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ABSTRACT

"LARO TAYO!"": PARENT-CHILD AND PEER PLAY ACTIVITIES
OF FILIPINO CHILDREN AND RELATED VARIABLES

By

Marita Depante Bernardo

This study identified differences in play activities
engaged in by children varying in sex, age and socioeconomic
status. Frequency of parent-child play was correlated with
parental acceptance and child’s self-concept. Sex, age and
socioeconomic differences in parent-child play activities
were described. Lastly, differences in play and other
social behaviors of children varying in popularity and self-
concept were identified.

Four hundred thirty-seven first and fourth graders from
two public and two private coeducational schools completed a
Home Play Survey, a sociometric instrument, the Child
Parental-Acceptance Rejection Questionnaire and the Pasao
Self-Concept Scale. Based on the results of the sociometric
measure, 32 selected children were observed during recess.

Results of the Home Play Survey showed that there were
age, sex and socioeconomic differences in play activities at
home. These differences could be accounted for by social
and lifestyle variations among families and by cognitive and
social development of children. Among the fourth graders,

more frequent parent-child play was associated with more




parental acceptance indicating that parent-child play could
be a cause or an indication of positive parent-child
relations. Among the first graders, more frequent parent-
child play was associated with more parental rejection and
higher self-concept. The latter indicates that this
interaction can enhance competencies and relationships. The
PARQ scores could have a different interpretation for
younger children and that moderate parental acceptance is
associated with more frequent parent-child play.

Different models for predicting self-concept, with
parent-child play and parental rejection as predictors were
separately presented for Grade One and Grade Four children.

Sex-typing was observed in parent-child play
activities. There were fewer play activities among the
lower class older children than among the middle class and
the lower class younger children.

The data from observations showed that popular children
were more social than unpopular children. Unpopular
children with high self-concept tended to be isolated. The
play activities and interactions of unpopular children with
low self-concept were more motorically active and aggressive
compared to play of popular children.

Recommendations regarding methodology, applications and
topics for future studies were made.

Filipino for "let’s play"
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"Laro tayo!"": Parent-child and peer play activities

of Filipino Children

Chapter 1

THE PROBLEM AND REVIEW OF RELATED LITERATURE

This study describes play patterns of male and female
Filipino children of two grade levels (first and fourth
grades) and of low and middle socioeconomic status. Play
activities at home were determined from children’s responses
to a questionnaire, and free play activities in school were
determined from observations of selected children during
recess. These play patterns were related to children’s
opportunity to play with their parents, the parent-child
relationship, the child’s self-concept, and their popularity
with peers.

Differential patterns of play were explored in this
study. Western literature has already described clear
patterns. Several factors identified in this literature
were examined in the play activities of Filipino children.
These factors included sex, age, and socioeconomic
differences in play. They also included interpersonal or
social variables as well as intrapersonal variables such as
personality.

*

Filipino for "let’s play"
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Sex differences in play activities are evident in early
childhood. Boys play more physical games. When they engage
in symbolic play, the types of roles played also show marked
sex differences (Rubin et al., 1983).

Play patterns and opportunities for play also differ
among the various social classes. The social forms of play
appear to be more evident among the middle and upper
classes. This is partly due to less interactions between
parents and children of the lower class and of the fewer
opportunities afforded to children by these parents
(Smilansky (1968) and Udwin & Shmukler (1981, cited in
Johnson, et al., 1983).

With age, there is an increasing social component to
play (Smith, 1977). This is consistent with the overall
pattern of increasing socialization in childhood (Gottman,
1986 cited in Hetherington & Parke, 1986). There are also
marked changes in terms of complexity and cognitive maturity
again consistent with cognitive development in childhood
(Kalverboer, 1977; O’Connel and Bretherton, 1984).

Relationship of play to several interpersonal and
intrapersonal variables was also explored. The development
of social skills through play has been inferred in studies
relating social competence and social types of play (Rubin
et al., 1983). Social competence could be enhanced as
social play further provides the opportunity for social

interactions. In two types of social play, for example,
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symbolic or make-believe play, as well as games-with-rules,
players learn and practice social roles and expectations
(Mendez, Jocano, Rolda & Matela, 1984; Piaget, 1972). The
correlational nature of this relationship is evident in the
popular child’s engagement in more social forms of play
(Connoly, 1980, cited in Rubin et al.)

While social play as a correlate of social forms of
play has been largely explored in terms of peer
interactions, another interesting context would be that of
parent-child relations. In the generally authoritarian
Filipino family, the context of play is the one activity
where parent and child are equals. Engagement in such a
presumably enjoyable and egalitarian activity could enhance
the relationship between parent and child.

Development of self-concept could be an indirect
consequence of engaging in play in childhood. Early
socialization is an important source of the development of
self-concept. Children base their perception of themselves
on how they believe others see them. Perception of parental
warmth could produce a more positive view of oneself. If
parent-child play and parent-child relationship are related
to each other, it would be interesting to see how they
contribute to a child’s self-concept, whether separately or
in combination. In peer relations, a child’s view of
oneself in relation to his or her peers would be related to

his or her popularity. A child’s view of oneself could be
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indirectly related to play behaviors as differences in play
behaviors have been found to be related to popularity.

This study is exploratory as hypothesized relationships
between patterns of play and selected variables have largely
been based on western literature. Findings of either
similar or different patterns of Filipino children’s play
activities would be an important contribution to the growing
literature in Filipino Psychology, as well as to cross-
cultural research.

It is the belief of this researcher that play is a
valuable and necessary activity in childhood. Relating play
activities to interpersonal relationships, and with the
intrapersonal dimension of self-concept could provide
evidence for this belief.

This study has several objectives:

1. To describe play activities of Filipino children at

home,

2. To relate frequency of parent-child play with the
variables: child’s self-concept and the parent-child
relationship, and

3. To describe play behaviors of popular and unpopular

children in school during recess.
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Review of Related Literature

This present study is aimed at describing Filipino
children’s play activities. Patterns of play, variations in
play, and possible relationships with selected variables are
explored. To provide background for the areas of interest,
the literature reviewed in this section includes
significance of play, categories of play behaviors, patterns
according to age, sex and socioeconomic status, play
variations in the context of different settings and adult
involvement, the Filipino context, and methodological
issues in research on play.

Significance of play

It is now commonly believed that play must have some
important developmental outcomes. Developmental
psychologists have given this issue increasing attention,
finding cognitive and social benefits. While many are still
speculative, the following are among the topics for which
there is empirical evidence showing benefits of play.
Development of social skills

Social play is believed to promote social skills such
as cooperation, sharing, followership and flexibility
(Athey, 1984). Sociodramatic play promotes social
awareness, flexibility in approaching different situations
(Smilansky, 1968), and rehearsal of adult roles (Mendez,

Jocano, Rolda & Matela, 1984).
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There is some empirical support for the social benefits
of sociodramatic play. Sociodramatic play tutoring had
positive effects on group cooperation (Rosen, 1974), and
increased positive social interactions (Smith, Dalgleish &
Herzmark, 1981, cited in Johnson et al., 1987) and empathy
(Saltz, Dixon & Johnson, 1977, cited in Johnson et al.,
1987). Connolly’s (1980) observational study of children at
play found that incidence of sociodramatic play
significantly predicted performance on measures of social
competence, popularity, and role-taking activity (cited in
Rubin, et al., 1983).

In games with rules, children learn to accept
prearranged rules and to adjust to them (Smilansky, 1968);
they learn to control their behaviors and reactions within
given limits. Even rough-and-tumble play has been proposed
to have positive values. Hartup (1977) and Johnson et al.
(1987) claim that in rough-and-tumble play children learn to
control impulses so as to be able to participate
appropriately within the group. Among popular children, it
is a form of playful provocation, a means to elicit a
response from another (Pellegrini, 1989). However, the
socializing aspect of rough-and-tumble play affects children
of different dispositions in different ways. For aggressive
children, rough-and-tumble play progresses into aggression
(Pellegrini, 1989) and seems to be an act of establishing

dominance.
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Several studies have found negative correlations
between some types of play and social skills. Using teacher
ratings, Christie & Johnsen (1989) found group play to be
related to social maladjustment. In their study, the
researchers point out the strong influence of context (i.e.
teacher attitudes) on this unexpected finding. The
teachers find group play to be disruptive and less directly
related to academic tasks than solitary activities such as
reading. Thus it was looked upon negatively by these
teachers.

Rubin’s study (1985) clarifies the importance of social
play for social skills to appear. In his study, even
dramatic play, if it is solitary, is not associated with
improvement in social competence. It appears that for
dramatic play to have positive social benefits, it must
occur with others.

Social relationships: Peer play

Few studies have looked at how play promotes
relationships between the child and significant others.
Most studies describe how children play with peers and
adults, but not how engaging in play with each other is
related to the quality of their relationships.

In peer relations, Sutton-Smith (1984) asserts that
"play is about the struggle for identity within the
dominance-subordination domains of one’s peers" (p.61l).

Play is seen as a medium for finding a niche in the context
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of peer relations. These speculations point to the positive
role play may have in establishing relationships. Empirical
support is needed to establish the wvalidity of such
speculations.

Social relations: Parent-child play

Athey (1984) speculates that the body contact in infant
play with adults builds a sense of security and belonging.
Atienza (1982) suggests that games played by the family
encourage mutual acceptance and affection, and that the
child is more likely to feel that parents who play with him
or her "really care".

In a review of studies on parent-child play, Henderson
(1984) listed some conclusions. First, a secure attachment
to a caregiver provides the young child a base from which to
explore. Sorce & Emde (1981, cited in Cohen, 1987) observed
that when the mother is in the same room as the child but
could not be "used" by the child (i.e. mother buried her
head in a newspaper), the child’s play and explorations were
limited. Van der Kooij (1989a) also found that when highly
stimulated by parents to play, children show higher play
intensity.

Secondly, adults may facilitate play by focusing the
child on novel objects. Mothers show explicit teaching with
play with objects (Dunn & Dale, 1984; Dunn & Wooding,
1977). Belsky, Goode & Most (1980, cited in Cohen, 1981)

observed that children played most competently when mothers
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focus their children’s attention to what the toys were and

what could be done with them. Mothers also appeared to be

sensitive to children’s capacities. With younger children,
they used more physical strategies such as demonstrating an
object; with older ones they were more verbal.

Thirdly, adult participation facilitates play. Dunn &
Wooding (1977) found that with the mothers’ joint attention,
length of play increased. It also provided a forum in which
verbal exchange between mother and child is rich.

O’Connel & Bretherton (1984) observed facilitation of
play by mothers. However, they claim that it is the child
who actually determines the effectiveness of mother’s
instruction. Thus while adult involvement appears to help,
the child is not a passive recipient of such interaction.

And lastly, adult involvement facilitates social
skills. In the first year of life, mothers provide
attention-maintaining stimulation (Fitzgerald, Strommen &
McKinney, 1982). Caregivers actively encouraged mothering
play among 2-year olds (Miller & Garvey, 1984). This is
significant in that it is the first step towards adopting a
social role other than one’s own.

In all of these studies, very little mention is made of
fathers, usually simply describing the more physical play of
fathers with their children. This neglect is surprising
since fathers may actually spend more time playing with

their children in proportion to total time spent with them
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(Jurilla, 1986). Thus it is important that a study on
parent-child play interactions and relations include the
father as well.
Mental health: the self

Play is conceptualized to be an empowering activity.
According to Johnson, Christie & Yawkey (1987), it is self-
enabling; it enhances the self as an autonomous and
functioning person who can control events. The individual
is seen as "kept in balance" by the activity (Sutton-Smith &
Kelly-Byrne, 1984).

The importance of play to mental health is indirectly
supported by findings relating early peer relations and
adult mental health problems (Hartup, 1977). Peer rejection
or poor peer relations significantly predict future
problems. And as play occurs mainly in the context of peer
relations, it could be said that failure to play with peers
is a good indicator of poor peer relations. This, in turn,
subsequently predicts future mental health problems.
Sex-roles

Children are socialized into their respective sex-roles
very early in life. Differences can be seen in the toys
bought for them (Block, 1981; Rubin et al., 1983) and in
parent-child play. Dunn & Dale (1984) observed mothers and
their 2-year olds. They found that mothers initiated
nurturing and household themes more often to their daughters

than to their sons (34% of playing time with daughters vs.
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8% with sons). Actions to vehicles on the other hand showed
a reverse trend (15% with sons, 0% with daughters) .

Teachers also play a role in reinforcing sex-typed
play. They are more likely to leave children alone as long
as they played in the traditional way (Fagot, 1983, cited in
Johnson et al., 1987). Arrangement of the play area
influences the way children play. While boys already show a
preference to the block area, and girls to the housekeeping
area, keeping the two areas separate reinforced the division
between "boy areas" and "girl areas". Kinsman & Berk (1979)
found that simply removing the divider between these two
areas significantly increased play between boys and girls
and also encouraged play with opposite-sex-typed toys.

Summary of significance of play

We see that in play, children learn valuable social
skills which are inherent in play activities themselves, and
are, therefore, acquired and practiced through them.

Effects of play on relationships with significant
others are little studied to date, and the relationship
between play and mental health has been only indirectly
shown by looking at its opposite. 1In light of these
observations, three areas are the special foci of this
study:

(1) play with parents and children’s relationships

with them as measured by a parental acceptance/rejection

measure,
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(2) play and mental health (or healthy functioning),
specifically play as related to the child’s self-
concept, and
(3) play and social skills, in particular, play as related

to the child’s popularity with peers.

Categories of play

There are many ways of analyzing and categorizing play
activities. Smith (1977) suggests that one look into the
different aspects of play. A researcher can look at one or
a combination of the following: content, complexity, and
context of play. This study looks at the combination of
content and complexity, and the social contexts of peer and
adult interactions.
Content and complexity of play

Content refers to the kinds of behaviors to which
combinatorial repetitions and variations are applied. This
includes physical activity, use of objects and symbolic
play. Most categorizations of play according to content are
also arranged according to complexity. Thus, these two ways
of categorizing play behaviors are combined. An additional
type of play which has been identified when analyzing
complexity, but not content, is games-with-rules. These
four play categories, physical activity, use of objects,
symbolic play, and games-with-rules, are discussed

successively.




13

Physical activity

This play category involves gross body movements. One
example is rough-and-tumble play which includes the
following: tease, hit at/kick at, poke, pounce, sneak up,
carry child, play fight, pick on, chase, hold and push
(Pellegrini, 1989). This type of play obviously involves at
least one other person.

Another type of activity which makes use of gross body
movement is described by Piaget as the earliest form of play
in infancy and early childhood. Sensorimotor exercise or
practice play consists of simple repetitive muscle movements
(Piaget, 1962). This type of play is done for performance
of already existing schemas with no effort at adaptation.
Examples are running and jumping. They could also be
repetitive movements involving objects such as bouncing or
throwing a ball.

Use of objects

Perhaps the most well-known categories of play are
Piaget’s (1962). His categories are developmental and were
originally used to describe cognitive levels.

The earliest two levels both involve object use. The
first level is functional play. It is done as a
manipulatory activity but is not constructive; that is, it
is done for its own sake. An example is kneading or rolling
clay with no attempts to construct something out of the

clay.
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The second level is constructive play. Manipulations
of objects are done in order to create something. Play with
blocks, clay, paints usually end up as creations.
Other categories of object play have been proposed.
Kalverboer (1977) and O’Connel and Bretherton (1984)
describe similar categories.

Symbolic play

The most frequent topic of research on play is symbolic
play. Other names for this type of play are pretend (Rubin,
Fein, & Vandenberg, 1983), dramatic (Piaget, 1962), and
fantasy play (Smith, 1977).

Shotwell, Wolf & Gardner (1980, cited by McCune-
Nicolich & Fenson, 1984) define symbolic play as "the
ability to represent actual or imagined experience through
the combined use of objects, motion and language" (p.84).
Symbolic play when elaborated in cooperation with at least
one other role player is called sociodramatic play
(Smilansky, 1968). Focus is on role-playing. Saltz and his
colleagues (cited in Rubin et al., 1983) differentiate
betwen ordinary sociodramatic play and thematic fantasy
play. In the latter, the roles played are far removed from
the children’s everyday experiences. An example is
pretending to be fairies in another world. Because it
requires more imagery and pretense, they declare that it is

a more mature form of group pretense.
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Garvey and Berndt (1977, in Rubin et al., 1983)
describe even more types of dramatic roles: Functional roles
are those organized by an object or activity (e.g. teacher
when playing school). Relational roles are those that imply
complementary relationships (e.g. mother-child). Character
roles are based on stereotypic occupational or habitual
activities (e.g. cowboy) or on fictional roles (e.g. Robin
Hood) . And peripheral roles are those discussed and
addressed but not portrayed by the child himself or herself
(e.g. imaginary friends) .

The various categories discussed above suggest that
symbolic play in itself has several components. One can
look at the role-playing aspect such as types of roles
played. The use of objects and other people in the play
activity are also important. In both cases one can see how
far the symbolization extends. For example, while use of a
toy plate requires little or no imagination, the use of a
leaf for a plate does require imagination. Playing "mommy"
which is directly imitative is not as creative as playing
"space monster," for which children have no real models.

In playing with others, it is interesting to note roles
assigned to self and others as well as how the children
cooperate to maintain the dramatization of their respective
roles. Being able to maintain sociodramatic play requires

important social skills such as cooperation and turn-taking.
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Games with rules

And lastly, complexity of rules varies in different
types of play. While play of young children is virtually
rule-less, symbolic play makes use of rules that are made up
by the role players (Rubin et al., 1983). However, one type
of play is characterized by the presence of formal rules.
Games with rules are probably the most complex of play
activities. 1In them, the children have to accept
prearranged rules and to adjust to them. They learn to
control their own actions and reactions within given limits
(Smilansky, 1968).

Piaget (1976) predicts that symbolic play gradually
evolves into games with rules. The former becomes
increasingly social and rule-governed, developing into the
formal rule-governed competitive games. Rules in the latter
could not be changed unless mutually agreed upon before the
game is played. According to Piaget (1976), "competition is
controlled by a collective discipline, with a code of honour
and fair play" (p.569).

Games with rules differ from organized sports in that
motivation could be intrinsic rather than extrinsic (i.e.
while the player plays to win, there are no external rewards
and the players are not influenced by external demands to
participate). In this sense, organized sports would not be

classified as play, while spontaneously played informal
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sports would be classified as play even though both are
rule-bound.

These different ways of categorizing play are useful in
determining play patterns derived from play activities.

They form a basis for initially grouping the varied play
activities and for describing differences in play activities
between relevant groups such as boys and girls.

Peer social context

One classification scheme which looks at the social
dimension of play development is Parten’s social
participation scale (cited in Johnson et al., 1987). It has
the very simple categories of: (1) solitary play - playing
alone with materials different from those of children within
speaking distance; no conservation with others; (2) parallel
play - playing with toys or engaging in activities similar
to those of other children who are in close proximity;
however, there is no attempt to play with the other
children; (3) group play - playing with other children,
roles may or may not be assigned.

Howes (1980; in Johnson, et al., 1987) examines these
social levels in greater detail. He focuses on two
dimensions of peer play: (1) the complexity of the social
interactions among children, and (2) the degree to which
their activities are organized and integrated. He describes

five levels of increasing complexity:
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Level 1 - Simple parallel play

Children, in close proximity to one another, are
involved in similar activities but do not engage in eye
contact or any social behavior.
Level 2 - Parallel play with mutual regard

Children are involved in similar activities and engage
in eye contact. The children, though not socially
interacting, are aware of others’ presence and activities.
Level 3 - Simple social play

Children direct social behaviors to one another.
Typical behaviors include vocalizing, offering objects,
smiling, touching, taking toys, and aggression. The
children’s play activities, however, are not coordinated.
Level 4 - Complementary/reciprocal play with mutual
awareness

Children engage in activities in which their actions
reverse other children’s actions, demonstrating awareness of
each other’s roles. No conversation or other social exchange
takes place.
Level 5 - Complementary/reciprocal social play

Children engage in complementary and reciprocal
activities, as in Level 4, and in social exchanges, as in
Level 3.

Both of these scales look at the social context in
terms of peer involvement. This has been a major concern of

many studies on play (Rubin et al., 1983). As
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classification in these scales allows the researcher to
infer a child’s social maturity, it is important to note
that there are many environmental constraints which affect
the child’s capacity to engage in social play. Jennings &
Curry (1982, cited in Curry & Arnaud, 1984) have found that
the following affect children’s social play: presence of
mother, familiarity with the other child(ren), teachers,
physical setting, and the length of time provided for the
children to become familiar with one another. The following
section further looks at adult involvement and settings.
Adult social context

Johnson et al. (1987) describe different types of adult
involvement in play with children:
1. Parallel play - The adult plays alongside but not with
the child or children. When adult participation is in this
pattern, children tend to persist longer in play. And by
observing how the adult is playing, they may learn new ways
of playing with objects.
2. Co-play - Adult joins but lets the children control the
course of the play. By asking for information,
instructions, and responding to children’s actions and
comments, the adult can add new elements to the children’s
play.
3. Play tutoring - The adult initiates a new play episode
and takes a more dominant role thereby teaching new play

behaviors. This can be done in two ways:
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a. outside intervention - adult is not involved in the
play itself,

b. inside intervention - adult takes on a role.

4. Thematic fantasy training - The adult helps children act
out stories. This is beneficial for children with no or
little experience with sociodramatic play.

5. Spokesman for reality - the adult may classify or explain
roles more accurately. This helps children understand roles
of others.

In any of these different types of adult participation,
the adult involvement is gradually phased out such that
children end up playing among themselves. Also, the authors
caution that while adult involvement may help children, it
is not always necessary. An adult must be sensitive as to
when his or her involvement is needed. They suggest that an
adult intervene only when: (1) children do not engage in
make-believe play on their own, (2) children have difficulty
playing with other children, or (3) play becomes repetitious
or appears ready to break down.

Settings

When categorizing according to settings, a play setting
can be academic or nonacademic. Many studies look at free
play in the classroom or in the laboratory. Christie &
Johnsen (1989) argue that play which occurs in these

settings is not really free play. Types of toys and
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expectations of adults are different in these settings than
in nonacademic settings.

Schwartzman (1984) points out how these settings affect
children’s play. Higher socioeconomic children show more
mature forms of play in the academic settings than lower
socioeconomic children. However, outside the laboratory or
classroom, even lower SES children show such mature forms.

Another classification scheme is that of outdoor play
versus indoor play. The difference between these two
settings may account for some of the social class
differences in play as upper class children play indoors
more frequently, while lower class children spend more time
playing outdoors (Minoza, 1984).

The type of outdoor environment also changes play
behaviors. Traditional playgrounds with fixed, conventional
equipment encourage functional play, especially large motor
play (Johnson et al., 1987; Rubin et al., 1983). Naylor’s
(1985) review shows that traditional playgrounds are seldom
used by children and that they show a preference for
"adventure" playgrounds where elements are loose and
children can create their own structures. Undesignated
play spaces, such as backyards, encourage more social play.
Importance of categorization and contextualization

The studies reviewed above are useful for this study in
that they help organize the analysis of play activities.

Sex, age and socioeconomic differences can better be
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understood if one can categorize the play activities
according to some dimension such as complexity. They can
also be better interpreted when viewed in their proper
context such as the physical and sociocultural environments
wherein these play activities occur.

In this study, play occured within the settings of home
and school during recess. This study was done in a
different culture from the one from which categories were
derived. However, it is assumed by this researcher that
although play activities, per se, may differ between the
Philippine and Western cultures, these categories would
still be useful for initial organization of the data.
Should there be play activities which do not fit the

categories, the categories could be reconceptualized.

Play patterns according to age
sex, social class, and personality
The sections above described ways by which variations
in play could be categorized. The following sections show
variations in play according to children’s age, sex, social
class, and personality.
Age differences
Age is usually related to certain types of play. Some
types of play are more frequent in certain age groups and
some do not emerge until a certain age. Christie & Johnsen

(1989) found that for American children functional play was
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found to be negatively correlated with age, peaking at
around 4 years of age; while constructive play was
positively correlated with age peaking at 6 years. Van der
Kooij (1989) found similar results, with constrﬁctive play
peaking at 5 years among Dutch children.

Symbolic play emerges from 3-6 years (Smilansky, 1968)
among advantaged preschoolers but not among disadvantaged
children. Schwartzman (1984) argues that disadvantaged
children did engage in symbolic play but at a later age (6-8
years) .

There are also changes in symbolic play with age.
Children show increasing representational ability. As they
grow older, they tend to use ambiguous props to engage in
symbolic play (Pellegrini & Perlmutter, 1990). There is also
marked maturity in terms of playing roles. As the child
grows older, he or she is capable of elaborating more
complex role relationships.

Play of children becomes increasingly social with age
(Smith, 1977). At 2 years, social interactions are
infrequent and short in duration. Most play of 2-year olds
is with objects or with adults. At 3 years, social play
begins in the play group or nursery. Interactions are
mostly dyadic. At 4-6 years, there is a marked increase in
duration of social play and in number of children involved

in it.
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Thus with age, children’s play changes in terms of
types of play, complexity, sociability, and cognitive
maturity.

Sex differences

Sex differences are evident even in early childhood.
This can be seen in children’s play activities. Boys seem
to prefer gross motor and rough-and-tumble play. Girls, on
the other hand, prefer play with objects (Smith, 1977).

Both sexes engage in symbolic play. However, there are
sex differences in the types of roles played. Boys are more
likely to play fictional, superhero characters. Girls play
familial characters (Rubin et al., 1983).

Pellegrini & Perlmutter (1990) show differences in
social interactions during play. Girls engage in more
imitations, requests for help, and give more responses to
play topic initiations. Boys exhibited more utterances,
gave more commands and play topic initiatiomns.

These changes reflect sex-typed characteristics of more
nurturance and submissiveness among girls, and more
activity, assertiveness and achievement among boys. While
we cannot say that it is in play that sex-typed behaviors
are learned, it is evident that these are maintained in
play.

Among older children, these same trends can be seen in
their games (Block, 1981). Boys’ games reward initiative,

improvisation and extemporaneity. They encourage within-

L
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team cooperation as well as between-team competition.
Girls’ games are mostly highly structured, turn-taking games
that are strictly rule-governed and less often require
contingent strategies. Thus it seems that boys’ games are
more geared towards development of competence than are
girls’ games.

These sex-typed behaviors increase with age, and sex-
typing is more evident among boys (Rubin et al., 1983).
Older boys avoid playing with feminine toys more than
preschool boys; and boys generally avoid feminine toys more
than girls avoid masculine toys. Girls’ preferences are
broader in scope. In symbolic play, for example, girls are
more likely to engage also in fictional pretense than are
boys to engage in familial themes.

Social class differences

Children from lower socioeconomic groups seem to
exhibit less mature forms of play than those from middle and
high SES groups. Lower SES preschoolers have been found to
engage in more solitary and functional parallel play
compared to their middle SES agemates (Rubin et al., 1976;
cited in Rubin et al., 1983). Middle and high SES children
engage in more symbolic play than lower SES peers
(Smilansky, 1968; Smith, 1977; Tizard, Philips & Plewis,
cited in Rubin et al., 1983; Udwin & Shmukler, 1981, cited

in Johnson et al., 1987).
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Smilansky (1968) and Udwin & Shmukler (1981, cited in
Johnson et al., 1983) assert that these deficits are due to
the differential ways that lower SES parents treat their
children. Smilansky says that upper class parents are more
likely to play with their children while lower class parents
are less likely to do so.

There are many confounding variables in studies of
social class differences. Most studies cited are done in
the school or laboratory settings. Schwartzman’s (1984)
study is interesting in that it shows that outside of these
settings, even lower SES children’s play demonstrate the
maturity of their more advantaged counterparts. They are
also highly creative, more verbal than in the academic
settings, and they display a variety of social and survival
skills.

Schwartzman (1984) and Feitelson (1977) point out
several basic differences in the lifestyles of these
children. Children who work (i.e. who engage in child care
and/or other economic responsibilities) cannot or do not
have enough time to play. And children of lower class
families frequently have to assume such responsibilities.
Children must also have sufficient space and toys to engage
in symbolic play, both of which are deficient in lower

income homes.
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Personality differences

Play activities are a good medium for observing
personality differences among children. Stockinger-Forys
and McCune-Nicolich (1984) put together dyads of 3-year olds
who did not know each other. They observed that the
socially dominant child seemed able to wait while the other
child warmed up. Pellegrini (1989) found differences in
rough-and-tumble play of popular and rejected children. For
the former, this type of play was nonaggressive while for
the latter, aggression seems to dominate it.

Other researches identify personality patterns
associated with play. Johnson and his colleagues (1987)
identified a "fantasy-making" predisposition. They found
this to be related to higher level of imagery, positive
affect, social interactions and cooperation during free
play.

Wolf and Gardner (1979, cited in Johnson et al., 1987)
differentiated between "patterners" and "dramatists". The
former engage in more object play, while the latter engage
in more social play.

As most of these studies are observational and
correlational, causal relationships between personality and
types of play in cannot be properly established. However,
since personality or dispositions are often inferred to be

relatively enduring, stable traits, then it could be said
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that choice of play activities is a result of certain
dispositions.

In this study, self-concept and peer popularity are two
relatively stable traits that were related to play. As
popular and unpopular children, as well as children of high
and low self-concept differ in behaviors, it is hypothesized

that they would differ in play as well.

Summary of play patterns

The differences described above show that both
maturation and socialization play a part in differentiating
play behaviors. As the literature cited describes children
in Western countries, predominantly the U.S., it would be
interesting to see if such patterns also exist among play of
Filipino children. One would expect similarities in
patterns that are due to maturation, while differences
between cultures would be evident in patterns that are due
to socialization.

The Philippine experience

Most of the research cited above involved American
children in the U.S. and children in other western countries
such as England and the Netherlands. Far less is known
about Filipino children’s play. The following sections
describe what has been written about how children play and

parent-child relationships in the Philippines.
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Filipino children’s play

As in the western literature, there are sex differences
in the way Filipino children play. Girls play inside the
house more frequently than outside, and more frequently than
boys (Minoza, Botor & Tablante, 1984). Filipino children’s
play is also sex-typed. Sevilla (1982) observed that the
favorite play activities of 3-6 year old girls is playing
house, while for boys, it is gunfights. Many of the games
however are not sex-typed, such as playing in the sand and
catching insects.

There are also social class and ecological differences.
Urban middle- and high-SES children are more likely to play
indoors and have commercial toys, while rural and lower SES
urban children play outdoors and have few toys (Minoza et
al., 1984).

Social skills are demonstrated in play. Minoza and her
colleagues found that most children (81.6%) could get along
with others at play. When they quarrel, group pressures
tend to resolve the quarrel (Mendez et al., 1984).
Parent-child relationships

In child-rearing, Filipino mothers are more involved
than the fathers. Ramirez (1974) reports that the father is
always out of the house (including non-work activities) to
the neglect of the attention due to his wife and children.
Minoza et al. (1984) found that only 23.5% of the husbands

they surveyed were enthusiastic in helping their wives with
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child care, although about half (51%) report helping with
discipline. And yet, in one rural community, more fathers
(84% vs. 13% of mothers) reported companionship and warmth
between parent and child as a primary motive for parenthood
(Jurilla, 1986). The father also acts as the child’s
playmate while the wife attends to her chores.

In a nationwide survey done by Sevilla (1982), she
reports that 73% of parents get directly involved with their
children’s play, either as an active onlooker or as actual
participants. In a primarily authoritarian society, this is
significant in that in the area of play, parents and
children are, for once, on a more equal basis (Atienza,
1982) .

The apparent relationship between parents and children
in play, particularly the role of fathers, is interesting in
that it allows the participants to step out of their
customary authoritarian relationship. But very little has
been written about children’s play in the Philippines. A
major aim of the present study is to add to the literature

about play patterns of Filipino children.

Methodological issues

McCune-Nicolich and Fenson (1984) recommend that in
doing play research, one must consider the setting,
participants and their roles, subjects, and observation

procedures.
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Settings

Most studies are done at home (Belsky, Goode & Most,
1980; Dunn & Dale, 1984; Dunn & Wooding, 1977; Miller &
Garvey, 1984; Minoza et al., 1984; O’Connell & Bretherton,
1984), in a laboratory (Eckerman & Stein, 1990; McCune-
Nicolich & Fenson, 1984; O’Connel & Bretherton, 1984;
Phillips & Sellito, 1990; Rosen, 1974; Smith & Connolly,
1980 in Johnson et al., 1987; Sorce & Emde, 1981 cited in
Cohen, 1987), or in school play areas such as the playroom
or playground (Christie & Johnsen, 1989; Pellegrini, 1989;
Pellegrini & Perlmutter, 1990; Rubin, 1982; Van der
Kooij, 1989).

It appears that the setting varies according to the
purpose of the research. When studies are done in the
laboratory, there is usually manipulation of some variable
such as spatial density, and there is usually adult
intervention (Eckerman & Stein, 1990; Smith & Connolly,
1980, in Johnson et al., 1987; Sorce & Emde, 1981, cited in
Cohen, 1987).

Most purely descriptive studies are done where free
play is most readily observed, such as the home or
playground. But other free play research is also done in
the classroom or the laboratory. 1In such cases, a bias
seems to exist in favor of more socioeconomically advantaged
children who show more mature forms of play in the

laboratory or classroom (Schwartzman, 1984).
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As this study is exploratory in nature and has as one
focus the question, "What do Filipino children play at
home?", a survey was deemed most appropriate to get as many

responses as possible from many children.

Participants and their roles

Most free play observations include other same-age
children. This appears to be the most "naturalistic" form
of observation in that most play activities occur within the
context of peer relations.

A second focus of this study was to document Filipino
children’s free play activities in an academic setting. For
this purpose free play observations were done during recess.
This was limited to observations of children identified as
popular or unpopular through a sociometric measure.

When others are involved in the child’s play activities
as documented in research studies, it is usually the mother
(Belsky, Grade & Most, 1980, cited in Cohen, 1987; Dunn &
Wooding, 1977; Dunn & Dale, 1984; Minoza et al., 1984;
O’Connel & Bretherton, 1984; Phillips & Sellito, 1990;
Sorce & Emde, 1981 cited in Cohen, 1987). However, most of
these studies are experimental, involving effects of some
manipulation on children’s play. Another adult is usually
requested to manipulate the situation in some way. The
observation is then focused on the effects of such

manipulations on the child’s play. Examples include level
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of child’s play when mother ignores/attends to child
(Eckerman & Stein, 1990; Phillips & Sellito, 1990; Sorce &
Emde, 1981, cited in Cohen, 1987), and effects of play
tutoring (Rosen, 1974; Smilansky, 1968).

Some mother-child observations are of free play. In
these observations, the focus is more on how the mother
plays with the child (Dunn & Dale, 1984; Dunn and Wooding,
1977) .

Parent-child play activities were also explored in this
study and as this researcher was concerned mostly with
getting a variety of responses from many children, survey
was conducted rather than observations at home.

Subjects

Most studies of play include infants, preschoolers and
kindergartners. Older children are rarely studied
(Pellegrini, 1989; Van der Kooij, 1989b). As such, certain
types of play are overrepresented in the psychological
literature. These include functional, constructive, and in
particular, symbolic play.

Since play of older children is not much studied, games
with rules are neglected (Block, 1981). And as we
associate play with childhood, play in adolescence and
adulthood, except probably in the context of sports, is
practically ignored whether in the U.S. or in the

Philippines.
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For this study, two different childhood levels were
chosen, first graders to represent early middle childhood,
and fourth graders to represent later middle childhood.
These were chosen because these groups are young enough for
parental interactions to remain active and significant, yet
old enough that opportunity for peer interactions are
available. The different forms of play, from physical play
to the more complex games with rules, are also observed in

children of these age levels.

Conceptual Framework

This research is not guided by any one theory, and all

hypotheses are based on the literature previously reviewed.
Variations in play activities

The topic most studied in play research is age
differences. This study is focused on social play of
children in middle and late childhood. Other studies
describe differences in types of play engaged by these two
age groups (Piaget, 1962). Parten (1932, in Johnson, et
al., 1987) observed play patterns to change from solitary to
cooperative (social). Piaget (1962) and Smilansky (1969)
identified early to mid-childhood as the age when
sociodramatic play is most common, and mid-late childhood
when games-with-rules emerge.

Changes in friendship patterns and cognitive

development could account, in part, for these differences.
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As children grow older, their peer group size changes from
dyadic to small to bigger groups. However there is a sex
difference in that girls tend to participate in small peer
groups while boys are in larger groups (Block, 1981).
Cognitively, games-with-rules require more maturity as they
require knowledge and retention of several rules as well as
the use of strategies to win in these usually competitive
activities. Sociodramatic play, on the other hand, requires
different cognitive skills, primarily the ability to take
the perspective of others which requires a knowledge of the
roles of others, and also the flexibility to "pretend."

In this study, two very different age groups, first and
fourth graders, comprise the sample. Based on the
literature, the younger group would be expected to engage in
more sociodramatic play, while the older is now capable of
games with rules. These two age groups were chosen
primarily because of this difference. 1In order to see more
diversity in play patterns, children who are capable of
these more sophisticated play activities rather than
preschool children were selected.

Also as children of these age groups are more social,
i.e. tend to play in groups compared to preschoolers,
important social variables, such as popularity as an
indicator of social competence, could be investigated in
relation to social play. Furthermore, children of these age

groups still spend a considerable amount of time with the



36

family, so that impact of that relationship on play may be
investigated as well.

Sex differences have been found in types of play
activities (Kalverboer, 1977; Smith, 1977), toys (Block,
1981) and roles played in sociodramatic play (Rubin et al.,
1983). These sex differences in play seem to reflect
sociocultural sex role stereotypes. In this study,
observing play of Filipino children would allow one to see
sex-role stereotypes which exist in the Philippine culture.
Roles Filipino children play would reflect roles that are
perceived in the culture as more typical of each sex.

Studies on socioceconomic status differences show less
mature forms of play among lower SES children (Smilansky,
1968; Rubin et al., 1983). Children of ages 6-7 are
expected to engage in a considerable amount of sociodramatic
play. These studies show that children of lower SES tend
not to do so. Instead they engage in the less mature play
forms of solitary, parallel, functional, or constructive
play.

Smilansky (1968) attributes such differences to parent-
child interactions. Schwartzman (1984) says differences in
lifestyle account for the appearance of less mature forms of
play among lower SES children. MacDonald (1993) describes a
parenting style which resembles that of the lower class. He
associates this style with low involvement in parent-child

play. Mendez et al. (1984) shows that lower class Filipino
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children frequently take care of siblings and do household
chores leaving less time for play.

Play varies in different settings. There are
differences between schools and homes in terms of types of
available play materials (Christie & Johnsen, 1989). Age
and sex differences in play seem to reflect dispositions to
certain play activities due to maturity and to social
learning. Effects of settings is probably more external in
that children will adjust their play activities according to
what is physically available and possible in various
settings.

Play and popularity

As most peer interactions occur in the context of play,
whether a child is liked or not by her or his peers could be
observed in play interactions. As most play activities in
mid- to late childhood are social, a child with good social
skills would fit in well in play interactions. It is also
possible that the valuable social skills that popular
children have are learned in play interactions.

Problem behaviors can also be seen in the play
situation. For example, some differences between popular
and rejected children have been observed in rough-and-tumble
play (Pellegrini, 1989). The latter tend to show more
hostility than playfulness compared to the former. Among

isolated children, a basic problem is their inability to
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enter play groups. These general findings would be expected
in Filipino children’s play.

These early socialization interactions could also
affect how children view themselves. They see the self
according to how they think others see them. Being liked
and accepted by peers is therefore a possible determinant of
a positive self-concept. In this study, it is assumed that
being liked is in part determined by positive social
interactions with peers. For these age groups, these
positive social interactions occur mostly during play.
Accordingly, children’s self-concept was related to play
patterns in this study.

Play with parents, parent-child relationship
and self-concept

As parent-child relations are positively correlated
with a child’s self-concept, parent-child play interactions
would indirectly affect self-concept due to its relation to
parent-child relationships. 1In this research, parent-child
relationship is measured as the child’s perception of
parental warmth as opposed to rejection or indifference.
Playful interactions are assumed to be indicators of warmth.
A parent who cares enough to spend time playing with a child
is perceived as one who must "really care".

In childhood, play is probably one of the few parent-
child interactions where they are on an equal level. It is

also usually pleasant. Thus opportunities for parents and
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their children to engage in pleasant, equalitarian play
interactions could contribute to the development of a
positive parent-child relationship.
Summary of framework

This study includes descriptions of play activities at
home reported by boys and girls, of 1st and 4th grades and
from public and private schools representing the lower and
middle classes respectively.

In addition, play and its relation to certain
interpersonal and intrapersonal variables will be analyzed.
It is expected that play patterns will differ among children
varying in popularity and self-concept. On the other hand,
parent-child play activities and frequency of parent-child
play will be related to parent-child relations and self-
concept. It is believed that parent-child play is related
to parent-child relations and that both directly, or

indirectly relate to self-concept.

Statement of the Problem
This study seeks to describe play activities of
Filipino children in different settings, and to relate these
activities to selected sociodemographic, personality, and
social variables. Specifically, the following questions

guide this study:
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What play activities are engaged in by children
categorized according to:

a. sex?

b. age (1lst vs. 4th grade)?

d. socioeconomic status (low and middle)?

What is the relationship between playing with parents,
child’s report of parent-child relations, and child’s
self-concept?

What is the relationship between a child’s peer play

activities, peer popularity, and self-concept?

Hypotheses
Accordingly, the following hypotheses are proposed:
There are differences in types of play engaged in by
a. boys and girls, and
b. children in first and fourth grades,

c. children from low and middle socioeconomic status.

Children’s reports of experiencing or having experienced
playing with their fathers and/or mothers is signifi-
cantly related to the child’s perception of his or her
relationship with the father/mother, and with the child’s
self-concept. Specifically, the more frequent the play
interaction between child and parent (s), the more the
child will perceive parental warmth, and the higher the

child’s score in the Self-concept Scale.
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3a. There are differences in types of play engaged in by
popular and unpopular children.
3b. The more frequently the child engages in social play ,
the higher the peer rating of popularity of that child,
and the higher the child’s score in the Self-concept

Scale.

Definition of Terms

Play- This is any activity that is "enjoyable, flexible, and
most typically characterized by pretend" (Smith &
Vollstedt, 1985, p. 1049). In this study, it refers
to any activity that would have any two of the three
characteristics mentioned above that is observed during
recess. It also refers to any activity that the
children would interpret as play in response to the
Play Activities Scale.

Types of play- This refers to the kinds of play behaviors
engaged in by children. There are different categories
described in the literature. The following are
included in the observation guide which is to be used
in identifying types of play:

Rough and tumble play- This type of play involves gross body

movements with physical contact between players. It
includes the following, though this list is not

exhaustive: tease, hit at/kick at, poke, pounce, sneak
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up, play fight, pick on, chase, hold and push
(Pellegrini, 1989).

Sensorimotor play- This involves simple repetitive muscle
movements with no effort at adaptation. It is done for
the sake of the movement itself. It is also sometimes
called "practice" play as the child appears to be
simply exercising a movement. Examples include running,
jumping, bouncing ball.

Functional play- This is a manipulatory activity that is not
constructive. It involves manipulation of objects but
with no attempt to construct or make something out of
the manipulation. An example is kneading clay but not
making something out of the clay.

Games with rules- This type of play activity has prearranged
formal rules, and is usually competitive.

Outdoor/motor games- These are group, motor games which
require gross motor skills such as running, jumping or
throwing but which are differentiated from ball games.
These games have rules and are played in groups.
Examples include tag, leap-frog, hide-and-seek.

Reciprocal play- In this type of play the actions reverse
other chilren’s actions demonstrating awareness of each
other’s roles. No conversation or other social
exchange takes place. An example is a two-player video
game where each player interacts with the action on the

screen and not necessarily with the other player.
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Reciprocal social play- This is similar to reciprocal play
with the added dimension of social exchanges such as
conversation.

Socioeconomic status (SES)- This is the social and financial
status of the subjects. Low socioeconomic status is
inferred from enrollment in a public school while
enrollment in a private school by virtue of the tuition
structure is believed to indicate a middle SES
(Gonzales, 1986). In this study, the terms "public" and
"private" school may be used interchangeably with "low"
and "middle" social class respectively.

Popularity- This is the degree to which one is liked by
other people. In this study, a sociometric rating scale
which measures liking and/or acceptance is used to
classify children as popular or unpopular. In this
study, only same-sex peer ratings were used as same-sex
interactions are more common among these age groups.

Parent-child relationship- In this study, this is defined as
the child’s perception of parental warmth as measured
by the Parental Acceptance-Rejection Questionnaire
(PARQ, Rohner, 1980) .

Parental warmth- Rohner (1980) conceptualizes parental
warmth as a bipolar dimension with rejection or the
absence of parental warmth and affection at one pole,
and acceptance at the opposite pole. A parent is

perceived as low in parental warmth or high in parental
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rejection if the PARQ total score is low. "Parental
acceptance" or "Parental rejection total" is used in
the text to refer to the PARQ composite scale to
distinguish it from the subscales Warmth and Rejection.
Warmth (subscale)

This subscale measures a child’s perceptions of
parents as giving love or affection. Examples of
parental behaviors include kissing, showing approval,
comforting child.

Rejection- This includes the child’s perception of the
parent’s dislike, disapproval and/or resentment of him
or her. This is manifested in two ways: as (1)
hostility, which includes anger, resentment, and
enmity, or (2) indifference, which is the lack of
parental concern or interest. A parent is perceived
as high in parental rejection if the PARQ total score
is high. The rejection dimension has 3 subscales:
Hostility, Neglect and Rejection.

Hostility Subscale refers to conditions where the child
believes his or her parents (a) are angry, bitter, or
resentful of him or her, or (b) intend to hurt the
child physically or verbally. Examples of hostility
behaviors include derogatory remarks, nagging, hitting.
Neglect Subscale The child sees parents as unconcerned

or uninterested. Sample behaviors include parents
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spending minimum amount of time with the child or
ignoring the child’s call for help.
Rejection Subscale The child sees parents as
withdrawing warmth but where such rejection does not
clearly reflect either aggressive/hostility or
neglect/indifference. An example is the child’s report
that "my mother does not love me."

Self-concept- This refers to a person’s view of oneself in
a continuum of low (or negative) to high (or positive).
In this study the Pasao Pictorial Self-Concept Scale
by Munnariz and Pasao (1988) was used. The total score
refers to self-concept or level of adjustment. It has
two subscales:

1. Endearing Traits: measures how a child views his or
her traits. This subscale answers questions such as
"what do you like about yourself?" and "what do you
like to do?" It includes items related to school
activities (including peers) and the child’s view about
the self. In this study, this scale shall be

referred to as Self-concept: view of self, and

2. Relationships with Others: measures how a child
views the self in relation to significant others,
particularly significant adults such as parents,

grandparents and teachers. This shall be referred

to as Self-concept: Relation to others.
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In general, the higher the score, the higher the self-

concept.

Scope and Limitations

This study seeks to describe play activities of older
children as most play studies include infants, toddlers and
preschoolers. The ages 6-7 and 9-10 (1st and 4th graders
respectively) were chosen because at these ages, the
children are already social and yet they are sufficiently
different developmentally to expect that their play patterns
should differ as well. Also children of these ages already
demonstrate two types of play, sociodramatic play and games
with rules, which are investigated in this study. Because
this is a cross-sectional study, only age differences rather
than developmental progression can be described.

First graders were especially chosen because for most
schools in the Philippines, this is the beginning of
"formal" education. Most of the social interaction takes
place during breaks, such as recess, as there are no longer
free times during the school day to engage in socialization
activities as are found in preschools.

This study includes only the low and middle income
classes. The upper bracket was excluded because they are a
small minority; also children from upper SES families tend
to be enrolled in private sex-segregated rather than

coeducational schools.
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Observations of play activities were done only in the
school setting. Ideally, different contexts should be
investigated: the home, neighborhood, parks, etc. Play
activities in the home were not observed but were reported
by the children. This serves as a limitation in that the
basis for analysis of the two settings are not the same.
Clear comparisons could not be done. Instead, descriptions
of play in each setting were done separately.

Four coeducational elementary schools in Metro Manila
were included in this study. Given the urban setting,
generalizations of the findings to children in other areas

of the Philippines are limited.

Significance of the Study

This study’s primary significance is its potential
contribution to the developmental literature in Filipino
psychology. The observations of children’s play in the
playground could show important differences in types of play
of children of two different age groups, of varying
popularity, sex and socioeconomic status. In addition,
comparisons with findings of play research in western
cultures could be made. Differences and/or similarities in
play patterns between Filipino and western children could be
identified.

Relating peer play with a child’s popularity among

peers and his or her self-concept in relation to peers could
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guide teachers and counselors to possible interventions
regarding children with problems in peer relationships.

And lastly, in attempting to relate playing with
parents and variables such as parent-child relations or
self-concept, potential benefits of such an interaction in
childhood would hopefully be identified. In a society where
dual incomes is becoming more a necessity, and where for the
middle- and upper classes, child caregiving is left to a
hired caregiver, there may be less opportunities for parent-
child interactions. If parents could see why play is
useful, then directing these limited opportunities toward
play interactions might be the most efficient use of that

limited time they do spend with their children.



Chapter 2

METHODOLOGY

In this study, first and fourth graders in four school
systems completed a series of instruments: 1. Sociometric
Rating Measure, 2. Home Play Survey, 3. Child Parental
Acceptance- Rejection Questionnaire (PARQ), and 4. Pasao
Pictorial Self-Concept Scale. Different kinds of
information were used for different purposes:

1. Tabulations of responses to the Home Play survey
were done to describe play activities of children at
home,

2. Data were derived from the Home Play survey, PARQ
and Self-Concept scale to establish correlations
between frequency of parent-child play, parental
acceptance and child’s self-concept, and

3. Based on outcomes of the Sociometric measure,
selected children were observed in play activities
during recess in school to describe differences
between activities of those differing in popularity

and self-concept.

49
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Subjects
Two sections (classes) each of Grades One and Four were
recruited from 2 public and 2 private coeducational schools
in Metro Manila. Data collection was not finished for two
sections, one section each of Grades One and Four of the
second private school due to lack of time. A total of 14
classes/sections were given the questionnaires (see Table 1

for distribution of classes).

Table 1

Distribution of Classes from each Grade Level per School

Public Public Private Private

School 1 School 2 School 1 School 2
Grade 1 2 2 2 1
Grade 4 2 2 2 1

Two of the schools, one private and one public, were
located in Las Pinas, a suburb of Manila, and the other two
were located in inner city Manila. Las Pinas is an
industrialized community, with factories and other
manufacturing companies immediately outside the residential

areas. Inner city Manila has less distinct zoning patterns,
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where residences and commercial establishments are found in
the same areas.

The private and public school in each city were located
in the same general vicinity, within 3 kilometers of each
other. The children from the two schools in each area
differ in socioeconomic status as evidenced by the tuition
structures of the two types of schools. Children in the
free public schools are generally from the lower income
class while those in the two profit-oriented private schools
are from the middle class (Gonzales, 1986). For this
particular sample, the class distinction is further
supported by the children’s residence wherein housing zones
serviced by the private schools selected are predominantly
middle class.

Only one school, a private school, had a playground; it
consisted of a vacant lot with monkey bars. The other
schools had corridors and some space immediately outside the
classrooms that could be used during recess. The classrooms
and these areas are available for the children’s use during
recess.

The number of subjects varied according to analysis as
only those with completed survey forms and observation data
could be included. Some were included in the descriptive
analysis but not in the correlational analysis due to

missing data. Table 2 shows distribution of subjects
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according to grade level, school and sex for the

descriptive/ correlational analyses.

Table 2

Number of Subjects in Play Survey Data

GRADE ONE GRADE FOUR
PUBLIC PRIVATE PUBLIC PRIVATE
BOYS 64 (60) 30 (28) 52 (44) 54 (38)
GIRLS 68 (65) 38 (34) 69 (63) 62 (36)

NOTE: Numbers in parentheses refer to number of subjects in
correlational analysis.

For the observational study, the Sociometric outcomes
were used to select four children from each section (two
popular and two unpopular, and one of each sex within each
popularity category). However, it was not possible to
complete all observations groups for two reasons: 1) some
sections did not have children with low popularity ratings
and 2) only children with parental consent could be
included. When more than two children qualified per
section, random selection was done to identify which child
was to be included in the observations.

A total of 32 children identified through the procedure

described above were observed. Table 3 shows the number of
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children in the observational study. To permit assessment
of inter-rater reliability, sixteen children were observed

by two independent observers.

Table 3

Distribution of Subjects in Observations

GRADE ONE GRADE FOUR
PUBLIC PRIVATE PUBLIC PRIVATE

BOYS 2 2 2 3
GIRLS 2 3 2 3
UNPOPULAR : (n = 13)
BOYS 2 3 1 1
GIRLS 2 2 2 0
Instruments
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