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Sociocultural theories oflearning treat social interactions as the crucible in which
individuals learn and construct the traditions of their cultural communities (Cole,
1996; Lave & Wenger, 1991; Rogoff, 2003; Vygotsky, 1987). Yet, a challenge for research’
on learning in social contexts is to develop methods to code between-person engage-
ment explicitly. Instead, many studies of social interaction have limited coding to a fo-
cus on the isolated behaviors of individuals. For example, studies code the number of
questions asked or statements made by an adult, which they relate to separate codes of
the number of words spoken or errors made by a child with whom the adult was inter-
acting. The relations among such individual behaviors are examined-fater statistically
or simply speculatively as researchers generate interpretations of the data in their dis-

cussion section in an attempt to make sense of isolated ‘variables’ that have been re-

moved from meaningful interpersonal context (Rogoff & Gauvain, 1986). Such coding
that breaks down social interaction into a focus on individuals’ acts in isolation from
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other individuals’ acts does not directly address the dynamic intersubjective aspects of

emerging shared meaning and purposes in group interaction. As a consequence, the
coding may not actually address a study’s social interactional guestions.

Our research team’ has been developing coding schemes that focus directly on
shared engagement among people, examining both the emerging group processes and
the contributions of individuals t them. We describe a method of creating coding
schemes to examine multiple cases with sufficient precision that different observers can
use the schemes with agreement. Qur team’s method combines the strengths of qualita-
tive and quantitative analyses by abstracting ethnographic accounts of a few cases to ex-
amine patterns numerically across cases in a way that maintains fidelity to meanings of
individual cases. This approach has yielded several ways of explicitly examining individ-
uals’ contributions to shared endeavors as well as the overall form of group engagement.

Moving beyond the limitations of coding isolated behaviors of individuals as if
they were independent of each other has been difficult in part because the field has
tended to pit qualitative analyses of ‘meaningful’ social events against quantitative
analyses of ‘objective’ individual behaviors. This unnecessary dichotomy has made it
difficult to address the sharedness of people’s contributions in shared endeavors.

From the sociocultural perspective from which our research team works, the aim
is to investigate people’s mutually constituting contributions to social events as they

_build on their own and each othet’s prior contributions. We argue that coding schemes

should focus directly on the interactive processes about which researchers want to
learn if video studies examine questions of social engagement, intersubjectivity, or mu-
tuality. Coding schemes can directly examine the interrelated processes of group en-
gagements (such as how several people collaborate) or contributions of individuals to
emergent social events (suchas how one person manages another’s attention to an ob-
ject during a lesson).

‘This often means that coding schemes require interpretation on the part of cod-
ers. However, these interpretations can be cross checked through use of precise defini-
tions and through examination of intercoder reliability. This seems like a more
responsible and replicable way of examining social interaction patterns, via explicit
checking of the views of several observers, than to leave the interpretation of the rela-
tion among coded separate individual behaviors to discussion sections, where au-
thors’ interpretations cannot be explicitly checked.

‘This chapter describes a process for combining the strengths of qualitative and
quantitative analyses to examine patterns of shared engagement across cases. We de-
scribe our research team’s approach to examining mutually constituted social interac-
tions by demonstrating how we develop coding schemes through recursively cycling
through various phases of abstraction: -

« developing and honing research questions based on the initial focus of the
research, o :

+ abstracting ethnographic descriptions of participants’ engagements in the
activities seen in single cases, and

*Fhe research team extends béyond the three authors of this chapter to include several ‘gen-
erations’ of graduate students and postdoctoral fellows working with Barbara Rogoft.
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* c¢reating and fine tuning coding schemes to apply across multiple cases by
abstracting coding categories that retain meanings fitting individual cases.

Using the emerging coding categories on multiple cases then permits graphical and
quantitative comparisons across cases, helping researchers to discern differences and
similarities in interactive processes across cases and cultural communities (or other
compdrative questions) in ways that maintain fidelity to the meanings of individual cases.

Unlike individualist approaches, our approach to development of coding

. schemes addresses both the contributions of individuals to shared endeavors as well as
the overall form of shared endeavors themselves. A focus on shared or group processes
does not preclude attention to individual contributions—indeed, attending to individ-
ual contributions is necessary for the examination of shared or group processes. In this
approach, individuals’ contributions are viewed as they relate to the contributions of
other people, not analyzed as if each individual were acting in isolation.

Using this approach to coding, our research team has investigated similarities
and differences across cultural communities in how childrery’s learning is organized.
For example, the research team has examined the organization of mothers’ and tod-
dlers’ interactions as they explored novel objects in four cultural communities (Rogoff,
Mistry, Goncil, & Mosier, 1993), patterns of working together among children from
U.S. schools that differed in collaborative practices (Matusovl,-' Bell, & Rogoff, 2002),
parent volunteers’ ehgagement with children in science activities in a cooperative U.S.

~ school (Matusov & Rogoff, 2002), and group coordination among Guatemalan Mayan
mothers varying in schooling experience as they constructed a puzzle with related
children (Chavajay & Rogoff, 2002). ' :

In what follows, we describe the process of creating coding schemes to examine
mutually constituting social interactions, by abstracting coding categories that permit
comparative, numerical analysis across multiple cases from ethnographic descriptions
of cases considered one at a time. We begin our description by first emphasizing the im-
portance of focusing and shaping the research question.

WHAT IS THE RESEARCH QUESTION? FOCUSING THE RESEARCH
- QUESTION AND CODING SCHEME ‘ '

Key to the process of developing a coding scheme is using the study’s working

question to guide decisions about what categories should be coded, and how. Without

continual reference to and honing of the central research questions, coding schemes

run into a number of dangers—especially the risk of trying to capture everything that

- happens (rather than to focus) and the risk of examining arbitrary variables thatdonot T

address the purpose of the research. _ ™
Astudy’s research questions may at the outset be rather general, sketching a domain

of inquiry that is vague but still useful to guide decisions regarding the coding scheme. For

example, Rogoffet al. (1993) began a study in four cultural communities with the broad re-

search question “What culrural variations and similarities occur in the ways that mothers

aid toddlers in problem solving?” Such a broad question provides researchers a general fo-

cus with latitude that helps them keep an open mind 1o relevant (and sometimes unex-

' pected) aspects that may appear in their observations of the video data,
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In writing and discussing ethnographic accounts of interactions in specific cases, |
more focused empirical questions may be crafted that address the broader research
question, and these more focused empirical questions may serve as drafts for deriving
coding categories. For example, one question that Rogoffet al. (1993) derived from the '
process of analyzing the video cases ethnographically was “How do mothers motivate

‘toddlers’ involvement in the activities?” when they noticed that the mothers varied in
use of mock excitement or praise with their toddlers. This distinction eventually be-
came 2 coding category with a precise definition for the final coding scheme.

In several research projects, we have used a “focusing exercise” to bring to the
foreground the specific questions that are of most immediate relevance to the broader
research question and to articulate the corresponding video evidence that would be re-
quired to address them. We show a draft of a research team’s engagement in a focusing
activity for a study that examined how learning/teaching processes occurred among
European American middle-class adult—child dyads varying in experience with com-

_puter games (Angelillo, Rogoff, & Tudge, 1997). The focusing exercise in Table 12.1
built on earlier coding schemes developed by Matusov, Bell, and Rogoff (2002) and
Matusov and Rogoff (2002).

TABLE 12.1
Focusing Exercise

Main Motivating Specific Empirical

Research Question  Questions Operationalized Categories
How does the “Intersubjectivity (exteht Collaborative (building on each other’s
teaching process of shared thinking) ~  ideas)
“differ with child - : Division of labor (turn taking; separation
versus adult . : ' . of roles)
“experts”? ) : E Little to no contact of ideas
. Leadership roles . Muiual (community of learners)

Didactic (expert run)
Laissez-faire (novice run)

| How does the novice Obeys expert
contribute? Ignores expert
Explores on own
Draws out expert
Reminds expert of need for novice to learn

Is there guidance from - Explanation out of context
the experi? Conversation while collaborating
Test questions

What could Iearner have  Goals of game
learned from Broad strategies (with purpose beyond
guidance? . immediate decision)
Local strategies
Just local moves

How well do they play?  Superficial understanding throughout
' Some progress
Great progress
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- The process of creating this table helped the research team to cull some aspects
of the dyads’ interactions that would not address empirical questions related to the
main motivating research question (although they might be of interest for some other
‘questions). The process of proposing preliminary definitions for-the operationalized
categories helped the team focus on the specific aspects of the data to be investigated
and to cull categories that overlapped or appeared uninteresting once they were
‘closely examined. This table shows a stage in which the categories that the research
team considered were sorted into six. empirical questions—which was still overly
ambitious for a single study. _

In engaging in the recursive cyclical process of honing the research questions and
the coding scheme in various studies, our research team has found it useful to ask our-

* selves periodically whether the draft coding scheme allows us to make conclusions re-
garding the question under study We try to think zhead to potential statements
summarizing the findings of the study, and without prechuding the specifics of the find-
ings, we ask ourselves whether the aspects of the activity that our coding examines will.
allow us to speak to the topic about which we want to learn enough to make conclu-
sions. In addition to continually checking that the coding categories address thé over-
arching research question, it is also essential to use the codmg categones derived from
the wdeo data to hone the question itself.

'One way to check the appropriateness and clarity of the corre_spondence
between the research questions and coding categories is to pay attention to the confu-
sions of coders-in-training and to anticipate concerns of reviewers. The new perspec-
tive offered by coders who are unaware of hypotheses of the study helps not only to
articulate the definitions of coding categories but also clarifies the overall coding
scheme. The coders’ confusions and questions highlight areas of vagueness, overlap,
and lack of clarity of purpose in the definitions. Artending closely to these ‘glitches’

provides crucial information that may help to simplify and focus the study when, for ex-
ample, it becomes clear that two categories are difficult to distinguish and may need to
be combined or new categories need to be added to better capture aspects of interac-
tive processes that are the focus of the study. It is helpful to think of the coders as
stand-ins for eventual readers, to whom our coding categories will also need to make
sense. '
'Inthe next section, we illustrate this approach to analyzing video data by present-

' mg how Rogoff et al. (1993) studied mothers’ and children’s contributions to shared

problem solving in four cultural communities. :

CYCLING BETWEEN ETHNOGRAPHEC ANALYSIS OF CASES
AND NUMERICAL ANALYSES ACROSS CASES: AN ILLUSTRATION

We illustrate the process of integrating ethnographic analyses of single cases
- with quantitative analyses of multiple cases with a study that focused on cultural vari-
‘ation in mothers’ and toddlers’ contributions to distinct forms of guided participa-
tion, The study began with extensive ethnographic descriptions of interactions
- during visits to 14 families in each of four communities (Rogoff et al., 1993). The
- study eventually utilized dozens of precise coding categories to examine patterns
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across cases and across communities using case-based graphs and statistical analyses.
These quantitative analyses built on in-depth descriptive accounts (averaging about

30 pages each) of the emerging events that occurred across the 132 hour home visits
for each of these 64 cases. The analysis focused especially on how the mothers helped
the children figure out how to operate novel objects as well as how to handle prob-
lems with some familiar objects (such as getting arms through sleeves and opening a
cellophane cookie package).

Inbeginning to address their loose-starting question, “What cultural variations and
similarities occur in the ways that mothers aid toddlers in problem-solving?” the re-
searchers (Rogoff et al., 1993) had some idea of what to look for based on the literature
and on prior familiarity with the four communities. For example, they planned from the
outset to examine the extent of use of words versus nonverbal forms of communication.
However, the most interesting features of social interaction that they ended up coding
and publishing were ones that came to their notice through writing and discussing their
ethnographic descriptions of the videotaped interactions of each family visit.

Abstracting Descriptive Accounts From Raw Video Data

inthe descriptive accounts of each case, Rogoffet al. (1993) sought to capture the
communicative purposes and functions of the mothers’ and toddlers’ actions in rela-
tion to each other over the course of their interactions. These descriptions were not
merely transcriptions of participants’ words or accounts of their behavioral moves (al-
though these were included as relevant). Instead, the descriptions reported what the
participants said and did to portray how participants coordinated with each other in
accomplishing what they did. Here is a sample fragment of the descriptive account
from the visit to a 21-month-old middle-class European American child and his family.
As they examined a difficult-to-open jar with a peewee doll inside,

Sandy’s mother held the jar up and chirped excitedly, “What is it? What’s in-
side?” and then pointed to the peewee doll inside, “Is that a little person?” When
Sandy pulled down on the jar, she suggested, “Can you take the lid off?”

Sandy inspected the round knob on top and said “Da ball.”

“Da ball, yeah.” his-mother confirmed. “Pull the lid,” she encouraged, and dem-
onstrated pulling on the knob, “Can you pull?” Sandy put his hand on hers and
they pulled the lid off together triumphantly. “What’s inside?” asked his mother,
and took the peewee out, “Who is that?”

Although the researchers began the process of describing the events with a for-
-mat that used one column for the mothers’ moves and a second column for the child’s
moves, they found that the meaning of the events was usually better captured by not
trying to isolate one partner’s moves from the other in such an extreme way. Rather, the
participants’ moves could be described with respect to others’ contributions in 2 more
integrated fashion. The researchers tried to write the descriptions in ways that some-
_ one not present could visualize the events that transpired, or even re-enact them (see

‘Rogoff et al., 1993). '
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Abstracting Coding Categories From the Descriptive Accounts

During the ethnographic analysis, Rogoff et al. (1993) became aware of similari-
ties and differences across all four communities in efforts to bridge between-the tod- -
dlers’ and mothers’ understandings of the situation and to structure the toddlers’
involvement. For example, they noted striking variations in:

_* How mothers and toddlers used language (to give vocabulary lessons or to
. communicate needed information for shared endecavors);
* How mothers and toddlers attended to ongoing events (simultanecusly, in
alternation, or even apparently unaware);
* How mothers maintained readiness to assist toddlers;
* Howtoddlers engaged as members of the group rather than only dyadically or solo;
» How mothers handled toddlers’ insistence or refusal to follow the mother’s
suggestions (by mothers insisting on their own agenda or by allowing the
* event to follow the toddler’s agenda). '

Through the abstracted ethnographic analyses and associated discussion of what
the researchers discerned in their descriptive accounts of the video cases, Rogoff et al.
" +(31993) began to establish a rough draft of their coding scheme, and then elaborated
precise definitions that could be applied across cases and communities. Without the
ethnographic analyses, they would have focused: only on the categories with which
they had begun the study. (The researchers also analyzed and reported those catego-
ries, vielding some interesting information, which was not as productive as the catego-
ries that emerged from the ethnographic analysis.) '

The research team’s discussion of the patterns that seemed to emerge from the
descriptions was an ‘essential part of the process (along with exploration of the pat-
terns in a preliminary chapter focusing on the ethnographic data: Rogoff, Mosier,
Mistry, & Gdncil, 1989). The words that the researchers used with each other to try to
describe the patterns yielded preliminary ways of describing the coding categories to
use to check their impressions systematically across cases and across the four commu-
nities. For most of their impressions of the patterns, the preliminary versions of the
coding categories required honing to capture the precise meaning so that several of
the researchers could look at the same stretch of tape and agree on whether or not they
saw the phenomenon in question. :

The researchers continually checked their developing coding categories against
specific cases, to see whether the categories were capturing what they wanted to ad-
dress and to make sure they were not introducing misleading contrasts at the same
time. They sought categories that would seem “fair” in describing each case, and not
- impose a meaning on other cases that twisted what was going on.

- Employing Graphical and Other Quantitative Comparisons Across
. Multiple Cases

" Quantification of the video data through use of a precise coding scheme permit-
ted the use of graphical as well as descriptive and inferential statistical analyses that re-
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These graphs make clear that although there is variability within each community, the
ranges barely overlap—for example, the San Pedro mother who used the least simulta-
neous attention was at the same level as the Salt Lake mother who used the most simulta_-

neous attention. « S e -

Rogoff et al. (1993) employed statistical comparisons primarily to check
the strength of the patterns discovered in the graphical analyses. The statistics
provided confirming support for the strongest patterns in the graphs and pro-

_vided a cut-off for eliminating discussion of marginal patterns. They were also
useful for communicating the extent of the patterns to the readers of the result-
. ing monograph.

USING DIAGRAMS TO CODE SOCIAL ORGANIZATION
OF GROUP PROBLEM SOLVING '

Building on the Rogoff et al. (1993) study, our research team sought ways of
examining the extent to which people solving a problem together actu ally think to-
gether. The coding categories of Rogoff et al. (1993) focused on the contributions
of individuals to shared endeavors, but we wanted also to examine the group pro-
cess itself, as people engage in shared problem solving. We drew on literature that
provided some guidance for explicitly examining intersubjective engagement
among participants (such as Bos, 1937; Gauvain & Rogoff, 1989; Glachan & Light,
1982) as well as ideas from the focusing exercise (described earlier) and coding
schemes regarding consensus and collaboration versus unilateral processes of

- problem solving, developed by Matusov, Béll,"and Rogoff (2002} and Matusov and
‘Rogoff (2002). ' : .
In the process of designing a study that we never carried out, a very useful
discussion took place among Eugene Matusov, Chikako Toma, and the three of
us as we contrasted coding approaches used in several of our team’s previous
studies. At some point, we began sketching little diagrams to illustrate the over-
all form of engagement of a group—how the group coordinated problem solv-
ing. These diagrams indicated the roles of each participant vis-i-vis the group’s
activity, not separately. At the time, the sketches were just for the sake of commu-
nication among ourselves, but a couple of years later, they turned into a reorga-
nization of how we code the mutually constituting con’tributi_ons of participants
in a shared activity. _ . o
The first full-blown use of diagrammatic coding was in Chavajay and Rogoft’s
(2002) study examining the social organization of problem solving among Guate-
‘malan Mayan mothers and children. Mothers varying in extent of schooling and
- three related school-age children were video recorded as they constructed a three-
dimensional totem pole jigsaw puzzle. To depict their most prevalent form of coor-
dination during each one-minute coding interval, Chavajay and Rogoff {2002) used
“bird’s cye view” diagrams that portrayec_l the extent and type of mutual engage- |
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ment in problem solving. Their system of diagramming--that served as an
‘ethnographic shorthand—included a number of conventions for visually convey-
ing who was involved with whom and how they were involved, such as acting to-
gether, observing, directing others, and playing a supportive role. We summarize
the simplified diagrams that were the center of the published findings. [A=mother;
1=oldest child; 2=middle child; 3=youngest child]

In shared multiparty engagement, all participants worked together in a coordi-
nated and fluid way, mutually engaged in the same aspect of construction {e.g., same
row of the puzzle). Some group members may have been in supporting or observing
roles, but all four needed to be involved in the same cohesive focus.

For example, the family group in Figure 12.2 is working together in “shared multi-
party engagement.” The mother is placing a piece of the puzzle on the toiem pole
“while her three sons are poised ready to help place the next pieces with her. One of
the sons helps hold the totem pole together in the process. This segment of shared

- multiparty engagement would be diagrammed as shown in Figure 12.3,

Figure 12.2. Example of shared muliiparty engagement. (Photograph copyrigh
1997 by Pablo Chavajay.} .

Figure 12.3. Diagram of shared
multiparty engagement show in
Figure 12.2.




12, EBxamining Shared Endeavors 199

Indivision of labor, participants worked on different aspects of the puzzie, occa-
sionally checking in with each other. A few of them may have worked together.

For example, the family group in Figure 12.4 is using “division of labor.” Mother
and niece are constructing the front side of the puzzle together, while the son is
constructing the puzzle from the ground up by himself, searching for his next
piece on the table. Adjacent to the son, the dau ghter is constructing the back side
of the puzzle on her own. This segment of division of labor would be dia-
grammed as shown in Figure 12.5. ' ' '

Figure 12.4. Exampie of division of labor. (Photograph copyright 1997 bﬁf Pablo
Chavajay.) =

Figure 12.5.  Diagram of division of labor shown in
Figure 12.4.

Inmother directs the children, the mother unilaterally and explicitly directed the

children, as a unit (like a teacher directing a class), to carry out specific aspects of puz-
zle construction, without conferring with them.

. For example, a mother describes the structure of the totem pole puzzle to the
children and tells them what pieces to find (see Fig. 12.6).




200 Angelillo, Rogoff, Chavajay

A\ 1

2 3

Figure 12.6. Diagram of mother directing children.

In noncoordinated engagement, not all four group members were jointly coordi-
engaged in puzzle construction.

nated with each other, aithough all members were
Some individuals or dyads worked without checking in with the others.

® )

3 _ A Figure 12.7. Diagram of noncoordinated engagement.

second wing of the totem pole by himself, while

For example, 1 constructs the
f the totem pole; neither subgroup connects

3, 2, and A construct the fifthrow o
about their agenda.”

By abstracting diagrams from the video data depicting the predominant form of
engagement within each one-minute segment, Chavajay and Rogoff (2002) ended up
with a couple of pages of small detailed diagrams for each family’s group session of ap-
proximately 25 minutes. They laid these pages outona long couater to conduct a vi-
sual analysis of the frequency and patterns
allowed them to discern complex patterns in

examination of the data sheets.
In this “eyeball analysis,” Chavajay and Rogoff (2002) first examined the diagrams

to detect distinctions that could be dropped on the basis of occurring very rarely or
could be combined due to being similar conceptually and showing the same patterns -
across all three levels of maternal schooling (0-2 grades, 6-9 grades, or 12+ grades).
(This process yielded the four simplified categorics diagrammed earlier.) For example,
through visi;al analysis, Chavajay and Rogoff could see that the division of labor cate-
gory did not need to maintain the subcategorieé distinguishing different sizes of work
teams, because the subcategories did not show marked differences in pattern and they
conceptually made sense to combine into the overarching category of division of labor.
(Reliability calculations also helped us determine that some distinctions were 00
difficult to make, indicating that a distinction should be removed.)

of diagrams. The clarity of the diagrams
the data in a matter of only a few hours of

Organization of Problem Solving by
2002, Developmental Psychology,
Reprinted and adapted with

 ZFrom “Schooling and Traditional Collaborative Social
Mayan Mothers and Children,” by P Chavajay and B. Rogoff
38, 55-66. Copyright © by the American Psychological Association.
permission of the authors. '
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Once the categories were simplified into the four mutually exclusive diagrammatic
categories described earlier, Chavajay and Rogoff (2002) then visually examined
whether any distinct patterns were evident related to mothers’ schooling experience.
They then tallied the occurrence of each of the diagrammed types of engagement for

“family groups varying in maternal schooling and constructed graphs of the tallies, taking
into a2ccount the varying lengths of time each family group took to complete the puzzle.
Chavajay and Rogoff (2002} used these graphs to examine the predominant patterns of
engagement across the schooling backgrounds and then conducted statistical trend
analyses on the data.

The analysis revealed that in Mayan family groups with a mother who had exten-
sive experience in Western schooling (at least 12 grades), group members were more
likely to divide the task up among themselves, with the mother at times directing the
children, compared with Mayan family groups with a mother who had little experience
in Western schooling (0 to 2 grades). These latter groups more often worked collabor-
atively, with members sharing focus on the same aspects of puzzle construction, in a
way that resembles speculations about traditional indigenous ways of organizing com-
munity involvement.”

As the Chavajay and Rogoff (2002) study illustrates, such diagrams provide a visual
format for abstracting the approaches to problem solving used by participants in each
family’s case, and facilitate distinguishing patterns of engagement. The diagrams are
thus a form of ethnographic shorthand, making it possible to visually (and later, statisti-
cally) examine participants’ coordination of problem solving. Abstracting the cases in
this shorthand helps 1o simplify variations in the diagrams to a few central forms of orga-
nization, yielding coding distinctions based on key contrasts among the cases.

Our research team has found this diagrammatic method of coding social organization
of participation to be very useful in subsequent studies, to analyze the predominant ways

- ‘that participants organize their interactions. One study found that during an adult demon-
stration, triads of Mexican-heritage children whose mothers had little experience in Western
‘schooling (averaging 7 grades) more often worked as a coordinated team in folding Origami
_figures, whereas Mexican- and European-heritage triads of children whose mothers had ex-
tensive schooling more often worked in dyads or solo (Mejfa Arauz, Rogoff, Dexter, & Najafi,
in press). In another study, the diagrams revealed that triads of European American mid-
dle-class siblings more often used turn taking to manage their collaboration in exploring a
science exhibit, compared with triads of Mexican-descent siblings who more often collabo-
rated without using tum taking (Angelillo, Rogoff, & Chavajay, 2000). ;
: We have found that diagrammatic coding categories provide a valuable summary
view of differences in social organization across cases, while maintainiog fidelity to in-
dividual cases by representing them directly. Coding of the social organization as a
whole may also be accompanied by coding of individuals’ contributions to the emerg-
ing shiared endeavor (such as those employed by Rogoff et al., 1993). Studying both
group social organization and individuals’ contributions can thus be done in a way that
does not simply code individual behaviors as if they occur in isolation.

" *The patterns of social organization among groups involving mothers with 6 to 9 years of
schooling fell between those of the groups involving mothers with 0-2 years and 12+ years of
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FINAL REFLECTIONS ON ENGAGING IN RECURSIVE CY CLICAL
ANALYSIS OF VIDEO DATA

We have argued for the value of creating coding schemes that address interper-
sonal processes directly, and described a recursive process cycling between cthno-
graphic analysis of individual cases and abstracted coding schemes capable of

_portraying patterns across cases while retaining fidelity to the level of meaning of indi-
vidual cases (see also Rogoff & Gauvain, 1986). By referring to the process as recursive,
we emphasize that ethnographic analyses of video data are not simply preliminary. -
They are also important for elaborating the coding scheme (e.g., providing key exam-
ples to explicate categories) and often for disambiguating uncertainties in graphical or
statistical patterns found using the coding scheme. The process is a recursive cycling

‘between close-in analysis of a few cases and abstracted analysis and comparisons of nu-
merical patterns across cases. To conclude our chapter, we discuss the importance of
larger scale ethnographic understanding and the building of methods across a line of

research. .
Larger Scale Ethnographm Understanding

Far from trying to be “blmd” to phenomena researchers can use their under—
standing of how participants’ cultural histories shape and are shaped by what they and
the researchers do as well as how the participants are used to doing and making sense
of related activities. Researchers’ and coders’ cultural expertise regarding pdrticipa_nts’
ordinary activities facilitates skilled “reading” of participants’ actions, §estures, pauses,
posture, and words. In addition, extensive piloting of procedures in researcher-struc-
tured situations and decisions involved in making naturalistic observations are €ssen-
tial to informing researchers of the meaning that pamc:pants make of the activities
under study.

Thus, we argue for the importance of ethnographic study not justin the sense of
focusing on individual videotaped cases, but also in the sense of understanding the
broader organization and meaning of community events. For example, the develop-
ment of the questions and coding schemes of several of our studies built on available
ethnographic knowledge of the distinct cultural ways that people may use nonverbal
and verbal means of communication to manage one another’s attention and to coordi-
nate efforts. Some of our research group members had observed everyday activities
among Guatemalan Mayan families that tend to rely on subtle and skillful use of non-
verbal communication (e.g., gaze, slight changes in posture, touching to call attention)
to accomplish everyday tasks such as conveying a message or coordinating z religious
ceremony. These observations coupled with other ethnographic studies suggesting ex-
tensive use of nonverbal communication among North and MesoAmerican indigenous
groups seemed to contrast with observations of more exclusive reliance on verbal com-
munication among some European American groups (e.g., Hall, 1959; Pelletier, 1970;
Philips, 1983). This broader ethnographic undr_:rstanding informed our research on
'such topics as how mothers and toddlers manage their attention and how groups coor-
.dinate their contributions to shared endeavors, in a Guatemalan Mayan and a




12, Examining Shared Endeavors 203

European American middle-class community (Chavajay & Rogoff, 1999, 2002; Rogoff
et al., 1993).
Ethnographic analysis of video data relies on a deep us ndegstandir;g of the every— ,

day lives of the research participants involved in the study to be able to interpret the
video records. For example, in Rogoff et al.’s (1993) study, the development of the re-
search question and the associated coding categories involved the researchers bring-
ing to the discussion their knowledge of local meanings of particular ways of acting. An
example of this is the researchers’ development of a way to code whether, in the face of
toddlers’ insistence or refusal to follow the mother’s suggestions, the mothers insisted
‘on their own agenda or followed the toddler’s agenda. This topic arose in viewing vid-
eotapes of the middle-class Turkish community, with which one of the researchers
(GOncii) was ﬁery familiar, but the other three researchers were not. The researchers -
all agreed that there was something important distinguishing the communities in this
regard, but the idea was vague and initial suggestions for how to code it were off base.”
Goncti was so familiar with mothers insisting on their own agenda that he did not have
words for it, but the other three researchers’ initial attempts to suggest a way to code
this did not fit with the local meaning. Extensive discussion was required to find a way
of describing the phenomenon that got beyond initial suggestions like “intrusiveness,”
which did not fit the meaning system in the middle-class Turkish community. Knowl-
edge oflocal meanings in open-minded discussion with colleagues lacking this knowl-
edge was very productive for coming up with a coding category that captured the

- phenomenon of interest in a way that “fairly” represented its local meaning. (See

Rogoff et al,, 1993, and Rogoff, Topping, Baker-Sennett, & Lacasa, 2002, for further

discussion of this process.)

Building Mecthods Across a Line of Research

In a program of research, early studies examining a new question are likely to re-
quire more cycling between creating ethnographic descriptions, abstracting coding
categories from them, and using ethnographic analyses to clarify numerical informa-
tion. In new lines of investigation, an extensive ethnographic analysis of video data
may be necessary to claborate the study’s question and coding scheme in ways that

- capture the phenomenon, especiaily if new communities or new aspects of interactive

. processes are under study. Subsequent related studies can jump into the later phases
* of this work, tallormg the question and coding scheme to the pamcular study with sav- |
ings based on prior studies.
-With growing understanding of a phenomenon as Well as findings of related prior
“studies to inform the development of later research questions and coding schemes, a
more focused ethnographic analysis may be sufficient. Some of our later studies that
- have started with a more refined research question have employed limited ethno-
- graphic descriptions using a random or targeted sample of cases as a tool for adapting a
“coding scheme, without the need to create extensive descriptions of all cases. Often
‘the selection of cases has aimed to contrast key aspects of the data (for example, focus-
~ing on creating descriptions of three cases from each of the study’s conditions or com- .
_parison groups). The ethnographic descriptions may also focus on creating summary
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descriptions or brief notes on specific aspects of social interaction (e.g., how turn tak-
ing occurs). Even if less extensive cthnographic analysis is needed in the adaptation of
the coding scheme, ethnographic analysis is needed to help interpret the findings.

It is important to note that each new study in a line of research requires some ad-
aptation of the coding scheme built on prior work. Our research team has never found
* that we can just apply 2 coding scheme unmodified from one study to the next, because

we learn a great deal from each study and need to tailor coding schemes to take into ac-
count the next study’s specific question and the differing participants, cultural com-
munities, and activities of each study. .

A feature of coding that requires rethinking for each study is how the data will be
segmented. Some of our teanmy’s studies have segmented video databy events, when the
flow of an activity provides naturally occurring events. For example, Mejia Arauz,
Rogoff, and Paradise (2005) divided the video data into 16 segments according to the
16 folds required to make the Origami figures during an adult’s demonstration of
Origami paper folding.

For activities that do not involve easily designated segments Of when we want to

.. use smaller units, our research team has employed time segments of varying sizes. 'To
- determine the length of segments for a particular study, we consider the pace of the ac-
tivities, the nature of the coding categories, and the “mental load” of the coders. A
stretch of a video segment should not be so long that it contains 00 many of the target
events or creates a burden for remembering the details necessary for coding; it should
not be so short that it is difficult to achieve an understanding of the meaning of partici-
pants’ actions.” Segmentation of coding for 2 study needs to be adjusted to the particu-
far activities of the research participants so that the events of interest are caught,
without too many of them happening within a particular interval nor too much effort
spent in catching them. This requires familiarity with the data (as can be achieved in
ethnographic analyses) to design a coding scheme that fits with the specifics ofa partic-
ular study. ' .

In conclusion, the process of recursive cycling to create ethnographic descrip-
sions and to abstract coding categories of relevance to a research question is a fruitful
way to compare interactional patterns across cascs for their similarities and differ-
ences, while maintaining fidelity to the meaning of events within cases. Checking cate-
gories against cases arid cases against categories provides a means of making sure that
inferences are well founded across.cases and well grounded within cases. The result is
an approach to analysis that makes the most of both qualitative and quantitative meth-
ods to examine the ways that people coordinate their shared endeavors.

These methods can aid in focusing on emerging intersubjective processes that
are central to learning through participation in sociocultural activities. We offer these
reflections in the hope that they encourage the development of coding schemes that
directly address the ways that social groups organize their interactions as well as differ-
ent ways that individuals contribute to such social processes.

“In any case, coders consider the whole aciivity in interpreting an aspect of it. They use sur-
rounding intervals to inform their coding decisions within an interval, so that their coding of an
interval takes into account the meaning available in the prior and subsequent moment.
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