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Orienting Concepts

“and Ways of Understanding
the Cultural Nature of Human Development

Human development is a cultural process. As a biological species, humans

are defined in terms of our cultural participation. We are prepared by both
 our cultural and biolegical heritage te use language and other cultural tools
and to learn frem each other. Using such means as language and literacy, we
can cellectively remember events that we have not personally experienced
~—becoming involved vicariously in other people’s experience over many
generations, -
-+, Being human involves consmaints and possibilities stemming from long
histories of human practices. At the s2me time, each generation continues
to revise and adapt its human cultural 2nd biclogical heritage in the face of
© CUrrEnt circumstances.

My aim in this book is to contribute 1o the understanding of cultural
patterns of human development by examining the regularities that make
nse of differences and similarities in communities’ practices and tradi-
s. In referring to cultural processes, I want to draw attention to the con-
gurations of routine ways of doing things in any community’s approach to

22 2o sethmicity of individuals.

For understanding cultural aspects of human development, a primary
of this beck is to develop the staiice that peaple develop as participants
ltural communities. Their develspment can be understood only in light of
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THE CULTU

she culiural practices and circumsanies of their communities—which alse

change.
To date, the study of human development has been based largely on re-

search and theory coming from middle-class communities in Europe and
North America. Such research and theory often have been assumed o gen-
cralize to all people. Indecd, many rescarchers make conclusions from work
done in a single group in overly general terms, claiming that “#he chitd does
such-and-so” racher than “these childsen did such-and-s0”

For example, a great deal of research has atrempted to determine 3t
what age one should expect “the child™ to be capable of cercain skills. For
the most patt, the claims have been generic regarding the age ac which chil-
dren entes a stage oOf should be capable of a certain skill.

A culeural approach notes that different cultural communitics May ex-
pect children to engage i1 actividies at vastly different times in childhood, and
may regard “imetables” of development in other communitics as surprising

Consider these questions of when children can begin 0

ot even dangerous.
when they do

do certain things, and reports of culeural variations in

When does childrens intellectual develapment permit them

1o be responsible for pthers? When can they be srusted to take

care of an infant?

In middie-class U.S. families, children are often not regarded as capable of
caring for themselves or tending another child unzil perhaps age 10 {or later
:n some regions). In the UK., it is an offense 1o leave 2 child under age 14
adult supervision {Subbotsky, 139 5). However, in many other
communitics around the world, children begin 1o rake on responsibilicy for
tending other children at ages 5—7 {Rogoff ctal., 19755 5¢¢€ figure 1.1), and in
some places even younget children begin o assume chis responsibilicy: For
example, among the Kwara'ae of Oceania,

Three year olds are <killed workers in the gardens and household,

excellent caregivers of theit younger siblings, and accomplished at
ough young children also have time to play,

social interaction. Alth
many of the functions of play seem to be met by work. For bath

adults and children, work is accompanied by singing,, joking, verbal
play and entertaining conversation. Insiead of playing with dolls,
children care for real babies. In addition 10 working in the family gar-

ildren have their own garden plots. The latter may
of age many children are

years without

dens, young ch
seem like play, but by three of four years

raking produce they have grown chemselves to the market 1o sell,

thereby making a significant and valued copribution 10 the family

e B
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This é-year-old Mayan
.“_D.nnhnu.b_uhu_ gitlisa
skilled caregiver for her
baby cousin.

When do chifdrent § o
Judgment and o oreds
2o handle s s sl sordination allow them

Alch i

a“.mﬁﬂ _M:m middle-class adults often do noc trust children below about
Nnﬂ” ith n—Enmu among the Efe of the Democratic Republic of Conge, in-
fancs _.oﬂ:H:uu.ﬂ H..;_mmm an_-. eres safely (Wilkie, personal communication, Hm&m.
see ! m—_wa _._ > ewise, Fore (New Guinea) infants handle knives and m:“
o w_.u_ﬂ ¢ time n”.__.ﬁm1 are able o walk ﬁo_.nnwon. 1979). Aka parents of

Sent rica teach &- 1o 1o-month-old infants rcm,.q :
: 0 1 . te throw small

and use small pointed digging sticks and miniature axes with sharp MW_H

blades:

" M“mhﬁ&ﬂmhnw MMB..SEH__. begins E infancy. Infants are allowed to crawl
or el _M, tever mrnu__. want in camp and allowed 1o use knives,
2 o _Hu. igging En.wmu and clay pots around camp. Only if an
A _.“ .F_.:mn___.“.mn ”M MMM..EM:H.G Wb fire or hits another child do parents or
o e infant’s activity. It was not u i
ﬂwnbwm_w __u.n..__ se€ an ,.umm_.: month old imﬂ_..n__,m six-inch WHM:M_”_.H_HMMHMN
rnch f mBm_namﬂE Family’s house. By three ot four years of age chil-
ol nEEGHMo - emselves a H:nmﬁ on the fire, and by ten years of age
e n know enough subsistence skills to live in the forest
e if need be. {Hewlett, 1991, p. 34}



FIGURE 1.2

An Ffe baby of 11 months

skillfully cuts a fdir with
2 machete, undes the
watchful eve of 2 relative
{in the Twri Forest of the
Democratic Republic of
Congol.

others or sufh-

i ibilicy for
So, at what age do children develop responst )
cient M&_ and judgment to handle dangerous implements? “Ah! D%n“ﬁ
it depends,” readers may say, after making some guesses based on the
cultural experience.

Indeed. It depends.

Variations in expectations for

children make sense once We ﬁmr.n into
d iraditions. They make sense the

ccount different circumstances and Hat They u:..,
Momnmn of differences in what is involved in prepanng a meal” or .Hnn_n_E._um

har sources of support and danger ate cOMmORn, who else is nearby,

u_uu_uu_..iﬂwm what institutions peo-

cal adults are and how they live, .
Jives, and whar goals the community has for devel-

ingi instirut ral pracrices.
oning in those msuruuons E_.m nEE Lp
chore or participation tn a test 0F

depends in large parton the

what the roles of lo
ple use o organize their .
OpmMeEnt to MALe Funcn :

TWhether the activity 1s an everyday

laboratory experiment, people’s performance ¢ ;
MHMEBMMQ that are routine in their community and on the cultural prac

tices they are used . What they do depends in important ways M—b the n_““
ing gi the social and institutional suppo
2l meaning given to the events and ‘ ; :
Hod_”_n& in WW”BEE::E& for learning and carrylng out specific roles

Orienting Coneepts

Culeural research has aided scholars in examining theories based on ob-
. servations in European and European American communities for their ap-
plicability in other circumstances. Some of this work has provided crucial
counterexamples demenstiating limitations or challenging basic assump-
tions of a theory that was assumed to apply to all people everywhere. Ex-
amples are Bronislaw Malinowski’s (1927) research questioning the Oedipal
complex in Sigmund Freud’s theory and cross-cultural tests of cognitive de-
velopment that led Jean Piaget to drop his claim that adolescents universally
reach a “formal operarional” stage of being able to systematically cest hy-
potheses (1972; see Dasen & Heron, 1981). :
The importance of understanding culwral processes has become clear
in recent years. This has been spurred by demographic changes throughout
Morth America and Europe, which bring everyone more in conract with
cultural cradicions differing from their own. Scholars now recognize char
understanding cultural aspects of human develepment is imposzant for re-
solving pressing practical problems as well as for progress in understanding
the nature of human development in worldwide terms. Culrural research
~ is necessary to move beyond overgeneralizations thar assume that human
development everywhere functions in the same ways as in researchers’ own
communities, and to be able to account for both similaridies and differences
across comImunities.

Underscanding regularities in the cultural nature of haman develop-
ment is 2 primary aim of this book. Observations made in Bora Bora or
Cincinnati can form interesting culwural portraits and reveal intriguing dif-
ferences in custom, but more important, they can help us ro discern regu-
“Jarities in the diverse patterns of human development in different commu-
ities.

I

Looking for Cultural Regularities

eyond demonstrating that “culture matters,” my aim in this book is to in-
fegrate the available ideas and research to conttibute to a greater under-
ding of haw culture mateers in human development. What regularities
ilietp.us make sensc of the cultural aspects of human development? To
tand the processes that characterize the dynamic development of in-
al people as well as their changing cultural communities, we need to
regularities that miake sense of the variations across communities as
the impressive commonalities across our human species. Although
ch on cultural aspects of human development is still relatively sparse,
1e to go beyond saying “It depends” to articulate patterns in the vari-
and similarities of culmural praceices.
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cultural traditions can help us become
own as well as other people’s lives, no
marter which communitics are most familiar to vs. Cultusal research can
help us understand cultural aspects of our own lives that we take for granted
a5 natural, as well as those that surptise us elsewhere.
For example, the impertance given 10 paying attention to chronologi-

cal age and age of developmental achicvements is unquesticned by many
who study human development. However, questions about age of transi-
tions are themselves based on 2 cultural perspective. They fit with culrural

nstitutions that use elapsed time since birth as a measure of development.

The process of looking across
aware of culnaral regularities in our

One Set of Patrerns: Children's Age-Grading and Segregation
from Communisy Endeavors or Participation in Mature Acrivities

Tt was not E.H.__ the last half of the 18oos 1n the United Stares and some

other nations that age became a criterion for ordering lives, and this inten-
sified in the easly 19008 {Chudacoff, 1989). Wich che rise of induserializa-
cion and efforts to systematize human cervices such as education and med-

ical care, age became a measufe of developmentand a criterion for sorting
people. Specialized instirutions wete designed around age groups. Develop-
mental psychology and pediatrics began at this time, along with old-age in-
sritutions and age-graded schools.

Before then in the Unired Scates (and still, in many places}, people rarely

Inew their age, and students advanced in their education as they learned.
Both expert and popular writng in the United Sares carcly referred to spe-
childhood, and adulthood were dis-

cific ages, although of course infancy,
tinguished. Over the past ceniury and
associated practices relying on age-g
though often unnoticed role in ordering
__those of almost all contemporary readers of this book.

Age-grading accompanied the increasing segregation of children from
the Full range of activities in their community as school became compulsory
2nd industrialization separated wotkplace from home. Instead of joining
with the adult world, young children became more engaged in specialized
child-focused institutions and practices, preparing children for later entry

into the communicy.
_Emnnnrmﬂ child-focused settings and ways in which middle-class par-

ents now interact with theit children are closely connected with age-grading
and segregation of children. Child-focused settings and middle-class child-
rearing practices are alse prominent in developmental psychology, connect-

e ik idane ahomt stages of life, thinking and learning processes, motiva-
: . P

2 half, the culvural concept of age and
rading have come to play a central,
fives in some cultural communities

Orieniing Concepts

H—.EMMT naBWWQEo: and cooperation. [ examine these nEME& regularities
roughout this book, as they are i ing devel i
S ey are crucial to understanding cpment in
An alvernative patrern involves integrati i
s v gration of children in the eve

mnn_..._ﬂmm of their communities. This pattern involves very m.—mﬂmﬂnﬁw
MMM”H an OMEEMHMEBDQ in human development {Rogoff, Paradise, Mejla
Ara . A _._.nM._ vez, & Angelillo, 2003). The opporwnities to observe
e pitc H ow n#_._n#..nn to leatn through keen atrention 10 ongoing ac-
H.”En_F rather n_HE relying on lessons out of the convext of using the
b o_.w_ &mﬂ._ m.n._m.mr__._m tanght: In chis pactern, children’s relationships often

volve mukiparty collaboration in groups rather than interactions with

One persen at a time. i iti
one Mo.o ° a time. I examine these and related regularities throughout

Oiher Patterns

mnB:mm .n.mﬂE.u_ research is stll quite new; the work of Aguring out whar
_.nmena& can make sense of the similarities and variations »m.d% com
munities is not yet very far along. However, there are several other areas msw
appear to involve important regularities in culrural practices
E One set of regularities has to do with a patiern in s&_ﬂr hoaman rel
tions are assumed to require hierarchical organization, with someone .ml
charge who mn.ﬂﬂcw the others. An alternative pattern is more horizontal n
. stucture, iﬂ- individuals being responsible together to the group. In H_u:u
 pautern, Em&ﬁ_cu._m are not controlled by others—individual m:ﬁ%LaE .oﬁm
MMM“H“W BM..#EW is _.Qm.u.nﬁﬁ_m.a_|w5 individuals are also expected to nc.ow&-
hate wie: ¢ Mnmﬁ“”m _HM:MQH _.M_.M 1 n__mn:&n__: quﬂa chapters, issues of cul-
ura ements, disciplin i
,B.Hn.m_ HHME_.N_ development, and m.omEm of umm.ﬁmﬂm.nn mM ._n“”” :M_.ﬂ_ o
yith chis sec of patcerns. ‘ g
Other patterns have to do with strategies for managing survival. Infant
and adult mortality issues, shortage or abundance of food and ow_.-n
onm.v.ub_.._ settled living or nomadic life seem o connect with nc_M._.__.-M
nil: ities and variations in infant care and artachment, family roles, stages
d m,nuH“ of development, children’s responsibilities, gender roles nuconu.mm
.n..:ﬁ:.”_ competition, and intelleciual prioricies. , e
vI'develop these suggestions of patterns of regularity and some others
.FME.E the book. L___.?ro:mr the search for regularidies in cultural sys-
R as barely begun, it has great promise for helping us understand the
fpplising as well as the taken-for-granted ways of culeural co iti
dwide, including one’s own. e
Io lock for cultural parterns, it is important ie examine how we can
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think abous the roles of cultural processes and in ﬂ...wcu_ H_Hn_wuawnn—wﬂwm
the first three chapters, | focus on how we can oounnmﬁu_ﬁw e M..H”m o
roles of individual and culvural processes. In the next mnn_“E: o his b
ter, | introduce some imporrant otieniing concepts for how we

about the roles of cultural processes in human development.

Orienting Concepts for Understanding Cultural Processes

i rocesses elo
The grienting concepos for understanding culrural p . .nuw,w,.ﬁnﬂmnn.., ; ﬂw
in this book stem from the sociocultural {or n_._H_..E&.rmmon mhi wwnﬁ_..q&
This approach has become prominent in recent decades in @un study o -
.uEEHM practices relate to the development of ways .“.M H%ﬂwwmﬂﬁhﬂ
i i ff & Chavajay, 1595}
ing, ning, and solving problems (Regok .
“n:wwwwﬂmM”npnma of this approach from carly in the ggﬂ_wﬁT nnﬁn.m.w“
u__.wmn:nn_ M.E that children in all communities ar¢ nE.MEu_ m.ﬂ_.nn_ﬂa.i__w_ -
o in a particolar community at a specific time 0 r_m._nom_.. ﬁwmoa_.n.w m&u
Hw:& Hﬂ»ﬁ rather than trying to “ceveal the erernal child,” the goal is to d1s-
“the historical child.” . o .
Bﬂnyumﬁmﬁu&bm development from a Bﬂanﬁ_ﬂE&.?mﬂwnn% hﬂ%mﬂﬂ&“
requires examination of the cultural nature M.M %Miuw_“_mn.m ﬂ nnm_.—”uowomwﬁ
i ion of culwural rools an
dying people’s use and transformation of ologles
H&ﬂﬂmﬂmﬁﬂa_ﬁana in cultural E&Em_a in the structures and instite
i £ family life and community practices.
ncn.ﬂm_,c Swﬂ.”ﬂ understanding of the culrusal, historical nature ..,M .run_ﬁ”
development is emerging from an interdisciplinary p_umi.uuhr invo ) ing mmwm
chology, anthropology, history, sociolinguistics, nn—ﬁnmnan”_ mo_Mc mmm___-_ MMH
: i i Jditions of research, inciuding par-
fields. It builds on a vanety of 1ra > :
MMnMH-M observation of everyday life from an ub%mwuo_om_n& anmwnn.n...n.
_”.mww_._&om_nm_ research in naturalistic or constrained —M_MQBSM. m_n.._nmc,m”.
i 1 ts. To-
istori . and fine-grained analyses of videotaped cven
“Ma_..“ nannHRﬁnannﬂ and scholarly traditions across ficlds are sparking a new
ol aman development as a cultural process.
oo:omwﬂ”“_%“um _,nmn_n&ﬂwm in the variations and %Bnﬁ.pnn.w .om nEME&
rocesses of human development across widespread communieies it H_M im-
Huoﬂsbn 10 examine how we think about cultural processes and their _.nv MH_M“
wn .ndividual development. What do we ENM: by n_“__.-nn_.w_ Dﬂ”:um_nnmwﬂmnrnﬁmnnm
te come to undesstand their own as well 25 ers’ cu :
MM% MMMMMMM% How can we think about the ways that individuals rcw___.. _w._m_wl
- ipate in and coneribute to culrural processes? How do we apptoa ue
e e einm amane cultural communities and how cult
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This section outlines what I call eréenting concepts for understanding

* culwural processes. These are concepts to guide thinking about how cultural

processes contribute to human development.

The overarching orienting concept for understanding cultural processes
is my version of the sociocultural-historical perspective:

Humans develop through their changing participation in the socio-
cultsral activities of their communities, which alo change.

This overarching orienting concept provides the basis fer the other orient-
ing concepts for understanding cultural processes:

Cuelrure isn't just what other people do. It is common for people o
think of themselves as having no culwre {“Who, me? I don't have
an accent”} or to take for granted the circumstances of their his-
torical period, unless they have contact with several cultural com-
munities. Broad cultural experience gives us the opportunity .o
see the extent of cultural processes in everyday human activities

and development, which relate to the technologies we use and our
institutional and communicy values and tradidions. The practices
of researchers, students, journalists, and professors are cultural, as
are the practices of oral historians, midwives, and shamans.
Understanding one’s own cultural heritage, as well as other caltural com-
munities, requires taking the perspective of people of contrasting
backgrounds. The most difficult cultural processes 1o examine are
the ones that are based on confident and unquestioned assump-
tions stemming from one’s own community’s practices. Culural
processes surround all of us and often involve subile, tacir,
taken-for-gianted evénts and ways of doing things that require
open eyes, eats, and minds to notice and understand. (Children
are very alert to learning from these taken-for-granted ways of
: doing things.)
- Cultural practices fit together and are connected. Each needs to be un-
7. derstood in relarion to other aspects of the cultural approach.
Cultural processes involve multifaceted relations among many as-
.. pects of community functioning; they are not just a collection of
variables that operate independently. Racher, they vary wogether
in patterned ways. Cultural processes have a coherence beyond
“elements” such as economic resources, family size, moderniza-
tion, and urbanization. It is impossible to reduce differences be-
tween communities to a single variable or two (or even a dozen
or two); to do so would destroy the coherence among the con-

.ﬁnrnv—._ﬂﬁ“._l:.-d ._1-._". ._nlxdnnﬂtuﬂ -.—-_Uu. -.--n-.r“ ﬂ-. -nﬁ‘.“-n— T ._dﬂ.muﬂ (1a] -l._-—._-.:!nL




1z

THE CULTURAL MATURE OF HUMAMN ﬂmﬂMHOwH&mZH

serve different ends. An understanding of how cultural practices

fit ogether is essential.
Cubrural communifies consinue i change, a5 do individuals. A commu-

nity’s history and relations with other commiinities are part of
cultural processes. In addition, variations ameng members of
communitics are to be expected, because individuals connect in
various ways with othet communities and experiesnces- Wariation
across and within commudities is a FESOUTCe for humanicy, allow-
ing us to be prepared for varied and unknowable futures.

There is not likely to be One Best Way. Understanding different cultural
practices does nat require determining which one way is “right’
{(which does not mean chat aff ways are fine). With an under-
standing of what is done in different circumstances, we cant be
open to pessibilitics that do not necessarily exclude each other.
Learning from other communities does not requirc giving up

one’s own ways. It

tions temporarily
forts to understand culrural phenomena from efforts o judge

their value. It is essential 10 make some guesses as to what the
patteens are, while continually testing and open-mindedly revis-
ing ONE's guesses. There is always more & learn.

examines how we can move beyond the in-
cvitable assumptions that we each bring from our owWn experience, 10 €X-
pand our understanding of human developmeni ro €ncompass other cul-
tural approaches. This process involves building on local perspectives 10
develop more informed ideas about regular patterns, by:

nd ethnocentrism to consider different perspectives

The rest of this chapter

» Moving beyo

« Considering diverse goals of development

« Recognizing the value of the knowledge of both insiders and out-
sidets of specific cultural communities

+ Systemnarically and omn?:.__wﬂmnm._ﬂ revising our inevitably local un-
derstandings so that they become more encompassing

The next two chaprers take up related questions of ways o conceive of

the relation between : adividual and culrural processes, the relation of cul-
rure and biclogy (arguing that humans are biologically cultural), and how
to chink about participation in changing cultural communities.

Orienting Concepis
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The remaining chapters examine regularities in the culeu
| ”.Mnﬁ__“ MH_.HM o”u_._n_w._u._iﬂm_ﬁ:n:n as n_m..En_hg,m relations with other H_HHMMM
m with parents, the development o thinking and rememberiz i
1 MM.:“., mnzw“n_“ _.wwﬂw and ways that communities arrange for nrﬂﬂh“..m n”,,.n w““-ﬂ
._.:“_Hn.uﬂn nm-_zn_,»EHn that [ draw on in these chapiers is wide-ranging mn..
on_ﬂ_nm m .n....._m from _Nmu__.n_un._omﬂ anthropology, history, monma_wswim,mnm
ucation, sociology, and related fields. The different research methods .
hance cach other, helping us gain broader and deeper vicws of the n:HﬂMM
nature .m_m #Eﬂmﬂ development. In choosing which rescarch to include, 1
nn.n_m._uumﬁn Eﬂmm.ummmonm that appear to be based on some close involvem ,
with everyday life in the communities studied, to facilitate und n_h..m:
phenomena as they play out. e
. MWM.MMWM ncMM_mmEm chapter focuses en the continually changing na-
ruse of s nﬂw HE_MH as well as H&. people’s involvement in and creation
of the - The prer focuses ﬂm—.ﬂnﬁ—p—._% on changes related ro Western
hooling __.._,1,_...wm.m_a_m_”__1 pervasive in the lives of children and adults world-
._.Emn.|una examine dynamic cultural processes that build new
as building on cultural traditions. s sl

Fher

St

Ed

b

Moving m&.&&. Initial Assumptions

1z swontd bardiy be fish who discovered the existence of water.
—Kiuckholn, 1995, p. K

- H HM.MM_.. thatis ﬁwmsn.:.nucm water until it has left the water, people often
b own community’s ways of doing things for granted. Engaging
people whose practices differ from those of one’s own comununity can

e M—un aware ._n__m, um_unnnm.cm human functioning that are not noticeable

.c—nn.._. arc missing or .n.rm,mnwnﬂn_uw arranged (LeVine, 1966}. “The most
part of comparative work in another culture [is] the chance to be

: ...n: by it, and the experience of struggling o understand i (Gold
77 P 239)- olibere

_.uvmn who have immersed themselves in communities other than

own frequently experience “culture shock” Their new setti wortks

that conflict with what they have always assumed, and m“,wEm be
¢ _M,,.W&bw to reflect on their own cultural ways as an option rather ﬂ_._ub___,ﬂrn
: way. An essay on culture shock illustrates this notion by describ-

verié ions by .
s of assumptions by travelers from the Nordhers Hemi-
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Assumptions are the things you don’t know you're making, iw_nr is
why it is so disorienting the first time you q.-wn.ﬁ_un.ﬁ_ﬂm M.._h ﬂ _n .
washbasin in Australia and see the water spiraling @qﬁ: ¢ ho! nm_h 3
other way around. The very laws of physics are telling you how

™ “.h:nwm_dm_“,: groEnM even the telephone dials are numbered anti-
clockwise. This has nothing to do with the Wus.m of w#@ﬂ'ﬁw
just do it differently there. The shock is that it had never occurred t0
you that there was any other way of doing it. _n. mwnn. you had :m—qﬂ_.
even thought about ic ac all, and suddenly here it is—different. The

ground slips. (Adams & Carwardine, 1990, p- 141}

immersed in another cultural system, comparisons
re among people who have never ‘".u?
tural practices. Many in-
tioned when

Even without being
of cultural ways may create discomfo
fore considered the assumptions of their own cul .
dividuals feel that their own community’s ways are being ques
they begin to learn about the diverse ways of other groups. e

An indigenous American author pointed out that no_.”ﬂ: of euk
tural ways— necessary 1o achieve understanding of cult _ﬂdn -
can be experienced as an ancomfortable chaltenge by people who are

to only one cultural system:

i larize people, making
Such contrasts and comparisons tend to po .
them feel either attacked or excluded, because all of us Hnm._m to HE.__._W
of comparisons as judgmental. . . . Comparisons are inevitable and so
too is the important cultural bias that all of us Foster as pact of our
heritage. {Highwater, 1995, P- 214)

One of my aims in this book is to separate value En_.maﬂ_uﬁmn__._ﬁ usn-
derstanding of the various ways that culrural processes function In human

development. The need 1o avoid jumping o conclusions about the appro-

priatencss of othet people’s ways has become quite clear in cultural research,

i ic of the next section. . _
e M:M_..ﬂﬂmn_omﬁ__wmﬂn n ent is alse often needed for understanding enecs own

cultural ways. People sometimes assume n_._mﬂ. Tespect fox oﬁ_.ﬁ_mo iuﬂm HE_U”_H
criticism of or problems wich theit own familiar ways. There nH_n_FBHsE.._ ©
suress that the aim is to understand the pattems of m_mnmwnﬁ tural co
munitics, separating undersianding of the huMHM_,.M.,. h“ﬁhﬁ&
i enrs of value are necessary, a5 A .
M“h.”:wﬂwmw informed if they are mﬁmmnﬂmmm long nE.”...umr 10 gain EmM:EmM
understanding of the patterns involved in one’s own familiar ways as

. . . s,
in the sometimes SUCpPrising ways of other communiti

Beyond Ettmocentrism and Deficit Models

People often view the practices of other communities as barbaric. They as-
sume that their community’s perspective on reality is the only proper or
sensible or civilized one {Berger & Luckmann, 1966; Campbell & LeVine,
1361; Jahoda 8¢ Krewer, 1997). For example, the ancient Greeks facilitated
their own cultural identity by devaluing pecple with different languages,
customs, and conceptions of human nature (Riegel, 1973). Indeed, the
word barbarous derives from the Greek term for “foreign,” “rude,” and “ig-
norant” (Skeat, 1974; it is also the derivation of the name Barbara!). The
term barbarian was applied to neighboring tribes who spoke languages un-
intelligible to the Greeks, who heard only “bar-bar” when they spoke:

Beyend the civilizational core areas lay the lands of the barbarians,
clad in skins, rude in manner, glutconous, unpredictable, and aggres-
sive in disposition, unwilling to submit to law, rule, and _..nr.mmoE
guidance . . . not quite human because they did not live in cities,
where the only rrue and beautiful life could be lived, and because
they appeared to lack articulare language. They wete barbaraphonsi,
bar-bar-speakers [Homer, fizd 2.867], and in Aristotle’s view this
made them natural slaves and ourcases. (Wolf, 1994, p. 2)

To impose a value judgment from one’s own community on the cul-
tural practices of another—without understanding how those practices
mazke sense in that community—is ethnocentric. Fthnocentrism involves
making judgments that another cultural community’s ways are immoral,
unwise, of inappropriate based on one’s own cultural background without
taking into account the meaning and circumstances of events in that commu-
unity. Another community’s practices and beliefs are evaluated as inferior
without considering their origins, meaning, and functions from the pet-
spective of that community. It is a question of prejudging without appro-

. piate knowledge. .

For example, it is common to regard good parenting in terms deriving
from the practices of one’s own cultural community. Carolyn Edwards char-
acterized contemporary middle-class North American child-rearing values

{of parents and child-rearing experes) in the following terms:

Hierarchy is anathema, bigger children emphatically should not be
allowed to dominate smaller ones, verbal reasoning and negotiation

~ should prevail, children should always be presented choices, and

* physical punishment is seen as the first step ro child abuse. All of the
ideas woven wgether represent 2 meaning system. (1994, p. 6)
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Edwards pointed our that in other communities, not all components of
this meaning system are found. If a Kenyan mother says, “Stop doing that
ot | will beat you.” it does not mean the same thing as i the statement ¢ame
from a middle-class European American mother. In an environment in

which people need 2 certain physical and mental toughness to thive {fox
long marches with cycles of

heavy .mrﬁmnm_ work, .m:.n.n.ﬁhnm.:nm for warfare,
hunger), the occasional use of physical discipline has a very different mean-
ing than in an environment where phiysical comfortis often taken for granted.

ther would not consider withholding food from

I contrast, 2 Kenyan mo
her children as punishment: “To her, what Ametican mothers do {in the

best interesis of their children), namely, restrict children's food intake and
deprive them of delicious, available, wanted food, would be terrible, un-
shinkable, the next thing to child abuse” (pp. 6—7)- Viewed from outside
each system of meaning, Uoth sets of practices might be judged as inap-
propriate, whereas from within each system they make sense.

From the 17005, scholars have oscillated berween the deficit model—

mantic view of
the “noble savage” living in 2 harmonious natural state unspoiled by the
constraints of society (Tahoda & Krewer, igg7). Both of these extremes
ezt people of culsural communities other than those of the observer as
alien, to be reviled (er pitied) on the cne hand, or to be wistfully revered on

the other
These models are still with us. An ilustration of the deficit mode} ap-
pears in a report based on one week of Feldwork among the Yolngu, an Abo-

Australia, which concluded:

figinal community in

Humans can continue {0 exist at very low levels of cognitive de-

velopment. All they have o do is reproduce. The Yolngu are, self evi-

dently 1o me, neta terribly advanced group-
But there is not much question that Euro-American culture is

vastly superior in its fiexibility, tolerance for variety, scientific thought
and inverest in emergent possibilities from a7y primitive society
excant. (Hippler, quoted and critiqued by Reser, 1982, P- 403)

For many ycars, researchers have compared U.S. people of color with
Furopean American people using a deficit model in which European Amer-
can skills and upbringing have been considered “rormal” Wariations in

other communities have been considered aberraions of deficits, and inter-
's “cul-

vention programs have been designed to compensate for the children’s
* {See discussions of these issues in Cole 8 Bruner, 1975

tural deprivation.
Cole & Means, 1585 Deyhle & Swisher, 1997 Garcfa Coll, Lamberry, Jen-

e nan eeir Wasik., 8 Garca, 1996; Hays & Mindel, 1973
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dolph, 1985; McShane 8 B .
e erry, 1986; Moreno, 1991; Ogbu, 1982; Valentine,

,.O_.&&Hmn and adolescents of color have often been portrayed
.mnwrwn_.:m: ._..w_..mn_u we dissect and analyze using the wacwm_.on.nn:m.m ob
jective and dispassionate teols of our trade. . . . With a white o |_
serving as the “control,” [the research] proceeds 1o Bunznabmﬁnwﬁh.n
_H.E.EHMF ubu_u@w? . - - Beginning with the assumption of a problem
we 5@ m.u_. differences, which, when found, serve as _._.o.om th m.“
problem exists. (Cauce & Gonzales, 1993, p. 8) ’ e

Separating Value Judgments from Explanations

‘H_unmn E_mnm.ﬂu.:m development, it is helpful to separate value judgments fro
obscrvations of events. It is important to examine the meani d m..Eﬂ.
tion _Hm.m events for the local cultural framework and goals nnﬁwnwn i FM -
avoiding the mnm_“.unnﬁ, imposition of one’s own values on hnn.ﬂ_..nqnano ’
_nﬂmhﬂmwncum the activity of people without regard for sheir H“ﬂu
Hnwcn_r WD&M. renders observations meaningless. We need to :hﬁ—nnmp:w_
the o Mm_nnou._... .i_.__mﬁ people from different communities e, rather than
i M M.ﬂ_ M“”_H_Hm uw_._m”mo_dw other group of people do nor do what “we”
¢lusions that their m__BMMonmoM_.”.. rmu_w.ﬂwnu_” e do i orjumping to con
- Reducing ethnocentrism does not i i i
) ._._u.H.._n judgments or efforts to make nrgwﬂnmww“nm”“_m“” Hﬁﬁ_uﬁmﬂaﬁw&
.Mm_ cu_M. own ways to become like people in another community, nor “M_ ,.__,n
he a”c ..M.E.nnﬂ nﬂEBz_EMMm from change. If we can get _umwo.un_ the _.M._nw
. ne way is necessarily best, we can consider the possibilities
Mﬂmm wﬂﬁﬂm il cm-....._nﬂmﬂnn_ _...n..s, they work and _.nmm_unnm:m _nrnao.pm_...cmmM”
e aind place. This does not imply that &ff ways are fine— many comm
tices are objectionable. My point is that value ?&WE«:HMTE.E _H

“m__m_nmp:pﬂw ﬂnn.ﬁ__w are constantly making decisions that impact others;
_,.‘Mo%un HM.EE nEm._nn_.nnﬁ communities it is essential for judgment o m”‘
- w._,m ¢ meaning c.m. people’s actions within their own community’s
- and MNHMMMB. A nnmmhm_n nﬁ:_uw_n of the consequences of ethnocentric
Cersan nm&| Qm_: ng uninformed judgments—is provided in an
ot ma&.B om._mnm_ of a Hmong child in California, when the as-
o ane HMH.EBmEB:n: patterns of the U.S. health system were in-
atible with those of the family and their familiar communiry (Fadi
997). The unquestioned cultural assumptions of the _.-n»_%a_, k :
ted to the dereriorating care of the child. h
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The diversity of culrural ways within a nation wnn_ u.noﬂ:Mu ﬁ._ﬂ” ,_.M””.E M
2 resource for the creativity and future of rEﬁwEJw As with n.u : mwwno
tance of suppoTting species diversity for the continued R_..m._uﬁcun
changing CirCumstances, the diversity of cultural ways 15 2 HQMH_mn .m,Hw
. . . 20
recring humanity from rigidity of P uld jeopardiz
species in the future (see Cajetes 1994).
that humanity must

me dread disease may lic in 2 cONGOC-
the knowledge and skills of a small
de a solution to other ills of

furure needs. Just as the cure for so
tion made with leaves in a rain forest, .
community far away {or next door) may provl

the present or future. Alchough ,.”.E_Bﬁnanmn.& are challenged by ﬁnﬂmﬂw
comfortable with aniformity, ife and learning rely on .,.?u. presen

yerse IMpPIOVisations.

Diverse Goals of Development

i ions is recognizing that

ving beyond one's own systerm of assumptions 15 . et

MHW”FB:MH- development—what is _.nmw:_@mum mature of nﬂﬁ.aﬂ =

vary considerably according to the cultural rraditions and circumstane

i ities. l

Em.nﬂﬂwoﬂ”“ﬂ”d% in human development commonly reveal an pmn
i occeds {and should proceed} roward a uniqu

psirip e et Almost all of the well-known “grand theo-

desirable endpoint of martuity- i . ‘
ries” of mﬁiwwanna have specificd a single developmental trajectorys mov

ing toward a pinnacle that resembles the u...m_ﬂnm of the ﬂrnonrﬂm Q..H @M”“W
munity or indeed of the theorists OWD life course. m.cm wnM._Eﬂ_ﬁ M.n iy
who are extremely literate and have spent many year Em 00 .““,,.v on 1B
literacy and Euro-American school ways of thinking an: mn““u_nwr S
the goals of successful development, and even as dehning hIgne

evolution of whole socienies.

Ideas of Linear Cuttural Evolution

dimension from primitive 1 “us”
p along 2 il

1. Omer

The idea that societies develo
i O -Limm smoarding cultural processes. A n._n.E.
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Let 2 philosophic ebserver commence a journey from the savages of
the Rocky Mountains, eastwardly towards our sea-coast. These he
~ would observe in the earlicst stage of association living under no law
" bug that of narure, subsisting and covering themsclves with the fiesh
and skins of wild beasts. He would next find those on our frenciers in
the pastoral state, raising domestic animals to supply the defects of
hunting, Then succeed our own semi-barbarous citizens, the pioneers
of the advance of civilization, and so in his progress he would meet
the gradual shades of improving man until he would reach his, as yet,
W mest improved state in our seaport tosvns. This, in fact, is equivalent
to a survey, in time, of the progress of man from the infancy of cre-
ation to the present day. {Pearce, quoted in Adams, 1996, p. 41)

The assumption that societal evolution progresses toward increasing
differendation of social life— from the “backward” simplicity of “primi-
tive” pooples—is the legacy of the intellectual thoughe of the late 1800s
and eatly 19005 {Cole, 1996; Jahoda, 2000; Shore, 1996). For example, in
1877, cultural evolutionist Lewis Henry Morgan proposed seven stages of
human progress: lower savagery, middle savagery, upper savagery, lower bar-
barism, middle barbarism, upper barbarism, and civilization. Societies were
placed on the scale according 10 a variety of attribuies. Especially important
to his idea of the path to civilization were monogamy and the nuclear fam-
ily, agriculture, and private property as the basis of economic and social er-
ganization (Adams, 1996). :

The scholasly elaboration of the idea of linear cultural evolurion oc-
curred during the same era that the disciplines of psychology, anthropology;
sociology, and history arose, subdividing the ropics of the broader inquiry.
As Michael Cole (1998) noted, it was also the period in which large bu-
reaucratic sITUctures were m_.dg.mﬂm o handle education (in schools) and

_economic activity (in factories and industrial organizations). Also during
. this time, European influence was at its peak in Africa, Asia, and South Amer-
" ica; in North America, large influxes of immigrants from Europe inundared
the growing cities, flecing poverty in their homelands and joining rural
ericans seeking the promises of U.5. cities.

- The European-based system of fermal “Western” schooling was seen as
i key ool for civilizing those who had not yet “progressed to this siage.”
wﬁmmnmm:m spoke of school as a way to hasten the evolutionary process
{Adams, 1996}, In the words of UL.S. Commissioner of Education William
Harris in the 1390s:

“But shall we say to the wibal people thar they shall not come to these
- higher things unless they pass through all the intermediate stages, or
* can we teach them directly these higher things, and save them from
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the slow progress of the ages? In the light of Chuistian civilization we
say therg is a method of rapid progress. Education has become of
great potency in our hands, and we believe that we can now vicari-
ously save them very much that the white race has had to go through.

Look at Fendalism. Look ax the village community Stage. - - - We have

had our tribulation with them. But we say 10 lower races: we can help

you out of these things. We can help you avoid the imperfect stages
chat Follow them on the way to our level, Give us your children and
we will educate them in the Kindergarten and in the schools. We will
give them lerters, and make them acquainted with the printed page.

{quoted in Adams, 1996, p- 43)

The assumption that societies develop aleng one dimension from
primitive t© advanced survived into the second half of the 1900s {Cole,
1996; see also Lasouche, 1996}. When, after World War 11, the United Ma-
tions planned economic and political “development” for aewly independ-
ent colonial empires, the goal was w0 make them more. “developed” ina
unidirectional sense, like earlier attempts to make chem more “civilized’)-
Formal schooling was a key tool. Schooling modeted on European of North
American schools spread throughout the former colonial empires t© “raise”
people out of poverty and ignorance and bring them into “modern” ways.

Moving Beyond Assumptions

of a Single Goal of Human Development

sbout what is desirable for human de-
velopment have been very difficult for researchers and theorists o detect be-
cause of their similanity of backgrounds (being, until recently, almost ex-
clusively highly schooled men from Europe and North America). As Ulric
Neisser pointed out, celf-centered definitions of intelligence form che basis

of intelligence rests:

Assumptions based on one’s own life

Academic people are among the stoutest defenders of the notion of
intelligence . . . the tests scem S0 obvicusly valid to us who are mem-
bers of the academic community. . . . There is no doubt that Aca-
demic Intelligence is really important for the kind of work that we
do. We readily slip into belicving that it is important for every kind of
significant work. . . “Thus, academic people are in the position of
having focused their professional activities around a particular pet-
sonal quality, as insrantiated in a certain set of skills. We have then
gone on to define the quality in terms of this skill set, and ended by
who tack thesc special skills are unintelligent al-

mnaerino fRat NETSONS
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FIGURE 1.3
Eastern European Jewish teacher and young students examining a religious text.

N Forays of researchers and theorists outside their own cultural commu-
nities and growing communication among individuals raised wich more
H one D_W_BEGEQW traditions have helped the field move beyond these
o nﬁﬂHM assumptions. whmﬂ._.nr and theory now pay closer attention to

e ways that distinct communiry goals relate to ideals for the developmen
of children (see Super & Harkness, 1997). Pt
g For nmme_n. cultural research has drawn attention to variations in the

evance Om.rﬁ_.mnw, and preliteracy skills in different communities. In a
rimunity in which liceracy is key to communicasion and nnc:_n.Emw suc-
. _mmn_nrooﬁ_, preschoolers may need to kearn 1o distinguish berween
mo.M_ M.Hwﬂ u.:_““__ M,_Wrnﬂw_ M.Mn“:&_ ink nnﬂ_ﬂcinﬂnh if literacy is not central
I , FOLHL s skill i i iations i
nk .Emm_nm might have :hn maw.uz. soldlin desecring variatons
FE.__uH.Hw if literacy serves important religious functions, adults ma
ess its importance on young children (see figure 1.3). For example WH
communities of early twentieth-century Europe, a boy's firse n_uu”“ at
00 ”53?& a Emm.u_. cetemony that communicared the holiness and at-
veness of studying (Wozniak, 1993). The boy’s father woild carry him
| covered by a prayer shawl so that he would not see anything un-

fiey on a slate while other adults showered the boy wi i i
h y with candies, ¢ell
t angels shrew them down so that he would want to study. e

ng the way, and at school the rabbi would write the alphabet in
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School-like ways of speaking are valued in some BH.EEHHEQ but not
others, and children become skilled in using the narrative style valued in
cheir community {(Minami & MeCabe, 1995; Mistry, Gmmﬁ..mocﬁon & mno._-
lon, 1981; Wolf & Heath, 1992). For nwﬁu_u_n,.ﬂ_._n narrative mﬂ_n.:.ooﬂ in
“sharing time” {show-and-tell) by African American children n_mnnn invo .__HM
developing themes in connectied episodes, ﬁ_unﬂm.um the narrative style use
by Eurcpean American children may employ tightly structured accounts

centeced on 2 single topic, which mose closely resemble the lirerate styles

that U.S. teachers aim to foster (Michaels 8 Cazden, Hmmm”u. ﬂ.ﬂnﬂ pre-
sented with narratives from which information regarding childrens group
membership was removed, European American adults judged the European
American children’s style as more skillful and indicating a greater nwmnmn of
success in reading. In contrast, African American “R_Eﬂ mowp:% the African
American childrer’s nareatives to be betier formed and .En—_nuhﬂm language
Slill and likelihood of success in reading. The adults’ judgments reflected

i jati the children’s use of shared culrural scripts that spec-
their appreciation of the n’s o e ¢ Craden,

ify what is interesting to tell and how to structu
_wmmw__.r focus on literacy or on the discourse styles m._d.ﬂoﬁn,.E schools may
not hold such importance in some cultural seitings, where it may be mote
important for young children to learn to attend to the nuances of weather
patterns or of social cues of people around them, to use words cleverly to
joust, or to understand the relation berween WEE:‘»E._ E@.ﬂ.:ﬂﬂ.ﬁp nﬂna._n”n
The reply of the Indians of the Five Nations to an invitation in 1744 by :
commissioners from Virginia to send boys to William and Mary College il-
lustrates the differences in their goals:

You who are wisc must know, that different nations rn_..,n Em.mn_.n.u:
conceptions of things; and you will therefore not take it unE.ﬁ, if our
:deas of this kind of education happen not 1o be the same with
yours. We have had some experience of it: several of our young

v brought up at the colleges of the northern

ple were formerl :
wwwiﬂcnﬂ they were instructed in all your sciences; but when they

camne back to us . . . [they were] ignorant of every means of living in
the woods . . . neither fit for hunters, warriors, o1 counsellors; m”:nu_ﬂ
were totally good for nothing. We are, however, not the _”mmm.c_u_pmmm
by your kind offer . . - and o show our grateful sense of it, if nu.,,n
gentlemen of Virginia will send us a dozen of their sons, we will take
great care of their education, instruct them in all we know, and make
mien of them. (quoted in Drake, 1834)

& e rontemporary example of differences in goals comes frem
‘ - e ] =
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cized the French use of toys to get infants 1o learn something for the future

as tiring out the babies, and preferred to just let babies play withour fadigu-
 ing them (Rabain Jamin, 1994). Part of cheir criticism also related 1o a con-
cern that such focus on objects may lead to impoverished communication
and isolatien (in much the same way that a U.S. middle-class parent might
express concern about the negative impact of video games). These African
mothers seemed 1o prioritize social intelligence over technological intelli-
gence (Rabain Jamin, 1994). They more often responded to-their 10- 1o 15-
menth-old infants’ social action and were less responsive to the infanis’ ini-
tiatives regarding objects than were French mothers: The African mothers
often structured interaction with their infants around other people, whereas
the French mothers often focused interaction on exploration of inanimate
abjects (see alse Seymour, 1999). When interactions did focus on objects,
the African mothers stressed the social functions of the objects, such as en-
hancement of social relationships through sharing, rather than object use
or action schemes.

Prioritization of social relationships also occurs in Appalachian com-
munities in the United States, where commitmenis to other people fre-
quently take precedence over completion of schooling. When hard times
arise for family members ot neighbors, Appalachian youth often leave jun-
ior high or high school to help hold things together (Timm & Borman,
1997). Social solidarity is valued above individual accomplishment. The pull
of kin and neighbors generally prevails, and has for generations.

. In each community, human development is guided by local goals,
ch prioritize learning to function within the community’s cultural in-
tions and technologics. Adules prioritize the adult roles and practices of
commumities, or of the communities they foresee in the furure, and
nal characteristics regarded as befirting mature roles (Ogbu, 1582).
‘zourse, different groups may benefit from learning from each other,
often peoplc participate in more than one culrural community—topics
ireh up later in this book.}
2= Although cultural variation in goals of development needs to be rec-
this does not mean that each community has a unique set of val-
goals. There are regularitics among the variations. My point is that
of a single desirable “outcome” of devclopment needs to be dis-
ethnocentric.
Thdeed, the idea of an “outcome” of development comes from a par-
Way of viewing childhood: as prepanaiion for life. It may relate to the
n of children from the important activities of their communicy,
occurred since industrialization in some societies (discussed in
ts). The treatment of childhood as a time of preparation for life
Fam ware of rammunities in which children participate in the local
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rnature activities, not segregated from adule life and placed in specialized
preparatory serings such as schools.

To learn from and about communities other than our own, we need to
go beyond the cthnocentric assumptiens from which we each begin. Often,
che first and most difficult step is t© recognize that our original views are
generally a function of our own cultural expesience, rather than the only
right or possible way. This can be an uncomfortable realization, because
people sometimes assume that a respectful understanding of others’ ways
implies criricism of their own ways. A leasning attitude, with suspended
judgment of one’s own as well as others’ ways, is necessary for coming to
andesstand how people both at home and elsewhere function in their local
wradigons and circumstances and for developing a general understanding of
taman development, with universal features built on local vasiations. The
prospects of learning in cultural research are enhanced by communication
between insiders and ousiders of particular comumunities, which 1 address

in the next section.

Learning throsgh Iusider!Outsider Communication

To move our understanding of human development beyond assumptions
and include the perspective of other communitics, communication be-
rween community “insiders” and “outsiders” is essential. [t is not a matier
of which perspective is correct— both have an angle on the phenomena
that helps to build understanding.

However, social science discussions often question whether the insider’s
or the outsider’s perspective chould be taken as representing the wruth (see
Clifford, 1988; LeVine, 1966). Arguments invvolve whether insiders or out-
siders of particular communitics have exclusive access to understanding,, ot
whether the views of insiders or of outsiders are more crustworthy (Merton,
1972; Paul, 1953; Wilson, 1974)-

Some have even argued chat, given the variety of perspectives, there is
no such thing as truth, so we should give up the effort understand social
life. But this view seems to0 pessiiistic 10 me. If we adopied it, we would
be paralyzed not only in social science research but in daily Life, where such
understanding is constantly required.

The argument that only members of 2 community have access 10 the
real meaning of events in that communicy, so outsiders’ opinions should be
discarded, runs into difficulty when one notes the great variations in opin-
ions among members of 2 community and the difficulties in determining

who is qualified o represent the group. Tn addition. members of a2 com-
- .- - e catoce bmeaniee thew Take
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Furthermore, as [ discuss more fully in Chapter 3, individuals often H.xﬁl.

.ﬂn_@w.n m..pEEﬂ:uﬁEm_w in several different communirie i
.WMMMMMH_Q _unaﬂ.un.: inside m:& outside are blurred as ?Mﬁﬂﬁﬁ:ﬂ”w”ﬂ
vano communities ..Hm.on D._Hm.o_.n_. 1997; Walker, 2001). For example, people
of M Mﬁnmb descent living in what is now the United States are not nnmwm_w
M”_nn“_io ers Q”o m.._awnnb American nw_EE:hEnﬂ the practices and policies of
(hen an:_chnm intervelate. m.:ﬂ.p_u&m an anthropologist who spends 10
5 ﬂﬂa wotking in 2 community participates in seme manner and gains
HHEQMBQHMHH Jﬁmnnﬁgmﬁm. Youngsters who grow up in a family wich mnm_.,m.__nam._
irages, as is increasi insi
oEuE.n_. understandings of B@:ﬂ%&ﬂwﬁ“ﬂ”ﬁ% Mmh“hﬁmw”“ MMEn
EH_“MQ &,__d come from the media, daily coneaces, and shared nnmnndnah“
coltaborative, .m.uEm._nEnEE..ﬁ or contested (see Agure 1.4).
Hence, it is often a simplification to refer to individuals as being “in” or

FIGUAE T-4

Leonor, Virginia, and Angelica Lozano {left to right), seated around the family’s

firse relevision in their home, abou i
s £ 1953 (M i i
m,__un.- I o Dokl by 953 (Mexican American}. Photo and caption
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“ ut” of particular communities; many communities ..u_o not have strice
rﬂ_“”n&mnmh ot homogeneity that clearly allow determination of Mrwn it
cakes to be “in” or “out” of them. (In Chapter 3, 1 argue that we need to mM
beyond thinking solely of membership in a m.:.__m._n static group and Enm_wﬂn_
focus on people’s participation in cultural practices of dynamically related
communities whose salience to participanis may vary.) o .

To come to a greater understanding of wEdE._ m..Enn_.oﬂEm_ people fa-
miliar with different communities need to combine their varied observa- .
tions. What is refetred to as “wuth” is simply our current pwﬂmnEME on
what seems to be a useful way 1o understand things; it is u._ﬂ.uﬁ under re-
vision. These revisions of understanding build on constructive mnnrﬁ._mﬂ.
berween people with different perspectives. Progress in F:nnaﬂn.ip:m_ then,
s a matter of continually attempting to make sense Ew the m_mun_.ﬂ.: per-
spectives, taking into account the backgrounds and positions of the ﬁninw.

Differences in perspective are necessary for seeing and for :b&nﬂmgm -
ing. Yisual perception requires impesceptible n.unﬁwagnm of _nwrn eyes re .MH
tive to the image. If the image moves in nbo-.n—_bm.ncb ﬂ:_@_. e eye Enqvn
ments, the resulting uniformity of position makes it so the image cannot
scen. Likewise, if we ciose one eye and thus lose .H_._n mnnu:..w viewpoint m:w-
plied by binocular vision, our depth mﬁ_.nn_umn.un is Eﬂ&w _.&nnnn_.. n
the same way; both people with intense Ennﬁ_mﬂﬁ_owu 595. a community
{insiders} and those with littde conractina on.Em_E.EQ {outsiders) _._“b into
difficulties in making and interpreting observations. Ioﬂuﬁ.“m wosking t0-
gether, insiders and outsiders can contribute to a more edifying account
than either perspective would allow by itself.

Outsiders Position

In secking to undersiand a community’s practices, csﬁmm_ﬂm nnnoﬂﬂnn_. n_,_mw
ficulties due to people’s reactions to their presence {fear, interest, po iteness
a5 well as their own unfamiliaricy with the local ﬂn_u. of meaning of mﬁ:M.
Owursiders are newcomets to the meaning system, with limited E&nnﬂﬁm -
ing of how practices fit together and how they have mn..,n_wm.nn_ from prior
events. At the same time, they are faced with the assumptions cm.nEwn:”.
nity members who invariably attempt to fignze out u_a_uuﬂ the outsider’s _.MH e
is in the community, using their everyday categories of how to treat the
:nﬁn%,__“.“nwumm&nuw identity is not neutral; it allows access 10 only some sit-
uations and elicits specific reactions when the n._._.ammﬂ is present. mowm.
ample, among the Zinacantecos, a Mayan group in Mexico, .MM_.Q _w._. _.__M
ton (1977) noted fear of observers among both mnr.;m and ants 5.
ot f infane development: “We were automatically endowed with ‘the
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evil eye’ . . . the effects of stranger anxiety in the baby were powerfully re-
inforced by his parents’ constant anxiety about our presence. We were un-
able to relate 1o babies after nine months of age because the effect was so
powerful” (p. 174). )

On the other hand, an cbserver may elicit interest and hospirality,
which may be more comfortable but also becomes a part of the events ob-
served. Ruth Munroe and Lee Munroe {(1971) reported that in Logoli house-
holds in Africa, as soon as an observer artived to study everyday caregiving
practices with infants, the infant was readied for display. The Logoli moth-
ers were very cooperative, picking up their infants and bringing them to the
observer for inspection. Under such circumstances, observations would
have 1o be interpreted 25 an aspect of a public greering. Similacly, Mary
Ainsworth (1577) reported that she was categorized as a visitor among the
(Ganda of Uganda; the mothers insisted that she observe during the after-
ncon, a time generally allocated o leisure and entertaining visitors.

In a study in four different communities, parents varied in their per-
ception of the purpose of a home visit interview and observation of mother-
toddler interactions (Rogoff, Mistry, Géncii, & Mosier, 1993). In some
communities, parencs saw it as a friendly visit of an acquainrance inceresced
in child development and skills; in others, it was 2 pleasant social obligation
to help the local schoolteacher or the researcher by answering questions or
an opportuniry to show off their children’s skills and newest clothes. With
humor in her voice, one Torkish woman asked the researcher, who had
grown up locally but studied abroad, “This is an international contest . . .

- Ismtic?” o
Issues of how to interpret observations are connected with restrictions
in ousiders access. For example:

. Among Hausa mothers, the custom is not o show affection for cheir
"+, infants in public. Now those psychologists who are concerned with
. . nurturance and dependency will go astray on their frequency counts
. if they do not realize this. A casual [observer] is Likely to witness only
.. public interaction; anly when much further inquiry is made is the ab-
.. sence of the event put into its proper petspective. (Price-Williams,

. 1875, p- 17)

* There are only a few situations in which the presence of outside ob-
s¢fvers does not ransform ongoing events into public ones: if the event is
public, if their presence is undetected, or if they are so familiar that
resence goes without note. OF course, their presence as a familiar
aber of 2 household would require interpreeation in thac light, just as
iresence of other familiar people would be necessary to considet in in-
teting the scene.
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Insiders’ Position

The issues faced by both insiders and outsiders have to do with the fact that
people are always functioning :n a socioculiural context. One’s interpreta-
Gon of the situation is necessarily that of a person from a particular time
and constellation of background experiences. And if one’s presence is de-
tected in a situation, one is a participant. There is no escape from interpre-
tation and social presentation.

Differences in how people act when they think they are being observed
ot not illustrate how the simple presence of an observer (or a video camera)
influences behavior. For example, U.S. middle-class mothers varied their in-
reractions with their toddlers when they thought they were being observed
in a research study (video equipment was conspicuously running} versus
when they thought they were simply waiting in an observation room (re-
pairs were “being made” on the video equipment, but observers watched
from behind a one-way mitror). The imothers behavior when they thought
they were being observed reflected middie-class U.S. concepts of “good
mothering” (Graves & Glick, 1978}. The amount of specch to their chil-
dren doubled, and they used more indirect requests, engaged in more nam-
ing and action rontines, and asked more quesiions than when they thoughs
they were not being observed.

Insiders also may have limited access to situations on the basis of their
social identity. For example, their famnily’s standing in the communiry and
their persenal reputation are not MATETs that are easily suspended. When
entering others’ homes, insiders carry with them the roles that they and
their family customarily play. It may be difficult for people of one gender to
enter situations that are customary for the other gender withour arousing
suspicions. A person’s marital status often makes a difference in the situa-
tions and manner in which he or she engages with other people. For exam-
ple, it could be complicated for a local young man to interview a family if
he used to be a suitor of one of the daughers in the family, or if the grand-
father in the family long ago was accused of cheating the young man’s
grandfather out of some property. An insider, like an outsider, has far from
a neutral position in the communiry. .

in addition, an insider in a relatively homogeneous community is un-
likely to have reflected on er even noticed phenemena that would be of in-
terest to an outsider. As was mentioned in the section on ethnocentrism,
people with experience in only one community eften assume that the way
things are done in their own community is the only reasonable way. This is
such a deep assumption that we are often unaware of our own practices un-
Jess we have the opportunity to sce that others do things differenily. Even

- A tden? ammrenece nf their oWn DLac-

Orienting Conceprs

29

tices, they still may int i i
reoptone y interpret them in ways that fir with unquestioned

. We Hm.hnq recognize the extent in which our conscious estimates of
what is worthwhile and what is not, are due to standards of which we
are not conscious at all. Bur in general it may be said that the thin
ﬁ-.ﬁn_u we .Bw.n for granted without inquiry or reflection are just ﬂ_u_mm
nw_:.wh which determine our conscious thinking and decide our co
_nHE.EEr And these habitudes which lie below the level of wn_m_nnnmoHT
are just those which have been formed in the constant give and Bwan_
of relationship with others. (Dewey, 1918, p. 22) ¢

. ;M%nﬁ section examines how varying interpretations can be used and
en modified in the effort to reach more satisfactory accounts of human
developmens in different cultural communities. Understandin cul

tural groups requires adopting . prmar

a mode of encounter that I call learning for self-transformation: tha
is, to place oneself and the other in a privileged space of HnEﬂ.E. H
ﬁ&ﬂw the desire [is] not just to acquire “information” or to “n Wn,.
sent,” but to recognize and welcome transformation in the FHH self
through the encounter. While Geertz claims that ir's nor necessary (
even possible) to adopt the other’s world view in order o mnmnaﬁbwﬁ
it .. . I also think that authentic understanding must be grounded in
the sense of genuine humility that being a learner requires: the sense

that what's going on with the other h
as, perhaps,
o (o on it perhaps, some lessons for

;. Moving between Local and Global Understandings

Researchers working as outsiders to the communi i
mﬁﬁwu& with how they can make inferences gH %Hﬁnwn“ﬁ%ﬂﬁﬂn
Hﬂrﬁ.ﬁn@m n:HE.E_ researchers have developed are important for any H_n..
search in which an investigator is attempting to make sense of people dif-
MM-.M from themselves, including work with people of an age or gender
at from the researcher’s.} The dilemma is that for research to be valu-

: gble, it needs both to reflect the phenomena from a perspective that makes

; _m_ﬂuu. mbm.s go beyond "...WEEU__, presenting the decails of a particular
e —m issue Is one of effectively combining depth of understanding of
¥ people and sertings studied and going beyond the particularities to .
m.EE—.n general statement about the phenomena. Two approaches 1o
thiove from local to more global understandings are discussed next. The fiest
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distinguishes rounds of interpretation that seck open-minded improvement
of understanding. The second considers the role of meaning in artempts 10

compare “imilar” situations across communiges.

Revising Understanding in Derived Esic Approaches
The process of carefully testing assumptions and open-mindedly revising
one’s understanding in the lighe of new information is essential for learning
about cultural ways. The Jistinctions offered by John Besry {1969; 1999)
among emic, impased 5, and derived etic approaches to cultural research
are useful for thinking abour this process of revision.
In an emic approach, an investigator arempts to represent cultural in-
siders’ perspective ona particular community, usually by means of extensive

observation and participation in the activities of the community. Emic re-
f one community and can often be use-

search produces in-depth analyses o

Ful as such.
The impo

compare beyond one group

sed and derived etic approaches atrempt © generalize or
and differ in their sensitivity to emic informa-
tion. The imposed etic approach can be seen as 2 preliminary step on the
way to 2 more adequate derived etic understanding.

In an imposed efic approach, an investgator makes
abour human functioning across communities based on imposing a cul-
ruraily inappropriate understanding. This involves uncritically applying
theory, assumptions, and measures from research or everyday hife from
the researcher’s own cemmunity. The ideas and procedures are not suffi-
ciently adapted to the community o phenomenon being studied, and al-
though the researcher may “get data,” the results are not interpreted in 2
way that is sufficiently congruent with the situation in the community
being studied.

For example, an imposed etic approach could involve administering
questionnaires, coding behavior, or testing people without considering the

need to modify the procedures ot their interpretation to fit the perspective
of the research participants. An imposed etic approach proceeds without
sufficient evidence that the phenomenon is being interpreted as the re-
searcher assumes. Even when a rescarcher is interested in studying some-
thing that seems very concrete and involves very litdle inference (such as
whether people are touching), some understanding of local practices and
meanings is necessary 1o decide when and where to observe and how to in-
terpret the behavior (for example, whether to consider rouching as evidence
infant). Mary Ainsworth critiqued the

of stimulation or sensitivity to an
smnumﬂ_.nnoﬁnn?wm variables in imposed etic research: “Let us not blind

general statements
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curselves to the unusual features of the unfamiliar soci irniti
-selves to variables or to s o #.Vw e
P procedures based on the familiar society —our own®
n.umﬂ”m.hﬁ.awn_, etic m_uﬁ_.dnn_.r the rescarcher adaprs ways of questicning,
bser ng, and interpreting 1o fir the perspective of the participants. The
MH_ ’ WEWuan wnmnnwn_u is informed by emic approaches in cach group studied
Eﬂ%ﬁﬂnﬁ. g to understand the meaning of phenomena to the research
. Cultural researchers usually aspire to use both the emic and the derived
etic approaches. They seek to undersiand the communities studied, ad
_u_..nnnn_ﬁﬂ and interpretations in light of what they learn, and Bo&,mw nﬂww
ories _f.o.-.nmnnn the similarities and variations sensitively L_umn_.qﬂ& The de
rived etic approach is essential to discerning cultural parrerns in m- iecy
of human pracrices and traditions. o
. It _M&_. be _._mwmb to think of the starting point of any atiempt to un-
erstan ...BE&HEW new as stemming from an imposed etic approach. We
all ﬂm._.aﬁﬂ_u what we know already. If this is infermed by emic D—umn:_ﬁ_wanm
accompanied by efforts to move beyond the starting assumptions, we ma
w..otn‘n_ﬁ.ana to derived edc understanding, But derived etic :hn_ﬂ.w.ﬂb& :
isa nanﬂg”w:u_- moving target: The new understanding becomes the n_._H_.n.“m
:ﬂ_u&mn_ etic understanding that forms the starting point of the next line of
study, in. a process of continual refinement and revision.
) m.oﬂﬂmn observations can never be freed from the observers’ assum
__“.Hpm. interests, and perspective, some scholars conclude thar there mwo_,_mum
¢ [ attempt to understand cross-communiry regularities of phenomena
I.u...__,nﬂnm_ with sensitive observation and interpretation, we can come to .
more satisfactory understanding of the phenomena that incerest us ﬂ_umn_”
can help guide our actions with each other. That this process of _. i
never ends is not a reason to avoid it. proes L R
) Indeed, the process of trying to understand other people is essenti
. Mﬂmmmr ?bnn”.n.w“.:w as well P.w._uon scholarly work. The Lm.h.mﬂ_w.nq: wnamm_w”—w_.m“
rought to bear on interpreting phenomena by different ohservers are of in-
nﬂdmn in their own right, particularly now that research participants in man;
- parts of the world contribute to the design and incerpretation of Huﬂanrw
~TiOL just _.nm_uonn_ﬁ.ﬁ to the questionnaires or tests of foreign visitors. w
- w&mﬂ.ﬁﬁw on issues of n_._..::_.m inherenty requires an effort to examine
e meaning of one system in terms of another. Some research is explicitl
nuﬂ.._n_m.._uamn_ﬁn. across cultural communities. But even in emic -.nmnmwnw _H
s :..M aim is to describe the ways of a cultoral community in i LE:
Lterms, a descriprion that makes sense to people within the communiry

: mw.m&m 10 be stated in rerms that also make sense outside the system. Often
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descriptions arc in a language different from that of the commuanity mem-
bers, whether the shift is from one national language 1o another of from
folk terms to academic terms. All languages refer 1o concepts of local im-
portance in ways somewhat different from others, reflecting cultaral con-
cepts i the effort to communicate. Therefore, the issue of “translation’—
and consideration of the meaning and comparability of situations and ideas

across communities—is inescapable.

The Meaning of the "Same” Situatiorn across Communities

or discussion across communiries is the simi-

An issue for any comparison
larity of meaning or the comparability of the situations observed {Cole &

Means, 1581). Simply ensuring that the same categories of people are pres-
ent or the same instructions used does not ensure comparabilicy, because
the meaning of the particular cast of characters or instructions s likely to
Vary across communities.

For example, in collecting data with American and Micronesian care-
givers and infants, researchers had a difficult choice. They could examine
caregives-infant interactions in the most prevalent social context in which
caregivers and infants are found in each community: The American care-
givers and children were usually alone with each other; the Micronesian
caregivers and infants were usually in the presence of a group. Or they
could hold social context constant in the two communities {Sostek er al.,
1981). The researchers decided to observe in both circumstances and com-
pare the findings; they found that the social context of theie observations
differentiated caregiver-infant interaction in each community.

Following identical procedures :n two communitics, such as limiong
ohservations to times that mothers and infants are alone together, clearly
does not ensure comparability of observations. Studies examining mother-
infant interaction across communities need to reflect the varying prevalence
of this situation. For example, several decades ago in a study in the United
States, 92% of mothers usually or always cased for their infants, whereas in
an East African agricultural society, 38% of mothers were the usual care-
givers {Leiderman & Leiderman, 1974). A study that compared snother-
child interactions in these two cultural communities would need to inter-
pret the findings in the light of the different purposes and prevalence of
imother-child intetaction in each.

In addition to considering who is present, comparisons need © attend
to what people are doing together, for what purposcs, and how their activ-
ity fits with the practices and traditions of their community. Inevitably, the

meaning of what is observed must be considered.
R C il abor cirnmdinne aTe EVEr STHCLY

Mﬁcuam_w m...;: m..,n_..ﬁEbm except the aspect of interest is held constant. In an
) uation of personality research, Rick Shweder {1579) concluded that sit-

uations cannot be comparable across cultural cemmuniries:

To B:.w of personality differences one must observe behavior differ-
ences in equivalent situations. . . . The crucial questicn then be-
: comes, I.oi are we to decide that the differential responses we ob-
ﬁ serve w%:an in fact &m&,n.hm& responses to an equivalent set of stimuli.
m&ghmgaﬁn““ E@B__w particular descriptive comporients must seimulé
situat L, environmenis) be shown to br equivalent? . . A
m_Equm {environment, context, setting) is more than its physical
properties as defined by an outside observer. ... Itisa &EHH_ activ-
ity defined in part by its goal from the point of view of the actor.
What any radonal person would do under the n.__.ncsmﬂsnnm:. de-
pends upon what the person is trying 1o accomplish. {pp. 282—284)

mriomnﬂ argued that because local norms for the appropriate means of
H.ﬂn_.:.um uamou._ must be written into the very definition of the vnrmiow“._
situation, “Gwo actors are in ‘comparable’ or ‘equivalent’ situations enly to
the extent that they are members of the same culture!” (p. 285).

- Perhaps the most crucial issue in the question of comparability is de-
ciding how to interpret what is observed. It cannot be assumed thar th
same _u.n.rnio-. has identical meaning in different communities. For _nnEﬁn
ple, native Hawaiian children were observed to make fewer .___,np._.uu— T :nmmw
for help than Caucasian children in Hawaiian classrooms _”ﬂw_m_mnn
wcﬁm.r mﬁ.?n_ub, 1974; cited in Price-Williams, 1975). Howeves, before .8”‘
L:L.Em that m_.E group was making fewer requests for mmmmmﬂ_.:nn the re-
m_.mmwn_una .mozﬂn_nwnm the possibility that the children made _._Bcnm.,m for as-
sistance m_m.whnmn_w. Indeed, they discovered that the Hawaiian children
were requesting assistance nonvetbally: steadily watching the teacher from
a distance or approaching, standing nearby, or briefly touching her. These
.H_S.nﬂnaw.&. requests may be direcdy related to the cultural _um&am_.oﬁ:n_ of the
nwp_m-.nﬂ. in which verbal requests for help from adults are considered inap-
propriate but nonverbal requests are accepiable. '
o [dentical rnrmf.mom may have different connetations and Runctions in

fferent communities {Frijda & Jahoda, 1966). Some researchers have pro-
) ed mpmu phenomena be compared in terms of what people are S.m:m 1)
2 “accomplish Hmﬁ_.wnm than in terms of specific behaviors. Robert Sears ﬁwm.mn_
mnum for distinguishing goals or motives (such as help secking in the
tavaiian study) from instrumental means used to reach the ma&mmmznr as
w_Mﬁrmq n.—.-:.mun: request assistance verbally or nonverbally). In his view,
ough instrumental means vary across communities, goals ﬂ_..namm?mm.

comparable in cross-cultural research, as the idea of comparability may as- |




THE CULTURAL MATURE OF HUMAN DEVELOPMENT

may be considered transcultural. John Berry proposed that aspects of be-
havior be compared “only when they can be shown to be Jlnctionally
equivalent, in the sense that the aspect of behavior in question is an at-
tempted solution” to a recurrent problem shared by the different groups
(1969, p. 122; see figure 1.5).

‘A focus on the function {or purpose or goal) of people’s behavior facil-
itates understanding how different ways of doing things may be used 10
accomplish similar goals, or how similar ways of doing things may serve
different goals. Although all cultural communities address issues that are
common to human development worldwide, due to cur specieswide cul-
tural and biological heritage, different communities may apply similar means
to different goals and different means ro similar goals.

The nex two chapters focus in more depth on how we can conceive of
the cultural nature of human development. They examine the idea that
human development is biologically cultural and discuss ways of thinking

FIGURE 1.§

John Collier and Malcolm Collier suggested that family mealtimes could provide
a basis for comparisons that would help define relationships within families in
different communities. The first picture shows an evening meal in 2 home in
Vicos, Peru; the second shaws supper in 2 Spanish American home in New
Mexico; the third picture shows breakfast in the home of an advertising
executive’s family in Connecticut.
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e e - caltural communities in how peo-
about similarides and differcnces uﬂmwnunnmm o relate individual and cul-

le learn and develop. They discuss . retat :
H&nwﬂngu.ﬂmﬁ&um on the oﬁnnuhn_.:bm.cmmuﬂjm concept: mu..wﬂ F_H__
mans develop through their changing participation in the soctoc
activities of their communities, which also change.

N .

Development as
Transformation of Participation
in Cultural Activities

Some decades age, psychologists interested in how cultural processes con-
tributed to human thinking were puzzled by what they observed. Their puz-
zlement came from trying to make sense of the everyday lives of the peo-
ple they visited by using the prevailing concepts of human development
and culture. Many of these researchers begin 1o search for more useful ways
to think about the relation of culture and individual functioning.

In this chapter, I discuss why then-current ideas of the relation be-
tween individual and culrural processes made these researchers’ observa-
tions puzzling. A key issue was that “the individual” was assumed to be
separate from the world, equipped with basic, general characteristics that
ight be secondarily “influenced” by culure. An accompanying problem
was that “culture” was often thought of as a static collection of charac-
eristics. After examining these assumptions, I discuss the culural-historical
ory thar helped to resolve the researchers’ puzzle, focusing on my own
ion of it. In my view, human development is a process in which peo-
transform through their ongoing participation in cultural activities,
hich in wirn contribute 1o changes in their cultural communities across

ogether, Chapters 2 and 3 argue for conceiving of people and cultural
munities as mutually creating each other. Chapter 2 focuses on con-
for relating cultural processes to the development of individuals.
pter 3 addresses the companion issue of how we can think of cultural
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. sbuti f successive generations
. ing with the contributions o
communities as changing

n.m. m.._.gﬁ—n f

A Logical Puale for Researchers

North American and European n_.ommnnn._,EB.H.mmWn#oMmﬁmnMM M_,.H _.WHM
and 1970s brought tests of childrer’s cognitive dev oﬂ“ o
United States and Europe to foreign places. .H.r.ﬂmn n_ﬂ..“m ”.mcw e
from Jean Piager’s stage thoory oOf were 1e5ts O .

e e a 1o use measures of thinking that bore kittle obvious Hn_»_-

i o w:ﬂ_nﬂ\“naﬁmﬂ lives, to examine their ability independent of their
MMMMWHM cxpetience. 50 cesearchers asked people to say Hwﬁrnw M:Muﬂ
dties of water changed when .mnénom ﬁﬂww%nwnmﬂﬂ”“w@h beab Mnm__cnﬂﬁ "

ili i rics, to S0
Wﬂﬁmﬁwﬂ”ﬁ“ﬂﬂﬁ rather than using uB.—.ﬂEH knowledge, and
10 temember lists of nonsense syllables or unrelated ﬂ“.n—...ﬁmm umed
The idea was that people’s “true” competence, W e e
detlie their everyday performances, could be discerne usi M el prob-
e had been taught how 1o solve. People’s lev of compe

e e E.__nnm 2 general personal characteristic underlying widely
HH@ s_,”mum_.nm”“_om Hnm_.m”rnio_. without variaticn across aﬂ_mnnm”.. The
nnmﬁ_.“pam_uw 10 determine general stages of H_...E_n:m. or general u_u“,‘__ﬂnw.“

iy, think logically, and remember. Some 5.“—2_&.5_.“ FH Mm_nz_un& e
n_pmhmﬁn_ 10 be at “highes” stages of to have berter classification, omw, mm_.nr
an“.__nnn_n ahilities—in general—than othet people. ..n__,omm.n&...__”w _.nmi_.ou‘

Hmm m“m to examine, under widely varying an:EwEhnﬂu what e

*competence.

Bn:#nwn”mw H:HM MM:H_”HMM@GMF who performed poorly an.ﬂ_..n M.nﬂ.

mnﬂn_._nawnnmm showed impressive skill in reasoning of RHW_M”MMMMW _ﬁﬂn

other cognitive skills that the tesis were supposed to ﬁ“nmuﬁh o in

test situarion. For example, ?_:nrwnm Cole noted that in mmuny 7

hich people had great difficulty with Em?namzn&..ﬁﬂm_ ge skl v
gt the marketplace and other local settings: “On taxi-buses

o o _w_.. ined by the cabbies, who seemed to have no difficulsy calcu-

Wﬂmhmu“w“ﬂﬁ_ qualiry, quality of the car's tires, number of passengers,

e Mwﬂybmﬂn _me”w“._w.n..wwwrmﬂ cognition is 2 general compeience charac-

H_.Enm” sndividuals across situations, such unevenness of performance was

i “abilicy” itua-
i i e in apparent “abiliry” across s
puzzling. To try to resolve the .“_&”n_.n:m ppatent “abiliy” across st

Development ar Participation

more familiar, to find “truer” measures of undetiying competence. Researchers
also tried parceling comperence inte smaller “domains.™ such as biological
knowledge and physical knowledge or verbal and nonverbal skills, so thar
the discrepancies across situations were not as grear. (This remains an active
approach in the field of cognirive development.)

Researchers also began to notice thar although the tests were not
supposed to relate to specific aspects of people’s experience, there were
links berween performance on the tests and the extent of experience with
Western schools and literacy. It was tempting to conclude that school or
literacy makes people smarter, but the researchers everyday observations
challenged thar interpretation. Instead, researchers such as Sylvia Scrib-
ner and Michael Cole and their colleagues began to study the specific
connections between performance on tests and experience in school. {In

Chapter 7, on cultire and thinking, I focus in more detail on this re-
search and the findings.)

An Example: “We atways speak only of what we see”

An example of a logical problem will serve to illustrate the connection be-
tween schooling and test performance. A common test of logical chinking
is the syllogism, like those employed during the 1930s by Alexander Lusia.
In Lurias study, an interviewer presented the following syllogism to Central
Asian adults varying in literacy and scheoling:

In the Far North, where therc is snow, all bears are white. Novaya

Zemlya is in the Far North and there is always snow there. What
coloc are the bears there?

Luria -._n_uc_.nnm.ﬁ_..ﬁ when asked to make inferences on the basis of the

premises of syllogisms, licerate interviewees solved the problems in the de-

sired manner. However, many nonliterate interviewees did not. Here is the

. -tesponse of a nonliterate Central Asian peasant who did not trear the syl-

ism as though the premises constituied a logical relation allowing an

nference:

“We always speak only of what we see; we don't talk abour what

we haven't seen.”
[The interviewer probes:] But what do my words imply? [The syllo-
gism is repeated.]
“Well, it’s like this: our tsar isn't like yours, and yours isn't like
outs. Your words can be answered only by someone who was

thete, and if 2 person wasn't there he can't say anything on the
basis of your words.”

39
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1 the basis of my words—in the
the bears are white, can you

n Novaya Zemlya?
d had seen a white bear and had

ed, bus Pve never seen one and

[The interviewer continues:] But o
North, where there is always snow, t
gather what kind of bears there arc i
“If a man was SIXtY nmnwmr_..”w.ﬂb
I4 about it, he could be believ
”unnnﬂ I can’t say. That's my last word. A.r.umn who saw can tell,
and those who dido't sce can't say anything! _r.____,_ﬁ this moa__” ﬂ .
younger man voluntecred, “From your words it means that
there are white.”) ] < dghe
iewer:] Well, which of you is 2
ﬁ:ﬁﬁnﬂwﬁ cock knows how to do, he does. Whar [ know, §
say, and nothing beyond thad” (1976, pp- 108 —109)

This peasant and the interviewer disagreed about what kind of mqanﬂnn FM
" ble as truth. The peasant insisted on firsthand _Enﬁ_&_mﬂ perhap
rveing . ced person. But the intervicwer

ing the word of a reliable, experienced oD, he in
HMM_““_M induce the peasant o play 2 game inyolving %EENMM:rMMEﬁ”M
th value of the words alone. The nonliterate peasant argued that ecaus
M:ruh_ not persenally seen the event, he did not have adequate eviaence,
pMm implied that he did not think that the intervicwer had Wﬁ_wacﬁw ._Hm
i man made a concluston o
Aot e mnrco_ann_F“umm.ﬁ problem, the nonliterate man

basis of the unverified premises

implied that the younger man h
Like this peasant, many other no

2d no business jumping to conclusions.
nliterare interviewses _.nmpﬂn_n w Mnnnuwn
that the major premise is a “given” and _u_.onnmﬁum ﬁ_ﬂ“ they M_o%wm ,Mnnw
- udge what they had seen” or “gidn’t want to lie” (T m.m....nnmo_u._._ been
¥ mnmnnn_ in other places by Cole, Gay, Glick, & Sharp, 'Hmu__ﬁ w Hw MMMH
Wnnwm_unnﬂ 1975, 19775 Sharp, Cole, & Lave, 197% uhm..—.ﬁrﬁ_nﬂ.uwwur Hnon-
literate interviewees were not required 10 state the con< EEHM o e
asked instead to evaluate whether the hypothetical anE_u._._M_m. ub_nomnonmEn_.
sion stated by the researcher fit logically, nr.n.n they iﬂM w :.M
such problems as self-contained Togical unics q,ﬂm.wn etal., mmw_.. . .
The argument of the nonlicerate peasant studied by Luria shows q >
ing regarding what one can use as evidence. Indeed, Luria no
e ool deduction followed the rules when
i i ience; excellent j ents
kg i e et g Sy

drew the implied conclusio . . at sylle -
M_E@B_.mﬁ__d.&nnﬁ i not a faituce to think hypotherically. m_b E“ﬂﬁninn ex
oined for not answering a hypothetical question: If you know

plained his reasoning
if 2 question comes up about h .
hypothetically in n—n:ﬁnm_.

ut him, you arc able to answer” A,mn_.__umnﬂ
the possibility of reasoning

a person,
1975, 1977). He reasoned

Syllogisms represent a specialized language genre that becomes easier to
handle with practice with this specialized form of problem (Scribner, 1977).
In school, people may become Familiar with this genre through experience
with story problems in which the answer must be derived from the state-
ments in the problem. Swudents ate supposed not o question the tuth of
the premises but to answer on the basis of the stated “facts.”

Being willing to accept a premise that one cannot verify, and reasoning
from there, is characteristic of schocling and literacy. This commonly used
test of logical “abiliry” thus reflects rather specific training in a language
format that researchers are likely to rake for granted, as highly schooled in-
dividuals themselves. The puzzles questioned assumptions of generality.

Researchers Questioning Assumptions

Culrural researchers sought alternative ways to think about the relacionship
of individual development and cultural processes. The assumption that the
characteristics of both children and cultures were general seemed to be part
of the problem.

The researchers became suspicious of the idea thas children progress
through monolithic, general stages of development. They noted that peo-
ple’s ways of thinking and of relating to other people are in fact not broadly
applied in varying circumstances.

Rescarchers also noticed similar shoricomings in treating culture as a
monolithic entity. The effect of being a “member of a culture” had been as-
sumed t¢ be uniform across both the members and the situadons in which
they functicned. For example, whole cultural groups were sometimes char-
terized as oral, complex, or interdependent {in different research wadi-
ons). When restarchers saw thar members of 2 community often differed
¥ from each other on such dimensions and that the dimensions seemed to
Ak pply more in some circumstances than others, this called into question the
“4whole business of trying to discern the “essence” of a culture.

Currently, scholars think about the relation of individual development
cultural processes in a variety of ways that try to look more specifically
individual and cultural artribuzes. Our understanding has benefited from
npts to make more fine-grained analyses of individual characteristics,
ains of thinking, and cultural atiributes.

However, I believe that some of the problems that remain require re-
g out basic ideas about the relation between individuals and cultral
munities. I argue against the still common approach of treating indi- .
als as entities separate from culural processes, existing independently
toir cultural communities. Such approaches look for hew “culture” ex-
sinfluence” on the otherwise eeneric “child.”
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participants in their cultural communities. First 1 present several approaches
that have been quite influential and helpful: the work of Mead, the Whit-
ings, and Bronfenbrenner. Then | argue that we can solve some problems
by discarding the often unspoken assumption that individual and culrure
are separate entities, with the characteristics of culture “influencing” the

- characteristics of individuals.

Many researchers, including myself, have found the cultural-historical
theory proposed by Lev Vygotsky to be quite helpful, and in recent decades
many scholars have built on his theory. Vygotsky's influential book Mind in
Society (1978) was ntroduced to the English-speaking world by some of the
samne researchers (including Cole and Scribnes) who seruggled with the puz-
zle of people’s varied performance on cognitive tests and everyday cognitive
activities. Vygotsky's theoty helped connect individuals’ thinking with cul-
rural sraditions such as schooling and literacy. -

In the last part of this chapter, I describe my approach, which builds
on the prior work. I conceive of development as cransformation of peoples
participation in ongoing sociocultural activities, which themselves change
with the involvement of individuals in successive generations.

Concepss Relating Cultural
and Individual Development

Margaret Mead's pioneering work demonstrated how passing moments of
shared aciivity, which may or may not have explicit lessons for children, are
the material of development, Her careful observations of filmed everyday

events, long before the introduction of _uo_..n_u_n videotape technology,
heiped 1o reveal cultural aspects of individual acts and interactions. Several
related Yines of investigation have provided models to help researchets think
sbout the relation of individual development and culrural processes.

Two key approaches, Whiting and Whiting’s psycho-cultural model
and Bronfenbrenner’s ecological systerm, will serve the purpose of describ-
ing how the relationship has been concepualized. Several other current ap-
proaches, including cultural-historical perspectives, build on the work of
these pionects. In this section, | describe some of the ideas offered by these
models. They have provided key concepts and sparked pathbreaking re-
search. However, 1 want to raise 2 concetn that the ways the models have di-
agramumed the relation between the individual and the wonld lead us, perhaps

A e - - ¥imisimes wiew of individual and cultural processes—as
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separate entities. My concern is relevant to mest diagrams relating i n_:qn_
E 10 -

ual
| and Q__.ME.»._ processes throughout the social sciences.

 Whiting and Whiting's Prycho-Cultsral Mode!

Beatrice Whitin, i
g and John Whiting (z i psy<h
Beartio g g (i975) provided a
; :wum &.oh.._ nﬁ”n Enﬁ_“no_h“”w“_swﬂn the development of E&;.EE.H“_ “Hn__nmn”_
virenments, social instituti
H_..:“_._.. M-Mnh””n— systems and values, This Eﬁnn&ﬁﬂ”““ﬂ.r”““ﬂﬁﬁ_ow&
huma —no%“ﬂnna Bm:ﬂmm detailed understanding of the &EMMHEN_W
bic nMH_.Hw& uc_ul.n_un immediare situations as well as the less i e,
 processes in which children and their cir
e partners (and their an-
- nmﬁ””r .M.ﬂ__wmmmm E.mun_. a deeper understanding of cultural processes than
in studies that simply relate children’s development to broad

- CategoTi i
egories such as culrure, social class, and gender. Beatrice Whiting (1976)

pressed scholars to "un » )
package” these variabl ,
broad package . es rather than treating th
thar m_wﬂﬂan QM n“hnwmﬁmm Emnmw:nnﬁwwgr_a.u She nn..mwrm_nm_wnﬂ
. L. Serings 1n i i
H:mcﬂwwj in determining their nc_.ﬁwnm of Mgioﬂw:_._nﬂ_-ﬂnu acraes '
ting and Whiting’s model (see figure 2.1} presented human devel-

FIGURE 2.1

Whiting and Whiting’s mode for psycho-culsural esearch (1975}
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n of social and cultural circumstances st~

opment as the product of a chai
with the envircnment {including,

rounding the child. The chain began
the dlimate, florz and fauha, and terrain} and led to the history {including

migrations, borcowings, and inventions}. This in turn led to the m-dﬁﬂ.m
ance systems (subsistence patterns, means of production, sectlement
patterns, social seructure, SyStems of defense, law and social control, and di-
vision of labor). This led te the child’s learning environment, which con-
sisted of heir routine setings, caretakers and teachers, tasks assigned, and
mother’s workload. Then the chain arrived at the individual, including the
i 1nate needs, drives, and capacidies of the infant as well as learned behav-
ioral siyles, skills, value priorities, conflicts, and defenses.

The Whitings model contained a set of assumptions regarding the un-
derlying direction of causality, with arrows Jeading from the environment and
history to the child’s learning environment to the individual’s development.
Whiting and Whiting {1g75) assumed that maintenance systems determing to

ent in which a child grows up, and the

a large extent the learning environm
learning environment influcnces the child’s behavier and development.

These assumptions provided Whiting and Whiting and their rescarch
ream with a framework that allowed important advances in understanding
cutture and child development in their landmark Six Cufures Study (1975)-
Their focus on the child’s learning environment produced key research
findings in the study of the culturat aspects of human development. My
own work has been heavily influenced by the Whirings' ideas, and their re-
search can be seen throughout this book.

However, the form of their diagram carries inpli
tend to constrain how we think about the relation of individuals and cul-

tural practices, In unintended ways. The categories composing the chain ase
rreated as independent entities, and the arrows indicate that one entity
causes the next. Thus individual and coltural processes are created “as if”
they exist independentdy of cach other, with individual characteristics cre-

ated by cultural characteristics.

mainen

cit assumptions that

Bronfenbrenner’s Ecological System

Urie Bronfenbrennet’s ecological perspective ruh&mnoaﬁﬂ:_o:ﬁ&:ﬂméa.
sant ideas and research on culural aspecis of human development. Bron-
from that of Whiting and Whit-

fenbrenner's model rakes a different form
-+ raises similar questions about treating individual and cultual

ing, but
processes as separate entities.
Bronfenbrenner stressed the interactions of a changing organism in 2

changing environment. in his view; the environment is compos
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od of one’s

“—MM&M..M. settings as well as the social and coltural contexts of relatio
g different settings, such as home, school, and workplace m_.n_..mm”m

brent . : o
_ brenner was interested in specifying the properties and conditions of the so-

cial and physical environments that fos

and p | enwvir ter ot undermine devel r withi
1@12 .nna_om:uh niches.” He defined the ecology omanﬁmncmn_nnﬂMﬂ e
as involving ot

wrhh“ﬂ“ﬁﬁ. Mu_h.ﬂm_ mnnn._.hﬁﬂc&uﬁmon berween an active, growing
human nrn,,,“mmu.nnqn_ Mﬁ. changing m_dwn_.mnm of the immediate settings
in which the ping person lives, as this process is affected by te-
faie etween these settings, and by the larger contexts in which th
ngs are embedded. {1979, p. 21) )

Although this definition stz

. tes thar the person and the serd

“”._“._—W M“:E_.__”nﬂr nHmn.._..n_,un_.n Ww&imhmhm are treated as products nw,mmﬂrphmn_.ﬂu

oo @aﬁﬁ:ﬁa g5 M:..“_ larger” contexts. Bronfenbrenner described his eco-

Iogical sysem. Mm mumwpmmmoaa—upa& of concentric circles, like Russian nesting

st sl . .
o (et e N.Mmpun ests inside a larger one inside a still larger one,
Like the diagram in Fi i arrows
e pure 2.1 of categories connected b

fenbrenner’s proposal of concentzic circles carries the same hﬂ:&n uwww““n.

wl

: mw_.u:m mwx”.:ﬂ the relation of individual and cultural processes: Individual and
3 s - ) N.—-,
. .uﬁn—. contexts are conceived as existing separately, definable independ-

w.,mmumﬂ._u_.m..uﬂ _._.rnnom his ecological system to Russian nesting dolls
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" of each of these systems is

FIGURE 2.28 .
Bronfenbrenner’s nested ecological system as 1
Cole’s 1956 textbook.

nterpreted in Michael and Sheila

related in a hierarchical fashion as H_.__n. “larger” CONIEXLS
which in rurn affect the developing person- .
the smallest, central circle is closest to the
{see figure 2.2b). Outer circles refer 1o
dy {through their impact on oth-

ently of each other,
affect the “smaller” ones,
In Bronfenbrenner’s system,
individual’s immediate naﬁnumn_ﬂnnm e
i i ce Jess b .
mnn_nﬁhhhﬁnﬁﬂmﬂﬂnﬂﬂwﬂm direct _ummnmn.“.wﬁmoj ww.”_.unn_. ,H._..___.”M MMMMH_“H H”
M_.&_MH_ into four aspects of the ecology in which E.H—E_ﬁ_ﬁm_w; o C X _ n
o eS0SYSIEMS, EXOSYSIEMS, and macrosystems. Al .umw:_ :
el _.ﬂﬁ_._ how the four systems celate, Bronfenbrenner’s articuiation
e e a valuable contribution: o
Microsystems, according to Bronfenbrenner, are the individual’s imme-
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diate experiences—the settings containing the child and others, such as
home and school. One of the basic units at the level of microsystems is the
dyad (that is, the pair); dyads in turn relate o larger interpersonal structuses
such as eriads (three-petson systems, such as mother-father-baby). Even in
the most immediate settings, individuals and dyads are crucially dependent
on third parties and larger groups.

Mesosystems, in Bronfenbrenner's approach, are the relations among the
microsystems in which an individual is involved, for example, the comple-
mentary or conflicting practices of home and school. Mesosystems involve
telations between and among systems— two or three or more in relation.
Bronfenbrenner made the very important point that any one setting (such
as the home} involves relations with others (such as school or a religious in-
stitution). He emphasized the overlaps and communication between set-
tings and information in each setting about the other. The analysis of meso-
systems gives importance to questions such as whether 2 young person
enters a new situation (such as school or camp} alone or in the company of
familiar companions, and whether the young person and companions have
advance information about the new setting before they enrer. Bronfen-
brenner stressed the impottance of ecological transitions as people shift
roles or settings {for example, with the arrival of a new sibling, entry into
school, graduating, finding a job, and marrying).

Exosystemns relate the microsystems in which children are involved to
settings in which children do not direcdly participare, such as parents’ work-
places if children de not go there, Although children’s immediate environ-
ments, in which they participate directly, are especially potent in influenc-
ing their development, Bronfenbrenner argued that settings that children
.do not experience directly are also very influential. He referred especially to
= the role of parents’ work and the community’s organization: Whether par-
ts can perform effectively within the family depends on the demands,
tresses, and supports of the workplace and extended family. The direct im-
pact on childeen of parents’ child-rearing roles is influenced by such indi-

rect factors as Hexibilicy of parents’ work schedules, adequacy of child care
rangements, the help of friends and family, the quality of health and so-
dl sérvices, and neighborhood safety. Aspects as removed as public policies
ffect all these factors and arc part of the exosystem of human development.
Macrosyszems are the ideology and organization of pervasive social in-
tions of the culture or subculture. Referring to macrosystems, Bron-
Brenner stated:

ithin any culture or subcudture, sectings of a given kind—such as
omes, streets, of offices—tend o be very much alike, whereas be-
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tween isti i is as if within each soci-
they are distincely different. Lt is as th withilh
or H&rﬁ.ﬁw—ﬂﬁnnﬁﬂnﬂ existed a blueprint for the orgamization of

MH type of setting. Fusthermore, the r—zmm.ﬂ.Ew can _u.n changed,
imﬁ” the result that che strucrure of the settings n a Snﬁ Qh.E .
become markedly altered and produce corresponding ges

havior and development. {1979, p- 4}

Bronfenbrenner’s approach makkes several key Huﬂﬁhmﬂmw“ Eﬂumamﬁ”_
i hasizes i jons among, e
e ol mﬂ_&:bm jﬂu@hﬁhﬁn—% and indirectly involved. The

which childzen and e " ™ o files ke trasitions amonig thei

idea of examining how . Nonetheless, the
; : ines is also extremely important. -
m_mnnn_m.ﬂ H—Mm”_m“h”_ﬁ:mm:“ _ncﬂw:.»..._ ins ideas of the relations berween 1n-
separatio syste
Jividual and cuirural processes.
Descendents

of the Whitings and w_.o:m..ﬂ...u_.nubn_. have provided

i eld of work on culture and _._Enuw.

et m.ﬁmuuonnn”“”nrﬂ “__.h_._M Hmwﬁm E_.u.n direct descendents from this

i ith cultural-historical ideas. B

e EFm_.—nuoR_ by the ideas of the dqfﬂu.mm_

logical miches as a way of thinking
Weisner, Ron Gal-
chil-

family of work, intermarr

Several other approaches,
Bronfenbrenner, and others, focus on e0o o
about the relation of individuals and BEH.EE__“.E“..H,QEE cisner R
limore, and Cathic Jordan {1988} emphasized importa

dren’s daily routines for understanding cultural influences:

The personnel who are available and interacting with children
ivati f the people involved .

M—._H EH“HH ﬂ.“nﬂwﬂ:nm.nonw& rﬂ.ooﬂmnw_n 1o guide the way L.,.n__q do m.E:mm

A.WnE and frequency of tasks and activities in daily routmnes

The W:_ﬂ”cﬂ_ goals and beliefs of the people involved

kness (1997} focused on the relations

Charles Super and Sara Har .
AMOng nrmw&numnmm%omioam and three subsystems of the development
niche:

ical and social seitings : .
Mf_um WMME:W_ regulated customs of child care and .MWNM__F Mh_mmmua& "
£ the caregivers {including parent re
T om needs Mm.._nwm.&.nn, goals for rearing, and shared

the natuge an:
undesstandings

in which the child lives

about effective rearing techniques}
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Issses in Diagramming the Relation
. of Individual and Culrural Processes

. " In textbooks and scholarly treatises in 2 number of social science fields, the
relation between individual and cultural processes is still commonly dia-
grammed using entities connected by arrows or contained in concentric cir-
cles {like figures 2.1 and 2.2).

These ways of sketching ideas are so familiar that social scientists may
net question the assumptions they embody. Visual tools for communicat-
ing theoretical ideas constrain our ideas, offen without our noticing the
constraines. I chink it is important 10 revise the diagrams to be able 1o rep-
resent the idea that cultural and personal processes create each other.

Boxes-and-arrows or nested-circles diagrams constrain our cencepts by
separating person and culture inte stand-alone entities, with culoure infl-
encing the person (or, in some models, with the two entities interacting).
Figures 2.1 and 2.2 portray the individual as separate from the environment
(and therefore “subject” to its influences). The separation appears in the
unidirectional causal chains between prior and Iater variables in the Whit-
ings’ model and in the hierarchical nesting of the inner system, dependent
on those outside it, in Bronfenbrenner's ecological theory.

Behavior (or thought} is often treated as the “outcome” of independent
cultural variables. The “influence” of culture on individuals has frequently
been studied by “measuring” some characteristics of culture {such as the
complexity of social organization in the society} and some characteristics of
. individuals (such as personality chiracteristics or measures of intelligence),
. and then correlating thern. This contrasts with approaches that examine the
contributions of individuals and cultural practices as they function together
n mutually defining processes. .

-+ Diagrams separating the individual and the world are so pervasive in
he social sciences that we have difficulty finding other ways to represent
frour-ideas. The Whitings and Bronfenbrenner may not themselves have
been tightly wedded to the ideas that I suggest are implied by the forms of
be diagrams. In a later work, Whiting and Edwards {1988) referred less to
2 chains than in the 1975 work in examining associations between gen-
e differences and the company children keep, though still with an aim of
étermining how sertings influence individual development. Similarly, Bron-
nner’s nesting-doll image was accompanied by the statement that in-

seeking other ways to portray the mutual relationship of culture
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d human development, avoiding the idea that nn_._MH. oonm.”” MH.HM
M.anwcﬁ the contributions of the other) or ﬁ_u».ﬁ u:“-ﬂ:“w uces e o
After describing the ways that uonm.un:_q._.zh.rumncn.mn H_MM_.memBBm he
relation of individua! and cultural processes, i mu.nﬁuh._ “M e G
ﬂcniw&nﬂmoﬁagnﬁ» process of changing paricip

activities.

Socioculsural-Historical Theory

resea: found in the wnit-
< rerested in culture and development
m..____p:wm Lev MMMMG.WM and his colleagues 2 ﬂ_unnﬂ that laid the m_.n_o”mw“.-nnﬂﬂ
Hm_“” integrate individual development in social, cultural, Hn R
. In conteast to theories of development that monE. on iy
naMHHH . _._nE or cultural coneext as te entities (adding or m’ HﬂM __.EmH
¢ 50 separa #
E._“_n and the othe), the culcucal-historical approach assumes Hmn,.._ﬁm_. “: idual
M lopment must be understood in, and cannot be separat 3 ,H_nn >
M H_M cultueal-historical context.! According to Vygotsky st .nE,m..” el
M. f individuals are not separate from the r.:._ﬁ_m of acdvities
bey Q_..mmwﬁ and the kinds of instirutions of which m._w.ﬂ area wmn..”.._ in
ﬂ_unw,”@m wsky focused on cognitive skills and theis reliance on cult
Q

ventions such as literacy, mathematics, mnemonic skills, m..na. NEOM&.-MQM
problem solving and reasoning {Laboratory of AHU_MBEE.% m_.__w:EbF:Ebm n Co8

ition, 1983; Virgotsky, 1978; Wertsch, 1979). Ln this VIEW, ohes
heaming __,._,.._n bolic and material cultural tools in ways that are sp¢ e
_Buﬁﬂnwm“n HMH_.EM exemplified by work demonstrating that expericn
1o their use.

ith lieracy promoted particular skills in its use, rather than promong
Wl

cogniti advances (Scribner & Cole, 1981). o
mgnﬂ“mcﬁf” _Mwm.._am m,.nM Mrm_.ﬁ_ﬁ.__ learn to use the tools for thinking pro-

i i ; illed partners in the
i their int: ons with more skilled pat
o gﬂ:”&?h“mwﬂna”. Theough engaging with .n.q._._n_.m in nnEw_.un_”
Hﬁhﬁ%ﬂ rmakes use of coltural wols of thought, children become 2
i

i s of
to carry ot such thinking independendy, transforming the culrural toels o
ﬂroﬁmvnnam.ﬁw%wﬁmoﬁm.

Interactions in the zone of proximal devel-
opment allow children 1o particip

1This approach is referred o wuﬁqn_-ubmﬂw._.._,umn_ﬂm

1g95; Cole, 1995, 1996; Kowulin,
wnvenns Wertsch. 1991, 1958.

ate in activities that would be .:ﬂm.o&wr_n.

aciocultural, socichistorical, or n_.__nEuH.
ccamine and extend the easly owentiedi-
Sovier scholars such as Bakhein and
1990; van der Yeer A Valsine ‘
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for them alone, using cultural tools chat themselves must be adapted to the
specific actvity at hand. .

. Cultural tools thus are both inherited and transformed by successive
generations. Culture is no static; it is formed from the efforts of people
working together, using and adapting material and symbolic tools provided
by predecessors and in the process creating new ones.

Development over the life span is inherently involved with historical
develapments of both the species and culrural communities, developments
thar occur in everyday moment-by-moment learning opportunities. Devel-
opment occurs in different time frames—ar the pace of species change,
community historical change, individual lifetimes, and individual learning
moments (Scribner, 1985; Wertsch, 1985). These four developmental levels,
at different grains of analysis, provide a helpful way of thinking about the
mutually constituting nacure of cultural and biological processes and the
changing nature of culture, discussed in more depth in the next chapter.

Schelars are working on a coherent family of sociocultural-historical
rescarch programs and theories inspired by Vygotskian cultural-historical
theory, along with relared ideas emerging from several other theoreticat tra-
ditions (sec Goodnow, 1993; Rogoff & Chavajay, 1995). The theory of John
Dewey (1916) alse complements Vygorskian ideas and has helped 2 number
of sociocultural scholars to further develop these ideas. In addition, work
on communicaticn in everyday lives in different communities has con-
tributed important conceprs for thinking abour individual and cultural as-
pects of development (Erickson & Mohan, 1982; Goodwin, 1990; Heath,
1983, 1989a, 1991; Mchan, 1979; Miller, 1982; Ochs, 1988, 1996; Rogoff et al.,
1993; Schicffelin, 199x; Watson-Gegeo & Gegeo, 1986b).

. The related proposals for sociocultural theory represent a general agree-

cfnent that individual development constitutes and is constituted by social

and cultural-historical acrivities and practices. In the emerging sociocultyral
perspective, culture is not an entity that influences individuals. Instead, peo-

:ple contribute 10 the creation of cultural processes and cultural processes

ntribute to the creation of peeple. Thus, individual and cultural processes

e mutually constituting rather than defined separately from each other.?

- Related though heteropengous sociecultural proposals indude the work of Bruner, 1990;
1950, 1996; Enpestrim, 1990; Goodnow, 1990; Heaeh, 1983; Hurching, 1o9s; John-Sesiner,
Laboratory of Comparative Human Cogpition, 1983; Lave & Wenger, 1gos; Miller & Good-
Ochs, 1988, 1996; Rogott, 1990, 1998; Schieffelin, 199:; Scobner, 985, 1997; Serpell. 1993;
og1; Showveder, Goodnaw, Harano, LeVine, Markus, & Miller, 1998; Valsiner, 1987, 1994,
Wenper, 1090; Wersch, 1091, {S¢c also the journals Mind, Cidture, and Activiry and Cultwre
hologx) Although my version of the sociocultural perspective has a grear deal in common
versions, there are also important differences that are beyord the scope of this overview,
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Development as Transformation of Participation
in Sociocultural Activity

In my own work, I emphasize that human development is a process of peo-
ple’s changing participasion in cocioculrural activities of their communities.
People contribute to the processes :nvolved in sociocultural activities at
the same time that they inherit pracrices invented by others (Rogoft, 1950,
1998).

Rather than individual development being influenced by {and influ-
encing) culture, from my perspective, people develop as they participate in
and contribute to culoural activities that themselves develop with the in-
volvement of people in successive generations. People of each generation,
as they engage in saciocultural endeavors with other people, make use of
and extend cultural tools and practices inherited from previous generations.
As people develop through their shared use of cultural tools and practices,
they simultaneously contribute to the transformation of cultural wools,
practices, and instituoons. :

To clarify these ideas, I have been developing a series of images that
aitm to move beyond boxes-and-arrows and nested-circles ways of portray-
ing cultural influences. In Figure 2.3a-g, | offer images of a sociocultural
“ ransformation of participation perspective” in which personal, interper-
sonal, and cultural aspects of human aciivity are conceived as different an-
alytic views of ongoing, mutually constituted processes.

i the next chapeer I discuss in more depth what 1 mean by cultural
communities, For examining the images in Figure 2.3, it may be sufficient
to note that in my view, cultural processes ace not the same as member-
ship in national er cthnic groups, and that individuals are often partici-
pants in more than one community’s culiural practices, craditions, and
institucions.

FIGURE L.3A

M“M_._uaﬂmn mM_nﬂmﬁ‘ the object of study thar has been traditional in

fevelo Mm ._.M”H._ _Hwn_._ouom__n the sofitary individual. Information about

reitions with oather people and the purpose and setting of the activity is
en 1 ask pecple to guess whar this child is doing, their i

specularions are hes .g..un.
“Reading!” esitant and vague: “Thinking?” “Being punished?”
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FIGURE 2.3E

Of course, the roles of ather people—parents, peecs: S.énrn..mu.ﬁ-ﬁ_ _”o o:.uimm.ﬂ_
ate recognized a5 relevant, This image portrays how social amwﬂ_nn.ﬂ nM__M o
been investigated—by studying “the child” apart from other peop! ..m.,_.. M_u_ ”
studied separately even when they are engaging in the same cvent. Lhen
“social influences” are examined through correlating m.-m. &E»Qn.:m.na or ;
actions of the separate entities,3 (Sometimes, analyses include v—m_aonﬂc:
arrows to ry to include an effect of the active child on the a&a mno_u..n.u_
When [ ask peaple to make Further guesses abous what the child is %E..Wr
given information abour “social influences,” m—nw,_..mﬂcn_.ﬁm are not m

more specific than for the solitary individual in Figure 2.32.

Vigowky's idea of the zone of proximal de-

$Vygotslian scholars complain that frequently infuences, overloaking his emphasis on al-

velopment is reduced to this som of analysis of social
tural processes.

FIGURE 2.30

This figure, like the rwo previous, is based on the boxes-with-artows diagrams
of the relation of culture and human development. When “cefural

influences” are added (represented by the book and the cupboard), the child

remains separate from them, “mbject” to the effects of culwural characteristics.
The individual and the rest are taken apart from each other, analyzed without
regard for whar they are doing together in sociocultural activizies. With this
portrayal of “cultural influences” information, people’s guesses abour what
this child is doing are still not very specific, though some become more
certain that the child is reading,




FIGURE 2.3D

This image focuses on the same child from the iransformation-of-participation
perspective. The child is foregrounded, with information about him as an
‘ndividual as the focus of analysis. At the same time, interpersonal and
cultural-insticutional information is available in the background. A general
sense of interpersonal and cultural-instinusional information is necessary
undesstand what this child is doing, although it does not need to be arcended
to in the same detail as che child's cfforts. When | show people this image,
their guesses about whar the child is doing become much more specific:
“Playing a game . . . Ob, it’s Scrabble . . . He's thinking about his nexcrura . .
Its in a classrcom . .

Development as Participation
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FiGURE 2.3E

If, instead of wanting to study the development of that particular child, we
were interested in the relationships among that child and the people beside
him, we could focus on what they are doing together. This would involve an
interpersonal focss of anabysis. We would be intercsted in knowing that the
three people are playing Scrabble as a spelling activity organized by the adult;
the adult is a parent volunteer helping this child check a word in the
dictionary under her elbow while his classmare works on a word for his own
pext turn; and they are engaging in 2 friendly form of competition, helping
each other as they play.

The fact thar this is in a classroomn Serfing matters, bt we would not be
analyzing in detail how such an activity fits with che culture of this school or
this communiry {for thas, see figure 2.3F}. A general sense of individual and
cultural information is important as background, to understand what the
people are doing.

Together, the interpersonal, personal, and cultural-instituticnal aspects
of the event constitute the activity. No aspect exists or can be stadied in
+colation from the others. An observer’s celative focus on one or the other
aspect can be changed, but they do not exist apart from each other. Analysis
of interpersonal arrangements could not occur without background
undersianding of community processes (such as the historical and cultural
roles and changing practices of schools and families). At the same time,
analysis requires some artention © personal processes {such as efforts to learn
through cbservation and participation in ongoing acrivities).

The hand holding the analytic lens is also important, indicating that we,
2 observers of researchers, construct the focus of analysis. The focss of
analysis seems from what we as observers choose to examing—in the case of
Figure 2.3¢, the relationships among these three people. Irisa particular view
of the event and focuses on some information as mare important to us,
keeping other information less distinct, as background. Tt is usually necessary
to foreground some aspects of phenomena and background others simply
because no one can study everything at once. However, the distinctions
berween what is in the foreground and what is in the background lie in our
analysis and are not assumed to be separate entities 1n reality. (In contrast, the
boxes-and-arrows and nested-circles approaches often treat the diagrammed
entities as existing separately in reality.)

Dievelopment as Barticipation




THE CULTURAL HATURE OF HUMAN DEVELOPMENT

FIGURE 2.3F
Some studies (or some Lines of investigation, or some disciplines) need 2
cscltural-instistional forws of analysis, backgrounding the details regarding the
particular people and their relations with each other. In this scene, we might
be interested in studying such cuttural-institutional processes as how this
particular school has developed practices in which parent volunteers are
routinely in the classroom, helping children learn by devising “fun
educational” activities; how the community of this school revises its practices
as new generations of families join in; and how the practices in ¢his school
connect with the culture and history of schooling in other innovative schools
a5 well as in traditional schools and wich national and educarional policies
{such an analysis is available in Rogofl, Goodman Turkanis, & Bardete, 2005
Rogoff, 1994)-

With the focus of Figure 2.3f, we seea glimpse of a moving picture
involving the history of the activities and the transformations roward the

future in which people and their communities cNgAge-

.15

Developmen as Participation

FIGURE 1.3G

M.H_M_” mﬁ:.”»ﬂaﬂ-.ﬂﬁ 4 problem chat sometimes occurs if researchers recognize
. M.M_M cance o culture but leave cut the equally imporiant role of the

.“_.Mn_—m& ho constitute cultural activities. This figure is as difficult 1o und
 Figure 2.3a. It does ot make sense to try to study cultural gﬁnﬂﬁﬂ&

..E-n_uo:n considering the contributions of the people mndd_._ﬁn_wrn ing th

in the background of a focus on cultural, instituztional SEB_.._.EM_UH._.MRH

3

e

‘_ B ra’
q\f - ’\w
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I believe that this approach will facilitate progress in coordinating infor-
imation across studics and across disciplines to develop more complete under-
standing of the m_.ﬁhon.pgn that interest us. Keeping our focus of analysis in-
formed by background :nformation makes it easier 10 align the understanding
gained across studies of disciplines that employ different focuses. Instead of
being competing ways 0 examine phenomena, each focus informs the others.

Although I concentrate in this book on questions of personal, inter-
personal, and cultural precesses, biological aspects f the activity shown in
Figure 2.3d—f could be the focus of analysis in other related research. For
example, studies could focus on neuronal, hormonal, o1 genetic processes,
with personal, interpersonal, and cultural information in the background.
In this way, biological, sociocultural, and individual aspects of human func-
tioning can all be seen as contributing to the overall process, rather than as
rivals, trying o cut each other out of the picture. (In the next chaprer, I dis-
cuss the relation of biological and culnural processes.)

Key to my approach is an emphasis on the proceises involved in human
activiry. The static nature of Figure 2.3d—f does not caprure this well, how-
ever; the medium of the prinied page constrains the representation of dy-
namic processcs. If you can imagine the image a5 a glance at a moment in
a moving picture, it would do more justice to the idea of the dynamic and
mutually constituting nature of individual, interpersonal, and cultural-in-
stitutional processes. :

The next chapter examines cONCEPts for thinking about cultural processes.
The ways that scholats and policymakers have often thought of culture ase
tied to the scparation of :ndividua! and culture in the box-and-arrow of
nesting-circles diagrams. Culrure has been rreated as an outside “influence”
on individual characteristics, often thought of as providing a fiavor to oth-
erwise vanilia individuals. As I explain in the next chapter, from my trans-
formation-of-participation view, all people participate in continually
changing culeural communities. Individuals and generations shape prac-
vices, traditions, and institutions at the same time that they build on what
they inherit in their moment in history.

Individuals, Generations,
and Dynamic Cultural Communities

Fac . .
& H&Ebﬁﬂ&&ﬁtﬂ%ﬁ%g@?hgﬂn?h%qh

r raf and historical peculiarity is an ewential pare of that nature.
—Shore, 2088, p. 19 |

Schol i
mo_._o mm.m m.ML.nn:mE takers alike struggle with how to think abour the rel
of individuals and cultural communities. This chapter focuses on b N
to . . on
can conceive of cultural processes and communities if we consider MH.

vel i
cpment to be a process of changing participation in dynamic cultural

COMmmunities.

T . .
wo major challenges in trying o erize people’s cultural heritage

 are the focus of this chapter. The first challenge i i

”Mpﬁmﬂnﬂw.m-&nm -.nHmn.H_ dichotomies: cultural MENHMMMMWM—%MMMM—EM:QM
sl “.M“nnmzm M_hm.nwnnnnm The second challenge is how to think MM. cul-
el Wﬂ_.. es as dynamic properties of overlapping human communities
2 an treating culture as a static social address carried by individuals

umans Are Biologically Cultural

he WWMMMMHHH MNM..H_R____ DM..ﬂE..M mn.a_mnmu places culture and biology in oppo-
. lenes .mcn at if something is cultural, it i i ]
MM MM_H“MM_MEW G.r_oﬁommmmr it is not cultural. In wmnmniﬁﬂww_ﬁhﬂmw“m
eper ‘QMHN.H__EJ trying to figure out what percentage of a person’s
rﬁgnﬂmnnhwm&m_ MM QWHM& and ﬁrum.v.n_.nnbﬂw.u is cultural or environmen- |
his arihial s paration treats _u___u.w‘u.m..,w and culeere as independent en-
1 than viewing humans as biologically cultural.




