &, Daniel (1996) 7% Knox & Stevens (1993) Z7[HLBNS
HLTNBEDIZ, BN ATLOEIT. BHRNSENZED. B8k
IRADTH B, FOBWKIIBWT, BaNEZBITE, BERCERSH
S E T, 2t > TF AR EERL TWBHDO T, AAOEEL
TWABEANHEEFICEL T3 ENnD 2 ETH 5B, FHMIT, ¥
BFET, SOHETHHOD 2HE2M X N—0ITE2ED T, FEL
TWAOT, (LENEZEEN SEOHERAZERETS LT BE
LTWEEEEEIZ L > THETHEINTVSD T D,
SALDE DTN L T L ODENEREELOITIT. HRAIEL I T,
k@tﬁ/a/fifmé w7 U5 o, iz @At b
ICPVNTHDFRONTEEZON, HEIIEELENWEED,

#HENLBFEC ST DIETEEA

g I F—NEAN R EEE LN S BRI Plaget (1952)
Bruner (1976) @& D 7isFEEIZ. R Z2TIDOT. T TVF—D
FRZEMICEDEDILDIR o/, B<REZLIZ, T4 TVF—D
AIADDORFN U BEZBZRLTELIL J’]‘bfﬁt#ﬂé’]tﬁ%f*‘%
EDT,

R, EARITHDEITH>TH, FHEWD DIIFEHRRIL. F
HDEDDIZNBAANEDEFHIHRAHEIEH D ET TRRS
NBH5DTHD, (Leont’evand Luria, 1956, p.7 1 ¥ U w7 AI3EHE)

H2T. FHOEODICWAESRNHEERE WD OIS MY +
TVF—OFREEZENLTVDEHEETHOTH S, Blb, HEDOTER
HENWIDIZ. BADOHANERTNT, ZHUIERZBEADBRIZFRE
ZELALTHO, RN SEADMIZIL THEDOTH S, LU
4574 IVF—DEEERTALD,

FROTEEI BATEE S NS bONENTL 5, Tibb. i

DFEDEZEEELTD, BRI AHOBEERAEDOREIZIBNWTTDH
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%, FNHIZ, BELEVWIHDIT., FEOKRREL TORE TR
< T, %%@ﬁc‘:b'(@?& 172D TH D, (Vygotsky, 1934, p.113)

FEWCBIA LD RML. ERBEANIE > TRENDIEI ZR/D
fE&E L TCW5, 1L T, Wertsch & Tulviste (1996) 13, F&IZ&E>T, &%

DHBDETNE S, MATBANZD S AT L DOFITER RS
%WD@ATM<’&ﬁ?*f%éﬁ&miﬁﬁ%%ﬁﬁﬁfméo%
A RN DT M7 4 IV F—OHRIIZTERENTHRN
Sfﬁéjkmvf% NWTETIERNOTH D, TTETHROIRLZE
WL CEHIC, UENERIZ L 5B OB OFIEITB W THL
BREEZ LTS, £ LT, RA NI ¢ IV F—JRD Wertsch (1991,1998)
I IEEIHEN TS FEREMEAEOMIZ, MO TERNWEEEZZATW
5, FNEENTHEESHELDT B EICELO>T, w2 DHEwmEDLUIE
HBE LU TREIREZOTHD, TNWAIZ., T—FITE> TEREIZ.
AT HFERIMEALTHAEAN] ELTERSNLIDTHD. TA
1, FRUIHL WY ¢ TV F—OEEMR = HE2H T LI W)
Hiam ERIRFICHBRRR ChH A D &, HET D,

#&om

ZDHRILIIBNT, BAIIIE T, T TVF— O L RmITA
E‘J%i%’é‘f;bé*%ik*ém%%ﬁ'é@%:_ 2R SRR E 2 Ea L
TWBZERHEL TE /-, FNFNOXLIE. BiCE%RHWEFI3. G
SPMESRS. K Dﬁibbs,@%ﬁiffbrauﬁ%ﬁﬁ@&@ﬁ{f%\ th& D
IRTAEEO—REL T, BELTWS, 2RI, BRI ZEE
BIZMZEZIZSRVONZEMN, E530> TR AL RNOMhZE A
HDTHD,

B FBEIKSDEMKMLLZEFR O RENEILT 5D T, K
DEMOHB/N— b F—EHENRFFELHRANZFEONEIZB N T
FIE S EECHERROBENEZBET H5DTH B,

EEIC, T OVFE—OHERIIBNTHRLIT. FEENHNHE—
NEL— 25 2 ENHES IS ICEMRE L EEFRDIERONEE
BEIFRITINIARSTVOTH 5. HOERBELIFEA &t E DM

DENTHZTINED, KVELDERIUET/ILTHD ., FITER
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KOBHEFIZHL TNWBEDTHB, TN ZIT, BLIIIERMBA D%
IR ERD D5, BRGIETZ2EALE L EFEE2 T+ OV F—
i3 E->TWB &R T 5,

BINZE LU TREIC, ZHNEEEREETH D I DFEWEENNEL
DEFNES, BLBFEANT 1« IVF—DHBE2HEEBEFENS R
S5DTHBHEOIE. TUIRENTHEREOERZF>TWS, T Id
VE—id, ABOTE &I 0EYFHBARBRIGEL D HEKRD H
HIEENCB L THEE LRI RS RWEDRMER > TWa, 2N
s EENE. S GRID —R (RIB) W5 nxh, &gk b)) —iE
B—FAEEN) EELTHEDT v 2DEIATHETLHIDTH S,
F T, EEREREKIIBERAITSULICRRZN S Th S, ERIEE X
M5 TH S,

* 25 ISR Z 2R a iz,

107

NI | -El ectronic Library Service



