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In 2003, re s e a rchers at the Pew Center for Internet Life revealed some start l i n g
statistics about the place of games within the Am e ri can educa t i onal sys t e m .
Su rveying students at more than 20 Am e ri can colleges and unive r s i t i e s , t h ey found
that all entering students (100%) had played a video, c om p u t e r, or online game at on e
time or another; 70% of them played games “at least once in a while” ; and 65%
d e s c ribed themselves as “regular or occa s i on a l” game playe r s . Almost half (42%)
a g reed that gaming kept them from studying “s om e” or “a lot” of the time, and about
1 in 10 (9%) said that their main motivation for gaming was to avoid studyi n g. An d
in what may be the most galling statistic to most educa t o r s , one third (32%) admitted
p l aying games during class that were not part of the instru c t i onal activities.

To d ay’s college students spend more time playing games than they spend watch i n g
m ovies or telev i s i on or reading books for pleasure . These re c re a t i onal pre fe rences are
taking shape at a young age, with another recent study by the Kaiser Fo u n d a t i on
(2003) finding that 50% of Am e ri can ch i l d ren will have played games before they
re a ch the first gra d e . To d ay’s college and high school students are using games to
e s cape from studying and they are even bringing games to class with them. M aybe 
i t’s time the pro fessors and teachers got into the game.

I am one of the founders of the Educa t i on Arca d e, a re s e a rch coll a b o ra t i ve start e d
at MIT that seeks to explore and promote the pedago g i cal potentials of com p u t e r
and video games. For the past three ye a r s , we have been rev i ewing the re s e a rch on
games and learn i n g, building pro t o types for educa t i onal games and testing them in
the cl a s s ro om , d eveloping curricula to support the educa t i onal use of existing
c om m e rcial games, and presenting our findings to pare n t s , e d u ca t o r s , game designers,
and playe r s . Our work has been based on the assumption that games and learning ca n
go hand-in-hand inside and outside the cl a s s ro om . We also assume, h ow eve r, that not
a ll of the learning will take place within the box . Games work best when com b i n e d
with a range of other instru c t i onal materials and activities.

C h i l d ren will often push to stay up late into the night trying to master a
ch a llenging level in a game, but the youngsters are mu ch quicker to abandon pro b l e m
sets and other hom ew o rk assignments that they find too fru s t ra t i n g. E d u cators need
to better understand what factors in games motivate this intense engagement and
h ow they can be leve raged to promote educa t i on .
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Motivating literacy
“Reading for Understanding,” a 2002 RAND report (Snow) commissioned by the

United States Department of Education, summarizes what we currently know about
the literacy problem in our schools. Full participation in the American economy,
they argue, requires “a universally higher level of literacy achievement than at any
other time in history,” (p. 4) yet all signs are that the rate of literacy remains
stagnant and, in some cases, is declining. While American third graders rank close
to the top in international comparisons, American high school seniors rank near 
the bottom, behind students from the Philippines, Indonesia, Brazil, and other
developing nations. Students are developing basic skills in reading but falter when
they need to apply those skills to the domain-specific vocabularies used after third
or fourth grade. Again and again, the report returns to the subject of motivation:
“Classroom materials are often so difficult to comprehend or uninteresting that
many students cannot or will not read them.” (p. 5)

A point of entry into literacy
We might con t rast the RAND re p o rt’s con c e rns about motivation with the story

a n t h ropologist Mary Louise Pratt (1991) has shared about her son and his fri e n d’s
i n t e rest in baseball - ca rd coll e c t i n g. She describes coll e c t i n g, s t u d yi n g, and playi n g
with ca rds as the point of entry into litera cy:

“ Sam and Wi llie learned a lot about ph onics that year by trying to deciph e r
s u rnames on baseball ca rd s , and a lot about cities, s t a t e s , h e i g h t s , w e i g h t s , places 
of birt h , stages of life . . . And baseball ca rds opened the door to baseball book s ,
s h e lves and shelves of encycl o p e d i a s , m a g a z i n e s , h i s t o ri e s , b i o g ra ph i e s , n ove l s , b o ok s
of jok e s , a n e c d o t e s , ca rt o on s , even poems . . . L i t e ra cy began for Sam with the new ly
p ronounceable names on the picture ca rds and brought him what has been easily 
the bro a d e s t , most vari e d , most rew a rd i n g, and most integrated experience of his 
1 3 - year life . ” ( p p. 3 3 – 3 4 )

Pra t t’s account suggests this playful activity motivated three ve ry diffe rent kinds of
l e a rn i n g. Fi r s t , the activity itself demanded certain skills and pra c t i c e s , w h i ch had
clear payo f fs for academic subjects. For example, w o rking out batting ave rages gave
Sam an occa s i on to rehearse his math skill s , a r ranging his ca rds introduced him to 
the process of cl a s s i fica t i on , and discussing the ca rds gave him re a s on to work on 
his com mu n i ca t i on skill s . On another leve l , the ca rds provided a sca f f o l d , w h i ch
motivated and shaped his acquisition of other forms of school know l e d g e . The ca rd s
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led Sam to think about the cities where the teams were located and learn map-re a d i n g
s k i ll s , the history of baseball provided a context through which he could understand
twentieth century Am e ri can history, and the interest in stadiums introduced som e
basics about arch i t e c t u re . T h i rd , Sam developed a sense of himself as a learn e r : “H e
l e a rned the meaning of expert i s e, of knowing about something well enough that yo u
can start a conve r s a t i on with a stranger and feel sure of holding your ow n . ” ( Pra t t ,
1 9 9 1 , p. 34) In other word s , the baseball ca rds did for Sam what the RAND re p o rt
claims existing school materials do not do—they motivated him to develop basic
c ompetencies and enabled him to enter ever more specialized domains of know l e d g e .

No one who has studied the current re s e a rch on games, p l ay, and learning will be
s u rp rised by Pra t t’s story. Writing in 1981, in what has been one of the earliest and
most influential studies of games and motivation , T h omas Malone con cl u d e s , “I f
students are intri n s i ca lly motivated to learn som e t h i n g, t h ey may spend more time and
e f f o rt learn i n g, feel better about what they learn , and use it more in the future . ” ( p. 3 3 5 )
(By intrinsic motivation , M a l one re fers to activities with which we engage for their
own sake rather than on the basis of an external rew a rd—whether cash or grades.) 

Embodying and enacting lessons through game play
As mu ch as Sam improved his reading and com p re h e n s i on skills by using them to

meet his goals as a ca rd coll e c t o r, most re s e a rch on games and educa t i on suggests that
games work best as teachers when the lessons get embodied and enacted through the
game play. U n f o rt u n a t e ly, most educa t i onal games still fall back on a dri ll and pra c t i c e
m o d e l : the same game-play mechanics get reused without re g a rd to the con t e n t ; t h e
game often functions as a rew a rd for answering questions corre c t ly rather than as
c ontext for putting the knowledge into pra c t i c e . A l s o, like Sa m’s baseball - ca rd
c o ll e c t i n g, good games can motivate other kinds of learn i n g. So, a kid playing a game
about pirates may seek additional inform a t i on about their ships, their geogra ph i ca l
e nv i ron m e n t s , their biogra ph i e s , and so fort h . E ven if that knowledge does not
d i re c t ly con t ribute to doing better in the game, it makes the game feel more vivid and
i m m e r s i n g. Fi n a lly, as with Sa m , the mastery of the game can give kids a sense of
t h e m s e lves as expert s .

David Buckingham and Julian Se ft on - G reen (2004) have studied the inform a l
l e a rning which occurs when ch i l d ren play with Pok é m onTM ca rds and re l a t e d
m a t e ri a l s : “Pok é m on is centra lly about acquiring knowledge . . . successful Pok é m on
p l ayer needs to master a detailed taxon omy of the various species and their u n i q u e
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ch a ra c t e ristics and pow e r s . . . It is difficult to ove restimate the amount and com p l e x i ty
of knowledge that is re q u i red here . The guidebooks and Web sites that support
Pok é m on players are immensely detailed and quite incom p rehensible to outsiders.” ( p p.
21–22) Buckingham and Se ft on - G reen stress the specialized voca b u l a ry Pok é m on
c o llectors master and deploy through managing their coll e c t i on s , p l aying the game, a n d
s o c i a lly interacting with other enthusiasts. Some may argue that the know l e d g e, in this
ca s e, is less valuable aca d e m i ca lly than the knowledge which Pratt associates with
b a s e b a ll - ca rd coll e c t i n g.B u ckingham and Se ft on - G reen counter,
“In participating in the culture of Pok é m on , ch i l d ren are learning how to learn , w h i ch
m ay in itself be mu ch more significant than what they actually learn . ” ( p. 3 0 )

In his book , What Games Have to Teach Us About Learning and Literacy ( 2 0 0 3 ) ,
James Paul Gee sees games as modeling an altern a t i ve appro a ch to curriculum design
that more fully embodies what learning science tells us about how kids master new
v o ca b u l a ry than tra d i t i onal cl a s s ro om pra c t i c e s . E l s ew h e re, Gee (Fo rt h c oming) cites
the example of kids learning to read through Pok é m on play. Gee stresses the
c om p l e x i ty of what kids learn about Pok é m on com p a red to the mu ch more re s t ri c t e d
v o ca b u l a ry they are asked to master at sch o o l . The diffe rence in perf o rmance re fle c t s
the higher degree of personal and social investment kids have in learning about
Pok é m on . Kids learn voca b u l a ry in Pok é m on by putting it into action : a b s t ra c t
c oncepts and cl a s s i fica t i ons are immediately tra n s f o rmed into elements in the game
e nv i ron m e n t . And kids are motivated to put in the time to master this con t e n t
b e cause it helps them do something they want to do and because it is valued acro s s
their entire peer culture .

C om p a red to the tedium kids often experience at sch o o l , games create memora b l e
m oments where learning and emotion merge. Game designer Hal Barwood explains,
“Games ev oke emotions of stru g g l e, of com p e t i t i on . . . H ow about the sense of self
that develops as you con c e n t rate all your being and the various parts of your body
u p on the task of ove rc oming obstacles? How about the dejection you fe e l , the despair
when you fail utterly? And how about the exultation and the sense of tri u m ph yo u
feel when you actually succeed? And sometimes a little bit of awe as you maybe fin d
that path out there . And there’s another name for these emotion s , and game
d evelopers ca ll them fun.” ( Salens and Zi m m e rm a n , 2 0 0 4 , p. 3 3 4 ) . H ow can the
a b s t ract and distanced forms of knowledge fostered in the cl a s s ro om compete with
the emotion a lly intense experience of playing a game?
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Explaining motivation in games
While re s e a rchers have con s i s t e n t ly found games to be deeply motivating activities,

t h ey have, as Barwood suggests, not agreed on the voca b u l a ry we should use to
explain what makes games so com p e ll i n g. H e re are some of the key concepts that
h a ve been pro p o s e d :

Flow An t h ropologist Mihaly Csiksze n t m i h a lyi (1990) cites game playing as one of
the pri m a ry examples of what he has described as “optimal experi e n c e”or “flow. ”
M u ch of what he writes about flow will sound familiar to anyone who has watched a
kid play a video game: Optimal experiences provide “a sense that on e’s skills are
adequate to cope with the ch a llenges at hand, in a go a l - d i re c t e d , rule-bound action
s ystem that provides clear clues as to how well one is perf o rm i n g. C on c e n t ra t i on is so
intense that there is no attention left over to think about anything irre l evant or to
w o r ry about pro b l e m s . Se l f - c onsciousness disappears, and the sense of time becom e s
d i s t o rt e d . An activity that produces such experiences is so gra t i f ying that people are
w i lling to do it for its own sake, with little con c e rn for what they will get out of it,
even when it is difficult or dangero u s . ” ( p. 71) For Csiksze n t m i h a lyi , a ch i eving flow
re q u i res the mastery of core skill s , the establishment of ack n owledged go a l s , and the
a b i l i ty to get fe e d b a ck on on e’s perf o rm a n c e — a ll part of the process of learn i n g.
C ritics have argued, h ow eve r, that the loss of self-consciousness means that flow is ill
suited to higher-order learn i n g, w h i ch depends on some degree of re fle c t i on . Ot h e r s
h a ve suggested, t h o u g h , that games can be designed that create diffe rent modes of
e n g a g e m e n t , m oving in and out of flow in order to all ow players to assess and analyze
what they have experi e n c e d . Su ch re fle c t i on is especially apt to surface in discussion s
s u r rounding game play rather than through the play experience itself.

Fantasy, Curiosity, and Challenge T h omas Malone (1981) sought to isolate those
p ro p e rties of electronic games which provided intrinsic motivation for playe r s . H e
found that the best games con s t ruct a ch a llenge or set a goal that sparks explora t i on
and experi m e n t a t i on ; p rovide a fantasy that motivates that activity; and spark our
c u ri o s i ty to learn more about the re p resented worl d . While not eve ry game fully meets
a ll three cri t e ri a , M a l one found these basic pro p e rties even in the re l a t i ve ly simple
games that were produced in the early 1980s, when this re s e a rch was con d u c t e d .

Hard Fun B o r rowing from a young participant in one of his studies, Seymour Pa p e rt
(1998) has used the term “h a rd fun” to describe what he sees as educa t i on a lly
c om p e lling and valuable about the best com m e rcial games. Pa p e rt asks, “Did you eve r
hear a game adve rtised as being easy?” Pa p e rt urges us to consider why kids find the
d i f fic u l ty of games fun while they are so quick ly fru s t rated at sch o o l . Games at their
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best put ch i l d ren in charge of their own learning and, at the same time, make them
c onscious of the learning process itself by presenting ch a llenges they need to work
t h rough or aro u n d . Pa p e rt notes that the social context of game play, e s p e c i a lly the
c om p e t i t i on of other playe r s , p rovides “a pow e rful incentive to get good at learn i n g
w e ll and quick ly. ”

Engagement Another early re s e a rch e r, B renda La u rel (1991), sought models from
theater and drama to identify the design principles that best create an active
engagement with digital media. She explains that “engagement is what happens when
we are able to give ourselves over to a re p re s e n t a t i onal action , c om f o rt a b ly and
u n a m b i g u o u s ly . . . We agree to think and feel in terms of both the content and
c onve n t i ons of a mimetic con t e x t . In re t u rn , we gain a plethora of new possibilities for
a c t i on and a kind of emotional guara n t e e . ” ( p. 115) La u rel cites games as a pri m a ry
example of kinds of digital media that make good on this con t ract with the con s u m e r.
She argues that the fir s t - p e r s on perspective of games that insert us dire c t ly in the
a c t i on offers more valuable educa t i onal experiences than can be found through form s
of media that encourage us to contemplate from a greater distance. She explains,
“D i re c t , mu l t i s e n s o ry re p re s e n t a t i ons have the ca p a c i ty to engage people intell e c t u a lly
as well as emotion a lly, to enhance the contextual aspects of inform a t i on , and to
e n c o u rage integra t e d , holistic re s p on s e s . ” ( p. 119) 

Projective Identity Gee (2003) seems to be describing something akin to La u re l’s
c oncept of engagement: “Good video games inv o lve the player in a com p e lling worl d
of action and intera c t i on , a world to which the learner has made an identity
c om m i t m e n t . . . The playe r’s sights are set on his or her aspira t i ons and goals in the
v i rtual world of the game, not on the level of practicing skills outside meaningf u l , go a l -
d ri ven con t e x t s . ” ( p. 68) Gee argues that games are effe c t i ve not simply at pre s c ri b i n g
goals for the player but also at setting up ro l e s , w h i ch the player assumes in the pro c e s s
of ach i eving those go a l s . Gee argues that this process inv o lves three distinct
identities—our real life identities, the virtual identities we assume within the game, a n d
what he ca lls the “p ro j e c t i ve identity, ” w h i ch is a sense we have about ourselves as a
p l ayer of the game. The best games use all three identities to motivate our activities,
and in this way we remain engaged even if one or another of the identifica t i ons wave r s
in the course of the action . We learn best, he (Fo rt h c oming) argues, when we “ca n
relate that content to possible activities, d e c i s i on s , talk and dialogue.”
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What we know about games and learning
E a ch of these re s e a rchers has con t ributed a vital term or concept to our

understanding of the re l a t i onship between games, m o t i v a t i on , and learn i n g.
I n d i v i d u a lly and coll e c t i ve ly, t h ey have suggested that all games inv o lve and encoura g e
l e a rn i n g — even if it is on ly learning how to play the game itself. G e e, Pa p e rt , a n d
others who are experts on educa t i on con firm that games teach in ways that are
c onsistent with the best available re s e a rch on cognitive deve l o pment and learn i n g
s c i e n c e . In many ca s e s , games are far more effe c t i ve than current sch o o l ro om pra c t i c e s
at deploying that re s e a rch to shape learning experi e n c e s . R ev i ewing this litera t u re, it is
possible to identify some of the pri m a ry ways that games facilitate learn i n g :

1. Games lower the threat of failure. While students in classes often face
c on s i d e rable anxiety and sometimes harsh penalties if they make mistakes while
m a s t e ring con t e n t , the gamer knows that the best way to learn a game is to plunge in,
make mistakes, lose your life, and then reboot so you can try again. Games thus
e n c o u rage explora t i on and experi m e n t a t i on . As we play games, we frame a tentative
hypothesis about the nature of the world or the rules gove rning our action s ; we test
that hypothesis by taking ri s k s ; and then we re f o rmulate that hypothesis based on
what we learn through this experi m e n t a t i on . Game playi n g, in that sense, is ve ry
mu ch like the scientific pro c e s s . We are not so mu ch given answers and asked to
m e m o ri ze them as we are asked to make our own discove ries and then apply what we
l e a rn to new con t e x t s .

2. Games foster a sense of engagement through immersion. C h i l d ren often fe e l
l o cked out of the worlds described in their textb o oks through the deperson a l i zed and
a b s t ract prose used to describe them. Games con s t ruct com p e lling worlds we move
t h ro u g h . We feel a part of those worlds and have some stake in the events that unfold
t h e re . This is what La u rel meant by engagement and what Gee meant by pro j e c t i ve
i d e n t i ty. Games ach i eve this by con s t ructing microw o rl d s , w o rlds that mirror som e
s p e c i fic aspects of re a l - w o rld processes and institution s . The player can manipulate
v a riables and see the consequences of his or her ch o i c e s . G a m e s , in that sense, cl o s e ly
p a ra llel other kinds of simu l a t i ons that may be used in cl a s s ro om instru c t i on . T h ey
d i f fer insofar as they put the player into the action .
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3. Games sequence tasks to allow early success and to keep players at a threshold
where their skills are being challenged but they are not feeling overwhelmed.
The aesthetics of current game design first emerged when games were coin-opera t e d
a rcade attra c t i on s . The prevailing wisdom was that the game should all ow you to score
an initial victory which pumped you up and then present you with a slightly bigger
ch a llenge that would motivate you to keep putting in quarters because you alw ays fe l t
on the verge of success. As it happens, this sense of alw ays being ch a llenged and on
the verge of succeeding is also a pow e rful motivation for learn i n g.

4. Games link learning to goals and roles. When we appro a ch designing
e d u ca t i onal games, the first question we ask the content experts is: What does the
i n f o rm a t i on all ow you to do? Most textb o oks never address this question , e x p e c t i n g
the student to master content without having a clear sense of its usefulness. G a m e s
motivate learning by setting clear goals or incre a s i n g ly all owing the players to set their
own go a l s . And games often define for us what kind of person would want to meet
these goals and thus what kind of person needs to master these skills or this
k n ow l e d g e . Games not on ly provide a ra t i onale for learn i n g : t h ey create a context in
w h i ch what we learn is put immediately to use to solve a com p e lling problem that has
real consequences in the world of the game.

5. Games create a social context that connects learners to others who share their
interests. Game scholars use the term meta-gaming to talk about the kinds of
d i s c u s s i ons that occur as players share ev a l u a t i on s , e x p e ri e n c e s , t i p s , and know l e d g e
with each other. Meta-gaming para llels what educators tell us about peer-to-peer
t e a ch i n g : the act of putting what you know into language that can be shared with
s om e one else solidifies on e’s own understanding and also provides a sense of
e m p ow e rment and expert i s e .

6. Games are multimodal. Gunther Kress (2003) has demon s t rated the import a n c e
of embedding multiple modes of re p re s e n t a t i on (such as text, ph o t o g ra ph s , g ra ph i c s ,
or moving images) within any learning experience both because diffe rent learn e r s
re s p ond better to diffe rent ways of depicting the world and conceptual understanding
gets solidified as we process diffe rent modes of re p re s e n t a t i on . T h omas Malon e
(1981) makes a similar point when he suggests that the ideal learning tool con s t ru c t s
m a ny diffe rent perspectives on the con t e n t . For example, he wri t e s , “Le a rning to re a d
m ay be facilitated by con c u r re n t ly learning to write messages, both to yourself and to
o t h e r s , and to read similar messages.” ( p. 338) Most games offer multiple perspective s
on the action , w h i ch can be re p resented with varied degrees of gra phic re a l i s m , a n d
o ften ask the player to assume multiple roles in the course of the game play.
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7. Games support early steps into a domain. As we suggested above in terms of
b a s e b a ll ca rd s , games provide not on ly a virtual env i ronment for rehearsing skills and
m a s t e ring knowledge but also a ca t a lyst for additional re s e a rch and learn i n g. Pl aye r s
seek out additional inform a t i on that helps them flesh out the microw o rl d . E ven if the
game doesn’t provide an opport u n i ty to deploy that inform a t i on through play, t h i s
k n owledge helps to make the game play a more immersing experi e n c e .

Some case studies
Writers like Gee argue that all suffic i e n t ly ch a llenging and engaging games have

e d u ca t i onal value. Those of us working on the Educa t i on Arcade project agre e, but we
also believe that it is possible to use games specifica lly to facilitate the learning of
c ontent that is central to our current curricular go a l s . Some of the projects and
re s e a rch we have done through the Educa t i on Arcade already point to ways that we
can harness these aspects of gaming to help ch i l d ren expand their con c e p t u a l
f ra m ew o rk and voca b u l a ry. H e re are a few examples:

Ku rt Sq u i re (2004), one of the codirectors of the Educa t i on Arca d e, assessed the
value of using C iv i l i zation III to teach global history. The game all ows students to shape
the growth and deve l o pment of a histori cal civiliza t i on , n e gotiating trade agreements or
plunging it into war. Sq u i re found that the students playing the game developed a
s t rong conceptual fra m ew o rk for understanding the logic of histori cal change by, f o r
e x a m p l e, thinking about the role of re s o u rces or geogra phic loca t i on in determining the
rate at which diffe rent civiliza t i ons deve l o p e d . He also found that a broad array of
v o ca b u l a ry words often used on standard i zed social-science tests—from Mon a rchy to
M onotheism—emerged spon t a n e o u s ly as players tried to understand and articulate their
e x p e ri e n c e s . Sq u i re discussed ways that teachers could use just-in-time lectures and
other cl a s s ro om activities to build upon the learning that was occurring through game
p l ay, and he re c o rds instances of students turn i n g —ga s p !—to their textb o oks in search 
of inform a t i on useful for shaping the deve l o pment of their civiliza t i on s .

Wo rking with Colonial Wi ll i a m s b u r g, we ( Jenkins and Sq u i re, 2004) are deve l o p i n g
a game, R evo l u t i o n, that all ows students to assume the role of townsfolk as they go
about their business and make political decisions on the eve of the Am e ri ca n
R ev o l u t i on . Most of the major incidents and ch a racters in the game are drawn from
n ews re p o rts in the Virginia G a z e t te, the major newspaper in Wi lliamsburg in the
1 7 7 0 s . Te a chers are encouraged to have students read stories from the paper in
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preparation for playing the game and then, following their game play, to read
additional news accounts to see how the historic community responded to those
same situations. Many state social-science standards require that students learn to
assess and interpret primary-source materials. This game provides a solid context for
kids to encounter and work through the challenges presented by such documents.
At the same time, each student will have a distinctive experience, seeing the events
through the eyes of characters with different class, gender, racial, and political
identities. This role-play, we hope, will make students more likely to participate in
class discussion and thus provide an incentive to learn core vocabulary in order to
share their perspectives.

The con s t ru c t i on of imaginary microw o rlds that motivate learning through play
m ay seem like a ra d i cal con c e p t , one our schools may have diffic u l ty accepting. Ye t , i n
f a c t , it pulls us back to some of the earliest re s o u rces developed for educa t i on in
Am e ri ca . Sh i rl ey Te resa Wajda (2003) writes about eighteenth and nineteenth century
“cabinets of curi o s i t i e s . ” In some ca s e s , these coll e c t i ons were made by ch i l d ren as they
e x p l o red the world around them. In other ca s e s , t h ey were put together by adults with
s p e c i fic pedago g i cal goals and were designed to model on a small scale the natura l
w o rld or some specific cultural or histori cal con t e x t . Wajda notes that over time,
m a n u f a c t u rers offe red ceramic or glass fig u rines that could be incorp o rated into these
c o ll e c t i on s , and even created toys that tied dire c t ly into the textb o oks they were
reading at sch o o l . In engaging with these materi a l s , in shaping or reorganizing the
c o ll e c t i on s , kids developed a sense of immediate con n e c t i on to the concepts they
e m b o d i e d , a sensation that was assumed to ultimately foster deeper levels of
understanding and appre c i a t i on . C h i l d ren got together to talk about and trade the
m a t e rials of their coll e c t i on s , p roviding a context for shared learning and re fle c t i on .

Whether we are talking about games that inv o lve collecting or exchanging ca rd s ,
s u ch as Pok é m on or baseball - ca rd coll e c t i n g, or games that are played on the com p u t e r,
our modern games can be understood as continuing an age-old pra c t i c e . Rather than
c o llecting material objects, m o d e rn kids collect re p re s e n t a t i ons of those objects. Ra t h e r
than playing within a phys i cal microw o rld of ceramic animals, t h ey enter into a virt u a l
w o rld of digital ch a ra c t e r s . Pe rh a p s , as they say, eve rything old is new again.
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