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Guided Participation in Cultural '‘A¢tivity by Toddlers and Caregivers
Abstract

In this monograph we examine how toddlers and their caregivers from four cultural
communities collaborate in shared activities. We focus on both similarities across
communities in processes of guided participation — structuring children’s participation, and
bridging between their understanding and that of their caregivers — and on differences in how
guided participation occurs. We examine the idea that 2 key cultural difference entzils whe is
responsible for learning — whether adults take this responsibility by structuring teaching.
situations, or whether children take responsibility for learning through observation and
through participating in adult activities with caregivers’ support. We speculate that these two
patterns relate to cultural variation in the segregation of children from adult activities of their
community and in emphasis on formal schooling. The four communities of our study vary
along these lines, as well as on others: a Mayan Indian town in Guatemala, a middle-class
urban group in the United States, a tribal village in India, and a middle-class urban

neighborhood in Turkey.

In each community, we visited the families of 14 toddlers (aged 12 to 24 months) for
an interview focused on childrearing practices in which we embedded observations of
caregivers helping the toddlers operate novel objects and put on clothes upon our request, as
well as toddlers exploring novel objects spontaneously during adult activities. Results are -

- based on systematic analysis of patterns of communication and attention in each family in each
community, combining the tools of ethnographic description, graphical analysis, and statistics.

The findings point to the importance of understanding not only how children learn

through instruction that is managed by adults, but also how they learn through keen

observation and participation in adult activities, A major contribution of the study is an
analysis of how children's keen observation involves managing their attention to complex

ongoing events, which was more apparent in the two non-middle-class communities in which

children are minimally segregated from adult activities,
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IIl. ANALYSIS STRATEGY FOR THE OBSERVATIONS

In this chapter, we first discuss our approach to data analysis and inter-
pretation, which relies on systematically abstracting patterns derived from
ethnographic analysis of the videotaped visit to each family. We then de-
scribe in detail the stages of analysis, which proceeded from (a} ethno-
graphic description to (§) developing a common language for discussing
the cases that would caprure individual and cultural variation to (¢) coding
the observations according to the categories of that common language 1o
(d) analyzing the patterns of guided participation graphically and statisti-
cally and preparing them for communication to readers.

Our approach contrasts with others that focus on individuals as the
unit of analysis, with the behavior of individuals conceived as separate from
and related mechanistically to that of other people and to culturat character-
istics (see Altman & Rogoff, 1987; Pepper, 1942; Rogoff, 1982a). Our view
focuses on activities rather than individuals as the unit of analysis and as-
sumes that developmental processes of individuals simultaneously constiwute
and are channeled by social and eultural processes (see Rogoff, in press).

We combine ethnographic analysis of the interactions in each family in
each community with systematic abstractions from these single-case analyses
to analyze patterns appearing across multiple cases (see Rogoff & Gauvain,
1986). We believe that approaches that focus on the behaviors of individu-
als, defined separately from each other, arbitrarily separate the pariners’
contributions to whole dynamic events. The analysis of paterns of activity
considers the mutually constituting actions of the participants in the context
of the changing meaning and function of an event rather than imposing a
static framework on the participants’ actions.

Analyses that arbitrarily separate the coptributions of each participant
in the interaction make it difficult to capture the meaning of their actions.
The separation of individuals' behaviors from the interactional context re-
quires each event to be coded in terms of surface characteristics rather than
in terms of the purposes that actions serve for the participants. In an ongo-
ing interaction, a given act may mean something different at one point in
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the interaction than at another, but 2 static code that separates the behaviors
of the participants has to assign a behavior the same meaning wherever it
oceurs, ignoring the fact that, in communication, the meaning of an action
changes as circumstances change. For example, 2 mother’s question “What
do you think goes next?” means one thing if a child has just handled a
similar problem with confidence but quite another if it follows 2 succession
of errors, .

In addition, any action may serve several alternative or simultaneous
purposes (Leont’ev, 1981). For example, a mother’s glance at her child may
function to maintain her child's attention, evaluate the child’s understand-
ing, or maintain her social status relative to the child, among other purposes.
The coding of an individual participant's behavior independent of the other
participants’ behaviors and of preceding events removes the communica-
tional context and meaning, missing the processes involved in participants’
management of communication and shared activity.

Attempting to interpret interaction from coded superficial behavior
of independently analyzed individuals requires a large step of inference
regarding the meaning of the data when the coding does not directly exam-
ine the meaning or purpose of the participants in the activity, Often, the
eventual interpretation of such data relies on unchecked guesses based on
preconceptions or haphazard observation of events {(during piloting or run-
ning the study) before they were reduced to coded behaviors, Adamson
and Bakeman (1982) noted that, if researchers “attempt to discern the orga-
nization of infants’ interactions with their environment . . . [by coding] oc-
currences of discrete behavior patterns, interobserver agreement may be
high but analyses of such frequency count data may leave them with a sense
that little has been retained about the dynamics of the interactive process”
(p. 1). Achieving reliability of coded behaviors thus does not solve the prob-
lem of trustworthiness of conclusions. Although measures of reliability en-
sure that several observers independently agreed on how to code a specific
behavior, the basis of the researcher's interpretation of the pattern of data
is more readily available if the coded variables address the level of meaning
that the researcher uses in interpreting the data. .

Werner (1954, pp. 8~9) argued for the necessity of analysis of meaning-
ful wholes;

If it is impossible to derive the totality from a synthesis of the elements,
it follows that the only course left is to seek an explanation in the
totality itself. The entire problem is now reversed, The elements are
not precedent to the whole, but the whole, as a basic entity, is the
precursor of its component parts. . . . It is not the concept of “creative
synthesis” but that of “creative analysis” which leads to fruitful results,
The component members of a mass are dependent parts of this mass,
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which represents the real, living unity. The single man as a member of
a generic unity possesses characteristics which are his because of his
integration within a totality, and are intelligible only in terms of this
totality.

Ethnographic and related analyses focus on the Emmsm:m. and purpose
of the participants in events, often analyzing a few cases in depth (see
Bremme & Erickson, 1977; Cazden, Cox, Dickinson, Steinberg, & Stone,
1979; Cicourel, 1974; Fox, 1988; Gardner & Rogoff, _w.mw“ Jacob, 1987;
McDermott, Gospodinoff, & Aron, 1978; Mehan, 1979; Rogoff & Gardner,
1984). Such analyses are based on the idea that participants in social m:nn_..un-
tion usually provide explicit evidence to €ach other regarding the meaning
of their actions, informing each other of their intentions through joindy
created discourse and action and clarifying ambiguities: This evidence is
essential to the achievement of understanding between participants, and it
also provides researchers with evidence regarding the meaning of actions
(Shotter,. 1978). As McDermott et al. (1978, p. 247) note, “We can use the
ways members have of making clear to each other and to themselves what
is'going on to locate to our own [the researchers’] satisfaction an account
of what it is that they are doing with eachi other. In fact, the ways they have
of making clear to eacti other what they are doing are identical to the criteria
which we use to locate ethnographically what they are doing.”

Rigorous ethnographic researchers provide checks on their interpreta-
tions by presenting rich transcript material and by balancing a small sam-
pling of individuals with more intensive analysis of the sample of observed
behavior in order to examine all relevant data. This contrasts with research
that involves statistical methods with large samples, in which most of the
variation observed is regarded as random and relegated to the error term.
Mehan (1979) emphasizes the aim of constructing a model that accounts for
the organization of each and every relevant instance rather than regarding
anomalies as random error,

Reliability and validity are handled differently in ethnographic than in
cenventional psychological research (Guba & Lincoln, 1982; LeCompte &
Goetz, 1982). In conventional research, the investigator trains several ob-
servers to a criterion of agreement regarding how to label what is seen,
reports the level of agreement on labels, and bases the interpretation of the
data on the labels assigned by those observers. However, the fact that several
observers can achieve consensus on what to call a behavior does not make
their fabel “true.” It simply means that, if another person were similarly
trained {enculturated), he or she would likely call that behavior by the same
label. Hence, objectivity is no more than shared subjectivity, in conventional
approaches just as in all others. All accounts are interpretations; they vary
only in the basis on which they are made. Cicourel (1974) pointed out that
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researchers cannot avoid interpretation in any kind of research because they
must rely on knowledge of the context and of norms for behavior in order
to recognize the relevance of the observed behavior
tested. Since ethnographic approaches oflen interpret the data closer to the
observed events, they make the evidence for their interpretations of the
event more explicit and subject to the reader’s scrutiny, providing a differ-
ent test of reliability. The reader is frequently given excerpts 1o check the
investigator’s interpretation of instances, and, in some cases, transcripts of
the entire corpus of raw data are made available for public examination
(e.g., Green & Wallar, 1979: Mehan et al., 1976).

Some ethnographic approaches examina generalities or patterns in a
variety of similar cases (j.e., individuals, dyads, classrooms, events) while
attempting to maintain the meaning of individual actions in their context
(see Mehan, 1979; Wellman & Sim, 1990). Functional pattern analysis, sug-
gested by Rogoff and Gauvain (1986), is such an approach. It served as the
basis of our analyses and can be summarized as follows:

1. Functional pattern analysis focuses on the unfolding development
of purposive acts within ongoing events. Categories are functionally defined
asthey relate to the purposes of the event as a whole rather than as involving
superficial behaviors independently defined and separated from their
context.

2. The contributions of participants are examined in the context of
those of other individuals; this differs from the traditional separation of
individuals' behaviors to code them without reference to the efforts of oth-
ers or to the development of joint activity over the course of an event,
Evidence for constructing an account of the participants’ goals is available
in the communication of participants {including the researcher).

3. Pauterns are analyzed with statistica) methods as well as with exami-
nation of graphic arrays that allow tracking across multiple variables to
examine patterns of interrelations and to account for anomalous or similar
cases. Anomalies are pursued as informative for the results as a whole, and
raw data are referred to in the attempt to account for them and to substanti-
ate general patterns by looking within cases. Statistical approaches, examina-
tion of graphic arrays, and ethnographic analyses of individual cases supple-
ment each others’ vantage points for interpreting the data.

This approach to analyzing data is similar to that advocated by Tukey
(1977) for exploratory data analysis.! He noted that graphic displays
strengthen comparisons of the data by permitting researchers 1o see how
the data behave generally as well as how points deviate from the general

for the theory heing

''We also employed a sofuware program, Data Desk, that was develo

ped from Tukey's
work. Some of the graphs appear in Chaps. V and VI.
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pattern. Tukey claimed that exploratory data analysis is like detective work,
with graphs forcing the researcher to notice the ::m.xvnnﬁ.m. U
The approach also corresponds with ethnographic A_:u_:.m:e.n a.:h ;c.
ysis (Goetz & LeCompte, 1984; Miles & E:Uo..amz.._wm.i. K._nm. and Huber
man noted that displaying data in a systematic fashion is essential to Mo:_:m
i en-
and condensing information to the conceptual nOMn in Mﬂwﬁ. HM EmﬁM amm_c
hic or qualitative data. They advoc -
eral statements about ethnograp ! cated ab-
i idi atic details of a case and argue
stracting data from the idiosyncr . rgued for the
iate to characterize the textual data
use of numbers when appropriate :
checking back to the raw data in order to be sure that generalized statements
: o 1 . .
are grounded in the individual case . -
m> number of other researchers have developed related ways ommvﬂnﬂw
. i a
tizing ethnographic or qualitative data {Cazden et al., 1979; Green & Wa m_..
1979; Mehan, 1979; Mehan & Riel, in press; Moore, 1981). mxmﬁmam:n w__._ _
ses ..um functional patterns in interactional data w_mo.mvvnmw in 0.59. scho
le traditions, such as ethology (Grossmann, 1981), Smwuﬁmon_m_m%”mqﬂn:ww
iri - ovi
i lton, 1979; Uzgiris & Fafouti-Milen .
research {Als, Tronick, & Braze o,
1985), and the hermenentic tradition (Kreppner, Paulsen, & Schuetze,
1982). . . .
ME. analysis was a process of abstraction from nomeE.p.._:‘ rich .2?.5
raphic analyses of the data from each family to 2 systematic nquw_zmm__w_w
MM the generality and variations in patterns appearing in the :. ami _nn
from each of the four cultural communities. The nonr.sm categories wer
derived in a process of abstraction from the n%:omﬂmﬂr__m %Mﬂ.ﬁ:%nﬂnw“”.
i i language that we believed fairly -
ressively developing a common 1 e
Mo._:na nhn gist of the events. The common language for ._oo__:sm at vw:nnwn
across the four communities was arrived at quzm.s a a_m%mcn mﬂcsw "
i mmunities, in which we discussed and re-
researchers representing these co . S, in wl i
i f analysis until it satisfied us as bo P
vised the common language o ] . ih capuuring
i iati d fairly representing the practices o
the important variations an . he families
i i ted, reduced data did not mai
in each community. The abstrac ' . o mainain the
ich idi i h family; rather, it attempted to p
rich idiosyncratic context of eac velog
mvu:.mnﬁw language for use across cases that reflected the focal vanations
i families’ approaches. . N
" ﬂr..m.:mw _uﬂ.cnnmmﬁ_,_unmm_ﬁzam Berry's (1969) recommendation for an.: v nn._ el
research, in which researchers approach a project with Enno:nm:_na _n_n“v
» X I )
{imposed etic), then study how the issues take form for natives om.ﬂ e noM:: :
nity (emic), and finally synthesize the emic yich the original impose mn:n_
' - -
perspective to derive a general approach that is more faithful to the loca
meanings of the people observed {derived etic). d four
The analysis of the observations in the current study thus followed fo
main steps, which are described in the remainder. of this chapter:
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l. An ethnographic description of the record for each family in each
community;

2. The-development of a common language with which to describe
similarities and differences occurring across families and commu-
nities;

3. The coding of the record of each family according to this system;
and

4, The graphic and startistical analysis of the coded data and the con-
densing of results into a communicative form for readers.

METHODS USED TO DESCRIBE EACH CASE

The 1%~2-hour videotapes were first described ethnographically, fo-
cusing on the meaning of the actions and the speech of the child and the
caregivers in the specific activity. A common set of guidelines was used for
the descriptions in the four cultural settings so that a similar approach and
tevel of detail would be employed. The similarity in the four researchers’
approaches to description was checked by cross-describing numerous seg-
ments of observations from the United States, with which all four were
familiar. By the time we began writing the “official” descriptions, the differ-
ences among them seemed minor and not to reflect differences in interpre-
tation. Although length varied, for the most part the same material ap-
peared in the overlapping descriptions of the same observation, as can be
seen in the following descriptions made by each of the four investigators,
involving a 12-month-old Salt Lake boy, his mother, and the embroidery
hoop (a metal ring with handles that release it from inside a plastic ring
when they are squeezed together; see Fig. 1 abave).

Transcript 1

Mother holds the hoop up toward Stanley [a pseudonym] and starts
to manipulate it.

Stanley becomes interested. He watches what his mother does and
reaches for the hoop with a lusty “Hah! Haaah!"
The view is obscured for a moment, during which the mother

probably released the inner ring very briefly and returned it, without
vocalization.

Stanley grasps the hoop.

The mother smiles, lets him have it, and sits back.

She looks up at the baby with a smile and asks, “What is thar?”
The baby looks through the hole of the hoop.

The mother reaches for the handles, saying, “Look. ... Look at

this. :

34

ROGOFF ET AL,

The baby doesn't stop in his activity, which is to bring the hoop to
his face and peek through the hole. :

The mother and others laugh at his insistence, and the mother
continues trying to get hold of the handles. o

The baby turns away from her and pulls the hoop away, bringing
it up to the top of his head. ] .

The mother laughs, “Oh, you're going to put it on your head,
huh?” :

Transcript 2 . . ) .

The mother just slightly separates the two rings in front of the
baby's face.

“Huah!” the baby laughs. “Ha! Ha! Huuh!” Baby laughs and
reaches up and grabs the rings as the mother slides the rings together
again.

8 Mother laughs and lets go of the hoop as the baby takes it

Baby examines the hoop interestedly.

Mother leans on her elbews toward baby at the coffee table. Smil-
ing, she asks baby in a mildly enthusiastic tone, “What is that! . . . Look.”
She reaches out for the hoop as baby peers through the circle at her,
framing his face. “Oh, hah!" mother laughs humorously.

Baby continues to clutch the hoop tightly and turns away from
mother, sliding the hoop on his head like a halo,

Mother and everyone laugh. Mother continues to reach for the
hoop, attempting to squeeze the handles, but hesitating from taking it
from baby. “Oh, you're gonna put it on yer head, huh?” mother says
in an amused tone. o

Transcript 3

Stanley is interested. He looks at the hoops and then reaches for
themn. His mother lets him take the hoops, as she settles herself into a
more comfortable position. She then reaches over to try to demonstrate
how to take the hoops apart. She tries o do this while Stanley is busy
mouthing the hoops. She tries to direct his attention to her action,
saying, “What is this? Look at this.”

Stanley now puts the hoops on his head.

The mother laughs and comments, “Oh, you want to put it on your
head.”

Transcript 4

The child mumbles and gets the hoop from the mother as she
attempts to part the pieces. “What is that? Look, what is it?” asks the
mother, again trying to part the pieces as the child holds the hoop. The
child doesn't let this happen and puts the hoop on his head and wrns
away from the mother, who acknowledges the child’s action by saying
in acceptance, “Oh, you're putting it on your head, huh?”
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That we four usuali

y described events very similarly makes us confident
that »

ve were working successfully with similar criteria for interpretation.
Independent descriptions by Pablo Chavajay (a native of San Pedro) of the
San Pedro and Salt Lake data were also very similar,

‘The descriptions were used in conjunction with the videotaped records
for all later coding, with the videotaped records having priority and the
descriptions largely serving to keep track of the Aow of events, Relying on
the videotapes was indispensable, especially for capturing specific attention
patterns and means of communication. The description process was also
essential, however, in orienting us to the patterns that we wanted to capture
in the subsequent coding scheme and in helping focus our later observation
of the videotapes.

The central aim of the description was to portray the efforts of the
participants in a way that was faithful to their situation and at the same
time comprehensible to someone from another background. ‘The descrip-
tions were approached as an exercise in writing drama: we attempted to
give sufficient interpretation and contextualization of the observation to
enable an unfamiliar reader to visualize the scenario or to act out the sense
and feeling of the event,

The descriptions were done by the investigators representing each com-
munity (Rogoff and Mosier each described all Mayan sessions; Rogoff and
Mosier, with the help of Jamie Germond and Amy Urbanek, were the pri-
mary describers of the U.S. data; Mistry described all Indian sessions; and
Goncii described all Turkish sessions), The investigators had been present
at the sessions and thus were familiar with the family situation and the
nature of the session. Before beginning the description of a session, they
reminded themselves of family background information and sometimes
made a catzlog of the main events of the session, to help avoid the tempta-

tion to describe everything in detail. The next section reports the guidelines
used for our ethnographic descriptions,

Guidefines for Description

Interpretation was essential in order to
behaviors out of context, which would
ing questions were the following: Wh
the reason that the child or caregiver did something? What is the overriding
theme of a segment of the interaction (or of the whole interaction so far)?

The primary focus of description was the function of the participants’
actions rather than the minutiae of behaviors; thus, the descriptions focused
on the purpose of actions for communication or for accomplishing some
other goal. For events that related to the questions addressed in this Mono-

go beyond simply writing down
render them meaningless. The guid-
at is going on? What appears to be
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graph, we indicated the evidence available in the participants’ ermaoﬂ that
convinced the viewer of their purposes—for example, that a child mvﬁnm_..ma
frustrated with an object and tried to elicit her mother's assistance by crying
and waving the object in the air while _ooEﬁm at her .._”_o"roq. When uncer-
tain, we included notes indicating that the 58535:0: was a guess. ‘_:HM
writing down the child’s behaviors (crying, _oo.rEm at the :u.oﬁ:.mz wou
not have been adequate for a reader to determine s.:.wﬁ. was “going on.

We attempted to be poetic and evocative in describing events, to m_._o:..

a reader to visualize the scene and to understand :oﬁ.onq the behaviors
but also the feeling and tone of the event. fn found it useful to wwiMa
the vocabulary that we were used to c.&:m. in vm.%nro_omw m.:& 1o Sn_.ﬂ“_. €
anything that would get the point across, Em_zn:sm m:m_omn.wm to familiar
situations. For example, if the mother and child were m.:.cmm__zm. OVET a oy
and the child grudgingly gave it up to the mother 5.9 a resigned sigh,
such a description gets the picture across better ﬁ_..,mu saying that the So:._nw..
reached for the toy that the child held, the mr_E.aﬂns it toward hersel
quickly, the mother grasped the toy, the n._:E did not let go, then ﬂﬂn
mother pulled on the toy again, and the child let go with a m_m:.gna a1 the
mother with furrowed brows, and so on. The behaviors are an important
supplement to the description of the purposes, but they do not get the point
T own. .

wnnommm.vwwmh”g”:numon was paid to the :o:e.m_,w..& aspects of the &Emm_os
because we have found that many people (especially middle-class Caucasians
with university training) find them more difficult to m.:.n.:n_ to than the <9.v.m:
interaction. To understand an event, so:«.ﬂ&.&. actions such as nrmnmn.w in
posture, eye contact, gaze aversion, and .wun.ozwsos E,m essential. For mvmi.
ple, it is relevant whether a mother's invitation to “put the toy here 7;
accompanied with a finger tapping on n_.,n place to put the toy, whether the
mother guides the child’s movements with her arms, and Ernﬁra.ﬁ rnq. gaze
provides further-information. Again, the focus is on the meaning rather
than the motions. . .

Although the events of most interest involved the caregivers m._ua the
child, the actions of other people were relevant as they »m,mﬂwa mcn.r interac-
tion or helped interpret it. For nxmn.%_mm_ the fact that .ﬁrm interviewer :Hm
asking questions was indicated since it influenced the __c.:a Om.w:nuco: w e
caregiver could give the child, but the content of the SS«S?.Q.-HE.Q. )
conversation was usually irrelevant, It was important to w:nsn.m especially 1o
the interaction between the caregiver and ghe child at the times H:E.Em
child was not the caregiver's main focus. For nxm_...:uﬂm, was .nrm caregiver
oblivious to the child, or was she subtly monitoring .ﬂrm child’s activities
while giving primary attention to &m maﬁmqimzmwu.O_. did the caregiver W_HM
priority to the child over the interviewer, allowing or encouraging the chi
to interrupt the adult activity?
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The absence of an action that might otherwise be expected provided
very useful information. In order to note down what the mother did not
do, it was helpful to keep in mind how other mothers handled similar
situations. Focusing on the purpose of the mother’s actions facilitated atten-
tion to the absence as well as the presence of certain actions. For example,
it allowed interpretations such as “The mother is engaged in answering the
interviewer’s questions and does not interrupt this activity to attend to the
child even when the child holds objects up in her line of vision or when
the child Rddles with the interviewers’ belongings.”

The transcript began with a description of the setting in sufficient detail
for a reader to visualize the scenario and the position of the cast of charac-
ters, including onlookers and other people present. It included a rough
map of the household layout indicating the positions of the participants
during the observation. Events were marked according to the footage of
the incident, to aid in finding the incident again. Descriptions indicated
transitions from one activity to another to indicate what brought on an
activity {e.g., did the researcher suggest that the mother give the child a
snack, or did the mother spontaneously bring out crackers?). Any instruc-
tions given to the caregiver were included as well as the toddler’s attention
to such instructions, especially when the novel objects were brought out.

Sometimes the transcript was segmented into turns taken by the child
and the caregivers. However, some interchanges were better communicated
without breaking them apart according to child and caregiver, Far example,
it was more useful to note “the child hands the mother the toy” than to
have to break it into "the child offers the toy to the mother” and “the mother
receives the toy.”

Much of the footage could be summarized briefly simply to provide the
context of what occurred between major incidents. Without such summariz-
ing, ethnographic description would take forever, and analysis would be
stymied by too much peripheral information. Unimportant detail could be
avoided by noting the general direction of events, stating, for example,
“While the mother answers questions and monitors the child, the child plays
near her feet with his own toys and occasionally glances up at her, holding
up a toy and vocalizing.” Even with these guidelines, description of the 1%
hours of data took on average 30 hours and 30 typed, single-spaced pages.

DEVELOPING A COMMON LANGUAGE FOR ANALYSES
ACROSS FAMILIES AND COMMUNITIES

As the descriptions for each family were nearing completion, the four
investigators conferred to develop a common language—a system of classi-
fications—for abstraction of the information. We extended our initial no-
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tions of cultural similarities and differences in guided participation to the
circumstances observed in each community in order to develop an overall
classification scheme that focused more closely on the question of whether
children took responsibility for learning with adult support or adules took
responsibility for organizing children's learning. This stage of our analysis
also involved deciding how to segment the observations to allow for coding
comparable units of observation across the different families and commu-
nities.

This process entailed extensive dialogue to refine categories in order
to capture important nuances and avoid inappropriate value judgments
in any community. Each of us had to teach the others to understand the
phenomena from the perspective of the community that each represented.
For example, we began by contrasting verbal and nonverbal means of com-
munication but felt that “nonverbal” was insufficiently precise for the means
that were used in San Pedro and Dhol-Ki-Patti; we eventually ended up
distinguishing between nonverbal means involving adjustment of objects or
of the partner's hands, gestures, and intense gaze, touch, posture, and tim-
ing cues.

CODING OF OBSERVATIONS

This section describes how we selected segments of the stream of events
for analysis (novel objects, dressing, and novel object exploration during
adult activity), the specific variables that we ended up analyzing and their
definitions, and their reliabilities. Figure 2 presents an overview of the vari-
ables that were analyzed for this report.? The variables are presented and
defined in this chapter in the order in which they were introduced in the
discussion of cultural universals and variations in the introduction {this or-
der is maintained throughout the Meonograph). Unless otherwise indicated,
the variables were coded in terms of whether they ever occurred in a given
episode.

Segmentation: Identifying Aciivity Episodes

The segmentation of the data involved identifying similar activity epi-
sodes across each family’s interview: up to five episodes involving novel
objects, one episode involving dressing, and one episode involving novel
object exploration during ma.cr activity (if there was one). The five

novel objects were chosen fra:is the total number presented on the basis of

?We do not report a number of other variables that were later dropped owing to
overlap with variables that were kept, lack of conceprual clarity, or low reliability.
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having aroused the most reliable interest in all four communities. We also
considered analyzing other types of episodes—feeding, social play, and play
with the children's own objects. However, differences in procedure across
communities made these episodes difficult to compare, and our informal
examination of these other episodes suggested that they did not challenge
the conclusions to be drawn from the episodes that we did select.

The regular novel objects episodes were child focused, with the care-
giver having been given or taking responsibility for helping the child. The
caregiver focused attention on the activity of the child and did not supersede
this focus with attention to aduli-adult interaction independent of the child's
activity. In novel object exploration during adult activity, caregivers were
involved in adult conversation or other activities but gave some attention to
the child, .

The reason for including analysis of novel object exploration during
adult activity was our impression that some of the children, especially in
San Pedro and Dhol-Ki-Patti, were uncomfortable with being the focus of
adult auention and became more involved in exploring the novel objects
with their caregiver when adults were engaged with each other. Our analy-
ses focus primarily on the child-focused novel objects episodes because we
usually had five episodes of this type per family but only one episode for
dressing and a highly variable number of episodes of novel object explora-
tion during adult activity. We employed the episodes of dressing and novel
object exploration during adult activity to examine the extent to which our
novel objects observations resembled guided participation during other
types of activity,

The unit of analysis was each episode in which the child was engaged
with a caregiver with a specific novel object or in dressing. An episode
included four or more interactional moves by the child (either initated
by the child or responsive) toward any responsible partner {exciuding the
interviewers) and at least one move by the caregiver.® There needed 10 be
joint engagement at some point between the child and a caregiver, but there
could at times be moves made by one o which the other did not respond,
as long as there was at least one move by the caregiver. An episode could
involve brief interruptions from intervening activity, such as short periods
of adult-oriented conversation during child-oriented novel object episodes,
and could stop and start up again later,

g
31n San Pedro and Kegidren, all five novel objects elicited at least this amount of
interaction. For two Salt Lake children, one novel object elicited less than this amount of
interaction; interactions involving a similar novel object were substituted. In Dhol-Ki-Parti,
wo of the novel objects routinely did not elicit interest and were dropped, and interactions
involving another novel object were also occasionally substituted for one or another of
the remaining novel objects when little interaction occurred.
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Our analyses included only activities in which the toddler was involved
with caregivers-——that is, adults or responsible children who direct or super-
vise the toddler in the episode in question. If the child had several responsi-
ble partners, we coded their interactions together (summing across individu-
als) rather than differentiating each caregiver.

As an aid in identifying episodes, we began by indicating the nature of
the partner’s and child’s agendas in narrative as a way of orienting to the
primary purposes that the episode had for the participants before dealing
with individual variables. Examples of partners’ agendas include getting the
child to work an object, keeping the child from interrupting adult conversa-
tion, and keeping peace between siblings. Examples of children’s agendas
include getting access to an object, working a toy, and getting the caregiver’s
attention,

Novel object exploration during adult activity,~—Episodes could be initiated
by either the child or the caregiver. For an episode to count as novel object
exploration during adult activity, the adult caregiver did not have to be
very actively involved in the adult conversation but must at least have been
attending to it and following it {(e.g., laughing along with jokes, glancing
around at appropriate times, inserting appropriate comments). The adult
could attend to the child during junctures in adult conversation {e.g., when
the interviewer was looking for the next question), but it had to be clear
that the caregiver remained in readiness to continue the adult conversation/
activity rather than being willing to drop the adult focus. This could be
indicated by maintaining a postural openness to the adult activity or by
glances to check when she was being addressed. Examples would include a
caregiver casually demonstrating an object to the child during adult conver-
sation or responding to a child’s whining with a few moves o solve the
problem and then returning to adult conversation without extending the
interaction with the child, :

We included instances during which the caregiver handled the interac-
tion by giving her attention alternately to the child and the adult activity as
well as those during which she gave her attention to both simultaneously.
The adult could attend heavily to the child during the episode, but not lose
track of the adult activity for long stretches; interruptions io attend to the
child could not exceed two or three child-focused moves.

We counted the number of episodes of novel object exploration during
adult activity in each community and analyzed the one with the longest and
most coherent series of moves, giving priority to novel objects that we had
coded for child-focused novel objects episodes. The agenda had to be consis-
tent with a use of the object that we would include in regular novel objects
episodes—working it, not just handling it or using it to get the child to quit
doing something,

Dressing episodes.—Dressing episodes focused on one round of putting
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on and taking off an item with sleeves (or, if such an item was not available,
one that required putting limbs through other holes). For comparability,
priority was given to elicited dressing events over spontaneous ones. Other
agendas within a dressing episode (e.g., a game that develops) could be
coded, and there could be intervening events before completion of the
episode, just as with nove! objects.

Definitions of Variobles: Universal Processes of Guided Participotion
Creating Bridges between Caregiver and Child Understanding

Mutual involvement was coded if both the child and the caregivers at-
tended to each other’s moves and provided direction to the activity, by
agreeing, initiating, and making at least some elaborations on each other’s
moves, although not necessarily to an equal extent. One partner could make
suggestions and the other follow through, but the latter must also make
moves to which the partner responded. The partners did not have to be
involved with the same agenda, but the agendas had to fit together.

Caregiver orients child involved introducing new information or structure
to the child {at any point in the episode) regarding the overall goals or a key
part of the event or what was expected in the situation. Orienting framed a
major goal, not just specific little directives for particular actions. The extent
of verbal as opposed to nonverbal orienting was analyzed for variation
across communities. To count as telling the child what to do, words had to
carry information regarding the general agenda, not just a direction to “do
it,” although they did not need to be complete in themselves (e.g., "Pult it
like this” while pulling the jumping-jack string would be coded as both
verbal and nonverbal). Sometimes the orienting did not explain what to do
but told the child in other ways what kind of activity it was, such as introduc-
ing the jar by saying, “What's inside there?” and peering closely into the
Jar. :

Structuring

Caregiver simplifies involved attempts to facilitate the child’s efforts by
handling part of the task (e.g., holding the jumping jack high to facilitate
the child's grasp of the bottom ball), dividing the task into subtasks (e.g.,
holding the bottom part of the jar while the child worked the lid), or han-
dling complicated moves (e.g., fitting the lid of the pencil box on so thut
the child could slide it in).

Child introduces information or structure involved ideas volunteered or de-
veloped by the child that built or redirected the joint activity.
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Child seeks clarification included whether children ever attempted to ac-
cess the caregivers’ interpretation of an ambiguous m:E”wzoa using visual
social referencing, that is, turning questioningly toward the caregiver to
“usk” what to do or how w interpret a sitzation. _

Child seeks involvement involved the child spontaneously trying to take
over all or part of the task, with greater involvernent than the moment
before (indicating “I wanna do it myself™).

Child seeks assistance involved the child seeking more help with the task

mrmnarmng_asmmn:qn:m_w w.mnm?m:m::wao_.nﬂ:m: expressing frustration
at the object. .

Definitions of Variables: Cultural Variations in Guided Participation

Yerbal and Nonverbal Communication

Talk to child was broken down into units of 10 or more sentences, four
to nine sentences, one to three sentences, one to three phrases, solitary
words, or no words. Child's talk was broken down into units of four or more
phrases, one to three phrases, four or mere words, one to three words, or
no words. We coded the total amount of talk to the child by all responsible
partners and the highest ltevel of child talk. Sentences contained four or
more words but did not need to be grammaticaily complete; shorter phrases
(two or three words) and words were given partial credit. Children’s phrases
were combinations of words that were beyond holophrases (e.g., not “thank
you” but “the boat™ or “dat mine”) and that contained words that the child
could move arcund. Child talk counted repetitions of the same words or
phrases.

Caregiver orients child, caregiver simplifies, and child seehs assistance involved
the variables described under cultural universals, distinguished in terms of
whether the communication occurred verbally or through adjustment of
the object or the partner's hands, gestures, or gaze, touch, posture, or tim-
ing. We coded only means that specifically added information or guidance,
not those just accompanying some other form of communication that car-
ried all the information. For each of these three variables, each episode was
coded in terms of whether the means of communication was verbal, through .

adjustment of objects and partner's hands, gestural, or through gaze, touch,
posture, or timing cues;

Verbal means included words and stylized vocalizations that car-
ried specific information, including sound effects like “bing™ to show

the springing of the ring’s handles or making conventional animal
sounds,
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Adjustment of objects and partner's hands included direct joint
action that facilitated communication or efforts in a way that mﬁﬁmm.ﬁmm_
central or intended for communication. Putting hands over the nr._E s
to help work an object counted as adjustment; distal demonstrations
did not. ) )

Gestural means included symbolic action, not direct action, L._mﬂ
could be understood by common knowledge or in context as standing
for an idea. Gestures could be conventional actions with widely under-
stood local meaning (such as nods, mrqcmmﬂ. bye-bye waves, peek-a-boo
gestures, palm-up object requests, and points) or nonconventional F:
stylized gestures such as suggesting to open something with a twisting
motion in the air. Gestures included offers and requests that were
smoothly accomplished but excluded mma:_u:\.unm:.m directly on the ob-
ject (e.g., grabbing something away or reaching directly for an object),
and they omitted the first offer of an object to the child at the beginning
of an activity. . .

Gaze, touch, posture, and mB._:m. cues En_zm.na intent gaze m:.nm
touch, posture, or timing cues that carried communicative force and did
not have an equally convincing noncommunicative explanation. Gaze
involved intent eye contact or visual expressions {e.g., raised brows)
that were not conventional gestures, such as a questioning m_w:.nm._ a
stern gaze, pointing with the eyes at an event to be :ocnna.. underlining
a point with intensity of gaze, winking, or sticking one’s face in the
other’s face so as to be able to communicate with the eyes. Just glancing,
making eye contact, or monitoring that did not seem to have a message
in itself or that was a necessary part of a game did not count. Touch,
posture, and timing cues included shifts in S:nrm:m. E_n other person,

posture, and timing changes, such as nudging the child's elbow to indi-
cate when to do something, moving an object with exaggerated motion
to draw attention to critical features of a process, or Emms.m:m?_ added
intensity or suspenseful timing of gestures (e.g., an especially firm and
marked offer of the jumping-jack string, highlighting the directive to
“use it” with force and clarity of motion).

Child seeks clarification, described under universals in guided participa-
tion, was also analyzed to examine cultural variation in this form of nonver-
bal communication (visual social referencing).

Explanation and Demoenstration ..

Caregiver extending lo other situations explained a situation by referring
to another context in a meaningful way that was not explicitly called f{or by
the usual name or use of the object. This included making analogies (“This
is like your nesting boxes"), referring to an object or an event with a label
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that put the whole thing into a certain frame of action (e.g., pointing out
that the jumping jack was “dancing”), or acting out a familiar scenario to
clarify the event {e.g., saying “Peekaboo” when the puppet popped out or
moving the child's legs in imitation of the jumping jack’s).

Caregiver's demonstration before and during child participation (coded as
extensive, moderate, brief, or none) could include either joint action with
the caregiver mainly responsible or symbolic demonstrations to the chiid
{e.g., indicating the action without the object). “Before participation” meant
before the toddler started working the object even in a rudimentary way.
“Extensive” demonstration involved many demonstrations or several com-
plex ones, to the extent that it was difficult 1o imagine anything else the
caregiver could do to demonstrate (compared with the range exhibited be-
fore or during child participation in that activity across the four communi-
ties); “moderate” demonstration involved situations in which several good
demonstrations were given but one could imagine more or more elaborate
ones; "brief” demonstration was abbreviated or cursory or involved few
instances. For dressing, there had to be an instructional aspect to the activity
(e.g., showing the child how to free his or her hand to get it in a sleeve by
demonstrating how to transfer an object to the other hand), or the caregiver
could provide assistance to a child who was managing the activity,

Caregiver directs attention to process provided a general marker indicating
that the child should pay attention to some (otherwise unspecified) process
of an ongoing event, by saying “Look,” “Watch,” or “See?” or using cues
that tell the child no more than “Look now,” such as by moving an object
right in front of the child’s face. This category excluded efforts that were
simply attempts to recruit the child’s interest and involvement in the activity,

Turns task over to child meant spontaneously handing over the whole
task to the child or urging a hesitant child to try, indicating “You're ready
to do this now,” after the task was offered to the child for the first time,

Adult-Child Roles in Teaching and Learning

Caregiver acts as playmate involved entering into equal status through
mutual involvement in play, not just being excited, using a playful voice, or
directing the child 1o play, The caregiver needed to take on a peer role
verbally or in actions, entering into games such as tickle and chase, pretend
role play, or peek-a-boo as a partner in play.

Adult converses with child as peer and child converses with adult as peer at-
tempted to capture whether the child was ever treated or ever acted as a
person of equal status with valuable opinions and ideas rather than as a
subordinate who may receive directives, request clarification, or indicate
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understanding but not initiate or direct conversation. Caregiver-child peer
conversation involved the child in reciprocal verbal dialogue in conditions
other than those necessary for the action under way. The caregiver's role
had to include talk; the child’s could include talk, protowords, or nods.

The adult could invite the child to participate in conversation or partici-
pate in the child’s initiations (e.g., asking the child’s opinion, asking the
child a question with a known answer in order to encourage conversation,
pausing in a series of small-talk questions to encourage the child to take
conversational turns, or responding to the child’s comments or vocalizations
as if they were conversational turns), It was not considered peer conversa-
tion if the caregiver simply suggested an action by asking, “Do you want to
do this yourself?” and the child simply took the object. The adult’s move
needed to call for or expect a vocal or symbolic response (e.g., if the care-
giver asked the child's opinion of something—"1Is it pretty?”—and paused
for a conversational response from the child).

The child could initiate peer conversation (e.g., offering small talk or

opinions, interrupting adult conversation for child comments, asking ques- -

tions that were not necessary for carrying out an activity that an adult had
suggested or approved) or direct the action verbally in ways that were not
simply responsive to adults' directives (i.e., going beyond simply clarifying
what an adult just asked the child to do). Unobtrusively expressing interest
in something or vocalizing to get an adult’s attention was not coded as taking
a peer role,

Caregiver uses babytalk intonation involved any modification of pitch or
intonation or specialized vocabulary not acceptable for use with local adults.
Simplified, short sentences and pet names were not by themselves babytalk,

Caregiver vocabulary lesson (labels, commentary, expands, requests label,
language games) and child vecabulary lesson (labels, requests label, language
games) focused on teaching language beyond simply ensuring communica-
tion. They called attention to features of language, teaching the meanings

of words and testing the child’s knowledge, deliberately or not. The score .

for each episode ranged from 0 to 5 for caregiver vocabulary lesson and from
0 10 3 for child vocabulary lesson, depending on how many of the following
categories were exhibited at all during the episode: .

“Labels objects or events” focused on teaching labels of objects
(e.g., “That's his eyes” or “Boat!”) or events (“See, the baby's sitting™).
Labeling did not simply explain an action or announce an event; it
focused on teaching vocabulary. Labeling by the toddler could be a
response to a request, but not just parroting a caregiver's label.

“Running commentary” was descriptive narration of events, appar-
ently addressed to the toddler or to an invisible audience, with no obvi-
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ous purpose besides providing a play-by-play account or an interpreta-
tion, much like a sports commentator. It included rhetorical questions
not directly requesting information but providing interpretation (e.g.,
“You wanna put it in there?” alter the toddler had atreacly done so or
had already made that intention clear).

“Expands or mimics child urterance” repeated the child’s words or
vocalizations or expanded them with improvement in pronunciation or
wording (e.g., the child says, “Peh-ees,” and the father echoes, *Pen-
nies,” or the child says, "Dat eyes,” and the mother expands, “That's
the eyes”). .

“Requests label” included the caregiver's requests for labels already

known to the caregiver, in the form of test questions, or the child’s
requests for labels.

“"Language games” involved word games {e.g., "What does a doggie
say?") or games that tested verbal comprehension with questions that
had obvious answers (e.g., “Is that the eyes?” or “Did you kiss the baby?”
Just after the child kissed the doll} if the adult waited for or requested

m:mmm..:.hmmo:..ﬁrnS&n:mwim.mncmnnmoH. provision of the requested
communication. -

Mock excitement invited or motivated the child to participate in an activity
by means of exaggerated expressions of interest to iry to engage or per-
suade the child. It was not real excitement or enthusiasm but pretend excite-
ment to get the child’s attention or to motivate the child,

Caregiver praise motivated the child through applause, congratulations,
and other signs of praise for the child’s achievement or for personal qualities
such as cuteness. It focused on the child, not the event, conveying “how
smart” or “how cute,” either implicitly or explicitly. It was not simply feed-
back such as a flat “There you go” to mark completion of a task,

Caregiver poised ready to help indicated responsiveness to children’s lead-
ership in the activities. It was coded when the caregiver generally (not just
occasionally) was alert and in a posture of readiness to assist the child, with
body or hands held ready to aid the child at times other than when the
caregiver was assisting the child. Evidence included holding the hands “in
gear” or at attention rather than lax, small motions of the hands in anticipa-
tion of the child needing help or support, supporting an object in readiness
to help the child, sitting in a posture of readiness to assist responsively, or
reacting instantly when the child subtly indicated a need for help.

Caregiver overrules child was coded if the child refused or insisted and if
the caregiver ever insisted on some aspect of the agenda (whether the care-
giver's effort was successful or not). The child had to evidence clear refusal
{not just lack of auention) or clear insistence (going beyond polite persis-
tence). Caregiver insistence or refusal involved superseding the child's will,
not just coaxing. Any tug of war indicated that both partners insisted.
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Learning through Observation

Coding attention to competing events invoived first n_na.wn::m i_..m%oﬂ.
there was an event competing with the child's or the caregiver's focus of
attention and then deciding whether the person in question attended to
both events simultaneously, alternated rapidly between them, or seemed
unaware of the competing event. .

“Competing events” involved any extraneous event z.;: was not part
of the person's ongoing focus of attention. For the caregiver, only events
in which the main or secondary focus involved the target child were coded.
Competing events included bids for the person’s attention away »,35. the
focus at hand, unrelated ongoing events that an alert person might monitor,
or spontanecus management of attention to competing mon.p. Mx.ma.v_am of
competing events included such social events as another child bidding ._10_.
a mother's attention, a phone call, a passerby or traveling mm_nm_umu..mo: nm__:._w
out, or ongoing conversation external to the child’s or caregiver's main
focus as well as such nonsocial events as something falling or an unexpected
airplane overhead. They were events that one might expect the person to
moniter or to acknowledge, not just ongoing events that it io:_m be strange
for a person to attend or reply to (e.g., routine events in this setting or
events that one should try to ignore). .

Competing events needed to be extraneous to the main mcncm.. If a
person was putting aside an object to facilitate the Em.mb event, this was
considered part of the main event. Onlookers chiming in with comments
or laughter in ways that fit with what the child and caregiver were already
doing, as echoes, would not be competing events; extraneous _m.:mr.ﬁq or
comments from an onlooker would be, Several people collaborating in the
same activity (e.g., all helping the child with a toy at once) io:E :on.i,\o.?n
competing events unless they offered the child or the caregiver dif m.n::m
foci of attention at the same time. For example, a situation in which a
mother needed to manage an older child who was interested in m,.m”.u.cm:m
the novel object from the toddler would involve a competing event if H.:m
mother had to attend to two agendas at once or implement two strategies
at once,

The auention management pattern was coded whenever there was a
competing event, by first jotting down a shorthand description cm.ﬂrm event
under its category (attending to two events simultaneously, attending to two
events alternately, or appearing unaware of a competing event) and, after
the episode ended, judging the prevalence of cach autentional category. The
Judgment of prevalence was used in order to control for differences among
the communities and families in the number of competing events.! We used

* The few episodes that contained no competing events were eliminated from coding.
They represented a very small proportion of the total episodes in all four communities:
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the following scale to indicate what attentional category best characterized
each episode:

4 = overwhelmingly prevalent, with very strong or frequent instances
(but there could be an example or two of other categories);

3 = primary pattern of attention, more than any other category but
not overwhelming;

2 = ted for first place with some other category (or both others);

some of the category, but not as much as some other category,

and

0 = none.

—_
1

We took inte account how long or often a particular category of atrention
occurred relative w the others as well as how eflortful or compelling it was.

Attending to several events simultaneously involved active, uninterrupted
attention to several activities. It did not necessarily involve simultaneous
action, but simultaneous attention, which could be indicated by a reply to a
competing event, by carrying out what was suggested, or by brief monitor-
ing (e.g., the mother conversed with the interviewer at the same time as she
assisted the child with an object; the child worked an object with the mother
while interacting with another child; the mother used peripheral attention
or sweeping eye movements like an air traffic controller to update several
sources of information continually without seeming to lose track of any of
them). It required evidence that two events were actively managed at once,
with monitoring, directing, or responding to several sources simultaneously,
not just placing one activity on hold while attending to the other event, It
involved skilled action requiring continued attention or skillful participa-
tion, not automatic action or pliantly being acted on (e.g., just holding or
fiddling with an object in a nonchallenging way, such as absently flipping
the jumping jack or submitting to being dressed). In simultaneous at-
tending, each activity would be uninterrupted by the other, with each line
of attention maintained as smoothly as if there were no other focus. An
example was provided by a San Pedro 20-month-old who repeatedly kept
track of two or three competing events through the jar episode:

Maria watched her mother present the jar to explore while Maria simul-
taneously handed another toy over to her cousin; she monitored her
mother demonstrating the jumping jack while she extracted the peewee
doll from the jar; she noticed everything the interviewers did without
breaking her activity with the jar; she monitored her cousin subtly tak-

zero in San Pedro; three episodes for children and three for caregivers in Salt Lake; two
for caregivers in Dhol-Ki-Fatti; and six for caregivers in Kegiéren.
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ing various objects while she admired the peewee doll and skilifully put
it in the jar; and on and on.

Attending to several events alternately meant that, while attending to one
focus, the person appeared interrupted or momentarily oblivious to others,
alternating back and forth between the two (nat just shifting away from the
original focus without returning, which would not be coded at all). Alternat-
ing involved registering what was going on, noticing competing events, be-
ing alert to several foci of activity so that both activities were kept going,
but nathing demanding being done in the secondary activity while attention
was directed toward the primary activity; the secondary activity was put on
hold. For example, a mother might stop mid-sentence in an adult conversa-
tion to answer a child's request and then return to the adult conversation.

Unaware was coded if the person appeared to be unaware of a compet-
ing event that one would expect a person to monitor or to which one would
expect him or her to respond. It was coded only if there was something
attention grabbing or unusual about the event to which a person would be
expected to attend. If the person could be trying nof to pay attention to an
event (e.g., suppressing attention to a passing truck or a sibling interruption}
or was not giving frequent evidence of attending to an ongoing, lengthy
background activity, then the competing event was not coded since the
attention management pattern was ambiguous.

Interruption of adult activity for child purposes involved the child obtrusively
attempting to interrupt adult activity for the child’s own purposes. The
child could use intrusive vocalization or insistent tapping on an adult to
attempt to break in or force the adult to look in a particular direction (by
grabbing the adult’s chin or sticking his or her face in the adult’s face).
Interruption did not include times that the child was simply being persistent
in a polite request or trying to let an adult know something for the adult's
purposes,

Engagement embedded in group meant that the toddler’s involvement en-
compassed the overall complex, extradyadic engagements of a group. The
code indicates the child’s involvement with several people in complex shared
activity; it is not an index of whether a group was present (a group was
always present in our visits, including a caregiver, a child, two visitors, and
often other kin or neighbors), We excluded dyadic focus in which the tod-
dler’s engagement was with one other person or several people successively,
in what amounts to alternating dyadic focus. Being embedded in a group
necessarily involved some common agenda, not just several people fighting
over the same toy, Being an audience tw an event involving several people
was seldom a case of being embedded in a group, although an involved,
observing child could be embedded in a group if there was a feel that the

nrza. was moving with the group. Engagement embedded in group was meant
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to capture the kind of coherent involvement in which more than two people
may be involved—a kind of complex dance. In order to reach adequate
refiability, we limited ourselves to coding substantial instances that were
sustained or would serve as good examples of this category,

An example of being embedded in group activity was provided in the
excerpt involving Marfa given above. Marfa could have interacted succes-
sively with her mother and then with her cousin, in what would have
amounted to interactions with multiple dyads—instead, she appeared em-
bedded in a group event. She smoothly coordinated her monitoring and
protective efforts toward her encroaching cousin with her engagement with
her mother regarding the novel objects. Her involvements in this episode
could not have been disentangled into successive dyadic involvements but

appeared rather to be a complex, multiway intertwining with the partici-
pants in the whole event.

Reliability of Coding

For the data from San Pedro and Salt Lake, reliability estimates were
calculated between the two authors who were familiar with both communi-
ties for 100% of the San Pedro episodes and 61% of the Salt Lake episodes.
Since we did not have second coders available for examining the reliability
of coding for the Dhol-Ki-Patti and Kegiéren data, we employed systematic
cross-coded reliabilities on the Salt Lake data by the authors coding the
Dhol-Ki-Paui and Kegitren data as proxy reliability estimates for those two
communities, After achieving initial agreement between the four investiga-
tors on the Salt Lake data, we continued to code and discuss agreement on
the Salt Lake data on a weekly basis in order to ensure against drift in
coding definitions while the data for the other three communities were
coded. With this extensive discussion throughout coding and our impres-
sion that there was very little drift, we feel confident that this proxy reliabil-
ity strategy effectively represents the reliability with which the Dhol-Ki-Patti
and Kecidren data were coded. The only difficulties resulting from this
strategy occurred with a few variables (described below) that were very
infrequent in the Salt Lake data, making assessment of proxy reliability
impossible. The proxy codings used for estimating reliability are based on
61% of the Salt Lake episodes for Dhol-Ki-Patti and 63% of the Salt Lake
episodes for Kegitren.

Reliability estimates were calculated for each individual episode, includ-
ing novel objects, dressing, and novel object exploration during adult activ-
ity. This is more conservative than necessary for the novel objects data, as
the results deal with averages across the novel objects. However, focusing
on individual episodes occurs during our discussion of dressing and novel
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object exploration during adult activity. The only critical variables that were
insufficiently reliable at the individual episode level were some of those
involved in attention management. Hence, for these variables only, we cal-
culated reliability estimates for novel objects on the average values rather
than the individua! episodes. In the one instance that was not sufficiently
reliable at the individual episode level {the Kecioren proxy reliability for
attending simultaneously), we do not discuss results obtained on this vari-
able for dressing and novel object exploration during aduly activity.

The estimates of reliability for the interval or scale variables were calcu-
lated using Pearson correlations, with a cutoff of .80 for an acceptable level
of agreement, The r values ranged from .82 to 1.0, with a2 median r value

" of .96, for all such variables: talk to child, child’s talk, caregivers’ demonstra-

tion before child participates, caregivers' demonstration during child partic-
ipation, caregiver vocabulary lesson, child vocabulary lesson, auending to
several events simultaneously, attending to several events alternately, and
unaware. .

Reliabilities for categorical variables were calculated using kappa, for
which .60 is an acceptable value (Gelfand & Hartmann, 1975). The « values
varied from .60 to 1.0, with a median of .86 for all the remaining variables
listed in Figure 2 above, with the following exceptions. Six Dhol-Ki-Patti
and Kegidren values were too low for inclusion in analyses (sometimes be-
cause rarity of occurrence in the Salt Lake data made estimation of proxy
reliabilities difficult): mutual involvement in Dhol-Ki-Patti; child introduces
information or structure in Kegiéren; child seeks clarification in Dhol-Ki-
Patti and Kegitren; caregiver overrules child in Dhol-Ki-Paui; and interrup-
tion of adult activity for child purposes in Keciéren. In addirion, there were
three values in Kegiren that were low but judged worth keeping because
the disagreements were in a direction that would not jeopardize interpreta-
tion of the findings: caregiver uses babytalk intonation and caregiver over-
rules child (k's = .58 and .49, with Géncil's codings systematically more
conservative, assuring that the findings in Kegitiren of a great extent of
babytalk and of caregiver overruling are conservative results) and caregiver
poised ready to help (k = .59, with no systematic bias apparent and resulis
ciear-cut).

Further evidence of reliability can be derived from the similarity of
our own conclusions 1o those drawn by Pablo Chavajay in his independent
analyses of a portion of the S8an Pedro and Salt Lake data, which are in-
cluded as an afterword to this Monogreph. Ghavajay, a native of San Pedro
with an advanced degree from the University of San Carlos, had just arrived
in the United States and spoke little English, He wrote his conclusions on
the basis of independent viewing and description of four of the families
from San Pedro and four from Salt Lake before he was informed of our
questions or conclusions, As an experiment, we had asked Chavajay 10 carry
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out the same description process as we had and to make comparisons of
the families in the two communities; the only orientation that we provided
was the information that we were interested in children’s learning and care-
giver-child communication. (We provided assistance in translating the Salt
Lake families’ words, as he did for us with the Mayan statements in San
Pedro.) We expected the process to yield interesting systernatic differences
both at the level of description and at the level of conclusions, which we
intended to use as a window on cultural variation in interpretation of these
events. However, Chavajay's transcripts and conclusions were extremely
similar to our own, foiling the idea of using them to elucidate cultural
variation but adding greatly to our confidence in the reliability of our obser-
vations and our conclusions.

GRAPHIC AND STATISTICAL ANALYSIS AND
COMMUNICATION OF PATTERNS

Using the common language and classifications developed to handle
the data analysis, the codings of each family were graphed in arrays like
those presented in Chapters V and V1 below, representing the distribution
of all families’ approaches within each community (median, central tenden-
cies, range, and outliers) as well as the mean values. These arrays were used
1o check distributions within variables to be sure that we understood them
as well as to examine patterns across variables. Inspection of patterns in the
graphic arrays allowed us to consolidate or eliminate redundant variables
and to abandon ambiguous variables. -

Once we felt that we understood the pattern of community differences
through examining the graphs, we checked our understanding further
through statistical means (e.g., correlations and ¢ tests) that also provide a
reference criterion for communicating with readers about differences and
similarities in patterns. The general understandings that we derived from
the patterns in the graphs and the statistical analyses were checked and
amplified through referring back to the videotapes and descriptions of both
representative and anomalous families.

Our statistical analyses should be regarded merely as a tool supple-
menting the ethnographic and graphic analyses. They were not a2 means of
discovery or confirmation——as were the descriptive and graphic analyses—
but were simply used to check our conclusions and communicate them,
They did allow us to drop some variables that were seen (through correla-
tions) to be redundant or unreliable and to systematize our graphic analyses
further. But they were not where we “found” our findings; the patterns
that we describe derive from disciplined examination of data by informed
people using statistics as just one of several tools.
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Our statistical analyses of similarities and variations in guided participa-
tion focused on the episodes involving novel cbjects since we have five obser-

vations on each family for this activity, except in Dhol-Ki-Patti, where the

number of novel object observations ranged from two to four per family
{for reasons that we discuss in Chap. V). The analyses for novel objects are
based on proportions averaged across the novel object observations, We
mosmwaonam the patterns observed in the two other kinds of episodes {dress-
ing and novel object exploration during adult activity) in a more exploratory
fashion because for each family there are at most one episode of dressing
and one of novel object exploration during adult activity. However, exami-
nation of patterns in these situations allows an exploration of whether the
patterns observed in guidéd participation across the two communities are
limited to situations like the novel objects episodes, where caregivers were
asked to help the children with objects, or whether the same patterns appear
in other circumstances. .

. Although we considered several ways of lumping variables or communi-
ties together, we opted to use simple ¢ tests for the main analyses rather
than multivariate or four-community tests, even though there are a number
of variables.” We did consider using Hotelling's ¢ tests to perform multivari-
ate tests, as some of our variables fall in clusters; however, we felt that the
ﬂz_mﬁlmﬁ tests would obscure the results by lumping things together.,
.m_:nn the variables were conceptually motivated and distinguished, compos-
ites would not be of interest (for a similar approach, see Hoff-Ginsberg
1981; for a discussion of situations in which multiple univariate m:m:\mmm.
are called for rather than muitivariate analyses, see Huberty & Morris
1989). The different analyses that we performed are not assumed to ,cn.
unrelated; rather, they provide the opportunity to examine converging evi-
dence regarding the conceptual issues they represent, through examining
each variable's role in the pattern rather than using composites.

. We focus our analyses on variables that are conceptually motivated
u_,.:r specific predictions and examination of how the variables Swﬂrmm
inform each other, and we use more conservative significance levels to inter-
pret purely exploratory analyses (e.g., gender and age differences are not
Hvoz.na unless p < .01). In addition, our ¢ tests employ separate estimates
of variance, which is a conservative approach, because we do not want to
assume that the population variances of our samples are equal. (This proce-
dure reduces the degrees of freedom when the variances of the two samples

are quite different, which is why the degrees of freedom differ from one ¢
test to another.) .

5

>w.z_ﬂ<>m were .c.mnn_ to explore the possibility of toddlers’ age and gender differ-
ences within communities; in the case of one variable in which oddlers’ age had a sirong
relation to the finding, the results are presented in ANOVA form.
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We decided against putting all four communities into one analysis of
variance design because we wanted to be able to examine specific patterns
of community differences for which we had predictions, Although applying
planned comparisons was another alternative that we considered, we de-
aded that our goal of examining paterns across variables within communi-
ties would not be well served if we put all the communities into one analysis
for each variable. Planned comparisons across the four communities would
focus on each variable rather than on the coherence of patterns among
them in each community. In addition, ¢ tests seemed more appropriate
because the comparison of San Pedro and Salt Lake was for us logically and
chronologically prior to the examination of the other two communities;
although we expected Dhol-Ki-Patti to resemble San Pedro and Kecidren
to resemble Salt Lake, we wanted to be more open to areas in which they
did nox follow the pattern of the San Pedro/Salt Lake contrast.

Hence, we first analyzed the differences between San Pedro and Salt
Lake and treated the other two communities as follow-up analyses of the
generality of the findings. The analyses for Dhol-Ki-Patti involve examina-
tion of similarities with San Pedro and differences with Salt Lake, with
statistical tests focusing on the differences with Salt Lake and occasionally
employed to compare Dhol-Ki-Patti with San Pedro if the pattern was dis-
crepant. Similarly, the analyses for Kegioren involved examination of simi-
larities with Salt Lake and differences with San Pedro, with statistical tests
primarily used 1o test the differences with San Pedro and occasionally with
Salt Lake. The next three chapters describe our findings, using parallel
organization first to examine the patterns in San Pedro and Salt Lake and
then to determine whether the patterns extend to another non-middle-class
community, Dhol-Ki-Patti, and to another middle-class community, Ke-
gidren.

In the chapters that follow, we present the data by means of narratives,
graphs, and statistics that aid in describing the patterns and qualifying our
statements. Readers who are familiar with psychological research are likely
to find the statistics to be consistent with the kind used in the literature
(although we opted for more descriptive than composite statistical ap-
proaches). What differs in our methods from those typically used in psycho-
logical research is the systematic testing of our ideas through ethnographic
description and graphic techniques.

Although getting a “sense” of the data through piloting and examina-
tion of preliminary graphs is seen as desirable in psychological research, it
is our impression that close analyses of the meaning of the events observed
and of the distribution of individual cases are given insufficient systematic
attention and are often overlooked. One of our purposes in this Monograph
is to provide a model for those who are interested in making more system-
atic use of the meaning of events in individual cases and of systematic ways
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to_classify and examine the distribution of cases to w.E..:.m.mﬁ abstractions oM
patterns that fit the cases observed. For the process of coming to ::am_.wﬁm.s
the patterns that we discuss in this ona.m...%w. it was .a.mmnn:w_ to examine
the ideas through narrative case descriptions 1o arrive at nnmmm_m.nm:o:m that
did justice to the meanings available in each case and to examine the pat-
terns of these classifications through graphic arrays of n:mﬁ:,ccn._o:.m. Our
technique amounts to a combination of n:m_.:m.:e..n and quantitative ap-
proaches, using the analytic tools of various ..n:mn_vrnnw ?Erqoﬂuo_omw.m:a
sociology in addition to psychology} to help discern the patterns and exam-
ine their coherence.® . .
The results chapters provide an E&nmao.u of the narrative case descrip-
tions through the use of illustrations of particular phenomena. 1:%” narra-
tive descriptions in their complete form, however, are far more :”hm.z illustra-
tions—they cover the whole corpus of our ogmw,\m:osm of the visits to .amn:
family, before the information was segmented into episodes and mummm_mnm.
tions made of the phenomena that appeared Qmsﬁ.qm_ on m:n. basis of the
ethnographic analyses. These extensive nﬁrs..um_,mwr.n ammnﬂv:omm were the
step in the analysis that yielded a segmentation and a classification that we
regard as representing crucial features of the mv.wnwcm:osm. true to the larger
picture of these families and these communities. They were also :mma to
make sense of the patterns and anomalies that appeared in the graphic and
istical analyses.
mﬁm:m’wwma mqm_uﬁwn analyses that we employed are m:n.w._nmnoa.m: Orw?n_..m./\
and VI, where graphs are provided that show the nr&q&:.co:m of mm.B___nm.
on key variables in order to relate the patterns o,nmn._éna in Dhal-Ki-Patty
and Kegitren, respectively, to the patterns presented in Chapter IV for San
Pedro and Salt Lake, The graphs presented in the Monograph are used to
communicate the patterns to the readers; the original use of the graphs was
much more extensive, They were a key tool in testing the patterns across
variables and across communities in a way that represented the m,w.:&::o:
of individual families in each community (through the use of medians, cen-
tral tendencies, ranges, and outliers) as well as the average values for each
community-(the means). .
Of course, a document like this Monograph does not present the n_m.S__m
of every step in the analysis but rather summarizes what was learned from

%1t has been our experience during the review process that _._.5 Monograph :5&2,22..:
that researchers find our approach to be rather convkntional with regard to the mwm:_:ﬁ
tool with which they are familiar (statistics, graphs, nﬁruomwmvrﬁ. That isa good sign, as
it indicates that the tools are being used in ways that mn. their EE.—_ practice; however, our
hope is that readers can see past the use of the .mvnn_.ma ol with .s&_nr they are most
familiar to consider how these tools can be combined i a systematic usa.mnwo_m—.; way,
advancing understanding in ways that move across the disciplines to achieve a broader
view,
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the steps along the way. However, we hope that the presentation of results
helps the reader understand not only the pattern of findings but also the
pattern-analysis process, which consisted of detective work to search for
and abstract patterns to which individual cases contribute, using descriptive
narratives, graphic arrays, angd statistical analyses all as tools to search for
converging evidence in a systematic manmner. .
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tions, a number similar to that obtained in the Sgit Lake sample (difference
N.S.).

As in the other communities, the DholKi-Patti toddlers usually had at
least one adult partner—typically the mopher, although in two cases fathers
were the only adult partners. In 24% of the novel object episodes, toddlers
had child partners as well as adult pg#iners (significantly more than the Salt
Lake roddlers, who had child pargders in 3% of the episodes, ¢ = 2.1, p <
.05). This patern of having boph adult and child partners was similar to
that observed in San Pedro. In4 few cases, only child partners were involved
in the Dhol-Ki-Patti episodey/(although an adult was present), unlike either
the San Pedro or the Saly’Lake sample. The fact that neighbors and kin
were always around duping these sessions and comfortably participated in
them (offering suggestions or advice to caregivers, answering questions on
their behalf, and so 4n) reflected the familiar involvement of neighbors and
kin in each others lives {(Mistry, Rogoff, & Goncti, 1987).

Descriptive Data and Graphs

Means and standard deviations involved in the similarities and differ-
ences between communities that are described in the following sections ap-
pear in Tables 1-4. We present graphs accompanying the key discussions
of differences that also show the means (marked by a black square; for an
example, see Fig. 12). The graphs are intended to make the patterns easier

=]
3.00 4
2,25 +
1.50 +
075 +
r o -000 L
) 'SP SL DKP v SP SL DKP

Fic. 12.—Amount of talk by aduits to child (a) and by child @. in San Pedro (SP),
Salt Lake (SL), and Dhol-Ki-Pati (DKP). For an explanation of the symbols, see the text.
Rating scale of amount of talk to child: (3) = 1-3 sentences; 4 = 4-9 sentences; 5 =

10+ sentences. Rating scale of amount of talk by child: 0 = no words; 1 = 1-3 words;
2 = 4+ words; 3 = 1-3 phrases; 4 = 4+ phrases,

hY
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to follow and are a key tool used by the research team to understand the
patterns. (We used such graphs for every variable.)

The graphs show box plots from the data analysis program that we
used (DataDesk). In addition to indicating mean values (which we have
added to the DataDesk plots), the box plots in the graphs provide a great
deal of information on the distribution of individual families: the median
(the horizontal line across the box), the middle haif of the data between the
25th and the 75th percentiles (the outlined central box), the range of the
main body of the data (the whiskers extending above and below the box},
and oudiers (plotted with circles or, if extreme, with an asterisk). The box
plots also show the 95% confidence intervals for comparing medians (the
shaded area); these are constructed so that, if the shaded areas of two
communities do not overlap, the corresponding medians are discernibly
different at approxirnately the 5% significance level, We used the confidence
interval information to inform our comparisons of means, reported in the
ections below using ¢ tests. .

Cultural Similarities in GUI Tcipation
Creating Bridges

Data on the extent of mutual engagement cgdid not be analyzed owing .
to the low reliability of codings on this variablg! However, as in other com-
munities, Dhol-Ki-Patti caregivers provided bridging by orienting the tod-
dlers to the activity. Caregivers provided gfientation in 91% of the episodes,

an extent that did not differ from Salt ¥ake (where it also occurred in 91%
of the episodes).

Structuring

As in the other commyshities, caregivers and toddlers joindy structured
their involvement in the/interactions. Most Dhol-Ki-Pauti caregivers (73%)
used one or another fheans of simplifying the task for the woddlers (not
significantly differept from the 87% of Salt Lake caregivers or the 93% of

ment in the agtivity. Similar to the Salt Lake and the San Pedro samples, in
24% of the/kpisodes the Dhol-Ki-Patii toddlers introduced information or

8.); and in 38% they sought assistance (compared 10 33% in Salt
Lake, N.S.).
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