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ABSTRACT
The purpose of this study was 1o investigate the relationship between play and

Cullwse i & rursl Kenyan community. The community represents two vastly
e cutures. One is a more modemn and technologically advanced culture,
and the athe- 4 a more traditional farming culture. Ethnographic methodology
WS uSes % wwestigate children's play behavior in two school playground
ﬂmral included: observation, participation, informal interviews,
arul irdnnges. A componential analysis of the resulting data revealed several
typos of games and non-game activities. These included games of ski, games
of swategy. singing games, games of chase, make-believe play, and imitation of
domestic, lechnical, and athletic skills. Activities invoiving large play equipment
and other play materials were aiso evident. Resulting data were also analyzed
according to gender, sociosconomic, cultural, and developmental factors. The
implications of these findings for future research and for education in developing
countries are also considered.
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CHAPTER 1
INTRODUCTION

The Research Question and its Significance

My research interests were initially kindled by the film “Salaam Bombay",
which | saw a number of years ago. The movie depicts the lives of street
children, who must engage in a daily struggle for survival. What struck me about
the film was that, amidst the chaos of street crime, drug dealers, and prostitutes,
children still played. Prior to seeing this movie, | had paid littie attention to
children's play other than as a supervisor on school playgrounds. My knowledge
of chiidren's games included only those of my own chiidhood and those that | had
taught as a physical education teacher. | had also occasionally observed
chiidren “playing house® or *school®, or imitating something they had seen on
television or read in a book.

| assumed that chiidren's play was h;?dy an innocent endeavor and that
their play ponntg:d only positive aspects of their lives. | also assumed from my
own chiidhood that

lndoxpoﬂoneoaummwoﬂd«ammnmmdﬁommlﬂy. | lsamed,
street children of Bombay “played house®, their
version of this was much different than my own. For these children, “playing
houu'hvo!vodmmluda'pfomwwl'm'hﬂuddlhoud
‘mother” and “children®. | found myself fascinated by the ways in which culture
mmm‘cphywmm%fofmmmm
childhood games and observing children's play & newfound perspective.

lbogontohnmmmyﬂhhoMmlMunonM‘sﬂoy ,
wbunammommlmmwwum.mmmmymm
grew. | became fascinated by the relationship between play and culture, and
m-mammwmmmmm:{mm.l
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opportunities for using his hands; crayons and paper are unheard of in the
peasant's home.

While reading this lterature, | began to consider the issue of cultural bias on
the part of researchers and found myself questioning the validity of such
conclusions. | wanted to investigate play and culture and to aliow them to be
reveaied in a way that was as free as possible from the distorting effects of
cultural bias. An investigation of children's play in rural Kenya, using participant
observation, therefore seemed to be a valuable undertaking. In the present
study, | endeavor to answer the research question: *How are cultural elements
reflected in the play behavior of rural Kenyan children?®

R is important to consider a number of delimitations in the present study.
First, the study focuses specifically on the activities of children as they define
them. Thal is, activities involving the assistance or leadership of adults are not
included because it is feit that thess activities would not accurately represent the
activities of chiidren as they themseives define them.,

mmwmmmmhmmmrm
classes and it is not intended 1o include oider grade groups. Additionally, only
the activities of rural children are recorded in this study and therefore the
activities of urban chiidren are necessarily exciuded,

Third, because the purpose of this study has been primarily to determin
how cultural slements are reflected in chiidren's play, devslopmental aspects of
children's play are mentioned only briefly (see *Developmental Stages" in
Chapter Five).

Fourth, because only those tribal groups were observed that lived in the
indicative of chiidren's play in other parts of Kenya. Similarly, the study includes
QMM'sunynmhmmgﬂhm

meant 10 be exhaustive. mmmnmmmm
the second school term. The record of activities is therefore merely a “siice” of a

mm:mwuh:whmmﬁ:mb

+ the description of children's play activties in the present study s not
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have attempted to minimize such influences through a rigorous process of sel-
refiection and a continuous monitoring of my fieid notes. As well, in order to
inform the resder of my perspective, | have provided a description of the
background that | bring to the research situation and | have presented the data
description and the data analysis separately. It should be emphasized, however,
that the effects of one’s own sqnurnl;?orm;ggnnm be entirely suspended
during the research process. As Kelly-Byrne (1989) points out, as teachers,
researchers, and members of other communities, we can never act as neutra!
b:hql when we interact with children. Rather, we act as informed professionals
who “run the risk that our biases, needs, and vuinerabilities will blind us or color
our vision® (Kelly-Byme, 1989, p. 30).

R is aiso possible that participants’ behavior may have been influenced by
My presence and appearance. Specifically, it is possible that children may aker
their activities in the presence of someone unfamiliar, Bym?rm
iollowing entree-gaining techniques, and being aware of my physical appearance
and behavior (e.9., manner of dress, speech, eye contact, etc.), however, the
possibility of this influence oocurring has been minimized. it should aiso be noted
that the presence of an interpreter/informant (i.e., one of the teachers) may have
affected children's natural behavior,
The organization of the research study is as follows:
_Chepter 1: introduction. An introduction (o the research question and is
BQNIMCAnce are provided in this chapter. Delimitations and limitations of the
study are also presented.

Chapter 2: Review of the Literature. in order to provide a context for

Cutural erature on chren's play s reviewed. This NoLidbs fve ma

Chapter 3:
assumptions motone o

ethods. In this chapler, & conceptuaiization of the underlying
shnography s presenied witin a framework of four d




portraits of the participants are then described. Finally, the researcher's
background is outlined in order to make my preconceptions explicit to the reader.

Chapter 4: Data Description. This chapter provides a description of the
play activities observed. The activities are initially categorized according to
whether they involve formal, informal, or tacit rules. Further classification is
based on the unique characteristics of each ac'ivity (.9., singing, make-believe).

Chapter 8: Deta Analysis and Discussion. In this chapter, the data are
analyzed according to gender, socioeconomic, cultural, and developmental
factors. The study's main research findings are aiso discussed.

Chapter 6: Conclusion. This chapter addresses the study's new research
findings as well as the implications of the research results for education in
deveioping countries. Future research directions are also considered.



CHAPTER 2
REVIEW OF THE LITERATURE

Play and Culture: Theoretical Perspectives

Although play (including gcmu. sports, and aesthetic activities) has been
described by anthropologists, it has not commonly been an important subject of
anth | study (Norbeck, 1978). Perhaps one notable exception is
Margaret who.formanymn.hndmhmuhmmmuoplcdmy.
Generally, interest in uudy? human play has been more recent and, to date,
has included a wide range of topics such as the biological ificance of
human piay, the relationship between play and psychopa '
in the stages of rites of passage, ritual humor, play as inverted
play of children (Norbeck, 1975).

More recently, anthropologists have encouraged the study of play as a
topic that is not only important but necessary (e.g., Ager, 1975; Norbeck, 1975;
Schwartzman, 1975). In particular, lorbeck (1978, p. 3) argues that “play is a
conspicuously striking and universal kind of human behavior that is genetically
based and culturally modified®. Moreover, he emphasizes that i anthropology’s
MMlotoahmmmdhmwmeydﬂo.m
the study of play is crucial.

The body of theoretical approaches 1o the study of piay, however, has

mmmlybomdaumodumm( x.1:’75). In fact,
many contem theories are an attempt (o transpose
phooyomoumwmsdmodyn from other areas of study. m

examples inciude attempts to psychoanaiytic, hbmatlon-mu:m.
cognitive, role-, or leaming tho:gcy to play (Momodoux. 1978). riably, in

such cases only those aspects of play that fit the preconceived theory are
congidered.

Piaget's developmental orientation is an example of the limitations of such
an approach (Mouledoux, 1975). More specifically, in his structuralist
approach, which emphasizes the universals in play forms, he has been
criticized within the anthropological ierature for ignoring veristions in
content and meaning of play activities and for not addressing the possible
mb:omm“wummh:‘m)° toad
Mouledoux a Piaget's specisiized emphasis generally
naudmmmummmdm.

Calliois (1961) srgues that Plaget's theory doss not encompass games of
European ongage in during recreation periods. R would seem,
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Huizinga (1950), however, provides a potentially valuable and interesting
perspective in the anthropoiogical study of play. His goal was to asoertain how
far cuture itself represents the character of piay. He carefully described his
work as conceming the play forms of culture rather than the play forms i
culiure, which suggests that he acknowiedged that plc'yluﬂhieblafmny
activities known by other names (Norbeck, 1975). Huizinga examined ritual,
law, war, politics, knowledge, imagery, philosophy, and various fieids of
aesthetics, and conciuded that “the spirit of playful competition is, as a social
impuise, oider than culture kself and pervades all life like a cultural ferment®
(1950, p. 196). In short, he argued that play is the embodiment of civilization as
it arises and unfoids (Hulzinga, 1950).

Both Huizinga and Caliois support the view that a general relationship
xists between ,yiﬂé:mmalaugreunum forms. Cailiois (1061)
specificalty emphasized that what children express in play is the same as what
is axpressed in culture. Similarly, Slaughter and Dombrowski (1980, p. 304)
contend that °. . . one impiied goal of studying chiidren's play can be the
defining of culture, that is, the definktion of the culture comes out of the study, as
part of our understanding of the play isell. Mouledoux (1978) cautions,
however, that to acknowledge the exisience of shared elements between play
" Utural or symbolic forms is not to imply that they are the same or

cultural o symbolic forms are a matter of exploration for the researcher and
before research begins (Mouledoux, 1978).
Cailiois (1961, p. ) has also argued that *in effect, play is sssentially a
Mrate uzﬂwymmnmﬂ . '

of We, and generally, is

'9aged in with preciee limits of

oy preiigt
Pchuing Cormveraaiion &g Oiher ScHvies of hebk. ot Lords,
B work (i.e., non-play), and conseque m



The Distinguishing Characteristics of Play

In many of the existing formulations of play, the following attributes are
commonly ascribed to play: 1) it is an end in keelf; 2) i is played within the limits
of time and space; 3) it lacks precise organization; 4) & is characterized by an
absence of confiict; 5) it has freely acoepted but com binding rules; and
6) i is a voluntary activity ( , 1989; Cailiois, 1961; Huizinga, 1950; Piaget,
1962, cited in Denzin, 1975). Stone (1969), however, seems to present the
most comprehensive formulation of the distinguishing characteristics of play.
The first characteristic, which he considers to be the most fundamental, is that
play activities provide goods intemnal to those activities. Here, Stone has
borrowed the term “internal goods® from Macintyre (1981, cited in Sione, 1969),

cannot be achieved through other activities. For instance, the goods intema! 10
chess might inciude acquiring a particular kind of analytic skill, strategic
imagination, and competitiveness. Mac} contends that internal goods can
onm completely understood by those have participated in such an
activity.

The second characteristic of play is that it actively engages the worid. Play
is an activity that cannot be equated with just form of leisure; i is one type of
amusement and joy among many. Stone (1989) maintaing that play is a pursuit
that invoives effort, exertion, self-restraint, and the ability 1o delay gratification.

i
;
:
3
;
i
g
:
1
3
:



Play “aliows one to transcend the self, to be utterly serious over, and
preoccupied with, something other than one's immediate and private interests*
(Stone, 1989, p. 68). In this way, play is sublime -- its sixth characteristic.
Gadamer ts that in piay one becomes “buoyant in the activit ;.Qlu%:.up
in the “to- ro, back-and-forth movement® of the activity (Stone, 1969). The
rules of piay seem to capture the players in a sense of liberation and unity of
mind. Calllois (1961) proposes that this is the make-believe aspect of play; It is
an awareness of a second reality separate from real iife. Additionally, play is
free, attractive, and joyous because players are not obligated to play.

Denzin (1960) aiso suggests that play is "embodied behavior® and that
during piay, participants experience themselives as "embodied, moving actors".
Moreover, according to Denzin, the piayer's body positions and sensations
constitute piay’s principal feit reality and thus, because play is experienced as
an embodied experience, it also occurs within an “emotional” frame. In other
words, players feel themseives playing and continue to play in order to achieve
a particular emotional and recurring state within the situation.

The seventh and final characteristic of play is that k contains risk. Stone
(1969) proposes that piay is risky for two reasons. First, by is very nature, play
invoives an element of and uncertainty because the outcome of play is
unknownmonmophmu. sm.ng-m&howmmphy.
they cannot be assured of internal goods. In addition. Borgmann (19684, cited in
Stone, 1989) emphasizes that the nature of the inlemal goods of play is such
that rewards are not always forthcoming and that play can sometimes be
disappointing. Similarly, play has also been described as unproductive
because i fails fo create tangible goods, wealth, or new elements of any
particular kind (Cailiois, 1961).




in Avedon's (1971) framework for analyzing games, he suggests that there
are certain structural elements common to all games, regardiess of the culture
in which the games are played. He identifies seven invariant elements in
g‘:hn‘sg that are a consolidation of the work of Mead, Goffman, Beme, and
Wrs.

The first five structural elements of games identified by Avedon were
originally suggested by Mead (1934), who contended that games were
fundamentally a pattern of specific social skuations or specific structural
elements that influence behavior. According to Mead,

[the game has a logic, 80 that there is a definite end to be obtained; the
actions of the different individuals are all related to each other with
reference to that end . . . 80 that they further the purpose of the game itsel.
They are interrelated in a unitary, organic fashion (1934, p. 158-159).

The first structural element evident in Mead's work is the purpose of the
game or the raison d'étre. A second element that he proposed is the ,
Mmbrmienﬁllpllmmmmnﬂl&alsdhm. Thied,
he identified interaction patiems mon&.phmwh ) are affected by social
processes. A fourth slement invoives the roles that players are required to
Qdoggaggm-ﬂu;lbm. The fifth element refers to the ruies that govemn

Goffman, in his study of the sociology of interaction, confirms Mead's
conceptualization of the structural elements of games (Avedon, 1971).
Goffman, however, aiso proposed a new element that he referred 10 as fun or
euphoria, and he argued that this element is essential 1o participation in a
games, he maintained that other game elements must be manipulated for the
participant to derive a sense of fun from the situation.

Bb? ly (1966) argues that Mead's description of role-playing is an accurate
account of the way fun and play (i.e., games) are related. He proposes that
each of the three acts that conetitule role-play (i.e., taking the role of the other,
taking the role of the generalized other, and the role enactment) result in types
this argument by emphasizing that the three types of fun do not solsly constitute

(a) embracing a novel object, (b) acting in the worid as i that novel object
were part of onessll 90 that the ' in the ensuing action is novel, and (¢)
velidating that novel action 80 that the ‘'me’ or reflected-upon self is also
novel in the social worid. (Biesty, 1988, p. 71)

Nevertheless, he emphasizes that fun in games should be undersiood
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in contrast, although Bemne was aiso concemed with interaction patiems
(Avedon, 1971), his approach was unique in that he identified ostensibly non-
game interactions as constituting games. More specifically, he indicated that
akhough the intrinsic elements of games ditferentiate them from other social
situations, these situations aiso possess the structural elements inherent to
games and are, in reality, games. It should be noted that Sutton-Smith (1972a)
argues that to impose rules and a fixed structure on non-game activities -- 80
that thoy resembie games - is to inaccurately conoeptualize *play” as consisting

only of ‘games’.

Overall, then, Avedon (1971) proposes that the foliowing seven slements
are invariant in games. First, all games have a specific purpose or raison d'étre.
mbmmoumyumwulbrauunwcumywmt@
roles. Second, procedures for action (i.e., specific operations or required
courses of action) are required for any given game. Third, all games have fixed
principles that determine conduct standards for behavior, some games
have explicit rules and others have implicit rules. Moreover, explick rules may
be 0 elaborate that a non-participant may be required to record violations of
mmm«tommm(o.g..mmhhmnf in contrast, implicit
fules may be private, internal, or idiosyncratic. Fourth, for all games, a minimum
amaﬂnmmbudp&ubmumumwoﬁun Fifth, roles within




the rules as described by informants are “the rules by which people should play
rather than the rules by which they do play* (Goldstein, 1971, p. 90). To
illustrate this point, he contrasts game rules and their use in children's counting
out rhymes. He observed that children chose rhymes with different numbers of
beats, depending on the number of players, and then added exira rhymes if the
initial outcome was not the one that they anticipated (0.9.. "My mother toid me to
pick this very one, two . . . °),

According to Goidstein, such practices necessitate a fundamental
rethinking of the way in which games are characterized and their function in
chiidren’s lives. More specifically, he argues that based on the rules of
eounthg-out.m%mobumlyuhgoﬂm:nmﬂm. in
analyzing how chi N use counting-out rhymes, however, he contends that
mbmwuymwmmm!ybod\amiﬂanqmdﬂr logy. He
mmtumm‘wmmdmmm-mamacm gukt world
and its values and » then improper classification of a society's games may
result in a faise or inappropriate representation of the culture. This is a
particularly significant point to be considered in the present study.

Analyzing "Qaming" Rules

Using Goidstein's theory as a starting point, Hughes (1991) develops a
mmulﬁmmmwummwh&imhg. She underscores the

importance of studying children's as unique social contexts, collectively
constructed by the participants, than as a set of abstract rules. Moreover,
wmmmmmm-uhmmw

bwuut). rules set the scene and outiine the

oentral in the study of children's She aiso emphasizes ,;j;? mm
mtb ribe how the social worids of
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the ideals and values existing in the adult society, which can be viewed as a
socialization process that res children for adult roles in ity. In other
words, as Harknass and (1983) emphasize, play provides chiidren with
the knowledge required to sucoessfully function as adults in a particular culture.

Analyzing Make-Belisve Play

Schwartzman (1975) proposes four major perspectives for analyzing
make-believe play: (1) the *upward® perspective (i.e., pl:r is viewed as
preparation for adul iife), (2) the *inward-outward view” (i.e., play is interpreted
as a psychological projection), (3) the “tum-about or backwards angle®, (i.e.,
play is described as a activity and then games are viewed as reversals of
cultural systems), and 14) the “sideways perspective’ (i.e., play is viewed a text).
Similarly, Geertz (1973) that make-believe piay be viewed as a text or
a slory that participants “tell themseives about themseives®. Schwartzman
(1975) argues that the sideways perspective of play (as a text) offers a new and
potentially useful method for studying and interpreting children’s make-believe

The Significance of Studying Children's Play
The idea that children's play can be used as an

practice by Pestalozzi (Adeiman, 1960), k was Frosbel's ideas ¢
Pestalozzi's theory of children's

i
§§§z§i§;§é§‘§
alil
R HLE
sdssizH

i

3
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child's whole personality can be seen 10 be invoived in play. In fact, Frosbe!
(1888, cited in Adeiman, 1990) has argued that in order to understand the
‘whole child*, nncmleommmcﬁmmmmm
*inner* and the “outer® of children's piay has a visible and metaphysical aspect .

lthnaboboonsugmtodthatehlldun‘:phymgumlamm
understanding of the acquisition of culture. According to Harkness and Super
(1983).ﬂ\omnlmbnutbnofmonmr¢qhmmﬂmgnmgm
of two basic directions. m,wmmmamuummnﬁmm-
Wnnmbcusmmmodadumwdmm.hmmh ,
npplbdmobyknowbcgodm.culuuuﬂidb,mﬂdhﬂmmgl
iheory of S Gevelopment and 1 arahes oo eV o Adequsie

to analyze cultural systems, i is necessary to

understand how experience is ized for individuals at different levels of
mmaunmuwvmmu,mmmdm
socialization and development. According to Harkness and Super (1983), the
mmmmmmummmmmgamummﬂmz
(1)mophymundaochlmhmhwhldwh;diﬁlvn.,@)hmuﬁly 7
gguhtodtystomsotch&ldcanmdmrhg,iﬁd(a)thsbihhmvam,d

caretakers.

As previously mentioned, piay contributes 10 the physical development of
creativity (Seagoe & Murakami, 1081). What is referred 10 as children's play is,
hmmwmmwhmmmm
abilities” (Leacock, 1978, p. 48). Although & has been suggesied that cross-
cultural studies of children's play can provide insight into the values and
muawm.tm.hmmwuu

group composkion has been identified as an important aspect of play
m@mmmhnm. mel-bng-v
and indonesian children in America and found that although children in both
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samples tended to interact in similar-sized play groups, fewer indonesian
children interacted with same age-peers than American children. Oider
indonesian children, however, were mora likely to interact with same-age peers

mWahlldrin Farver and Howes, though, suggested that the
variations in children's socic! interactions were shape social context.
Specifically, child-care practices in Indonesia invoive can as well as

play. Consequently, the oider children in the Indonesian sample were aware
that they were responsible for the younger chiidren. lneantmﬂ in the American
sample, chiidren had only to play.

in terms of differences in play group composition, Liddell (1968)
mpnndﬂnwg | interaction pattems of children from mslnm(u
Kwengo and Sekele) in Namibia. it was found that K children's play
were more segregated by age than play ¢ snknllehunn

milarly, h:m:prﬂuﬂympnrhgehm: :hmaﬂunculum(l:
England, Norway, Spain, Greece, Egypt Jr'm
(1971)bmdlpamv-nmmhnm:9nlﬂdmemhtmm This
relationship, however, was stronger for boys and for countries that historically
had an English influence.

Sex differences in play group composition have aiso been examined.
F-mmum(im)&wmmmﬁmmm
tended 10 interact with same-sex companic , n be

mmmmmm&:nm Knopp
P@(im)mmmm he sbah gre
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In terms of adult-oriented play g‘rfup: Liddell (1988) compared two San
groups (i.e., Kwengo and Sikele) in Namibla. She discovered that Kwengo
children had more interactions with adult females than did Sekele children.
Also of significance is the finding that Kwengo females interacted in larger
groups than Sekele females. Liddell ascribed these variations to different
soclalization practices within each group. In Seagoe's (1971) examination of
six cultures, adult-oriented play was uncommon in Egypt and in Spain,
particularly for boys.
fames

Play has frequently been described n:&nm activity (Schwartzman &
Barbera, 1976) and both formalized games with elaborate rule structures and

informal games with more idiosyncratic and spontaneously developsd rules
have been examined in the literature.

which chiidren attempled to

Zambia. She aiso observed hunting games in

(played with stones) and checkers. Lescock identified “nsoro®, a game in
mmmmmmdmnhmmmmm.n
is 10 “eat® all of the opponent's counters. Neoro is lsamed by cbeervation, with
ounger chiidren observing older children, and oider children observing a more

Mescslero-style tag with mainstresm American tag and found thet unike

Salamone (1963) obeerved tradhional games in a multisthnic Nigerien
mmgﬁmmmmmmmhm
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ife. Most notable were giris' circle games that excluded members of the
Opposke sex. According to Salamone, such games are both a means for girls to
establish social control, through the ¢ of appropriate group
behavior, and a refiection of the importance of cooperative effort. Altematively,
boys' traditional muhebﬁdmlm.:muﬁﬂpmmlﬁdufmnm
(peanut) game. of these is played in small groups (i.e., 310 8
players) and invoives establishing the “prestige® of each player. Salamone
emphasizes that boys' games also represent behavior appropriate in adult ie.
mMWQMMMIwnmnnnm:dmmh
society and that games may be useful in easing ethnic interaction.

The patterns of change in the piay behavior of children have aiso been
examined by Lancy (1975). mnhuugydmmmmm
community comprised of two drastically different cultures, he concluded that
games involving balils (e.g., soccer) and drawing in the dint divided the modem
cumm&mummmmm Ha;hondtdhﬂﬁ’sﬁmmm
ta to med them through observing oider
chiidren. In mmmtmﬁiwmphymﬁmm

uruawulndmtovorll there is a devel in game play.
e play hnv-:bebnnmay

' 'el’NQwanmd children's folkgames.

WHM)WﬁWWHMMh
PmMMMMMMm , pl D the
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roles and that because Balinese children are casteless until puberty, these
mmmmﬁmhmﬂbmhtﬁywmmumihthcnduniacmm.

due to an increase in competitiveness in Balinese society, Storey argues
that chiidren in Ball prefer more competitive games rather than traditional
games based on mythical stories.

Gender differences in types of games played have also been identified.
Finnan (1682), for instance, found specific gender ditferences in styles of chase
in her examination of fourth and sixth grade American children and Vietnamese
refugee children. In both cultures, boys were observed as displaying an
sggressive, physical style of chase, miwmmmpnﬂnm
teasing. Four slements characterized the chase s of boys: 1)

2) physical contact, 3) absence of established safety zones, and 4) lack of
permanent roles. In comparison, five elements characterized giris' chase
games: 1) short and hakting chases, 2) frequent permanent roles, 3) an
nﬂbm.dgldym.d)ﬁw:mmbndimmwm and 5) an
undoﬁyhgdulrﬂahm in the chase. It should also be noted that boys
were proud of their ¢ thelr status on the playground and expressed no
desire to include girls in their play. Glris, on the other hand, were dissatisfied
mmmmmmmmmmm;dw play. Additionally,
ummwmw ’f ’ﬂﬁbpliymm-mm
of both boys' Qndﬁﬂn Iypudm The lack of rules in these games forced
boys and aggression {o protect thamseives and Finnan referred to
this behavi uhj,,,,,,,,’imbmmmmhl

Anmgmmﬂmm-m as being influenced
bymm mmmmmmm)m ﬂmmlﬂi

1800900 and Muralmd do not define thees categories in ther study.
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Urban-rural differences were also examined and R was found that both
urban and rural American samples emphasized team competitive games. In
contrast, both urban and rural Japanese sampiles Qmphniudgraupglmo
activities. Rural differences between both samples, however, were greater than
urban differences. More specificaily, one of the m:]arfhdhgsm t the rural
American group exceeded the Japanese group in their preference for individual
activities.2 This, however, m.dymmtﬂtemlmmthmlnﬂm ,
children may be more isolated from playmates because of greater geographic
differences.

Seagoe (1971), hmitudyd:hMum.mmlm
were the predominant preference of boys in the United States, England, a
Egypt, but were less preferred in Norway. In contrast, girls seidom engage
tnmgnmnmgnrdhudwﬁdhcrarmtbowhhleuﬂuﬂdﬂ For boys,
team games were particularly emphasized in the United States and England.

in the study by Finnan (1962), it was also found that Vietnamese refugee
chiidren.

&lﬂrmhdmmmﬂrﬂodmmm,,,_,,
mﬁlﬁmﬂwnm:_ﬁ. ' the Vietr
children's choice of play involving well- od roles and boundaries 10 their
lack of confidence with the American culture. That is, she felt that while the
American children were secure within the culture and could transcend and
modify the social rules to create novel play situations, the Vietnamese chiidren

found rule-governed games novel because they leamed new social rules.

hﬁmnly:bdwm in rural Kenya, Harkness and
smnna)mmmmmm:'nmmumm

al niches® (Le., the child's physicsl ¢
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substantially lower percentage of time playin . This trend continued through to

ﬂxmg% ge nine children were spending only about 10% of their time
pg. of their time in work activities. Harkness and Super's

obumthnndplg,moﬂmwﬂhhmmmdm and they concluded
that socialization of Kipsigis ochildren emphasized work rather than play.

Miracle (1976) also found that in Aymara societies in South America,
children are aliowed to play only after finishing al work. He also noted that
s S L e o
ma pract an ave
play activities. mmmmmmqmmm
alers. Miracie (1976) concluded that chiidren's y and games serve three
mﬂhlﬁnﬂbmhAymmmy-(i)h the adulkt non-adult

E)mm&&%ﬂhnﬁmwhm& specifically that
thlyv:luia m(a)mmammmmmm

Bloch (1984) cbserved Senegale chiidren in imitative role-play invoiving
adult MMMIIMW;WW mmgh '

wash
pr-p-rhgbﬂd. hgm arh\nhg. “

mnymum)mmmmmnmm
A were ingenious at using handmade play materials 10 imitate the adull
NQly, many new imitative activities emerged as a result of her
mhnmy For example, children were cbserved
mmmmmmmmmmm
:qumanmw“m thhaunn. m&.ﬁm

Ei
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in Seagoe's (1971), it was found that imitative play was frequently
observed among giris in all of the cukures examined except Egypt, where i was
not observed in either sex. She attributed this finding to the fact that girls were
under more home direction for periods of time than boys. Similarly,
Bennett, Baker, and Neison (1988) found imitative play to be common among
young Yu'pik Eskimo girls. engaged in representational phz‘lhnoum
the snow to

Bruner (1976) emphasized that make-believe play is non-goal oriented
and is therelore distinguishable from imitative play, where the goal (i.e.,
replicating adult ife) is all important. Lancy (1978) contends that make-believe
play is distinct from other play forms because & is the conscious dramatization of

some real-lile (and adult) activity. Newson and Newson (1979, cited in
Davenport, 1983) also imaginative play is characterized by a lack
of rules or by rules that are private, internal, and idiosyncratic.

Child (1963) compared cultural differences in the play activities of English
and Asian chiidren of similar age and . A checkiist of 141 hems was

that they do not reside in a distinot world of that is separate from an
adukt worid 10 the same extent that English children do. That is, Asian chiidren
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but these may not have been classified as make-believe play due 1o the
observer's inability to understand the dialogue.

Ariel and Sever (1980) examined how urbanization, moderization, and
formal education are reflected in the sp play of tradiional Bedouin
Arab children. They recorded children's verbal and non-verbal play behavior
mmmmmmmmm mdmmmy.
m(i.*,iihmmmmyhlvﬂy. resting, fle)
ch ) o 10 cont rqullhiachl nteraction).

7 ally and in groups. wmum)ngﬂ-
ing sl lhﬂyhﬂmhmﬁrﬂhnphyd&hdkdmhm
living in an mmmhnsmmmmmmhm
Mﬂymﬁnﬂcﬁhﬂwﬂhmamm oonirast,
umvﬂmwm.mmﬁummw-n social

nic end oolorful of richer piay among ohiidren in traditional

m Moreover, this should be a concem 10 educsions who are interested
hmmmm
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(1981, p. 71) concluded that “imagination requires stimulation from the

environment in the form of parental encoura t and contact, a close but
nonintrusive parent-child relationship, and oontact or opportunity
and space for practios of make-believe in te in order 10 flourish®. They also

caution researchers against generalizing from white, middie-class sampies
within the area of make-believe play.

Lancy (1975) in his study of the piay behavior of Kpelle children in Liberia
describes make-believe play as an lnmtlvo".“oolapdng and
process’. He indicates that a distinct pattem of vior is evident in the child's
progression from “playing at work® to aduit work roles, and that make-
believe play is int into this process. following is an Wustration of this
child of three cbserves a biacksmith at work, a child of four imitates
a child of eight engages in make-believe play with his friends and
be a blacksmith, a child of ten becomes a blacksmith's helper, a
chﬂddmhuu‘g!‘wtmockkdmmhg.andadwddw

i
:

1

mmammmmﬂ:ymmuum chiidren include
areas such as types, preferences, and d':'onm. , these
have often been discussed in relation to children's skill development and
imitative play behavior.

In an exploratory study by Prosser, Hutt, Hutt, Mshindadasa, and
Goonetilieke (1986), the play materia! preferences of four and five yeer old Sri
Lankan and British children were compared. Preferences were ranked by

of use and categorized as either high (ranked 1 10 7.8), medium
ranked 8 10 18), or iow (ranked 19 10 25). The results indicated that both Sri
Lankan and British children had & high preference for cooking implements,
edible household consumables, and empty commercial containers. Both
groups demonstrated a medium prelerence for pictures, books, and free
oonstruction toys. Both 8le0 indicated a low preference for commercial

_—
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and three favorite toys. Respondents were also asked 10 answer these same
qQuestions with reference 10 activities performed five years earker. While boys
recalied playing with toy soidiers/action figures and mem five years earlier,
these materiais had been replaced by new choices such as footballs,
basketballs, cards, baseballs, and computer games. Similarly, girls also akered
their preferences and discarded previous favorites of jump ropes, swings, and
siides for cards, rolier skates, basketbalis, and computer games. It Is alsc
mow:anm-mnaymmmmﬁwmmem
exciusl ymhrrcdbym. whereas jump ropes, dolis, and jacks were
exciusively preferred by girls.

» hhﬂudyby@nm(1983)@Rmsbmdm:mmymmhd,
such as sand, paint, plasticine, and giue were not regarded by parents
suitable home play materials and were therefore not provided. Picture books
leribhlhg.hmor were popular with all chiidren. Davenport attributed this to
the fact 'ermmmmmllmmmmmgn of
requining ittle space, not involving noise, and easily cleared away. in terms ¢
m&:mm.:mmammm“mndhm

most commonly observed boys searching for materials o create such things as
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carved from clay; and hunting equipment such as bows and arrows, sling shots,
and toy guns.

In a similar study of Guarayu Indian chiidren in Central Eastem Bolivia,
Jackson (1964) observed chiidren making play houses from sticks: cooking
utensiis from m.mrychy. and seed pods; and dolls from com husks
and disca rags. and arrows were common as well and these were
used for shooting izards and small game. Also noted were tops, kites, stits, ,
windmills, badminton shuttiecocks, and merry-go-rounds all designed from local
raw materiais. Another interesting observation was the use of live insects and
birds for action toys.

Storey (1975) also observed play with animals in her study of chiidren's
play in Bali. Activities observed inciude shooting with sling-shots, kicking
dogs, mutilating kizards, and pla catch with baby , and she notes that
this “crueity® was accepted by the Balinese. Other play materials such as kites
mpthmndomumboomﬂomn.mmummd:&ﬁSm
also common.

Among the Kpelie, (1975) notes an absence of traditional play
materials such as dolls for and tops for boys. MHe points out, however, that
any object that a child plays with becomes a in that instance, and therefore
toys are an important part of make-believe piay. He specifically describes . e
wheel and the bal as being “revolutionary” in children's play practices.

Possession and of play materisis has also been examined.
Navon and Ramsey (1960) the behavior of Chinese and American
preschool children and hypothesized as 10 whether I8 Was an
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groups are segregated according to age, sex, and ethnicity, and that inclusion
of adults varies across cultures. In terms of children's games, game types vary
widely between cultures and ga mcprdﬂmufyhmthntalﬁl 80X,
urban or rural location, and culture. Levels of make-believe play have aiso
bnn buna to vary with culture. Additionally, imitative pla Lh typica

children's observations of adult roles. Simi chiidren's play
iﬂlllﬂll lerences are often infiuenced by adult roles and by the existing
resources withh & culture.

in .ﬂfgi:l cruh;cunuml lngr:tu'r; on mlp.p-hy h: number of
methodolog are evident. First, because play has been
d:ﬁnndhvcrlaucmym' pical 's are inevitable in cross-

cultural research (Prosser, et al., 16 ). armpb categories formulated to
classify behaviors for one plrtieul:r culture may be inappropriate for classifying
behaviors in another culture. in the present study, a “discovery” approach will
biundtaeﬂogoﬂ:iphylﬁwmummmmw
categories on play prior to observation.

Aueondpmbﬁnhvalvueuiumlbhwnhpmdm it has
been noted that anthropologists’ perspectives on play often reflect their culture
nm@nﬁtdnmymw(ﬁmﬂgﬂﬁim 1976).
This oocurs when researchers' cultural biases and pre 's are not

controlied for and made explick (0 the reader. This can affect both data
collection and data interpretation. In the current study, the researcher's biases

mmwmnMM(mma)

AMW&Mdewm:
investigated groups of same-age children mmm ***** theee
WMMM” 0d 10 other cultural settings. Thus, additior

1001; Lmlfiﬁl.i“)ﬁh.mnmiﬂhwmmd
ﬁy“mmi . bmmliby, bl
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variations in ruies and structure over time. In order to understand Kenyan
children's piay in its entirety, the broader social and cultural context in which
play oocurs will be carefully considered in the present study.

A sixth problem is the relationship between play and games. Specifically,
play has frequently been viewed as a game or sports activity and consequently,
iéﬂbﬁbﬂdggmuhQMMquqmmiﬁtgmimmﬁ
children's play (Sohwartzman & Barbera, 1975). Because formaiized games
WhhmmmmmmdmmﬂMi
play have often been excluded. This is particularly charact istic of children's
the description and analysis of non-structured piay activities (i.e., non-game
activities) (Schwartzman & Barbera, 1975). Thus, observations of children's
play in the current study will include both games and non-game activities.

The purpose of this study, then, is 10 explore how cultural values and
mm:mmahhmym&mhlmlm ,
Wil 6Xpanti 1he Body of knowiedgs regarainy pay i otrer cemure A Cuure
9ames and non-game activities in the current study will compliment previous
studies of African children's piay, which have focused only on traditional games.
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METHODS

The used in any research should be intrinsically related o the
basic assumptions the nature of the problem being studied (Cusick, 1973).
Tommmmwmmwhﬁmwm  cultural
values and practices reflected in chiidren's play activities in rurs! a?°,
descriptive data are required. The research methodology best o

£
%

mm. the product of sociel inleraction in human society.
process that is used by each individual in desling with the signs each
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existing theories and hypotheses (Jorgenson, 1980). in general, methodology

sed in ic roh has been ontall
m.mu mmm— used in phyﬂel m (l Qmpoﬂwbue) Y
mmwummw son, 1989).

, has been special met
w‘pum.ummmmmnmmmmmdnmm
mnmmzmmmdmymmmmmm
methods are less *scientific® than other research methods (. son, 1969).

mwﬁum unique and often dictate the approach taken
are
mmmnm(m&ucamjm) To faciitate a more

comprehensive understanding of et iphic research, it is necessary 10 define
its relationship to other existing research practices.

Goetz and LeCompte (1984) conceptualize the underlying assumptions of
othmgnph within a framework of four dimensions including Mﬂhﬂ-
ﬂen?iﬂ":;,i,- djective dimension, a .",

muy-émwte pethe hmmmnﬂzmmm
constructive, mmmanmmmm

The inductive-deductive dimension refers 10 the point at which theory
becomes part of the research process (Gostz & LeComple, 1984). ARhough
Fetterman (1960) suggests that no study - ethnographic or otherwise — can be
not mg‘nmn nguym:‘mmm 4
conducted without an underlying .ﬂ"ﬁy modsl, in ethn
(le..a® theory); k may aleo be an impiicitly personal one. Regardiess of
the theoretical approach used, its purpoee is 10 assist the researcher in defining
the actual ressarch problem (Goetz & LeCompile, 1984). In purely deductive
ressarch the aim is ofen 10 find data 10 substantiate a theory, whereas in purely
inductive ressarch, the goal is 10 develop a theory 10 explain what was studied.

The tive dimension refers 10 where evidence is located
m.mmmnmummgnnuymu
generalizable 10 other groups. Generative research is concemed with the
movnzdm-ﬂmiinmﬁﬁmﬁhmnﬁ
ovidence. Verilicative ressarch, however, commonily attempts
mmnmdlmgﬂy mmmna

mn ﬁh:lﬁdmm ‘mn. pnorati
mmmmﬂmmmhm

um“mmmﬂmmmmﬁm
mmnmuﬂ
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aimed at diooovorl:r the specific units of analysis as they become apparent
during the course of observation and description. In comparison, enumeration
uses previously determined or defined units of analysis in a process of
systematic counting.

Finally, research cesigns may also be localed a a subjective-objective
eonﬁnuum"y in locating Mﬁc research along m‘ ocontinuum, K is
Necessary to consider its specific goal of reconstructing the categories that
participants use in concaptualizing their own world view. Ethnography, then,
tends to be more subjective, than objective, in that use strategies
to elick and analyze subjective data. As well, the mode! ethnographic
research is common besed on a phenomenoiogically-oriented paradigm
(Fetterman, 1989), ich can be starkly contrasted 1o a posilivistic paradigm
(Goetz & LeCompte, 1984). For exampile, positivism assumes the existence of

objective reaiity, whereas acoepts multiple realities.
:ﬂnam.ammwmvwmx.wm
actions have rea! mnmm&v

consequences, phenomenology
each individua! experiences less rea! than the object
measured nautydapoomvi:icn:u.dm (Gmlmm 1964).



indicates that

ic study is also
s that are representative of the perticular

of an
tlomwhmmhﬂo
of the work and i is

the
qooml’:nd'. Qualty

wmgmumm
the reader to

Fetterman (1989) notes that the
Quotations a

ly enhanced

hese
ovent or situation described.

therefore essential to choose
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being studied. Werner and Schoepfie (1987), however, caution that in the

ethnographic process, even the most weii-trained et raphers must overoome
strong cultural presuppositions. nmmmﬁmm
taukimmpmﬂlr‘sulum from interfering with the fidelity of the

Wemer and Schoepfie (1987) indicate that akhough the influence of the
mmrlmeulumlmmlhm Imhimmd

wmhmlhmhh D¢ r 10 record data in
mmm@uﬂw 1“0) anunuunnwmm
ariee m nbﬁmbw-ﬁamhhhﬁnﬂ:
d:ﬂybmnlhlm&hamﬁdhmm ideas,
reactions, fears, mistakes, f mmwm

mmmmmamamﬂmnm
to take into account the influences that their personal presuppositions and
feslings may have on the ressarch (Spradiey, 1980).

One of the chief goals of science is achieving generalizability of findings
(Babbie, 1008). In ethnographic fisid research, there are three main problems
mrﬁhnm (!ﬂ.l; 1908). Fﬁ.ab::w:mni:‘
mnimdmm:lmhi objective truth.

mnhmﬁum mmknuﬁ:ﬁy
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aspects of the study. Moreover, nmnllmﬁmmﬂmmm
Mmpphgamhidln“ﬁhlmlymm 8 that when followed,
result in competent cbeervational research. in fact, the precise

m ;thmmmwmmﬂﬁhmmmm

rgenson (1969) two reasons why speocific procedures for
aburm ) have not been .mulmd. First, wmm“mm
nmhwn mcndhmmbriﬂykmdm

mechanical presentation® (1980, p. 8). mmum '
that is lsamed vicariously th dem

mm-ummcmmmmmmhnu
'w‘?mh:xdm,wmnMuhmwﬂm
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ordinary participant joins that same situation with only one rpose: 10 eNgage in
the appropriate activities. Y -

The second distinction, outiined by Dobbert (1982), invoives how each
mﬂhﬂmwm:bn memfmhhmmm

organize information only 1or the purposes of 4 I
gn-hhumgﬁﬁﬂbyhm?ynﬂ mhm(iﬂj ﬁ

A third distinction made by Dobbert (1982) is that the participant obeerver
mmmmmaﬂnm many aspects of the situation that
the ¢ mmmhm Indh-rm nm

mm-mmgm nrnpnudydlﬁ*uﬂ wink
Rool. mmnmn, t

Fourth, according 10 Dobbert (1962 MMM*: lodically
mmm nmn‘mn"mnmmm DN

mnmummuimmumma
indicative of some fallure on the part of the ressercher as a perticipant. Personal
prejudios will be discussed in more detall at a later point.

Maining s
, , ic fisidwork beging with g mm(imm
mm rst contacts can be ond ¢ ot & is sssential 10 establish
mﬂm'ﬁﬁnﬁm n muﬁﬂtﬁm

hhmﬂmﬂynmlm mﬂmﬂ
i schools and as & ressarcher. ﬁm“m
Fﬂ;ﬂ“ﬂnﬁn”“dmmﬂ

aihg T‘ﬂﬁnm:;ﬁ‘mddﬂ:ﬁﬁﬂg‘n
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fieidwork was conducted, the pla ounds were managed aimost entirely by the
chiidren themselives. i ) o by

, Obeervations of chiidren's play (l.e., games and non-game activities)
mmmummwmmphy.dpuyhmm of piay behaviors, of
pl: terminations, and of behavior after piay. As well, hkmubnnuahummc
0 activity, mmimdﬁm obheﬁucﬁor Onstructed, dialogue, and

Moohetbnmmdm-mmmmuc the duration of the
mmmmwmuaummmmmdnm
mm-mymhmmmmmmm
m lmnmhmﬂmmmHMlm
Mgmmm ﬁuﬂmlmhﬂﬂuﬂghdﬁm‘:ﬂﬂf_
as more a bystander an obeervationsl post may possibly influence
chiidren's natural behavior. it should be noled, however, thet in order 10 establish
and maintain rapport with the children, | did not resist their cccasional invitations
brmhphmm mmmmmnm

ﬁmmm Nﬂ.ﬁ-mmgﬂhmhm
mmmnn prand-lour questions®, which leed 1o more fooused

hmmmmmﬂﬂﬁndmw
m:ﬂmn hﬂﬂmm%m




off* the process of discovery. Kouy-aymo('lm)irammtmndohg
ethnographic research, it is counterproductive 10 impose pf
of what peopie or situations are all about. It was therefore necessary to discover
what was significant to observe, and thus, | did not use a precisely structured
instrument for recording my observations. instead, play activities were recorded
in note form, as they occurred. As soon as possible after each field session, field
mmtmﬂﬁmcm-wmt(wy 19680). it was feit that
”Mt“hhhmmﬁmvﬁo:ﬁmndd:ﬂﬂt

Mrwise be unattainable. It is important to emphasize that prior to
mwmmmmmy; a study in a pilot setting was conducted.

Analysis of any kind invoives a particular way of thinking and °refers to the
systematic examination of something to determine its parts, the relationship
among parts, and their relationship to the whole® (Spradiey, 1960, p. 83). In
order 10 describe children’s act nnﬂﬂmﬂbdﬁnﬂh@wm&
,',hﬂm%lmmhmm patiems existing in
the deta. The following steps, which are similar to those described by Spradiey
(1ﬂo).m-mmmmdmwmumnmh

1. Data were analyzed to discover i,i,"iip:ﬂmhﬂmiphy
activities. These patterns were then used 10 faciitate further ]
manm m;hoh-dbmm,,:: :

2. Several patterns were chosen for more in-depth investigation, which included
discovering as many different elements of each pattem as possidie (.g., games,
make-believe play, iﬁhﬂnphy) Following this step, more selective
observations ware made

4. The activiies were then ]
ﬂ Indyndm WM
8. mmmmmmbnmm:-ﬂum
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Arrangement of the Data

in the present study, data are arra acoording to the categories
established during the componential analysis. This includes s¢
observations of the children's activities and is aiso expanded to inciude children's
accounts of the situation as well as those of other informants. Mﬁ:&a@la 7
ethnography is to combine the view of an insider (i.e., the children) with that of an
outsider (i.e., the researcher), an explanation of the observations from both the
children's perspective and the researcher's perspective has been provided ,
(Wiicox, 1989). The overal intention of the study is to convey o the reader both
ammmwmummmmmmnmpym ,
menM.maMMMwlu&mmmmﬂﬁub
be provided by an ordinary insider.

Portraits of the Participants

Ihe Setting

mw:mmmuuudyummmmndwhmim
known as the “White Highiands® (a predominant European settiement) prior to
independence in 1963. The comm where C vations were conducted is at
crossroads between two drastically worids: 8 modem university )
community and a traditional farming community. Since about 1991, 8 number of

and can ofien be seen training in the countryside.

!
i
gi
i
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maﬂmmomrkbrhmlénﬂmmnfmhgcmny In 1959,
a primary school was buikt in this area to acc ate the chiidren of the
tannery workers. (in the present study, this school will be referred 10 as the
Tannery 8chool). &m-nmmhmmmmnmm
lower-middie socioeconomic classes, and al h each student is expected to
wear a school uniform, only about half of the families are able to afford uniforms
and school fees for their children. Ghmwhanmmmlﬂoﬂm
uniforms sometimes wear a part of the uniform (-g , boys may wear school
shorts and Qiris may wear a school sweater), have been repaired and
handed down from child to ohild in the family. As well, only about one student in
filty owns shoes and socks; hnﬂmhmb:ibiﬂmmﬁy

mmmmmww:mmnﬂmimu
DON iy of wood and mud. Each Friday, » ohildren “re-smear” their
:mmammm hﬁmgﬂurw:ny

m“m students in each classroom, although
mmnm&vwmnmm ﬁ“m“
,  for a varisty of reasons (0.0, girls may be required 10 assist

boyim-y ,ﬂnﬂﬂnmdﬂﬂn) ‘Claserooms are

mhn:n.md-ﬂﬁ-ur. thhmw%d m |
Kiswahili is used English is taught as a separate subject. school
mmmmmmmmh

%nmmmmbmmmmmm
m“). mmmmm&(%mz‘b

mm.:mmmmm At home,
Mumﬂanﬂmﬂym:ﬂiﬁﬁﬁ@Mb

lmum“m envelind shudents were envelied
hhﬁlhﬁndhﬁ&hﬂgﬂw o



mewmﬂbmmmmdbumhm

m.m.m; :m'r:"icgm!rlnh pucy o represented
“dln mllla

:" :mu mmmuysmomwmhimymn
as are predominantly from the

ﬂrmmﬂmmem School fess are high and

proper uniforms are mandatory. Many of the students indicated that they owned

mmm-mmmﬂmmymmm

maintaining a clean uniform.

, mmmmnmmmmmm&u
lectricity, a home economics/staff room, a library, an art room, and a secretarial
staff. Classrooms are rel wmm wmmmarm

Mdﬁﬁﬂ“Mmmdhﬂrﬁnm n
conirast to the Tannery School, munmammn
mmmuw separate subject. R aleo important 10 nole
mm;nwmpﬂhewnﬂm including during break

2“““ RYQrow NL:::NT l, corporal punishment is used at

parents of children in this school are well educatied and have travelied
in places such as Europe, America, and Caneda. mmm
mm Some of the students have aleso been exposed 10 for oultures.
Ahmﬂdhdﬁnhhmmm-mmﬂ !




preconceptions regarding the situation being studied (Fetterman, 1989).
Although, as noted earlier, some preconceptions on the part of the researcher
are inevitable, controlied preconceptions can serve to focus and imit the study.
Uncontrolied preconceptions, however, can undermine the Quality of the research
and ethnographers must therefore make their preconceptions explicit.

in the present study, preconceptions were monitored by recording data in
three mt'o toxts, \;do'onieh(.‘ as quﬁ.t.ldhon& u)m;; inciude: 1) mud ion
observa descriptions (i.e., 08), 2) perceptions erpretations,
and 3) & journal outlining personal feelings and experiences. As well, informants
:nro u..tdio:; validate data ":ulnod mr&m ob::'naﬂoml methods (i.e.,

riangula -8 safegua biases

interpretation. It lm‘l‘mponm to unphulum that bohghmmy
preconceptions was not only essential in preparing for the study but that it was
essential throughout the research process.

woll e oles of others 1t 10 sy oy e ssarcher 48
as { study. to study, t
uprﬁnary:dvooﬂorbwmnmdnulsohvolndhbwhhg
Vari018 808 Oroupe ad beckIouRde. My e e hicren from
va 808 groups . , part

ungomwd how chiidren
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Most of the children came to understand me as a foreigner who was different
from others that they had met. Specifically, aithov they knew that | was an
outsider to their culture, they aiso knew that | was interested in leaming about
them and their activities. They were particularly enthusiastic about my
willingness to play with them. As Pelto and Peito (1978, p. 182) point out,
*Success in the art of fieldwork depends, to a considerable extent, on 7
establishing a very special role that legitimizes a kind of information gathering
behavior that was not part of social expectation within the community.® Kt is my
hope that the descriptions presented here will make explick 10 the reader my
those of other studies of this culture.
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_CHAPTER 4
DATA DESCRIPTION

The classification of games and non-game activities into te ,
categories is often problematic, particularly because play consists of a series of
compilex behaviors that may be manifest in several sources (Sunan-smim ,
1972a). Moreover, a cl:ul‘ea!ery system, whether based on the psychological,
historical, educational, or structural characteristics of the games, is arbitrary and
therefore some overlapping between categories is inevitable.

mlmdmmmhdM(mﬁmAﬂbrmmny)ls
based, for the most pan, on the structural elements of the play activities. The
activities are initially categorized acoordin to whether they have formal,
mméﬁmmm( A m-hihgm':m
0.0., game are
pther, activities in hke-beliove aspects are grouped together, etc.).
’mﬁhmﬁhﬁhﬂhhnhmmﬂdbyhmm
mapl-ym in instances where the children indicated that did not know
anmdﬂﬂlaMymtlnymphyhgarﬂmmmw d NO name,

| have taken the Kberty of supplying one.
Formal Games

Soge | hngtt.vritty mmuﬂ m.‘mm&:‘hh
to engage in games sensory-
motor skil mmm:wmmmm
coordination, sequences nC endurance, vision, or
hnrhg(Avm 1971). Rﬁmﬂﬁﬁdﬂﬂﬁmmm:m
inantly the games of giris in Classes Two and Three.

mmﬂﬂﬁmmmmﬁ girls of a m

obeerved the game aimost everywhere:
along roadsides and mﬁm“mm ygrounc
encountered. hﬁﬁ.nﬂmﬁmnﬁmmi,, '
:ﬁdmﬁ:'b:mmﬂd;n onnmim

mmmmﬁnhphﬁﬁmimiﬁmﬁm
players or in teams of two or more. The purpose of the game is 10 avoid being
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hit by a ball that is being thrown back and forth between two players. One Class
Four student described the rules of the game as follows:

One person stays in the middie and then the others stay outside and throw
the ball and if the ball catches that person, she will go out and the next
in. ... like that until everyone is knocked. Then the ones who were
catching, they come inside and they play.

. 'wmmgﬂfm.dmgﬁb%mwﬁ;mmm-
mmm::mnmmny&'wwmﬁmm. In
mhuﬂ:thnhmﬂtphnﬁmhalﬂ:ﬂmﬂnghhmﬁd
Immgtmhibhmlwﬁmdhmmmdmmtﬁhunmm
a:tg:)hgmb:llhhrlkh(i.g..ﬁwpdmwumﬂylwrdﬁhru&
catch).

lummmmmmmmmmhmmm in this
second variation, the outside players must *knock” each of the two players
before their team is permitted a tumn in the middie. if one player is knocked out,
mmﬂyonlyrﬂummﬂﬁmﬂdﬂhﬁmmh;bbbgvamjnmofh

, Aﬁlfﬂﬂﬁﬂbﬂhpﬁpﬂﬂhﬂﬂﬂlﬂhhhmhﬂnmmm
mhumlhnhhrhmmmmmmhhlh‘ﬂﬂ'nm
people in the middie as possible. No score is recorded in this version of Kati
and the last player to be caught wins.

hﬁbummﬁmnrhlmpbmmmbymmm
:ndﬁléunﬂhﬂyhhhﬂnmmﬂmhmmﬂmm




for Kat/ is made using local materials. At the University 8ohool QHT.
gwnmumm:nlub_;p:la&itmmm Because
children who attended School arrived barefoot each day,
mnﬂnm&ynvﬂhﬁhmmbrmm:hl instead, ﬁmuhluin
would reuse plastic bags found in the mﬂ-mmmahm as
refiected in the following cbservation, which was made just prior to a game of
htf'Amﬂmllend sering. They have gone to the
gﬂ'ﬂmpﬁlﬂd!ﬂ and plastic ,mmm
Rzu'mmmuhamm boyummpt
lhnnk making a bal. Their efforts, however, resulted in a bal that was t0o
large, lacked roundness, and foll apart easily.

m""{h.""m“""'““"""'"“"""“'“:.2:“""""“‘—‘.'—"“‘“""‘
as were commonly noted on at Tannery
sam's:mnmmwummmm have their arms
draped over one another's shouiders as they watoh.” Alhough this game was
typm!yphpdbyglm ik was aiso common 10 observe boys as spectators. For
instance, “A few boys who are watching are playing with sticks and waking

b:nhuh:mfbym . Some boys who are sitting on the sidelines
:'nmlﬁpm&am MM“MMNMMHM

, Kaam?dﬁ!mm "“:Wf:m
oxisting malerials mmm was
equipment noted in the followir
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Ciose my eyes and count fifteen.
801,002,803...80 14,80 18. (jump out)

i is interesting 10 note that the words in this thyme were pronounced ,
mhlﬂiﬁdmmﬂywmhwmmmm plish
nes of the verse were often omitied or changed. it was significant that the girls
ﬁthmySﬂwﬂWhh1mlwlgmoMﬂh am
a girl, | work for the factory.”

Another popular rhyme at the University School was:
Sea shel, cocoa shell, | wili turn k over. ,
§he said, “Now it's time for maths: 1412, 242n4.
it's time for English, spell cat: C-A-T.
Now it’s time for going home.”
exercisas where they compeled o determine who would be able to jump the
and ¢ person in the middie would then have 10 “catch” on one end of the rope.
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Ahough Skipping was aimost exciusively a girls’ game, on one oocasion |
did observe boys ﬁﬂbﬂthgmmmnrmg;oﬁm Sohool:

udents atiempt this
shrugs and
move off ¢

2

rated 10 contiue.
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AR
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During another episode of this game, | also observed girls participating in
the activity. Their participation was, for the most part, accidental:

A small group of Class Two giris are playing / Went to London and | Saw
girls are tentative at first, their demeanor reveals their enthusiasm as they
attempt to defend their position on the rock. Gradually, the girls become
R ok i, 6 A g e Gl e g Whne
a few minutes, however, this game results n an al

the Mountain and the giris join the game of Mide the

2
:
f

g
:

NI endia Nairobi. (I went 10 Nairobi.)

Aoty Loz

Thany of the ohilren who attend ihis echool experience diiouliss with Engleh lan
pronuncistion. Kovis, the Aame of the play activily, is achs pronuncistion of th
word ‘quarter”, which refers (o the circle patiem that the childven dv

S0ne of the Atvican tribes iving in this ares of Kenye.




za tingizs. [Dance, dance.) o
mhmbo hatujambo. [How sre you? We are fine.)

in the circle and each suocessive movement is a hali-turn counter-clockwise,
akemnating forward, then backward. The last line of the song, *hatujambo’, is a
cue for the partners 1o greet one another. At this point in the song, if the
partners are back 10 back, the greeting consists of clasping hands. |f they are
m.ommmmhmmpuxwmmmwh

8 10 right shouiders, left hands 10 left

Mydh&%mﬁﬂ:mﬂmﬂnﬂoﬂhﬂulnnh
watching this activity and situations such as the following were commoni
observed: ‘A of giris encircle the pair who are dancing and participate in
the singing. A couple of boys are also watchin and although they keep their
distance, they mouth the words 1o the song as they watch.”

zhuho'rm«ysmeal. Similar to Kovia, this game was a popular activity

ines and the members uhﬁ;mwdg.mmmm
mmmnmmmmmwn

|
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Hand-Clapping Games

mn&cnpplngeimnmubaphyﬁby is at the Tannery School.
AMes were static and were most commonly phycd by pairs of girls,
on occasion, mlmhmﬂbhtwmphylxmo The
mgmmaﬂinummmpm the hand-clapping was °All the people of
the nation come together. . . ° This was repeated for several patiems of
ng, m:%ngmubommmmmm
mﬁmune’tbnﬂe words was ofien difficult to distinguish and it was
mwmummmmmumwm-mm
words in the chant. it should also be pointed out tha tgirl: often engaged
in Hand-Clapping Games in order 10 pass the time while while they waited for their
tum in Skipping ot Kat.

Bl%wg mm:laﬂomdmmmwys&odmﬂm
in and the Bamboo Forest is a girls' group game sung in English:

In and out the bamboo forest. (sung three times)

You are my partner.

Tappy tappy tappy on my shouiders. (sung three times)

You are my partner.

The game begins in a circle of at least ten girls, with one girl leeding the

088sion by singing “In and out the bamboo forest” as she weaves in and out
of the circle. On

the circle. On the fi mmmymu-,nwu@nman

H
=3
is
L X-1

2

besion circles around the last girl and sings “in and
W 10 her. The _,m:mmmn'-eamdaush

B OMegC 'mmmwmmmmn
mmmwmnﬂn porations




. A game of strategy obrerved among Class Two giris at the University
School was Hide the Stone. The oognitive abilities and skills required in this
game inciude a combination of operational processes such as memory,
convergent thinking, and evaluation. The following observation illuminates
some of the cognitive strategies employed by the participants:

Wrategic pi

the
hes ¢

I
gi

T:

Alissa decides on which game to piay and invites me to come and watch.
8he organizes her group of six friends into a circle. Everyone sits down
and they bend over so that their heads are o the ground. They cover their
0yes with their hands while Alissa searches for someone to hide the stone
behind. She watches to ensure that no one is pesking, “Cover your eyes!
thnmnﬁllmk . I'Inntlltvm.mt' issa hides the stone

then says, “Wake up. ) is 7"
Whoever successtully guesses where the stone has been hidden is




Mrwcy.ohodmnmlmmdhmumamrhghﬁmm
sweater over her jumper. She takes her sweater off and hands i to her
friend to wear so that they are both disguised from the seeker.

Strateqic Positionis

Stmzlc Posttioning was a technique commonly used by giris at the
University for selecting roles, particularly in games for which an “k”
figure must be chosen. For instance, Qﬁw . 'bgﬁ:unﬂta
determine who would “catoh” in Skipping, w 0 would “call® in / Went to London
mt&mmmwh‘rhwﬂm.mﬂmmﬂmmmﬂ-
and Seek. For Hide and Seek, ne Class Three student listed Strategic

as a ‘rule’. &oWNMhMur‘ﬁumi
line. When you are last you are the one who is going to count.” in Skipping,
Strategic Positioning was also used to establish positions, for example:

Aofoc%:lcmo Four giris have decided to play Skipping during games
mmnmmmmmmumm-ma '
who are rallying for positions behind her. 8he checks 10 ses who is

it should aiso noted that for the game / went 1o London and | saw, the
mmmmmmmmw in this situation,

i L
:

5
|
i
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mﬂhwmmumhmipuwr-aanMdMW
wbamdmopponmhytabhhmﬁabmiﬁmmmugmm
individual goal in this game. Moreover, during inktial ocbservations this me
lppnudlab-mmnmdmm:modmm After further
observations it became parent that strategies to cause the middie person to
fall were frequently used gs  the players in the outside circle. Common strategic
mmmmmmmmmwmrnmm t of the
middie person to coliapes their supporting arms. it is aleo nc pworthy that
mimmmmhmmmmmmmwmump
mim.miﬁﬂﬂmmmnmnqﬂmﬂoﬂm;pm‘:
procedures for play.

On the north side of the University School, there was a large white rock in
the ground several metres away from the school wall. This landm rk was not
mw-mmmhmmnmmmmnmmnm
mm-mwmammlmmLMWI&- A

0 play this game require one person who will catch. You can take a
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One of the Class Three giris has a sweater tied around her eyes as a
blindfold and she is crawlin on her hands and knees making cat-like
noises, “Maa, maa®. The others call to her, “Puss, puss, puss,” ,
encouraging her 1o move in their direction and to attempt to catch them.

The phrase “1, 2, S.IHbommninﬂ'nlli‘?thumd ,

mnmimﬁgkhonhphygmmh niversity School. This

gm-dmgnlmmmmmlmnmmmd
ase described:

As Ebinor is jumping in and out of the ditch near the school wall, she
luﬂ-nlthImndcndihaut:'ieaglhrIan!nyl'
E b sprints across the field 10 get away. . . . ONe initiales

ancther game of hase by saying, 1 no going o oatch,” and EMinor

of & thief who steals from a rich

mmu:msam,mmmm.ummhm
the

of the thieves escapes.

i
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Police Officer: * Why are you out of jail?" The police officer chases after the
thief, who manages to stop at the rich man's house and abscond with
some of the other objects. o
Police Officer: “He has stolen again® ,
Police Chief to Rich Man: * fhor have stolen your bag and your sweater.”
Police Chief to thieves: “You will steal again!”

7 ‘Phyhgb@un'ggrﬂmmlbudullh'"mm,lmmwld'
(Leacock, 1976, p. 487). Young giris who attend the University Sohool refer to
playing house as “kalongo"® anc as one Class Three student described, i is “a
game of mothers, fathers, and children”. The rules for Kalongo are implicit in

the social and technical practices of this particular African society. in the play
episode below, a group of Class Two giris became engaged for an extended

period in a dramatization of African social practices:

The girls decide to play Kalongo and they spend time selecting roles
because everyone wants to be the central mother. Alissa acts as the
arbiter and appoints herself as the central mother then assigns other roles
10 her classmates. No one protests. 7

A *MQ._l'm cooking. Now I'm eating.” She demonstrates. “I wash the

The mothers all instruct their children 10 put on their sweaters (i.e., school
know I've left i there. Now I'm going to town 0 buy some things.”
O:'Eunm.l'mnmwm; . ,

this sukuma wik® to each of her guests. , ,
explaining to everyone what each room in her house is.

.,ﬂf 77 ng the weel". R is the name i B
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“Knock, knock.” One of the mothers comes to Alissa’s and drops off a
pencil. Everyone wakes up and goes through a washing routine. Next,
Mmmammcmmmtahmmmmhnamm
ﬁfygu‘ptomnoun.m.l‘ummnndgnpu! it's time for eating,” she
scolds.
A: “Are you going to school today, Joanne? Yvonne, is your child going to
school? Why not? They have a test today. Go to school.”
To the other mothers she explains, “I'l stay with you, we'll Q0 (o town.”
Ahummamtathcrahounwfmdﬁmimmﬂdmh
the classroom:
“Good moming, Class Two."
'Goodmommlchor,‘
“You may sit down.”
student complies, then the teacher praises her and directs the other
m-wum%wﬁw'mmnmmmb
“Remember you must pay school fees tomorrow.” While school is in
mhmmm@mﬂmwmwmm
Two of these mothers pretend to be writers. Alissa is now teaching a
MMMM.'FH%.M.._MM.I
am taking with one of the parents.” Thes she tells one of the children,
’Gmnqmmheun[mmmmmgmm
Nairobi.” &mmmmmmdm&mm
Rosle. E-vu:lmalhoumlahehnb D rubbers for their
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“Okay, 9o 10 sleep,” the mother says (0 her ohild. The others come into the
room and explain, “We go home."

Mrgamuﬂbuhrmanbnmlmmmmmauhﬁm-
proup of Class Two giris. This not only permitied an opportunity for me to
rehearse” some of the social practioes that | had leamed, i also provided me
with more of an insider's perspective on the activity. What follows is a recount of
our play episode.

cunTmmmmoouuhoﬁlhmuwlﬁbﬂmwt
has been lef on the field. They invite me 10 play and suggest that | come to
their house to visit. )

| knook on the door, “Hod?® (May | enter?) ,
Alissa smiles and replies, “Karibu.” [Welcome.) 8he greets me at the door
and inviles me in belore procseding to show me the house aming
outside?” They all giggle and quickly restructure the house 10 include a

arrangement of these artilacts was ofien similer 10 the traditions! cooking
faciities thet | encountered in many of the mud houses in the village.
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up their socks. irene and Alissa direct the activities
them what to do and how to care for their children.
was observed on the University Sohool

icipants were exciusively Class Four and Five

ity

off, and pu
the other girls, tell

This make-believe act

playground and the pan
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ys are playing

beat him with the stioks and t

chase after him again.

d Four boys are play

of them are car

“ﬂlmz
M 8blo 10 Mmaintain the

s ores

o

by & pack of wid

tad 10 Mme thet he was not
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A: “No. | used Coca-cola.” ,

M: “Look at mine." Matilde says, stroking the grass she has plaited.

H: “Let me plait this one with Claris.” ,

S. m I'm not plaiting with anyone.” She teasingly slaps her friend

Alissa spits coke again and laughs. o

C: “You are slopping on me. t is wrong with you? | will beat you!”

ahurunsm, ) field and Claris chases after her. They both retum to
y me.

C: ‘We run again.” This time Helien runs away screaming. The other girls

select partners to chase and then dash off in all directions. After each

chase episode, the girls retumn (o sk by me. Some select new partners to

chase while others prefer (0 just sit.

;ng";c.hcunfhﬁ:“m m;hﬁﬂdr;nhhhhm%kmly
g-hnfhmhonwmlﬁuin'phmmm&afmmmh

® group of boys acting as police manage to single out several boys who

OARNough ‘Yo accused” in this game doss et identlly the activily Yoy por 0. 1 hove

, vily ae
choasn $0 include the activily as an enampie of & game of chase on the Tennery achee!
. enample of a game on e Yannary



Twoboysnnmctlngamookduol;omboyhnu!b;&munmhn
& branch. Kelvin chases his opponent and beliows, “ Lot me teach you
some manners!” He threaten waves the branch at his opponent. The
other boy swings a long stiok and forth as though it is a sword. Kelvin
challenges him, “Just come!”. His opponent now has two sticks and with
one used as a sword and the other used as a gun he chases after Kelvin,

Other Piay-Fighting games of chase at the University School typically invoived
short, wo{t.umnmsgehameytmbWMnnh:rym.

Boys at the Tannery School also participated in Play-Fighting using
improvised weapons. For exampie, the boys at this school were commonly
observed carrying tall staffs that were used as spears and sticks. They also tied
sirips of bark onto the ends of sticks and used them ke whips. Theee boys
appeared very aggressive in their enactment of this struggle for power:
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and | manage to capture one of the girls. | explain to my prisoner that | am
tired of cooking and | ask her if | can take her home 80 that she can 000k
for me. She responds enthusiastically, “Yes!” | ask, “What will you cook?"
She replies, "Uga/" [maize meal] and | release her. The game continues
with another girl tugging on my hair. | reach around to capture her and
when | do, | ask, “What will you cook for me?" This girl bursts into giggles
and shouts, “YOU!" | hold onto her, refusing to let her go. The other girls
try to rescue her from me. Soon, some of the giris begin 10 assist me by
capturing the culprits who have tugged on my hair and then depositing
them into my lap for questioning.

lar 10 P
For this game of chase, the chiidren at the University School made use of

the structural network within the inner courtyard of the school. The courtyard

the sidewalk there is a covering supported by round pilars that are situated

mxmi-mhn apert. The purpose of Pikar to Pillar is to dodge from

procedure in this game, however, vary slightly depending on whether boys or
girls are playing the game. mﬁgmhmmphdmmmhr

to Pilkar.

The boy at the far end of the pillars dances away from his pillar,
ouraging the one who is & to attempt to tag him. The boys’ voices

aree and a chase ensues. Onoe he is caught, he takes the position of

In contrast, girls played by somewhat different rules, as portrayed in the

encourage & chase. *Mar-y, Mar-y.” is repested over and over 10 the

chaser. Aher Mary atlempts 10 tag one of the other piayers, a small dispute
m“?‘nhl The others select the smaliset player 10 be k and this
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. - - 40 MO8t things in imitation of their eiders and ilustrate in a striking way
the theory that play is anticipatory of adult Iite. Their games are, in fact, no
more or less than a rehearsal prior to the performance of the activities that
are the serious business of the [African) tribe(s).
Inventoried in this enm are activities that invoive imitating adult roles.
These activities are divided into three groups: domestic skills, technical skills,
and athletic skills.

Al the University School, giris were commonly observed pretending to
m@oilﬂdhmnyhmiﬁh!ﬁiﬂlﬁlmmcdjiiﬂ 7
‘absent-minded” manner. For example, a Class Four girl, who was sitting and
waiting for someone 1o pick her up after school, was observ nonchalantly
mmmmnmh:mm-mmglmma:mdphﬂb
Similarly, during lunch break, | noticed a Class Three girl using her plastic dish
and leftover water to mix together grass and dandelions as though she was
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plank hard enc
they succeed in kn

On the same occasion described above, these boys were aiso observed

playing on the playground siide:

Thgbaysmm:wnymmomnw:ﬂdmuﬂmlhmﬂw
hbrqmnhgupﬂ:ﬁd.&nboymsupmhmlnﬁﬂbym
boy at the top who has used the ladder and wants 10 siide D down. Another
boy waks haltway up the siide and does a somersaul. Many of the boys
then take tums standing on the slide and riding down in sock feet.

mmitmmmfmmmﬂammﬁ-

equipment, they improvised a slide, which is described in the follow

against the ground so that the others fall off. When
ocking the standing person off, everyone laughs.

GﬂHﬁﬂhGﬂﬂGﬂﬂﬂdTwa:rgmhgphmgmmﬁB ,

containers to slide down a dirt hill at the side of the road. They sit on the

plastic and take tums riding down the hil, | am told that sliding is best after

;rhmmhmmmstammwnmmmmm
much faster.
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Garbage Pit

When | arrived at the school one moming, | noticed that a pit, about three
fest deep, had been dug in front of the school. This pit had been dug to bury the

rbage that had accumulated between the school and the shamba [small

arming plot] and it became a popular “piece of equipment® for chiidren to play
in and on. It is aiso interesting to note that on oocas on both boys and girls were
on the first day that the children noticed the pt. During the days that
followed, the children continued 1o play in a similar manner.

One girt accidentally slides into the pit, *EhhI® she smiles and climbs back
out. The boys at the garbage pk seem very excited and call “Kuja, kujs,
natokal® [Come heref] to the other children. Everyone takes tums jumping
ovorthorb-g-gl mmwmmmnmmmm
jump the length. mu!bovyumpm'yhhnwﬂ pit and
the girls jump only the width. Some of the boys begin pushing and try to
throw one another into the pit.

I

Manufactured dolis were not common play kems, and instead, many girls
would make their own dolis. What follows is a Class Four gir's description

colored pencil, and some pieces of cloth. To start with, | filled my bottie

E

o
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Several girls in Class Three have woven long, stiff strands of grass into
different objects and when they notice me outside, they present their creations.
Joptoo offers me an intricately woven item and explaing that it is a chair for a
cat. She teaches me the word in Kiswanili and says “Kiket" as she points 10 the
chair. | repeat, “Kiket!. Another girl roduces an object that she has made.
She puts it up to her mouth as though to eat it, then says, “Maendi” After |
repeat the Kiswahili word, she points 10 her object and explains in English,
;"T:iu' (com). . . . Some of the girls sing religious songs as they sit and weave

grass.

Wice Cars

Many boys fashion wire cars'! using salvaged materials. A Class Four
boy at the University School recounted how he made his wire car:

The material | used was a wire. | started to make the back of the car then |
made up the front, then | made the tires. After | have made the whole wire
car, | made steering. You push the steering and the car moves (M. K.).

Twoothuboycdombodthomatmumlmmmﬁnhmm
cars. One recalied: *! used such materials lke wire, batieries, copper wire
and bulbs. | moeoppormahroundhelrmm g the shape. |

" in hor of play in Alvican villages, the wire cer is probably the
':uﬁnbu:’mmm play villages, cor is probably
124 matatv is & Suck used for public Sanepontation.
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Another type of piay material used at the Tennery School was Bottie Ca,
Yo-Yos, which were made by looping a string through two holes in a bottle
One end of the string loop was heid loosely in each hand and then the cap
twirled on the string, which causes the string 1o twist. As the string is tightened,
by rulling in opposite directions with both hands, the string unwinds and the
cap spins rapidly. The momentum of the spinning cap causes the string to wind
in the opposite direction and by pulling the string again the action can be
repeated endiessly. One yo-yo was commonly shared among several boys.

Stiks were aiso frequently shared among several boys; on one occasion, |
observed a group of nine Class Four boys sharing one set of stilts. Stilts were
usually made with scraps of wood and were sturdy enough (o carry even the
largest of the Class Four boys. Stilts were often used on the schoof running
track, which was uneven and marked by holes and rocks. Walking around the
track on stits was difficuk and required skill and practice in order t0 avoid )
inevitable accidents. | often observed one boy walking around the track on stits
mishap 80 that they 150 could have a tum (0 use the stilts.

°

s
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CHAPTER §
DATA ANALYSIS

The results of the study are analy ad acoording (0 gender, socioeconomic,
cultural, and developmental factors. results are then discussed in relation to
the Kterature considered in Chapter Two.

Gender Diffe _

mahmwﬂmmmg-ﬁphymmmnimi
play groups tended to be composed exclusively of males or females, and
hmmmmmmmmm Also of importance
was the fact that both the types of games and non-game activities engaged in
and piay behavior varied significantly with gender (see Table A-2 for summary).

Eormal Games
Aames of Siit
Girls engaged predominant hmlmmdﬁﬂ These
?ummmd:wﬂluwydwﬁhm“ at}), hopping
Ukamoo), catching (Kora), pattemed movements ( ), and jumg
mm mmﬂwmmmdﬂ MYeu

on the Mountain. Both of these games required skills other

out 1hat when hese Qames were| the siyie o _...*
oot o w%m :: lﬁvll pl!v mn:g
thout mdmﬁm

&-“m ames of then ™he > of

s S0 ey o Qs o sty oy, Ty game ol
""" mmmm the more common set of rules,
whoreas ting 10 disguise their identity irom the seeker by
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figure. Allouldg‘mielnahmwoth Strategic Positioning and Trust were
initially categorized gﬂ\u of chance because during early cbeervations,
mlumodtabi key factor in determining the outcome of these games.
Fc ng additional observations, however, k became clear that girls employed a

variety of strategies that would aliow them to control the outcome of the game.

Girls also engaged in both cooperative and competitive Singing Games and
wauldaﬂtn:hgtr hnalAMennaupirltunlmwhhnkhngar

by their peers, they were frequently

mmmmpummmwpmmmhmmhn
very private way, as illustrated in the following example:

From a distance, several Class Two boys are watching their female

classmates play /1 and Out the Bamboo Forest. The Qiris seem unaware of

their audience. . . . One boy is looking on as though he is very interested in

the activity. mmnmuﬁ and moves his body ever 80

mumm»uwmm of the other boys seem 10 notice.

Formal ﬂﬁn“nﬁuizaﬂﬁmaﬁwwl
Mbl.arg':ﬂlslwm

wwam md"‘ aMes were

;rlimuy | girls played a variety of both formal
mmmdMRh,i 'ﬁﬂﬁﬁ\lpﬂhhﬁﬂdl

mmma; 123&& Run Away). This pattem has
mmu:mudnmmmmm

mwmhff”

Girs and mmmmmmm
m&”mmdnmm varied with For

playing.
example, for young girls playing Kalongo (Le., house) or Mother and (i !1-

rﬂndmdﬂ.mmm:m Riss Iﬁm
mmhmmmm;, lously). Also, allhough the lsader

“np_hﬁi-— TY, “mhm—-—ﬁhﬁ—-ﬂb
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players, this role was never acted out

would gradually adopt a new one. It
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becomes more confrontational and argumentative. He clutches a pillar and

refuses to attempt 10 catch anyone.
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was often accidental, it could aiso be intentional, particularly in situations such as
the following:

Several boys are watching some girls play /n and Out the Bamboo Forest,
The girls seem oblivious to them. Some of the boys begin to sing along to
the song. They mimic the girls and t to mix them up by laughing and

changing the words. The girls seem frustrated but continue to ignore them.

Na l: similar impediment to play occurred during an episode of Rafik/ Yako
n

Despite interference from Class Three boys, mdhﬁﬂlhchnbm

try (0 organize themseives into two lines. The 8 persist by waking

around the group of girls and mpphgm whips. The brown

wmﬂmmmmmmmmlelhghmbrﬁ
game. The boys continue to interfere. The giris try as best they can to

zo: the boys' proximity. Although the game seems very disorganized,
young giris persevere.

On rare occasions, some boys would participate in girls' games. As
mentioned previously, this participation would often alter the mics of the
oumo.uh-vldimmmbmwmtbnﬁﬁm ‘Gmboyhu

w boy(h- bmm

The fo King on the Mountsin is ancther example of boys
Mho phyuﬁh:mhﬂndﬁmﬁghﬂhm
conml boys’ game:
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starts crying and kicking at the other players. One boy threatens him with a
stick and drives him away from the play area.

Conversely, girls were usually admired and accepted as leaders by their
peers because they were physical attractive or possessed academic or creative
abilities. In addition, girls with these attributes were often give special privileges
such as the following: “Jeptei and Jeptoo are never called for tepping on the line

Break].* *Several giris in Classes Two and Tivee are Skipping

The University School's student population consisted of a broad mix of

wmw.ﬁuhmm-mnmﬂmm o




as children'5. At the Tannery School, Skipping rhymes in particular were part of
MtrmmlcununaomydwmﬁﬂnmmhNgﬁdinnd ,
Kiswahiii. In contrast, Sk rhymes at the University Schoo! seemed 10 be
infiuenced more by British tr iong than by African ones because most of the
rhymes were repeated in English. it is aiso noteworthy that the Nandi teachers
tookmpddohmﬂwmamytmdmgmhmﬂrmljummwlbohg
mbodawmathMbhhﬂmmhnmmhMmmmwm
in the University community.

it is equal significant that boys on the University School playground were
mww}unmmmmmmm . Boys on the Tannery
Sehoolphygromdhmmmmuy berved Skipping or playing
Kati with their female classmates. w:l. interaction bﬁmm boys
was more common at the Tannery 8ohool than st the University School. This ,
maymm.mm.toummemmvwmmgumm
School and to parents’ concerns that their daughters may not compiete primary
school if they become invoived with boys. Conversely, at the Tannery School,
because the expectation is for daughters 10 become wives and mothers, parents
mayummwmmwmwm,

NMMMuﬂMﬂmbmmh
Mrmaumwmmtmbmmmmmm
environment. mwmaummmmcwgm
into skipping ropes. mmmd-mmmm:mmn
oocasionally 10 school. Moreover, the plaited grass skipping ropes ,

through a few rhymes before needing repairs.
in contrast, at the Tannery giris tied sirips of bark lomake

é
g
i

oki
arummmmmm p¢ of skill and i is significant
that in all of these games aggressive behavior wes observed. For example,

5% is alo ineresting 1o note thet teachers at the Tannery School commented on how children
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At the University School, only one singing game was observed and ik was
sung in English. This influence mz be a resukt of several different factors. First,
many of the children's parents had been educated in either Europe or North
Nnork:nnundhmaﬂggmﬁhh&muk&dh:lanﬂmﬂmlcunm
through the adoption of Westem practices. Additionally, the children of these
parents introduce new ideas on the playground. Also, most of the songs taught
in music classes and competitive singing games'® were of British or North
Mulberry Bush®). Next, all subjects, with the exception of Kiswahil, were taught
in English. Finally, children were punished for speaking Kiswahili or their tribal
language'7 on the playground.

Family and school cultures may also affect the types of formal games of
chase played. For example, at the University School, Erghhmmchn 1,
2.&A:ylfuu%ﬂsﬂmAuymb;m:ummb; W Were probat
originally taught to the children by foreign teachers or y teachers or students

7y oo becaien P chc
ikely due 10 young
pley e bocaue ey

::m—n—m-mnwnnmmugm
& is indarasting 1o note that many children did | apeak their rbal language and some were



rather than by mothers or their daughters. It should aiso be noted that when
these giris played *house’, the role of *maid* was frequently included in the

activity.
The absence of make-believe activities for giris st the Tannery School,

however, would seem 10 suggest that creativity and originality may not be
fostered in giris because teachers typically pay more attention to boys than they

do to giris and this is compc by large class sizes (0.0., in the lower classes
the average class size is mmm):ndnhﬁdmlndmm It
MBHWMMMRMme in make-believe

ph"wmnhmlcmdwrkhhm-nmﬂ Itis aiso possible that
ve oocurred on the school playground even though it was not

, mﬁwxhgmmwbhu-phmbymdmmm
School, can also be categorized as make-believe, athough dialogue and
imaginative objects were not used extensively in the activity. Thieonumam'hg

and Horses included one central characier who played a king and several other
participants who joined together to form a horse. it would aiso seem 1o be an

mmmMthmhrmwtmm activities were observed
among boys at the Tannery School. "o

informal games of chase involving imitative and imaginative role-pla
were common among boys at both schools. MNMﬁlﬂﬂyﬁ:‘b’.

mm-ﬂmm?dmm?‘mmwmw
were evident. For » the procedure of “roughing up the
robbers® seemed less severe on the University School pl than on the

Tannery School playground, as iustrated in the following observation:
When the police caich a rabber, they “rough him up®, throw him on the
wmmnmmdﬁQMhmMWhMﬁ

The robber is then foroed 10 lay on the ground and he attempts 10
suppress his laughter from the cop who is guarding him.

Also of interest is the fact that when this group of boys was asked "What
pwmhh:hﬁmbhﬁhmr mbaymiﬂ.‘ldm’l
know, that's just what cops do.® This would seem 10 suggest mwm
Gmwm:ﬂmmmmmmmmﬁg? '
between “cops’ ‘robbers’ society. ARematively, on annery
playground the following was obeerved:

ﬂuméqhﬁibmhaﬁﬂmﬂc}ﬁhﬂﬁ:nﬁmn
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_ Although the boys at the Tannery School appeared 10 be more severe in
their punishment of thieves, which again tends to be a more traditional practice,
they seem to have ideas similar to those of the boys at the University School
regarding how "cops® typically interact with *robbers®. Two additional factors may
aiso influence how these boys play. First, in this society, thieves are often
bumed to death by members of the community using a procedure calied
*necklacing®, whereby the thief is rostrained inside of an oid tire and then Kt on
fire. Also, corporal punishment is practiced in both schools.

mng,mwntﬁ:m;kdﬁﬂmmmuhg;hni in this chase, the boy
mmmmmmmnmmmmam Being a
fast runner and having Hon-like strength and power were highly valued in this

community and the admiration for the "lion® was evident.

Environmental structures on the University School playground inspired other
unique games of chase. Pillar to Pilsr, for example, was played within the
school’s inner network of concrete pillars. In this game, each pillar was
mminwmwmmmmum-wmﬂammn
mmmaﬂﬁhrlohmmmlalmmwwnm

such as concrete pillars and sidewaks did not exist. Similarly, Mushroom Tag
lyed mz‘mmmsamm;,aﬂugrghy period, mushrooms
prouted in the grass on the playground. At the Tannery School, however,
Sive 10 mushroom growth,

Who wes /7 was aleo a game unique 10 the University School. This game,
Mwm.ma:mdcmFmﬁmmm
near the school. Tmmﬁ\cmphndnbhm:émmmdh
girls would look over my shou o | would reach back and attempt (0 capture
anyone within my reach. Eventually, this ga ® bacame a ritusl part of my
presence on the playground and soon, ¢ s in Classes Two and Three were also
participating. In general, the children at this school were very comfortable
THEracting with me and they particularly seemed to enjoy when | participsted in
, C:iﬂmdhﬁmgysemﬂmmmnmm-ruhm
with me in a playful way. mmﬁmhmnmm First, in
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did interact with me touching by my hair and skin or by taking my hand to lead

me to some event on the playground. Some of the children aiso enjoyed waking
the mile and a half back to the University compound with me s0 that they could

carry my *mfukd [bag] or teach me Kiswahili vocabulary words.

Although Play-fighting games of chase were commonly observed on both
playgrounds, piay styles varied between schoois. On the University playground,
for instance, Play-fighting play often consisted of short, spontaneous chases
foliowed by brietf tumbling sessions on the ground. In contrast, on the Tannery
playground, 'f'lay-ﬂghtm usi!"':y p::gvnfmvgdkgq kgg“ of weapons such as ‘zh'gm ‘,E

om chasing to jumping and kicking at one another, to chasing again,
then dueling with whips and finally, tumbling on the ground. The extended
mmmmuudkhkhgmﬂpmsmummwﬂmlhm
atmonWmmmWNMInMﬂmm
overpower their opponent. This may be indicative of stronger lies tothe
traditional practice whereby men hunt for food for their families and protect them
from potential dangers.

E

The activities described here are distinct, and are therefore categorized
and Child or Kalongo), because they do not occur within the context of make-
at the University School and among boys at the Tannery School.
B met i S of ok e et Sl oy g
t v play of this kind was not cbserved among girls at the

& resuR of such activities no longer being a novelty to

&mmwwrwmcmmmmﬂ nat

as
the Tannery School while driving wes
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The technical skills of driving a car are also considered to be necessary in
adult ife and the rehearsal of these skills was observed among boys at both
less frequently than on the University Sctool playground - a finding that is likely
atiributable to the higher parental aspirations for boys at the University Schoo!
(i.e., they m:é;‘xpoct their son 1o be successful enough to own a car in
adulthood). Conversely, boys at the Tannery School would have very few role
modeis who drive and R is therefore less likely that these boys would anticipate
that driving would be an essential skill in adulthood.

Akhough athietic skills, particularly racing, were practiced on both
playgrounds, these skills were most typically rehearsed by boys at the Tannery
School. At this school, boys appeared to be very serious and they spent more
time perfecting their athietic skiils than boys at the University School. This is
Nkely due to different parental and teacher expectations at each of the schools.
Spaecifically, at the Tannery School, boys were encouraged to excel in athletics,
whereas at the University School, boys were encouraged 10 excel in academics.
it is equally significant that Qiris at the Universit School were observed paissticing
athietic skilis more frequently than giris at the Tannery School. Ostensidly, for
giris at the University School, parents’ and teachers' expectations were less

traditional in the area of athietics, whereas at the Tannery School, parents’ and
teachers’ expectations seemed 10 be more traditional.

equipment but the children used wood scraps 10 improvies a seesaw end a
stationary “baska¥ (bicycie] which they used on a daily basis. It is possible that
inclined to use i than when they have participated in creating i, ;




to note that no students seemed to be ostracized or discriminated against by the
hr&r group. This was particularly interesting because such prejudice was noted
in the adult population, particularly between Africans and indians. No overt
prejudice was observed at the Tannery School either. It is noteworthy, however,
that these children were aware of the existing tribalism that existed batween
Kikuyus and Kalenjing in this area of Kenya and this was evident in the song for
the game Kowvta, which is about someone (the children who sing this song are
Kalenjin) who meets a girl in Nairobi but is unaware that she is a Kikuyu.

Games and activities in this section are categorized into groups according to
common characteristics (e.9., games that invoive singing, games that require
teams, eic.) and developmental criteria (i.e., the class level and approximate
age'8 of the participants in the activity) (see Table A-4 for summary). Because
the primary purpose of this study has been to determine how children's play
reflects the social and cultural context in which it oocurs, this section provides
only a synopsis of how these games and non-game activities might be organized
in developmental terms. Moreover, (0 assess developments | differences in
children's play behavior it would have been necessary 1o observe a broader
range of ages than what was observed in the present study. For the most pant.
the categories presented here are structured according to those outlined by
Sutton-Smith (1959) and Sutton-Smith and Rosenberg (1972).

first three school classes, | commonly observed imitative activities
rehearsal of athletic, fechnical, snd domestic tasks. Diflerences in
mwmmmhmmm
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attached to the head of a baby, as in the following interiude: *Four Class Two
giris are plaiting grass and pretending that it is the head of a baby. Alissa
proclaims, if the baby cries, Il cut the hairl™ Clearly, feminine concerns such as
food preparation and child care were the central theme in the imitative activities
of giris in Class Two.

in contrast, boys in Class Two preferred to engage in activities that involved
central masculine concerns such as construction and athietics. These boys did
not spend as much time pounding nalis out of wood as Class One boys,
however, and instead, concentrated on building commodities such as houses,
seesaws, and . Giris and Boys in Class Two also participated in imitating
athietes, particularly racers. It should be emphasized, however, that the imitation
of athietes is more common among boys than giris in this age category.

Although | sometimes observed Class Three Qirls pract food
preparation, | did not observe them plaiting grass as the Class Two giris had
done. Class Three boys, however, in very similar imitative activities to
Class Two boys and they aiso rehearsed driving skilts. Students in Class Three,
like students in Classes One and Two, also enjoyed practicing athistic events
such as racing and jumping. It is equally significant that Class Four students
were not ocbserved participating in imitative activities. As mentioned earlier, this
is most likely a resuk of parental expectations that chiidren of this age assist with
chores such as child care, food preparation, and construction at home. In other
words, because Class Four students have concrete opportunities to practice
gender-roles at home, they may choose not (o engege in such skills in their free
time. mummummmmmm.mmmom.
begin to develop piay interests other than adult imkation. Akematively, for
bnum.dmm.ChuTmmdchuMboyncomm&onmmum

play interests.

Make-Beliove Activities

Make-beliove activities were aimost exciusive 10 the play of girls in Class
Two. The dramatization of fantasy roles relationships experienced
in family We (e.g., the mother-child relationship in and Mother and Child)
were particularly populer. Another finding is thet the content of theese
activities continued 10 involve central concems such as domestic tasks

and child care. in contrast, in the game of Rich Man, non-trad:tional female roles
such as police officer, thisf, and rich men were portrayed.

in Class Three aleo in rolss, akthough their games
were more by expliot rulss and were not sirictly a dramatization of reel
ovents and , 1he fantasy roles of boys are discuseed
within the context of other activiies. however, the imitative play of girls



9%

Singing Games

Singing games that invoive performing actions to a choral accompaniment
were aiso popular among girls in the first three school classes. The ritualized
content in games such as Rafiki Yako Nani? and In and Out the Bamboo Forest
function to provide young children with a sense of security in large group settings.
Similarly, small group singing games such as Kovta and Hand-clapping games
also invoive the repetition of actions and this provides children with a sense of
mastery and accomplishment. it should also be emphasized that singing games
organized by adults comprised much of the content of physical education in the
first three school classes and that children tended 10 play these games according
to how they had been taught them. For exampie, the girt who was most often
selected by the teacher to lead the song was also congistently chosen to lead
when the game was organized by children.

Cantral Person Gemes

Central person games are games in which one person plays in opposition 1o
the rest of the group (Sutton-Smith & , 1972). These games constitute
the majority of games played by children in the four school classes. This is

probably because such games require only simple organization and are easily
lsamed by children under ten or eleven years of age. Sutton-Smith (1959) and
Sutton-Smith and Rosenberg (1972) suggest that central person games can be
further categorized according to five roles that the central person may occupy:
melight role, leader in competitive games, fearsome °it* character, central

person of low power, and scapegoat.

“Limaiight" Roles
When the central person occupies a limel role, she or he becomes the
oentre of attraction in the . Two such ios were cbserved: Trust, which
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The fearsome “it* character is enacted predominantly in games involving
competitive and dramatic chases (Sutton-Smith, 1959). Girls' games involving
the role of an “it* character were observed in all four class levels and inciude 1, 2,
3 All the Girls Run Away (observed in Class Two), Pillar to Pillar (ocbserved in
Classes One to Thres), Who Was /7 (observed in Classes Two to Four) Hide
and Seek, and | Went to London and | Saw (observed in Classes Three and
Four). Comparatively, boys’ gnmn of this kind were common in the first three
school classes and inciuded Play-fighting (observed in Classes One 10 Three), ,
Pillar to Pikar (observed in Classes One to Three), and Mushroom Tag (observed
in Class Three). The objective in lllﬂMgMﬁmberphmlo!\mld
being caught by the fearsome " character. Overall, the content of games of
chase such as those mentioned above evolves from simple, spontaneous apurts
across a field (e.9., 1, 2, 3, A/l the Girls Run Away) to mare sophisticated cheses
involving explicit rules and role-playing (e.g., Simba na Mbwa).

heﬂrnmsunothlrmmmm.gnndbwmr uire the
central person to maintain her or his poskion in the face of competition fror
others (Sutton-Smith, 1959). In other words, uniike the other central person
rﬂnlau'nulmwlh‘bwmwwr'bndmmﬁhﬁﬁmmm
whom o chase or when to run. King on the Mountain and Simba na Mbwa were
the only games of this kind obeerved. King on the Mountain was played aimost
Interestingly, akhough their involvement in what is typically a boys’ game was, for
the most part, accidental, these 8 seomed well informed of the game's rules
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the game Are You Ready? , is one such examse 1 reectior e cruelty in a
game situation.

individual Skill Games

In individual skill gamaes, the players ass & . ~9d eguals and must
Sompete against each other in a variety of sisills . S.' +-Smith & Rosenberg,
1972). Although such games were popular » sl four scheo! classes, they were
particularly popular among Class Three and Ciasse Four gs. What follows is a
summary of games of skill played by girls a~d bays = Clieses One 1o Four.

For girls in Class One, games of shil meiudin® Mab and Skipping. During the
oarly sta dﬂmhgtophyhpﬁﬁﬂpﬁﬂﬁa}hnmgm
umwmmmmmﬂunrﬁnéhm(mhﬁanm
Five). Moreover, their game tended 10 be siow: sl methodical as they attempled
1o master the skills of throwing and caiching. Simiiarly, when girls of this age
practiced Skipping they tended to be less agie and somaowhat awkward in their
jumping style. These girls, however, did not spend a significant amount of time
playing Kati or Skipping.

proficient at playing Kati and g that they ofien attracted an audience of
and boys from all four school ciasses. It is also interesting 10 note that by ,

mermnnwmmmepwwekpﬁmmmﬂﬂmm

on speed and agility. Kati also reached its height in

ame oys in the first four school
Classes One to Three and Wresting, which was only cbeerved in Class Four.

_ _ : ,: Vllrl,,"‘,. ) '
Mhhﬂ“ﬁ?“lhﬂgﬂu
mmopmm:h%bmmmm.
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Skilled pastimes are usually performed by individuals alone or among others
and are hobbies that cannot in themseives be considered formally organized
games, although they may give rise to competitive, game-like activities (Sutton-
mith & Rosenberg, 1972). Under the broad label of skills a distinction is made
between two types of skills: first, skills required in the creation of a toy for
subsequent play and second, skills required in performing a particular play act.
in the first skill domain, toys created by girls include Grass-woven objects and
Handmade dol's, and toys created by boys include Wire cars. The second skill
domain includes two activities performed by boys: Bottie Cap Yo-Yos and Stilts.
ARhough both Bottie Cap Yo-Yos and Stilts are also oonsidered toys, it should be
emphasized that the creation of these toys is secondary in importance to the ,
from using them rather than creating them. For example, | frequently observed
as many as ten boys walting for their turn 10 use the sole yo-yo or one set of stilts
available.

In general, the skilled pastimes of Weaving and Bottie Cap Yo-Yos were
mar-typie:uycp:ﬂormﬁbycmufhmﬁmmun stimes of
making Wire Cars, Doks, and Stits were only observed among Class Four
students. Most of the skilled pastimes performed by Class Four students require
oxpertise in fine motor skills and creative ability, and were therefore far 100
difficult for children in the first two classes (as well as for many children in Class
Three). Also of importance is the finding that children generally leamed these
skilled pastimes by observing thoss who had aready mastered the skill.

I undifferentiated team games of skil, two teams or ‘packs", which are only
skgpuly iererieled by ilerent role behavirs, engege n a cramatc ole-

classes preferred organized-sport team games (.9., footbl) 1o these *pack
versus pack® games. It is equally significant that team games for girls were not

older children. Moreover, .u-g“mm-m RrC ‘lﬁﬁhﬁ order existed on the
wmmwmmmumm For

have 0ome 10 colklect wood from 1he shamos foarden] ssee. They str”
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where a group of Class Two girls are Skipping. One of the oider Qirls takes
the end of the rope and turns it so that her classmate can jump. Many of the
other ?Ms in the area come to watch the Class Six girls skip. . . . Four Class
One giris move their skipping game over beside the Class Six girls. Soo:
several girls in Class Six take over the skippir game entirely and the Class
Two girls stand back and watch. There is No dispute over the rope.

Discussion

same-sex companions. They aiso noted that oider children interacted with same-
$8X companions more often than r Children did, which was aiso evident in
the present study. Anoth«knpoﬂ‘% was that in the multi-ethnic, middie-
to upper-middie socioeconomic class environment of the University School,
umo-uth‘ommmonmhmhﬂﬁmm
bmr-tobw«-mbdbmbmnanbehnmhgqmﬁmw; As
eariier, the almost exclusive sex bgregation of play at the University

myuamdummmmm standards. As
m.lbmmtumdm:lhmmfmm
mmtmmmymmmqmnmm
many Karyan cokien shoes oo s s oecdary leresing 1o e thi
man to play separately even though this is not 8
nqu{omunum:ehool. mmmn;mmm
girls’ Puablydubhmwwm
passby 4nd rarly chakenged boys when they
intervened in their game playing. mmm*:m&phmtumy
weil be a specific function of parental expectations.
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Noppe and Ray (1990) have observed that children tend to initiate social
interactions more often with same-sex peers. Salamone (1983) argues that in
Nigeria, when girls ongaogo in a “call and response® pattem in traditional games, it
establishes social control and reinforces acceptable behavior in a group setting.
This aiso hoids for Kenyan giris, as many of their traditional games invoived a call
and response pattern. Salamone emphasizes that traditional games played by
giris serve as a means of establishing friendships and leaming to rely on a wide
circle of friends. Within friendship circles g Kenyan girls, however,
leadership roles were aiso evident. Typically, giris who were physically attractive
or who possessed academic skills (i.e., received more attention than most
giris did from their teachers) or creative abilities (e.9., singing, designing play
materials) were given special privileges in game situations. For ex ple, Qirls
who were appointed (often seif-appointed) leaders may be given an extra long
tum, first choice in @ roles, or the “caliing position® (as opposed to the
‘response position®). it was interesting that some girls took advantage of thi.
leadership position and became “bossy” with their playmates. This was also
commonly observed among women in the adult culture, who, when in leadership
positions, often tended to be “bossy” (i.e., controlting). This role-inconsistent
behavior suggests a form of females’ attempts (0 establish their position within
the male-dominated hierarchy.

Mainta

& wide circle of friends was not observed 1o be as important for

boy:ubrwh? s.mo-uxphymmnmsbynhleﬁbpy;
mmmmmhmmbmmnmmmmm
characteristic of a male-dominated culture. Establishing sc | rank commonly
hwmmh:ﬁ:wehumlm.mm.a

Mmumxnwmammwm
mmy(im)mmw&mmmﬂhm :




model such attitudes. Although some children expressed an awareness of tribal
conflict, it was not reflected in their play.

Age

Liddell (1988) observed same-age play group composition among the
Kwengo in pzamlbh. Similarly, Salamone (1983), in his study of Nigerian "
children's play, suggests that same-age play groups provide solidarity for children
andauowthmtogahmoomﬂdoneomeuurybrhtmhgh: “face-to-
face" society. Although communication in Kenya is most often “ace-to-face”, it
wnobumdmtkonymehudnndldnoulwayophyhums; ® groups. For
example, students in Class Two often interacted with students in Cis 38 One and
Class Three. It is possible, however, that because each class of students was
eompmodouwidonngodaqru(o.g.. Class One may include students from
ﬂxtom{‘unoﬂoi).cms wo students may have sought out similar aged
gﬁhym;t:;“ glcu One or Class Three. CIfum Four ;t.ums Wmm

on same-age » although this may to the fact that they
had different break times students in Classes One to Three. That is, for
Class Four students, same-age piay may have been a necessity rather than a
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Of necessity, the child's relationship to significant adults in her or his life
(e.9.. parents and teachers) gradually changes from one of dependence to one of
independence and this patiern was evident in the games of Kenyan children.
Sutton-Smith (1959) suggests that chiidren express their independence by
venturing away from a baseline, which represents a secure place, and by
chalienging the “it* figure in the game. Displays of independence were evident in
& number of games such as Pillar to Pillar, Hidle and Seek, | Went to London and
| Saw, and Who Was It?

h“nbhton‘:mgtomnmPﬂhrto&llhnmdﬂom\o;ommnt
oOXpress independence. Boys, for example, lengthy
mmmtmmwmmmwmwﬁ.m
used taunting to encourage a chase and to challenge the *k* person, and
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played in a particular society, may result in an inaccurate picture of that culture.
in the present study, the games of Strategic Positioning, Hide the Stone, and
“Trust® were originally thought 1o be games of chance. After further fieid
observations. however, it became evident that participants used strategios in
order to control the outcome of the game.

~ For instance, in St:ategic Posttioning, which was a line formation used by
girls to select game roles or to determine the order of play, strategies were used
Dy the lead person in the line to ensure that her best friend was next in ine
behind her. Mm:mﬂﬁhhhﬁpcﬂmhﬁhﬁuﬁeﬂﬁthummﬂ
until the desired person was in the second position in the line. By strategically
pianning when to stop, the lead person was abie to control the order of play
rather than leaving it to chance.

Hide the Stone aiso appeared to be a game of chance during initial
strategies such as facial expressions, process of elimination, and friendship ties
were used 10 ascertain where the stone had been hidden. Thus, correctly
uessing the stone's location was by no means a matter of chance. Storey
1978) has categorized a similar game, in which participants attempt to determine
the location of a hidden stone by analyzing the facial expressions of the other

smhwmmd'fwmnmmma-mdmm
more in-depth observations, k became apparent that the central position in the
Whﬁhﬂﬁamﬁmﬁmﬂﬂwphw)mn
_ fo yors in the By would employ sirate

(0.9., retracting | D arms when the person was pushed in their direction or
pretending that their arms could not hold the weight of the central person) to

and friendship, the desire 10 be in the central position seemed 10 take
precedence over communicating trustworthiness 10 friends. This practice was
8cospied and was never cbeerved to be questioned by any of the participants.
(1971) cautions, a “faise picture® of this society would have been presenied.

nNew game might be received in this community. . sioel education

clase, | introduced the game of Red Rover. Similart . Lancy (1973) anempied to
m-mmrnmmu:m Lancy stated thet
four days of sporadic frisbee throwing he found no o pn of the game. In contrast,




in the present study, Red Rover'? was still being played two months after its
introduction to children in the first four school classes and Class Six ohiidren
were aiso observed playing the game. Interastingly, the children modified the
verse used in the game into a form that was more culturally relevant. This
invuived changing the line “Red Rover, Red Rover, we call Kiprotich over* to
*Landrover?0, Landrover , we call Kiprotich over®. Although this game was not a
subject of study, Hnnillultmtmamaimmimm:wmw
becomes meaningful to their world. Mead (1975) has observed that children's
gnmmdmmylﬁdmmﬂm:mmyhrmmmmmmw
one experience between a group of chikiren and someone who knows a new

game.
in the cross-cultural iterature on children's piay in East Africa, & has often
MMMIMymmmymmuymmg.
Ebbeck, 1973; Castie, 1966; LeVine & LeVine, 1963). These findings, however,
iundeaﬂmmwnhmmdmmuudy in examining the make-
believe piay of Kenyan children, a number of play episodes were found 10 be
both ‘and interesting, and to involve compiex systems of rules. Ariel and
Sever (1 )mﬂh“smﬁﬂaﬁmﬁﬂﬁaﬂﬂ“d
make-believe play episodes. The most “colorful® and "dynamic® play activities,
mﬂm&mmmmmmm were obeerved among
Class Two giris at the University School. Make-believe activities were also
m&mmmmmmm&mmw
ﬁmmmmmmnﬂmmmmm
dchnngu'bdid

K is significant fin that mak liove pla; mnﬂMhrj
lhoTnuryEaMnl msmmuﬂi argue that in n
mm hmﬁy mgr‘dmmhmy

' w@d 10 ooour,
nmmmhm stimulation from the environment (i.e.,
mmm).nmmmmmm
mmmmmau’j Ry and space t0 practics in
private. As , Qirle at the annery Sohool may
mhmmgm mnmdmﬁlnnuy
have played make-believe activities on the playground that | did not have an

opportunity 10 cbeerve.

1.7‘ m Il* ﬁllﬂ i _ -

-ﬁn:_ﬂ ﬂn_’ , o hos s ﬁ:‘ )

r e foam. i the pereon aafied suo mn-nm‘ 1 heor or
m. § e person calied doss not

ﬁ:hﬂ-h“mmynﬂhﬁﬂdm:h
ﬂfmnmmmmhm“hm
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The lack of make-believe play among giris at the Tannery School may
Mofmhﬂunctbndh:bmafmymdﬁumﬂm. For
example, because these giris are frequently responsible for assuming domestic
and child care tasks at an early age, it is uniikely that their parents would
encourage them to engage in make-believe play over necessary work.
Addiionally, given that a premium is placed upon free-time and space in rural
families, it is equally uniikely that these giris would have sufficient opportunities
(0.9., peer contact or free-time) or space to practice such activities. For many
girls, being involved in make-be ’;;phrmlﬂnhghvelvn@em@‘rbk’ ,
Mhmmmyhhlydunammmmmmm
mmh'wmmmmmmmmmam.
Additionally, aithough children at the Tannery School have a similar
sociosoonomic back round, boys may have acquired different school ,
experiences than girls, and may therefore be more confident about engaging in
make-believe play, because they are mﬂy encouraged and are valued more
Dy teachers and parents. Udwin and Shmukier (1981) argue that
chubhmoﬂﬂmma;MVMhdnmhthhﬂthphybm

Sutton-Smith (1972a) suggests that the majority of dramatic games invoive
life. In the dramatic games | | Kalongo and Mother and Child, for example, the
child's focus on central adults (i.e., parents or ceregivers) in their e becomes a
Dorraye of &Gk Shi iaboneips . 1 ey o . fact e

of adult- I8, in many respects, a universal them
mw#:m.nwﬂn:dhmt ural context. Sutton-Smith
(1mn)mlMulmmeMbyil
players.

&mhm(iﬂi)mmlgmmmm
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As mentioned previously, family beliefs and practices infiuence the play
mwdnnymwmmmhmawldmhmmmmy First,
parental encouragement for giris to hm\m&nﬂmw;npiumm
be wives and mothers was evident in the lack of oross-sex role play in gins’
activities. Also, giris in Ken ﬂﬁnﬂnﬂm.hwlphmumm
(e.9., chasing games or athietics), which would seem 10 be due 10 parents
discouraging such "male activities® for . This also applied 10 boys, who were
not observed engaging in “female activ in'oﬂhor interestingly, Bloch (1964)
found that bnbophﬂaﬁ%ﬂAﬁb:mmumgﬁbymmna
eNQage in imitative role-piay activities involving cooking and food preparation.

mthmuymmmuhﬂmmmhym:um

dbeuludbyﬂlmm r (1963) in thekr of children’s play in &

8 community in Kenya. viewed a child's ¢ y behavior as being ,

bymdimmwh-lﬁmﬁwm the culturally reguiated
mdﬂmﬁ“ﬂﬁ“ﬂﬁmdmu-
parents and teachers). They aieo stressed that parents in different cultures
choose different domains for desired characieristics in their chiidren.
hhmmﬂy i is apparent thet Dr most parents, the emphasis in their
children'’s socialization is on the work domain.

g:nmm Tm-..lmdiﬁf:‘:‘?i 'm’b Ilaagmd
' free-time at school. Al ( 7 Ohildin

mmmnmmm j

ﬂﬁﬁmhhmhm«ﬁ
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equipment was used on a daily basis. For the children at the University Sohool,
manufactured slides and seesaws are rhaps not an enjoyable way to spend
free time. As Douglas (1931, cited in Sutton-Smith, 1972a, p. 215) states: "one
[shoukd] marvel at the stupidity of the social reformer who desires to close 10 the
children the worid of adventure .. . and coop them up in . . . uninspiring
playgrounds where . . . their imaginations will decline, their originality wither.*

Anhwmmnyﬁhudfmhwmkmhmmnym
toys, they are ingenious at using local raw malerials and discarded scraps of
wood, cloth, wire, and plastic to fashion toys. For exampile, girls commonly made
boys made wire cars, bottie cap yo-) 08, whipe, stits, and large play equipment
auehulunmlndmﬁannym. These toys were often important in
make-believe and imitative play, an observation that is similar to Lancy’s (1978)
finding that handmade toys were a s ant part of the make-believe and
hunting play of Kpelle childe

Leacock (1976), in her examination of the piay materials of African children,
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CHAPTER ¢
CONCLUSION

ﬁn&m mlybnnimplhdarmhﬂ, pe the
n‘lﬂhghmcn Tahqhwlh ik shouid be B lhllllﬁ@u?l
chiidren's pla K-nsa s been examined previously (e.g., Castle, 19086;
H:m&&w LeVine & LeVine, 1@).h;p¢dncimdﬁqny¢
Whnmﬁu@mwbﬂnm Equnly,_ , !
fact that non-game activities have only been al :

present study s aleo | hlhuil
ethnic, and soclosconomic wwmhhlmky
poised between two cultures ~ one more modem (i.e., university) and the other
more traditional (i.e., farming). As mentioned earlier, Nliuhaimmly
mmmmmmmm

hm:ﬂmmﬂﬁuumﬁﬁ“mhm
Fbﬂ.m Mhph Ay ,

ird, as mentioned this ] in that R
S s s b,
ponfiiot. ﬁy“vﬁnﬁhﬂﬁihhm
mm.imnmﬂmmhf ot confiiot i
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understanding of children's perosptions of war and how chiidhood e
an environment of confiict can affect individuals in later adulthood.

mwmm il mm
il m;mmm”mmmu
linl s
i [l
HIHTEHHT mwmm
il e i
it il
mwmwmmm £52 mmmm
il i
%memmwmwm
,mwmwmw g MMWWM i

1971).
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argue that sociosconomic ciass is the most significant variable determining level

of make-believe piay, | would argue based on the present study's findings, that

gender is an equalty significant variable. The importance of gender as a factor

“k:numchg level of make-believe play has not previously been discussed in the
orature.

Based on the findings of the present study, severa! areas for further
exhaustive and are intended only to stimulate further thought and to indicate
potential avenues for future research.

1. Aocording to Murphy (1988, cited in Ebbeck, 1973), children in deveioping
Mmbmﬂhwﬂymﬁﬂbhmmhmmmlnmm
absorbed in family and community life than Westemn chiidren. it would be
interosting 0 explore how children included in the present research would
mnmmnmmmwmmsm ,
mhmmmmmmummmmnm

. The location in which observations were made is an area of rapid cultural
the present study, an exploratic of the piay behavior of these children in their
mﬂmmwl hmwmﬁ

mmmma-mmﬁmmmmﬁu

groups in Kenya in order 10 gain greater ineight inic
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believe play in individualistic and communal cultures might aiso provide
information regarding conditions necessary for fostering make-believe play.

8. Exclusively documenting the traditional games of tribal peoples in Kﬁn
(including adukt organized games, which were not the subject of study in the
present research) would make a valuabile historical contribution 1o collections of
African folkiore. This would also preserve, in written form, traditional aspects of a
rapidly changing culture.

Attempts to create play conditions in the classroom have been criticized by
many theorists  e.9., Sutton-Smith, 1972a ) because they question whether adult
inten rence in children's play dramatically alters the distinguishing characteristics
of play (e.g., those delineated by Stone (1989) in Chapter 2), Playinthe
ﬁlﬂg;am g)i also been criticized by school personnel, as summarized by Riley

3, p. 183):

“Play” . . . has become aimost a dity word. The assumption seems 10 be ,
mtmmyh-mqgwaﬁmumm1hmm

tirely, it lures children off the path that leads most directly toward the kind
of intellectual growth and success our society wants of its young people.

Ghoice, ity 10 h0 longer pty. 1 410 810080 It ey oo T readom o
CNOICS, play s NO longer play. N is aleo argued that if play is to be integrated in¢
hﬁm.ﬁcmuzhznum;gmhnmunmmamnh of
teaching process, which is mandatory and essentially coercive, and the feeling of
freedom of choice that is integral 1o play. Amonashvili suggests that the following
1. When a child plays, his or her whole personality is seen 10 be invoived. The

aspirations in the same manner that play does. Additionally, if lsaming is

3. In order 10 engender a fesling of freedom of choioe in the instructional
mutual trust, and respect, (b) an instructional framework of cooperation thet

Ivoives chiven n 8 loint créetive eflot, (o) reedom of chokoe in leeching
malerials, (d) fullliment of the child’s nesd for expansive lsaming activhies and
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Leacock (1976), in her study of Zambian chiidren's play, indicates that
through experience, many teachers have come to realize that the potential for
more enjoyabie leaming (and more lsaming in general) exists in the interests and
values children express through play. In outlining the African conoeption of play,
Comoe-Krou (1966) suggests that teachers should possess a thorough
communication and rapport - hence, leaming - between teachers and students.
Farrer (1975) emphasizes that knowledge of chikiren's games is of particular
value to non-indigenous teachers because these games reveal important
interaction pattems in the adult culture.

~omoe-Krou (1986) outiines several additional ways that play can be
integrated into African school curricula. First, games ocan be used to develop a
large number of skilis and abiiities such as muscile strength, motor and ,
psychomotor functions, manual dexterity, agility, observation, attentiveness, self-
control, imagination, and reasoning.

Second, teaching games provides children with the necessary skills for
developing their own games. Specifically, k is suggested that classrooms can be
decorated with pictures of games and that once chiidren's attention is drawn to
these pictures, they will play these games of their own initiative.

) AMuymmmmmmuum&ms
with scenes or episodes of folktales. Teachers can recount the folktale and have

, mmmmmmmwmmmnnh
the same manner that the children do. This is a highly educe nal activity that
heips to develop the child’s creative and technical skills. Such toys and

A filth way of integrating play into curricula is 10 use children’s games that
measurement (0 practios and reinforoe mathematical skills. Leacook (1076) aleo

Cloarly, an authoritarian teecher is not in an aptimal poel
Gh?mmmhm an optimel posltion 10 encourage

students iy in leaming activiies in the same manner thet
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they would participate in a game. Amonashvili (1988, p. 89) emphasizes that it
play is to be successfully integrated into any school curriculum, what is needed is
a teacher who can

. - 800 himself [or herself] in his [or her] pupils, who . . . can ‘get inside their
sking', who can play with children as their equal and guide r play, who

can tum education into an art, is optimistic about each child's abiiities and

ﬂngMuehmeanﬁdmmhhmnﬂ[whﬂnﬂlwhamnawdunn
smaki ‘adults’ and takes them seriously and, finally, who loves children and

believes in the pedagogy on which he [or she] relies.

ﬁhmmmmdm%:mhﬂmmmfmym.w
my fascination with other cultures. purpose of this study has been to
investigate how cultural elements are refiected in the play activities of children in
rural Kenya. By using participant cbservation, my intention has been to convey a
mmmmmm&mymmmuumbymmq
participant and a broader and less culture-bound description of play than could
be provided by the ordinary insider. It is hoped that the findings of this study
mvidilﬂhﬁu;lnd inderstanding Wﬂvﬂﬂm ﬁblbﬁhﬂﬂgw

t they stimulate further thought on the subject of play and generate additiona
immersed in a new culture, have aiso grown as a result undertaking this
research, NEmymmmmmdﬁhmﬂy(mmmdn)
'standing and tolerance of peopie in all cultures -- people who, because they
are more alike than they are different.

play,
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TABLE A-2
CATEGORIZATION OF PLAY ACTIVITIES
ACCORDING TO GENDER
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TABLE A-)

CATEGORIZATION OF PLAY ACTIVITIES ACCORDING TO SCHOOL
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