Guided Participation in Sociocultural
Learning: Intervention and

Apprenticeship

The central tenet of this article is to urge a shift in thinking about intervention approaches to include sociocul-
tural activities. The sociocultural approach is described as a process that is embedded in social and cultural
activity, and is an approach to rethinking and redefining best practices for intervention. As one application to
intervention, this framework examines the transfer of responsibility in cultural activities in three major areas:
apprenticeship and intervention, intervention and qualitative documentation of interventionin cultural activities,
and the efficacy of apprenticeship in clinical intervention approaches. The dataiin this chapter support the inte-
gration of sociocultural learning and apprenticeship in the current paradigm of intervention practices. Descrip-
tions of intervention practices as development in context, relating intervention practices to everyday routine
activities, and describing intervention practices as apprenticeships are discussed. Key words. apprenticeship,
intervention, problem-solving, sociocultural theory, Vygotsky, zone of proximal devel opment
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U SING A SOCIOCULTURAL theory asaclini-
cal intervention framework is one that
has been recently explored in the field of
communicative disorders (e.g., van Kleeck
& Richardson, 1997; Schneider & Watkins,
1996). Using cultural theories to guide in-
tervention approaches incorporates ap-
proaches such as mediated learning, goal
adjustment, and skill transfer that are central
to effective clinical intervention. For ex-
ample, Schneider and Watkins focused pri-
marily on story-telling interventions using
clinical assistance levels of high, mid, and
low to determine decision making in thein-
teractions. The purpose of these levels was
to assist the clinician in providing effective
mediation to the client, and to guide clini-
cian decision making. While a few recent
studies have begun to examine Vygotskian
applicationsin intervention (e.g., Schneider
& Watkins, 1996), further discussion and
application issues in intervention are war-
ranted in order to understand and describe
effective intervention approaches.
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The context of intervention can be char-
acterized as acomplex enterprise that views
the inextricable connection between con-
text, culture, and learning (e.g., Vygotsky
1978, 1987; Wertch 1984; Wertsch, Tul-
viste & Hagstrom, 1993; Cole, 1996;
Forman & McPhail, 1993; and Rogoff,
1990). Thisview makesit difficult to imag-
ine any intervention activity that does not
have a sociocultural link. In an effort to ex-
plore this link between culture and cultural
phenomenon, it is ironic that there is not a
cohesive account of how culture appears in
and influences the context of intervention.
One perspective that shows promise is
Vygotsky’s (1978) sociocultural view of
learning. This sociohistorical perspective
describes learning as a dynamic apprentice-
ship: children learn in guided participation
with expertswho use scaffol ding techniques
to provide and withdraw support linked to
the learner’'s changing competence (e.g.,
Rogoff, 1990). This notion can be extended
to explore dynamic approaches to interven-
tion where the clinician mediatesclinical in-
teractions.

While the importance of dynamic assess-
ment has been clearly delineated in the lit-
erature (e.g., Bain & Olswang, 1995;
Olswang, Bain & Johnson, 1992; Olswang
& Bain, 1991), there has been little empiri-
cal discussion of away to operationalize the
dynamic process of intervention. This pro-
cess is central to Vygotsky's theory: that
children’ s participation in cultural activities
allows children to internalize the process
carried out initially in the apprenticeship be-
tween the adult and the child. This article
will explore Vygotsky’s notion of the zone
of proximal development (ZPD) asaway to
examine transfer of responsibility from the
adult to the child, with the goal being that
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the child would be assisted in developing
skills by internalizing the process carried
out between the clinician and the child in an
apprenticeship.

APPRENTICESHIP AS
INTERVENTION: A
SOCIOCULTURAL FRAMEWORK

The structure of the therapeutic relation-
ship is a perfect example of sociocultural
learning. Each therapeutic session is shaped
by the clinician’s ability to define the cli-
ent’s zone of proximal development (actual
vs. potential level of performance) and to
mediate change. The clinician’s job is to
mediatetheclinical interactions. That is, the
clinician identifies where the client is cur-
rently functioning (actual level) and at-
tempts to facilitate performance (potential
level) by applying various types of prompts
and cues (mediation). Success of this
method depends upon selecting the proper
goals, recruiting, and motivating the cli-
ent—using appropriately scaffolded
prompts and cues for learning.

In Vygotsky's view of learning, culture
and development are inseparable—culture
shapes development and devel opment
shapes culture. That is, cognitive processes
develop through participation in problem-
solving with more experienced members of
the culture—and where culture and cogni-
tion are inextricably tied to each other and
create each other (e.g., Rogoff, 1990;

The structure of the therapeutic
relationship is a perfect example of
sociocultural learning.
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Rogoff, Gauvain, & Ellis, 1984; Cole, 1990;
Wertch, 1985). From aVygotskian perspec-
tive, children’s development occursin situ-
ations where the child's problem solving is
guided injoint participation with an adult or
a more experienced partner who structures
and models the appropriate solution to a
problem. Vygotsky’ sview isaparadigmatic
shift in clinical thinking: that individualsin
intervention internalize with others, the
ways of thinking that develop in social in-
teractions. That is, habits of the mind, and
therefore learning, is co-constructed with
more capable others. Vygotsky’ s notions of
the zone of proximal development, and fur-
ther work by Rogoff (1990) elaborated in
her notion of guided participation and ap-
prenticeship have domains that are easily
operationalized, and are accessible for use
in many clinical interactions and interven-
tions. The purpose of this article is to de-
scribe the efficacy of the sociocultural ap-
proach to clinical intervention and to
provide a clinical intervention framework
embedded in apprenticeship in cultural ac-
tivities. Implications of thisview of learning
inintervention are that intervention must be
sensitiveto the cultural influences of thecli-
ent, the cultural milieu of the client, as well
as the cultural context of the client’s every-
day experiences. Three mgjor domainsfrom
sociocultural learning and apprenticeship
can be bridged to rethinking, shifting, and
realigning the current paradigm of interven-
tion practices:
1. describe intervention practices as de-
velopment in context,
2. relate intervention practices to every-
day routine activities, and
3. describe intervention practices as ap-
prenti ceships.

I ntervention practice as development in
context

For Vygotsky (1978, 1987) children’ sde-
vel opment takes place with social supportin
familiar cultural contexts—in homes,
school, and community, as well asin socia
interactionswith adultsand peersin order to
develop and internalize skills. In thisframe-
work, context isused to describe thewaysin
which tasks are understood and strategies
are used to provide participants with re-
peated opportunities to learn. It is through
this recurrence and repetition that learning
is transferred and transformed. One meta-
phor for examining the transfer of learning
is Vygotsky's zone of proximal develop-
ment. In the zone of proximal development
the primary focus is on the potential devel-
opment of the novice when engaged in an
interaction with a more capable other—the
focus is not on skill acquisition but skill
transformation. Figure 1 demonstrates the
triangulation of theoretical frameworks by
incorporating a sociocultural framework
within a clinical intervention framework.
That is clinical interventions should be
guided by the etic that interventions are dy-
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Figure 1. Triangulation of theoretical frameworks
for intervention.



namic, involve process oriented activities
and skills, and focus on skill transformation
rather than skill acquisition. In this frame-
work, clinical interventions are based on
learning in the context of cultural practices
and in an apprenticeship: learning evolves
in participation and it is in the participation
that the transfer of learning from the expert
to the novice occurs.

Consider the following example of an ap-
prenticeship in a classroom context. Two
children (one an expert (age 7)) and two
novices (age 5 and age 6) are paired to work
on a*“candy math” lesson. The teacher used
the cultural activity of Halloween as a con-
text to teach base ten and addition while
asking groups (in one part of the lesson) of
children to count candy they had in their in-
dividual bags, and then to count collectively
how much candy they had in their group.
Children were then asked to use classroom
manipulatives to represent the candy and
decide on the total number of candy pieces
in the group.

Teacher: “Here is your problem to solve
in your apprenticeship groups. You have
just been trick or treating, and each person
in your group got 7 candy bars, and then
looked in their bags again, and found 3
pieces of bubble gum. How many candy
bars do you have as a group? How many
piece of gum do you have as a group? And
finally, how many goodies do you have al
together in your group? Your expert will
guide you in solving this problem.”

Expert-Novice Apprenticeship: Episode
13:13-14:41
(1) Olivia: “Okay, now we are going to count.

No, Chiara. These are not twenty.” (Points to
unifex cubes and the representation of tens.)
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(2) Olivia: Moves the unifex cubes into col-
umns of ten on table so both Miles and Chiara
can see.

(3) Olivia: (Takes unifex cubes representing
ones from Miles.) “Now we already know how
many of these we have right?” (Points to unifex
cubes and looks to Chiara and Miles for acknowl-
edgment.)

(4) Chiara and Miles: Nod their heads yes, as
they watch Olivia line up the unifex cubes to
count.

(5) Olivia: “Ready? Count with me, Chiara.”

(6) Olivia and Chiara: Olivia holds a pencil and
touches each cube as Chiara watches and they
count in unison “ 1-2—-3-4-5-6-7-8-9.”

(7) Miles: Watches as they count each unifex
cube.

(8) Olivia: “Okay, now you (looking at Miles)
are going to count with Chiara (takes three more
unifex cubes from Miles and adds to the columns
of cubes). And I'm going to leave these here
while | answer this question, okay?” (Looks at
board and begins to answer the question in sen-
tence form on a piece of paper while Miles and
Chiara count.)

(9) Olivia: Begins to count out loud with them
and then stops. “Wait. I'm going to count them all
first” (counts silently to 30).

(10) Chiara: “We have thirty one or thirty two.”

(112) Olivia: “No, count with me. 1, 2, 3 ... 27,
28, 29, 30. 30. The answer is 30.”

(12) Miles: Watches as Chiara and Olivia
count, and as Olivia writes the answer on her
sheet of paper in a sentence.

This transcript excerpt highlights therich
nature of the apprenticeship and the partici-
pation of the group members—both verbal
and nonverbal participation. In this particu-
lar interaction, Olivia, the “expert” guides
the novices by marking critical features of
the activity in the following way: moves the
unifex cubesinto columns (strategy to make
it easier to count); demonstrates a strategy
to count out loud as she touches each cube
to represent a number; repeats the strategy
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when the“novices’ come up with thewrong
answer. In this apprenticeship interaction,
and countless othersthat were observed, the
route to the participation is in the appren-
ticeships. That is, through children’s guided
participation in cultural activitieswith more
skilled partners, the cultureis reproduced or
transformed. Children re-create culture as
they learn to participate in practice, and as
they participate they get better and better at
doing things that resemble those of more
experienced members of their culture.

Intervention practicesin everyday
cultural activities

Central to the theory of apprenticeship is
the idea that children’s participation in cul-
tural activities with the guidance of more
skilled partners (e.g., teachers, clinicians,
peer experts) is necessary in order to inter-
nalize the tools for thinking. These toolsfor
thinking are embedded in learning opportu-
nities and allow practice of these skills in
everyday sociocultural contexts. One such
context is problem-solving as it is embed-
ded in the cultural context of mathematical
activities in classrooms. Processes of stu-
dent learning in apprenticeship activities
need to be described in ways that shape our
understanding of the relationship between
cultural activities and children’s cognitive
activity; provide an account of the organiza-
tion of these activities as they are jointly
produced by the teacher (expert) and nov-
ices (children) in the classroom, and de-
scribe how these cultural tools are inte-
grated in the curriculum.

One cultural tool that children learn about
in an elementary math curriculum is
measurement. The following activity in a
multi-age classroom (Kindergarten through
second grade) is used to highlight the ap-

prenticeship and participation of childrenin
activities that relate to their everyday expe-
riences and routines. Students were asked to
examine the practices of their everyday
lives in measurement, and were then asked
to work in groups to describe and define
measurement in the context of an activity
created by the teacher where students have
large tubs of milk and areto figure out cups,
pints, half-gallons, and gallons. For ex-
ample, when describing liquid measure-
ment, the teacher described the history of
measuring liquid, and the tools that were
used to measure a half-gallon of milk or a
galon of milk. The teacher asked students
to describe the routines of buying liquid—in
this example, milk—and to think about how
they would know that the half-gallon of
milk in their grocery cart was a measured
half-gallon. The following sample excerpt
describes an interaction between an expert
(teacher) and a novice (student) and awin-
dow into the moments of learning in the ap-
prenticeship that are taking place:

Episode 27: 18-22:D6

(1) T: If the pattern is true how many cups will
it take to fill half a gallon? Cause that's the next
biggest container.

(2) J: Eight cups.

(3) T: So you double six and you get eight?

(4) J: Seven.

(5) T: Do you double six to get seven? What
happened when you doubled three?

(6) J: Three—you get six.

(7) T: What happens if you double six?

(8) J: You get 12.

(9) T: So you think .. . .

(10) J:12.

(12) T: A half gallon is 127?

(12) J: Nods head yes.

(13) T:(Looks to the group of students.) Jules
speculated on something. Jules, share your
thinking. Jules has something to say.



(14) J: 1 think you double it. Because like the
last two times it was three and the time after that
it was six and then it's like three plus three is six.

(15) T: So, based on your pattern, how many
cups do you think it will take to fill the next largest
container?

(16) J:12.

This interaction demonstrates the guided
participation of the expert in thisapprentice-
ship. The transfer of responsibility for the
problem-solving was established through
“co-narrations” with the novice through
verbal and nonverbal discourse. As Wertch
(1979) states: “These responsibilities were
formerly divided between the adult and
child, but now they have been taken over
completely by the child.” (pg.18). Inthisin-
teraction, you can “see” the construction of
solutions embedded in the participation of
the expert and novice. The novice beginsto
“internalize” the cultural tools and rules of
mathematical thinking. The expert sets up
the idea of a pattern for the novice saying
“Do you double six and you get eight?’;
“What happened when you doubled three?’;
“What happens if you double six?” By the
end of thisinteraction, the apprentice begins
to internalize the pattern “I think you double
it” as a result of shared thinking in the re-
peated practice of the activity.

An expert-novice dyad

Another interaction depicted below describes
the familiar cultural activity of grocery shopping
and an expert-novice dyad of a mother and her
nine-year-old daughter. The transfer of learning
appears as the expert structures a situation that
provides the novice with access to observe and
participate in a culturally valued skill—figuring
out cost of items per pound.

Mother: Should we get some bananas?

Ruthie: Okay.

Mother: Why don’t you go see how much the
bananas are?
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Ruthie: Walks toward bananas and begins to
look around for a price and looks over at her
mother shrugging her shoulders.

Mother: (watching daughter from the shopping
cart, and moves closer) Can you see how much
they are?

Mother: (points to a sign at the top of the
stand) See the sign at the top? What does it say?

Ruthie: (looks at the sign at the top). Twenty
cents.

Mother: It is twenty cents a pound (empha-
sizes a pound).

Mother: | haven't seen an ad like thatin a long
time. So you think we need two?

Ruthie: Yeah, so it is 40 cents.

Mother: It's 40 cents a pound. It's more than
40 cents. You pay 20 cents for each pound. We
have 4 1/2 pounds (points to scale). For each
pound you pay 20 cents, so if you have 4 pounds
you say four twenties.

(12) Ruthie. Oh. (walks over to the shopping
cart as she helps push the cart, and begins to
count out loud). Oh, | get it now: 20, 40, 60, 80.
Eighty cents.

Mother: They are about 80 cents.

Ruthie: It's not very much.

Mother: No it's not. It's usually 33 or 36 cents a
pound, so it's quite a bit less.

This interaction between a mother and
child, could also be characterized as an in-
tervention in everyday practices—Ilearning
to use cultural tools (using a scale to define
pounds and mathematicsto determine price)
in a culturally relevant activity (grocery
shopping). The mother in this activity re-
cruited her daughter into the activity of
looking for the price per pound, weighing
the fruit, defining the actual cost of thefruit,
and comparing the cost to past pricesin or-
der to define a value for the food. All of
these cultural values and beliefs are embed-
ded in the context, and explicated in the dis-
course of the apprenticeship. The transfor-
mation of skills is established in the
collaborative interactions, and depicts ap-
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prenticeship as an intervention negotiated in
the social interaction.

Intervention practices as
apprenticeships

The notion of apprenticeship isnot an un-
familiar metaphor. Apprenticeships have
been described universally (e.g. Greenfield
& Lave, 1982; Rogoff, 1986; Chaiklin &
Lave, 1993) where the process of learningis
divided into steps and provides guidance in
the context of joint participation in the ac-
tivity. Consider the steps involved in ap-
prenticeships of tailors. The novice tailor
beginsin areverse order by first learning to
sew simple garments (sewing buttons, hem-
ming) and next learns to cut the garments:

Reversing production steps has the effect of fo-
cusing the apprentices' attention first on the
broad outlines of garment construction as they
handle garments while attaching buttons and
hemming cuffs. Next, sewing turns their atten-
tion to the logic (order, orientation) by which
different pieces are sewn together, which in turn
explains why they are cut out as they are. Each
step offers the understated opportunity to con-
sider how the previous step contributes to the
present one. (Lave, 1988, p.4).

The structure of the tasks provided the
opportunity for the apprentice or novice to
observe the next step carried out by the ex-
pert, while participating in the steps that are
less complex. This account emphasizes the
active role of the apprentice in learning in
practice, while also participating in the ac-
tivity. While this account describes adult
apprenticeship, it is consistent with
Rogoff’'s (1990) account of children’s ap-
prenticeship in thinking, “children’s active
learning in the context of sociocultural ac-
tivity, with the guidance of more skilled
partners.” (p. 91). Thisemphasiscan also be

considered in intervention activities. That
is, in intervention tasks, the structure of the
tasks should be designed to engage the par-
ticipation of a novice apprentice (client) in
an activity while the expert master (clini-
cian) carries out the more complex aspects
of the task. The following transcript excerpt
isaclinician with an eight-year-old child in
a session where classroom math tasks have
been used to facilitate and bridge verbal
problem-solving skills. This excerpt delin-
eatesthe way in which the expert guidesthis
child (asan apprentice) in an activity that he
clearly could not carry out without the par-
ticipation of an expert other:

Clinician-Student Apprenticeship:
Episode 17:41-21:19

(1) Clinician: We have to figure out what to do.
Let's say we want to have a party, and we want to
have cookies and milk for everyone. How would
you figure that out?

(2) Jacob: | don’t know.

(3) Clinician: How about if you decide how
many people you want to have at the party?

(4) Jacob: | want to invite six people to my
party, and | want them to have two cookies each.

(5) Clinician: And besides the cookies, what
else do you need to be thinking about?

(7) Jacob: Oh, yeah. Milk. | guess they can all
have one glass of milk.

(8) Clinician: Uh huh.

(9) Jacob: So, now what do | do?

(10) Clinician: Well, how will you decide on the
milk?

(11) Jacob: Huh?

(12) Clinician: Milk is sold in a quart or a half-
gallon, or gallon, right? So what will you need to
think about if you want six people to have one
glass of milk?

(13) Jacob: | have no idea. Let me think. Um,
um, how many cups are in a gallon?

(14) Clinician: Ten cups. See? (Points to
chart.) Look at the chart to help you remember.

(15) Jacob: Okay, | need a gallon of milk and
then | guess I'll have some left over.



(16) Clinician: And, what about the cookies?

(17) Jacob: Well, | want everyone to have two
cookies, and six plus six is twelve. So, is one
package enough?

(18) Clinician: What do you think? Do cookies
come in different kinds of packages? If you look
over at the chart we made, it looks like the large
package has 15 cookies.

(19) Jacob: Yeah, so | guess I'll just get the
biggest package, and | think | will have some left
over, right?

(20) Clinician: Well, one strategy would be to
write it all down and so you can see what you
have. Do you want to try that?

(21) Jacob: Nods head (yes) and begins to
write.

A sample of this student’ s work from the
session described in the problem-solving
transcript is depicted in Figure 2. The child
was able to begin to organize the problem
on paper with the guidance of the expert in
order to participate in the task.

In this interaction, the clinician provides
many other-regulated strategies, and takes
most of the responsibility for the problem-
solving task (e.g., recruits him into the ini-
tial task responsibilities). “How about if you
decide how many people you want?’; helps
him think about portions for the party such
as “So what will you need to think about if
you want six people to have one glass of
milk?’; helps the novice use toolsin the en-
vironment as guides, “Look at the chart to
help you remember,” or “One strategy
would beto writeit all down so you can see
what you have.” While the expert was pro-
viding and marking critical features of the
task, the novice was responding to the strat-
egies provided, and used each interaction as
a step to completing the task. A sample of
this student’s work from the session de-
scribed in the problem-solving transcript is
depicted in Figure 2. The child was able to
begin to organize the problem on paper with
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Figure 2. Student problem-solving: Other regula-
tion.

the guidance of the expert in order to partici-
pate and regulate the task demands. A later
sample of this student’s work on similar
verbal problem-solving tasks is depicted in
Figure 3. Several weeks later, after repeti-
tion of the task goals, more of the responsi-
bility of the task could be transferred to the
child, and his ability to problem-solve both
verbally and mathematically transformed.
While previous session interactions de-
picted a path where the student was pro-
vided assistance by the expert, in this writ-
ten example there is a quaitative shift: the
child took on more responsibility for the
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Figure 3. Student problem-solving: Self-regulation.

written task, and provided self-assistance
and self-talk to accomplish the tasks of the
activity while under the guidance of the ex-
pert clinician.

MOMENTSOF INTERVENTION IN
CULTURAL ACTIVITIES: A
QUALITATIVE PATH ANALYSIS

One significant purpose in using a socio-
cultural framework for intervention is to
document the process of transfer and trans-
formation of skills. That is, measuring shifts
in the level of assistance provided from the
expert to the novice. The dippery slope of
measuring intervention has often led clini-
cians to think about measuring product out-
comes (such astabul ating frequencies of oc-
currence) rather than also measuring
process as an outcome. One way to measure

process is to examine qualitative shifts in
dynamic intervention interactions using
Vygotsky's (1978) zone of proximal devel-
opment (ZPD). Vygotsky defined the ZPD
as “the distance between the actual develop-
mental level as determined by independent
problem-solving and the level of potentia
development as determined through prob-
lem-solving under adult guidance or in col-
laboration with more capable peers.” That
is, with the assistance of an expertinthein-
teraction, a novice might be able to solve a
problem that without the collaboration and
working individualy may not have solved
at all, or with less complexity. The focus
becomes on the novice's potential develop-
ment in the interactions.

In order to operationalize the ZPD, Tharp
& Gallimore (1988) used the work of others
who defined the importance of structuring
situations of assistance (Rogoff, 1986) and
structuring teaching situations into sub-
goals (Saxe, Gearhart, and Guberman,
1984) to create a graphic representation of
the stages of the ZPD (see Figure 4). This
representation allows an expert to visually
represent the goals of the task, and at the
same time “see” where the noviceis having
difficulty or success in the task activity.
Moreimportantly, it allowsthe expert to ad-
just the task difficulty or complexity based
on the participation of the novice.

Four stages are described in the ZPD in
the representation described by Tharp and
Gallimore (1988) in Figure 4. Stage | in-
cludes assistance by others or what is re-
ferred to by Vygotsky as “buds of develop-
ment.” In this stage, an “expert” can be
parents, teachers, peers, coaches, clini-
cians—anyone with expertisein the activity
and recruits the novice into the activity. For
example, in ajoint puzzle-solving activity
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Figure 4. Stages of the zone of proximal development. Source: Adapted with permission from R. Tharp & R.
Gallimore. Rousing Minds to Life: Teaching, Learning, and Schooling in Social Context. p. 37. © 1998. Cam-

bridge University Press.

the child can use discourse exchangesto ask
for strategic direction such as “Where does
this piece go?’ or for the expert to provide
direction in an exchange such as“First, find
all the pieces with a straight edge.”

In Stage 11 the novice carries out a task
without assistance from others; however the
task performanceisnot fully internalized. In
thisstage, novicesbegin to use“ self-talk” to
guidetheir activity in the task. For example,
in this stage, the novice might say out loud
“I need to find the pieces with the straight
edge” asastrategy to get started on apuzzle
activity. In this stage, it is the “passing of
control or assistance from the adult to the
child, from the expert to the apprentice.
What was guided by the other is now begin-
ning to be guided and directed by the self”
(Tharp & Gallimore, p. 37). In Stage Ill,
performance becomes automatic and inter-
nalized. Vygotsky calls the internalization
of activity “fruits of development”; that is,
goals are transferred and transformed. In
this stage the novice would be able to com-

plete the puzzle with internalized trial and
error strategies without assistance from the
expert. Stage |V is considered to be the re-
cursive stage of development. That is, nov-
ices are now experts and completely self-
regulated. Experts in this stage might use
the*voicesof mind”; that is, the voice of the
expert or tutor when providing assistance to
others, and when restoring or refining com-
petence in the maintenance of a skill. For
example, an expert might try to complete a
puzzle with more complexity, but can recur-
sively use prior strategies in prior stages to
make a recursive loop in internalization of
the skill.

Understanding the pedagogical rule of
ZPD iscritical: that is, assistance that is be-
yond the novice's understanding is not ef-
fective and can disrupt the learning process,
and assistance that is not necessary can also
disrupt and interfere with the learning pro-
cess. Responsive assistance is “assistance
[that] is offered at points in the ZPD at
which performance requires assistance.
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Careful assessment of the child’s abilities,
relativetotheZDP. . . isaconstant require-
ment for the teacher” (Tharp & Gallimore,
pp. 41-42).

The stages of the ZPD as conceptualized
by Tharp and Gallimore (1988) providerich
territory for clinicians to begin thinking
about the four stages of other-regulation to
self-regulation as a launching point to pro-
viding descriptive data for developing, ad-
justing, and revising goals in intervention.
The shaded areas added to the ZPD path are
areas that are critical for clinical interven-
tion. That is, clinicians should think care-
fully about the kinds of activities, tasks, and
goals that shift the novice's abilities to
move to the next stage of development. The
gray areaisthefertile ground for rethinking
goals and strategies. The capacity of learn-
ersin movement between stagesisfluid and
recursive. When tasks are not responsive to
the child’ s ability level, practices do not be-
come internalized and do not become recur-
sive. Thismodel represents a paradigm shift
both theoretically and conceptually, and
urges experts (e.g., clinicians) to engage in
self-reflection in the joint participation of
clinical interaction.

The following are several general strate-
gies which serve as launching points for in-
tervention embedded in sociocultural learn-
ing:

 Use the metaphors of scaffolding, the

ZPD, apprenticeship, and guided
participation to operationalize the
stages of other to self-regulation, the
transfer of learning, as well asthe
qualitative shiftsin clinical interac-
tions.

 Adjust levels of scaffolding and verbal

mediation based on task responses:
devise levels of assistance, vary forms

of mediation (e.g., direct requests,
prompts), and describe the role of
apprenticeship in clinical interactions.

* Target the transfer of task responsibil-
ity by seizing the meaning in the data.
That is, use evidence of skill change
in the ZPD to shift the goals of the
task. Document shiftsin other to self-
regulation, internalization of a skill,
and justification for task adjustment.

» Document change and variability in
skill transformation in both qualitative
and quantitative domains.

* Describe data about strategies that are
and are not utilized to gain accessto
responsive assistance strategies,
innovations that occur following
successes and failures, and motiva-
tions for strategy construction.

Making the transformation from examin-
ing everyday cultural activity in apprentice-
ships to clinical apprenticeships is neces-
sary in order to understand the embedded
nature of culture, development, everyday
activity, and intervention practices. Thefol-
lowing example is an intervention path
analysis using the stages of the ZPD with an
apprentice. The path of transformation was
designed to increase the novice's use of re-
questing (this novice was using requesting
behavior at the onset of the goal; however it
was used inconsistently). For this activity,
reguesting in each phase was documented
over a three session period using frequen-
cies (as one documentation of change) as
well as qualitative analyses of both the cli-
ent and clinician discourse. As an example
of using this framework to guide interven-
tion shifts, Figure 5 depicts the phases of
skill transformation for this child.

Overal, there were 15 opportunities pre-
sented for the novice to request in activities
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Figure5. Paths of skill transformation.

developed. The following example high-
lights the incremental changes from one
stage to the next that is documented by the
expert, and provides both quantitative (e.g.,
frequency of responses) and qualitative
(e.g., descriptions of responses) data as evi-
dence of the process of changein the skill of
the novice. The practice highlighted in this
approach is that the process is the product:
the expert (or clinician) focuses on the pro-
cess of change (i.e., the transformation of
abilities) rather than on the product of
change (i.e., adesignated skill ability).

In Figure 5, several events are reported
for each stage of development. In Stage |,
most of this activity was directed by the ex-
pert (e.g., “If you want juice, you need to
ask.”; “l know you want to draw, and | have
lots of markers—you could say ‘I want
markers'™) all designed to bejoint participa
tory and reciprocal interactions that define
apprenticeship. Once the novice was re-

cruited into the activity at least athird of the
time, the assistance was modified to the next
stage. The expert should decide what evi-
dence (e.g., frequency of responses, quality
of responses) is sufficient to provide and in-
troduce opportunitiesin the next stage of the
novice' s zone of proximal development.

In Stage 1, the novice was given opportu-
nitiesto use self-talk described in Stage | by
the expert. In this second stage the novice
began to use utterances such as “l want
juice”; “1 need the red marker”; “ Please get
me more paper.” Once these skills were
documented in the opportunities providedin
Stage 11, activities designed for transfer of
skill in Stage 111 were designed. In this
stage, the novice began to request consis-
tently in contexts provided. That is, the nov-
ice initiated utterances without other-di-
rected expert prompts. For example, when
the novice sat down at the table for an activ-
ity, he stated “| feel like drawing a picture
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Using apprenticeship to

understand . . . cultural practicesin
thiskind of intervention practiceis

a...sensible way to understand the
process of skill transformation.

today”; “Your markers don’'t work—you
need new ones.” These utterances types
document the shift not only in the frequency
of responses, but in the quality of the re-
sponses. The novice demonstrated his inter-
nalized understanding of the context of the
activity structure that was not dependent on
structure imposed by the expert.

In Stage IV the novice used requesting
skills in many contexts, both familiar and
unfamiliar. For example, his family re-
ported that he requested particul ar activities,
food, drinks, and objectsin avariety of con-
texts, and with avariety of family members,
peers, and adults. These exemplars were
documented by the family using structured
diary entries designed by the expert to high-
light exemplars of the novice's skill trans-
formation in the context of apprenticeship.
Using apprenticeship to understand the con-
struction and transformation of cultural
practices in this kind of intervention prac-
tice is arich, dynamic, sensible way to un-
derstand the process of skill transformation.

THE EFFICACY OF THE
SOCIOCULTURAL APPROACH: THE
FUTURE OF APPRENTICESHIP ASA
CLINICAL INTERVENTION
FRAMEWORK

The sociocultural approach has been ex-
plored in this article as a way to rethink

clinical intervention. Intervention can be de-
scribed in context, in asocia milieu, and in
participation with others. In this kind of
reciprocal participation, the individua rep-
resents a changing relationship in perfor-
mance from other-regulated to self-regu-
lated activity. This transfer of knowledge,
skills, and cultural toolsisaprocessthat ex-
amines skill transformation rather than skill
acquisition. Thistransformation of skill and
ability occurs in the context of guided par-
ticipation with more capable others and an
apprenticeship is co-constructed. Rethink-
ing clinical interaction as an apprenticeship
creates opportunities for the interactions to
be dynamic, process oriented, and devel-
oped incrementally. Documenting incre-
mental steps of regulation isthe hallmark of
intervention practice: generalization and
skill transfer. A paradigm shift is to think
about intervention as a dynamic, recursive
process where internalization of skillsisthe
cultura goal.

The documentation of the process of in-
ternalization is possible using an opera-
tional framework of the ZPD and described
by Tharp & Gallimore (1988). Whilethisis
afirst, albeit a genera attempt to examine
stages in the ZPD, it is a pivotal point for
thinking about clinical intervention in apar-
ticipatory framework. Strategies and goals
in this framework are co-constructed, nego-
tiated and instantiated in social interaction.
Using everyday cultural activities in inter-
vention practices makes the interventions
relevant, meaningful, and enhances the
transformation of the skills created in the
apprenticeship. Several examples of ap-
prenti ceships were highlighted: peer expert-
novice interactions, teacher expert-student
(novice) interactions, clinician expert-nov-
ice (client) interactions, and mother expert-



novice (child) interactions. These appren-
ticeships might all be characterized asinter-
ventions occurring in relevant developmen-
tal and cultural contexts. By focusing onthe
process of intervention, we can develop co-
gent culturally embedded strategies, relate
activities and skills in meaningful contexts,
and describe contingent social interactions.
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