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Introduction - . =
One of the most interesting new tools for teaching & the IR
employment of games. While skits and role plays have long been  * o
used in the classroom, the employment of actul competitive : "k
games for teaching purpases is a recent development; consequent- ;‘“’3
ly not much is as yet known about the actual utility. of these :
devices. Since Educational Services Incorporated has quitg fre- ' i
" quently included games in its new teaching materials, it seemed o
appropriate to attempt an assessment of the results that game — _ \ '
. playing has so far produced in several schools. : . ~ "
Mr. Wolff is the editorial director of the Social Studies Cur-
riculum Program. . _ , 4
‘ !
‘September, 1968 ,
- R i
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- The Game of Empire .
- by Peter Wolff

In “Games for Learning”! Clark Abt discussed the theory
underlying the use of games for teachinig and learning and gave
brief " descriptions of some of the games which he and his staff-
at Abt Associates Ing. prepared for the Social Studies Curriculum
Program of Educational Services Incorporated. The follpwing
remarks are based on a series of observations of classrooms while
games were actially being played, together with an evaluation®
of reports by teachers who have used games developed by Edu-
* cational Services Incorporated. ‘

By far the greatest number of observations that I made were

in classes playing “Empire,” a junior high school game dealing
with mercantilism and trade regulations in the eighteenth-cen-
tury British Empire. Furthermore, I examined written reports
_from approximately 50 teachers who had played “Empire.” 1
alsd visited a few classrooms playing “Adventuring™ and an as
yet unnamed game dealing with the Restoration Period in Eng-
land. ‘These two games are also meant for the junior high
schoo! years. I also visited two classrooms playing “Trade and
Travel” (anc. ser junior high school game)} and received répogts
from five teachers whose classes used “Trade and TraveN” In
addition I acquainted myself somewhat with several games meant
for the elementary years, ws well as with one game (“Stcam”)
designéd for senior high school students”

The overall .impression I received is that the games were
.very well received by both students aad teachers. Both groups
seemed to look forward eagerly to periods of playing. This re-
action must, of course, be viewed with a "certain umount of

caution. No doubt there was considerable eagerness on the part .

of both students and teachers to be involved with something.
new; besides, participants may have given the kind of answer
which they thought I wanted to hear. Still, there is an impressive
amount of evidence pointing to the willingness of teachers, prin-
cipals, and superintendents to try out teaching games and to the

* 1 Qccasional Paper No. 7, The Social Studies Curriculum Program.
Cambridge, Massachusetts, 1968: Educational Services Incorporated.
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ab;i!ity og‘ students to learn from them. I shall try to éupport
this impression with some facts bused on’ abservations, while
also taking account of some of the'difficulties and problems that
appeared in the actual use of .games.

Arrangements for Game Phymg

A classroom in which a game is going on prwents an appear-
ance of consiffecable confusion. In the case of “Empire” (aud
~most other games as well) the entire class is divided, as evenly
as possible, into teams. In “Empire” sit teams represent com-
peting interést groups, and an additional team (“British Navy”™
or “Admiralty Customs™) supervises trade and shipping; thus
there are seven teams of from four to five children each who play.
Since “Empire” (again like many other games) is highly com-

petitive, each team of children must sit together and be separated,

from the other teams. The classroom, therefore, cannot contain
“orderly” rows of seats with gll children facing the teacher at
the front of the room; taples and chairs must be grouped to
permit members of teams to sit together and to consult with
one another. In the game of “Empire” there must also be a
central place for a very large map (of ®hat would nowadays
be cdlled the North Atlantic community) which constitutes the
game board. In some classrooms this map was placed on the
floor, this being the only available area large enough to accom.,
modate it.

Qther games, such as “Trade and Travel,” are designed so that
they are best played by only a small number of players (five,
in the casg of the travel game). In “'I‘mde and Travel” the object
is to discover the least time route between two points in England
and then to travel this route while encountering chance hazards
siich as might have béfallen a seventeenth-century traveller. Thts
game, therefore, is designed to teach something about the length
and dificulty’ of travel in seventeenth-century England as well
as tﬂ give the chﬂdren some notion of the general geograpHy of
the_poumry

§ecziixsg this game involves only five players and no_com-
pht:ated apparatus, some teachers- have found it best to have

several games going on simultaneously in the classroom. This -

eliminates-the need for teams and aHo.ws each child to compete
and have an opportunity to win on his own. (Since there are
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bound to be four losers, no special sngm,;l is attached to losing.)
Because ‘each child plays for himself, his motivation and his
‘leamnipg opportunities are greater than if he is part .of a team,
unless he is a child who cannot learn at all without help from
others. Having four or five games going on simultaneously in
one room makes, of course, for a fair amount of noise and con-
fusion, even though “Trade and Travel” is a much less noisy
and active game than “Empire.” .

It may be assumed, then, that all games create noise and pro-
"duce” an_unorthodox classroom situation. There is, however, a
great mngc between different schools: one classroom in New
York City required a police whistle to penetmta the din, while
a class in Quincy, Massachusetts was so w¢ll-disciplined that -
there*was almost no perceptible increase in, the level of noise.
- (Both of these were extremes, of course.) . The important point,
however, is this; the noise, confusion, and tumult are not just
things to be put up with and if possible minimized; on the con-
trary these are necessary and perhaps desirable conditions of
game playing. It is because of the unusual classroom situation,
the freedom of movement given to students (which results in
shoving, pushing, yelling, and so forth}, betause of the absence
of usual restraints, that games appeal to children and promote
(at least in part) their learning, '

The Motivational Appeal of Teaching Games

Indeed the clearest and most obvious reason for teaching
by games is that the classroom activity they induce bas a great
appeal for children. There are a great many reasnns for this
appeal; let me list some of them, beginning with those mentioned
just above, . -

{(a) The classroom routine is interrupted. This itself pleases
‘the ‘children, indicating that perhaps one of the major fadtors
holding back learning is mere boredom with school. (The rea-
sons for the boredom may be different for bright and for dull
childreg, but both kinds experience it.)

(b) The childrra are encouraged (indeed, required) to talk
to their fellow students, instead of the usual rule of silence being
enforced. This not only helps to relieve boredom but also gives
the children the ides that their conversation may be of some
value, when it is addressed to ather children. Usuaﬂy, the ma}or

.

-
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nmpressmn received in sehool is thnt only teacher—onented speech

is weorth anything.
_ "\ (e) Children like the mmpulnhve aspects of games. ‘I‘bey

like to handle .the game pieces, and they like the feeling that -
they “own"” some of the equipment (such as play money, and~ -

in the case of “Empire"~ships and goods).” This factor may be

less imhportant with older students, but it is still definitely opera-

tive for junior high school children.

* An interesting sidelight on this aspect was provided by a

class of seventh graders in New York. These were economically
and culturally deprived children (although the region where
they live is far from the worst in New York City). These students
tesponded well to the fact that the teaching materials of “The
Emergence of the American” (the unit to which “Empire” be-
longs) were handsomely designed. They also clearly liked play-
ing the game and all the concomitant activities. But what was
most striking was this: Each of the six teams in “Empire” re-
ceives two small, transparent plastic bexes; one to hold the goods
which the team has to sell, the other to receive the goods which
. it purchases. The boxes are divided into little compartments and
can be closed_with a hinged cover. Altogetlm these are very
ordinary hoxes, nevertheless, the children in New York evi-

dently considered these boxes to be precious and unusual. Within *°

twe hours all of them disappeared from a game box that was left
open for display purposes; this appeared to be the only thing
which the children coveted. I would guess that to many 6f the
children, these plastic boxes had the character of toys such as
they had never been able to handle before. While this is surely

an extreme example, probably.even childien fronPmore privileged -
economic backgrounds derive some pleasure from handling well-

designed game “hardware.”

(d) Children like to win, especially if the game seems fair.”

This is largely the case, I think, because winning is an easily
and well understood goal. Whereas many other classroom situa-

- tions confuse a child becatse he does not understand what is -

expected of him (and he desperately tries to obtain clues from
“the teacher’s behavior or from his fellows as to what he is sy
pused to do and say ), the child understands what is wanted w

he is told to .try to win (to make as much money as poss:Ble,,
for example, in “Empire”), even if he does not always unde-
stand how to go about it.
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. | THE CAME‘OF EMPIRE’

.An occasional exception to this rule can be observed. During
the late junior high school years (and probably in the senior
high school years), some girls do not like to compete with boys
and do not care about winning (in this way). This is especially
apparent when the normal distaste of girls for competition with

boys is reinforced cylturally. Thus, to réturn to the example of

the children from New York, Puerto Rican girls there seemed

. especially reluctant to challenge the boys.

Because children like to win, it follows as un obvious corol-
lary ghat they will object to unfair games. Thus it is important
to arringe things so that each player or each team has an ap-
proximately equal chance of winning. However, if a game — such
as “Empire” — tries to simulate an historical situation, a certain

. amount of “rigging” is inevitable. For example, children ‘who

play Empne -often complain that too many shxps are sunk or
that too many are seized by pirates; yet the probability of these
events happening has been based on historical facts. Again,
because mercantilism “rigged” trade in the British Empire in
favor of the London Merchants, the game “Empire” is similar-
ly rigged. Fortunately, there are severa! seasons why this does
not take away the children's incentive to play: first, the mer-

~ cantile system, though it favored the English merchants, also
offered opportunities for profit to other interest groups in the . .

Empire. Unless this had been so, the various colonies would
not for long have put up with this system. This is faithfully
reproduced in the game: it is possible for any of the teams to
make a killing. Second, individuals in the eighteenth century
(and some teamsin “Empire”) found it possible and profitable
to circumvent the mercantile rules by smuggling; they were (and
are) able to “beat the system.” Third, the system of scoring
evens out the inequities: since the winner of “Empire” is not
the team with the largest riches at the end, but rather the team
that has increased its wealth the most, it is possible in the 'game

of “Efnpire” for a team to Win even though its actual gains are -

very insignificant.

Even moare importantly, it seems I:koly that chxkiren will not
like games that are deliberately “rigged” or made unfair, in order
to elicit from them an emotional response, such as anger, sur-
prise or resentment, similar fo the emotional responses which an
unfair real-life situation might elicit. It seems likely to me (al-
though I have observed only a few instances as yet) that chil-
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dren will resent a game _the main purpose of which is to show
them they cannot wiii® - te

The ;ugiaﬁugh school unit de.xlm;, with the English Civil
W.u' utfprcmnt contuins a game (called "Revolution™) which. is

red against most of the players. As ¢he game proceeds most
of the players have things done to them, by King Churles T and
his advisors, which dumage them, inancially, politically, or moral-
ly (in the sense that they are required to act agaipst the dictates
of their conscience). It turns out that there is no machinery for
doing anything about these grievances; the moré the playeis try,
to umdo some of the unjustificd evemtS happening to them, the
miore of the same kindtakes place. The hope of the game de-
sigrers is thut the players (ie., the children) will get angry and
wil] realize that thi is similar to what must have been happen-
ing to Englishmen in the sisteen-twenties and thirties, and that
grievances whjch-cannot be amcliorated may easily leadgto rev-
olution. Since this game has not yet been tried out with children,

no evidence exists as yet as to w ‘hether it lacks the motivational

dd\’dntdf.,( of games. - -

(¢) Children feel seenre in game playing, because the activity
is familiar (all childrert play games) and non-threatening. This
point is rlosely related to the previous one. Because the children
know what to do, know what it means to win, and are naturally
motivated to try to win, they plunge into game activities with

- great enthusiasm. The other side of this coin is that when the

¢hildren dizcover — as they do in some Rurning games — that a
considerable amount of reading and of work is-required, they
casily become disappointed in the game activity: "it turns out
not to be all “fupn” after all.

(f) In the previous paragraph, I have already touched on

2 At one time, we briefly contemplated a “slave’” game as a supplement
to “Empire.” This game was supposed to confront the students with the
mom! problems of slave trade. We thought it might be useful to familiarize
the children with the horrors of the middle passuge in order to muke the
problem real {and therefore important) to them. On reflection, however,

we decided that. this was probably damaging to the children, especially '

Negro children. Not only was the game fatally rigged (the closest a pluyc
could come to “winning” wids moerely to survive through several roun

of playing ending up as a slave), so that no child could experience any
real pleasure of winning, but it also seemed that playing the game could

, contribute to a low sclf-estimate by Negro children. The game was never

tried out, thercfore; we felt that the morul problems of slave trade could

" better be dealt with in some other, non-game fashion,

»
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. an important point which dispc'rses children favorab]y toward:

learning by games. There is_(or there at least appears to be)

~ not much reading required to participate in games. Though the
‘children know that games have sules and that rules are usually

stated in writing, they also know that game rules are usually
learned by playing rather than by readmg and they quite proper-
ly expect to do so- with teaching games. (In fact, one of the
worst mistakes a teacher can make is to.go through the rules
laboriously, step by step, before starting to play. He will bore
himself and the children, and probably ncither he nor’the chil-
dren will know how to play the game anyhow.)

Thus a game shares with audio-visual matenals the advan- -

tage of avoiding children’s reading problems. To the extent that
reading s required, as in the contract forms for “Empire,” the
trip cards for “Trade.and Travel,” or the carecr cards for “Ad-
venturing,” games encounter the same resistance; from slow read-
ers as other materials do, although in a team-game a non-weader
can often obtain needed information orally from his teammates.

How Do Children Learn by Games?

In the answer to this question'I ami ndt looking for a theory.

of learning by means of games, but merely for the practical de-

-vices that are or should be built into games so that the players

can learn from playing, Basically, these devices fall into two

* kinds: (a) intrinsic means and (b) extrinsic means.

(a) By intrinsic devices 1 mean those which are a natuml
part of the game and perform their teaching function simply if the
\game is played. For example, if chess were a teaching game, then
it would teach certain things to a player because he could not
help learning them while he learned the rules of chess and
played the game. Chess teaches & player that fn a battle order,
the king is the most valuable piece (in the sense of requiring pro-
tection at all costs), while the queen is the most potent offensive
weapon, Chess would also seem to teach that in a battle it is
more valuable to have two bishops on yeur side than two knights
(since the former two can mate & king while the latter two can-
not). This information may ba amusing as_illustrating certain
ecclesiastical prejudices concerning the importance of secular and
church power; it is also a good indication that many games teach
m:smformatxon Chess, of course, is not a teachms game, but it

) . 9
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\ OCCASIONAL PAPER NO. 9

may be well to realize that its “incidental” teaching capacity is.

quite severcly limited. -Other games devised' for_gntertainment,

such as Monopoly, ap to teach as well as to entertain; but

again, it is likely that most of the information imparted is totally

or partially false. From playing Monopoly, for cxample, a player

. - Tuight learn that the only area where monopolistic prackiecs are
“  common is that of real estate speculation; in fact, this is one of
' the least likely places for monopolies. -

. Chess and Monopoly, of course, do not claim to be teaching
games, so that we cannot blame them if their rules are arbitrary
and do not reflect reality. These examples do, however, point.out

. a danger which teaching games are subject to: their rules may
misinform the children. Let us examine a couple of gamea fm
this point of view. <

_ Much of “Empire’s” teaching ability is intrinsic. The. way in

. which the game is set up teaches (or should téach) about such \
things as the Navigation Actr smuggling, mercantilism, and the
role of the British navy in ..ghteenth-century trading. For ex-
ample, the colonial trading teams in “Empire” ate forbidden to
sell many of their products to merchants outside of the British

- Empire. This restricts the ability of the American colonist teams
to make money, and is a direct reflection of the actual Navigation
Acts. Presumably, a child will learn what the Navigation Acts
are all about, how they affected the American colonists and how
they affected the British merchants, simply by playing the game.
Similafly, in the “Trade and Travel” gume, the children will
learn from planning their routes, that it was not possible to travel
from Cambridge to Canterbury in seventeenthjeentury England
without going through London. This in turn should teach them
‘ (without anything even being said about it) that London oc-
! cupied an important and central place in England.
In “Adventuring” each male player chooses a career for him- @
self. The rules provide, however, that the eldest son in a family
has no true choice but must choose the same career as his father;
this rule acquaints the children with one of the factors which .
restricted social mobility in seventeenth-century England.
- In “Steam” the players have to set a price on coal which
they wish to sell. Their costs in producing the coal depend on
(1) how much water they have to pump out of a mine shaft and

-~
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. (2) whether this pumping is done by hand or by means of
. steam engine. Here the game teaches the children that a steam
10
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‘engine is very expgnsive to purchase, but that jt epables them to
bring déwn the cost of preducing coal. "

It seems quite apparent that these mtrir;;aé teaching devices
arg very-effective, bicause they promote leamning without pain.
The child, eager to win, will acquaint himself with the rules of
the game and so, willy-nilly, acquires knowledge. One teacher
in fact reported that hereglow students suddenly realized that
‘they were learning something while they were having fun in
piaymg “Trade and’ Travel”

* It is also quite clear that the child can be scriously misled,
however. I have already pointed out how games that are de-
signed for amusement may mislead the players if they are in-
terpreted as giving factual information. The matter is more
serious with teaching games, however, where deliberate falsifi-
cations sometimes have to be introduced in order to keep the
game simple enough to be playable. For example, in “Empire”
theré is no provision, for insurance on the ships or their cargo,
simply because this would introduce more paper work and make
the game intolerably lengthy and complicated. Although this
is a sufficient reason ig my opinion for omiiting insurancc it
should be pointed out by the teacher that insurance’was in fact
sold during the cighteenth century and arose just because of
situations such as those in “Empire.” Unless this is done, the
child “learns” that during the eighteenth century it was not pos-
ible to protect ships and goods against shipwreck and piracy.

The omission of insurance merely fails to teach something;
but there are more serious errors. In “Empive” all truding is
carried on by ships, even the- trade between adjacent teams on
the North -American continent. If the Colonial Farmers sell
something to the New England Merchants, the goods (in the
game). have to be transported by ship. In making this journey,
the ship is subject to all the same hazar8s as a ship going across
the Atlantic Ocean (though not as intensely, because the journey
takes only one-third as long). Again, this feature of the game
was introduced in order to make it simpler and more uniform;
1f land travel as well as sea travel had to be included in the rules,
the complications would have been formidable. :

Perhaps the most serious distortion in “Empire,” from the
historical point of view, is the permissibility of direct conversa-
tions "( relating to buying and selling) between teams which geo-
graphically are thousandg of miles apart. The Southern Planters

-
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team, for example, is permitted to discuss possible trades with
the European Merchants team. .In an initial version of “Empire”

we plenned to have such trading carried .on by letters which
.would have to be sent across the ocean. It would, take some

time, of course, for these letters to reach their destiuation. (We
even had s formula: ¢ minutes of play time = 1 week of real —
historigal ~ time.) Once more, this provision turiled out to make
the game unplayable; most of the classroom time was taken up
by letters going back and forth, withont any trades being con-
summated. Still, the realization thap trade in the eighteenth

century was complicated by the fact that instructions took weeks -

to get across the ocean is certainly an important one for the
children to get; to "teach” them that communication was prac-
tically instantaneous s to misinform them sericusly. We depend
ap another pagt of the Colonial Unit, a pamphlet dealing with an
actual New England trading firm (Joseph Lee & Co. of Beverly,
. Massachusetts) to show the children how large the communica-
tions difficulty loomed. - Joseph Lee has to give instructions to
Captajn Burchmore which anticipate possible connngencxes

. we direct you to proceed immediately for C'harlesmn
&outh Carolina, and there make sale of our rum if the
market should be such ‘as Yo pay the original cost and
charges; but if otherwise, and you judge it prudent to
proceed to Winyah Bay, South Carolina, for the benefit
of getting rice cgeaper reserve twenty ﬁve barrels of rum
to carry with you. . .

The Juestion remains, of course, which impression will be left
more strongly in the student’s mind: avhat he gathered from the
game (which comes first and has the motivational advantage)
or what he read in thy pamphlet? It is well to keep .in mind
these, necessary oversimplifications and possible falsifications
when assessing the teachidg potential of games.

A similar problem, which has been raiseéd-by g few teachers,

" arises from the fact that some games seem to teach and encour-
age immoral behavior. Thus, in “Empire” not only is slave™:

trading a regular part of the game, but the rules also explicitly
countenance and encourage both btribing and smuggling. Many
teachers are not satisfied with the explanation thht all of these
activities were in fact part of eighteenth -century commerce;

-

5 The Emergence of the American Part IVC. “The New England
Merchant: Joseph Lee and Co.,” p. &
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THE GAME OF EMPIRE

they feel that having them in the game gives the appearance

that it is morally all right to engage in these doings. Actually,

all the children should learn is that slavery, bribery, and smug-
gling were integral parts of trading, but the teachers apparently
feel that including them in the game gives a kind of school seal
of approval to these activities. A good teacher will, of course,
seize the opportunity. to discuss all of these things and question

}heir mooral Pightness with the children. Less adept teachers, who
‘are afraid to have the children know about these activities, re-

veal by ‘this very fact one of the causes that estrange children

- “from school: school is a place in which real situations and prob-

lems’ (including ugly ones) cre not to be discussed; school is a
sort of never-never place in which children are forced to pretend.

that reality as they know it (especially if they are city children) -

does not exist. Children do in fact know g great deal about dis-
honest behavior; they understand it. For example, some children
playing “Empire” tried to win by actuslly stealing cargo chips
from competing teams. Certainly they should be stopped from
doing this, but it is nonscnse to imply that this sort of béhavior

. was caused by the game. The children obviously had been used

to stealing long befdre; actually “Empire” would give an oppor-
tunity to raise questions about this and similar behavior.

(b) Extrinsic teaching devices are not subject to the problem
of oversimplification, simply because they are not essential to the
playing of the game. Consequently, these devices may be as
simple or as complicated as we please.

For the niost part, these devices consist of bits of information
which are distributed through the game in such a way that, the
game designers hope, the children will absorb them even though
it is not necessary to do so in order to play. A common device is
to put instructiors for the next move on a card and then to add,
on the same card, some additional information not related to
the move. The hope is that the child, because he has to read the
card in order to know what to do next, will go on and also
read the further text which will farnish him some desirable in-
formation.

Thus, in “Trade and Travel” each player at each maove turns
over a card, which either says “Make A One Day’s Journey Safe-
ly” or else give reasons why the player is delayed. In addition to
these instructions, each card also contains some information about
seventeenth-century England, for example: )

13 .
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In 1693 a spevial act offering a reward for the apprehend- - 2l
ing of highwaymen was passed, so severe + d the danger Y

become. Anyone capturing a highwayman who was later
convicted was to be paid a reward of forty pounds.
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In “Adventuring” the players have to pick careers which they
think will further their fame and fortune, There are 28 different
kinds of carecrs; having decided on one, the player then draws :
a card from a group of about ten describing what happens to a /-

. person choosing that kind of carcer. Suppose that a player de- 7 ~
cides to become a merchant in the Baltic Sea area. He picksa -~
card from the “Merchant, Baltic” pile which may read as follows: -

Fmms & A g

& o
~.

You get a contract supplying salt beef and biscuit to the - ‘
navy. Since Cromwell's government, unlike that of Charles G
I, pays its bills, you make a fortune. ' % :
What the player needs to know for purposes of the game, then . o 1
follows: i
Gain: £2,000 plus an estate. P

The game designers hope that the children will learn something
about the fiscal policies of Charles 1 from this card. ' ,
In “Empire” most of the teaching results come from intrinsic .
devices, although there is some incidental information extrinsic
to the game which the children probably will retain. (For ex-
ample, the relative cost of different kinds of goods in the
.+ eighteenth cenfury.) ’
It takes but little observation of games’ being played to make,
it apparent that extrinsic teaching devices do not work very well.
At first, the children (especially good readers) will read every-
thing that is on a card, but dfter very few moves they discover
what it is that matters for the next move and from then on they
simply read that portion of the card. The more they get caught
up in the game, the more interested they are in winning and the
less they care about extraneous information. For slow readers,
the added information may be an actual handicap, because they
may never get to the text that tells them what to do. They will
cither be unable to play, os will at least be discouraged by the
amount of reading they have to do.

wWhat De Children Learn fmxﬁ Games?

s . Children can:lcarn both facts and ideas from games. As ;

14
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usual, it is easiest to identify the facts which a child might and '
does learn. In “Empire” the children easily and surely learn the |

various goods which a given trading area had to sell (lumber
from New England, tobacco from the ‘Scuthern colonies, and so
forth). Almost all the teachers emphasized this aspect of the
game and scemed pleased that the children learned about the
economic situation of different areas. Much rarer were the
occasions when children grasped sqme of the basic assumptions
underlying the system of trade represented in “Empire™: that
colofes should be kept as sources of raw materials, while mani-
facturing should be carried on in the mother country; that the

beneﬁt of trade to England could be measured du'ectly by the

amount of cash flowing into England; and so on.
Most of the latter notions are, if not demonstmtcd at least

suggested by the sules of “Empire,” i.e., by the intrinsic struc- .

ture of the game. Nevertheless, the chxldren did not, by them-
selves, seem to grasp these ngtions; perhaps it is better to say
that they were not interested in them. It was possible, however,
to get the children to understand these ideas in a discussion of the
game. For example, the'question “Was this a fair game?” elicited
answers from the various team members which made it possible’
for them to see how the mercantile system operated and why
it was rigged the way it was. Ideally, of course, the children
would have seen all this even without a class discussion, but in
actual fact it seems that they become too invelved with the im-
mediatc problem of wmnmg to pay any attention to underlying
ideas.

Beyond this, there are some other questions which ought to be
raised by the teacher after “Empire” has been played and which

the children at least ought to try to answer. Many of these ques- .

tions involve value judgments. Thus the children should cer-
tainly have been prepared by the game for a question dealing

with the morality of slavery. (Slaves are traded in “Fmpire” like

other goods.) Furthermore, they probably should consider the

illegal trade which is one of the options in the game. How do

they feel about the propriety of such smuggling? Whether they

. condemin it or approve it, they certainly should be made to think
" about the reasons for it. Finally, the game naturally raises the

question of whether membeérship in the British Empire was ad-
vantageous to the colonists and whether, therefore, they were
likely to revolt against the governing authority.

15
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* All of, these are interesting questions and valuahle to have
raised. “Empire” seems to prowde an excellent occasion for
having them considered in a junior high school class. However,
these questions will seldom arise automatically; unless the teacher
makes a deliberate effort, the opportunities for discussions of the
various topics mentioned will simply be lost. It is hard to over-
emphasize the importance of a “de-briefing” or discussion session
after the game has been played. Without such dis€ussions, much
of the value of “Empire” will be lost. The same is true of other
games I have observed; it is probable that it applies to all games.
Without a class discussion about seventeenth-century England,

“Trade and Travel” svill be just another board game, not too

different from Parcheesi or dozens of similar games. In “Adven-
turing” the.notions of social stratification, of social mobdnty or

rigidity, of the relative importance of birth and monés in a

society are there to be explored by, the teacher who takes advan-

~ tage of his opport{mitics If, however, the teacher fails to follow
up these games, it is likely that the benefit tor his students will be

very small indeed.

Thus there are several possible answers to the question of
what students learn from games. One possibility, which must be
ackn8wledged, is that the students may learn nothing or almost
nothing from them. This will bt the case if the teacher does
not capitalize on the teaching possibilitics which a game offers
him. If the teacher expects a game to do his instructional job
for him and does nothing on his, own, his students will gain
nothing or very little. Even worse, the students may learn wrong
things because of the falsifications which, we saw abov‘e, are

_bujlt into any game.

Fortunately, a ghore likely result is that the students will
learn quite a lot from their playing of games. How much learn-
ing there is will depend on how much the teacher does by way
of follow-up and on how well designed the game is. . In playing,
the children will become familiar with the strugture of the game:
thus the more information there is to be derived from the struc-
ture of the game, the more learning there can be expected to be.
Relatively little information will be derived from extrinsic de-
vices of a game; even if a child learns something from one of
these devices, it is unlikely that he will long remember it.

What is more interesting smd'impmtant to discover, of course,
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is whether childreri can learn concepts from games. Here the
evidence seems to shov  aat a well-designed game can be extraor- -
‘dinsrily helpful. Difficult abstract notions'can be made con-

crete for children by means of games. Such ideas as “mercantil-
“social stratification,” and “revolution” can gain reality for
thldren when they are atfached to conercte happenings in a
game. It is unlikely that "denial of redress for grievances™ or
“perceived incompetence of government” will mean much to
seventh or eighth graders; yet it is very likely that after par-
ticipating in the simulation game “Revolution” they would
understand what these ideas are, though they would not, of
coufse, use the above phrases to describe them.
Since so many ideas in the fields of social studies mvolve
~social interaction, games seem to be an’ ‘excéllent methed for

getting students to cope with them. In “Steam” the law of sup- _

ply and demand can be seen operating; furthermore, the notion
that increase in productivity depends on technological advance
is illustrated. Both of these ideas can be explored by means of
the game more readily than by merely re1ding about them. In
one of the earliest games designed for ESI, “Hunting,” the idea

of cooperation between hunters in order to obtain food more

surely than if each man hunted alone bécomes apparent. The
children (fifth.graders) see that a hunter may trade of the ‘op-
portunity for an occasional big kill (which he would have for
himself alone) for the likelihood that he will always have some
food even if he himself fails to kill any game. Even the idea
of the duality of patterning in huhan language has been in-

“corporated into a game (“High Seas”) in order to make it con-

crete and understandable by young children.¢

The evidence that children do in fact learn concepts from
games is, so far at least, Targely sub;ectlve It is based primarily
on actual classroom observation together with (subjective and
anecdotal) classroom reports by teachers. An “objective” iest
was given to many students who haq played “Empire,” but it
malinly tested factual knowledge. We have already mentioned
earlier that the question “Was ‘Empir¢’ a fair game?” gave rise
in one group of ehxldren to responses that shawed the children

+1t should be adcfed that neither “Hunting” nor “High Seas” are at
prescat included in-the materials being prepared for clementary schad
children.
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either understanding or on the threshold of inderstanding such

concepts as “balance of trade,” “monopaly,” “protectionism,”
and “mercantilism.” The judgment that these concepts (though
not necessarily those words) were meaningful to them is based on
. the kinds of questions they asked and the kinds of change which
they wanted made in “Empire,” in order that their particular
team would have a better chance of winning,”In another class,
some children suggested that the best way for the various
colonial ‘teams to make headway agaiust the London Merchants
would be for them to band together. It is not too far-fetched
to maintain that these children wgge thinking about a possible
cause of the American Revolution. Sometimes the fact that the
children discover how to win at a game is an indication that
they have understood some basic concept: thus, in “Steam” most
children quickly realize that in ordef to win (which means mining
the most coal at the least cost) they must purchase a Watt steam
engine, because this machine removes water from a mine shaft
at the least expense per quantity of water, In “Trade and Travel”
a child who has correctly chosen the least-time path for his
assigned trip, has understood several important methematical
concepts, as well as some geographical notions.

At the same time, a teacher should realize that not all con.
cepts or facts that interest him are necessarily included in any
one game. Thus, a fairly common. complaint of teachers about
“Empire” has been that, try as they would,” they could not get
the children to see the “triangle trade” it it. This merely reflects
the teachers’ view that this is what children should learn about

trade in the eighteenth century and that this is one of the im- -

_portant facts concerning slavery. “Empire,” however, was de-
‘signed not to teach about slavery or the (alleged) triangle
trade, but rather about mercantilism and, about the influence that
economic factors had ort the movement “from subjest to citizen”
(the name of the eighth grade course to which the Colonial
" Unit and the game- of “Empire” belong). ' .
Though the evidence is admittedly spotty, it seems to m
definitely to point to the conclusion that the teacher who is
interested in teaching structure and concepts (which means all
good teachers) rathber than factual knowledge, should welcome
games as teaching devices, as long as he realizes that his own ac-
tive cooperation-is going to be required in order to realizé the
teaching potential which these games have. « -
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Tthxpemihumof’h:neandMoneyReq;ﬁmdbyCm

What kind of expenditire is required for @ teaching game
to operate successfully? (The cost I have in mind is measured , "

not cnly in money but also in time that must be” spent.) Con- g
versely, what do teachers and childrén obtam for this expen- . o
¢~ diture? ' N

The cost can be al.a}yzed into three parts. There are first
the researeh and development costs, which will probably be
borne by an institutiop such &s ESI, or else by a commercial
house which develops games for profit. Second, theve are the
+ - actual producti®n costs of the “hardware” items for the game —
board, pieces, play money, or whatever is requireﬂ, together with
* ¥ instructions for students,4eachers, and any othef written material
that may be needed (Supplementary reading, tests, and so forth).
Third, there is the expenditure of time and effoit by the teacher
whousesthegameinhisdass ~
We must also take into consideration the use of the children’s
- time in playing a game. If a certain amount of instructional time
is devoted to'a game, are the children pmﬁtmg (i.e., learning) .
from this? Are they profiting from it mére than they wotild by
the same expenditure of time in more conventional instruction? °
There is a further question of whether children who have played
a teaching game will continue to learn from other teachipg
games, or whether the utility of games decreases as greater and
t - greater use of them is made. Such decreasing utility (if'it were
found to exist) might indiocate that the initial success of games
was, due to their novelty ‘in the classroom (i.e., was an fnstance
of the so-called Hawthome effect) rather than to some intrinsic s
advantage which they possess over other teaching materials. As b
_ . - the novelty of games wears off ‘with increased usage, it should
. become apparent whether their success with children is a tem-
' porary illusion or a permanent phenomenon.
_ Let us consider these points ome by one. There can be little
. doubt that the research and development costs for games are
high. All experience shows thiat a game cannot be developed
- overnight but requires a-minimum of several months’ work.
“Empire” is still being revised, although it has been worked on «=
for over two years (not continuously, to be sure). The develop-
ment of a game requires frst that someone sees a way of putting
- samething which it is desirable to teach into game form. '.Thaé
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__Is, someone musé see that same set of ideas {or facts) can be

taught in a contes \u situation, where contest is m‘g'ulated by
a small number of easily definable and unambiguous rules. Then
the contest. must be precisely defined, the competing parties or
teams identified, and the rules made explicit, When things have

gone this far, xtxsnecmary*otwthegamecut The first try-

out probably will not concern itself with the teaching possibil-

ities of the game, but rather’with the mere question of whether
the game “works.” Do the rules cover all contingencies? Is it
always clear what a player can do next? Is it possible to deter-
mine a winner of the game? If the game seems to wogk in this
mechanica] way, then it is time to try.it out w;th children.
Again, the frst question will be whether the mechanics of the
game permit it to be playéd in a classroom. Is the equipment
suitable? Can the children handle it? Can the classroom be
arranged to let play go ofi? Can game equipmient be properly
stared? Can it withstand.the special punishment which children

- ive it?

* The second and much. more important question (but one
which cannot be answered until the first one has been. disposed
of) has to do with. whether the children are learning something
from the game, whether what they are learning is factual infor-
mation or whether it is conceptual, whether what they are
learning is important, and whether they are learning that which
the game designer wanted them to learn.

As’a tesult of testing a game in a classroom and trymg to

obtain answers to-these questions, it is likely that revisions will

have to be made in the game. The revised version in turn will

" have to be tested out. It is necessary to go through.the entire

process again, because it is possible that in “improving” the
game, we may inadvertently have added errors or may have
made it unplayable for technical reasons. (This is not an idle
fear; it has in fact happeqed with some games.) It is this lengthy
process of testing, changing, and re-testing which makes game
development costly. It should be added that in this respect,
however, game development is no differéit than development
of any new teaching materials.

As far as the actual production costs of a game go {and these
would certainly determine the minimum that a schoo} would
have to pay in order to obtain a given game), the available
figures at the moment are not very reliable, because all of them
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refer to the production of single, or a few, sets of games. Evon
in the case of “Empire,” only 300 game sets were produced.
Taking the costs so far incurred, one would certainly conclude

‘that games are costly to produce. One game of “Empire” cost '

well over $20.00 to make. Here, we must remember that the
cost of a game has to be dmtnbutcd over the number of children
using it; furthermore, tnére is cvery likelihood that guantity

- production of games will result in significant cost reductions.

Let us turn to the cxpmdxture of time involved in playing a
game in the classrbom gnd refate it to the utility of the game
as a teaching.device, It is probably fair to'suy that all games

take relatively long to play. This is certainly true of Empu'e

which takes a minimum of five c¢lassroonmy hours t can take
more. “Trade and Travel” which was thought to be a simple
and qugck game when first designed turned out to require several
m hours also; “Adventuring” in its experimental version
tdok a week. In general, it can be said that games take longer
to play than the designers think they will; partly’ because the
designers do not realize all the complexities they are building
into their games, and partly because of the fragmentation of
time that is normal in American schools (announcements, as-
semblies, etc.), and sometimes because of the teachets’ deliberate
strategy. If a teacher finds a game successful in motivating
children, he may hang ‘all sorts of additional-activities on the
game in order to achieve the maximum’ benefit This of course
is perfectly Yegitimate and even desirable, # long as the chil-
dren’'do not get bored with the game. There is evidence that
they can and do get bored: in “Trade and Travel” the bri
children became bored after about two sessions of playmg,
while the slower learners enjoyed the game for several more
days. It is therefore important for the teacher to judge how

long he should ge on with a game (as with any other activity). .

Quite often, games seem to take more time than the teacher
is willing or able to give them. Sometimes he has to stop the
game before it is finished. In this case the game cannot be

scored (so that no winner is determmc.d) or, if it is scored, the
result is meaningless because the game has not been allowed .

to be completed. This seems to me a far less desirable turn of

" events than taking extra time to complete the game; since it

frustrates the students (taking away the motivational advantage
of games, namely, the possibility of “winning” at a classroom

.21




AW

oocmovu mpm NO. 9 .,

. actmty) and dxmxmshes if it does uot destroy the edueahansl
capacity of the game. .

It appears to me that the high point of"effectiveness for a
game comes usually on the second day of playing. (I am ignor-
ing one-period games, since I bave never seen one; all those
which supposed'y were that quick and easy nevertheless turned
out to require several days for playing.. On the second day, the
children have learned the rules; they have overcome initial cau-
tion induced by a new activity, and they have begun actually
to play. They have “got” the point of the game, if it is a good
game with a point. After this, from the third day on, the game
can easily become baring to bright students or too difficult and
lengthy to slower ones. Scoring the game and determining a
winner tends to restore interest in the game. If I am right, then
the teacher should take advantage of the high level of interest
at (or after) the second day for whatever special teaching needs
he has in mind. If he starts to emphasize his special point too
early, or if he waits too long past the second day ofs playing, he
will not achieve as good results. (Incidentally, it appears that
the second day is the high point of playing, even if there is a
double class period on either the first or the second day.)

Based on the games I have observed and, concerning which
I have read reports, it seems possible that slower students can
sustain high interest well beyond the second day for simple
games, while bright students may be able to do so for complex
games if the complexity intrigues them. Neither group, of course,
- can sustain interest indefinitely for this or any other one activity.
Similarly, success with one game in a class clearly does not
mean that 1009 of classroom time should be devoted to’games.
Far from it; I would judge (based on the teachers’ comments)

that one or at most two games during a year constitute the max. ~

imum for this sort of activity. Overuse quite obvmuslv will re.
duce any activity to a routine status.

The Utxhty of Teaching Games

How useful uare games as teaching dc.vxces?’ What kind of
teacher can best use them and what kind of student will most
neﬂt from them? These questions cannot be answered cate-
ally, but I think it is safe to say that the answers would

b, long the followmg lmes .
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’ THE GAME OF EMPIRE ° 5
Games are quite useful as teaching device$, perhaps most so LR
at the junior high school level. In this age group, the competi- o
_ tive spirit is strong, the ability to understand rules is good and A
the quasi-sophistication of the high school has not yet set in.
“The, utility of games dqriv%vexy largely from the great mio- s
t'vating force which they exert on studcats. K #
A great deal depends on whether a teacher want$ to use a 4

~  game. If he does not, because he does not believe in such “frivo-
lous™ activitics, or because he cannot adjust to the concomitant = | .
noise and confusion, then a game will not sucdebd; it would be :
pointless to force a game on such a.teacher. | ‘ _ .
Gamss will succeed with bright students, as long hold , .

their interest (which is probably not much more th™“two or
" . three days). They will succeed with slower students, as long as ~ * «
they can have fun and enjoy the more relaxed attitude of the -~ -
classroom. ) .
Games certainly are only one of many teaching devices; they
cannot be substituted for all other activities. Not all learning
atuations are equally adaptable to gaming procedures and it,
. would be folly to try and make a game for an inuppropriate
situation. Games are not infallible teaching devices; they suc-
- ceed only to the extent that the teacher understunds them and
is able to supply additional support for them by means of dis-
cussions, questions, readings, and so forth. Much of the success
of a good game therefore depends on the teacher. If a teacher
who has never used a game wonders whether to try®out one in
his class, I would ¢ncourage him to do so: by actually observing
what a game is like he can judge whether his teaching methods '
are adaptable to it. For the most part, I would guess, if the
eteacher is willing.to accept unurthodgx situations and behavior
in his class, then he and.his students will find the experience re-
warding. _ :
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