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This study examined cultural patterns of collaboration related to familiarity with middle class and Indigenous
ways of learning in a P'urhépecha community inMéxico (Cherán) and in a cosmopolitanMexican city (Guadalajara).
Two hundred and sixty children (ages 8–10) were videotaped as they played Chinese checkers in pairs against
each other. In Cherán, 36 pairs had mothers with 9 years or fewer of schooling, and 45 pairs had mothers with
10 or more years of schooling. All pairs from Guadalajara had mothers with 10 years or more of schooling.
While playing P'urhépecha children whose mothers had 9 or fewer years of schooling collaborated in 60.45%
of time segments compared to 45.52% for the children whose mothers had 10 or more years of schooling, and
22.43% in Guadalajara. Children in Guadalajara were more likely to rely on talk while collaborating whereas
children from Cherán used multiple ways of communicating.
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1. Introduction

This study examined the forms of collaboration of Indigenous
Mexican children in a P'urhépecha community in Michoacán, México
and middle class Mexican children in Guadalajara, Jalisco. We compare
the patterns and forms of collaboration used by children in both the In-
digenous town and cosmopolitan city, and also examine how increased
maternal schooling, and with it increased familiarity with middle class
ways, may be changing traditional patterns of interaction in the Indige-
nous town.Additionally,we examined the tools the children use in orga-
nizing their collaboration, either relying extensively on talk or including
other information in their repertoire such as gesture, gaze and joint
activity.

2. The role of collaboration in Children's Learning by Observing and
Pitching In

Traditionally in Indigenous communities of North and Central
America, children learn important aspects of family and community
life by being viewed as active participants of ongoing activity (Corona,
2001; Gaskins, 1999; Mejía-Arauz, Keyser Ohrt, & Correa-Chávez,
2013; Ochs & Izquierdo, 2009; Paradise & de Haan, 2009). This cultural
model for organizing teaching and learning has been called Learning

by Observing and Pitching In (LOPI) by Rogoff and her colleagues
(Correa-Chávez, Mejía-Arauz, & Rogoff, 2015; Rogoff, Moore,
Correa-Chávez, & Dexter, 2014; Rogoff, Paradise, Mejía Arauz,
Correa-Chávez, & Angelillo, 2003; Rogoff et al., 2007), and is consistent
with the idea that development is a process of changing participation
in community activities (Rogoff, 2003; Vygotsky, 1978). Through this
inclusion in ongoing activity children learn not only about the ongoing
focus of interaction, but also learn about how their community accom-
plishes things together which might be related to different community
patterns in collaboration (Mejía-Arauz et al., 2013).

In Indigenous communities of North and Central America, inclusion
in ongoing activity from an early age is likely related to the widely re-
ported pattern of children contributing in responsible ways to family
and community work (Alcalá, Rogoff, Mejía-Arauz, Coppens, & Dexter,
2014; Gaskins, 2000; Lancy, 2008; Mejía-Arauz, Correa-Chávez,
Keyser-Ohrt, & Aceves-Azuara, 2015; Ochs & Izquierdo, 2009). For ex-
ample, in the town of Tepoztlán in the central Mexican state of Morelos
children are considered full actors in community activities with specific
roles and responsibilities. During the town's main feast children fulfill
certain important ceremonial roles such as decorating the neighbor-
hoods and engaging in ceremonial dancing (Corona, 2001). Similarly
Paradise and de Haan (2009) describe learning processes in an Indige-
nous Mazahua community (central Mexico) whereby children worked
together with adults in meaningful talks (building a market stall or
installing windows into a classroom). The children in the activity were
not assigned small helper or “gofer” roles, but rather contributed fully
and at times took the lead in the ongoing interaction. Gaskins (2000)
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notes that life in a Yucatecan Mayan community is primarily organized
around productive work and it is expected that childrenwill not disrupt
adult activity, ideally participating in the work and contributing to the
household. The children in this Mayan community were rarely engaged
in specialized child focused activities. This kind of full participation in
community activities also appears to be common among immigrant
Mexican and Central American communities to the United States
(Orellana, 2001).

2.1. Community differences in social organization

Perhaps related to the idea that children should participate and
“pitch in” to family and community activity, the social organization of
group activity in communities with Indigenous American histories has
been characterized as collaborative and horizontal, emphasizing multi-
party interactions, and fluid in organization (Chavajay & Rogoff, 2002;
Erickson & Mohatt, 1982; Lamphere, 1977; Paradise, 1987; Philips,
1983; Rogoff, Mistry, Göncü, & Mosier, 1993).

Whenworkingwith a group of 3 children on a 3 dimensional puzzle,
Mayanmothers with 0–2 years of schooling weremore likely to engage
in a horizontal way involving multiparty coordination compared to
Mayan mothers with 12 or more years of schooling who were more
likely to subdivide tasks for the children (Chavajay & Rogoff, 2002).
When learning to fold individual origami figures in groups of 3, US
Mexican heritage children whose families were more familiar with the
ways of rural Mexico and had fewer years of schoolingweremore likely
to engage as a coordinated unit compared to US European heritage chil-
dren and Mexican heritage children whose mothers had 12 or more
years of schooling (Mejía-Arauz, Rogoff, Dexter, & Najafi, 2007).

2.2. Cultural patterns in collaboration: using talk in service of activity or
prioritizing talk

Working together in a way that fluidly builds on multiple partici-
pants' contributions has been noted in interactions involving peers
as well as adults and children in Indigenous communities of the
Americas (Chavajay & Rogoff, 2002; Ellis & Gauvain, 1992; Paradise &
de Haan, 2009; Rogoff et al., 1993). The pattern is especially prevalent
in cases when children's families have not had extensive experience
with school (Chavajay & Rogoff, 2002; Mejía-Arauz et al., 2013). Often,
this collaboration is organized in ways that prioritize multiple ways of
communication such as gesture or demonstration rather than relying
primarily on talk (Mejía-Arauz et al., 2007).

For example, while working together on a puzzle, US Mexican heri-
tage sibling pairs collaborated more if their families were familiar with
Indigenous Mexican ways of organizing teaching and learning com-
pared to US Mexican heritage children whose families were highly
familiar with school ways. Additionally, the sibling pairs were more
likely to work together using nonverbal modes of communication
while building off each other's work (Correa-Chávez, 2015). This is
consistent with the finding that Mexican heritage children who were
familiar with Indigenous ways utilized more nonverbal conversation
in interaction compared to children who were familiar with school-
based forms of learning who tended to use more talk and “chat” when
working together (Mejía-Arauz et al., 2007).

A similar study examining 360 children from five cultural communi-
ties in the US andMexico found that childrenwhose families had Indig-
enous history utilized non-verbal communication significantly more
than the children who were from the non-Indigenous groups when
working in groups of 3 (Mejía-Arauz, Roberts & Rogoff, 2012). In a sep-
arate study, when requesting help from an adult Research Assistant,
Mexican heritage children in California were 3 times more likely to
use nonverbal means of communication compared to European
American children (Ruvalcaba, Rogoff, López, Correa-Chávez, & Gutierrez,
2015). Some studies have also found similar cultural patterns depending
on the child's own experience with school. In teaching younger siblings,

older Zinacantec Maya children who had not attended school for
many years used more nonverbal forms of guidance compared to
children who had attended school who were more likely to use talk
(Maynard, 2002).

School frequently segregates children from the productive work of
others in their community and prevents them from contributing to on-
going activity alongside others. Because children have fewer opportuni-
ties to work with others (either because they are physically removed in
school, are busywith schoolwork, or are taught thatwork in community
is less important than school work), participation in school may limit
the opportunity children have to engage in nonverbal conversation.
European American middle class toddlers in two US communities
were frequently engaged in child focused activities, but rarely exposed
to adult work (Morelli, Rogoff, & Angelillo, 2003). This segregation is be-
coming more common in highly schooled communities around the
world including in middle class communities of Guadalajara (Mejía-
Arauz, 2015).

In the United States where child segregation through school has
been a practice over multiple generations, cross-cultural research has
found that for highly schooled adults high levels of talk are often seen
as an indicator of intelligence and engagement in interaction, although
this is not the case in many other communities of the world (Kim,
2002; Li, 2005; Richman, Miller, & LeVine, 1992; Rogoff, 2003). For ex-
ample when viewing videotaped interactions of children working to-
gether in ways that were mostly verbal or mostly nonverbal, middle
class European American 9 to 11 year olds reported more helping in
cases where the children were talking, and reported lower levels of
helping in cases where children were not talking even though the help-
ing and collaboration was evident, but being done in nonverbal ways
(Roberts & Rogoff, 2012). It is therefore unsurprising that many of the
interactions middle class parents and other adults have with children
are characterized by adults narrating ongoing interaction and encourag-
ing children to put their own thoughts, intentions, and feelings into
words (Rogoff et al., 1993; Ochs & Schieffelin, 1984; Tobin, Wu, &
Davidson, 1989).

Similar pattern in the use of talk are found in other communities in
the world as Western schooling becomes central in organizing child-
hood (e.g. Dixon, LeVine, Richman, & Brazelton, 1984, Maynard, 2002,
Morelli et al., 2003, Rogoff, 2003). Tudge et al. (2006) for example ana-
lyzed interactions between parents and 3–5 year old children in seven
communities (in the U.S., Russia, Estonia, Brazil, Kenya, Korea &
Finland) and found that the communities where schooling was most
prominent tended to be communities where children were encouraged
to talkmore in interactionwith parents. This patternwas evidentwithin
each national group where folks with more schooling tended to talk
more, however the study also found that White middle class children
in the United States tended to talk more than any other group.

2.3. Changing patterns of collaboration and increased community schooling

Many of the practices for interacting with children considered
common inmiddle class communities such as engaging in child focused
activities, praise, and mini language lessons are uncommon in commu-
nities without a long history of school (Briggs, 1991; Fortes, 1970;
Gaskins, 1999; Heath, 1983; Lancy, 2008; LeVine & White, 1992;
Morelli et al., 2003; Scribner & Cole, 1973). In Mexico, mass schooling
became more common after the revolution of 1910–1917 when it was
seen as one of the ways to create a national identity from the many dif-
ferent Indigenous groups that inhabited (and still inhabit) the country.
A parallel goal of school was to “modernize” the country by cutting
ties with Indigenous languages, traditions, and practices, including
those related to children and learning (Bonfil Batalla, 1996; Burns,
1994; Flores, Urrieta, Chamoux, Lorente Fernandez, & López, 2015).

Maternal participation in the cultural practice of school has far
reaching implications for children of the next generation, as mothers
may organize interactions with children in ways that reflect the
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