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PREFACE
No student of childhood socialization can long remain impervious 
to the increasing importance of television and film.in children's

" and "cops and

e&erydéy_lives. Games such as "cowboys and Indians
robbers' have become firmly eﬁ;renched in the domain of American
children's foiklofe. Yet, despite their pérsistance and popuiariﬁ&,
smrpfisingly.little is known about tﬁé nat#re and.functiqn of these
"imaginative escapadés f&r'children. |

The,present study grew out of earlier researcﬁ which I had done oﬁ
humor in children's spontaneous speech play (Sarett, 1978) In.my
- master's th6815, I attempted to identify various-resources of 1inguis#4
ic éreativity_which children-gtiliéed in their owm interactions with
their peers. 1 had egpected; partly on_ the b#sis:of my own literary
biases, that-chlldren s humor would draw upon the rhymes and . rlddles of
tradltional folklorlc materlal - Instead, it became-apparent to me
_ that.the mass media, spec1f1cally-television and film,.inspifed-much:of:
children'é improvised speech play. Néws, commercials, intertiews,
siﬁuatioﬁs cqmedies, and science fiction, all'fpund.their plage in. a
rich arrajr of children's creative produétions.' I was péa-rt_iéularly_
impressed by theafacf that children did'nbt merely éOpy television
and film material in their play, buf.tfanéformed it in highly dis;
tinctive_ﬁays.. i saw within these productions pdtential sources ﬁf '
ingight int¢'£hg ways in which éhildfen ﬁﬁke sense of the messages.. |
delivered by the mass me&ia ( cf. sarett, 1979)

ﬁhi1e my initial concern had been to examine aestﬁetic dimengions
of children's play, I began to.shift my focus to the more s&ciai

~vifi—



'é5p2cts of these "ﬁorroWings" from teleﬁision and film. I became
absorbed with the_ﬁays ig which children might transform and buila upen
the raw mﬁterials of télevisidn'and film in their play.interactions.

I 5156 felt that media reséarchrrEqﬁired.more extensive‘documéntion_

of children‘s intérperéonal uées of television and film. Peer-group
pl&y'whiéh was related tO-media.cﬁntent, which could easily.be cbserved .
under naturalistic conditions, offered a promising source of data for
_these,purposes..

The first phase of résearch consisted in a threé;month observa-
"tional study of preséhool children's free pla& in a working-ciass
faeility in ?hiladelphia. ‘I was once again shocked to. see how totally
involved preschoolers were with the images of television and film.
Children's c?nvérsations, drawings and play all.révealed hOW‘fully_
integrated television and film were into.their evefyday live53 .In :
particular, tﬁeir imaginative play wés almost entirely based upon“
media content. The_Incredible Hﬁlk;'ander'Wbman,'Superman éndVOther
med.ia.figure's_'r.eigned supreme on the"plajrgrouncll, WOV en infcr the
fabric of children’s social fantasies. What was especially stfiking_
was the highly pattefned and fedundant nature of these.play"forms,
making it clear that the peer-group gave its own shape to television
and film imagefy. While many of the fhemes and heroes seemed to have
" persisted from my own childhood, the nature of the play that I now
observed differed radicallf.' I felt that the reasons.for these |
differences 15y not-in any discontinuities iﬁ the content of fglevision
and films,.ﬁﬁt-in so;iél.apd contextuai differences between these

working-class children and my own middle-class background.
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At the éamé time, Iiha& become involved in-a project which
investigated in;eractions between parents and cﬁiidren which Were:
related to television (Messaris and Sarétt, 1981). The results of that
researéh suggested that the aréna of children's media-related play

‘might best be conceptualized és paft of én'interrelated network of
learning contexts, in which the family was the more priméry; .Earlier,
the work of McLeod and his associates (1972a, 1972b, 1976) oﬁ_family
communication patterns had suggeéted intriguing relationships between
socialization qontexts and children's media behavior. It séemed:fruit—
ful to pursue the story.of play and media in terms of their capacity to
- elabérate and refiné the lessons of the family.

T At thié point, my parallel interest in the study of class
stratificatign offered.me.a broader conceptualization of the problem.
:My thinking in'thié area was, and remains; heaﬁily-influenced by the
work of Melvin Kohn on differential class socializationf_ In Class and °
Confofmitz (1969), Kﬁhn argues .that the occupational.requirémeﬁts of
professional and working-class jobs generate distinctive pattermns of
behavior whigh are then incorpofated into family sociaiization. Hé
established, through inte:viewé, that fathérs_who occupied professional
jobs valued personal autonomy for themselves and their children, while
persons of lower class position streséed.conformity to authority. I.
began to wonder whether these kinds of variatons in socialization
patterné might have implications for children's social learning f?om.
the mass media, and might also lead children to'éaveldp different
"empﬁases in. their télevisionland_film—related play.:IIf, as I thought,

the materials of television and film presented models of potential
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social relationships, miéht they not be shaped'iﬁ children's play.
. actordiﬁg to the réquiréments=of'class position?-.In this way, the
imégery of popular culture wouid nof function in anrautonomous sphere
of chiidren'é own creation,-but would be tools wﬁich gociety provides
in order té.prepare children for their future adult roles.
.Finally, play'research pointed the way towardé.various social

 antecedents of childreﬁ's imaginative play,.as Wellias conventionalf
- games and spérts. Croés-culfural fesearch had revealed striking
regularities between ébcializatidn pétterns_and certgin conventional
game preferences in sécieties (cf. Roberts, Arth and-Bush, 1959)._ And,
regeéarch on children'slimaginative play suggested connections betﬁeenr
class socialization patterns and specific features of children play,
in terms of authority felations and handling of conflict (ef. Smilan=~L:
sky, 1968; Ariel and Sever 1980). | | |

Thus, a combination af perspectives gleaned from media.researdh,
;étudies of class socialization, and investigatioﬁs.of_play led to the
present fheoretical framework. Because 1 puréue an argumént which.
assumes a basic contiﬁuity amoﬁg separate learning comntexts, in
_particular ﬁeerugroup play and learning from televisioﬁ and fiim, each
of these perspéctives contributes an integral élement of_theory,_which
builds upon one another. It was-from.this considerably more complex
'viewpoiﬁt that I returned to the examination of preschool children's
games related to televiéion_and film. The methods.of ﬁresentation
and analysis that I used deveioﬁe& out of these theof@tiéal 
Vassumptioﬁs.

However powerful one's theory,.though, it cannét finally
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obliterate the equally étrong_influeﬁce of the observational cbntexts
and the children themselves. There ié much meaniﬁg in the everydéy
eﬁperiences of group life which no study can truly convey. So many of
'fhe'séemingly elusive factbrs-whiﬁh help to constitute the texture of
social class have been unavoi&ably lost here. I would hope that the 
method of presentation of the play data does not allow the reader to
forget the fact that T gathered these games from real sogial inter-
actions'dmong.preschool chi}dren. Independent of any other
considerations, the games themseiVES offer a ?athef‘uniqﬂe glimpse

into children's involvement with the materials of televisioh and f£ilm.

—-i—-



Chapter 1

SOCTAL CLASS, SOCIALIZATION AND CHILDREN'S, MEDIA-RELATED BEHAVIOR

Introduction

.Mass communications researéh has Become'increasingly_aware of the
need to incorporate the stpdy of interpersonal contexts into its
accounts of children's éocial learniﬁg from the mass media. Studies
(e.g., McLéod et al, 19723, 1972b) have isolated family variables in
order to explain variations in ad@lescénté' media behaviqr. And
éualitative analysis of family processes inﬁolving television has been
argued to be'eésential for a-fuller.underétanding of social-learning
from the media (cf, Lull, 1980a}. ﬂowever, the intriguing linkages
Between the interpersonal contexﬁs-of'maSSgcommuﬂications énd sociai
structural imperatives have, by and large, remained unexplored-(cf.
Messaris, 1977). Too frequently, the family environment is studied as
én independent system rather than.itSelf'conditioned by soecial struc-
tural processes. The result has been to sever the stu&y of audience
behgvior from the investigations of the broader social funcfions of the
media, when it is this interrelationshib that is of interest..

The present research attempts ﬁo integrate.thé study of childrenfs.
social learning frbm the mass media into the_théoretical-framework of.
‘class mobility training. What follows is an emﬁiridal ekploration of -

the mechanisms by which children tailor media content to suit class-
: 1



SPeCificiconfexts, through an examination-of'thé_play behavior of

.wdrking—CIass and‘upper middie—class ﬁreschool children related to
 _television énd film. . Using naturalistic data which were collected
during "free pléy" periods, the study demonstrates patterns'of‘con~
grﬁency may become established between class-sociélization pfoceSses _
and children's medig-related play behavior. I argue.tﬁat these class-
-related patterns are primarily a- response to.reQuifeménts'of occupa-.
‘tional conditions which are ‘transferred, via interpefsonal processes,
_acréss a variety of diverse countexts in the Socia1 environment. in.'
this investiga;ion, I exémine fhe appeérance'of thése.transébntextual
patterns inrthe pre-schooler's transformations of mediated materials
-és_these-ﬁanifest themseives_iﬁ'imaginative.social flay.

This ch;pter outliges the‘BaSié theoretical assumptioﬁs guiding
.the-presént reseérch. All of these stemg'ﬁowévEr; from an untested
‘hypothesis that the mass media of communicatiqns‘do play a role in
”maintaining socialrcontrol and, therefore, are conduiﬁs of social
lessﬁns. 'In_this.way, it foilqws a riéh tradition in ﬁhe'study éf
fictioﬂ.in social life (cf.’Maliﬁowéki; 1954 ;- I £irst.diééuss.the
-imﬁctﬁance of-the concept of sociai'class aé it relates to.social
__reseafch, and then, review_felevant research investigating differential
'-cléss socialization. I suggest that élass sqcializatipﬁ pattern; oceur
transcontextually within:the child'é'é#virdnment,.in_both'familyn
interactioﬁs rélated to thezmedia; and in-children's ﬁlay based on
mediaﬁed-ﬁaterial,‘ Issues which are_specific.to'play_will be

discussed in Chapter 2.



The Repfdductioﬁ of'Class Relétiéﬁs Throﬁgh Media

| Tha; ﬁhé'mass média sérve to reproduce the structure of class
relations, and tﬁereby maintain the valﬁes'of a dominant elite, or
hegemony, has beéome.an almost axiomatic.claim of;Marxist scholars

.(e—g.,'Hall, i§79; -Murdoék éﬁd_Golding,Al979)-' _Froﬁ the angle of
institutiongl.analeis,_the pfocesses by'wﬁich.values aré éontiﬁuously

 'exténded thréﬁghjmédia'haQe beéﬁ ﬁell documented  (cf. Breed, 1959;
Elliot, 1972,). And, many.content analsys of both televisionrand'
film repeateély demonstrate thé biases of popular imagery. Audignce'
Studies ﬁéVe typicallf ﬁreéented_a more-diffiédlﬁ ﬁrobiem beéause the
canﬁections are, of course, lésé defineé. One may lameﬁf that media’
reséarcheré and aﬁélyéts-of'class.stratificationé have ignoréd ghef

' CQmpelliﬁg iﬁ%errelationships of'#heir respé;tiVe’inquifieé.(MufdocE.

- and Golding, 1979); Ciea;ly, if one grants the iﬁitial aésumption'that
the:média.are controlléd,ﬁy;_and-transmit the messages:of_é dominant
elite, thé.investigaﬁion_of apdience Béhavibr Becomeé-p:ogressively-
iﬁﬁérmingléd with qﬁestions of social control} The culturally mediated
regrésentatibn'of=power aﬁd.éuthﬁrity is-hardly iﬁ¢idental to tﬁe'

' :maiﬁtenaﬁée_of_the_class‘strétificapion-éjstem;; However; ﬁhile
researchers (e.g., Katz aﬁd'Lazarsfeld, 1955} héVe'studied_the inter-
persanal iﬁtéractiOHS between.audiencé-members, they have been 1argely.
iméérvious to the imporfance 6f'sﬁch processes"in.ﬁﬁe'meaia‘s rdle-df _

maintéiﬁing'and legitimating the social -order. - |

" Tt has béén'suggesced.that television's bprtréyél.éf social power
"victimizes" ifs audienceiaﬁd,'therefora,_inhibité.the potenfiél.for

social action (cf. Gerbner and Gross,.1976),j It can be argued that the



4
mass-media-may'contribute'to.thé develb#men#-qf "false conscicusness',
ﬁhere the workgr'ﬁéy be cognizant of his disadvantage social position,
but cannot perceive its strﬁctufal origins. In_Marx's seﬁse, true
class consciousness is actualized when ﬁorkers-assume political
beliefs which are predicated. in termssof.shared class intexests and
consistent with other class membe;s (Caﬁlow, 1964:132), One research
' strategf has beeﬁ to lirk heav& viewers' respohses-to questions aﬁdut
the "real world" to television's ﬁreséntationfof'thosé issues,'ﬁia
-conﬁent anélﬁsis. Recent findings; however, indicaté.that exposure
differences account fof_the_differeuf:fesponses (between heévy'énd
light.vieﬁers)_only inrpa:ticular subgroups,_suggesting.tﬁat the model
itself must be enriched'(cf._Gerbner; Gross, Morgan énd Signériellig
1980. The pfoﬁlem,;from the.present perépective, is that'victbfs, as
well as viétimé, ébound iﬁ society, buf both may view equal.amoﬁnts of.
television material, While it-seems_normal, and evén'predictable,
‘that those at thelbottom sffafum should ménifest symptoms of béwerless-
ness,.such as fear and1mistrust; fhis seems.legs likélf for gfoups
having little to fear and frequently much to gain from the.dynamics of
the soéial.system.r Thé argumeﬁt to be pursued here suggests that the
differen;ial perspectives of clasé_members.serﬁe to structure the
actual prdcéssés by which individuals assimilate mediéted content,
fhat thisé-what'individuals-learn to eﬁpect of,so;iety is'determinedl
by their role within iﬁ. Such expectatioﬁs fhgﬁ mold their perceptions
of their social environment, of wﬁich_the media are a part (cf. Davis;
1948;62); ' By tﬁis lﬁgic, wﬁat indiﬁiduals:eventuallf.extract from the

- variety of lessons that are embedded in the media serves to reinforce



s
class-related patterns of.response. Therefore, the messages delivergd
by television and film, insofér as they afe filtered through and within
class-relatéd communicational.systems, become increasingly congruent
with those systems: In this way, interperéonal interactions among
audience members point the media's messages into social ;urrency_(cf.

Benedict, 1934; Bartlett, 1932).

The Concept'of Sociél Class.

Tﬁe present academic climate might aptly be ca;egorized as overly
sensitive to the normative implications 6f studying differential class
perspectives. Frequently,_the_analysis of sociai class diffefences in
pureiy strﬁcturalrtermé has_been perceived as inherently unjust to_thé
diversity and integrity of working—class culture (e.g., Labov, 1970),
Protests that might,.perhaps,.be more frgitfully dirécted at the sociadl
agd politieal-conditions generating inequality are aiméd at the
reseafcher‘S'évaluations of ifs consequences. Ofrcourse; given the
powerful system of organized rhetoric ﬁhich protects tﬁe myths.of the.
egalitérian-nature of American democracy_it is ﬁardly¥surprising'
that the recognition of ciass has been uncémfortabie. Indeed, class as
a concept has been argued to.be_inapplicable'torthe struéfure of con-
temporary American society (ef. Nisbet, 1959; Faris, 1955). While it
is not the task of sopial research to judge the respeétive mérits of
differeﬁtial behavior systems, it is far more dangerous, and peculiarly
naive, to assume ;hat the socialization ex?eriences which are available
to ﬁeW'memberS of society are equally valuable with respect tdrthe
“access they offer to the larger_sociél system, whether one thinks that

the system is itself worthwhile is, of course, a different question..



It is routinely pointed out that soclal class remains a proBlematic
concept in'social science (cf. Lassﬁgll, 1965). Most social research,
unféftunately, has treated social class as yet another independent
variable, which perverts its basic explanatdry power., Although Marx
(1969) can be credited with having discovered the significance of
'ﬁlass as . an ekplanatory principle of human history and sééial'behavior,
he never explicitly discussed.the concept of class. Thus, varibus

rscholars have tried to construct what a "Marxist" theory of class might
look like. As might be expected, the debate ;ontinués as efforts meet
with resistance from comﬁeting'viewpoints. Although it unld-be pfe—
éumptuous fof me to claim to possess a true "Marxist" position on this
issue, T wiil-argue that.certain, generally Well-knownraspects of
_Marx's theor; clarify the concept of class and its felevance for the
study of social béhavior.

_For'Marx, class is not a term thaf_aescribes a hierarchy of status
relationé within a given éociety; Rather, class is effectively tied |
to specific, historical éonditions whicﬁ'govern the division of labor
within society. Unlike'socia; strata {which c¢an be detected in almost
any social system), classes.occur bnly in those societies where certain
social groﬁps have been excluded froﬁ the coﬁtrol and the ownstiip of
the means of production. It is not status differeﬁtiation;'which is a
éommuﬁicafional issue, but objective and matérial conditions of life,
-primari1Y'the relatioﬁs to the means~of production, that form ;he modes
of thqught-and behavioral patterns that are pecﬁliar to certain soéial
clésses.._If is-éssential to Marx's theory that qlass—sfecific'modes of

consclousness include interests that, by definition, are opposed to



to the interests of other classes (cf; Centers, 1949) —— to the
degree that objebfiverdifferences inhere in the resﬁe;tive situations
that are experienced by members of a given social class, The

thrust of ﬁarx's political anaiysis of capitalist soclety is that
the widening of the differentiél between sociai class groups will
eventually produce some conscious-articulation of class intefests
(or, create class éonsdiousness) which,.in turn, will proﬁota
socialgchange. Thus, class rélations are, fof_Marx, both a
constituent featufe of the social system, and a principle of social -
structural change (cf.-Dahrendorf,'1959:16). The presence of

class conflict, which arises néturally from the'oppositidnal nature
.of the felations between social clasées; éqntinuously serves to
alter the sfiﬁqtural form of the social ‘system (cf..Radcliffe—
Brown, 1935). It is this notion of sodial class as an integrative
structural principle that make it far more than another useful
variable of social behavior, HOWever; the probiem of class

conflict has become even more_complex with the changes in.the
structﬁre of the océupation31 system;.wifh'its progressive upgrading
of manual labor, andrthe growth of routineéskill; White—éollar
occupations, which all serve fo blue what formefly_appéared as
clear-cut paths to social mobility (éf;lMills; 1956; Sennett and
Cobb, 1972; Dahrendorf, 1959; Caplow, 1964; Glenn and Feldberg,

1977).

Dif ferential Class Socialization Patterns

There is certainly no dearth of literature which documents many



differences in vélue systems and behévior between social class members
{cf. Hyman, 1966); For the most part, though, there is no éoherent
explanation of ho& these different personality systems prepafe new
members of society.to'assume specifically'stfuctural roles. What is
reQuired, it would seem, is an‘examination of eclass membership that
encompasses a variety of microinteractional contexts and relates
them systematically to objective imperatives of the social system._'
That is, é connection has yet to be establishéd betwéeﬁ class-related -
values and behavior patterns to aspects of the external environment
~ (Bronfenbrenner, 1979:244). The communicational patterns that are
associated with social claés, such aé.status différeﬁtiation'or sub-
jective class identification;_cénnot be taken as the origin of class
differences gedause the argument is unavoidébly circular. Rather, the
different value orientations and socialization practiceé fhat have been
correlated With_social.clasé membership (see Ciéusen? 1966; Hess, 1970
for liferature reviews in this area) should be seen to rasuit from the
worker’s:accommodation to-obje;tive aspects of his/her structrual pds—
ition. Of course, the relationships'hEre are ;dmittedly complex and
difficult to establish. It is with this position in mind, however,
that sfudies addressing-the_prﬁblem of socialization shall be addressed.
Eafly studies of diffefential class socialization emphasized class
as a social group generating sﬁécific associational patterns {(cf. Davis,
1943; Warner, Meeker and Eels, 1949). Frequently explored were sub-
jective notions bf community stratification and intéfpérsonal networks
A inv§1ved in maintaining status hierarchies (Hollinghead, 1949).

American society was shown to possess acute awareness of prestige, as
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.Well as exclﬁsivity in the range of associational paﬁterns (cf.'Davis,
1941, 1943 Hollihgshead, 1949). Thfough their discriminaﬁién in
social contacts, highly ranked'members barred upwardly mobile individu-
als from entering upper strata. Thus, restrictions placed'on the new
ﬁember's-range of contacts le& to a conqentfation of values within-
different classes, due to the minimal.iﬁtérpeﬁtration between.thém
(Davis, 1943:609}. Since parents steered their children's friendships
to insure their own.status, children from'différent classes.gngaged in
different leisure aoti#ities (MacDonald, McGuire, and Havighurst,
1949).
.Whilé limits placed upon associational fatterns may contribute
to the maintenance of values, they fail to explain the functions of"
thosé-valuesdfqr different groups. The recognition of the strength
of group behavior oVerléoks larger questiqﬁs abhout differential
power .of groups, as well as the functional intérrelationship of
values to social roles. Questions of conflicting interests and
obviocus material variétions were blurred in-favor of "Belcngingness"
(Coser, 1956:25). Moreover, social exclusivity as a phenomenbh
became pronounced when the material baéis of higher strata deterior-
.ated, and provéd ineffectual faced with the increasing power of new
money (Mills, 1956).
The mor significant contribution of the Chicagé schodl was.its.
investigation of childrearing practiceéf In'communitj studies which
'inﬁerviewed mothers (e.g{, Davis an& Haﬁighurst, 1946), middle—class

mothers reported more rigorous training in terms of toilet habits,
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breast feeding, etc;, while working-class mothers reported relatively
greater permissiVéness.. It wés concluded that middle-class children
.were earlier taught to restrain primary sources of satisfaction, and
'wéte more carefully supervised and regulated that were working-class
childrén of the same age (cf. Davi , 1948; Davis and Havighurst, 1946;
1942). These findings were ﬁsed to help explain the higher mental -
illness rate and delinquency among working-class individuals,'whc;
presumably, had not learned to control-undesir&ble impulses (e.g.,
.aggression) at an early enough stage, creating subsequent difficulties
in suppressing antisocial behavior; The practices of_middle—clasé
parents seemed“genefally consistent with their high ﬁobility éxpedta;
tions for their childreﬁ. Even when race wasrcontrélled, class dif-
ferences in éhildrearing practices were reported, LOWEI*CiaSS Ameriéan
black mqthers.reported using'more'ffequent and more viclent corporal
punishment that.did ldwer—middle class black mothers, who were more
‘1ikely to report ﬁsing more psychélégiéal methods (e.g., reasoning) to
insuré compliance, Davis'(i953)'feasoned that the scarcity of matéfialr
as well as communicational, rewards in the ‘life of the lower-class
black child impeded his SUBSéquent aﬁility to learn to renounce direct
impulse gratification and to*build'more'complex behavioral systems.
Other studies féiled to confirm the Davis-Havighurst findings
concerning the more stringent earl} training of middle-class children.
Earlier,'the Lynd's (1929)‘Middletown study had provided data that
working—cléss mothers placed greater emphasis on obedieﬁce,.that did -
mothers of higher class pesitions, when both groups;were asked to score

fifteen habits according to their impeortance. in child training. Duvall
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(1946), also using interviews, described working-class and lower
middle-class mothérs_as "tra&itional", stressing neatness, cleanliness
and respect fﬁr_adults,rin coﬁﬁrast to the "developmental” middle-
‘class mothers, who reported wanting Childréﬁ to be happy, sharing,
eager to learm, and cdoperatiﬁé,

The second major investigation of childrearing reversed the
findings pf the Chicago study: middle-e¢lass mothefs reported being
. ﬁermissivé more frequently than working-class mothers (cf. Sears,
Maccoby and_Levin, 1957). Discrepanciés between the studies ied.to
quesﬁions about sample,differences and methodologies (cf. Davis and
Haﬁighurst, 1955). Using new data, Littman, Moore and Piefée—Jones
(;957) argued that class patterns couid-not be established with
) interviews. With data supporting claims of middle—claés permissive::
habits, White (1957) failed to fiﬁd’similar differences in children of
different classes, using projective techniques; she concluﬁed.that
maternal perception of childrearing méy'be distorted and defénsiﬁe.

- In thé definiti&e synthesis; Bronfenbrenner éoncluded that
differences between the various childreariﬁg stu&iés, while relecting
genuine variations in saﬁples and the measurement of class position,
indicated historical shifts towards greater permissiveness in
American parents, Bfonfenbienngr'attributed this shift to the
imﬁact of liberal childrearing.manuals on the middleéclass, since
middle~class mothers' reports were consistent with manual content.
Working-class mothers, he argued; were adopting these saﬁe

'tecﬁniques, but more gradually.
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One interprétation of thi§ pbsition is that early socialization
practices, since tﬁey are transitory, are theoretically irrelevant (cf.
Lee, 1977; Inkeles, 1973). Certainly, the 1imited time span examined
(e.g., infancy) restricts the nature of the conclusio;s. Also, there
is good reason to suspect the ﬁalidity of interview data on childrear-
ing: the plethora of liberal manuals may héve cued middle-class women
as to what to report about childrearing.

On the one hand, historical change could suggest reversals in
mobility patterns. For example, McKinley (1964) found.correlations
between the reported mildness of socialization practices and male
édéleécents' estimates‘of anticipated downward mobility. However, it
may be that many of the specific changes iﬁ infant trainiﬁg were trivial
to the ovéraii patterning of parent-child relations in different classes
(Kohn; 1969). Middle-class conceptions of the problematic naturé of
¢hildbearing led mo;hgrs to expefiment with_teéhniqﬁes an& seek expert
advice. In other words, while goals remained stéble, evaluations of
what techﬁiques ﬁere'effective in meeting those goals had changed.
Because specific practices were integrated into the total fabric of
middle~class relations, they.effectéd ne crucial chénges'in the middle- "
class family~structure;

Occupation as- the Basis of Class'Eﬁpérieﬁce

‘Linkages between social structure and personality are notably dif-
ficult to establish empirically (Elder, 1973). Research has yet to
relate interactional pétterns of strucﬁural requirement in any system—~

atic fashion. The oné study to do.so most successfully, whose
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theoretical framework generates this study is Melvin Kohn's Class

and Conforﬁity (1969) . - Kohn feinterprets class experience.as an
accomodations to three dimensions of occupational experience: freedon
from closer supervision, the amount_of routine labor, and the complexi-
ty of labor. Occupations conditions (specifidally, preséional versus
working—claés jobs) generate certain behaviﬁral patterns which are
incorporated into family structure. His studies found that persoﬂs

of higher social classlyositioﬁ valued self—difection for themselves
and their children, while working-class persons tended to stress
conformity and believe that submission to authority it the only
feasible route (Kohn, 1977: xxvi). While earlier studies (e.g.,
Lipset, 1959; Lipsitz, 1965) had discussed "workiﬁg—glass authoritar-
ianism", they had attributed it to the.working—class member's lack of
a-sufficiéntly complex frame of reference. Kohn's contribution was to
connect this "frame of reference" to actual conditions experienced |
in professiénal and working-class jobs. In particular, he was able
fo isolate three aspects of work settings that differentiated |
individuals' value orientations for themselves and their childrens:
freedom from close supervision, the amoﬁnt of routine-iabor; énd the
.complexity of work involved. The working-class member's belief in

the ultimate impossibiiity of defying external aufhority, associated
with pelitical conservativism in earlier stu&ies) is, frdm_Kohn's
perséective, a preparation for the performance.of closely supervised,
routine skill work. These values are, then, functional |
accomodations to the demands of the occupational settings, which feed

back into class mobility training'(cf..LeVing, 1973). Thosé who
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" are bofn into a disadvantaged position within the stratification system
are_ftrther inhibited ffom.upﬁard social mobility. The worker becomes
"éiienated" from his labor, and,experiences.it as merely a burden:
imposed uﬁon him by external forces, which must be abeyed -- a process
termed ''self-alienation" by_Marx;- In a complex capital economy, argues.
Koﬁn, it is control over the labor process, i.e., conditions fhat
_diiectly affect that worker's capaqit& to eﬁercise seif—direction on
the job, that most powerfully diétinguishes levels-qf social experience
(;ather'than.ownship of the means of production or hierarchical posi-
tion). .Kohn then links the'perceived requirements of occupational life
té childrearing ﬁalues and prg;tices throﬁgh'a largely "negative”
a?gumént: no other-ciass*correlated factor, iﬁciuding variables

such as race; ;eligion; ethnicity, income, or sﬁbjectiﬁe class identi-
'_fiCation, successfully explain "why class is éqnsistently féléted to
values and orientations "(thn, 1969:189-90).  On the basis of inter-
views, ﬁé afgues that behavioral_pattérns and orientations which are
._generated by occupational conditions are somehow transferrad intc the
‘context of family socialization. One may aésume, incidentally, fhat"
the mechanisms by which such a transference is effected are evidence of
second—order.effe;ts, since it is the mother, and not the w¢rking
father;_who is most directly'involved in the procésses of childrearing
(cér-ﬁroﬂfenbrenner, 1977). In the middle—class.family, the emphasis
on self-direction typigally 1eéds the parent to employ'reasons,and-
detailed explanations in monitoring'the e¢hild's behavipr, while

" working-class péreqts more frequently invoke stateménts éppeaiing

to authority and tradition. One type of family interaction stresses
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the child's capacity to develop interuél systems of control and breadth
of perspective, while thé other elicits conformity to authority.
Furthermore, the conditions under ﬁhich misbéhaﬁior is punished vaty.
‘along the same dimensions. MIddle-class pérents:more.frequently
consider the c¢hild's intentioné rather than purely objective conse—
quences ensuing from error, while consequences_alone'moré often
-determine_whether working-class parents.punish/reward children. Thus,
the middle-class child can acquire finer disfinctipns between different
Ikinds of behavior and their contéxtual gdnstréints.

Support for the genmeral rélationship between childfearing an&
economic requirements comes-from cross—cultural investigafions (Bérry,
Child_and Bacon, 1959). On the basis of.a samplé of 104 ethnographies,
the authors éigged that the possibility for food accumulétibn/storage
determines a society's relative emﬁhasis on Eompliance_and assérfion.'
Where food is easily stored, the groﬁp éevelops sysﬁems of inter-
personal'cooperation, complemepﬁary di&isioﬁ of labér and long-range
group planning with centralized aﬁthéritf: - members of these gfoﬁps
tend to be conscientious, compliant and cogservgtive (ibid: 53). Wheré
food cannot be accumulated (e.g., in hunting/fishing societies),
survival is left to individual resocurces; members aré more-aSsertive,'
autonomous and venturesome. Correlations between subsistenég econbmf
and-childrearing were established; shdwﬁing’accumulation_to be corre-
lated with campliance (training children to be qbedience/rgspdnsible);
aﬁd negatively correlated with'assertion.ftraining chi1dren tp.be _

achievement-oriented, self~reliance, and independent).
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Other scholars have emphgsized'that the organization of the
working~class commﬁnity stresses tightly-knit social groups and
family networks, imposing an exfénsive sreSSure to conform upon the
.individual (Hoggart, 1957:72). Wﬁile such interactional patterns are
not themselves casual, this pressure fends to work against social |
mobility by discouraging the display of differences that might threaten
general class assumptions (cf. Barbef, 1975; Spiﬁley, 1953; McKinley,
1964; LeMasters, 1975). Investigations of mobility_patterns find that
individuals with minimally extended ties to their social group form and
sever social'relatioﬁships more easily and thué adjust, wi;h greater
facility, to the requirements of social and geographic mobility ﬁhan do
individuals enmeshed in-densér networks (cf. Birdwhistell, 1951;'Bott,
1957).

Similarly, Berustein (1971) and his;associates (e.2,., Cook—Gumperé,
1973) argue that wquing—ciass éﬁlture, with its suhordination of the
individual to éhared group expectations, generétes é ' commﬁni— o
cational system which.blurs sharp boundarieé between the individual and
“the group.- Bernstein (1971) characterizes working-class éutluré in
terms of its collective orientétiOH, the physical dimensiomns qf'its
- pecupations, and the transfofmation of the worker's low status into
_inc?easéd parental/marital authérityi The controversial element of his
theory rests on this argument that these conditions "restrict" the.
working~class member's breadth of perspective and cognitive flexibility |
so as to prdduce'a narrow communicational syétem; of code (in Whicﬁ
meanings are presumed to be-shared}. On the 6tﬁgr hand, he claims, the

middle-class individual has command of yet another systém in which
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individual perceptions/motives ére fully.articulated,.because sharper.
boundaries exist between the-éelf and the seocial group. Critics
(e.g.;.Labov, 1970) charge that Bernstin ignores the more positive
' functioné of Wbrkingaglass discourse, speéifically those ﬁhich are
aesthetic, However, Bernstein's concern is to illustraté how this
communiéational system, regardless of its éther merits, serves to
limit mobiiity potential, |

Bernstein further, and mﬁre érucially; suggests.that these varying:
' response pafterns become built iﬁto élass~related family structure: the
"position", which prescribes behavior-in terms of formélly détermined
status and authority, and the "personal, which encouréges individual
flexibility and autonomy. These family structures generate varying
control mechénigms ("rational" versus "imperativé"), whose underlying
dimensions, reasons versus appeals to authority/tradition, resémble
Kohn's'(l969).érgument. Importantly, these appeals can occur in both
restricted and elaborated variants. Thus, the "code" argument seems
less cogent an explanation for the structuring of social relatioms
than other, clearer factoré, whicﬁ are the family types and the
control mécﬁanisms that they genexaté. An empirical exploratiog of
maternal control'(Cook—Gumperz,'1973)_analyzed working—élass, mixed
cléss and middle-class mothers' responses to questions of sccial
control (e.g., "What would you do if your son/daughter spilt tea over
the tablecloth when é/he wasn't Watbhing-wﬁat s/he was doing?").
Responses were geﬁerally consistent within each social class group,
with middle-class mothers using more personal Stratégies,-and the

working-class mothers using more imperative strategies. Also, middle-
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class mothers displayed a gfeater_sensifivity to contextual differences
- and more frequentiy switched'étrategies from question to question.
A¥though analysis of children's responses revealed fewer differences,
middle—clasé chiidren provided more personal'strategiés.and working-
claés children use more impéraﬁive.

An analogous model of family communicétiOn_types has been offered
by McLeod and his associlates (1972a, 1972b, 1976), wﬁb.categorize con—
ﬁunicational pattefns along two dimensions, the degrég to which opposing
oriéntations are ehcouraged within the family, ana the emphasis on
fanily integration at the'exﬁehse of new inforﬁétion. .Their_findings
indicate that socioeconomic status.was positively correlated with
acceptance of divergent'opinions (or cbncept—orieﬂtation) and negdatively
- carrelated wifhhfamily integration (or socio-orientation), ‘Although
McLeod and Brown (1976} note, the correlations are rélativelyflow,

-the data support both Béfnstein's and Kohn's work.. . Kohn's correlations
‘also are low. It may be that'any'inﬁestigation of individual families
fails td éapture the full fiavor of social class exﬁérience, which
encompasses. larger contexts,

Experimental studies Supporp the notion thaﬁ'the middle-class
individual has a greate? varietf-cf communicatiqnai strategies, offer-
ing a greater cognitive breadth and fleXibi1itf. Hess'and Shipman
(1965) fequited mothers to teach children to sort various objects By.
two characteris;ics simulta@eously, and.found that-middle-class mothers
used more personal appeals; providgd more specific feedback on aspects
of task perfOrmance? and more abétxact statéments. :Brophy-(19?0) found

that middle-class mothers were the only group to spend time on =
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o;ien;ing thé child to the tééﬁ, giving advance instructions and making
the.salient attributes of thé block comprehensible. Thus, both studies
found a "planning" component tcrthe middle~class behavior, which may
éxplain why middle~class children did substantially better on the task.
Other experimentally contrﬁlléd settings reveal that middle class (as
défined by professional occupation) parenﬁs tend to employ verbal rein-
fo:cement, encourage independeﬁt activities, and provide ratioﬁalr
‘explapnations in exacting obedience from children, while working-class
pérents more-often empldy physical rewards and pﬁnishmgpts and demand
obedience without specifyingjreasons (cf. Heés and Shipman, 1967; Bee,
Van Egerman, Streissguth, Nyman and Leckie, 1969; Streissguth and Bee,
1972;.Schmidt and Hore,_lQ?O). Similérly, studies have discovered
social class"d;fferences-in the-regortéd use of cor§0r31 diéciplines,
with fathers Who-were mbre closely supervised on ﬁhe job reporting
greater use of ﬁunitivg-méasures with their sons (McKinley, 1960).
Combining Stor& complétioﬁ tests, interviews and meaéuremeﬁts-of
leisure time activities of'téenage:boys, Miller.and Swanson (1?60)
suggest two orientations, "motoric" and "conceptual", which were
'related to mothers' suﬁsequent réports.of punishment systems: mothers
of_the="coﬁceptua1" boys reported using psychological discipline (e.g.,
_reésons, thpeats) and explained demands, while mothers of "motoric"
boys reported using corporal discipiine and appealed to authority alone.
SjStemaﬁic observations‘in homes suggest re1éted honverbal patterns
emerge during the child‘s first year tKagan and Tulkin, 1971).

In summary, we may extrapdlate from the empirical literature, only

some of which has been explicitly reviewed here, and establiéh the
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following distinctions in class socialization patterns: (1) In thé
middle-class, the child is taﬁght té master the social environment,
through independent decision-making and self-reliant actions. ' Thus - .
the child is trained to perceive the world in terms of his/her ability
to control it, allowing progreSsive movement from_one stage of activity
to the ﬁext (or planning). The working-ciass child,; on the other hand,
is trained to'respond to the énvirénment as ruled by immoveable:
constréints, against which all actions are ultimately impotent. (2)In
the middlé class, the individual is led to differentiate him/hefself
from the group, and thus permitted and encouraged to seek and articulate
divergent points of wview. TheAworking—class child is.expliCitly'sub—
ordinated to collective pressures, aﬁd expected to assimilate personal
experiende iﬂto_the framework of gféup assumptions. (3) The middle-
¢lass child is taught to intérnalize control systems, so thét é/he is
pﬁnished for underlying motivations and violations of shared iuleé. The
'workinguclass child is-trained to obey and exercise‘ﬁuthorityrin terms -
of formal étatus and/or physical cbefciveness, and is, therefore,
punished/rewafded By the ‘objective outcomes éf his/her actions.

To repeat, these patterné are, first é response to requirements of
the father's work setting, which are traﬁsferred into the home via
interpersonal'interactions among familyfmembérs. Tﬁe argument is that
this same relational pattern«ﬁénifésts itself transcontexturally at
various levéls oflstructure within tﬁe social system (Brénfenbrenner,
1979). Whereas the relations at one level appeér relatively clear,
their repetition across a variety of seemingly unreléted settings,rsuch

as family conversations about television and. children's games based on
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televisiqn, may seem somewhat less obvious.. Tt should be mentioned

that the'availability of such patterning has been an important exﬁlana—
tory construct in-anthroﬁologicél theory (cf. Benedict, 1934), where it
is claimed that aiverse cultural materials will he assimilated to
already existing patterns of social life., The baéic assumption behind
such a notion (cf. Bateson, 1972) is that eérly learning serves to
structure subsequent learning (i.e., "ieafning to learn'), produciﬁg an
economy in the s;cial learning process. Thus,lthe new member of society
is able to traﬁéfer a felatioﬁal'pattern across diverse céntexts. With
the mass media, s/he finds models which seive to reinforce these same
social learning process, and thus strengthen the relatiOnal.pattern.

- It is the audience membefs' uses of cultural models, then, that
"tailors" théﬁ to suit social needs. If this is true, parents will
steer their children's media—related behavior in ways which are con-
grugnt with'class values -~ in programs choéen, through varying explanaf
'tions.of characterS/situatioﬁs, as well as o;her interagtiéns related
to television. Thus, the child will haﬁe to respond to mediateé mate—
rials in ways consistent with class position, and find_within them a
source qf reinforcement for.class—related patterns.

Family Processing of Mediated Materials

It would appear unlikely, theﬁ,_thaﬁ ;elevision's messages would
escape the overriding pétterns of social contfol that generally.pfevail
in thé home. More proBable is an extension of parental monitoring
systems into children's responses to the medium. Studies exclusively
concerned with the issue of program seléctioﬁ and control of exposure,

have not revealed consistent social-class differences (cf. Gross and



22
Walsh, 1972). These findings, perhaps; may be related to initial pro-
blems in the measﬁrement of social class (e.g., use of income alone).
Further, it is not clear that'eiposure as a variable.explains_muCh of
the variance in childrenis learning from the media (Williams, 1981).
The problems with respect to différent'program chpices may be somewhat
different, since television offers rather little in the way of a com-
plete spectrum for the child viewer. It may be that'"specials" (e;g.,

documentaries, science programs) play a greater role than research

typically investigafes. Popp {(1981) éuggests; on the basis of observa-
" tional data, that middlg—class parents may ethurage children to watch
informationél programming. Furthermore, whereas McLeod (1976) and his.
associétesrwarn againét‘simplifying their'ﬁotions,'the two dimensions.
along_wﬁicﬁ,fémily types differed ti.e., concept—orientation and socio~
orientation) do appear to be class-related and generate a similar
"information" preference in adolescents' media behaviér, vefsus an
"entertainment" bias in socio-oriented teeﬁagers; Admittedly, these
findings are highly inconclusive. However, thére have been public
reports of céncern from middle-class parents about potentially deleteri-
ous effects of television (cf. Geiger and Sokoi, 1963), which may well
flow.into parental selection of programs. |

If we limit ou;selves to the issue of parental control of child-
ren's reponses to, and déveloping'intérpretations of, mediated |
messages -~ i.e., if we are concerned withrmeaning rather than consump-
tion -- then, the findings of‘previous.research appear somewhat more
promising, if equally tentative. ,Again,'McLeod et al (1972) suggest

that these different types may not only:affeét viewing patterns, but
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:may have impact of their awareness of various critical dimensions of
the medium’s preséntation of reality, and, consequentiy, on their dis-
position'to identify with fictional characters. Using this theory,
Lull (1980b) was able to relate "socio-orientation™ to family membérs'
use of television to illustraté experience and validate ideas, while
relating 'concept-orientation" to parental use of television to regulate
the.experience of children. Popp (1981) found evidence that pooref
Mexican-American.parénts discourage children's quesfiﬁns about televi-
sion programs, while middle-class (Anglo) parents used the same occa-
sions to provide extensive information. She also suggests that, in
certaiﬁ cases, pérents in middle—élass familieé may take an even more
active role and f111 in historical and seientific informatioﬁ for the
child while joiptly viewing te1evision programs, Messaris (1980) found
evidence that parent-child interactipné in higher social class faﬁilies
may focus oﬁ unfamiliar persons or tﬁemes-eégtﬂgthe'child)-

Indirect éupport for these'findiﬁgs comes from.étudies.(Williams, 1969;
Halloran, Brown and'Chaney, 1970) indicaﬁing that both lower-status
children and adolescents (in this case, delinquents) displayed markedly
~less ability to elaborate on ﬁediated Stories'thaﬁ-did higher-status
viewers, lThus, these different familygcommuncational pattérns may have
broader implications for the child's developing capacity to distinguish
telévision‘s approval of reality from the '"real world" as well as_far
other interpretational skills (cf. Messaris and Sarett, 1981). An
important cbnseQuence of éocial clasg membership, in terms of media
behavior, may be the differential_ability t§ evaiﬁate television's

lessons in a sufficiently critical and complex manner. Thus, the
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T.'rat:l.onal".pr:’mc:i;_)_hé-'s which,ére_spelled out in the context of middle-
“class socialigatioﬁ_may encourage the middie—class child to disregard
many.of.télevision's harshgr andlﬁore Stereotyped'conventions. Siﬁi—'
larly, their absence-ﬁay prompt the lower-class child to bé more
receptive to them (cf. Gregnherg and Domeniék, 1969). Furthermore,
.middle—ciaés;pareﬁts may be utilizing.the ﬁedium in order to promote
" their children’s bfeadth of:perépectivé;'and'general-enﬁhﬁsiasm for-
ideas; |

A conseqﬁence.of the above poéition would seem to-imply that thg
lack of.bre#dth.and.flexibility of'perépective associdted:with lower
class positioﬁ reﬁders:those-audience members espcially "vulnérable" to
fhe ﬁegative éﬁfects of visual media (Knivetqn, 1976). According to
such an arguﬁénﬁ; the richer fémily environment:prOVided to the middle-- -
class serves . to "inﬁoculateﬁ him/her against television's many
"effeqts”'(gf;_Singef and Singer, 1976). Implicitly, the less invélVed '
_working?cléés parents, éf, for thaf matter, any parents who aré'leés
vigilant iﬁ controlling children's ﬁedia behavior,“ére individually
:responsible fdr whatever negative.impact-fhat-tﬁe mass media have upon
chil&fep. 7

The position taken-hefe difféfs in that it denies the possibility

of Meffects" withdut prior social.reinforcement; which_ié_usually pro-
vided Ey-familiés..'Rather'than'éeeing family'prbcesses as an innocula-
.tion égainst an all-power_me&ium, it viewsrfamily proces§es as a means
of providing the necessary conditioqs'for léafnigg.thxough.viSual media.
The imﬁlications of.this view are that bafental'contfbl of children's

viewing, selection of different media content, as well as family pro-
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cesses ig_genefal can only bE'separated from the more diffuse'procéss
éf television "effects" on an:analytié level. Theorétically,.these aré_
Interrelated processes which all céntribute,to the child’s eventual.mode.
of résponse to.the.mass'media. The irony of the "innoculation" argument
is that the very lessons which the working-class parent is "biamed" for
failing to screen out, namely’television.aggression and violence, are
- precisely those which are reinforced in other aspécts'of childrearing -
:for example, in parental punishment of miSbehavior as well aszparental
approval of children's.aggressive behavior against_otﬁér children tcf,
Newson and Newson, 1968). For example, recent work by Gerbner, Gross,
Morgaﬁ and Signorielli (1980} suggeété that television exposure appéars
to heighten environmental uncertainty more when_the'televisipn message
Yresonates" Wit§ the enviroﬁﬁent, i,e., iﬁ high crime neighbofhoods.
_ Méssaris-(198i) suggests.that £his ray be due to direct parental rein—
forcement of negative teleyision-sterotypes: parents.draw out those
'éspects of'television material whicﬁ are, in fact, relevant to the
éhild's future expérience. Thus, working-class parents who 1ivé in
.dangerous neighborhoo&s may'well.extract'cautionary 1essons for their
children, for ﬁhom crime and violence-méy be real, rather than fictibnal
concefﬁs, There is no reaéon_to assume that it is the medium itself who
"teaches" the chiid behavior, values or attifudes, but fﬁere is also mo
 reaéon to écquse_parents,of transmittingftﬁe very cpﬁsequeﬁceé»of.their
own class positionrf In other wqrds,umedia behavior is cne of the*many.
ﬁiciousrcycles in the working-c1dss member'SZSoéial learning'(Cf; Davis,
1942),

Without some system of external reinforcement, childrem would
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encouﬁter difficuities in'selectiﬁg certain models (for play;.imita—
tion, etc.) end‘rejctihg equally visible options. - Some prior learning
"is required in order for a model te attract tﬁe child's attention.
Further, mere attraction to, or imitation of, a model is not a.suf_
ficient basis fof sociel leafning. As T shall discuss later, some
" further support.system'is needed .in order eo maintain the.imitative
behavior. It is interactional contexts which may arficulate the
"lessons" of fictional materials. The child who imitates a media
characters, and is thenjrepriﬁandéd may have learned the negative
consequenees of the behavior in questidn.__Iﬁrthis manﬁer, W?-would'
expect class socializaton patterns to exert equal influence in terms -
of tﬁe supports that they offer to different media-related respomnses
of children.

Therefore, differences in critical abilities and prograﬁ
preferences are not the only ways im Which class differences might
manifest themselves in chlldren s media-related behav1or. 'Ae we have
seen, the middle-class child is being tralned to percelve the soc1a1
and physical enviromment as one which can be altered by human action,
while the lower-class chilﬁ is conditioned to accept authority. Such
differencee are not only related to skill but to social power itself,
We may expect that the child’s ectractions from television and film
maferials~ﬁa§ serye to bolster theseiinitial perspectiﬁes. Childreﬁ,

_ may understaﬁd'and uee fhe same media content in different ways.
Differential patterns of emphasis might result in three ways:
1. Learnlng processes w1th1n the family might steer the Chlld to

prefer c¢ertain content, through parents evaluations both of media
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content and of related issﬁes. With respect to television,
féreﬁts may single out aépects_of prbgrams'which nost resemble
or match.their desired.gbals for children (e.g., sharing,
creativity, obedience). -In this way, the‘middle—class_child,
being primed for achieveﬁeﬁt, may be constantly alerted to the
more mastery-oriented themas and_charécters, while the working-

class child may be impresse& by authority relationships.

2. Interpretations of television/film narratives given'by'
parents may similarly pfocess'children's understanding of motives,
| reiationships, ete, Thus;'the ﬁiddle—class emphasis on rational
explanation may allow the child to supply his[her own reésons

for a charécter's acts in the absence of the parent. .The
working:claas child may be prégressivly shaping the mediated
world in terms of the same imperative principies of - control

‘that rule his/her home enviromment.

3, Children's imitatiqns:of television'an&'film models
ﬁay be received differently within the home., The middle-
class ﬁarents; who is eager to broader his/her child's
perspective and encourage novei, independent behaﬁior, may
-allow a greatefrvariety of unusual imitative_performauces
and may respond'playfully to them; The Working~claés parent,
who has a firmly established set of role models for the
child to follow and equally rigid modes of behavior which
.are permissible, may respond gnly to imitations which f£it

preconceived notions of the child's.role 4%,in terms of sex,
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status, etc. 'Thus, we would expect the middle~-class child té be
ablé to perform not onlﬁ a greater variety of roies, but a more
unusual repétoire of typeé-(i.e., types distant froﬁ the immediate
environment).

Peer—-Group Processing of Mediated Materials in Imaginative Play

So far, I have.only.considgred class socialization patterns in the
family context, but clearly, other ¢ontexts begin to shapg the chiid
with equal force —— in particular, éhildren's beer—groups and the
educational system. The present study is an investigégion of the
processing of mediated materials within children's'imaginafive piay.
Children's free play periods were oBserved.in preschools which were
identified by personnel as catering toAchildren of either "professional”
or "wnrking—éiags" occupations. Consonant with Kohn's (1969) interpre-
‘tation, working-class occupations were defined as those jobs which
involved routiﬂe—skill labqrrand little capacity to exercise seif-
.direction;.thus, clerical occupations wére_considered wbrking-cléss
(cf. Glenn and Feldberg, 1977). Since the théoretical interest is in
class mobility traininé and ﬁhe media's role in-thesé proceséés, the
location of the preschool child in a given institutibnal.eontext offers
insight into the mobility_trajectory of the child (to the extent that
mcbility patterns themselves détermine their.ﬁlacemgnt-in educational
systems) ., That is, if a working;class family is clearly.training their
child fdr upward social mbbility; then, presuﬁably, their socjalization .
practices would vary in the "middle—claSSﬁ direction and, furthermore,
‘lead them to place their child in suitable peer-group and schoeol

settings.
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My specific aim is to describe variations in éhildrgn’s selecfive
treatment.of the mass media, as it is manifgsted'in gocial, peef—group
play, aﬁd to try to account for those play variations in te?ms'of.class—
related soclalization pattefns.' The partiéulai interest here was in
the nature of social relationshiﬁé'which chilaren build into these
borrowings from the media, as well as the. degree of purposive, méstery—
orientéd beﬁavior within these pla& forméts. I hypothesiied.that
children'é mediaurelated play wouldrdisplay'eQuivalent relational
patterns as aré found in socialization procéssés within the family.

The middle-class children's play behavior would, by such a pfediction,
display egalitarian social' relationships, produce rétionél.motiﬁation
.for play acts, contain activities which are novel and'whichflea& to
future success, and'ﬁse cooperative means to acﬁieve goéis. Working-
class childrén's play behavior ﬁould, similarly, display class-related
patterns with an emphasis.on authoritarian sdcial_relationships}'and an
aggressive orientation to conflicts, as wéll.as depending on;imperative
means_of control, and developing fewer novel, fufure—orienﬁed_sblutions;

In the next chapter, T shall explore éomé of thé iséues relating
to the utilization of play behavior as evidence of childfen's leérning.
In addition, I shall reﬁiew studies which lend support to-the néﬁion
fhat the middle-class orientation leads to the development of greater

nofelty,and flexibility within play behévior.



Chapter 1L

THE USE OF PLAY BEHAVIOR AS EVIDENCE OF LEARNING

The utilization of pla& ﬁata is examining children's learning from.
visual media is, typically? asséciéted‘with studies based on the work of
Alberf Bandura, or "observatiomal leafning theéry". Both the laboratory
and field étudies within this tradition (gee Bandufa; 1969 and.Kniveton,
1976 for reviews) claim-to condition chiidren's plaﬁ behavior through
variations in eﬁposure to media content. For example, Stein and
Friedrich.(l922) exposed nursery school children to varying "diets" of
prbsocial and antisocial media content in order to trace Whéthér related
patterné woul& emerge in their peer-group play. Since I make nc equiv-
alent claim about the relationship of media content to play behavior,
and.use play data quite différentiy, T will clarify; in.tﬁis chapter,
the diffefences in theory between these studies and myzﬁwn. _First, I
rejéét the_assﬁmption that vicarious processes, internal states,; or
other mechénisms-which are separate and isélated'from éocial interaction
can.produée learning, I also.érgue thét play, as well as imitétion of
observed models, héve been inappropriately studies as terﬁinal.points
in a cloéed lear#ing system, rather than aé parts:of a more inciuéive'
system forming interldcking chains of reinforcement. Finally, these

studies have blurred play with imitation, and have consequently ignored

-..3 0~



31
tﬁe "representational” or fantaéy'dimensions of play behavior. The
purpose of this chapter iz to ﬁrovide a more adequate perspective on a
number of interrelated issues involved iﬁ learning thro'ugl".l'media and
play. Play will be discussed both as social behavior within the peer
group, and as representation of social process. And, in order to
gupport the study's broader theoretical cléims, empirically estabiished
connections between childrearing practices and piay behavior will be

. examined.

Social Leérning Through Play and Media

My discussion about social'devélopment draws upon.the writings of
George Herbert Mead (1934), who argued that'the social personality
.emerges thrqugh interaction wifhmthe envirbnmeﬁt. _While.insisting upon
thé active, sélf—determining nature of human organisms, Mead argued
the specific capaéitiés associated With,human.intelligence eﬁerge from
the organized behavior of social groups in which individuéls are
situated. Thus, the field of human througﬁ "extends as far as the
sociél activity or apparatus of social relations;wﬁigh:cénétitute it
extends". (Mead, 1934:223.) | |

The 1nd1v1dual begins by patterning responses to cues which are

purely external, and later internalizes a dlalectlcal pattern formed

from accumulated interactions with others., Thus, the increasing
rinternalization of these patterns of response ﬁot only becomes the
primary mechanlsm of the individual's self—control ‘but also the pre".
condltions for reflectlve thought (cf Vygotsky, 1962). 1In a more
contemporary formulation, Skinper (1953).argues that the organism

becomes stimulated by the consequences of its own behavior: these
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consequences “feedback” into the organism and alter the probability of
its future occurrenée (Skinner;.l953:59). Through a constant series of
intéractions, the individual-leafné what effects its behavior produces
on the environment as it develops the capacity to predict the futuré
probability of responses in the same class of behavior.

In Mead's theory, the crucial component in the process of social
development consists in the individual's capacity to assume a'divefsity
of social perspective, through aﬁ iﬁternal orgénization of group
attitudes. First, the child integ?ates discrete atﬁitudes of personé
within the immediate environment, towards himself aﬁd one another, and,
later, forms a more abstract pattern of relationalrtendéncies whidh are
inherent in tﬁe social group, as these increasingly impinge upon his/
her immediatg social environment. Thus, iIndividual behavior becomes
governed bj the structure of social relations in which is it implicated.

For Mead, play occupies a central role in the above process be—
‘cause the child, in early_dramatic play, can act.oﬁt different roles
and ;espond to himself win others. It is this prégressive incorpeoration
of diverse viewpoints that allows the child t§ bé able to interact in
a communicative  fashion (cf. Flavell, 1968). Therefore, one.of the
- primary values of children's early imaginative play is that it iméoses
" demands which require the player to assume roles, which may be:distant
from his/her perspective, and develop complei_reéponses to ﬁarious-
behavior stimuli, provided By other players’ performénges. For Mead,
as well as Piaget (1962}, this.early symbolic plaj leads ﬁatufally to
conventional games, which,afe the fullest.expreésionr;f social, rule—

governed participation. Piaget claims that social rules increasingly
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impinge;upon the freedom of symbolic piay and gradually adapt the
imagination to forms which are more imitative of realityf Thus, the.
changing nature of the child's sbcial relationships effects a transifion
from symbolic play to conventional games; tb the extent_that the child
becomes implicated in group processes, the individualized nature of the
ludic symbolic yields to collective pressures.

More recent work by Smilansky (1968) challenges developmental
assumptions about imaginative play;_ On the basis of observations of
disadvantages groups of Israeli.childrens Smilansky_érgues that certéin
childfen ﬁay skip sociédramatic play, but readily engage themsélves in
conventional games. These findiﬁgs suggest thaﬁ play and games con-
stitﬁte separate psyéhological systems, and that learning from play may
not transfer'fohconventional gémes_(Smilansky,.l968:l7); Part of the
explanation for fhe absence of sociodramatic play rests 6n the claim
that role-taking skills, i.é., the capacity ;o assume_diverse perapec—
tives and respond to others' cues, are‘stifled:in certain social |
environments, Thus, whereas Piaget assumes that the changes in social
relationships bearing upon play are universal features of child
development, namely entrance intco the peer group and ﬁrogress through
the age—grading system (Piaget, 1934), play appears to'feqﬁire somewhat
more complex social antecedents. The implicafion of this {ig thatr the
higﬂly internalized contxol system#, which Mead (1934) argued were the
full expression of the social personality,.may; themselves, be restrict-
ed to certain environments. |

The above réalization'does not meré1y cast light upon the.nature

of play experience, but allows us to reinterpret a number of concepts,
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reievant to play as well as learning from visual media. The central
problem iﬁ socializéﬁion theofj is how précisely té explain the process

by whiéh the child internalizes the ébstract relational pattern %hich is

éhared by members of his/her social group.  Here, diverse bodies bf_
literature converge In thedir foéus on the concepts of identification and
imitation. Put simply, through an internal mechanism (identification);
the cﬁild develops the motivatioﬁ_to'ﬁatch the behavior, attitudes'aﬁd :
values (imitatej of other persans or,.in_certaih instances, ficﬁional
modeis, Identification is, therefore, the preéondition of imitative
behavior and the link between role models and social behavior. Unfor-
tﬁnétely, despite the great importaﬁgé which has 5een aséigned to
idéntificatidn in éociélization_theory, it still_remaiﬁS'bbth theoreti—
caliy ambiguoﬁé_gnd empiricélly Unobservable'tcf. Broﬁfenbrenﬁer, 1960;
Kagan, 1958; Gewirtz, 1969).

Looéely defined, identification involvés (a) the child's capacity
to perceive a.similarity between hiﬁself and a.rolermodel; and (b) the
child's_desiré to be like the model or to possess the model's rewards
(cf. Kagan, 1958). If we synthesize a number .of differeﬁt theoretical
frameworks on thé-subject, we may extrapolaté the folloﬁing highly-
general assumpfions about the process of identification:

1. That such perceptions and desires, which:forﬁ the basié of identifi-
cétion, stem from an initial dependency relationéhip with a nurturan£
parent, which is an unvarying feature of infancy.

2. That the perceptions of similarity,'and'the éuﬁsequent.imitative
behavio:, become self-reinforcing or possess."intiinsic rewards" for

the child (cf. Aronfree, 1969; Kohiberg, 1969).
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3. Finally, that these perceptions and desires will lead to continued

imitative behavibf_on the-bart of a child who is e#posed to models

.which possess the qualities (e.g., warmth, power) to gegérate thgm.
According to the usual explanation of identification, then, the con—
~tinuity of learning systems on the individual level may be generéted by
an initial replication of the parentél model, which is sustained by a
self-reinforcing mechanism, and subsequently determines responses, and
imitations of later role models. To the extent that.fictional_models
ingorﬁorate aspects of the initial parental model, they, too, inspire
- "identification" on the child's pért and therefore‘geneiate.imitative
behavidf;

In this way, identification is conceptually utilized to explain not
.ouly the.imitétion of SpecifiC'Eehaviorél traits, éuch.as voice
inflections, but what is considered to be é nwrertotal.gestalt of
parentally-generated behavior. It is this more abstract incorporation
that is of final interest in the study of socialization, especially in
the.investigation of.the replication-of'class.struéture. How well does
the concept of i&entification allow us to explain the continuity.of
learning mechanisms throughout socialization? Can we assume; in the
face of varying empirical resﬁlts with respect to different behavioral
=simila;ities.betwegn children and pareﬁtsr(cf..Muséen, 1969; Rothbaft
and Maccoby, 1966), that identification with initial role models occurs
across social groups (i.e., that all children perceive similarities
bétween themselves and parents, or ﬁesire'to be like parentsj? The
underlying theoretical questioﬁ is not whether; at certain points and

in certain family types, such as "identification" between parent and
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child exists; that seems to be réasdnably well-established. Rather,
the question becomES‘Qhether it.is ﬁhis intérﬁal-mechanism which is the
underlying tissue bf learning-continuity.

Freud's (1933) writing proVided two séparate_ideutificatory
. mechanisms to explain differentiél,sex-typing. An initial dépenden;y
-relationship with the nurturant mother cfea£és.a_primary identification,
which develops with the gradual withdrawal of.total maternal nurtur—~
_énce. Although it is reasonable to assume that the satisfaction of
primary needs by the nurturant parent creates certain bonds, the
continuation of imitative behavior in the fact of increasing WithdraWal
'is theofetically problematic.' Thus, it'was.later.a&ded'that identifica;
tion and imitation of the model allow ﬁhe-child to reward itself, in
the absence of maternal reinforCement:Ccf. Sears, Maccoby and
Levin, 1957). |

f. Freud recognized that the above mechanism was insufficient-#o

explain the social development of -the young Boj, who spends most of his
tiﬁeﬁwith his mothér but acquires, in early sdcializatidn, traits that
~are speéificaliy masculine. In a second "defensive" identificatory
mechanism, the male child's 1libidinal instincts towards the-mpther
genefate an anxiety about the father's punishment of these desires.’
In order to reduce the guilt and anxiety which have been engendered. by
the Oedipal hostilities (i.e., the boy loves/admires the father, but ,
_uncansciously-wishes_him dead), tﬁgAﬁale~child internaliﬁes the
father's more punitive qualities. These, it is argued, constitute the

specifically "masculine" component of the child's later personality.
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By adopting aggressive paternal traits, the child then transforms his
: unconscioﬁs-fears of retributién {for the desirefto kill the father)
into an ‘active, and aggressive role.

In Anna Freud's (1946) classic interpretation of.this second form
of identification (identification with the:aggressdr"), this mechanism
represents a preliminafy stage in the défelopment qf-the qonscienée
(or super—ego); what ﬁappens is that the child's internalization of
others" criticisms is still incomplete and is,'theréfore, projected back
onto the externai environment. The identification is a defense in that
it pérmits the young child to shield himself from the full consequence
of internalization (i.e., Self criticism, which is ﬁnpleasant) while
learning the appropriate behavioral standards (by criticizing others
for violationé).b Eventually, extrinsic criticism becomes internalized
-ized, in the normal personality, as guilt,.énd the severity of the
super ego is ﬁirected at the failures of the self.

The above eXplanatioﬁ hés aésumed aﬁ impbftant role in explanations
of male development'(cf. Hetherington et al, 1967). Howevér; it rests
on a particularly controversial theoretical aésumption, namely the
reality of Oedipal hostilities. The'ambiguities-in the original
formulation of the theory have led to a variety of reinterpretations;
among which were the "intrinSié" rewards which accompanied identifica-
tion with the saﬁe~sex parent. |

Bandura's (1969) observational learning theory*pfesumably clarified
processes by which children's assimilate Quaiities of parental models,

The theory, while designed to avoid ambiguities associated with

N
‘
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"identification", s;ill rests on internal motiﬁatipns- The core of the
theory states children can acduire novel forms of behavior by watéhing
a modél; without the.benefits of social reinforcemenf. Specifically,
this separate form of learning is made possible through "vicarious"
reinforcement, in which subjects are conditionéd by observing a model
perform behavior that is eithér rewarded or punished, Theoretic;lly, if
the observed reinforcement is positive, then subjects will acquire.the
behavior more readily, without extrinsie reinforcement. While accept-
ing the basic premises of soclal learning theory; Bandura theorizes that
certain forms of behavior are a;quired, not through,sﬁecific tuition,
but through modeling. In this way, learning mechanisms are split into
extringic conditioning, on the one haﬁd, and modeling, on the other;
the latter are sypposed to shorthcircuit socialization by'avoiding the
‘tedium of reinforcement (Bandura, 1969).

To explain this separate “obServational" learning process, internal
étates, which are equivalent to identification, are hypothesized which
motivate'the subject to imitate the model be¢ause-0f éerceived
similarity (e.g., same Sex)_or a desire to possess the model's rewards
(e.g., warmth, power). While the possibility that such pérceptiéns'
and desires are conditioned responses is casually entertained, 1ts.
implicatigns are never totallj integrated into the anglytic framework.
Thus; experimental data are interpreted in a pieéemeal fashion. When
vieﬁers do not imitate the observed behavior, aggressive or prosocial,
pridr reinforcement is brought in, as an after thought; to expiain why

socalled observational learning did_ﬁot occur. For example, Bandura



39
himself cites studies of childreéring (e.g., Sears, Maccoby and Levin,.
1957) Whicﬁ indicate that parental training readily accounts for much of
sex—rolelsocialization. There is never a lucid theoretical_éxplanation
as to how these separate leérning mechanisms remain isolated from the
powerful constraints of prior conditioning.

_Whenrwe consider the wide range of models, both real and fictiomal,
that children observe (as opposed to the single,.fOCused experiments
which.present children with one Behavioral-possibility), the necessity
of incorporating the child's prior conditioning becomes increasingly
apparent. There is no way to explain how children, _v:_r'_La mere observa-

tion, select certain.models to imitate'(e.g., Marcus Welby vs; Superman)
or how they choose to imitate'seléctive aspects of the model's behavior
(e.g., voice, gestures, clothing, etc.). Developmentalists (cf. Bruner
and Oisén, 19?4)-have pointed out that learning from demonstrations
itself demands prior skills, which are not provided by the model.
Furthermoré, research suggests that children's capacity to perceive
similarities betwéen themselves aﬁd fictional models may be absent in
certaiﬁ family enviromments (cf. McLeod and Brown, 1976),'aﬁd'may be
conditiOned through sPecific'parental comparisons (Messaris and Sarett,
1981). Thus, the "precondition" of imitative behavior, identificationm,
does not seem to be an universal propefty of experience with models,
and may be affected by a variety of antecedents. .

To rest the case here would represent-a shalldw critique of
Bandura's théory since it leaves the possibility that, under certain

conditions, learning still occurs solely through observation. That is,
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once the child has developed‘certain-propénsities to respond to fiction-
al models'aﬁd has sufficient cognitive ékills to store the informatiom,
- s/he may then acquire_nove1 behévior from cohserving models, Quite
naturally, it is this possibility that frightens.parents of yqung
children whé fear that televisién violence will cause seémingly normal
offspring to leap from buildings, beat siblings_and so forth.{( ~
Neale and Davidson, 1973).7 Gewirtz (1969).cogéntly argues that most of
the effects of observational learning éxperiments {(e.g., young children
beating plastic dolls after having observed an adult model do the same)
can be explained in terms of basic Cohditioning theory. Following
Millard and Dollard'(lQ&l), he claims that imitation.as a class of
behavior is directly reinforced by parents so that the child "learms"
to imitate, _Mo;e crucially, this imitative response itself is not the
terminal point in the learning process, but must be maihﬁained by
intermittent reinforcements. Thus, while early learning may produce
certain imitative responses, the child will not subsequently maintain
thgm withbut future reinforcement, Identification, in this view, is
merely an earlier stage in the learning process. In summary, the
child's imitative fesponse (or his/her perception of similérity to a
model)_is not the direct product of.oﬁservation,'nor is it tﬁe final
point in a close interacticon with a modél. Rather, it is a conditioned
" response which enters into the social learning ﬁrocess only insofar as
it receives reinforcement.

Within the above behavioral framewﬁrk,'c00perative.groﬁp play bhe-
.comes extremely_releﬁant to the soc¢ial learning process. Peér-group

play generates an interactional network where children can receive
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reinforcement for selective portionsrof their behaviof. What the child
‘has extracted (ﬁie prior family conditionint) from the environment is
now dramatized and becomes a sﬁimuls for others"responses (ef. Meed;
1934). Unlike solitary play, the child hae to calibrate the specifics
of his/her performance in ordef to accomodate group expectations. 1In
this way, Imitative behavior produced in play may be extinguished by
' éeers. Fer example, the child who performs an aggressive act may be
chastized by other childre and thus learn the "negative" lesson about
aggression. Such reinforcement can come from "teacherlike" preschool
children, as well as from concerned adults'(cf; Feshbech, 1975; Fesh-
bach and Devor, 1969). Even preschoolers can ﬁoralize’to-their
peers (e.g.,"'you're a bad boy"). Of course, coetfolled experiments -
exclude the opportunlty to view play as a process of 1nterlock1ng
responses. Naturalistic observations reveal not merely children's
fantasies, but the interpersonal processing of their fantasies in
peer-group.interaction. Thus; we are eble to see how television

and film materials are shaped to suit group requirements.

Play as Representation of Social Process

However, while the above "proeessual".aspect of children's
play is important, it does not close the issue of play. For if
our_only interest were in the child's present interactional patterns,
then many everyday, naturaiistic settings weeld lend themselvee to
the task., The problem in studylng the development of social relation-
ships is that many of them have no literal counterpart in the child's

current situation., For example, the chlld bullled by his/her parents
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has, perhaps, incorpo;ated aspects of dominaﬁt p&rentalrbehavior-Which
are suppressed in the context;of family life. Ih short,-ébservations
of ecertain settrings become less‘appropriate for studying portions of
children's learning that pertain to adult performance, It is here
that thé use of fantasy material becomes useful to the:researcher.
Specifically, the developmental literaﬁure-(e.g., Piaget, 1962)
suggests that‘imaginative play provides an insulated learning cqntext
where children éan practice portions of future behavior that they
have already_leérﬁed, but which are inappropriate for their position
within the_age-gradingrsystem. Research'also.indicates-that éomplex
communicational patterns, such as role reversal, which emerge early
in play, appear to anticipate‘latérﬂinteractional skills (cf. Garvej,
1977). |

Whereas children's conventional games prestructure relationships
between players and generate géme—épecific models, fantasy play.
requires children to use rules which they have already assimilated in
other contexﬁs. Since theré are few predetermined rules, the child
must use other available modes of relationships in order to generate
play (Smilansky,'l968). Games with conventional rules (e.g., base-~
ball), on the othef hand; give the child a communicational context
that exists independently of the child's involvement. The child
learns, by playing the game, rules which are arbitrary and context-
gpecific, Thns; the game itself structures the child's understanding
of whatever relatiopships are within it; Gump and Sutton-Smith (1955)
.vividlj demonstrate this "prestructuring" process inrboys' central

authority games. In a study which involved intensive, systematic
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observations of these games, fhey_discovered that the peer group more
frequently taunted an authority figure when.he was in ailow—powef role,
rregardless of his actual skill in game pérfo;mance. Interviews with
unskilled boys revealed that they perceived themselvés as more skilled
in.the.higﬁer—power roles,'althdugh their performance were observed to
be uniform by the-investigétoré. It appears, then, that conventionéll
games generate models of relationships which possess an independeni
psychologiéal reality for their players (Gump énd'Sutton—Smith, 19555.
Imaginatiﬁe play differs from conventioﬁal games inuboth tHerorigin and
type of rules, as well és the manner.in which the child is able to
elaborate rules, First, the rules are not arbitrary, but are borrowed
from,“real life" or, perhaps, fictional, models of social relationships.
Through this'hogstant borrowing process, the child can practiée and
refine aspects of social rélationships which,afe.of present or future
salience; in this way, two sisters can "play"” at being sisters
(Vygotsky, 1979). |

Furtﬁermore, in order to render play comprehensible, the group must
share setg of rules about relationships; 1acking an immediately
recognizable rolé performance, the play relationsﬁip cdllapses (Garvey,
1977). 1In conventional games, players have recoursé to rules which
exist ovér and above specific perfofmanqe.' Imaginative play sustains
a more delicate cdmmunicational balance among children whose initial
perspectives mayrdiverge. In social play, each child must be able to
represent role belavior in a manner which.is recognized by peers, in
order to elicit the appropriate group response. Whereas chases in base—

ball do not require this expiicitly "representational” element,
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i.e., the dramétic display of cowardice or bravefy, pursuits that are
imaginary necessarily do: it ié_the represgntation of behaviér that
must fir the communicational. environment and is subsequently modified-
by it. Because of this constant incqrporéﬁion of group expectations
into individual role performancés, play behavior offers us rather
unigue insights into children's étructﬁring of social relationships.
Moreover, given the pressﬁfes of brgani;ing group interaction, it is
easy to understand why the highly conveﬁtionalized models of experience
which are provided by the mass media offer S0 potent'a_source.of imagery
for cﬁildren's.imaginative play (cf. Gomberg, 1960; Singer and Singer,
1976), In the stylized:world of television and film, children.have
at their disposal an abundance of shared experiehce that'provides.
ready fuel for escapades into fantasy; Fﬁrthermore, the mass media
illustrate adult roles in Wéys that the child's own eﬁéouﬁters with
parents and teachers camnot, and thus may chart future social ex—
pectations for the child. By'incorporéting these-féntasy—based'modeis
into their imaginative play, childrén are manipulating the resources of

cultural imagery to structure their own social relationships.

Interpretation of Play Data

| Even if we grant the above position with'respect'to‘expressive
media, the interpretation of imaginative play behavior is rather com- .
ple%.' ~Since I am using naturalistic contexﬁs, I ﬁave a dual perspec-
tive on the processes in question, First, I have the opportunity to.
examine the ﬁariety of pefsonnel responses to childfén's play.: Thé

patterns of behavibr here are relatively easy to distinguish from one
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o;her-and'more.importantly, to interpret, Since these everyday inter—
actions é:e not.représentationai, theirIimplications_are'relatively
clear-cut: the staff member discouraging a violent game by rationally
elaborating the appropriate moral principles is, clearly, inculcating
cettaiﬁ.complex views within the Ehild and, perhaps, discduraging the
aggressive_behavior_in.questiop. -However, ;he bulk of the data are not
Yordinary" social procesSes; but representations of social process.in
éxpzessiﬁé.modéls. Here, interactions occur bétween figures, such as
witches and.monsters, and the mattér-of interpretation becomes fa: more
ambiguous. As répresented models themselves bécome increasingly far
removed from normal social procesées, fhe.interpretation of potential
_1inkages betweén piaylbéhaﬁior and future social performance becomes
more difficult. .y |

As-previpusly meptioned, researchlwith,children maj always centain
the risk that many of the interactional patterns, which haﬁe been-ob~_
servedg are not later incorpdrated intq adult behavior but aré:ex—
ﬁingﬁishedrin fﬁe processes of éocializatiéﬁ. An obvious advantage
of observational data_tﬁat are collected in naturalistic contexts,
without'intfusive'measures.and over longér tiﬁé-spans, is that they
_  can tap more persistent, aggregate Behaviofal.patterns. - The dangers of
' éonstiu§ting one's case upon'pﬁrgly transient, unique responses are
'sqmawhat'diminished, althﬁugh,Stili tentative in the absence ov
'longitudinal'data.-'Even_ldngitudinal Sfudies, however, cannot fully
' validate.hypﬁtheéiied'1inkagés-betﬁeen fepresentations of fictional

models and future adult bghévior, Congruities between individual life
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history data and play productsﬁﬁay élwéys be an “artifact of the
stability of the conﬁepts", ratﬁer than a "trué congruency of the data"
(Radke, 1946). Thus, this study is subject to the same kinds of charges
that psjchoanal?tiéally mofivated investigations of play data have
'reéeived, since éhe use of the material is essentially projective,
usiné play as a magnifying glass ﬁo Scrutigize latent'asgects of social.
experience., = The more the énalysis.of.play-data'concentrates on patterns
which are latent, and ﬁses them to support the broader theoretical
claims, the more tenuous, and metaphorical, comnections whiéh,are
posited become. Like projective‘techﬁiques,_this study is subject to a
nunber of_charges (see Radke, 1946): (1) that the.validity of basic
aséuﬁptions cannot be established: (2) that no.scientific safeguards
have.Eeen plé&ed on the investigator's particular theoretical biases
in the interpretation of the data; (3) that the analytih techniqués
themselves. are highly unreliabl (A).that the very form of the results
makes systematic comparisons between observed.groups difficult, and
. (5) that the degree of internal congistency in the data is undetermined.
- The reseércher of play behévior, insofar as s/he is not merely
interested in the child's present peer—group interacﬁions; but in the
pétterns of social development, becOmes_progréssively,committed to a
metaphorical interpretation of the data. Clearly; no availéblé testé
can finally vérifj thé.Validity of any particular interpretation of
the data.
With respect to thg ébove.points, the study is not a compléte

ethnography of children's play behavior. OBservaﬁiohal-work in
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naturaiistie seteings, to soﬁe extent, yields a general pictufe of
:group structure, along with individual roles, However, the unit of
analysis was the "represented" interaction and not the intefpersonal
peer-group dynamics, Undeniably,ras Schwartzman's (1978) research
illustrates, these two interactional levels are interdependent: the
group bully appears as a play monster. A more_detailed analfsis aldng 7
these lines would reveal more complex and subtle interrelationshipe to
emerge. However, while the peer—éfqup poistioﬁs of individual children
certainly produce variations in their individual role performances,
_Ithese.variations are largely irrelevant to the strectural patterns
which are or interest here (ef., Barker, 1968:9)_ Rather than tapping
individual play interactions, the present stuey censidere the entire
"game™ to Bee%he central unit: what matﬁers is the totality.of roles
and relationships embedded in this unit. Thus, whether or not a
group member ectually performs e given role, it may become available
to him/het as part of a potentiel.social relationship {cf. Bateson,
1956). Children may be learning how to respond to roles which they
themselves never perform. Of course, as I heve previousgly mentioned,
fhe specific meaning of any of these play roles, sucﬂ as -Superman and

. Darth Vadar, remains necessarily metaphorical.

. Impact of Childrearing Practices on Specific Features of Children's
Play Behavior '

While the linkages between play and future social hehavior may
-remain tenurous, play research indicates the presence of more direct

connections between childrearing practices and specific features of

w
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éhildren's play. This section ﬁill review relevant studies in this
area — both on conventional gémes and imaginative play. |

The major stream of studies in this area stemmed ffom the work of
Roberts, Arth and Bush (1959) in which games were defined as competitive
activity with a_definite outcome. The classifiéation of game typés was
refined in order to distinguilsh between different competitive forms:
gémes_of'physical skill were sepafated from games of strétegy, where
rational choice determine the outcome. Hypothesizingrthat games were
models of cultural activity, the investigators were able to correlate
the gaﬁe types with cultures reflecting similar concerns. .

Latef, this developed into the "conflict enculturation hypothesis"
which stated that games represent an insulating area.where tensions
induced by aﬁtegedent child training are resolved, 1eadiﬁg to further
- learning about requirements of social power (Réberts-and Sutton-Smitﬁ,
1962). This model was influenced by psychoanalytic thebry, which sees
play as an-anxiety—reducing mechanism'iﬁ response to initial family
traumas (e.g., separation from the parent) (cf. Rﬁheim, 1943). Whereas
the Freudians took a "safety-value" view, Roberts and SuttoQ—Smitﬁ
claimed pléy was a primary context for social learning, allowing the
player to develoé greater competenée in handiing the -real-1ife equiva-
lents of game situa;ions (e.g., environmental‘uncertainty). They
ﬁroceeded to relate game types to socialization practices, as Weil asg
othe:‘cultural factors in cross—cultural stu&ies, using the Human
Relations.Area File (see Sutton—Smith,.1972; for a summary of thesé

‘studies), Cultures possessing'only games of physical skill had relaxed
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méthods of childrearing, along with simple technology, and subsistence
economy, Games of.éhance, on'fhe other hand, prevailed in cultures with
varying degrees of environmentallunceftainty. The more complex strategy
games appéared in cultures displaying siﬁilar.complexity in technology,
bolitical integration, and child-training emphasizing self-reliance and
achievement. Further study (Roberts, Sutton-Smith and Kendon, 1963)
revealed cultures possessing games of strategy also contained folktales
with similar emphasis., Hypotheses abouf-social class preferences were
alos-supportedﬁ-(l) lower strata persons prefefred games of chance, énd
(2) high strata persons preferred games of strategy (Robefts and |
Sutton-Smith, 1962).

Eifermann {1971) extended tﬁe.conflict—enculturation model to
investigate éocial class differences in a large scale_observational
study. Eifermann studied children's games oﬁer‘a year, using dis-
advantagéd children (from Worth African/Mediterrancan backgfound) and
advantaged children (European background) in Israel. She further re—
fined fhe game ciassification sys;em by adding a fdurth‘type, memofy
game, to account for the large numﬁériof games which depend on rote
material (e.g., jump rope.rhymes). The Roberts-Sutﬁon;Smith‘hypotﬁeses
were borne out, although physical skili turned out to be ubiquitous in
games to be used, Games of pure physica; skill were played by more boyé
than girls, whefeas memOTy games were plaﬁediby ipw status children
(especially gifls). Eifermann attributes social class and sex differ-
ences to prior cultural reinforcement in the exercise of certain skills

(1971:86), Skills that are exercised within the expfessive model are
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consistent with those geﬂeraliy emphasized in child socialization.
Furthér suppoft for fhis hypothésis is.p?ovided by Brown's study of .
Pennsylvania German children’'s gaﬁes {Brown, 1974).

Riddling,.too,_turns out to have specific childrearing antecedents.’
Roberts and Forﬁan'(197l), aéain using cross-cultural methods, found
that riddling persists in cultures where children are interrogated
orally by‘adult authority, and where rote learning is emphasized -

(cf. McDowell, 1975).

In brief, a formidabie'ﬁumber of studies demonstrate impressive
corréiations between childrearing antecedents and play forms cross-
culturally and inter-culturally. Other studies, not working from the
cﬁoss—cultural method, have also provided evidence that differences
in play may be determined by prior socialization. _A number.of investi-
gator; have focused on aggressive elements in play. Data from experié
ﬁentally induced play situations supported a hypothesis that.competitive_
behavior appears earlier and is moreraggressiﬁe among lower-—class
children (McKee and Leader, 1955); Observational work by Murphy_(lQB?)
of children's doll play episodes indicated that the lower class child
used greater amounts of physical reihforcemenf, both nurturant and
aggressive. Klonsky (1980), in systematic obserVations of childrén's
baseball‘gameé, found that-iqwef class children used.mmre physical
reiﬁforcement and gave less specific feedback to other children.

Attempts to.ex;end socialization patterns iﬁtp the cémplex doﬁain
of children's imaginative are rare. The major work is undoubtedly that

of Sara Smilansky (1968), who not only observed children's social play



-'51
bﬁt alsao interviewed-parents ,‘andrcould thus suggest links between
seﬁialization-pattefns and plaf. As mentioned, Smilansky found that’
disadvantaged groups of children rarely played imaginativély and
lacked many role-playing skills utilized by middle-class childfen{

' She argues that these play variétions are.not only related-to
differences in childrearing, but to parenfs' direct conditioning of
play behavior. Middle—class_parents éttéch great importance to play,
'supply their children with roleé, eﬁcourage fantasy excursiohs, and
play actively With their children; lower-class parents felt play

w&s intrusive and sometimes forbade their children fo play. Even when
lower—class_children were encouraged by teachers, fhey lacked the
relevant skills and were crippled in their ability to play. When_
these=samé disgdvantaged children were taught, by teéchers, how to
play, they_did eventually learn. On this basis, Smilansky argues

that a1l play behavior may be conditioned within the family. Syétem—
atic cbservations 0f English working-class and middle-class children
have similarly found differences in amounts of symbolic pléy (Tizard,
Philips, and Plewis, 1976), as well as in the ébility-to develop
toy—related_interésts and complex, involved toy play (Kniveton

and Stephenson, 1972). More direct support for Smilansky's hypothesis
-comes'frcm Singer and Singer's .(1976) stu&y'Showing that middle-
Vclass mothers who fostered make-believe aﬁd storyteliing, as well as. .
rating themselves'high on self;réliancg, had-chiidren Who-produced
more spomtaneous play; It is worth.mentiqning that-tﬁis last study

was concerned with television-related play, although not with issues
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related to socialization patterns‘pef se. Work with television-related
famiiy intéractiéné suggests'that:parents may be particularlf active in
conditioning children's play baéed upon fictional characters, as well
as assuming complementary roles in television-related play (Messaris
and Sarett, 1981). Thus,'Smilansky‘s argument aBout the initial con=-
ditioning of play behavior may have particular relevance for the
present study. First, it suggests, albeit -tentatively, that certain of
the connections drawn to class socialization ﬁay be the product of
‘active parental involvement with,priér play experieﬁces. With,respect
to the hypothesis about parental "mastery" training, Hattwick (1936)
found a:positive relationship:between active pérental invéivement in
children's play and school-rated seiffreliant behavio?. Smilansky -
identified distinctive differences in play behavior or the groups in
tefms of authéritarian patterns, breadth,of.rolé behavior, and noﬁelty

"and complexity of play. (It should be noted tﬁat_she was not concerned
‘with "rép:esented".foles; but children's actual haﬁdling of conflicts
in managiﬁg play, such asrdistribﬁtion'of toys,-étc.). She found
workingclass children demonstrated authoritarian leader behavior, act-
ing in an order-giving aggressive fashion, While;middle—class children
acted more cooperatively and, when leaders were present, used '
egalitarian methods of decision—making,- The grdup's pléy béhavior
differed ﬁot in terms of themes, siﬁce both groups chose "real life"
scénarios; but in degree of novelty.and complexity: the middle-class
childreﬁ displayed a greater diversity and variety of roles and

relationships, and incorporated novel possibilities into the original
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thematic frémework.

Importantly, Smilansky again related the above patterns to
parent-child interactions. 'Conéistent withlothef studies (see
Chapter 1), she found that.the middle~clas§ family environment en-—
courages independent action, broader knowledge of behavioral roles
(i.e., different fathers act differently), and consciously help the
child progress from one stage of indepéndént activity to the next.
LQwerﬂclass-families; on the other hand, prééen; the child with more
global demands, and limit the undersﬁanding of adult behavior.(sipce
their behavior is presented as the only acceptﬁble position); More
directly, the middlie-class parents conceptualizertheir roles as
fteaéhers" and constantly stimulate children with new vocébulary,
didactic gaﬁés, ete. As previously mentionmed, this eﬁtends directly
to play where they actively demonstrate the potentialities of imita-

. tive behavior for the child (e.g., asking the 1itt1e_girl of HEr baﬁy
doll is "crying" or "giving you trouble”, etec).

Working out of a similar theoretical framework, Ariel and Sever's
.(1980) observational studies in Israel.found that urbanized Bedouin: |
Aréb children's imagiﬁative ﬁlay differed fronlthatfof.middle¥class~
kibbutz children in the use of rules which,pertained to rights and
duties controlling play objects and territorieé,:and-the resélution of
conflict: the middle-class group  was more flexible and sophisticated
in their use of "unwritten laws" that comtrol play interaction (Ariel
and Sevef, 1980:166).. Congruent with,other studies, the middle4class
group fypically resolved_conflicts by.appealing to,shéred rﬁles, while

the Bedouin group (whose parents were construction workers, truck
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drlvefs etc) resolved confllcts through physical force. Similarly;_
“they discovered varlatlons in the flex1b111ty and novelty of play
behav;or-(or 'colot! ). Partlcularly relevant to this study is their
finding that the middle-eless children displayed a greated ability to
- genreate imaginative play from secondary sources (television, fairy -
tales, etc. ), they suggest that these - themes, gsuch as spaceshlps, are |
too distant from the Arab child's'persepctive_to be integrated fully
into imeginative-life, Eifermann (1970).hypothesized that kibbutz
chiidren’s games would be less competitive end'eontain more sjmmefrical
‘social relationships, She devised a.classification scheme for
games basedAon-(l) conpenitiveness,7(2);nrganizetion of the group, and
(3)'s§mmetrica1'or asymmetrical relatiensﬁips.'rshe found thet-groun
games calling.fqr cooperation.tewerd the aehievement of a common aim’
within.a,competitive framework were more popular.among kibbntz child-
ren than amongschildren raised.inla familj—basis coopefative settiement
(Moshav). Ariel and Sever elso'suggest;relevant;diffefences in pafent;
child interactions betneen groups, again suppoiting'Botn Smilansky's
(1968) claims as well as Kohn s (1969), stresslng an 1n£ormat10n
orientation on the part of mlddle—class parents in the kibbutz: parents'
actively encourage chlldren to ask questlons, prev1de detailed explana-
‘Itions on a varlety of toplcs, etc., whlle the Arab parents expect.
children to glean 1nformat10n pa581vely {(by observing adults).
I have reviewed the above studies in detail in order to make the

‘theoretical expectations of the present study cleafer. .Takea .together,
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Smilansky's (1968)'and.Arie1.and Sever'57{1980) research suggests
.a strong interreiatibnship between family socialization practices
- and specific féatures of children's imaginative play ﬁehavior;
scme of which become highly relevant-to the presenf study. Firét,
- it would appear to be arguable that imaginative play is not a
general undgrlying feature of child'develdpment, but may be linked
té eérly learning systems which are generated in faﬁily cbnteth."
tOn the other hand, there does seem.to be-someftendenéy for all
children to deﬁeiop play under the proper condifioné).

 Considering the degree of im?ortaﬁce which haé.bgen'
pléced on the diversification of soqial pérspéctives,dqognitive
breadth, and social sensitivity which are learned by cﬁildren.in
their play (c%._Pitcher and Prelingér,:i963:'159}, the differences
. with respect to social cla%s'may ha§2'extremély imporﬁaﬁt impli—"-
cations. -introducing the perspective_of.social-clasé éffects a:
-reinterpretation'bf the develoPment_offéhilﬁreﬁ’s rble—taking
skills. Sécond, it aﬁpears to be equally plausible that elements
of structural complexity and themétic élabbration_are hot in
‘any way coincidentally related fo role behavior whicﬂqiS-either 
authoritérian or egalitarian. Im short,_wé.fin& thaf diversifi;
cation of.social perSpeqtive55 and greatgr degreeé ﬁf innovation, :
emerge within those play contexts-whosé dwn reléti&ﬁai structure
resembles that of thg egalitarian "middle-clags"” fémily'type.-
Both Singer and Singer's (1976) and Ariel and-Sever;s (1980)-

research suggest that one cbnsequence of the middle-clags family '
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.éhvironmént, in terms of imaginative play in general ( as.well_as
felevision and film-related play) is to encourage the child ‘to
draﬁ upon themes whiéh are more alien to thé child, and to
elébofate them in ways which are themselves more flexible, detailed
and iméginative. Thus, we can see at least one way in which
family socialization practices become more concréte "translated"
into the make-believe world of childrem, which may not have

been as directly implied by the stﬁdies on family traiﬁing}

Schwartzman's Critique of Play Research

Helen Schwartzman has recently taken issue with the above
position on imaginative play and the research addressing social

‘class differeﬁceg. In Transformations (1978), Schwartzman argues

that.Smilansky'(oﬁ cit) and other play researcheré (e 8. Freyburg,
1973; Feitelson and Ross, 1978) have neglected impoftant activities
.in thg lives of iower—class children, aﬁd have thus presenfed'a
rather distorted picture of play. She suggests that the middle-
" class bias of most play_reéearchers has.implicitly placed a |
higher value on the middle“class style of play; hence, they hafe
rpresumably "discovered" various cognitive; verbal and social
deficiencies in the play experience of lower—class children
(Schﬁartzman, 1978: 120). The result has been to create a
deprivation in the play experiences of these children,.which it is |
the task qf'educators and play researchers.to_remedﬁ (in the

style of'Smilansky‘s project})., Unfortunately, by doing 30, these
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investigators have devalued the activities of'lqwer;clasé
childrén which afeAindeedrcréative and imaginative (only not in
the ways valued by the middle-ciass)f Schwértzman,(1978) cogently
~argues that any training in imaginative piay is essentially
" misguided because it ignores the factrthat_play experiénce is
specific to the social context of the group.

How does Scﬁwartzman's'critique modify the claims of the
-present.study? Obviously, I cannot defend myself against the
obvious charges of middle-class bias. However, it is important
to see that I am not investigating, in_this study, the
respective degrées of creativity_and imaginativeness in.preschool
children's pléy in general. That would be an altogether different
task. Rathe;; here, I am concerned to describe preschool
children's transformations and elaboratidné of the stories;.
themes, and characters of film and television within.their
peer-group imaginative play, and to discover whether these
imaginative renderings are cénsistent with other aspects of
childhood socialization, Terﬁs such as novelty,.cfeativity,
etc.,-whenever they are uéed, aré:not ﬁeant to evaluate the
play in general: they are descriptive'indicatbrs of the
narrative patterns which are embedded in children's television
and film-related play Eehavior,'_

Furthermore, I do not discuss any peer-group play which

was not explicitly related to television and film, This limits .

the nature of the conclusions which can be drawn from the study.
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it could be aruged that one of the major forms of.creative

and innovative plaf that exiéts fér black working~class children,
i.e., the games of singing and.aancing, has been eliminated

here and that my analysis is accordingly biased.. It is also
.worth.mentioning that many of these games are derived from another
mass medium -- radio -- which may have greater importance in |
the social lives of working-class children théﬁ the ﬁarratives
of television and film. In any event, ﬂgcause these games of
singing and dancing could not be relatéd‘to either television .

or film, they were not included in the present analysis of
children's games. In other words, I am making no bfoa&ér claims
.about the social play of either middle—ciass or working-class
chiidren on Ehe‘basis of these data, I chose'fo examine

children's peer-group play as a way of studying the interpersonal
processing of television and film materials. It may well ﬁe

that different forms of play experiencé becéme more or less réleﬁant
to the.dévelopment of innovative and complex repetoifes :of children's
behavior, Also, mj analysis is necessarily biased in the direction
of play behaviér that is narrative and lexical, because, as I.
disguss in Chapter IIT, this type of play wés_easier for ﬁe;to
relate to television and film, Thus, the analysis may have
omi£ted-key elements of play experience. A more comprehensive
investigation of children's play woﬁld haﬁe to include nonverbal
and paralinguistic behavior in order to undefstand the.data.more_r

completely. For example, elements of satire might easily be
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coded Paralinguiétically; in tefms'of children's attitudes
towards the media,‘this would be equally important,

Most crucially, Schwafﬁzmah reminds us thar it would be in-
_appropfiate, as well.aé théoretically wroﬁgheaded, to think of the
play of working-class children as leading.up to or evolving into the
middle—cléss style of play, as if_tﬁe latter represénted a more
perfect version of play; There should be no iﬁference, from this
study, that working-class childrep are attempting, of should be
attempting, to play like middlé—class'childfen but failing to do so.
Clearly, the play of'different social groups varies aecording to the
demands of peer-group organization and experience. Certain types
of sociai relationships and_behaviorél fesponses occur more
frequently ig_play because they possess greater salience within
a given chial context. There is no reason to expect that the working—
class child.would_perform:actiOHS within play that have little
significance in his/her ordinary social life. An&,.the skills
which afe stressed within play bear obvious-relevénce to different
sdcial arenas. Wprking—élass child:en engage in many play fﬁrms
whiéh involve complex social and aeéthetic skills, iﬁvqiving -

greatef group collaboration and organization than middle-class play.



Chapter III

METHODOLOGY FOR STUDY

A naturalistic study does not provide certéin coﬁtrols that are
taken for gréntéd in experimentai work, but must conteﬁd with the
irregularities-of real life. I cannot pretend to have solved many of
the methodological probléms which érg iﬁherent in oﬁservatioﬁal work.,
In this section, I aescribe the actual procedures involved, and iden-
tify pétenti?l problems and sources of bias; ‘I should.emphasize tHat'
this was an exploratory study in the area of imaginative play.

?reparatofy Fieldwork for Project

In.my iniﬁial fieldwork, I obsef#ed a-Wofking—clasé dayéare center
in.Philadelﬁhié for three'months;..My intent was to immerse myself
totally_ih the éetting and to glean as many contéxtual-details as pos—
sible. Dufing theée observations, I did not saﬁple different grouﬁs
or take notes systematiéally while oﬁ the éremises.' instead, I famil-
iafized'myself With_the'groﬁp and examined'how different'indiyiduals
.within it utilized televisién and film themes within their peer—group;
Out of these imitial dbservations, I was abhle ta defiﬁe more general‘
cétegbries of ﬁedia-related games types.

"The intensi&e natqré of these préliminary observations was ﬁadé
possible by an uﬁusuallf cooperative étaff, who expréssed'interest in
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this specific project. It was the director who initially suggésted
that I observe her‘grOup at play. She.had produced a television pro-
gram for children (using childrén_from her daycare center) and had
understandable enthusiésm for this project.
| The daycare facility_diffé:ed from others.that I later observeq in
that it received no government aid, but was still geared for low—incéme
parents and operated on a sliding-scale fee. Because of the unusﬁal
nature of the program, the group wés mixed an& it contained some child-
reﬁ ffom slightiy higher income families whose parents Were.iptérested
in the preschool cﬁrriculum. My observations were conducted during
summer session, in which children‘s_activities Were more or less
unstrﬁctufed. I visited the group three times a week, for about two -
hours each ﬁbrning, a time slot which could contain both curricular

activities and a free play period. Curricular activities consisted in

storytelling, dressup, drawing projects, dancing and'singing.

The group was composed of about fprty children, ranging from three
to_six yéars old, and_was racially and ethnically mixed, with children
of Philadglphia Italian, Northeast blue coliar and black families from
Squth Philadelphia.- Most of the children were Catholic; the preschool

itself was associated with a nearby Catholic church although it

‘was not parochial. The emphasis of the school was on developing "free"

expression for childfen, and free play peribds ﬁere non-directed and
lengthy. The director stressed to me that she felt that free play_was
important and that she wanted childrep to feel uninhibited at school.
She élso informed ‘me that she had successfully placed several of the

children in one of Philadelphia's hetter eIEmentafy schools, which
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appeared to be the concern of several qf the parents. In this respect,
the‘institution'differed froﬁ other working class preschools that 1
observed, where I was not informed of any equivalent expectations about
educational success.

T was introduced to the children dﬁring ordinary indoors activi-
ties. I had requested that I be introduced simply as 'Carla" (rather
than as Miss Carla) so that the children would not confuse me with
staff. The teacher told the group that I was interested in how child-
ren play, and that I would be observing their games. After a short
peridd of shyness, children quipkly grew familiar with me. I encour-
aged them by sitting on the grouﬁd, rather than in chairs. Sdon, when
I éntered the playground, childrenrshouted for me to watch them perfqrm
tricks, giyiﬁ-asked to comb my hair and search my purse, etc. The
gtaff were young women, usually high échool graduates.or-collegé stu~
dents working during summers, who acted as "helpers" to the director
(a trained Montessori teacher). While I had feit'initially awkward,
both the staff and.the children put me at eése.

The children clearly appreciated the benefits of a summer program. -
They felt that they were lucky to be able to attend a school with a
swimming pool during the hot summer in Philadelphia. Many of the
" children had attended the pfeschooi for years and were as comfortable
in‘the-institutibnal surrounds as fhey might héve Eeen in their own
neighborhood. The childrgn seemed genuinely'fond of the staff, sitting
on their laps and often telling teachers that they loved them.

The ratio.of staff to children.was about two stéff members . to 35

children, but the number of children varied- from week to week because
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of’parent'é vacations. Stafﬁ ﬁembers sat and watchéd the children, but
did not edircle the‘pléygroundlor organized play activities. I ﬁés the
only adult on the playground itéelf.

When I knew the hhildreﬁ well, I was able to elicit stories from
them,abaut television and film blots, and ask_them questions aboﬁt
media behavior. Most of the children weré devoted television viewers,
and could recite details from film which they themselves had not #iéwéd.
'For'example, one girl (age 5) described rather explicitly a scene from
a movie, Halloween, which her mother had described to her. Not.only
did she provide concrete visual details (e;g., it was very dark and
scary) in her telling, but she actually screamed.in.terror at a climatic
moment. When I asked her about this film, it turned out her mother
(a young diﬁbrgee) frequently narrated spooky film plots to entertain
her daughter.

th_ail of the children gleaned their knowledge of television and

films second-hand. Most had attended various "spooky" and violent

films with their parents; these films included Jaws, Dracula, Phantasm,
Alien, and Star Wars. Children would tell me before the weekend when
their parents had prdmised to take them to see certain movies. Favorite

television programs, gauging from children's conversations, were

Starsky and Hutch, Emergency Patrol, The Six Million Dollar Mau,

The Biomic Woman and Wonder Woman. Girls' conjectures about potential

ma;riages inevitably focused on the virtues of Steve Austin (The Six
Million Dollar Man) because '"He's good," although sorrowfully noted
that he would probably marry the Bionic Woman. Many children reported

wanting to grow up to be superheroeé, guch as Batman and Wonder Woman;
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-policemen were a close second.

Frequently, children diécﬁssed programs; whiéh they had viewed.ﬁhe-
prévious evening, with me. Fufthefmore, after blayiﬁg televiéion and
film—relaﬁed-games, they sometimes discussed médiated p1ots With'éach
other and with me. I.often qﬁestioned them aboﬁt certain.play charac~
 ters (e.g., Who's Steve? What does Sﬁperman do? Do you like the
Incredible Huik?) In this way, I was able to obtain a clearer.picture
of the relationship of conversétional an&_play materials to television
and film sources. For example, I learned that the children's'frequenﬁ

references to '"Nicholas" derived from a popular family television pro-

gram, Eight is Enough. Desgpite ;he plethora of-availablé characters,
the children used few names in their own iﬁteféctions, perhaps because
these selecf‘few were characters whigh wéfe ail known by the gntire

- group. | -

Duriﬁg this time, and throughout'the projett,.l watched portions

of children's programming every week:' Saturday morning cartoons;

- Sesame Street Electric Company, Zoom, as well as. preograms which had

' been mentioned by the chlldren or whlch were likely to appeal to

children (e.g., The Bionic Woman; The Six Million Dollar Man, The Brady

Bunch, Happy Days). My purpose was to acquire generél familiarity with
media characters and themeé; rather than to‘iséiate gpecific étories

or perform any systematic analysis of cbntent. I alsoc became familiér
with sound effects, musical themes and production techniques (e.g.;

slow motion) that are used in theée programs. Aithough thié

group did nof utilize these effects in play; others;did and my knbwledge

proved useful. I understood most of the references to film because I
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had seen all the films which children mentioned. At that time, Star

Wars, Alien, Jaws,'and'Draculé were great favorites among the

children. Often, a child approached me to tell me stories which

were based upon films, and imitate a tv/film character for me. The
children were not énly fascinated by television and film material,
but extremely'gratified to have someone else interested in it. Of
.courée, children who wanted to engage my attention may have volunteerét
ed theée stories in order to engage my atteqtion. I was more
receptive, perhaps, to television and film stories than to others.

In any event, I heard many of these media-related stéfies and asked

' questions about children's.underétanding of the plots as well- as

aBout family interactions related tO'televisioﬂ and film ("Do you talk
with your mommy about that?" "Did your parents like that movie?'").

I also asked qugstions.during semi—structﬁ;ed ¢lassroom activities.
For example, during arts and crafts; Irwould ask children if

- certain faces/images reffered to any one'thing in particular.

_Iﬁ connection with a separate, but related project, I visited
two of the families of children --'-_rone. a black fani_j_ly living in South
Philadelphia, the other a white family from Northeast Philadelphia.
Both families 1lived in separate houées, - Although the purpose of the
visits was to conduct an interview ﬁn.televisionerelated parent—child
intgractions; I also was able to see tﬁe children.more informally in
the home setting. I was fortunate in that both families cqntaihed
" two ;hildren, who-were among the more enthusiastic players of:
televigion games. In.the black family, the Childrens'lbedroom had its

own television set, and the parents allowed unlimited television. 1.z
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Following this, observations were done in an upper middle-class pre-
school in Moorestoﬁn, New JerQEy, with a similar gttempt to impose no
preconceived categories on the dbserved_play; From both studies, as
well as thecretical and empirical literature of differential class
socialization, specific expectation in terms of game types were |
&eveiaped.' | |

Selection of Preschools

Data for the study were obtained from four preschool facilities,
two in each social class group, in Philadelphia and in Santa Barbara,
California. Philadelphié preschools were observed fifteen times each,
in.free play periods ranging from 45 miﬁuteé to 90 minutes; Santa.
Barbara preschools allowed ten observations each. Observations were
pefformed téice a week in each éésé, during free play pefioés. The aée
group was the four year old section in ea;h school, In apalyzing data
the working-class preschool in Santa Barbara turned out to be too dif~
ficult to iﬁterpret &ue'to'the large amount-éf Spanish. = Because the
working-class preschool in Philadelphia had allowed long free play
periods, there were already more ﬁorking—class games at tﬁat'point.,
anyway. . |

‘ Schools were selected on the basis of teachers' attitﬁdes about
television, their willingness to permit a media—oriented investigation
as well as the nature.of the free play periods. ‘Several faéilities-'
were inadequate because play periods were too strictly supervised,

;stifling imaginative play in general.
Furthef, care was taken to_insure rélatiﬁe homoéeneity of.the

- populations within each preschool. Personnel were interviewed as to
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the occupations of.children’s.parents. Schools containing what were
considered atypical populatiéné (sﬁch as artiéts),.mixéd populations
{in which it was difficult to assign a frend to the occupatibns), or.
populations composed of shopkeepers were excluded. In all échools,
oc;upations of.parents were typically professional (e.g., doctors;
'lawyeré, architects, etc.) or working-class (e.g.,,secretaries,factory_
.workers, construction workers, etc.). Despite what I had thought'would
be distinct regional differences, the children's play behavidf within
each social c¢lass group was quite consistent, (Only thé.languagé bar-
rier'prevented.the Santa Barbara situation from fevealing remarkaﬁle
éimilarities);

Free plaﬁ periods are times when teachers do not pian’any specific
activities fbrhthe childreﬁ, but allow childreu to direct themselves.
While these periods are generally held out of doors, they can be. held
indoors as well. The children aré given anywhere from forty-fi&e
minutes to an hour_and a half to run around, etc. Teachers help them
to construct various play structureS'(e.gf, blocks) and will suggest
play'activity; the degreé of teacher.involv9ment.varies frém day to
day, depeﬁding upon shifts in group behavior.. Teachers' involvement
~with, or fespoﬁses to, play which the children themselves génerated‘
wgs.considere& relevant. Teacherﬁdireqted activity, on the other'hand,
.was not relevant. | .

My initial obsérvatioﬁ for eéch group; as well as for the many
others which weré not used in the study, Cdnéisted of an entire'ﬁofn-
ing's activities, in’'order to obtaiﬁ a sense of.thé.staff's'feiation—

ship to the children and the place of free play within the program. I
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was'introduced to fhe group in a similar fashion ‘in all cases, during
eircle" time. I ?ook nétes while obSefving groups uéiqg a time log,
ﬁhe détails and proBlems of which shall be.discpsséd-now. |

Sampling Procedure within the Play Period

To be done properly, an observational studyrbf this sort woﬁld
have necessarily demanded the presence of several coders pef'period.
Ladking that, the.possibilitj of bias in the actual play observed
becomes.great. For a nuﬁber of reasons, a precise time-sampling pro-
cedure was not really possible: (1) Wérking—class children énjoyed.
talking to me, sitting'on my lap, and otherwise inféracting_with me.,
This obviousl§ caused problems in the notetaking process. In fhe
middle-class groups, this freedom is totally absent and children re-
garded ﬁe as a’stranger, rérely looking at ﬁe directiy, and néﬁer |
asking.me pefsonal queétions. Therefdre, these chservations were ﬂOf
condﬁcted under tﬁe same sets of conditions. ‘Furthermore, iﬂ the
working-class groups, systematic timeasampling was almost impossible.
(2) Games themselves are not of equal léngth nor are they stationary.
Any attempt to code on é purely, for example; five-minute baSiS'would.
haﬁe caused difficplties with more intricate games. Since I quickly -
became familiar with the childrén,-I was careful n&t to observe the
same group/individual for too 1oné. (3) Because of the fact thaﬁ
childrén tend to fun around the.playground, an ecological-sampliﬁg- 
procedure would héve left the possibility that I waé, in fact, obser§~
ing the same gréup eircling around the playground.

Thus, givén the above complications, I had to arrive at a com-

promise between various methods of avoiding’ sampling bias. I decided
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fo pick, An an arbitary basis,lone group and observe them for a ten
minute pefiod. This group Woﬁld be chosen if it appéared to be
engaged in make-believe play. When games ended, and ten minutes was
too long, I moved to thé ne#t (adjacent) grﬁup, who appeared to be
playihg. All observations were recorded in a time-log, and examples
api)ear in the Appendix. Names of children were not included, although
special cases (e.g., problem children, foreignefs) were in §rder to
make subsequent analysis simpler.

Drawing uéon Smilansky's (1968) criteria for sociodramatic play,

I chose the following elements.to defined imaginative play:

1, Imitative role play. The child performs aﬁ_imaginary role,
expressing it through imitative actions and/or verbalization.

2, Use of'imggiﬁérf objects/actions/evénts} Mbvemenfs and/or
physical descriptions are utilized in order to create objects/
actions/eVents.

3. Peréistence. Play continued for at.least 3 minutes.

4, Social Interaction. Two or more players are involved in the
play episode.

.Although,verbal communication is highly associated with the c¢reation
and elabora;iﬁn of imaginary-contexts; there.are potential forﬁs of
imaginative play which rely more heavily on gestural communication
(e.g.;'charades; nime) . -

Since the pufpose of the study is to illuminate children's
structuring of social reléﬁionships, play which contained references
to television and film, but which did not involve éxpiicitly social

‘dimensions, was not analyzed. I did not, then, code the many cases in
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which children pretend to fly about the playgfound as "Superman", since
there was no social interactioﬁ_among players, I also eliminated play
which utilized media—relate& toyé, but focused only on their motor
functions. The following is an example of this létter typg:'

Two boys sit in the.middle of the playroom, holding toy bugs. One

of them announces, "pretend I'm a Star Trek bug." The other boys

announce that his bug is a "Star Wars Walker'". They then proceed .

to move their toys about in a circular fashion as they sit, making

noises.
Both flying games and the above example lack an explicit‘sbcial dimeﬁ— -
sion (i.e., a mutual-orientafion on thé part of tﬁe players.that deter—_
mines fhg outcomes).

The other factor éliminating’many games was time. I used only
games Which.;nvolved a piece of sustained interaction between players,
rather than coding sporadic outbursts ("Ifll get you, Batman").which
appeared to generate no story,'relationship, or theme. Theoretically,

since the focus is on group behavior, short games in which roles break
down quickly éan hardly be arguéd to reveal shared rules, and it 1is
those rulés: which are of interest here.  On the otﬁer hand, this was
not intended as a study in role-taking Skillé, and.tﬁerefofe the
ability fo prolong play interactions was less crucial. Choosing any
specific cutoff point is arbitrary, and the piay iiterature.varies on
the issue. Smilansky (1968) used a tem minute limit._ Because of the
my;iad of.interruptions.thaf occurred (e.g., teacher's punishmenté,-
children's own interruptions),'; shorter minimum was chosen: inter-
~actions léss thaﬁ.three minutgs‘ﬁere not used in the quantitative
analysis. This, incidéntally, eliminated ﬁost flyiné games and

shorter chases.
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- Where this study differs very definitely from the work of
Smilansky (1968)'aﬁd Ariel and Sever (1980) is that the unit of
analysis is the represented act and the literal component of play.
These authors discuss - handling of confliét in terms of player's
abilities to sustéin play, whefe I confine "conflict".to its fantasy
element, Interactions which manage roleé, or negotiations involved in
sustaining play, are not of interest. Arguments about toys become
relevant only when they occur between fictional characters (e.g., a
policeman and a prisoner).. In this way, the emphasis shifts from
skills, i.e., abilities involved in negotiating play, tormore project~
ive aspects of play.

Defining Television dand Film-Related Play

After gémgs were collected, the problem rémaihed as to which of
them were related to television and/film. First, my interest was in
media content and not in media behavior. Games which involved "view-
ing tv" of "going to movies" were exciuded. : N
| The analysis is crude beéause it-haq to rely too much om lexical
content, Any verbal labelling of characters/situations which were
derived from television and film was conﬁidered; of course, to
lqualify. Games which migh;.have drawn upon media themes, but which
lgcked.such explicit reference were lost, In housekeeping games,
references ot "bright and shiny laundry" migﬁt have come from tv ads.
There is a good chance of a type two error. Insofar as these more
subtle uses of television/film themes may be concentrated in one

type of play, the analysis may be distorted accordinglye

- For several reasons, the coding may be biased towards boys' games.
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As mentioned, many domestic.games played by girls may have been
related to televiéion, but in-wéys too subtle to detect. The games
.did-hot appear to éontain ﬁlotslwhich were exotic (e.g., lost ghildren,
single pareqts) which are éommon in television programs. And the
representatidn of housework is rare on television, .In any event, the
" relationship seems difficult to establish.‘ |
Others markers also.indiéatedItelevisioﬁ and film-felated play:
(1) musical-accompaniment,_(2) "slow mofion" techniques in play, and
{3} “sound effects", such as "pow' or car écreeches. Musical
cues could signal a relationship to films, when childrenlfighting
with sticks sang the Star Wars theme.
Sometimes, I related play tb thé media on the basis bf.my
prior obsefv;tions of similar patterns, which had been explicitly
linked to télevision and.film; Or, I might make the connection on
the baﬁis of.contiguity of play to an explicit réferenée.. In one
case, a boy "lassoed" his teacher and then asked his friends if they
liked Wonder Wbﬁan. Or, two boys duelled and said afterwards, "Isn't
Ben Knobi neat?". These, I think; ére uncontroversial assumptions,
However, other links which I drew from prior dbservations-ﬁay be moré'
difficult to suppor£ without multicoder reliability. One theme
could occupy groups of children for loﬁg periods, sorﬁhat.the
explicit reference to television/film Would occur at the bégiqning and
become more.subtle over time. Further fesearch might investigate
the way fhat children add bi£5‘over.time. For the @resent,-it will
suffice to say that priér observations of'media—related play allowed

further inferences. The analytic-methods are discussed in Chapter V.
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THE INSTITUTIONAL CONTEXT

It is.impossiﬁle to ignore tﬁé dissiﬁilarity_iﬁ the educational
settings in which preschool éhil&ren éf different sﬁcial classes are
placed. While I iﬁitially attempted té match groups in terms of"
educationél formats. I soon disco&ered that a.multiplicity of coﬁtek-
.tual factors made thisrimpossible;. In this”chaptér; I will clarify
the different settings, the role of the free play period; and the vary*.
iﬁg-social rglationships-which.teachers and children formed With one
another. Obviously, any signle_contextual;factorzmight;fﬁrm the:basis _'
for a separate study altogether. Therefore, these contextualfdéshrip+
tions are hecessarily distillations-from the obéervational-data._ Only.
those institutioﬁal factors which could be aigued to have some impaét
upon the substance of éhildrén‘s television and fiim—related‘play were
examined, éo that a variety of other institutional diffefence were pro-
bably ignofed.- In addition, because this was an observational study, I
shall déscribe more personal factors whicﬁ may'havé influenced the re-
search, relating fo my own behavio: with both.the stéff and.the child-~
‘ren. | | :

To begin, I shall provide thumbnail sketches of é ﬁypical morning,
- merely to flesh out the.more obvious differences.in-setting.' Following

these, the varying responses to media-related play behavior will be
_ _ 13- . _
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examined in detail,.

Basic Format Differences

1. Time Period

In the middle—class,.children arrive at the preschool at 2:00,
accompanied by a parent.. Typicélly; the child will attend the school
on a part—time, or half-day basis, although-this varies with the child.
Although-fuil days are:certainly-permitted, the schools tend to advise.
the mothers to keep the children at home, if possible, or at a néigh—
bor's home. For e#ample,.children with working-mothers may have a
full—timé housekeeper, bébysittér, été., when the mather is not pre—
sent. The school itself is not a full-time, daily environmeﬁt.

The workiﬁg—class institutions}~whether or hqt they label.ﬁhemr
selves "dayca}ev'or "sreschool", are Full-time childcare facilities.
The children here may be bfoughf to School.as early as 7:30 in the
morning. They then have breakfast at school, and may take anlearlf
morning naps 1if they wish, thef may~engagg in free play dufing the
eariy houré.

-.Mbthers-0ccasionally-stay with the child after‘érriving at the_
school, and talk to the teachers, with the child oﬁ their laﬁ. At
nine, the official program begins. |

~ 2, Structured Activities

Children's activities in both the working-class and the middle- .
class settings are-structured during the early morning in Order to
develop motor, social interactional and cognitive skills in accordance
with the educational goals of the Schbol}- Often, scﬁodlé dévelop

monthly projects, in which the entire class participates, which are’
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connected to science (e.g., magnetism). 'In accordance with tﬁese
themes; teachers plan different activities-in order to stimulate child-
renfs interests, and disseminate factual information about them.. Both
preschool types displayved eéual concern about the organization of these
projects, but the middle-class children were more fesponsive to'them..
These'themes_carried over into their imaginative play ~- with preschool
" boys organiziﬁg armies of dinosaurs énd happily reciting scientific
nomenclature. During more infofmal convergations in the classroom and
én the playgroﬁnd; teachers refer to information given in class (e.g.,
"Do you remember what was différént about fhis dinosaur?"). In fact,
the teachers were so enthusiastic:about these projects that they would
draw me aside and provide me with info;mation fidhits about prehistoric
discoveries and the like. There is noticeably less referénce to class
projécts during informal interactions between teacﬁefs and children in.
the working~class groups. ‘Teachers and staff p;aise children for being
‘obedient, p&rticipating in groﬂp.éctivities enthusiastically,‘etc., but
rafely single out cﬁildren for knbwing specific information on.a topic.
One teacher told me that she simply coﬁldn't "keep up with" a child in
the group who éonstantly-Brought in an assértment‘of facts about cur-"
ren;s events and science, .

| In both groups, there is a-stbryte}ling period, which is termed
"magic circle," .Childréﬁ sit and listén to the teacher read a story,
sing a‘soﬁg talk about a picture, etc. This period eithér fcliqws or
‘precedes the free play period. I.wés able to observe many'of these
magic circle times ﬁecause of this._:In the Santa Barﬁaré middle-class

preschool; I witnessed a variety of activities in which the teacher
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attempted to elicit commentsrfrom the children about how someone else
might feel in a_particula: siﬁuation° For example, one magic circle
showed the chilaren a photograph of a black child sitting on a bed,
with a man nearby, in what might have been a hospital. The children
were asked what the éhild was doing, and how he-migh; feel: each child
was asked. (in circle fashion) to describe the child's feelings. Oné'
other session involved the feading of fairy tale involving "Stone -
soup", after which the children actually made a version of the fic-

* tiomal concocfion. This sort of cénnection, perhaps, encourages fhe
.child.to become more sympathetic to novel_view?oints. At many times,
the teacher attempted to connect story material to othér class activi-
ties (e.g., "We learned about the ocean, didn't.we?}

Wbrkinglclgss children enjoyed the storytelling'seSSioﬁs also;'
However, the'sessioné themselves appeared to be mofe sepavrated ffom':
other class'activities,‘ﬁith-no coordinatéd activities or'ieferencgs
outside of,class'to-tﬁe stories and information,

3. Class Size

In order fo accommodate'parentsl the'wofking—class preschooi
typically prévides sliding-scale fees and, thefefore, accepts'more
children in order to increase revenue. The director of one of the
_schqols; in Philadelphia, told me that.the'school was funded under
Tipie 20, which subsidized_educatioﬁ f§r parents earning under $12,000
a'year. Her school accepted abouﬁ forty children within each class.
Other'working—class schools had clasées as large as thirty children,
while the middle-class grdups Werertypically:fifteentor fewef children

per class, Thus, teachers in working class groups were faced with
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larger classes of children who ére, possibly, more rowdy to begin with
than.the.middle#class children. Even Whén there were proportionately-
mo:e's;aff members, as there.were.in one of the Philadelphia séhoqls,
the effect is that the Wﬁrking~class environment, and the free play
perfiod, is denser. The playground is more crawded, and teachers are
observing greater numbers of children at any given moment. Also when
there are more teachers, they tend to congregéte themselves in groﬁps,,
réther thén dealing with children individually.

4. Free Play Periods

In both the ﬁiddle—class anduworkingﬂclass groups, frEe-play is
separated from hormal classroom iﬁteréction. “While free piéyrperiods
generally occur outdoors, they can bé-held indoors:aé well.. Geﬁerally,
the £ree play periods last aboqf forty-five minutesito'an ﬁour. The
‘degree of teacher invoivement varies from day to day, depending upoﬁ
- the needs of thé group.  Both groups of childreq have access to play
materials, such as blocks énd bicyclés,_as Well as éeneral pléyground_
facilitieé._,ﬂowever, due to the larger nﬁmber,of.chiidren, there are
fewer éf thesé{ in proportionm to the group, in the workiﬁg*class—ﬁrg—r
schools. Fights about toys occurred with relatively:equal.frequency
1in béth é&ouﬁs. Afrer free-play period, the children eat lunch and, if

staying for an entire day, nap.

‘Differences in Téachers‘ Attitudes 'ébbut ‘the 'ME'LS'S‘. Media

The differences in the teaéhers' attitﬁdes towards television; as
well as film, vary radically from middle-class to working-class groups.
These attitudes have rafher obvioﬁs consequences'for‘children's play

behavior related to television and film, whigh.shall be discussed here.



78

The Wérking—ciass attitude is generally quite enthusiastic towards
mediated.themes and characters. Téachers enjoy children's televisionf
related played the victim role iﬁ mény Hulk games. The director:of
one school asked me if the children were still playing Batman and Robin
games, which_had been theirrfaVOrite last summér, and told:me happily
that "tO'understand these kids, you have to understand tv." Childreﬂ;
wear clothes which are embossed with pictures of television charadter;,
.and bring in various media-related téys. The teachefs_respond to play
'ma;erials.with interest, asking questions about the items ("0h, is that
a Batman hat?"). No particular concérn about television watching, its 7
effects on children, or about potential connécfioﬁs between play
aggression and television is voiced,.

The”middlejciéés enviromment, predictably, is saturated with feafs
about'childreﬁ and television. Teachers are _terribly concerned that
chil&réﬁ not become overly involved with television-related themes.
“One teacher'in a'middleQCIass preschéol told mg_that she_forbéde child-
ren to bring up television Storieé during show aﬁd.tell, When éhildren
make-refefences to programs which they have #iéwed, teachers listen
politely but are careful not to respond with.too mugh:enthUSiasm.
Furthermore, teachers make pbinted_commgﬁts to-oﬁé'anbther aBoﬁt
television, which children can hear (e.g.; "They've got enough tv in.
fheir.iives already"). |

Thus, there is é general condescension towards materials of pop-
ular culture, which leads the teachers to inhibit'ac£ivities connected
to the mass media gnd direct phildren to outlets.whiéh are, presumably,

more creative (e.g., finger painting). Not only do they discourage
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'play related to television_(when.within tﬁeir immgdiate jurisdiction),_
but they provide some "better" alternative. In doing so, children are
alerted to the fact that media themes are not considered desireable,
appropriate for school’performance,.etc. Incidentally, this may help
explain the middle-class girls' lesser involvement withrmedia—relatéd
games —-- at least to the extent that the girls appear tc be more con-
cerned with téaéher approval.

Also; middle-class teachers are convinced that television-based
plgy.becomes ﬁncontrollably aggressive,  In.oqe preschool in
Philadelphia, personnel told me that they had banned “S;ar Wars Games"
altogether, because they led to violent acfivitf. The sfaff told me
that the young boys had taken to fighting with toy éwords in order to.
p?otect'varidus imaginarj zones within the playroﬁm, and that the game
had become progressively more ﬁintense" over time. Eventually, the
director of.the school met with staff and ag:éed'that the game sﬁould
. be banned altogether._ dbviously the pfeschools which T eventﬁally |
observed were not this radical in fheir approach, but television was
the objeét of concern and genuine fear. |

Given this antagonism towatds the ﬁass media,.and-television in
particular,:the middle-class teacher faces a difficuit_task in the
playroom because children bring in many.toys.that are media—inspired.
Heré, too, children wear tee-shirts with media pictures. Therefaore,
teachers have to provide a delicate balance between absolute disap--
pfoval and a desire to be warm to the child., They are not always:
successful in their efforts, especially when qther'adults‘aré-fresent.

For example, in the Santa Barbara middle~class playroom, a new
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;staff memﬁer'inquired about an bngoing game which employed Star Wars
toys. He commented upon ﬁhelfact that the boys appeared to be very
involved in the details of,the‘spéce epic. The two regulaf staff
members explained, iﬁ voices loud enough for all of the children'to
hear, that while they could not forbid such play outright,'they tried -
to do away with it as much as possible. Oﬁe teacher.sh00k her head
solemnly and said, "But they really like it, so we can't forbid it
- entirely." Unless tﬁey were totally absorbe& in thelr own adtivities,
 children must have heard these comments. .Qf course, adult disapproval
does not appear'to diminish children's délight-in certain games.
Indeed, many children's fascination is probably stimulated by adulf
. disapproval: play can represenf a form of fofbidden fruit within the
- classroom. The middle-class child-whﬁ'regularly hears these disparag-
ing comments, and the'working—class.child, hgaring no similar criti?
cism, may well be equally attracted to television and film-related. -
play. However,riﬁ could be that the middle—ciasé child faces greatér
confligts with respect to it. 'Thé.working—claés children encounter
staff members who share, more oriless,_attitudes towards the ﬁass
media-that are consistent with the groﬁp. .Teachers'iespond_warmly and
vieaciously to play'inferactioﬁs based on mediated characteré ana may
even initiate these interéctions themselves. Theimiddle—class environ-
- ment makes a sharper division Between subjects that.are appropriate .
for the.class-room and the materials of television and film. Folktales
and storybooks are 1abelled'desiréable, while visual media are con-
- tinuously denigrated. When television and film characters éppear in

children's play, they do so "undercover". Children quickly appreciate
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the fact that their teachers criticize these games. .Sﬁch criticism,
and its degree of éxplicitness; not only varies on the institutional
level, but on-tﬁe individual level as well. Some téacﬁers are
obviously more receptive to ﬁlay as a ﬁhenomenon than are others; they
delight in.whatever_iﬁaginative activities exist within their groups,
fetching piay materials and suggesting inventive scenérios. For this’
type of teacher, intervention violates creative aétiyity and is, tﬁere—
fore, avoided. Other_teachers are more concerﬁed'with cultivéting
_productive and harmonious behavior within the group by'sﬁggeéting
.socialiy appropriate gaﬁes and monitoring play more inténsively.
Frequeﬁtly intervention, for this teacher, is'a néceSSary.p;rt.ﬁf the
educational process and play is no exception.‘ These_attitudes can co—
exist-within'bng classroom when two teachers differ. The impact of
these attitudes towards play itself, and especially towards media-
related play, 1s difficult to gauge without héving ﬁon-institutionai
play confexts as points of comparisoh, Play ouféide the échool, for
the mijdle—class child, may be much more elaborate as well as more
aggres&ivc than play ﬁhich is confined by institutional constraints.

This sort of conflict can occur in working-class schools as well,
especially when a teacher is herself middlé—cléss.' A poignant
instance of this occurred when, during magic circle time,_a
Philadelphia preschooler volunteered information from the filﬁ'gggg
in response EO'her teacher's qﬁery_ébout the story she was reading.
The story, which was from the teacher's private cdilection, consisted
in a description of the "seashore™ and its many pleasﬁres. it was

obvious, from the reactions of children in the group, that many of them
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had only seen the shore from tglevision and filmst. Cne girl
enthusiastically began to recount her knowiedge of the ?harks in gégg,‘
and cther children happily joinéd her {e.g., "The sharks got the
peoplé and made them bloody"). While the ﬁeacﬁer had no desire to be
unkind, she consistently_ignored-all of the.commgnts related to the
film until she received the answer :she was-seekiﬁg. The children who
had given the film-related responses were clearly confused by her
reaction, and lost interest completely in the storytelling session.
Eventually, they grew rowdy enough to be reprimanded, but still
whispered to one anoiher about how exciting fhe film had been, What
was strange, in this casé, is that the film had elicited preciseiy the
sort of: verbal response ﬁhich ﬁhe SLOYy material had failéa to do, bﬁt
the teacher's nggative_evaluation of the film itself spread into her
reaction to the children's responses. Children;'who-might have been |
encouraged to participate in verbal éctivitiés,_were discoﬁraged be-

cause their own interests were not in accord with those of the teacher.

Attitudes Towards Free Play

There was a builtfin\bias in this study_tdwards-pféscﬁools which
valued free play for tﬁe-preschool child. ﬁany initial observations in
other facilities proved to me_that ﬁény~preschodls'do'not value
spontaneous play in their gurf?cul#m. Staff membersf desires for
ordérly,behavior could pretty ﬁuch,eliminate any signs of imaginative
free play. .For.eiample, one preschool which had bapned "aggressive“
film-related play produced free play periods in which children sat
listlessly, occasicnally playiﬁg with building blocks or ﬁlaying

hiding games. For obvious reasons, this envirpnment would have
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Zhindered this study. Tﬁerefore,:all of tﬁe preschools, Which were
observed fﬁr.longér time periods.monitored play perio&s more loésely.-
Staff membersrweré present ﬁhilé the'childfen played, but did not
interferé with their.games'frequently;

The ﬁain'differenées in tﬁe staff's treatment of the free play
period were time allotment and whether chiidren were confined to
indoors or outdoors; In one of the middle~class schools, the free
_ pléy_periods were only forty-five miﬁuteé an& were held indoars. 'In.
all likeiihood, thé extreme heat of Philadelphia tﬁét.summer made the
. air-conditioned playroom more énjoYable than the con;reterplaygrﬁund.
However;lthe children's play was also-restficted in terms_of mobility
aﬁd noise. Rather uﬁsufprisingly, these éhildren Eended_to‘use toys
.fbr some of ghei: more dramatic scemarios —- Béteman'gétting wound in
~car crashes etc., This is not to say that foy-related'plaY-was,a direct
‘substitute for more active play involvement, but only to suggéét that
the ﬁore restrictive EnQironmeﬁt of the playroom ﬁay encourage the .
'chii& to employ toys fof his/her livelier themés and pbncerns. Since
rteievision éﬁd éilmrrelated toys voice many,bf tHeir cqncérns, it is
only natural that mUCh_of this group's pléy with toys was related to
television énd film; However, the dimension.of indoofs/outdoors piay:
‘does not affect the stfﬁctuxal dimensions‘of‘fhe'géﬁes. Children caﬁ
easily'construct gameé-of éhase with dolls,'aﬁ& fantéstic acté.are
‘move facilely executed with toys than with actual piayefé.

With the eﬁéeption of the Philadelphia middle-class pfeschool,
;he other échools geperally'conducted free play out ﬁf doors except on |

rainy days, or times when certain children were involved in special
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projects and others were allowed free play. The policy for indoors
play was siﬁiiar to that for outdéors;_ teachers avoided.in;erferenceé,
but were supportive when children solicited their attention.

Staff-Child Relationships

One difference in the working—claés ;nd mi&dlefclass environments
was in the nature of the staff—éhild relationships. In all the pre-—
schools, dhildrén were genuinely fond of?teachers.aﬁd_other stéff'
members, and the staff was ﬁarm and responsive to.the children. How-
ever, the children in workingwclass groups were'more openly affec-
tionate with their teachers. The girls‘espécially 1ike:to hug and
kiss teacheré;rand often prefer to épeﬁd free play ﬁeriods_oﬁ_thé
teacher's iap. Teachers ffequently pick up children éﬂdrswing them
about, play miock chase and ficklingrgames,_and kiés children. The
girls are affectionate with one anoﬁhé#, sﬁinging arms, and hugging
each other, It was not'unusual to.see a'child'hug anotﬁer who had been
ﬁurt, in a motherly fashion. The staff iﬁ the-middle—class ﬁreschools
was'aiso éffectionate,~but in a more restrained fashion. Physical
affection Qas.moré limited: 'teachers did notrseat children on their
laps during class projects. And, al?hough ceftain éirls prefer the
. company of the teachers, they were not likeiy to épendlthe play period
with teachers. This varied among'the_middle-claés-facilities also,
_with the Philadelphia group being somewhat more téacher'oriented_than
the Santa Barbara group. Middle-class childreﬁ were.also less
affedtionate-ﬁith one another.

Relationships with Staff

Maintaining good relationship with,staff members is an integrél



0

85

‘part of a study of this sort. I was fortunate in being able to work

with exceptionally cooperative and interested pérSOnnel. In'éll_
instances, staff members‘were-friéndly and supportive women. The
interests in the project itself varied from school'to school. in the
middle-class Santa Barbara schooi, i was asked to give a presentation
of my dissertation to the director and her staff. At least one of the

five staff members was doing graduate work in developmental psychology

- and the interest in the project was high. Rather than attempting to

. disguise. the media orientation of the project, I presented my aims to

the staff as clearly, and as coherently as possible,-'l_éﬁplained that

I would not be interviewing the children in any formal manner and -out-

liFEd by general background with children, énd.witﬁ televisioﬁ—relgted
play. I empﬁas;zed_that I was not intent upon prbving any of thé
popular c;aims about televisicn Violence.énd childfen's aggression.
When aSkEd further about this, T presented the group with altefnative

positions on this issue, and stressed how little is actually known

- about Childr3n'5 involvement with teleﬁisidn and film., This group

diSCuSSion'helped to give the staff a sense of what.iﬁformafion might
be useful to'me. T did réqUQSt that the  children ﬁot be informed that
my special interest .wés in television and film, since I felt that this |
might bias their play, In middle—class‘gfoups,'where childreﬁ alreadj
percelve a definite prejﬁdice againét televisibn,_Such_an iﬁtérest
might itself have seemed suspicious. As it waé,_interest in play is

common enough and the children seemed undisturbed by an adult observer.

In other schools, I merely submitted a written statement about the

_Project and discussed the study with the direction. 'Althqugh staff
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ﬁembefs were cooperative, they rarely asked me questions abouf the
‘project. The only comment wasl"Are you fin&ing ﬁhat you were looking
for?" 1Is this helpful?" I asked feaéhers,,at'times, to provide-
additional information about the history of.ce;tain recurrent gamesr ‘
as well as to elaborate upon diéciplinary practices. TFor example, it
was clear that one of the games in the Santa Barbéra middle-class
groups (Jail) would have been more-ﬁopular had the staff not inter—
vened. The staff explained that the game héd becbme'overly éggressive
("frightening") and had taken up'inéreaSingly'largé portions of the.
play period.. Tﬁe staff members had become genuinely cdnderned that
the game was not healtﬁy for the childfén, and had constructed wayé to
déflect children's attention'from it, and also had made it clear'fhat
it was an un&es}raBle game, They were also able‘fd pinpoint for me
- which-particular groups.of children were the mos;(acti&e partiéipéntsr
in television and filmmrelated'play, as well as highlight general
features of peer;group sfructﬁre. Since I'condﬁcted the obsérvaﬁions
over a lihited-time épan, insighté into group'iﬁterédtion would havé
heen much more difficult had this information ﬁot been provided. I.
'tried to ésk teachers about‘papticular games and interactions, as:well
as about specific children rather than to ask abbut more abstract
matters; staff members would volunteer valuable background 1nformat10n
on their own classroom, but were much less confldent in genera1121ng
about these (e.g., stating how children ought to be treated in-general).
Again, this varies from'individual to individual, Tt is rather dif—i
ficult to gauge;the effgcts which arise from individuai staff qualities.

" I did have the opportunity to observe "switéh" in the middle class
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Philadelphia gr&up. The "regulér" teacher was replaced by a sub-
séitute wﬁo was conSiderably more buoyant and relaxed wifh the child~
ren. The transformation in the children's play was immediately, and
dramatically, evident. Whéreas the.group had.produced relatively .
little imaginative'play and few‘teléviéion and film—reiated games, the
new teachef-seemed to sﬁimulate more imaginative play. The same child-
ren, who had been unusually quiet, acted out elaborate-media—related'
episodes, compiete with sound effects; They even bega# to involve the
new teacher in their play, capturing and chasing her as superheroes.
Chiidren freeiy discussed their. media habits With.hef.aqd She.reSPOﬁded
by ﬁrobing them further (e.g., "Do you like Wonder Wbman?h) and acting.
out roles with them. The change in the éuality-of plaﬁ'ﬁas noticéablg
even after onie play period. This change:points to the faét_that many
variables, whose impact was notAtaken into account here, exert subtle '-
influence on the substance of childreﬂ’s-peer—group play. I had not

noticed any qualities in the "first" teacher which explained the child-

ren's lesser participation in imaginative play: only by comparison

did she seem a restrained, or constraining, pefsonaiity-‘ Children, on
the other ﬁand, were sensitive to these personality differences.

While switches in staff may have affected tﬁe amount of play in .
genefél,'they-did not exert equal influence on the structural patterns
of the games themseives; |

Children's Attitudes towards the Study -

There are no preformulated rules about observational work with
children. The reseéarcher must necessarily accommodate to the specific

nuances of the institutional context and the personalities of the
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@hildren thgmselves. Certain preschools clearly genérate a greater
amount of physical‘interactioﬁ between the staff.énd the children, as
well as d freer, louder spirit among the chil&reﬁ. In one school I
-was Informed that shorté were inappropriate attire for the staff, and
therefore, for ﬁe,.while in other séhools, o similar rules were
'enforced;- My basic.ruleuqfuthumb was to maké as many inquiries before-
hand about the school, énd to adjust my behavior in response fo the
demands to the situation as it presented itself to me. My other
"rule", which was the more important, was to act as warmly as possible
to. the children, regardless.of teacheripolicy. -I made—a speciél effort
to smile whenever a:child came.over to me; and always-spoke-in an_eﬁeﬂ,
friendly téne.to children._ I wrote dOWn_children's némes and used
them wheneve? théy.spoke to mé, Children deiighted in this and would
-occasioﬁally come over to "festﬁ my knoﬁledge, asking me to write dowﬁ
their names for.them. T also allowed ¢hildren to si£ With mé,'if they
-asked, while I wés notetaking and was physically.affectioﬁate in:all
cases. And, because I had a genuine interest injplay; aé-ﬁéil as-
storieé, T éxperienced no problem in listening to fheir accouﬁtsfwith
'eﬁthusiasm. When T observed_"di?ty” (i.e., erotic) or violent games,
I tried not to chdnge my manner alth&ugh_l did ndf feign complete
neutrality, I.éeftainly could not pretend to,bé blind,'&eaf, or
invisible. Children know that adulfsrwatéh their.play; and accept éuch
observation as a fact of school life. They are, however; exééedingly
sensitive to adult_disapprovél. Néutrality, at least in its adult"
form, can easily be construed as ﬁnfriendly or threaténing_tb the pre-

school child. I found that I could collect more data when I assumed
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the attitude of an interested peer, rather than that of a neutral
observer. Thus, I often sat on the ground, "crept" aﬁout; aﬁd acted
"kid—like" when I was at thé preéchools. Of course, I kept an appro—
priate physical.distance and modified ny aétions as_the.children them—
selves required. | |

What is important about the above is that any obserﬁational work
is itself determined by the social context. Thé children themselvés,
along with the institutional context, shape.the quélify.of the observa-
tions and, implicitly, the depth of the analysis.. | 1t wouldA require
data from a number of othef'obseryétionai sites in ofder‘for me to be
able to determine precisely what balance of factors creates a pfo&uc—-
t@vé research site. Obviously, a godd introduction fo thé children,
and an easy working relationship with the staff contribute to this"but
" there are other, perhaps less tangible; factors which create a fruitful
observational context. |

As much as possible, T tried to ré@ain unobtrusivé while'fecording
games, Bqt I succeeded accerding to the specifc context ofl 1;.h‘e obserfra—
tions. In working—clasé groups, no straﬁger remains "unknown" for

long, and I was cqﬁstantly approached by curious childrén. T was often
treated as a surrogate mother in the-working;ﬁlasg environments. Iﬁ
an extremeICase, a girl apprcachéd me and lay ﬁer head ﬁpon ﬁy lap,.
thuﬁb in mouth,.and»said'to me, "You're my mommy," She continued to
lie there in this fashion until the end of the play period (about ten
minutes). Both boys and'girls in.the working-c¢lass groubs frequently
announced they liked me or that theY.loved me,'commeﬁted upon the

choices in my hairstyles asked to comb my hair, and inquired about
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various aspects of my pefsonal iife {e.g,, whether I had pérents,
husbands, children,‘etc).-'Similariy,.they provided me with vivid
personal anecdotes, which they assumed would be of iﬁterest-to me; in
groups, they told me about their shcool activities,‘lunches; etc.

By contrast, the middle-class chiidren were extremely timid with
me. Not once was I physically approached by a child; in fact, these
childfen seemed ta avoild looking directiy at.ﬁe aﬁd giggled if I saw
them doing so. Whereas the working-class children felt perféctly com—
fortable wﬁen-I sat next te them while they were playing, the middle-
claés-childreﬁ foﬁnd this intrusivé, They tended to gravitate, in muéhr
of their;pléy, toﬁards corners, ténts, and other piaces<whe;e they. -
could be privéte. Of course,Iindividual_childrenrvafy in their needs
for absoiute‘privacy;'there wete certain children whorwére viéibly dis-
turbed by.anotﬁer adult preéeﬁt in the group. Naturally,.the longer
I remained with_any pafticular group, the moré coﬁfortahlﬁ.fﬁé children
became With‘my presence., The difference was that the wofkipg;class.
children required less ;ime in qrder to be abie to_do'this;.and were
generallf more receptive to my questions. What this meant in terms of

- the study is that I was faced with very different research conditions.
It is rather difficult to assess the imﬁact of thé children's attitudes
upoen tEE-obsefvational process, which is delicate in .any caée. "With
the working-c¢lass groups, I was able to gather-inforﬁétion about tele-
vision and film habits, as well as receive verbal elaborations on the
games themselves, because the ;hildren were eager to sﬁpply it aimost
any éonversa;io@.which they had with me was considered an attraction

in itself. With middle-class children, I had to remain distant from
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the children and was given almost no ciues-with which to dééipher‘game
material. .Tﬁus, in the working-class context, I was immersed in an
obviously dense interactional network, where play experiénce is public
and accessible. Here, children do not expect of demand privacy andldo
hot perceive the necesgsity for.privacy in othe?s, Not only was 1
questioned, but I was allowed to question on aimost,any topic imagin-
able. These children did not think it.rude to ask me why I was not
married, of whether T liked them. The middle-class children already
had  a defined sense of the private, both with respect to theif posses-
sions and social interaction. Therefore, I had to be'caﬁtious not.to
intrude upon games that were guarded from-athers. ‘These children
already possessed a defensive attitude towards'aduit questions,-and,
perhaps, reaiizgd that they might be judged by theif requnsés: Such
knowledge is_obviouslj shaped by the school.context;-chilAren are.
bécoming aware that they are expécted to perform successfully. Any
‘question‘that I might direct at them was- answered carefull?-aﬁ&
politelyf These children did not. volunteer sto:ies about fheir lives
" or their.games, nor did they attempt to draw me iﬁto their play.” I
was, in the middle~class context, a clear "outsider". In the middle-
class groups, teachers'spdke freely fo'me and obvioﬁsly did not object
to my presence inside or outside of thé‘classroom. -Given this; there
was no "built-in" rationmale for the children‘s totally‘différent
response to me. In most cases, middle-class children never approached
me and never addressed me by name. :While certain children were clearly
" more comfortable with my presence then oihefs,.the.graﬁps' overall ‘tone

was one of apprehension. Sometimes, games went "underground" when
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children realized that I was taking notes on their activities.  In such
casés, childien either began tb_cbnduct their games in whispére& tones
or hid behind the wallsjof the playhouse to avbid me, gigglihg. In
fact, one game developed where I became the culprit: a groué of giris
hid in playhouse, circling around it when T was not observing, and
whispering. With giggles, they ran to the teacher and told her that
I was a kidnapper who was out to capture them, The teacher, naturally
concerned, came over with them and explained the purpose of my_study;.
Later, I asked one of the gitls whether she héd actualiy believed that
I was a kidnapper,.to which she replied, "Of.course not, éilly!" The
game, however,.demonstrated aspects of my general.relatiénShip to the
group —— an unidentified édult stranger, who was somehow intruding on

_the private'éphgre of the children. Therefore, children we;é caréful
not to approach me too cloSely'aﬁd nevef'initiated-interaétions with_.
me. It was quite easy, of coursg; to téke nofes,without interruptions
by the children., In th3'Working—class‘groups,.this was almost
impossible, I? T had observed.children'for-léngef timg'spaﬁs, this
. problem wculd.have become more pronounced because wnrking—plass child-

ren would begin-to leave their games in order to talk to me, or would
interrupt other'observationé in order to gain my atLéhtiana -Ipcreas—
ingly, T found it difficult to take notes while dping observations,
altﬁough I gained valuable insights into play interactions ﬁrom the

- children. rFurthermére, while I was not an authority figure, I.found

it difficult not to stop games which involved poténtiallyjdangerdus

Qﬁjects -— sticks, gias;, stones, etc.r Such sitqétioﬁs were especially

precarious because I was aiming to establish, trust with the children.
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I was forced to adopt the;attitﬁde of an ignorant, but cqncerhed,-peer
("Are you ﬁeally allowed to do-fhat? Will T get in trouble if I.let ‘
you?)

Participants in Peer-Group Plaj

I did not obtain extensive personal infﬁrmation anut individual
.chil3ren.agd.their parents, The Philadeipﬁia and Santa Barba:a”middlé—
class groﬁps seeﬁed to be from stable; fwo—parenf families, where the
fathers were dpctors, lawygrs,'and in a'few:cases iﬁ.Santa Barbara,
Tniversity pfofessors. Both-grbups-were reported as_upper—middle—ﬂ:f:
cléés, ﬁittharents'ﬁho ﬁere extreﬁely concerned about_théir childfén'sv
'preschcol education., In Both preschools, fatﬁers'wére’frequeﬁtly
respon31ble for Brlnglng the children to the preschool and displayed
‘keen interest in the chlld‘s &CthltlES, talklng with teachers and
arranging s;hedules. Both groups-were predomlnantly whlte, with a few o
Oriental éhildreﬁ, and were mostly Protestant,

The working-class groups wére.raéially-mixed; .As mentioned, the
first group in Philadelﬁhia that had been Sbserved was racially.heﬁero—
 geneous, as well. as containing f&milies of transitional class-status.
The_Philédelphia group whose games are.répresented'he:e“was predomif~_
nantly black, while the Santa ﬁarbara group was Chicano apd black. The
effect of group composition ié difficult to estimate in the abéence of
_comparable play data, ‘When I began observiﬁg the Philadelﬁhia working-
clasé centers, I_expected différences.to emerge'in_children‘s play.
'While there were differences_on the gestural and sociolinguistic
leVels'whiqh were immediately apparent, certain "superhero" gestures

and taunts were obviously specific to black children, What was more
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étriking were the similarities ameng racially distinct groups,.both in
;heir imaéinative'play and othér peer—group interactions. Regardless
of race, Wdrking-class children were more comfortable with me, and
behaved more affectionally towards each other. Many of the same games
éppeared in groups of the same social class, aespite racizal, ethnic
and regional differences, In wnrkingfclaés groups,  boys arrested me
as policeman,.girls frequently pretended that I was their'mothef; and
children engaged in explicitly sexual play (e{g., mock cobulation_or
voyeurism). Biack children aid not seém more interested in characters
who were themselves black, but this may bé due to the narrow range of
types available to the child viéWerj the biack cﬁild is immersed.in-the.
models of white culture. Of course, there are.transfoiﬁation'of

.telévisioﬁ's“lapguage-iﬁto the diééourse of.the'child; black chi1dren
emploYed.their own stylized lingo, along with musical accompaniménts,
more than white ghildren. The black Boys,rin_particular, focused on

. 'actual sensations of fight scenes.in their flay——tb the extent.thét
play fights wére timed and choreogfaphed,'even when.it was1m0re
vidlent. HoWevér, the structural dimensioné of the gamerof the work- . .
ing-class black and white children were réﬁarkably similar..-

Not all of the children who were cbserve& participated in me&ia~

.related games,  On the mosf genefal ievgl, there was a sex biés,_since
girls' play was less frequently ;elated to television and fiim in an
explicit fashion, There we?e also individual differences in children's
interests and participation in media—related p1ay. Thus; I cannot
claim that the sample of game presented. here représenfs all of the

children.
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First, not all of thé preSchoolers-enjoy.playing imaginative
games. .Some prefer purely phyéical activities, such as tree-climbing.
It is conceivable that institutional constrainfs (i.e., having to
remain indoors all morning) made these aétiﬁities_especially'enticing.
for children.

Even with preschéolers who were enthusiastic partieipants in
imaginative play, some were more inclined to éélecﬁ éha:acters and
themes frdm the media in their play. The initial period of partici--
pant-observation had revealed cértaih ﬁatterns of interaction in
cﬁildfeu's-play related to television and film. Without a doubt, the-
most popﬁiar.form‘of play was "The Incredible Hﬁlk" game'whicﬁ éppéared
conéﬁantly; Since the group was both ége aﬁd sex—mixed, certain
pa£terns related to age and gender aistindtioﬁs:_,the-role qf‘the Hulk
was generally assumed by an olde:'male.éhild._ The child ﬁﬁo most
freqﬁently initiated this game was an obvious "problem" child and,
éccording to the téachefs, had_siblingé-who-had alsﬁ'béen probléﬁs for
the_s;hooi.  The game often consiSted,either;in an older Hulk chasing
younger viétims; or a ﬁalé Hulk tﬁasing fémale victims, Altrhough
.giris were generally‘less active in_this game, they too became the Hulk
an& chased both one another as well as the boys. While the dominant
.children more frequently assumed the Hulk role;_they;did not oécﬁpy it
-exclﬁsively.. An interesting case was that of an Indian boy for not
understanding any English aﬁd. in pgricular, ény television characters.
Children taunted him and his sister by asking him to‘say "supermaﬂ";
in the early part of the summer, the boy avéided the hﬁik game and

stood, looking confused and frightened, as the children rén,around_the
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playgrpund. Eventually,_heﬁbegén to recognize and say telévision :
names. By the summer 's end, he fégﬁlarly participated'in the game, -
playiﬁg the hulk roie; the teacHer‘also complained to me. that the child
had become generally more aggressive, although she was pléased that |
he was becoming integrated into the group and that he was learniﬁg to
speak English in thé process. '

In this particular group, there was little imagiﬁative?péér—group
play that was not related to télévision and film. Furthermore, it Was.
clear that groupé éf cﬁildreg focused on éertain types of élay.

Certaiﬁ girls almost never strayed from the monkéy3bars, where they
performed tricks, calling me over to 6b$ef§e them; certain boys pre-

ferred more vigorous running and chasing games (the most popular of

. which was thé‘Ipcredible Hulk game).

T found no evidence to support the claims that working-class pre—

échcol children are any less involved in imaginative peer-group play.

In facﬁ, the black working-class children of Philadelphia were almost

constantly immersed in imaginary worlds--with girls pretending to dress

. up for dates, using sheets and towels for costumes, visiting discote-
- ques, and witnessing a variety of romantic and sexual scenes with one

‘another; boys comstantly changing from real-life heroes, e.g.,

Reggis Jackson, to Batman, Even among the very youngest'chiidren

(three year olds), games éf-Taximan and Postman were quite popuiar; o
children used blocks to create miniature play settings and a variety

of objects to fepreseﬁt'pefscns. Often these gamés;were éccoﬁpanied'
by lively speecﬁiplay. Children created'their.own'rhythming chants énd,

occasfonally invented songs for their games. - In terms of their gestural
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behavior, the dramatic play performances of the working—glass children
were extremely vivid and preciée. ‘Wonder Woman wiggled and strutted,
while victims swooned realistically. Clearly, the act of make

believe is not only accessible to these chil&ren; it is an integral
part of play experience and oneiwhi@h is very much enjoyed; Similarly,
storytelling seemed to be an important feature of peer-group ihte;—

" actions, with children ofﬁen recounting.personal anecdptes in-a livelj
manner.

Teachers were_aﬁle to identify ceftain children as being
particularly intereéted in television'and film-related games;' From
their information, as well as my own observatidﬁs in the playgfound,
it was apparent that play roles bore'a relatidnship to pgér&grpup_
organization:: For ekample, in my initial fiéldwork, I foﬁnﬁ-that an
overweight girl who was a éonstant bully but'well—liked by ogﬁgr
childrén, chose the fole of the "shark" iﬁ a swimming pool game which
was related to the film £§E§f The girl bit other children;-usually
other girls, in her "shark" role and dominated most of the.space in
the swimming pool. ' In many senses, her actions in:;his_play role did -
not differ from her uéuél pértiéipation in the groﬂpg she often hit
and dominated other children, who continued to try and win her affec-
tions. This child, the teacher informe@_me,.came frem a home'where

corporal discipline wasucommon,'and was considered a disciplinary

prqblem‘ ‘Thus, in this case, the play role served to highlight aspects
of her real-life relationship to the group. Otheﬁ'boys who had been -
labelled (by teachers) as leaders, became, in play, ééﬁtains of spéce

.ships and directed other children in their play activities, creating
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the scenario and labelling play oﬁjects and tefritbries. Another
instance of.this real-life exfension:involved a girl, in a workiﬁg-
class facility, who was slightly older -than the other children, ﬁho had
begun to adopt a nurtufant attitude towards the group, tying shoes and.
hugging'ghe youngest child in_the,group:" In her play role, she_fré—
quently became Wonder Wbman.and rescued helpless victims from'varioﬁs
dangers, such as being "frozen" by villianesses. She wéuld Qrganize .
the élayers, assign roles, énd‘give harrativg'éhape'to the game,
cérrying out her general function withlthe peer-group. The teacﬁef
praised the child for her contribution to the groupis play aétivities,
telling me:£hat'her Wonder Wbmén play was ''positive like everything
else she does." In all of these cases, then,_ﬁhe_childreﬁis play -
performance é]__al_:orated their normal peer-group posi'tion.

- Other peéregroup playintérattions.afé somewhat.more complex.than'
- thgse, Play may serve to invert or transférm 6rdinary social relation-
ships, and commentxupon normal hierarchies in é moré subtle fashion
(cf, Sghwartzmén, 19781,. There were the many examples_of children
atta@king teachers as law enforcers, or as The Incrédible Hulk, in
which children inverted their normal relationship to.therteécher. The
most unusyal example of this type involved a handicapped boy,. in a.
middleeclaés pfesahool, who was unable to participate in.most'of the
playground games. His main contribution to these_gameé was.to'pretend
that he was'an unusual versionrcf the Hulk, whﬁse arms were metal. |
"elutches” (a play on his Oﬁn crutches). In his ﬁlay interactions; he
woﬁid’frighteg_girls, wﬁo wouid climb the-monkey Baré and screém mock

- terror, The girls would even manage ways to.let him appear more power—
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_fﬁl, although they eventually tired of the game and asserted their.own
superiority. Howevér, it is noteworthy that he waé the only child in
this particulér group who was allowed to assume the Hulk roie; clearly,
his own physical "powerlessness” made him the prime candidate for it.
It would probably be misleading, howeyer, toxextrapoiate from
these data that only certain "types" of preschoolers are involved in
play related to television and film. While it certaiﬁly méy-Be true
that the play which waS'obserfed in:this study méy represent only a
portion of the chiidren Within:each group, it may be that-this coﬁ;-
centration of select individuals stems from the limited time épans of
my observations. Children's imaginativé'play a@pears to occur in
thematic spurts: Qne idea occupies childrep for:stretcheg of time, -
Gémes do notmliterally continué fhroughéut an.entire-play period, but
theré is a steady-structural development on one theme (e.g., buiiding E
a rocket) over time, In this way, certain roles become incorporated
into the group's behavier, and all an individual'ﬁeed‘do is perform
. some action aéSogfated With.the'role_tc.instiggte'the gamé._'Film and
television music,.?oses, nameé,'and so'forth,_signal the game type.
Thus, these games are not isolated units of behaﬁior but portioné of
larger interactionél unité which-may-conﬁiﬁue throughout the year. No
limited time span can represent all the children'skréépqnses;.certain
éxténded imaginative experiences ére nécessarily.sépératedﬂinto units
on the basis of temporal discoﬁtinuity. .To the extent that certain
chi;dren were preoccupied witﬂ‘ofher play themes duripg the time thét

I observed them, they were excluded from the television and film-

‘related names collected,



CHAPTER V

DESCRIPTION AND ANALYSIS OF PRESCHOOL

CHILDREN'S TELEVISION AND FITM-RELATED GAEES

Introduction

" Thig chapter presents the key empirical findings of the study,
which are the actual games that preschool children develop from
television and film stofies and characters. The purpose of the
chapter is two-fold: (1) to provide an adequate classification system
for the entire corpus of television and‘film—related games; and (2) to
examinéd the diétributioﬂ of games types within each social class
group.

Each separate game was classified according to structural
dimensions: the game "types" that emerged'from this are discussed
without_refefingtb their appearance in different class groups. These
types are examined for their television and.film-felatéd_imagery, as
well as for the mo.dels of social relationships that they imply. The
second part of the analysis examines the aistribution of the game
types within the working-class and middle—class‘groups.'.In-additién,
the gnti:é game sample was further analyzed for evidence of other_
patterns which were relafed to differential class socialization. Here,
the point 1is to demonstrate an isoﬁorphisﬁ of pattern between

features of family socialization which are related to social class and
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the television and film-related play behavior of preschool children.
The analytic methods will be discussed in greater detail along with

the findings.

Discussion of Géme Classification System

' Children's television and film-related games were anal&zed in
terms of abstract structural dimensions whicﬁ correspon&ed to the
differeﬁtial class socialization patterns which had been established
by earlier empirical investigations (see Chapter I). I chose this
method over a thematig analysis because the latter failed to reveal
theoretically significant features of the data. A thematic category
such és-"rescue" subsumes games.where helpless individuals.bbtain ,.
the assistance of a dominant figure, as well as games in which
.ofganized groﬁﬁs gfapple with crises Withbut suggesting status or
: ﬁower differences.among participants. Iﬁ terms of my concern with
soqial relationships, similarities of these two games merely obfuscate
genuine differences.'-Thereforé, gameé were analﬁzéd aloﬁg more
abstractly conceived dimensiﬁns, Vhich éould, at least in‘theory;
occur indepéndentlylof any specific theme. In this manner, a
theorétically pertinent game typolﬁgy'was established and all games
were classified accofdingly. Aftef the basiec game types had been
establishéd, the entire corpus was further examined in order to
identify cluéters of narrative and theﬁatié elements within game
types., In additionm, other strucfural dimen§ioﬁs were analyzed. These
thematic and structural elements were uéed-to generate subtypes

within each category. The refining of the classification system,
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then, relied on a variety of analytic_techniques; gince no particulaf _
sub-dimension illuminated all of the variations of each structural
type .

Two structural dimensions were utilized in ordér to generate
four baslc game types. These were based on the central relational
'ﬁatterns identified in Kohn's (1969) work on differential class
socialization. The two superordinate diﬁensions involved (1) the
structure of social relationships, and'(z)rwhether or not the activity
is goal-directed; As previously discﬁséed, these diménsions refer
solely to the representatibn of action within games and not nqnplay
‘interactions among childreﬁ (e.g., fights about toys). These
dimensions were defined in in the following ways:

1.. Social Relationships

(a) The relationship between game participants is
marked by ciear differences in fheir SEafus;_power,
or authority;' The relationship is thus astmetrical-
aﬁd'nonreciprocal. 'égz such different;ation within
the game is relevanty a maéte; léading'a group of
slaves is of this type. |

{b) The relationship between game pafticipants is
egalitarian, symmetrical; and reciprdcél. Although
 there may be a figure who is marked as the leader,
s/he does not order the others about or direct their
‘actions, | | |

2. Goal of Activity

(a) The response to the conflict or the situation



STRUCTﬁRAL TYPOLOGY OF CHILDREN'S TELEVISION AND FILM-RELATED GAMES

SOCIAL RELATIONSHIPS

Differences in Status/Power

 Dominant/Submissive ' Protective/Dependent
' I , _ 1T
NON-PURPOSIVE : - o _PURPOSIVE
Competitive/Aggressive Egalitarian/Cooperative'
ITI - - - IV

Equality of Statﬂé/Power
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encountered in-the game.is non-purposive, hostile

and aggressive..

(b) Players work to achieve shared'goals_in

a supportive fashion. |
Thesé two dimensions generated four game types: (1) dominant/submissive;
(2) protective/dépendent; (3) competitive/aggressive, and (4) egalitar—
iaﬁ/cooperative. These wefe further differentiated by various degrees
of elaboration of elements also derived from work on class socializa-

tion patterns:

1. Motivation of Activity

| (a)-Rﬁtional. Some reason.is supplied for the
actions within the game. For example, if a ?layer
hits ano;her, he tells his_oppongnt_why_(e;g_,'You
are a bad guy). The reason need not itself be
rational,
(b) Imperative. No_reason'is supplied for actions
within thé game. Playe:s:are ordered about or
are hit by others; without being sUpﬁlied with a
reason, . | | |

2, Role Differentistion

(a) Differentiated, Manj roles exist within the
game for the participants; and each is allowed to
act independenfly of the others.

(ﬁ). Dichotomous. One cenfral figure performs the
dominant roié, while all others are forced 1into

a uniform mass.
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3. Nature of Solution .

(a) Novel.- Thé players introduce:some element

of novelty in their response to the siﬁuation. For
example, if they are confronted with é natural
disaster, fhef can call upon some new machine or
concoct a new plan,

(b) Non-novel. The players react according to the
standard response in the-siﬁuatidn. They may call
"upon a superhero to solve the crisis, fight among
themSelveé using conventiopal means of combat, etc.

4, Planning Activity

(a) Present.. The piayers organize their actions

. din terms of ultimate and non-immediate goals. They
may ''store" food for the futﬁre? build machines
which they do ﬁof'need fof'the present; plaﬁ a future
Voyage; etc;
~(b) Absent, Elayers':actions are directed towards
the immediate exigeﬁéies of the situation, and dp
not ' make reference to future circumstances. A super-
herd who saves a gioup;‘for'example; would not be
acting.in terms of a future goal; but résoiving an

immediate crisis.

Although the games which were collected more or less £it
the basic categories,‘games clearly could combine structural dimen-

sions and'opén up a variety of other possibilities., We could have
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competing armies aggressively, coﬁbining dﬁnensiohs_three and four.
Also, each army could be led by-an authoritarian commander, adding
dimension one. Certain of the eéalitarian/cooperative games which
were collected ﬁossess such increased cdmplexity, establishing organ-
_.ized'groups to carry out defensive strategies or rescue operatioﬁs,
with implicit enemies; Similarlﬁ; certéin competitive/aggressive
games contained ccmpetiﬁg teams in an organized War; but.with no
coordination'of'players on teams to make the game coopefative. In
brief, the game typology preséﬁted'hereAdoés not‘exﬁaust the total
range of structural poééibilities nor'wés it meant to do so. Rather,
it frovides a fraﬁework b&'which to claséif§ the present body of data,
which utilizes relatively feW‘of the available comb1nator1a1 possibili-
ties, Instead these medla—related games focﬁs on spec1f1c relational
patterns, Perhaps; as these patterns are increasingly internalized,
and children can more easi1§ coﬁmunicate role behavior; the stfuctural

complexity of the games increases.

Expectations Concernlng the Loglc of the Distrlbutlon

Slnce these game types emerged from dimensions whlch were explicit-
.ly linked to class socialization patterns, they should be distributed
differently within each social class group. Of these four types, the
'first,_dpminant/submissive répresénts the polar extreme in terms of
the socialization pétterns; It 15 a distinctlvely workingaclass
type: the individual is situated in a social relatlonship which is
based on’ status and power differenees,'and exhibits a negative

relationship to the enviromment. In the four type, ﬁatterns are in the
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"middle-~class' direction, with an egalitarian relationship between‘
players and a purposive, goal—ditected relationship towards the envir-
§nment. We could expect that working-class groups will play more
games of type 1 (dominant/submissive) and middle-class groups will
play more of type 4 (egalitafian/cooperative).

The second and third tyﬁes represent less extreme forms iﬁ the
sense that they include a mixture of class-related structural dimén—
sions.. In the second, a goal -directed activity is achieved through
a nﬁrturant social relationship, where one,individual protects the
lower status player. The third type inverts this situation bj est—
ablishing a2 relatively egalitarian relationship between playeré, but
one which is non-purposive and hostile. Since these two types are
1ess.extrem; cases, they should be more equally distributed-among'
sﬁciéi class groups than types 1 and &,

~ The differences between internal sysfems of control, in thé
' fprm 6f.reasoﬁed'explanations provided by parents, and extérnél
systémsrof'control, in the form of verbal commands and corporél-punish—
ment should manifest itself in games similarly;,middie“cléss children
~ gshould more frequeﬁtly make use of reasons than working-class children.
I_aiso felt that the greater emphasis on personal autonomy.and-tﬁe en-
‘couraging attitude of the family towards new.ideas.in the middle—claés
.family would lead these children to develop novel solutions in their
games, whé:é the working-class child ﬁould,be less inclined to.try
these, Finally;'the evidence on middle-class values suggests that
the middle-class child is trainetho éonceptualiéed taéﬁs more-ab_

' stractly, and thus organize specific actions towards future goals.
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The working-class child, who is punished by specific consequences of
miébehavior, is not encouraged to develop.this planning orientation,
Therefore, middle-class children should include planning activities
in their games more frequently than working-class children..

I shall noﬁ discuss the different games that emerged from the

observational study.

I. GAMES olF DOMINANCE/SUBMISSION
These games are characterized by an emphasis on differences in
power and status betwéen componéﬁts of.' the rélat’ionships, and the ex- -
" ercise of coercive control by the higher status component. The nature
of this control is both physical and aggressive, but can involve
‘verbal cont;dlfas well,  In certain cases; verbal behavior'élone sig-
nals the'pOSSibility of physical coercion.
Two basic subtypes emerged from tﬁis category, relating to the
availability of different roles Within_the,relétionél.patterni 3
Idichbtquus_roles/dominance/éubmission'games; in which oné central
figure _performs the dominaﬁt role while otﬁers are forced to act
uniformly; and (2) differentiated rolés/dominance/submission.games,
where a greater number of"behaviofél responées become available,_sd
that different roles emerge. In_the_second suthpe; within each
separéte component of the relationShip; different social types and -
. behavior can 59 représented. A-baﬁd of'generalé may invade a fémiiy,
with each member of the two groups aséigned to different roies within
the framework of the dominaﬁt/éubmiséivé felatiénéhip.. |

Obviously, a game with more highly differentiated roles requires



109
more elaborate role-performance; with distinctive gestural and lexical
content. .As.the number and tyﬁes of roles increases, we could exfecf'
corresponding increases in behavioral complexity. A more complste
exémination'of issues involved in children's play might include a pre-.
cise index of number of roles performed, and types of roles within the
game. For the present, the more general distinction between dichotoﬁ—
ous and differentiated role structure serves to coﬁtrast these particu-
lar games. Tbese differences will become clearer as each subtype is
discussed separatélj. |

1. Dichotomdius Bole StrUCture/‘Dominant/Submissive'Games-

In this subtype , the social relationship is representéd in its
‘most absqlute form. .One authoritarian figure terrorizes and pursues an
entire group in a manner displaying obvious formal sﬁmilariﬁy to more
conventional "central authority" gamés; such as Tag or It (cf. Sutton=-
Smith, 1972). The behavior of the victimized role is totally uniform.
and alldws'little or mo variation:on.the part of sgpecific playeré.th
only ‘is the nature of the regponse to fhe conflict inflexible, but the.
group behavior is equally rigid; | |

Thematically; the game suggests pursuit; but there is no strong
'.narfatiﬁe element. ﬁather; the central figure aggressively threa;ens
an undifferentiated mass of similarly “vicimtizedﬁ'individual; The
maés/igdividual attempts to escape, i;e.; tuné away or hides in.fear,
but makes no active protest or:mpre'organized fesistance, Given this
lack of'coqnteraction, the game Becémés-quite repetitive and routine,.
alioﬁing liftle vafiation._ The’ﬁ#véﬁent'ié aiso repetitive, with

chases occuring -in a circular fashion. Unlike many conventional . = .
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games, there is no "safe'" spot or role-switching.

Games can be true "group” pursuits or dyadic chases. In the
latter, obviously only two roles are available to begin with, but
what maintains the dichotomous structure of the play is the extension
'_.of.undifferentiatgd victimized behavior into an indvidual's response.
Thus, single‘victﬁmz also behave in a helpless manner.

In the pusuit, the dominant figure gives no explanations for his/
her behavior. No acts of wrongdoing have been committed by the group.
‘It is merely differences in power or status that justify the behavior.
'The dominant role is announced (e.g:; "I am the Ineredible Hulk!™) and
children immediately flee in terror, The respective role performances
are vividly elaborated —— with children screaming and clutching one
anotﬁer as_;ictims, and the dominant figure, if s/he is_mon;ter—like,_
raaring; grimacing and stretching.out his/her arms to redch the poor
Vicﬁimsf Typically; these games iﬁvolve very little lexical content
:excgpt_fdr'éries of fear and occasional verbal threats (e;g.,:"I'll
Kill you!™, | |

The television model which is most frequently borrowed for this
role is thg Incredible Hulk, whose monster-like apﬁearance and over-
whelming physical strength make him an obvious candidate. In the
televisipn:story; the Hulk is a-gﬁod character'whﬁ is unfoftunately
driven by unconirollable forées; In children's‘play; only blaténth
_ly threatening and trrational qualities of the Hulk's behavior are
'representéd. of cpurée; there ié‘no évidence héré that any children
viewed the televisiqn series., After thé centrél character's name was

announced, the actions of the game consisted in chases with victims
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screaming, runming and displaying other signs of fear.

Among the monsters that were popular choices for the game Was_the
shark of the film, Jaws. As might be predicted, one child assumes the
shark role, often accompanied by music, and proceeds to chase and even
bite other children. Fears of drowning and being attacked recur
throughout these games. The following gives an idea of the structuré
of the game:

Three boys sit on wooden bars. One announces, ''I am the

Shark!" The other two begin screaming, "The Shark! The

Shark!"™ The "shark'" boy forms his hands like fins, and chases

the others, who scream and jump up and down. One victim

says to the other, "You in shark water! You in shark water!"

The shark then pushes them both and yells, "I don't like you!"

One boy falls down and hurts hlmSElf (Here, the game ended

because of staff intervention).

' Girls also played shark, monster, and Hulk roles, but preferred
. to play "wicked witches'". The utilization of these threatening models
in children's play éppears, on one level, to be a relatively simple
matter. After all, witches and monsters are undoubtedly frightening
figures who do chase and harm helpless victims in many television and
f1lm stories. In a certain sense, the play behavior'"models"_thé
observed narrative, However, aside from the highly ambiguous figure
" of the Incredible Hulk, there are instances in which the relational
pattern in games tailors fictional materials which present far more
variegated sets of possibilities to the-child viewer.  In these
instances, the game type (or the relatlonal pattern whlch inheres in
‘the game type) has the effect of selecting out of these various

possibilities those aspects which are most congruent with the pattern,

or actually re—defining'the depicted material so as to render it
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isomorphic with the game. In this‘way, two expressive media ére
brought into a parallel relationship (Sutton—Smith, l972).

ﬁe can see many Instances of this "téiloring” process in these
rather simple games. For example, out of fhe myriad narrative‘strénds
6f the film, Star Wars, this gamé type represents the villain's
(Darth Vadar) pursuit of the_innocents.. br, after a lengthy procedure
in which phild;en assigned rbles for The Wizard of 0z, the game that
evolved virtually eradicated all of the differences between roles,
and most.nérrative elements. The game became the_witch's pursuit of
Doroﬁhy and her gang. -What is interestiqg, in this_case, ié tbat the
children did display accurate knowledge of the plbt in their own
sForytelling and had identified all of the roles when they drew in
.'coloring bodksybased on the story. Howéver, after a short périod of
time, it was the cowafdly 1ion, and not the witch, who chased the
group, without any concommitént changg.iﬁ behavior; both Qitches and
lions chased an undifferentia:ed grouﬁ.

In fhe above example, the relatinnal.patterns selectively ignores
many complex, subtle elements and tends-to reduce the'narrative to an
elementary unit. . As the examples of storytelling and role-assignmenﬁ
demonstrate, this simplification is'not purely'a function of lesser .
interpretational skills or developmental cénstr;ints. Iﬁ ordinary
: inﬁeractions, children éuite capably told the story and identified
roles., But, under the pressurés ofrpeer;gfoup play, these details
were ironed out, | ”

.In the other tailering casé, the pattern reiﬁterprets'matefials

so that heroes who are usually beneficent (e.g. Superman) become
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villains. Superheroes pursue and abuse groups as if they were
villains. Here, raw powér-replaCES virtue and the protective qualities
of the television/film model are eliminated.

la. Dichotomous Roles with Verbal Imperatives/
Dominant/Submissive Games '

All of the above games involved interactions where déminance was 
obtainéd thfough-physicéi means primarily. ihere_a?e more subtle.forms
of social dominénce, where the threat of physical abusé'is,implicit‘ﬁn
.the verbal behavior. Purely verbal measures can signify.the potential
for more serious forms 6f control in the face of subordinatibﬁ. Such
imperatives typify man§ hqusekeeping:games, where "mbthers" fifst
threafen baby dolls and then "beatf them,

Rather few of children's television and filﬁfrelated.gémes rely
on verbal control exclusively. In those that do, one child orders
another. to perform tasks for him/her. The medié figures that children
réhose to represent this hierarchical pattern were Eatman and Robin.
In these games, Batman continually brders Rbbin, as a subofdinate, to
obey varioﬁs commands. One boys, after donning a pair of Batman.
goggles; commandéd his partner in ﬁhe following way;'"I'm Batman.

I'm téller; You Robip. Robin, go get the Batmobile. ﬁurry up, go
get it." The Robin chgracter meekly complied and_continued to follow
orderé during play, awéiting'Batman's words for higher decisions and
walking behind him. When the duo approached me, in their play roles,
Batman.fotbade Rébin fo speak and‘ﬂitfhim when he disobeYed him;
Robin exPlained.that his partﬁer was, after all, Batman; Ju&ging

froﬁ;the fact that the boy playing Robin was not normally timid, it
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is érguable that the social relationship was built into the play
behavior. T should mention, however, that there were clear physical
differences in the boys' abilities that, perhaps, determined the

assigmment of roles,

2, Differeéntdiated Role Structure/Dominant/Submissive Games
In this subtype, individual responSés become more differentiated
from one another and a whole range of behavicral variations becomes

possible within each role, Rélational-components are antagonistic

and asymmetrical, but within each;'there is no longer uniform. behavior.

This increased fréedom'from'group'constfaints affects the game in

several Ways. Most ob?iouély, the game no longer follows the repeti-

tive drama of flight, although there are stlll 2lements of 1t. Within

the pattern of dominance and submlssion, 1nd1v1duals artlculate
divergent sets of responses - mockerj; aggression, hostility, and s0
on., One individual can be totally defeated while others escape.
Still there is no active protest, e.g., chasing the dominant flgure.

The follow1ng prov1des an example:

Transcrlgplon Description

Boy: I'm the captain. - ~ Three boys play.. Two take a ladder

and attach it to a tree, which is
the typical begimning of a space
game.

Bay 2: (roars) Incredible - Ope boy begins to roar at others.
"Hulk! TIncredible Hulk! Get He chases them across the yard, and
down! Get down! back to the tree,

The Hulk takes the ladder away from
them, and threatens ancther group of

'.boys, who ran.

Boy 2: Incredible Bulk! A girl, standing ﬁearby, falls down,

.
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Boy 23 Come up here! The Hulk screams and climbs onto
: playhouse., He goes down and takes
a tire from a girl. He tries to
capture her, but she escapes.

Two other boys become hulks and
chase the girls to the back of the

- yard.
Girl: Oh! I'm not The Hulk chases another girl and
afraid, then runs over to a new portionm of

the playground, screaming at the

girls. He makes faces at them.

girls run away and giggle.
Although this fs still a flight game, there are differences in the

fates of the victims, Rcles, however, are quite rigid.

2a, Ratlonal Control/leferentlated Roles/
Domlnant/Submlsslve_Games

Another subtype involves control mechanisms which are ratiomal,
spelling out of the conflict in terms of‘criggs oﬁ the part of the
victim. The fﬁemgtic variant most often used in the police game. The
police are pitted agaiﬁst an-uﬁfuly criminal, Inm a senée; this is
more pfopérly-:egarded as an inversion of the relational pattern,
' ratﬁer,thaﬁ a subtype; The gioup now is an Qrganized team which acts.

against a single individual, Again, tﬁe game ufilizes basic elements.
.of pursuit, but addlng HEW‘modES of control: 1mprlsonment " sur-—
veillan;e, 1nterrogation; and, occa51onally, physical abuseQ Although
the prisoner may attemp; an escape; he'inv&riably returns to jail;

Typically, several children become guards and the ¢ffender tries
to avoid-them- In certain games” é portion of'thé playground becomes .
prison, and children block it With heavy metal objects. The'game éan
.stimulate genuinely aggressive behavior, with children attacking the

single cr1mina1 en masse. Superheroes may team up with law enforcers
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to capture and subdue the eriminal, The following game emerged from
a middle-class group of boys who had been. c1r011ng the playground as

policemen and supermen,

Transcription

Prisoner: I want dinner!

Policeman: We'll glve you
some.

He Tan out of
- We'lve gotta get him!

- Policeman:
jafl!

Policeman: ( to girl who is
standing nearby) Wanna be a
policeman?
Girl: 0.K.

Boy: We gotta go get
~ Superman!

Girl: Superman, we gotta put
the bad guy in jail.

Prisoner; Give me a ladder
for dinner, -

Policeman: You want it,
got it.

you

‘Deséription

Two boys as policemen lock up -
another boy in a cage ordinarily
used for the animals. They bar the
entrance with metal objects: -

The boys open the door to feed the
prisoner grass, whereupon he flees..

The policemen chase the boy around
the yard.
New girl and boy join the gaﬁe.

Policeman pretends that he has a
walkie~-talkie radic and calls for
Superman.,

Everyone runs and captures the

prisoner.

The boys and girls get on bicyecles-
("cars') and make siren noises.

Two boys pin down the prisoner, and

lead him back to jall He goes - .
back, defeated

The boys put dinner in the house

and lock the door.

The addition of different roles complicates the game, since dominant

roles are now coordinated., Furthermore, the prisoner is devious,

although his strategies ultimately fail: heustays'loéked up fof an.
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entire play period. What is stressed is the control of deviance. The
accused may proclaim innocence with ensuing 1ega115t1c debates among
law enforcers. What any transcipt misses is the animal-like behavior
of the criminal, who was frequently unraly and bitiang.

These jail games invite the.ase of an adult as priaoner/criminal/
victim. A teacher can be arrested for wrongd01ng, jmled and pinned
down and, perhaps, released by beneficent superheroes. ;I, too, was
occasionally captured and released by boys who told me that I had hit
of even killed someone., The follow1ng example, from a working-class
group, evolved out out of a "car chase" gaﬁe; in which children had
pretended that large balls were cars aad had chased one another, with

screeching and music,

Transcription Déscription

Boy: I gonna crash you. " One boy comes over to me. He makes -
Mush your legs all up! music and shoves a large red ball at
Here I comel . me. '

Boy 2: I gonna run yau over.
You legs gonna go, skin and all,

Boy 1: Here we go again, We
gonna crash you down. Now you
. stay there. You in jail!

Carla: Me?

Boy 1: We the police. You
.hit someone.

Boy 2: Now‘you'locked up. A girl joins them.
Girl: You locked up!

Boy 1: Police! Police! Police! -
We better hurry up! - They pretend to open a door.

"Boy 1l: We gonna get you out
of jail, '
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IT. PROTECTIVE/DEPENDENT GAMES

in this relational pattefn; the lower status figure(s) benefits
~ from the strength and nurturant behavior of a ﬁigher status figure(g).
Children emphasize the rétidnal motivation of the fictional.model's
behavior in this game type. The model's powerful qualities (e.g.,
physical prowess, magical powéfs, legal authority)-éerve to protect
ﬁore’vulnerable members of'the-social.group from dangerous aspecfs of
the environment, The narrative elements méy be formed in two differeﬁt'
ways, each_placing'slighﬁly differept-emphasisIOn'the relationship:
(1) In the firét subtype, the protector voluntériiy eﬁtérs a situation
requiring his/her special talenté; and (2) in the second, victims
request ‘the assistance of a higher.powér figure. The first subtype
stresses the mpdél'é control'qvér.the envirqﬁmeﬁt, whereas the second
stresses dependen_c:y' e¢lements 111 the relation;;:hip -between. fal-éyers. .In
'fboﬁh; howéver:'there is always the contrast.befween stronger-and'weaker
' memBers'of'the relationéhip; A_ééme in which there was a rescue'operaFﬁ
tion carried out by3supérhérpes without any helpless vidtims would not
" be of this game t§pe: .Unliké'gémes of the first type; the modelvexer#
cises powéf‘virtuoﬁély'for‘the bénefit'of'therweakert-

Roles withiﬁ.this géme tﬁbe.ére typically differentiated, but
,there.aré_instances where "heipless? ﬁgsées-cry for the assistanqe‘of
a pfotective figure, .Thesg_undiffergntiéted gamés;séem a natural
exteﬁﬁioﬁ'of.tﬁe dominance/submissicﬁipattern; énly:adding'a ﬁofentigl 1
'fof'¢ouhteracti6n (Cf;'SqtfoﬁQSmith'and Eotﬁin, 1977 on children's
: narra;iveéf; | | .' |

Since the model's pawers are usually magical, solutions to gamé
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Elements of novelty and strategic planning

are typilcally absent: since the solution is predetermined by the rules

of the relationship, there-.is no need to develop new responses.

Girls

like to assume this protective, all-powerful role as Wonder Woman or

Supergirl, rescuing victims but rarely battling agressors if villains

are present:

Transeription

Girl 1: You better get out.
It's a magic fire,

Girl 2:
Woman and Superman.
Girl 2; T am Supergiri!-

Boy: I am Batman!

 Girl
This

2: 0.XK. Cool it!
is alright,

Girl 2: (whigpers) I'm
" normal,

Girl 2: Is the fire over?
Children: Supergifl came!
"Girl 2: That's good.

I1II. COMPETITIVE/AGGRESSIVE GAMES

Description
Four childreﬁ are in the playhouse,
putting sand in muffin tins.

We'll go find Wonder

Girl and boy run out of house, and

spin around nearby.

The girl and boy c¢limb through the
window of the playhouse. The other -
two children cry.

The girl climbs through the window
of the playhouse again, and spins
around.

The girl (Supergirl) comes through
the door of the playhouse. :

The game-bécomés "house'" and the

children watch Mickey Mouse on tv.

This game type is probably the most widely discussed of

all children's media-related behavior.

outs conform to this type, as do games of "cowboys and Indians"

"cops and robbers .

Fights, duels, and mock shoot-

and

‘The game cantalns a symmetrical social relation-

+
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ship; i.e., one with no apparent &ifferehcés in the power or status of
the components, and activity which is non-purposive and aggressive. It
displays a similarity to games of dominance/submiséion'in its gmphaéis
on coercive, physical power, but-has nﬁ équivalent elements of fear,
anxiety and victimization. Here,.threats are counteracted by competi-
tive action.

Since there is a relatively weak narrafive dimension to the play
confrontation, the range of behavioral options‘ié narrow, A sym-
metrical relational pattern is achieved at the expense of any clear-
cut individuation of specific roles. Iﬁ effect, both components strive’
for the dominant_role. Whereas the first game typerdenies the
possibility of transforming the hieraréhy, here a contest of power and
_stfength establ%shes it (cf. Alddis, 1975; Lippit, Polansky and Rosen,-
1952).

This game type contains various subtypes. Games were first
distinguiéﬁed on the basis of group_organization:-(l)'individual.
conflicts, where competition occurs between two or more individuals,
and (2) team fights, where the confiontatién occurs between organized
groups. The latter is mroe complex and combineé elements of
egalitarian social relationships, since teams may be suppottive.

Since the level of structure within each team was low,‘the games were-
catégorized as competitive, rather than aé a hybrid type. .

Aithough these games lacked specific reasons fdrlconfrontations;
éome miﬁimal distinctioﬁs were madé_on the basis of whether sides or
individuals were labelled "good" or “Ead"; -Wheﬁ7games'ﬁere labelled,

they were considered rational, while others were termed imperative.
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(I have drawn upon Befnstein's'tgrms here) .

Finally, certain games utiiized'solutions and methods of battle
which were more inmovative. Some games wefe routine, with children
merely hitting and punching one another, whilg in others, children
devised weapons and imaginative wéys to cope with the enemy-- changing
themselves into robots; inventlng new weapons; etc. |

1. Imperative/Indlvidual Confllct/Compet1t1ve/Aggre551ve Games

These are pure contests of power, with no rationale to justify
fightg, The typical figures appe;rihg iﬁ this game are powerful super-
heroes. Whereas Batman and Supérﬁan ﬁay never fight in television and
film stories, ‘they often engage in battle in children's games, as do
.Splderman and Superglrl, etc., As in dominant/subm1551ve games, only
the powerful and aggressive quallties of the model are extracted and
all suggestions of virtue are eliminated. Magical powers are_used”for
dﬁminafion'and coﬁbat: Fréqﬁently; childfeﬁ generate battles by ‘.
blocking tﬁe path ofﬂéﬁother indi&idual(s); without explaiﬁing their-

tEIrltorial rights-

'Transc1pt10n :  Description
'Boyi I'm Superman. Get - Two boys, wearlng capes, -try to T
out of my way, ' enter the monkey bars., A girl

blocks their path

Girl: I'm Supergirl, She refuses ‘to move, T
' R 'The children fight, klcklng and :
Boy: ‘Kick her! punching one another,

Girl: Look at my hands! : : - '
I'm Super! - The boys push her, but she remains,.

Boy: I'm Batman, C'mon,- T o
Robin, ‘let’s get in the car. The boys, defeated, return to
o another part of the playground, and
pretend to drive blocks. . The girl.:



122
remains on the bars.
Not all of the cqnflicts-in this category are as genuinely aggressive
as this, but many often involve literal beating.

la. Imperative Control/Individual Conflicts with Styliﬁed

Activity/Competitive/Aggressive Games.

Occasionally, games involve physical activity which is tot#llf
representational and stylized, much liké dance. Here, fights occuf in
slow motion, as if choreographed and may be accompanied by music., The
fonclit does not harm participants but is more élayful. C0mmon
.examples are the gunmen games, where cowboys, policemen, etc., fshoot"
one another with theif-fingers fashiqned like guns. A néw type has. -
emerged from martial arts films; now childreﬁ perform scenes from the
"kung gu'" movies. Compared to more typical shooting/hitting games;
the martial arté games are more complex and demanding for children.
They can involve behavioral elemeﬁtsrwhich are novel for the players
(e.g., unuéual.poses).

Children, in these stylized fights, become absorbed ﬁith many
imitative coﬁponents of fighting. The employ qartdon sounds (e.g.,
Mpow') aﬁd assume poses gleaned from television and film. As opposed
to games of the previously mentioned'subtype, these are purely )
playful activities and not actually aggressive. Fightiﬁg in thé-:
previous subtype, moreover, 'is not imita£ive, but part of children's
ordiﬁary fighting (e.g., hitting, punching)

1b. Imperative/Individual/Innovative Conflicts/
Competitive/Aggressive Games

In this variant, solutions are more innovative. Children again

battle with no specific justification and, again, blocking frequently
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instigates battles, During combat, new ideas are brought in in order

handle enemies more effectively:

Transcription Description

Boy: Pretend we're under- Two boys place coffee cans on thelr
water people. backs in order to go "underwater"
Boy 2: I found something' The boys march around the playroom,
Let's go! and go over to a girl who is pre-.

tending to lead a "dog" (actually,
another child) around. She forms

Girl: Watch where you're . her fingers like a gun and points
going. ' her hand at the boys.

Girl: T'1ll turn into Spider- The boys return to their original
girl and spin a web on you. area as the girl shoots at them.
. : She pursues them.
Boy: We'll turn into robots,

(to his friend) Pretend you're :

a robot and I'm a people. The boys run away,
Although in.the above example the innovative solution is quasi-
magical transformation, other solutions involve more strategy, such as -
inventing weapons., Such play requires lexical elaboration in order to
accomplish the task but it 1s generally limited, 'Star Wars. imagery
again dominates the games, Boosted by the prollferatlon of "R2-D2"
toys In the playroom, boys frequently battle with robots, elther
pretendlng to 1nvent more perfect robots or, as in the above instance,
pretendlng to turn into robots. These.magical_transformations are
prabably'derived from superheroes who change from ordinary mortals to
powerful creatures. In games not related to Star Wars chlldren enJoy
spinning themselves around and shouting that they are becomlng super.
Turning into robots'may be an extension of this, since both cases

allow children to assume all~powerfu1 roles through magical acts.

lc,’ Ratlonal Ind1v1dual Confllcts/Competlt1ve/Aggre551ve Cames
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These are common play conffontations, between "good" and '"bad"
opponents (cf. Schwartzman, 1978). As previously mentjoned, children..
rarely elaborate reasons for conflicts within their games. However,
7 these games do not pit equally virtuous (or evil) heroes against one
another, but involve morally opposed sides.

Thus, in‘Starrwafs duels, two adult powerful figures fight: one
(Ben Knobi) represents the fiim's'"good" persona, the other (Darfh
Vadar), the evil. Luke; the film's boy'hero;'rarely appears in these
'play dﬁels,'although he is the major film character. Children fashion
"lésef swords" from sticks for their battles, or étand at a distance
énd merely pretend to hold swords. These duels are brief because
concerned staff members inevitébly intervene. My informal observa-
_tioﬁs of'oiaeg:boys.indicates that these play duels are popular with
nine~year old boys.as welil

HESterns also contribute regularly to these games, with deputies_
and sheriffs still shooting at OﬁtléwS: These games are ﬁighl&
styiized! childrén form their fingers 1ike guns-and ﬁake shooting
; sounds, They feign death by dropping to the floor limply, clutching
their chests. At this age, children's elaborations of separate roles
is minimal, Villains very ﬁuch.resemble heroes in their'bghavior.

2. Rational Team Fights/Competitive/Aggreséive'Games

'HEre; éhildren separate into éompéting teams or armies. The
games focuses on the combat itself thougﬁ; and not on Supﬁortife
_ interactions among teaﬁ members.. Discussions about roles can be
,Prqlénged,rsince the assignment of individual.childrén to the "gdod"

and "bad" teams is important. Since I collected only two of these
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games, and both_wére ﬁoyéfeiated, I cannot generalize about them.

Both gamés.were based on Stér.Wars themes. Children crashed
dolls and robots into one another in order to display combat. The
"major ?ortion'of'play'time was devoted to'discussioﬁs about the roles
(e.g., "Yoda's so meat. The trash monster spit him out. They don't
like robots"; or "No; this 1s a good guy. It doesn't shoot'). 1In
their conversations about good and bad character-s, cﬁildren can refine
their un&erstanding of moral categories-as well ag the qualities of

particular social types.

IV, EGALITARIAN/COOPERATIVE GAMES

This game type is characterized by éymmetfical and reciproéai
_gocial relationéh:‘;ps,' in which components are coordinat'ed.'m order to
deal more efféctivel§ with the external environment. _Game.activities
are purposiveg aﬁd'the focus of the game shifts from control of other
indiviﬁuals'to'ﬁastErf of‘fhé enQiroﬁment; |

In this context, the individual caﬁ act autonomously, but within
a supportiﬁe group (cf: Eiférmann; 1970): Therefore, television and
f1lm's models of armies, ship crews; and other cooperative teamé
assume éreater importance in play: Theée interdependent units then
explore the more hlghly exotic and unnsual regions presented in fllms
and television—— the ‘moon, outer space. the oceanr and prehistoric
caves. Children conétruct complex scientific inventions in order_to
conquer environmental dangers (e. g:; fires, sharks, invasions). Both
thematically and structurally, the games are innovative.

Although these games also involve superheroes they draw more
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from science‘fiction imagery. Again, it is evident that the Star
Egzg_films,_and Star Trek series, have captured children's.imagina— j
tions. Other scientific programs éontribute to these games. For
example, Nova and the specials of_JacQues Cousteau stimulate vivid
play. TFrom all of these sources, children extrdct a more technologi-
cal orientation towards social contrél; ﬁnd{ while sophisticated
weapons eventually destrof enemies, children emphasize their 6wﬁ
' ability_to §onstruét weapéns in their gaﬁes and not the act of combat.
BEven in thg_context of war, the child searches for more innovative
solutions in the media's_more futuristic devices (e.g., robots, laser
guns) . “The child's actual sfrength decreases in.importance as more
symbolic elements are foregroﬁnded. 'Although'not all of these games
are imovative or ‘thematically unusual, they are much more so than
the other game types;

These games divide themselves thematically into (li purely
exploratory activities;'aﬁd (2}_defensife.strategies.

1, Exploratory/Egalitarian/Cooperative Games

In this subtype; there 1s a relatively weak narrative dimension.
Players are "in fllght', as in games of the first type, but Wlthout
the suggestion of a domlnant . threatening figure. Instead play
actions lead to a journey. Children pretend that they are "blasting
of £ to the moon’or'g§iﬁé on an "underﬁater nission".. Films of outer
space and.adventure, along with ;elevision documentaries, provide the
pléy imagerj.

Since the narrative dlmen51on is weak,. the game is potentlally

_ minimal Children climb onto elevated objects (e.g., trees, monkey
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bars) and declare that they are‘journeying to the moon, outer space,
etc. They may refer to one another as “Captain Kirk", but continue
to act indépendently without any cleaf leader. Roles are weakly
differentiated since the group is uniformly absorbedrin the flight.'

In the excerpt below, children give a ﬁurpose for the flight,
but often they do not., Like games of the first typé, these games
generate high arousal levels in players, who scream excitedly as the
rocket "blasts". In the foilowiqg example, the mission is formulated

in terms of milltary strategy:

Transcrlptlon . . Description
Boy 1: War! : Three boys and two girls go over

to the monkey bars.

Boy 2: On the rocket! On - The boys climb up and down the

‘the rocketship! _ bars and run around the playhouse
) : behind the bars. The girls run -
Girl:; 1It's gonna rain, into the house.
Boy 1: I don't care., The boys get a sheet and spread it
over the bars 1ike a tent. They
Boy 1: Get in the rocket- huddle under it. '
ship! _
Boy 2: We need things for : ' _ '
our racket, : The boys run to a shed to get
7 "things". They bring back two
- Boy 1: Blastoff! - chairs.

Boy 2: Alright, we got our
rocket chairs,

- Boy 1: Let's go on. Boy makes "blastoff' noises, The
' ' : The boys place chairs in center of
monkey bars, sit on the chairs,
and whisper.
Boy 2: You have to get on’
your bed, Pretend there are The boys sing the Star Wars theme.

waves! In the seats! 1In the They climb on top'of the bars.
seats! - '

 (The game is interrupted by other ch;ldreh);
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Superheroes also go on trips. In a simble version, superheroes
decide to fly off togethef (e.g., to Seéame Street). In sucﬁ play
journeys, children do not devote similar amounts bf time to prepar—
ing for the journey.

2, Defensive Strategies/Egalitdrian/Cooperative Games

This subtype is the most structurally complex bf the games which
were collected in this study. Here; elements of novelty, plangiﬁg,
and ratiﬁnal motivation'afe present. Children add a new relationship
to iméginary others, not Immediately present in the gamé itself.

In this game, children develop strategies which assist them in
handling crisis. Not'onlf is independent action stressed, it ié
cénﬁected to the capacity to inventlnew solutions. Mere combat no
iqnger sufficés. While most of'thelgéme do invdlﬁe military themes,
they'focus cn~players' collectiﬁe,efforts.
| Another feature of'pléy emérges within fhis-game: zoning.
Children invent'ﬁﬁaginary zones to which they éscribe specific_-
functions: hiding station§: eﬁemj tefritory;.fortreéses and space-
ships;. They exercise territorial rights over these zones with
rigorous controll fighting to protect them; |

The enemy iq'theSe games is unseen and part of the game's
"pretend" framewofk; Whilé plé& aétivities-méy be aggressive, the
..rélationShips between'plafers reméins egalitarian and cooperative, Igi
the following doll play épiéﬁdé., two boys escape from villains
Ehrough mutually supportive actioﬁ: |

Transcription _ Description

Boy: I saw Batman at my Two boys sit on the floor of the
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grandmother's. And he was o playroom with dolls.
dead. He was frozen, Mike.

Boy 2: I know. I saw him.

-Boy: Then he escaped from the .
baddie, right? _ He takes a Batman doll.

Boy: Oh no! Batman's in

trouble! Robin has to break in!

Boy 2 smashes dollhouse and puts
Batman doll in a box. The two
boys sit on the box and cover it

. . L 4
Boy 2: The baddie can't with blocks.

gsee him, Cover him up so
they can hide,

Boy: Now they trapped!

Boy 2: No, Batman and Robin

are hiding from the bad guys.

The bad guys are very small,

s0 we only need two _ 7 Boys take monster dolls and place
them near the box.

Boy: Pretend the bad guys : _
has a gun, The boys take the blocks off and’
" run across the room.

Boy: Now, pretend we have

_guns to get the bad guys. Yo,

pretend this is poisonous and :

we can freeze them! These Boys return to original blocks.
are antenna and they think. ' T
we're robots,

Boy 2: I am a robot!

Boy: (takes doll) Pretend you
thought this guy was a robot and
he wasn't, ,

Boy: Pretend they don't know this
is poison, and they think it's
medicine., They dead.

Boy 2: The mornsters are dead!
The monsters are dead! "~ The boys take the blocks and drop
' ' them on monster dolls.

Boy: This is a spaceship, ok? One boy takes a block.
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This game combines mediated themea‘in interesting ways. .Thg play
borrows the plot from Batman and incorporates spacé imagery (from Star
Wars) as it progresses. |

Although the theme is aggfessive, it is retaljatory and the
aggression is never aimed at ayone who is pldying the game. Players
maintain a supportive comaraderie, which is directed towards soiving
the pioblem. . |

‘Thése games games also contain planning activities, The_boys'
cover up the Batcave box with blocks in order td hide, and devise a -
strategy to defeat the wvillains. Other games make this component more

explicit and focus on constructing weapons, etc.

Discussion of Quantitative Analysis

Since the classification system waé not tested for reliability,
any quantitative_analjsis presented here should be seen as tentative in-
the absence of a more precise instrument. With a larger collection of
games and trained coders, I might have'béen able to tap the ordiﬁal
quality of the dafa. In_this.way, a morersubtle and'pfecise analysis
of social class differences in children's games might emerge...

For purposes-of simplicity; subtypes and va;iants within each
ﬁajor game category were clustereé together.; A total of 136 games
ﬁhich could be explicitly related fo téievision and fiim content were
used for the quantitative analysis,rﬁith,66 working-class and 70
middle—class games, Thergames were éll'coded foi*noveity of solution,
presence of plgnning aétivity; differentiation-of.roles,'and-the use

of rational motivation.
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Table 1 shows the distribution of the four major games types for
both the middle-class and working-class groups. - Ae can be seen, the
logic of the distribution conforms to the theofetical expectations of
the study., Of the total sample of middle-class games, 417 were of the
egalitarian/cooperative type; while only 117 of the working-class games
were of this type. The pattern ie reverseé for the other ”cruciel"
game type; with over half of the working-class games fitting this type,
and only 17% of the middle-class games;

In both groups, the protectlve[dependent games were the least
frequently performed ThlS was an espec1ally atypical game for the
working-class groups, with only 6% of the total media-related games
conforming to this type. Since other non-play aspects of the working-
class girls' behav1or 1nd1cates nurturant patterns the absence of
television’and film-related play corresponding to this type is somewhat
surprising. Thie-may-be a coﬁeeéeence"of'the girls’ lesser interest
in television and film;releted games; which shall be discussed at
greater leﬁgth iﬁ the next chapter.

With respect to'Competitive/aggressive games, the:difference
between groups was not great -— 267 of the middle-class games, .and 30%
'of'tﬁe working-class gamés} Theée'games did differ in other ways
between the groups, and additionel 1aﬁiﬁations on the basic type (e.g.,
" novelty of solution) illuminates the class differences. Also,'middle-
class games of this type were more 11kely to use make—belleve weapons,
while the wbrking—class gamee were more llterally aggressxve.

To test the all hypothesis that game types do not depend on

social class the chl-square goodness—of-flt test was performed with



TABLE 1

DISTRIBUTION OF GAMES IN WORKING~CLASS AND MIDDLE-CLASS CHILDREN'S

PLAY RELATED TO TELEVISION AND FILM

Dominant/ Protective/ Competitive/ Egalitarian/
Submissive Dependent Aggressive Cooperative
I 1T I 4 IV  TOTAL
Middle- 12 11 18 29 70
- Class - (17%) (16%) {267) (41%) .
Working— 35 4 20 7 66
Class (53%). {(h%) (30%) (11%)
N= &7 15 38 36 136

~132~
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xi-'-— 27,98 and p<.001.

In a&ditioﬁ,‘all games had been coded for underlying structural

dimensions, independent of game type. These differences illuminate

what behavioral components enter into children's differential treatment

of mediated materdals:

l.

Rational Motivatlon of Game {(Table 2) Differences were in -

the predicted directlon, with 57% of the middle-class games
containing some reason for the game act1v1ty Only 15% of the

working~class games contained similar rational motivationm.

‘Rolée Differentation (Table 2). Both groups performed more

gameé with differentiated roles. Differences are again

- consistent with theoretical expectations. . Working-class
“children performed 24% of their total games with dichotomous

role structure, while_middleuclass_childrep performed only -

6% dichotcmousfgames.

'_Novelty of Solution (Table 2) This category is espeéially

relevant in the competitlve/aggressxve games, where the middle
clags children used noticeably more innovatlve solutzoﬁs. The
middle—class grOups' games contained 46% examples of noveity,
whereas the working—class had only 11/ of their total games -

containing novelty.

fPresenco of Planning (Table 2) 'The last game type accounts

for‘the strength of'the'middle—class group on this dimension.:
'Middle—class games were 55/ plannlng—oriented whlle worklng—

class-games were 15/

The exclusive focus on play which was both sustained and social



TABLE 2
SOCTIAL CLASS DIFFERENCES IN PATTERNS RELATED TO

CLASS SOCIALIZATION IN GAMES

Proportion of Total Number of
Children's Games Related to
Television and Film

Category ~ Middle-Class  Working-Class

1. MOTIVATION |
Rational : .57 : .15
~ Imperative ' 43 ' .85

2. ROLE DIFFERENTIATION :
- Differentiated - .94 ' 76

Dichotomous _ .06 ‘ .24
3. SOLUTION TO CONFLICT | -
' Novel _ _ -1 ' .11
Non-novel T .54 ' .89
4. PLANNING ACTIVITY
Present .55 - .15
Absent - ' .45 : _ .85
a=70 n=66

=134
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produced more extreme differencesithan would have emerged had purely
individual play, as well as,spore&ic interaction, Been recorded. Brief
solitary interactions often-contained atypical behavioral elements. By
analyzing only greup play; individual variations from more persistent,
aggregate patterns are ignored; Consequently, the group differences
are widemed. _For'example; gutbursts of:“ﬁulkélike" behavior, which
occurred in the middle-class groups, often failed to stimulate peer-
group play. The'omission of solitary, or incomplete play interactions
thus has the effect of simplifylng the picture of group processes at

' work, as_well as exaggeratlng group dlfferences. Early socialization -
certainly has nct produced a totally differenttatated personality by
the preschool age, If that were true, no such outbursts would occur.
.Many da,'but are discouraged by peers and teachers.. In short, the
number @f:games-which'were performed-cannot be taken to represent
Iindividmal tendencies on the pert of children to perform certain types
of play behavior. These "ten&enciee" were frequently not actualized
in peer—group play or were defeated by other children and teachers.
Had indxvidual actions been counted the group differences would appear
much weaker, ‘But this really points once again to the strong
contribution of peer-group play to children's social 1earn1ng. The
fact that ea¢h individual child has to accomodate his/her -actions to
the coﬁSEﬂeus of'the gfouﬁ shows how children are being molded; as
Well aS‘mmlding, in their play.-

Theoreti:al Explanation for the Observed leferences in Children's .
Telev1sion and Film-Related Play Behavior

Since I did not investigate family mechanisms related to
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television and film, I have no relevant data explaiﬁing specific links
between the general socialization patterns in families of different
_ social classes and the observed differences in the television and film-
related play behavior of working-class and middle~class childfeﬁ. This
section will be 3peculative,‘then, and offer ﬁwo alternative perspect-
' ives on the issue. One perspective sees the differences between
social classes as-the result of differential family conditioning.. The
other vieﬁ, associated with the writings of Bérns;ein (1971) explains
working-class behavior as a baseline upon which the middleéclass system
;s an ovetléy. I shall consi&er.éaéh position briefly. . Again, there
are no data to support éither view and further research on_the family
and.television is needed to bridge the gap én this issue.
(1)'Dif£erential Reinforcement Systéms
Up to this point, T have been éﬁggesting, at least implicitly,

that social class differences are the consequences of qualitatively
'differént, but equally conditiqned, learning systems imposed upon thé
child from earlj irifancy. In other words, I have assumed that working—
class behavior is mnot less "natural" than middle-class behavior, but
represent an opposing soéial oriehtation whiéh is appropriate to the
material circumstances of working-class life.

How well does this view exp;ain_the fact that the working-class
. child more ofteﬁ.plays a submissive role, - Presumably, according to
. this perspedtive, the-working—class child's greater participation in
this role is.the result of having begn feinforcgd for performance in.
that.fole. “Similarly, the greatérramount of gggressiﬁe behavior wéuld

.stem from pargntal training (e.g.; encouraging thé.child.to aét like
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a man"). The authoritarian familj environment steers the child's
thought towardsrgroup consensus and therefore étamps out potentially'r
innovative solutions to problems which the child encoﬁnters. The
middle-class family builds up opposite behaviorai responses through
conditioning systems whiqh encourage different patterns (é.g., mastery,
peréonal’autonomy). | |
The obvious theoretical advantage to this positien, in its mofe
elaborated form, is that since learning systems are built into the
child's_life at a very early stage of social development, it is-almost
impossible to identify "universal"'responses to unvarying énﬁironmenﬁal
~circumstances. ﬁy quite an early age, diﬁferenceé in feafurés of the
:énvironment are already perceived quite diffefently. Still, while
beipg éubmissive in play behavior migﬁt be ascribed to prior family
conditioning,ﬁﬁha abvious - glee and.gxcitement ﬁhat‘aécompanies flight
seems;léss so. .After all, many conditioned responses evoke no such
reaction. Why,_of'all responses, is the flight ﬁattetn so'fhrilling to _
'children across gocial c¢lass groups? One has to wonder also why the |
first three game types have recurrent folkléfic_parallels in games.of
chase, rescue and fighting, while games éf the fourth type haﬁe_no
direct, identifiable precursor'conventional games., The very fact that
certain game patterns.apbear cross—cul;ﬁrally.and'fréquently suggests.
that.éome game patterns may stem from unvarying circumstances faced by
alt children. It is relatively.uncéntrévérsial torsuggest that all
childréﬁ experience fear as a reéult ﬁf the fact that they are small,
heipless an&.dependent on the power of stronger 5dults_for‘their'

~survival. Childrea do become anxious about frightening aspects of the
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environment -- strange animals, darkness, fears about losing parents,
etc. In partiéular, the threatening parent may terrorize the young
child whose capacity to comprehend situations is iimited. In other
words, helplessness, as an early behavioral response, may not have to
be learned; it seems a prominent aspect of early childhood.

It may therefore be rash to discard totally the psychoanalytié
explanation of the anxiety~reducing function of play behavior. ﬂény of
children's anxieties, which stem fromlearly parent—child interactions,
may be transferred onto the media's more threafening figures (e.g.,
_monsters and witchés);_play based upon such figures may help the child
.to'deal with the "real life" sources of his/her anxiety. Observations
of w working=-class girl crying at a picturé of the Witch in a coloring
book, and lafer revelling in a game where she was chased by the "witch"
lend some support to this "anxiety—redﬁcing" view.

(2) Middle-Class Play Behavior as an Overlay on Baseline Responées

If we momentarily accept the.validity'of universal childhood fears,
the middle—class pattern of mastéry seems surprising, Tﬁis pattern, at
least in game form, exists alongside of more submissive behaviof. Thus,
-middie-class children appear to have at their command a greater variety
of behavioral responSés.' They are not merely qualitatively,.but.
_quantitatively différent; there are mofe'of them; This suggests that
middie—class family socialization'may7not bé.merely a different type of
conditioning, but éne which offe?s_a more'intensiﬁe parental involvement
{mh the child. |

Thus, the richness and abundance of scientific imagery in the

imaginative play of upper middle-class child?en can hardly be ascribed
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to children's infatuation with Star Wars. The precision of scientific
vdcabula:y suggests other sources of informafion. And, children's
references to educational programs indicates that they view these
preograms With“delight. The variety of'ﬁnusual'vocabulary acquired by
these children suggests that parents must £ill in missing information
for the child as they view science programs.together (Popp, 1981).
Recent data on parent-child viewing (Messaris, 1981) p;pvides évidence
that ﬁpper middle—claés parents encourage viewing educational programs
as part of a generai infofmatiﬁn orientation, and may also provide
historical énd scientific background in-cénjunction with television
material.-'lntérviews with teachers of these children revealed that
paréntal confrol of commercial television was quite rigorous; with
special hours for viewing on censorship on inappropriate matefial.

- What we may have, then, in-thgse play forms of gpper middle-class
children is a translation of conditioned'exﬁlorétory behavior into'thg
processing of television and film materials, via the imagery of science
fiction.. Parental reinforcement'of independent dnd'inﬁovative behavior
takes shapé in fantasy as children éxplore and conquer distant iands.
and master crises. The materials provided by television and‘film lend
themselves to the most érystalliné formation of this relational pattern.
Preéisel? how these mediated materials become intertwined in social

fantasy is an issue that still remains unclear.
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CHAPTER VI

GENDER RELATIONS IN CHILDREN'S PLAY BEHAViOR

Introduction

The preceding chapter has provided tentative eﬁpirical support for
the thesis that class-related family socialization practices tailor
children's processing of television and film materials in their peer—
group play.l Although ﬁany of the studies which were concerned with
claés socialization did not address_the issue of gender relations,
éertain extrapolations seem supportable. Theéretically,.the greatef'
flexibility of role behavior Which.was characteristic of-the middle~
class family should flow maturally into the arena of gender.relations.

- Kohn (1969) found that gender distinctioné (e.g., expectations of

_ cleanlinéss; gbod‘manners, and happiness for'girlé vérsus'expectétions
of ambition and success for boyé)rﬁere.mofe likely to be relevant for
Wﬁrking—class families. . Since roles within the middle~class faﬁily
are not as rigidly defined; the specific requirements of "mageuline"
and "feminine" behavior ought to be-ﬁore flexiblj intefpreted and
‘enforced by parents. TFor example; tasks within the middle-class family
might be assigned on a more egalitarian basis, iather than in the
strictly.traditional and seXHSterthyée&.manner: sons might helpﬂwith

domestic thores, and girls might pursue more "masculine" hobbies (e.g;,
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collecting rocks). With respect to television-related family inter-
actions, working—class parents might restrict'children's imitations_of
characters acoording to conventional gender-felated categories, whiie
middle-class parents ﬁight equally reinforce a variety of imitations .
(e.g., girls' imitations of mele superheroes). These expectations

lead to the further hypotheses that (1) class differences_observed with
resﬁect'to the overall distribotion of game types would apply across
sexes,_and (2) gender relations in middle-class groubs should be 1ess
‘stereotyped than those within the Working—claes group. A more specific
expectation with_respeet to t2) would be that children would imitate
role which are traditionelly associated With'the opposite sexX.

This chapter examines the above p051t10n in terms of the play
behavior observed in thlS study. Specifically, two puzzling issues are
addressed, Flrst, in both groups, television and film-related play
'behaviof coﬁforms to traditional gender disfinctions and is therefore
stereotyped. Second, sex differences are more pronounced in the play
of middle-class children. If the study had focused exclu81vely upon
girls, the differences between groups would appear much weaker. Most
of.the innovative/scientific imagery which almost defined the "middle-

class pattern” would disappear altogether.

Children's Involvement in Television and Film—Relete& Play-

In both groups, girls were less involved with:televiSion and film
themes and stories in theif.play. It may be true thaf more,subtle uses
of mediafed material may have been lost_in ehe study and therefore any -
quantitative differences in the”amoont:of.media—related play may be oue

to the crudity of the coding system. However, it is also true that
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the girls' games which potentially contained mediated themes were
virtually indistinguishable from ordinary games of house and were quite
différent from the boys' games., Television and film present offer

children a spicy variety of female models who are powerful, exotic, and -

beaqtiful. Star Wars/The Empire Strikes Back contain a teenage
princess who commands entire armies while she attracts space herdes of
many agés, But, wﬁile preschool boys, éspecially.those in the middle-
class,.are totally enthralled with themes of interplanetary'travél and
conquest, girlé hardly mention the spaéé epics. In genefal, girls do
not utilize the more fantastic elements of television and film. Theﬁes
of hdusekeepiné; primpiﬁg and courtshp possessrstrbnger appeal for the
ﬁ;eschool.girl. Since sex-rele socializétion beginsg earlﬁ {(Mussen,
.1969), this is.not surprising in of itself. Mqre.intriguing is the
: fé;t that sex differences are mre pronounced in middlé-class‘groups.
I was conf;bnted here by the depreéSing spectacie of préschool boys
.éonquering the p;énets and éttacking foes, while tﬁeir girl peers
rehearsed the preparation of endless dinmers and-bétﬁe& baby dolls.
In fact, girls often discouraged television—rglated'play'in favor of
games of house: 7

Boy: 'I'll be Batman!

Girl: I don't want to play.

Boy: What about Sﬁiderman?

-Girl:'_gg, house. And we live in there.

Boy: Llet's say that you're theftéenager,.and we're Mom

and Dad, and we live over there, and I come back from-

work. '

More domestic "reality-based" themes are stressed, even when other
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alternatives are suggeéted.l

This does not mean that-girls do notiassume poWgrful roles in
their own play. -dn the contrary, the domestic wcrid of the.preschooler
presents a somewhaf overwhelming picture of motherhood. "Mothers'
chase the harbingers of dirt out of homes with scorn, punish-rebéllious
infénts, conduct meals with militéry ﬁrecision,_aud_regulate tv view=
ing. The domestic orientation in play is, at best,-indirectly tiéd to
traditional virtues of nurturing.. In these g&mes; egaiitafian social - -
" relationships are rare. While‘thé girl.éan be said to maStef tﬁe home
environment, she still remains limited_to it. She does not venture
forth into more distant territory.

As mentioned, games. of housekeeping appear more freqently in the
-middle-class“groups. My earlier-observations_iﬁ a working—class pre-
school erroneously led me to conclude that doméstic play had vanished.
Even théugh later observations contradictéd this, working-class girls
‘played gaﬁes.of.housekeeping less ftequently.

One tentative explanation for this-clasé difference ié, perhéps,
.explained by the specific composition of the observed preschools. Mbst
of the working-class children came frém families with two parents |
who worked, or single-parent families. In these situatioﬁs, both
male and female children had less opportuhity to interact with mothérs
in the domestic role. In the middle-class preschoolg thé full-time
_working_motﬁer was_the exception. Mosf children had mothers who either
did not Work at all, or who had fiégible jobs allowing them to speﬁd-
more time with their children (e3g., universitj'professbrs; social

workers). The middle-class preschools also had a half-day option which
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mothers were encouraged to exeréise. Therefore, middle-class children
spent more tiﬁe'with their mothers; many children were with mothers
whose primary.concgrn was the running of é household. In these
situations, mothers and children probabiy perform démestic tasks,
e.g., shopping, together, and mothers may'encourége children to help
.with errands.

Role of Toys in Socializing Children

Eveﬁ if the above is true, it is not easy to explain why middle-
class boys, raised in similar conditions (i.e., with nonworking
~mothers) prefer the exotic imagery provided by science fiction and
adventure storieé. Girls played just aé many imaginative games, many
of wﬁicﬁ W¢re fairly elaborate =~ attending birthday parties.and going
_.6n vaﬁationé“tq ﬁawaii. It is not mérely"that preschﬁol boys display
greater independence in play, but that they éxten¢ their horizons into
imaginatiﬁe.dOmains which are distant and vnusual. If the difference
- were 6nly one of autonomy, boys might play moye games in whiéh "daddy
gdes to work" or "daddj drives the kids to school". While these
themes crop ﬁp, they are not the boysf'usqal choices. but are brought

in through girls' suggestions. ‘
| While I have no firm answers as to why these differences exist,
'certain of mj observations Offer clues. 'It.appeared that middle-class
Boys owned, and brought to the preschool, toys which evolved out of the
'recent.crop.bf space films, as well as toy weapons, cars, etc. Boys
alse own,'models of dinosaurs and fockétships. Perhaps, these moré
'ungéual play materials stimulate boys to develop play themes Whicﬁ are

appropriate to them. More imporﬁantly, the plethora of models suggests
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that an involved parents assistsrthe chi1d in play; children of four
probéblyicannot build kits like these aione. Comments which the boys
made suggests that fathers Eelp sons build these models. ihey may
also tell sons various adventure stories and encourage novel uses of
play materials when they assist them. When mothers came into the
playroom, and found boys playing with Star Wars toys, they responded
in a warm and playful fashion, referring to specific.characters.from
the film t"Is that for Luke?"),.

Girl did not own rocketships and robots, but more conventicnal
toys --— dolls, toy food, ete. Tt is certainly easy to imagine that-
similar maternal involvement with domestic toys serves t6 stimulate
the housekeeping games observed in the playroom. - Rheingold and Cook
(i975) also found that boys are provided with more machines and mili-
tary toys than boys. Certainly, tqys_alone cénnot expléin'basic
behavioral differences, but they may point to largér issues in child
: éocialization (cf. Sutton~Smith, l9f9): The need for further research
is evident. |

oIt may be that the paternal influencé is more important in ﬁhe.
study of family socialization. In kohn's study (1969), it was
father's values, about jobs and childrearing, that distiﬁguishéd .
family socialization practices. While studies (e.g., Heés and Shipman,
l96$) sﬁow that motﬁers behave in ways consonant With clasé—related
goals, attembts to correlate aséects of matefnalrcontrol with:children's
behavior have producgd weék associations (cf. Cook-Gumperz, 1973; Sturm
White, 1957). Cook—Gumpgfz argues that'theée weak associations ﬁay

point to the relatively greater influence of the father in processes of
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childrearing. The middle—élass,father's more active involvement witﬁ
their sons may "explain' class-related differences in children's
behavior as well as sex-related differences in thé_middle—class.

Another theoretical perspective 6n sex differences is provided
by psychoanalytic theory. ‘According to the psychoanalytic model of
development, female sex-role learning is a continuous process which is
based on an initial dependency relationship to a nurturant mother; It
can be further assumed that this learning confinﬁes, in certain cases,
into the dependént/nurturant role of wife/mother. . 0On the other hand,
male development is discontinuous, switching from an initial, relative-
ly undifferentiated attachment to a nurturant mother, to a more complex
and ambivalent allegiance to the father. Since the actuél father is
often absent“frﬁm-the boy's immediate envitonment, the boy require
masculine "models" which express the appropriate reiétions'in fantasy
:form, éllowing the boy to play out the powerful, aggressive role before
'he-poésesses.chafactefistics associated with it. Thus, bpyé would
have greater needs to immerse themselveé.iﬁ fictional material and
fantasy roles. This position receives indirect support from media.
studies in which children were aske& to naﬁe tv characfers whiéh-they
would like to Se like, finding boys more likely to name any tv médel
than girls (Miller and Reeves, 1976).

In.any event, cultural imagery is still apportidned differently
 to the sexes. Preschool girls, pegapdlesé of soclal class, do not
engage in military play with guné or laser swords. Although-girls.may
play in packs(e.g., Cheerlea&ers),*they do not conguér imaginary

territory; they-.only play exploratory games that boys have started.
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Girls utilize domestic imagery even in their fantasy play; they bake

- poison muffins to kill witches, and.sleep on beds in rocketships.

Boys enjoy games of housekeeping also, but prefer,eqﬁally sex-
sterotyped play: army games, conquests, exploration aqd fights. Thus,
children's television and film-related play behavior reveals regulari-
ties which have_Eeen demonstrated in other sﬁudies: men tyéically
diéplay more aggressive, dominant behavior, and perform tasks_that
require tfavel, while women perform routine, nurturing activities (cf.
d'Andrade, 1966). Put simply, regardless of class, girls are less
‘aggressive, competitive and fantasy-oriented_than boys.

_Sex—Role.Differentiation

Although boys occasionally want to play with girls, the tendency
i;.qu girls-to want to join boys’ games and pursue them in a qﬁasi—
romantic fashion. These efforts lead to different results. In the
workiﬁg—class groups,.they end up in aggressive pufsuitsrwhere male
superheroes chase and'capture'the giris; middle~class boys reject girls
on grounds of propérty (e.g., "This is QEE_spaceship"); VOccaSionaliy;
boys disturbed girlé' games in the role of thieves of “béd”'guys and
chaséd girls away. In mixed-sex play, sexes are not necessarily pitted
against each other. |

In the middle~-class, giils often teamed up in a romantic Way.ﬁith
- a male "super" counterpart. Often, the girl "super” heroine'ﬁas coy,
giggling and acting prﬁdishiy (e.g., "I'm Diana (who is Wonder Woman's
.real life alias) You can't kiss mé‘todéy"). In one instance, a girl
promised her cohort, "Someday, we're gonna be Batgirl and Batman and

have a little baby guinea pig and a little baby rat."
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In contrast, the working-class environment seems erotically charged.
Girls stuff their tee-shirts, wiggle their hips éuggéstively, and

make disco dresses out of sheets, while boys pursue girls in an
aggressive/erotic style. Children reported instances 6f sexual
activity (e.g., "Oh we did it.") and announced their intentions to
marry. Declarations of love, accompanied by kisses and embraces,

were frequent. Boys often declared to me, sombéfly,.that they

" loved mg, and closed their eyés as they said "darling". Girls"erotic
féntasies were especially vivid. They marched around the playground
and whispered that étrange men were pursuing them. In one game, they.
pretended to peek through ; window and witness lovemaking (""They |
gettin' down!"). Similarly, Wonder Woman can be quite sexy: one girl,
rescuing a gfoup of children, stoéd defiantly and wiggled her hips at
male villains éﬁd crooned, "Wonder Woman is here."

While there are difference between the coy roméntic teamsﬁof the
middle—class and the erotic relations in the working-class, they do not
seem espécially interesting_from the point of view of social implica-
'tions. Both groups exhibit sex-sterotyped role behavior and gender
relations, albeit differently. In neither group do girls develop
fantasies which are independent of men (eﬁcept in housekeeping). In
one play form, the girl attaches herself prudishly to a male.hero,-
while in the other, she flaunts herself. Both games are ultimately
geared to win the admiration and approval of males. ZXven when boys
are absent, girls concern themselveé-witﬁ_male,approval; -One middle—
class girl mused, in a meeting of supergirls, "What if a real Superman

comes and flies with me?"
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The similarities appear greater amoﬁg the girls. Both groups
enjoyedrintroducipg media characters into their normal interactioms,
playing hopscotch or talking while callihg themselves "Charlies Angels"
or otherwise pretending to be tv and film characters. Both liked
games of dancing and singing which had a representational element (e.g.,
dancing on blocks resembling Soul Train's stage) .

Working-class play behavior 1s less differentiated with respect
to sex roies.because.there 1s generally less role differentiation.-.
There is the great number of games in which one person pursues a mass,
where both sexes perform together as the mass. Girls pretended that
-they wére the Hulk, as well as witches, and boys ran from female
monsters with equal terror. In individual chases, girls rarely chased
ﬁoys. Had téachers not intervened, more boy-girl chases would have
prevailed in:middle~class groups as well, Botﬁ middle-class and working
_clasé boys tried to capture their teachers as eithef poliéemen or
superheroes {(although only working-class boys tried to chase me).

In the working—class, many fighting games contéin roies which
- were virtuallf indistinguishable from one anotﬁer, and what counted was
the player's physical_strength. Within theée games, girls freely
competed wiﬁh boys if they were equally strong. Since preschooiers are
not yet physically aifferentiated, girls can easily ﬁeat up boys and
did.in'working-class groups.
| Thus, a ﬁixad-picture emerges., While it is true that gender
relations in thé workiﬁgéclass grdup'were more hmale dominated™, girls.
', also could compete physically with boys. While'éhasesloccurfed less

frequently in middle-class groups, competitign between boys énd girls



150

was even less frequent. And,' while there was more mixed-sex _play in
working-class gréups, this stemmed from the predominance of chase
 games in whieh roles were not differentiated.

In neither group was there'evidencé of role-reVersal. In terms
of imitation of_other-sex models, only one boy in a middle-~class group
displayed such imitative behavior. He pretended that he was Wonder
- Woman and lassoed his teacher, who laughed and commented on the lasso.
‘None of his friends seemed to think that his play was strange and they
.all discussed andér Woman héppily. S#ch imitatioﬁs were thus not

treated as deﬁiant, although this waS'fhe sole example. It would
appear that surface changes in sex~roles which were evident in Santa
Barbara did not have much impact; seeing many women police and bus
drivers did not'encoufage thése,preschool'girls to leap into the male
fantésy wpfld. |

Finally, it should be stréssed that this-stﬁdy did not attempt

to analyze sex differences in children's television and film-related
play. The analytié scheme did not focus on dynamics of gender
reléticns in children's play. The observétional‘&ata;do suggest that
earliér differences in children's identificatpry mechanisms (ef,
Maccoby aﬁd Wilson, 1957) persist despife historical shifts in women's
status. Girls are less likely to play games of fantasy and inétead'
focus on constructions of ordinary‘social interaction in play (cf.
Lgver, 1976). Similarly, girls are not typically members of packs

or competitiye teams in their play.(éf.:Sutton—Smith, 1972); ‘The more
compléx games (egalitarian/cooperative) games of the middle"élass

children are probably due to the middle-class boy's greater internal-
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ization of parental training of self~reliance. It'may be arguable
that middle-class parents discriminate and differentiate more between
boys and girlé than do working-class parenfs as Cook—Gumpérz (1973:123)
suggests. These, however, are not issues which the present discussion

can resolve, but which merit further investigationm.



CHAPTER VII

. CONCLUSTON

Summary of Findings

This study compaféd fhe television.aﬁd filﬁ-related imaginative
play behavior'of'working~class and upper middle-class preschool
children in an attempt to demonstréte patterns of congruency_bétwﬁen
‘media-related play and class soéialization.patterns.. Fxtracting from -
.the literature on differential class sbéialization within thé family,
theranalysismfocused on the stru;turing of social relationships and
‘the purposiveness of the éctivity._'lt was predicted~£hat working—
class:childrén's play behavior related to television-and film would
contain social relationships which were &éfined by power and status,
along with a negative, aggreséiﬁe.activity, while middle-class play
.would gene;ate egalitarian social relationships, and purposive,
-cooperative éctivity.

The observations were perfcrmed using naturalistic méﬁhods in-
freefplay periods; in preschools which catered to chiléren_qfrpro-
fessional and working-class parents. Only play'théf ﬁas social
was examined. | |

Iﬁ 2ll, a total of 136 of the childfen's games could be
related to television.and filﬁ. These were analyzed in terms of the

two superordinate dimensions (i;e., social relationships/ goal-~
-152~
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direetedness ef activity), which yielded four basic game types: (L)
dominant/submiesive; (2) protective/dependent; (3) competitive/
aggressive, and (45 egalita:ian/eooperative. The'70 middleuclass
and the 66 working—class games were.classified according to these
game types, so that a quantitative analysis of the distribution of
game types within each social class group was made possible. The .
logic of this distribution conformed to the theoretical_expectatione
of the stedy. The majority of the working-class games were of Type 1,
being both aggressive and defined by status/power relationships, while
the majority of the'middle—class games ﬁere of Type-4, displaying
egalitarian social relationshiés and a purposive relation to the -
enyironmentf Analysis of the games which was performed across these
geme types refealed similar patterns of congruency between children's
television and film-related play and socializatien practices. The
middle-class children's games related to_felevisien and £ilm contained

more rational motivation, novelty of selution, role differentiatien-
and planning than did the wofking—cless children's games. Vsiﬁce-the
game elassification'systeﬁ may-be highly unreiiable, it is best to.

. consider these findings as hypotheses for further research,'whieh.
would use more systematic methods of analysis. However, the social
class differences which emerged with feepecttto television and film-
relétedigames do eupport other findings within the general play
literature (e.g.;.Smilansky, 1968; Ariel_and Sever, 1930) as well as
studies of participatioﬁ iﬁ conventional sports (cf. Wétson;'i974;

-1977; Luschen, 1969). From a different theoretical perspective, one

might also cite the findings of the "achievement motivation" studies
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of McClelland and his associates'(196l).

Two”seﬁarate theoretical'egplanations were offered to explain the
differences in the television and film-related play behavior between.
the two groups. The first explanation discussed ciass orientations as
.equally conditioned learning systeﬁs Which_have evolved as an accomoda-
tion to different material circumstances which are expefienced by
class members. The seéond explanation, wﬁile-accepting the notioﬁ of
differential conditioning, suggests that the majdf patterns observed
in the play béhavior of'working-claés children ma& represent baseline
responses to unvarYing.enviroﬁmental circumstances which all children _
face {e.g., lack of physical-streﬁgth and helplessﬁess),-u?on which
the middle-class child's more "mastery-oriented" play behavior should
be regarded as an overlay.- Sinée there were no data on family-
préctices, the issue réméins unresolved and open to further research
:in the area. |

The expectation that the greatéf flexibility of role behavior
within the middle-class fémily Would natufally carry 6verrinto the
aréa of gender relétions was not ﬁet. Instead, gender reiations¢
“within both groups was.reiatively stereotyped, ﬁitﬁ 1iﬁt1e or mno
reversal Qf-roles. Furthermore, sex differeﬁées were more pronounced
within the middle;class groups. Middlefclaésugirls preferred dﬁméstic
games to fantaéy-based play. Tt was speculated tﬁat the.gfeafer num-
ber of non-working and part-time working mothers within middle-class
groups accounted for tﬂe girls' inferest in domestic play. Thé
middle—class_boys'_inﬁovative and scientific play may be linked to

their different toys (e.g., robots). Also, there was the possibility
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rthaf middle-cléss fathers are mére involved with, and have different
expectations for, éheir sons. This_greatgr'paternai_involvemént may
also explain social class diffeféncesrin general (cf. Cook~Gumperz,
1973). |

In the examination of the institutional context of children's
television and film-related play,_differeﬁées emérged with-respect_'
to feacﬁers responseslto play. Workiﬁg-class ieachers tended to
punish séecific'consequences of children's misbehavior, while the
middle-class téachers used more abstract priﬂcipleé in explaining
misbehavior to children. Furthermore, middle-class teachers carefully
separated punishment from corpéral or threatening associations and
instead pteéént éiternative and novel forms of behavior to the-child;
Froﬁ Childreﬂ‘suoWn-"teaching" éomments‘to.One_anofher, it would
‘seem that the middle-class preschooler hasralreadj beguﬁ to internalize

a more rational system of control.

Discussion

This was an attempt to examined the processing of television and
film materials within'the context of differential class socialization
expefience._ In taking such a route, it has touched upon few of the
ﬁore_typical concerns in the 1itérature addressing children and
television. As saturated aé children's play may-ge'with ﬁelevision
and film-imagery, it still retains the shapeland substance of-broadef
-learning contexts. What we have, then, in these games are the
interpersonal mechanisms by which ekpnessive mbdgls probided by the
_ﬁass media are woven into the fabric of class éocialization.

However, we do have recurrent television and film images that
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fuel different imaginative experiences for preschool children: The
Incredible Hulk, Batman and Rabin, Superman, Wonder Woman, Policemen,

Sharks, as well as the Star Trek and Star Wars crews: How are thege B

images selective transformed within peer-éroup play? TFirst, in
.'Workingnclass groups; any of these models of power may be employed
to build a dominant social relationship, in which a powerfui figure
terrorizes other children. These models can also compete fér a
‘dbminant poaition in play: the Hulk fights Superman. _Thus,-sharks
within working-class children's games alﬁays render entire groups
helpleSS, while even superheroes brutalize their victims and attaékf
one another aggfessively. The upper middle-class child uses these
imageé quite differently; While the Incredible Hulk can attack
groups of children, he is ultimately rejecﬁed and mocked-ﬁy knowing
children. Superheroes can Se cast in a competitive/aggressiﬁe_fole,
but they ﬂée their strength to conquer villains. Also, middle—clasé
children's play has moré’teams of superherces, who coordinate their
efforts iﬁ order to defeat the forces of evil, These teaﬁs can be

a mixed-sex pair (e.g., Superman and ﬁonder Wbman)..

We may again note the same tailoring processes in the treatment
of the popular duo; Batman and Robin; In Working—class children's
.play, the duo was differentiated.inrterms of status:-Batman ordered
Robin to perform tasks. Robin followed behind Batman, eﬁeﬁ in gaﬁes
where this hierérchical structure was not explicit. This relational
pattern, in a certain sense, is inherent in the television model.
.Bétman is the larger, more "paternal" of the two. It is predictable

that the preschooler would interpret the story as a father/son type..
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However, this does not oécur.in a communicational enviromment in which
.authoritarién rélafibnships themselves are absent, i;e., in middle-
class children's play. Here, Batman/Robin act as a self-sufficient
team, conquering dangers and foes. Batman is equally prone to dangér,
and may be assisted by Robin. Or, a new, more egalitarian pair may be
formed -— Superman and Batman, for example. In this ingtances, the
communicational system Wéeds out elements in the te}evision modelc
which are not congruent with its own patterns;

. This is éspecially noticeable in children{s treatment of the
shark in the film'géﬁi; In the film, the shark is indeed a mysterious
and terrorizing figure. Whereas the working-class children emphasize
these Qualities, and fiee from an allfpowerful sﬁark, the middle-class
children devise.re3cue operations to conquer it.. In these rescue games
“the fecus shifts from the shérk_to the coordination of players' efforts
" and the construction of weapons fo; the task. Again, what might.have
‘been an image which disturbed the youﬁg cﬁild is converted inte an
expression of his/her increasing sense of control and mastery over tﬁe
environment.

Legal authority figures, in bofh groups, are doﬁinant aﬁd
coercive,'acting violently. 1In both groups, police rescue vi&tims or
attack criminals; in the middle-class, police are assisted by groups -
of “coﬁcerned citizens”. The middle-class police roles are £illed
with détails of rational obligétions to the prisoner énd his/her
. wélfare, while they use more violence in order to oEtain these goals.,
Neither group utilized television and film models which

represent family life in their pléy. Considering the popularity of
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family programs (e.g., The Brady Bunch, Eight is Enough, Héppy Days),

this is surprising. Children delight in,disc#ssing stories erm these
shows and often refer to them in theif informal interactibns; Tt is
~ possible thaf these family programs are used in play which is too
similar to ordinary "housekeeping” games for me to have detected the
media influence, Or, the games based on family programs may be more
suited to the quieter atmosphere of play within the home; maybe.
siblings act out fictional equivalents of their own relationship in
play of this sort. However, my intuition, totally uﬁsupported by ény
data from this study, is that these fictioﬁal forms are less interestf-'
ing to the preschéoler because ﬁhe relationships represented within
them are generally available within the child's family. In'éther
words, chlldren have clear models at their disposal-by whlch to
generate represéntations of family process. Of course, children do
not utilize models derived from "real lifeﬁ in what is necessarily an
ﬁnitétive manner {cf. Garvey énd Bendt, 1975), but polarize roles
and exaggerate behavior. Nevertheless, the baseline or "normal’
family interaction is well understood by children. There may be no
need to draw upon televised veréioné of family life in order to play
sucéessfﬁlly. iOn‘the other hand, the média's more fantasy-based
models may chart future expectations for tﬁose roles which are not
present in the child's immediate social environment (é.g., work roles}.
Granting fhis, we may now examined the major cu:rentSﬂin- "
children's imaginativ§ play related to television and film in tgfms of
the access they offer to socizl mobility, At-the core of cognitive

and social flexibility is the capacity to incorporate multiple
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perspectives into the understanding of the social.enviromment, and the
ability to respond‘to novel situations with the same degfee of vari-
ability. Lacking such breadth of perspective, the individual's range
of élternatives_becomes severely limited aﬁd his/her behavior may be
restricted accordingly (Smilansky, 1968). Play behavior may be one
of the key.learning contexts in which these more complex repetoires of
responses to envirommental difficulties are mastered (cf. Aldis,_1975).
However, play does not supply innovative fesponses within and across
all social coﬁtexts. As Sutton-Smith (1979:316) points out, play
behaviﬁr has both integrative and innovative fﬁnctions in the process
of socialization: it may either alert children ﬁo their necessary:
roles, or may train them into innovative and variable béhavibr.

It should be clear that play can oniy encourage variability if
children perform and encounter a varieyt of different roles and
situations within play. Conversely, if role performmnace is itself

routine and repetitive, and the number of different social typeé
which are represented is limited, play may sérve to reinforcé a more
generaljadherence to established norms. thh.of what the working—.
class children's dominant/submissive games represent, at least when
viewed this way, is a highly restricted learning context in which
only one mode of response is permitted within the boﬁndaries'of
imaéinative experienﬁe. The very structure of the learning context
appears to preclude the formation and_expipratoin of more novel,
complex behavioral possibilities: the individual child becomes.
locked into the overriding group béhavior. -Thus, the same patterns

which prohibit the child from understanding fully the materials of
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television and film mainﬁains itself further in the interpersonal
procéssing of thesé materials in peer-group play. Because the

cauthoritarian relatioﬁships'depitted in ﬁelevision and £ilm have
salience in the working-class child's family and peer-group, they
are foregrounded in play. |

The more innovative and masterymoriented agpects of television
and film imagery are stressed and elaborated in a communicational
environmeﬁt which alrea&y contains egalitarién-SOCial felationships
and a purposive orientation. In this cpntext, role differentatidnﬁ
is encouraged as is the uée of new informatioﬁ for task-solving. The
child may assume a variety of unusual roles, and develop a gréater
variability of responses to distant possibilities through theﬁ. In
play, the childpbuilds television and film-related games by using
éocially shared concepts (e.g., protection of préperty). Planning
activity is a natural extension of the child's internalization of
thesé sorts of sdcial controls (cf. Hess and Shipman, 1965). Players
frame.activity in terms of goals and develop complex strategies for
dealing with iméginary pressures.

Tﬁus, it appears arguable that the 1essonéAof_ﬁe1evision and £ilm
are Interpreted and processed in ways that can be ascribed to class-
related socialization patterns. The middle—class cﬁild's sense of
mastery focuses increasingly not on power over other individuals, but
‘on control of technical and material aspects of the envifonment. This
relational patterns finds its most crystalline expreséiSn in games
utilizing the imagery of space invasion and conquest. On the other

hand,  the working-class orientation is on the control of social inter~
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action through coercive, exte:nél authority: this pattern sﬁins out
games of subﬁissidn and aggréséion. I have aruged.that these class
orienations are_deﬁermined-by produgtive relations and generate
patterns of response to the exercise of social authority which mirror
and hold together the inequities of the class stratification system.
In this sense, children's television and filﬁarelated.play creatés a
double-rehearshal for their future social performance: one, it
elaborates social relations which are_embedded-in work contexts, and
two, it justifies their position within the larger stratificatiqn
system. ‘Thus,'in working-class children’s play, we have the begiﬁ_
nings of the acceptance of external authority which is imposed from
above,.and in-the middle—class, the sense of well-earned rewards for

achievement éndumastery.

Implications for Media Research

Although there has been some évidence presénted here that
children's responses to television and film may be differentiated
accordiﬁg to class-related patterns, the study cannot be taken to
prove ﬁjat eQually heavy viewers of similar ﬁedia content would
produce similarly aifferentiated responses. For one thing, there
were no measures of media exposure, SO that the "direcﬁ" contribution
of ﬁelevision and film is impossible to gauge. Second, although
there ﬁeré thematic convergénces,.emphases_clearly varied. Working--
class children ?referred action and adventure programs, while middle-
class children preferred scientific and space stories. The working—
class éhildren's greater utilization of television conventions such

as slow motion and music suggests that they enjoy television's more
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sensational fare (cf. Greenberg and Domenick, 1968). Similarly,
middle-class conversations and play revealed an enthusiasm for edu-

cational television programming (e.g., Nova, Sesame Street). Again,

this provides no evidence for the position that heavy viewers of simi-
lar television content respond differently.

Having said.this, I would still argue that children's more
general experience with television and film shows how strongly class-
related fémily socialization-practices have infiuenced their social
learning from the media. In fact, what I suggest is that parental

lconcern with and involvement in children's media behavior is part of

a broader social orientation, which itself 45 linked to class position
__(cf. Megsaris, 1981). The impiications of this view are that parental
control of viewing, salection.of content, és well as family processes
thﬁt are boﬁh televisidn-related and independent of the media, can oniy.
be teased out of the total "effects" process analytically. Theoretic-
ally, these are interrelated p:ocesses-which produce distinctive modes
of response to media content. Of course, I am assuming thesé.inter—
relationships here and they must be fully.demonstréted elsewhere. In
further research, causal models should be utilized in order to make
the various linkds in the process clear. Thus, we would require dafa
on parents' specifical occupations, values related to work, attitudes
reléted,to-childfearing, parental control of behavior related to
television, as well as a variety of media-related family interactions.
ihese data would allow a more precise and systemétic invegtigation of
children's responses to television and_film content in a variety of

interactional contexts -- storytelling, play, classroom interactions,
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and so forth.

In this way,'we'would be able te identify what specific family
mechanisms may account for the patterns observed in television and film
related play. Of course, some 1§ssohs may not be verbally transmitted
and therefore difficult to examine .- For example, Schmidt and Hore
(1971) found that mothers of higher socioeconomic status spent more
time looking at their children during sﬁorytelling with the resulf
that children's responses were more intensively moniﬁored and recipro-
cated, These more delicate interaetional patterns are also relevant
and may require extended research in families.

Furtﬁer, léngitudinal studies are generélly absent in research
dealing with children and television.. Even if we are able to
establish cléa;rdiffefences between gfoups of children, we have.no.
.idea how these differeﬁces change over time. How wéll do preschool
children's responses predict subsequent media-related behavior, or,
‘adult mobility orientation? A léngitudinal study, for example, Woﬁld
allow us to assess the effect oﬁ parents' mobility expectations on -
.éhildrep;s media behavior, as well as.their future behavior (cf. Elder,
1973). Also, varying placements in educational contexts might well
affect children‘é responses t; television and £film. A variety of
other social facfors, such as ?eer-group cﬁheéiveness, should make
a difference as well (cf. Riley and Riley, 1949},

Finally, the study points to a potential difference in the
sociallzation experience of middle-class girls and:boys. Consistent
with other studies (e.g., Tuma and Livsbn, 1960), the association

-between higher class position and independence holds for boys only.
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Given the already iarge, and grbwing body of media researc‘h whicﬁ '
demonstrates sex differences. in girls’ respdnses to aggressive tele-
vision and film models (e.g., Maccoby and .Wilson; 1957}, déta aré_

needed in order to explain these variations.
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APPENDIX A
LIST OF CHILDREN'S TELEVISION AND FILM-RELATED GAMES

WORKING~CLASS GAMES

Description of Ganme ; . Game Type i

1. Mickey Mouse orders others around .’ 1
2, Wicked Witch scares Toto 1
3. Wicked Witch chases group 1
4, Group caught by the Fog -
5. Wicked'Witch eHases children. i . 1
"6, Hulk chases and frightens children 1
7. Wicked Witch chases girl 1
8. Superman rescues boy from sprlnkler, they hide 2
9.  Batman orders Robin around 1
10. Clowns collect stones, fight, turn into superheroes 3
11, Batman and Superman fight 3
12, Wonder Woman rescues children, flghts Superman 2
13. Darth Vadar chases boy 7 1
14. Superheroces carry out mission to get blanket; steal
it from girl 3
15. Wicked Witch chases girl and scares group 1
16. Superheroces chase girl 1
17. Superheroes mock fight 3
18. Monster scares group 1
19. Superheroes sneak and steal toys 3
20. Police capture girl 1
21. Shark pushes group 1
22, Monster/Hulk chases group 1
23, Supergirl fights Batman & Robin 3
24, Batman & Robin fight, capture monster 3
25. - Batman chases girls 1
26. Superman and Chocolateman take a trlp 4
27. Batman intervenes in a car flght
28, Police jail me 1
29, . Superheroes mock fight : 3
30, Batman & Robin ride in Batmobile with walk1e~talk1e,
' and hit children who try to enter 3
31, Spaceship game . 4
32. . Sharks crash objects in water 1
" 33, Boy asks Batman's assistance 2
34, Star Wars Duel 3
35, Monster/Hulk chases group 1
36, Hulk attacks me 1
37. Superman climbs pole and chases boy 1
38. Jail Game 1
39, Spiderman chases group 1
40, Car chase/fight 3
41, Superfly and Spiderman compete 3



Working-Class Games. (continued)

Description of Game

42,
43.
bb.
45,
46,
47.
48.
49,
50.
51.
52.
533,

54.
55,
56.
57.
58.
59.
60.
61.
62,

63.
64.
65.
66.

Superherc chases group

Police jail me

Superman and Batman pursue thief
Superherces look for villains and rescue each other
Hulk and Superman fight (mock)

Superman fights others and knocks down blocks
Batman & Robin pursue foe in Batmobile; foe uses
cannot to fire back at them

Batman chases boy

Wicked Witch chases and captures glrl

Superman kills boy

Supermen go flying to Sesame ‘Street

Batman and Robin plot against Joker, then Batman
scares and chases girl

Batman & Robin chase and hit children .

Enemy chases and fights with Batman and Robln
Superheroes mock fight

Hulk scares me and chdses boy

Robin attacks Hulk and calls for Batman

Batman and Hulk fight '

Batman chases Disco girls

Batman and Robin steal towels and kick boy .
Batman and Robin spot danger and get weapons :
Superman and the Hulk fight ' '
Batman and Robin escape from the Shark

Girl and Superman fight over towel

Football Huddle: boy excluded/pushed

‘MIDDLE~CLASS GAMES -

Description of Game

School 1 (Santa Barbara)

L

O~V W
.

9.

Invasion of haunted castle; war between the enemies
Blastoff to Moon _

Wonder Woman rescues children and takes prisomeér
Fight between Ben Knobi and Darth Vadar

Invasion by Sundar the Barbarian

Jail Game with Superman helping

Superheroes go. to the hideout to acquire powers
Wonder Woman and Superman defeat Wicked Witch

War between Luke Skywalker and enemies

10. Mock fight between Wonder Woman and Superman (kiss)

i1.
12,

Earthquake Game: children balance on blocks!
Spiderman and Superman called in to rescue
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' Middle-Class Games:(continued)

Description of Game '. o - Game Type #

13. Blastoff to Moon ‘ B 4

14. Superman and "Star Trek" go on underground missiom,
and call for Spiderman’s help

15, Hulk attacks boy

16. Hulk frightens girls

17. Blastoff to Moon

18.. Girls prepare poison for the Wicked Witch

19, Star Wars boy takes prisoner

20. Robbers scare girls out of playhouse

21. Blastoff to Moon

22, Preparation for War: Space Invasion

23. Police rescue helicopters in snow

24, Wonder Woman resuces victim

25, Boys trap hot lava creatures

26. Escape Mission in rocketship

27. Superheroines hide and are attacked by Batman

28, Superherocines avoid murder, follow the leader

29, Helicopter rescue mission from Abominable Snowman

30, Hulk threatens group and kills victim

31, Aliens protect rocketship :

" 32. Supergirl rescues victims from fire

33. Boys dig for hot lava creatures

34. Girls prepare poison for the Wicked Witch

O N O N el T N N R e e L

School 2 (Philadelphia)

'35, Children escape from the Martian’

36. Rocketship journey; construction of ship

37. Construction of fortress/hiding

38, Defense against invading aliens

39. Attack with lasers

40, Kung Fu fight

41, Batman saves Robin from danger .zone

42, Gunfight; boy dies and others fight

43, Batman and Robin wounded in earthquake

44,  Rescue Operation

45, Batcave construction -

46, Robin rescues Batman; they hide and kill monsters w1th
freezing poison

47, Darth Vadar attacks; chlldren escape

48, Robin tries to rescue Batman, who dies

49, War game with underwater submarine

50. Deputy helps wounded victim

-51. . Space Invasion with robots

52. Batman subdues wild dog for group

53, Rocket Invasion .

N N N N Y

PRI N FU R MU SO N
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Middle Class Games'(continued)

Description of Game _ _ ' Game Type f
54. Emergency Helicopter Operatlon 4
55. Preparation for War 4
56, Spidergirl shoots at Underwater people who

turn into robots , 3
57. Enemy rock attacks; children build spaceship station 4
58.  Batgirl hits teachers and has fight with boy 3
59. Boys shoot . at each other with lasers 3.
60. Construction of weapons for Mr. Spock 4
61. Capture of teacher 1
62. Gunfight 3
63. Spacement shoot at the enemy 3
64, Operation to capture shark 4
65. Operation to capture shark 4
66. Monster/Hulk chases group 1
67. Bad guy "dinoman"/dinosaur shoot out 3
68. Cookie-Monster attacks teacher 1
69.  Gunman shotts dragon 3
70.. R2-D2 crashes into planes 3
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APPENDIX B

SAMPLES OF THE GAMES

WC= working-class
MC= middle-class

1]

I. Dominant/Submissive

Children have agreed to play "Wizard of O0z" and have assigned role --
the witch, Toto, Dorothy. Once the game starts, one girl announces
herself as the Witch and grimaces, holds her hands out in front of her
and chases the group. The children scream, "Run, run, the Witch!"
They run in a cirele around the playground screaming, then disperse.
(W)

A handicapped boy pretends that he is the Hulk and tries to catch
three girls, who climb up on the monkey bars to avoid him. One girl
scream, "Michael, get me. You can't get me!" Michael replies, "I'm
the Hulk. I'll scare you down." He stands beheath the bars and
grimaces at the girls, who climb down and run, screaming, "My
goodness!”" Michael screams, forms his hands like claws and hisses.
The girls scream, ""Monster, get me!”" Michael says in a high-pitched
voice, "Come into my arms and I'1l close the door.' Girl, standing
near him, says, "No way! I won't let you." Michael shouts, "I'm in
charge of all the girls!" Girl, "Well, I'm in charge of all the
boys!"™ The girls whisper to one another and run away glggllng and
screaming. (MC) o ’

Several girls stand near the sandbox. One says, "Pretend I'm

Dorthy, 0.K.?" The three girls then march, with their arms around ome
another, towards a cement wall on the other side of the playground.
They put a fourth girl in an imaginary cage, pinned down to the wall,
and ‘yvell at her, jumping in front of her. She screams. They all

run away. (WC) -

A girl stands at a toy wheel., She makes a monster face, grimacing and
making noises, while she turns the wheel. A second girl beings to
cry at the monster noises. The monster girl calls herself '"The
Spider", twists her body, contorts her face, and all the children who
had been standing around her run away and scream. She then pretends
that she is sleeping. ‘A boy touches her lightly to test her and she’
turns into a monster again, screaming and stretching her arms out.
The children run away, cowering. She feigns sleep again for a few
seconds, until another child touches her, and then turns back into a

. monster. A boy screams, "Snakeman!" All of the children run out of
the room, screaming. (WC)

A girl calling herself The Wicked Witeh chaseS'tﬁe group until they
‘reach one side of the playground. When they reach the wall, a boy
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calls himself "the lion" and chases them to the other side. Children
scream loudly as they are chased and run into the teachers' laps. (We)

Four girls are on the monkey bars. One girl says, "I'm Batgirl. Wanna
be Supergirl? She can fly!" The other girl replies, "I'll be Batgirl.
We'll be sisters.” A third girl says, "It's my turn to talk. What

if a real Superman comes and he flies with me?" Another says, "What

if a real Batman comes and he takes me?" A boy approaches the bars
holding a toy pistol. The girls tell him to go away but he sprays
water at them. One girl screams, "Oh no! Here he comes!" The girls

" giggle, scream and run off. (MC)

Two boys are sitting of the playroom floor. One, who has been

playing alone and smashing toys, takes a chicken dolls and says, "I'm
Might Mouse., Watch him!" He pushes a truck, smashes it. The other
boy says, "Run me over." The boy refuses, "No, I'm Mighty Mouse." The
boy asks him again and is refused. A girl joins them. The original
boy says to boy, "You're th drivers." . He points to a toy bus and

says, "I'm Mighty Mouse."” He hits the schoolhouse toy and makes faces
at them. They run away. (WC) _ B

Two boys sit on the monkey bars. One says, "I'm Darth Vadar, I'm.
Star Wars." He chases the other boy around the bars several times.
They then sit on the bars and make space noises at me and shout,
"We are Star Wars.' (WC)

One boy attacks another as the Hulk. Four other boys then hide

under a blanket and whisper, '"What would happen if we died?" The
teacher comes in to check with the first boy (who has complained}, but
leaves quickly. The group giggles while the Hulk screams at them.
They hide their heads under the blankets and the Hulk steps on them.
They giggle and remain hidden. Girls, watching, run to teachers. The
monster/hulk boy continues to stand outside. The group screams,
"This is like a haunted castle." They tell the boy not to hurt them,
"You made my head squooshed. You're fired." Monster says, '"Well,
you're fired.'" The entire group yells and screams, jumping up and
down. The teacher comes in and stops the game. (MC)

The Hulk chases three boys across the yard. They return. The boys
come over to me and say that they are all hulks. They scream at me,
"You're supposed to go away. I'm the Hulk!" One looks at me and
giggles, I'm gonna hit the Hulk." He swings his towel at him. The
Hulk roars and chases him across the playground, as he screams. (WC)

II. Protective/Dependent

Two boys stand on a ledge on the side of a sprinker, which the other
children pretend is dangerous. As the water comes in their direction,
one plays at rescuing the other, holding his hands and placing him
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further away from the sprinker. He tells him, "You stay here. I got-
Superman glasses."” The other boy repeats, "He's Superman 'cause he
gat Superman glasses.'" The rescuer attaches a towel to himself as a
cape, and leads the other along the ledge. They sing adventure music
and climb along the ledge. (WC)

A girls climbs on top of the slide and announces, "I am Wonder Woman."

A boy says, "She's a bad Wonder Woman. I'm a bad Superman.” They

fight, using their feet and sing, Another boy climbs to the top of
the slide and begins to throw stones at children. Wonder Woman, who

has been sliding down, says, ''Oh no! Wonder Woman is here!" She

swings her hlpS at the boy, who stops throwing stones. A teacher
intervenes. (WC)

Supergirls are standing near the playhouse. A new girl comes over and
they ask her, "What kind of superheroc do you want to be.”" She

says, "I'm the leader of the whole group. C'mon, there's a murder,
Everyone is in trouble. C'mon." The girls run around the yard, in
back of the playhouse, giggling. They go into the bottom part of the
house quietly and whisper, fellowing the leader. She goes to the

top saying, "I'm not gonna get killed up here. I'm alright. I'll
look out." She stands alone on the top while the others giggle and
whipser, c1rc11ng the house (MC).

Four boys play Spiderman and Superman. They run over to the play-
house, climb up the ladder, and slide down, go to the back of the
house, and run through an ‘"obstacle course" (which the staff has set
up). One boy touches another, who falls dead. The "dead" boy runs
and calls for Spiderman, ”Help' Spiderman, I fell down and got hurt.

_ Somebody help me. Rescue! Rescue!" Spiderman rescues him, and
they all go to place spaceship. (MC) '

Three girls play in the sand area. They cry "trouble" because there
is a witch. They call Wonder Woman and Superman for help, "Hurry!
Kill the witch, Wonder Woman, kill the witch!" Wonder Woman and
Superman say, ''Let's go to the hideout. I know where the hideout is.”
They run over to the plavhouse, and then to the sand area. 'We have
‘to go to the hideout and get more powers."” The teachers brings out

a block and the child climb on it, "The Witch is here. No!" Wonder
Woman says, 'Come with me Superman, I'll save you," They run back to
the house, climb the ladder and then get distracted. (MC)

III. Competitive/Aggressive -

Four boys mock fight, using sound effects and h1tt1ng one another in
stylized fashion. They cry, "Batman! Batman!" One boy is thrown.
down and the two others (Batman & Robin) rum away. A teacher

comes over and hugs the fallen boy. (WC)
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In sandbox area, two boys face each other. One sings. The other says,
"I'm Batman. I'm ready for you." Meanwhile, a girl grabs a towel from
Batman who starts singing the Batman theme, He takes the tower from
the girl, and hits her. She goes away. The boys lie down. (WC)

Three boys mock fight. One says, "I'm Batman." The- fight and chase
one another. One boy runs and grabs my leg and the others circle

me saying, "I'm Batman.!" They run across the field, sit down and
pretend that they have walkie-talkies, running arcund with the walkile-
talkies., Finally, they sit and say, "This is a Batmobile." One boy
tries to come them; they hit him and say, "Not for you. The '
Batmobile!" They run more and sit, "This is a Batmobile. This is
my Batmobile." A teacher comes over and tells them that it is
lunchtime. Batman tells Robin, "C'mon Robin." Robin replies, "What
Batman?" Batman says, "It's time for lunch." They sneak across the
playground and then return for lunch. (WC)

Two boys and a girl sit with dinosaur toys. They fly them through
the air. One boy flings clay at the other, "I'm Dinoman. I'm a

bad guy." The girl forms her fingers into a fun and "shoots" him.
The boy says, 'Pretend we're all bad guys and we're all fighting."
They bump dinosaurs into one another, "We have to kill the clay
when it comes at you." One boy flings more clay at them, "0.K. Take -
this!" Teacher comes over and asks them to clean up. (MC)

Boys with cape and girl with cape have mock fight, dancing as they

- fight. Girl says, "You can't kiss me, I'm not Wonder Woman. I'm
Diana." They dance around and she says, "When I stop being Wonder
Woman, then I'm Diana." He tries to kiss her and she says, '"You're
being silly!" They mock fight agaln and she runs to the playhouse to
join another game. (MC) :

Boys sit on playroom floor,.with Star Wars Battleship. They set up

teams, asking, "Where's Yoda?'" '"Where are the forts?" '"Who can be
Yoda?" One boy says, "Let's have a fight." They discuss roles: '
"Luke Skywalker's a good buy. You're not on my team." "I'm on

everybody's team.” '"No, bad guys don't belong in there. This is a

good guy, it doesn't shoot." The same boys tries to fly the ship but
is stopped by a a boy who puts the Luke doll inside it. They talk
about Yoda ("a good guy) and Dart Vadar ("a bad guy 'cause he fights
with Luke"). They then crash planes into each other. (MC).

Boy pretends that he is Robin and asks me to watch him climb the

pole of the swings, as he makes mus-c. He "flies" to the ledge

and waves his cape. He challenges another boy. They fight and kick
‘one another as they sing the Batman theme. Robin then steals a girl's
towel and flies away (WC)
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Boy comes over to me as Superman. Another boy comes over as- the
hulk ("I am the Incredible Hulk!"). He attacks Superman and they
punch one another. The Superman boy is hurt.and cries, "You hurted
me!" The Hulk comes over to me and says, 'Do you want me to choke -
you? " I ask, "Who chokes people?" He says, '"The Incredible Hulk."
He widens his eyes and pretends to choke himself.

A boy as Robin attacks a boy, who is pretending to be the Hulk.
They fight and Robin calls for Batman. He makes music and says,

"I got Batman on the signal." He runs to Batman., Robin comes back
and takes the Hulk as a prisoner over to Batman. He then goes over
to the ledge and screams at a younger boy. The Hulk escapes and
becomes Superman. (WC) :

Boys stand with sticks and make odd noises. Two boys take sticks

and duel, then run through the "obstacle course" (that the teacher has
made) with their swords, They say, "We're playing Empire Strikes
Back. I'm Ben Knobi." The other boy says that Ben Knobi didn't have
a gword, to which the first replies, "Yeah, he left it at his house!"
The teacher interrupts the game., The boys then go and get smaller
twigs to continue fighting, "Hey, Darth Vadar, hey, you're on L my
_side. They unite and go into the playhouse. (MC)

Iv. rEgalitariah/Cooperative

Two boys stand near monkey bars. One says, "Let's play Empire
Strikes Back!" The other says no but climbs bars and says, "Did you
see Aristocrats? It was good, right?" The other boys says, '"No
one’s coming up here." A teacher brings the boys boards and they set
them upon the bars. Boy: "We're adding to our ships. No, we have
other sghipt."” They assign boards as beds on the ship. One says, "I
wanna blastoff." He runs around the bars and says, "It's our ship,
our ship!"” The other boy shouts, "Blastoff! Spaceship! Stay on this
ship. Me and Scott will blastoff." Boy takes a tire and says, "This
leads to our shipt. This is our ship and because it's our's, it's
blasting off." They spot other children coming and they put a
blanket over the top, "Oh, Earth people arecoming.” The other boy
shouts, "This is ours. We don't want them on our ship." . They

huddle under the blanket, "We're space people. This is ours. We :
won't let Earth people in-." Teacher intervenes and explains to the
boys that they should share. . The game ends. (MC)

Two girls fill sea shells with sand, "We'll make something for the
Wicked Witch to drink." They pile sand into spoons, and say that it's
poison for the Witch. They contiue this until ome girl leaves. (MC) -

-8ix children huddle under the tent over the‘maney_bars and pretend
that they are in a spaceship. One boy says, "C'mon, Wonder Woman,
let's go out." She says, "I can fly out" and slides down the bars.
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says, ""This rocket is launching,"in a deep voice. The children.
giggle, "You're funny." '"We're flying up." The teacher calls them
in for lunch. "Everybody, let's get down.” "It's take-off time."
The children pretend that they have landed and go off to eat. (MC)

Three boys play in the same with pails of water, pouring water to

form puddles for "water traps." Boy:"It's hard work making the

water traps for the creatures!" The boys take water out of certain
puddles to add to others, "My water's going away.”" Boy:"We gotta make
a real water trape. There are hot lava creatures in there, they are
red, and the water kills hot lava creatures. You have to glué them

up and bound them, you have to twist them all up."” The other boy
nodes, "The water melts them. I'm trapping the hot lava creatures."
Boy:"The sand has little guns in it and it shoot the hot lava creatures
and in the sand, there's lava!"™ A third boy wants to play and he is
told that "we're making water traps.'" He helps them to cover up holes,
Boy: "Now my water can't get out., The hot lava creatures come up

~ every minute. Gotta keep the water down.'" (MC)

Two boys sit on the floor and make guns. One stands up and says,
"I'm in a fighter ship." The other says that he needs more parts.
The flrst goes to find another gun and asks him to "watch my fighter
ship." A girl cries, "Oh people from outer space!”™ The boys bring
back a board saying, "This is to fix the rocket, - You keep this, o.k.?
Put this on front." They discuss how to make the rocket and then say
"someone dropped a bomb on top of my rocket.' They boys brings

over a toy ladder, "This is your think to climb up and down." The
boys look for the r2-d2 toy but can't find it. 'Well, pretend that
you can fly." The boy answers, "I can't." The other boy tell him
"to "pretend", and shows him how to "fly". They then discuss how
their rocket can protect them against the bombs.( MC)

Two girls and a boy are one the monkey bars and climbing. One says,

- "I'11 turn into Wonder Woman.'" They run into the plavhouse.. The

boy, while running, spinms around and cries, “Superman!”™ The girls
run into the house and say it's a hideout. The boy says, "Here's a
hidedut, Wonder Woman. We gotta get out of here." He then says that-
he's Batman." The children climb up and declare, "This 1s only for
people like Superman, Wonder Woman, and Batman." "I gotta get more
powers" "I gotta get more machines.” They run off to a metal tub,
which they label a Batmobile. they climb on the tube and say, "I

got millions of powers.”" The boy calls to the girl, "I got more

" powers then you." The boy falls and the girl ' climbs in the tube.
They then say, "Let's go to our hideout." '"Gotta get to our hideout
soon.”" The girl combs the bars very quickly, "I gotta'do this quickly.
I gotta get millions of powers so I won'r run out." They slide down
the bars. The girls say, "You can be Superman too if you want. I
"can't be Wonder Woman till I grow up.
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Boys put on capes as Batman & Robinm. They ¢limb onto the ledge and
wave their arms, then jump off. One says, "Oh no, a shark's in here,
There's a monster riding the sea!" They leap across the sand_area_
saying, "Let's go to the Batman and Robin castle.” The other boy says
"Na! Our boss isn't there. He's at the airport. We'll fly there."
They'circle the sand area waving their arms. 'We'll go on an air-
plane.'" Then they pretend to drive a Batmobile. ‘They ¢limb the

pole of the swings and fly around the yvard. (WC)

Boys Qn;blccks-pretend to use radio to sight the Shark. One boy
announces, "You better hurry." The second falls into the "water™
(floor area) and screams. The first takes the-board to "cut" the _
boat in two, while the other cires, "Don't. That's our diving board."”
The boy pretends to hammer the boat together with blocks, and then
both boys pretend to write messages to send ashore. '"We better
hurry.'" "Fire!" They both jump off the blocks, "the boat's on
fire." “How?" "All the controls blew.” They crawl on the floor,
whispering "Look out for the shark.” One boy (who has not been
playing) is sitting on the boxes and they tell him, "You're on fire."
They ctawl under a table which they call a "water tunnel.” One boy
" asks, "Is that our submarine." The other answers, "No, it's our
tunnel'™. The play period ends. (MC) :

Boys build with blocks on the playrcom florr. One says, "This is an
emergency helicopter. It helps people, If there is a fire or a shark.
It lifts the people and takes them to a doctor. The boys continue to

-~ build then go over to a "landing pad." They take a glass box, "This

' is .where people live.. I'm playing Emergency Helicopter." They fly
‘the planes around the room, "My helicopter can go around and arcund,"
They swooep down on floor and pretend to pick up dolls. They then go
back to playing with blocks. (MC) '

Two boys pretend that they are Superman & Batman and stand with arms

. crassed, in front of sandbox. - "Pretend that .there are bad guys in.
the sandbox. We better go and find them." They point to the window of.
the school, saying, "There's their trap.' They discuss throwing
stones at the trap. '"Let's pretend like we fly." They climb the pole
of tlie swings and sing. One throws a boy down, "I go get him." They
slide down,the pole and sing. One says to the other, "I go down and
save you." They climb up and down the pole sing, and finally put

_ the<toy on top of the pole. (WC) S
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