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Preface and Acknowledgements

The Umversny of. anesota Dulu&h offeps an mterdnsctpllnary Early Child

Care and Development Curriculum in both undergraduate and graduate studies
designed to prepare early childhood personnel for a variety of positions. The

programs are offered thirough the Department of Child and Family Development,

but administered by an:interdisciplinary Advisory Council from the departments
of Allied Clinical Health, Psychology and Mental Health, and Child and Family

Development. . .
The Advisory -Council. in- cooperatlon with the Department: of. Contunumg

Education and Extension of the Univeisity. of Minnesota Duldth, sponsors an

annualconference in Early Childhood Education (6-8 years) and related areas of
study.-The corference-s purpusely scheduled to take advantage of the beautiful

fall season and to avoid travel difficultics due to inclement weather. However. s
part of a larger-global community, we are also directly affected by weather
conditions in other parts of the United States. Dr.. Brian- Sutton-Smith, our

distinguished guest speaker for the 1985 conference: telephioned ‘he morning of
the conference to say that-because of the worst hurricane of the century. no

flights were arriving or departing from the Phlladelphua airport. - -

Dr.Harlan Hanson from the University of Minneso:a; Minneapalis; grac«ously
consented to presant the keynote address-on Friday night.-Sectional meetings

were rescheduled 0 accommodate Dr. Sutton-Smith's arrival on Saturday
atternoon, at-whicn time he presented both speeches for which he had been

scheduled prevnously This monograph inciudes those two keynote addresses

presented by Dr.-Brian Sutton-Smith as well as representatlve sectional
presentations by other Speakers.- - -

Gratitude is expressed to the Adwsory Gouncn of ths Early Chuld Care and
Development P!ograms for servmg on conference comm|ttee.> io aIl program

Extensior: to the Prmtlng and Graphic Arts Deparrment of the Umversuty ot
Minnesota. Duluth: and to everyone who contributed to the success of this Fifth

Annual Conference on Early €hildhood Education:

Jeane Sword - -

Duluth Minnesota
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INTRODUCTION OF THE KEY NOTE SPEAKER: Dr. Brian Sutton-Smith
by Jeane Sword, Coordinator
Early Child Care and Development Programs

. Dr. Brian Sutton-Smith .is a_native of New Zealand. Hg received his
baccalaureate and mastér's degrees in-developmental psycholo 3y from Victoria

University in Wellington, New Zealand. and his Ph.D in developmental
nsycheiogy from the University of New Zealand. -
At present, Dr. Sutton-Smith is a-professor-in- the Graduafe School of

Educatuon at the Umversuty of Pennsy.vama where he serves as chalrperson of

professor of folklore in the Faculty of Arts and SClences where he teaches

children’s {olklore. = --
in these areas, Dr. Sutton»&mrth 5 mator research efforts have teen directed

tOWard many dlfferent aspects of chitd development mcludlng soclal develop-

expert on chrldren 5 play and folklore of chuldren in yarrops parts ottr-e world.

- His consultantships are many and_far-reaching: They range from Redbook
Magazine and Sports Hiustrated to the CBS Captain-Kangaroo;-from County Day

School to Head Start programs in various parts of the United States. His varied
areas- of expertise have led to his being a presenter. lecturer; and visiting
professor at an astonishing number of L.nlversmes and eonferences in both the

United States and abroad: he has spoken in aimost every state of the unionand, in
addition. in-many places abroad—in-such countries as Australia, Fiji; England:

Germany: and Belgium; besides New Zealand. of course. He -has written

prolifically in many national and international journals and is author; co-author,
or editor of over 20 books and 200 articles. He has receiv *d many spzacial awards

and honors and has setved as president of the Association . " the Anthropological
Study -of Play-and the president of the Divis on of Psycho,ogy and Art of the

American Psychological Association.
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WHY WE WON'T LISTEN TO CHILDREN'S STORIES

- Brian Sutton Smrth Um\Lersrty of Pennsylyama :
Frfth Annual Conference on Early Childhood Education
University of anesota Duluth September 27-28, 1985

Le' me begln wrth a story so that you can
sence immediately what.the problem is. This
one was told by-atouryedr-oeldin my New York

story taking project reported on in The Fclk-
stories of Children. {Philadelphia, University of
Pennsylvania Press, 1981).

#1 DIz
Once there was a blg terocious dragon
The dragon was ferocious enough to jump on

buildings and burn-them without burning them

And after he burned them without burningthem
he would step on the building and the buiiding
would break in two

Thisis what would happen (He shows the bottom
of his shoej- - - -

Yucky old yucky yucky candy

Then after the yucky old yucky candy got onthe
buildings the dragon wont poop oitthe buildings
And then the poop.splatted .

And-then the father that lived-in the burldlng

went.on the to the roofand he got his shoes aII

yucky -
And then he came in and then he waahed h|s

shoes:off in the bath: :
And-after hew,ashedhls shoes offin the bath the

poop went down the toilet

The next time he took a bath he put his head
under the faucet - - - - - - -
He. took:a: shampoo and after aII the dump
splatted in his-eyes

Little drips of dump went down Ilttle holes in hxs
eyeé :

clear Wﬁx,Y,C!an,t,!'sten,t?,,C,h,','dren,s, ,st9r,'9§
evenifyou had notthought about it beforehand.
Let me proceed now to refine your objection by

analysmg your sources of potentlal resxstance !

what you came to hear which is "What do
children’s stories mean?”

ThanSense

In general children do not bEQIn to tell clear
fictional-nerratives until between two and:thrae
years -of age. The texts-of these stories is

indicated by. the followmq examples; the first
two frbri'i 'm'y own rm:td,e class (’- ) hute
Piedmont, Carolma ciiection of Shirley
Health -{Suttor-Smith -& Heath,- 1981). All the
chiidren are between the ages of two and (hree
years. Although there are important differences
between the stories, for example, 2-3 are more

impersonal and 4-7 are more personal; both sets
of the stories-are characterized by prosodic
elements which are relatively rare in-the stories
of older school age children. Thus there is much
repetitiort-of- words and sounds,- alliteration,
rhyme; consonance, assonance, line readings;
story telling intonation patterns (not shown
herej and metaphor. As we have said elsewhere
these may b termed verse stories rather than

plot stories {1981).
N’é'w' York Sample

#20. . - -

The cookie was in my nose

The cookie went-on the fireman's hat
The fireman's hat went on the bucket
The cookie went on the carousel

The cookie went ¢n the puzzie

The cookie went on the doggie

#3

The monkeys

They went Up sky

They fali down

Choe choo train in the-shy-

The train fell down inthe sky ----
| fell down in the sky in the water
i goi-on my-boat and my legs hurt

Baddy fall down in the SKy.
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#4

Way

Far

It's grgr}urch bell
Rlnglng
singin’-- -

you hear it

| hear it

Up (pomtlng high up)

Way up dere

All time up

Tony -

Chugle got it (potato chips)
All up dere.

#6 - - - - -

Tessie May come
Come round here
Come dum.
Da-dum; Da-dum
Da-dum.

#7

'L'rdck

To dat train track

Big rain on de track -
Tony town by de track
Mama git' im
Track-- - -

Train track
He come back.

The questlon to be asked is why early
stories have this verse character. Given that the
two samples are so strikingly different, we may

assume that the tendency for the very young to
feature the prosodic in their stories is quite
widespread It is, for example also charac-

KU'czej -1983)- and asemyhasuzed by Kurschen-

blatt-Gimblett as the major characteristic of
yeung children’'s verbal-play-that they empha-
size the phonological over the syntactic and
semantic elements of speech (1976). However
we do not seemi to find an adequate explanauqn

for the development of such stories in the highly

repetitive scaffolding of questions and answers
by the parent thatis featured in the classic study
of Ninio and Bruner (1975) in which they

descrrlbe the way in whnch an |nfantgraduauy

acquires the ability to make the correct re-

sponses to.apicture book. Nor in our own study
of a.two year old chiid did we find any simple

tempiate relationship between the parent'’s
ectivities -and-the-ultimate fictional product by

the child (Magee & Suotton-Smith; 1383) In fact;
the child:. most characteristic response to our
story talling was a playvful-enactive and noisy

transtormation of the material at hand; whether
it was astoryread;astory told, a picture book or

a personal reminiscence (Sutton -Smith, 1984),
It was not that the child was not tuned into th2
different character of different adult delivered

texts (which accounted f forGO%ofthevarlance)
Ror the- parents' interaction {40% ot the vari-

ance); it was just that the uitimate story told by
the chiid was as-different from what she was
hearing as arechilren's-early grammars different

from adult speech; or children’s own play
differentfrom their play with aduits (Bretherton;
1984).. It is this transformation of the aduit
cultural tradition into the child tradition :that
must be explained if we are to understand

children’s early stories:
__--The-siimplest explanation-has to be that
what children are doing is putting on a story
telling performance and what they understand
of this performance -is- that-it-has -a- certain

quality of sound and certain qualities of struc-
ture-and certain qualities of meaning (Scollon &

Srollon; 1981): Their own phological develop-

mentinthefirst two yearsis light years ahead of
their syntactic and semantic development. They

have been practicing -and playing with the

sounds of languag'e asslduously in thoseyears

semantics -assiduously between two and foor
years. For them the melody of speech precedes

its meaning. In addition to the children’s own
ear-for phenology-and perhaps because of that

adults a'so tend to increase the importance. of

the phomc elements |n thelr awn early com-

pitch; -use throaty base swutches, exaggerate
sounds, whisper, make rich and dramatic

changes in intencity, put more stress on-words

and syllables; use rhythm and syncopations;

slow their speech,- use-dramatic -crescendoes

and:-decrescendoes and longer pauoses (Stern;
1977. pp.-15-17). These are the characteristics

- of "motherese’” but also of the face and action

§
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games that parents play with their infant

children where ineongruity, laughter and

euphoria is.even more pronounced. Here the
sounding -goes along -wilth exaggerated be-
haviors, dramatic -¢ontrasts -in facés, -incon-

gruous faces; postures:ana iCOnic Sounius
ceritered around dramatic anticipations and
climaxes as in.knee games, and folk-games
{This: Little Piggy,: Peek-a-boo).. Perhaps we
should call all-of this "playese” {Sutton-Smith,
1985) In addltlon through play with chltdren

parent playmg mostofthe parts in thebegmmng

and thechildren gradually taklng these over for

themselves, a process which can be traced in
children's own play a year or two later {Bre-
therton, 1984).

Those Who Begm wuhrsround Rather Than
Sense Go On To Nonsense

Whether or not- yOu react- negatlve!y to the

focus on soundingrather than sensibie meaning
in the very young, you cannot help being aware
at some level that older children proceed from
this to their relish of nonsense in general. Let's
take. for example, Cathy, who-for about a year
toid .us: reasonably sensible tales like the first
one-below.{(#8). but then subsequently. taking
advantage of our indulgenice, told the parody ot
nonsense in the second tale below (#9).

#8-. - - -

Batman went away from his mommy

Mommy said "come back come back"

He ran like that (demonstrates) to home

He eat muffins. - -

And he sat on his mommys Iap

He fell to sleep -

And then him wake up -

And it-was still nlghttime

And his mommy said "go back to bed"

And him did

And then-he wake up agam :

Andthen the mommy told him to go back to bed
And he did all night - _

Ard then it morning tirae - -

And his mommy picked him up

And-then him have arest

Heran very hard away from his mommy Ilkethat
I finished.

#9 - -
Now there was a pa ka
Booen, goo

And there was dog doo doo -

And he didn't like dog doo doo

e ltlgtp wds d mdn ndmeo SHowoail
And he didn't like snow

Chacha-

Boo choo

Cha cha

Doo choo- - —- - - -

I 'named dog doo doo

Chiistopher say

Bog doo doo

Then there were a boy name Taw taw
(0]

Too too . e

Then there was a Captam Blooper he had a

book and he was very bad-and it hurt him

Then there was a blooper pa pa
Papa .- .. .-

Then they were flylngand they wentrightinthe

ocean and he got bite from a shark e
And he didA't likeé when he got bite from a shark
Then klia kia toe toe

Teetah

Caw caw Caw C°w caw caw caw caw caw caw
Caw caw caw Caw caw caw Caw Caw caw caw
Caw caw caw caw

N?‘{",S,ay pah pah kla klee

Sasee-
Too tee

Ch: e chaw
Ta klu

Kli-klu

Kla kla

Klu fu

Klee kla

Koo koo
Say-say -

Klee klee

Klip kla

Kiee klee

Kiip kia
She-she

Eik ahh
Tungoo nah
Ka pa —_—
Popeye the sanlor man
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Bad guy hrm be very bad to him
Andlspit out a words. -
Clearly Cathy is not now usmg sound,toteH

a story because that is the only way she knows
how; sheis-using sound for its own sake. It has
become its cwn nonsense gerire. We often
found that our school age children would.only
tell us a story-if we would first let-them tell us

some nonsense: By school age, sounding and
nonsense had become a distinct branch of
folkiore. One of our tale tellers of seven yearsof
age for-example; interspersed his story with a
piece-of rhyme as follows. The larger story was

in fact partly an elaboration of this rhyme:

Little Willie with a shout _
Plucked his sister's eyeballs out-

Stepped on tﬁhem to makeﬁthem pop'
Little Willie mean as hell

Pushed his sister down the well

While the father went-for water- - - - - -

He said; "Gee it's hard to raise a daughter :

thtIe Wlllle found some dynamrte
Stunned as heck
Curiosity never pays-

It rained Willie 7 days

Lrttle erlre fell down the elevator
They didn't-find him 'til 6 months later.

When they-foind him-- S

All the neighbors shouted and sald
"What a sporled brat that erhe is.’

(Sutton -Smith & Abrams 1978)

One coold well see some adults rﬂsrstrng
listening toyoung children's relatively innocent
sounding stories because of their apprehen-
sron that thereby ‘hey woulo be encouraglng

had enough dlscrplmary problems with chrl-
dren's verbal play without giving them any
encouragement

Early Stories Have Hrghly Repetrtrve And
Vectorial Structure

- - Apartfrom our dis-ease with sound; young
chrldren do not structure their stories as we do,

whici is another source of unfamiliarity to us:
With sound as their skill, and aduit theatric or

playful performance as their model two year
olds launch their early stories which are high on
prosody- and on-maintaining the performance

flow of the telllng Thos they use whatever line

earlier examples where a repetrtlon of word or
sound is amajor buiiding technique along with
a-certain-intonative declamatoriness that the

story requires rnvolvmg7anyrorf”trhemarboye
“motherese” or “playese” textual flourishes that
help it along {age 2-7).-All of this-is done,-of

course; with considerable sacrifice of -infor-
mation as the Scollon's have shown in theirown
accounts of a two year old (1981). What seems
to you and me as somewhat bare on meaning is
nevertheless always fairly told from the-point of

view of pauses. and rising and falling inton-

ations. The-story has a prosodic gestalt, aline

stroctore (its syntax) even if its semantics are
somewhat remote from adult understanding.
this dominance of performance and-textual

qualities over text is:usually baffling: to adults
who are used to-looking beyond the first two in

order to grasp the meaning: As well as a line

structure the stories aiso have a theme and
variation like structure, which is typical of most
childhood expressions whether in story;
drawing, elay, orlanguage- Thus we see ana-

logous thematic activity in drawing in “primor-
dialcircles”, in clay “snakes”, inlanguage and in

soft toys as so-called "plvot grammars” -or

“transitional objects”. As an aside one might
argue that the apparent egocentricity of child-

hood; the Piagetian centrations; are used in

these-expressive worlds of drawing, clay, lan-
guage and toys as a preliminary kind of objectr-

fication. But the centration (or theme)Js herein
the expressive- world- located- iii--the central

objectified action of a toy; a drawing or a story
act-or story character. In these terms “theme
and variation” is a prrmordral principle of
expression for subject object relationships just
as it has-been held-to-be-in the- hrstory of art

(Gombrich; -1979). Still the child is as much
involved with affect here as with ideas, which
makes the term theme and variation perhapstoo
pallid for our need. We might perhaps speak-of

vectors and their variations.in order toimply the

motivation: that children have for being con-
cerned-with-falling or bun.ping or-being on the

train track: If we ask what kinds of vectors one
finds in these stories they are usually (at least

10
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the oft repeated ones) rawn from the- chrlots

own vrvrd experlences What IS repeated over

fallmg down"; bemg lmmped belng on the
track”, phenomena that we -can:-assume the

young children find - -disequilibrating -in_their
everyday life; the dangerous. the violent and the
depriving {Ames. 1966). In-ourown longitudinal

case; (Magee and Sutton-Smith, 1983) thechild,

when she finally told a story mjected the theme

often been scolded and had often enactedin her
play, and-notmetaphorized as a cat- biting a bird;

which was not; r‘owever a story she had been
told.. -
In the above examgle of the falhng down”

(#3). we also notice how the power of falling
down is -metaphorized as a- choo choo train

falling oot of the sky. Our vectors around-which

these repetitive: theme and variation prosodic
stories are told then-are undoubtedly meta-

phors derrved from piior vrwd experrence In the

metaphors 9',,,9',3V, whnch may well be their
source tvebrugge 1979).

verse storres do indeed have thelr own mun:~
ature-plot. They center on certain climaxes in

the child's life. They make the climax the center

of the story without the usual ingredierits of
beginning, middlé and ending. Disequilibrating

events are everything: These events-are- re-

peated endlessly in theme and variation form;

line after line. But in presenting -this-central

meaningand structurlng itasa syntax of repeti-
tion, vector and variation. the child embodies it

all in a prosody of performance. the way she or

he has -heard others indulge in the expressive

life of play or. reading. Except inthe child’'s case

it is the prosady. which is foreground and the
syntax and-semantics which:--are in the back-
ground: at least relative to adult versions of such
performances.

It is true thatfthpfeyery young chiidren
have scant controloverthemformatlonthatyou
or | would-like to hear and know nothing about

introductions: explorations and orientations to
the listener as they proceed (Tripp and Kernam;,
1977): Instead  they seem to-be carrieéd along by
the poetic power of their own vectorial

performance.

Early Stones Are Oﬂen Quite ldlosyncratrc

In addition to fmdrng early story struc’ture
somewhat unintélligible in-aduit terms; many

early stories are quite variable in their marner of

expression. Just as young chiidren learn and
express language-in variable ways, not all

proceeding along the same pathway, -so-it is

with-stories. This has been best iliustrated for

me by the work of Ellen -Brooks {1981) who

studied the narratives of a group of mentally

retarded children over a one year period. Their
mental ages were about four through- seven

years. They constantly mixed together personal

narratives {about the- real-events of their own

life) with fictional narratives (about characters

in stories). More interestingly- they seem to get
hooked onto the markers with which-we con-

ventronally begin and end:stories; such as:
"Once upon atime”, aid ‘They-lived happily

ever after”. The iatter wac probably.a result of

the tedching technique which involved not only

being told stories, but also listening to them on

innumerable audio and video recordings.

Orientatrons
“This story called about Clnderella

Pictures by Jimmy
Pictures by Paddy
Once upori a time there was a little girl called

Cinderella - -
Once upon a time there was a nice glrl called
Gmderella

Personal Fiction
Once upon-atime
| go kill robbers

And [ kill them
And | put them in jail

And I put them in the truck
| kili the bad robber
| kill the bees ---- --

And | went to the dentist yesterday
My name is Jimmy.

1979

Borrowed Plot rn Malor Variation

Once upon & time there was three. dogis; -

Baby dog, middle sized dog and great big
Daddy Bog:
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They got to live in the-cold cold winter
So they went for a walk.
And Goldilocks came
And sing a song

“I'm going to eat the dog food
Oh I'm going to eat the dog food ioday
latalalala” - - —--

And she ate the dog food
Mmmm that tasted yucky:

Mmmmm ... that tastes s09gy
Mmmmm ... ... ... that tastes too wet:
Mmmmm-- .. that tastes too salty

This is just right;

Then the 3 dogs came and they walked in the
house.

Sombody's been eating my dog food

And here she.is - - -

And Go!dilocks died

And she fell on the ground

And the 3 dogs ate it up

Tape recorded

Movie Camera

Record player

Book -

Workshop

And the Children's workshop on Channel 12
And den't ever dethat again

So snip snap alhgator

Goats Gruff)
The end

Early Stories Do Not Have Proper Piots

Without realizing it most of us are
thoroughly learned in the hero tale. This is-a
major narrative and ideological creaiion of city

civilizations: namely that entrepreneurial,
achieving-or heroic figures face tasks, overcome

great odds defeat the enemies and end by

(Abrams -and Sutton-Smith. 1977). and:young
children in our society take aboit the first ten

years of their life to acquire it completely:
Stories by 2-7 year olds are typically repetitive.
line by Itne. prosodic stories of the first three
years of lifa. After the age of four they begin to
take on-a more sequéntial rather than-a repeti-

tive form: There is asequence.of events; thoagh
one cannot yet say there is a proper plot. So in
story plotdeveiopment we proceed from repeti-

10

tive vectorial cycles, to chronology, to plot.
Between three and seven yearschildrenliveina
textual world that is between the prosody of the
first three years and the prose plot of school
children: Consider again; ior example.the very
first story that i gave you, by the four year old.
The performance ishow not simply signélled by
varlous prosodic d°v|ces of rhyme and alliter-

thmp (note the line 1orrn:'-on) Uﬁdoubtndly
the intonationsare still there but inaddition; th2
story-itself in literate societies is-L:ucllyin the

third person (Sutton-Smith & Heath; 1981) not
in the first person as is often the case with very
young children, and is usually centered around
the actions ot soine central character (“ababy”;
a -‘dragon".-etc:) - of- a-clearly fictional kind.

According to the Scollions: (1981) making the
characters fictional and putting their-actions:in
the past tense much more clearly distancesthe

characters from:. the staryteller giving him
agreater frecdom from-the constraints of every-

day life and; therefore; greater abmty to mani-
pulate the elements-of this symboiic vehicle.
The presentation of the self is now manipulated

dramatically through the performance -and is
not -submerged -in _its- prosody.- In_addition,
towards theend of this period some children do
not just use the initial and:terminai- markers

{Once upon atime, and The end) to signal

begmmngs and endlngs th°y may add role

will be a Iong one”, |nd1catmg on evaluatave
distance from the matter at hand. As we noted in
her-study-of mentally retarded children learning

to tell stories; Brooks found an unusual ten-
dencytoexaggeratethese markeisas if needing
them as a crutch to clearly indicate that the
storyteiler was in possession of the tale (1981).
- - Onthe syntacticlevel story length increases

enormously facnl tated by all the parts of speech

then, etc.). locahves(m over, on; up, at, on top
of). the latter, 'isually serving to take the pldce of

any larger delineation of the situation; dialogue;
causal statements, possessives. adjectives,
ccmparatives. and so on.

On the semantic level dlsequullbratmg
events and -reversals {(the- poopmg dragon}

continoe to be central to the stories in a vector

12
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and varlatuon style However unl«ke the earlier

stories, characters are now fairly constant. In a
sense there has been a change from disequili-
brating actions with inconstarit characters-(see

the earlier story_on falling down) to constant
charactersand variable actions. Again-whereas

the earlier stories were 2 succession of distinct
if similar episodes, now we get at least a
chronology. The episodes-have a certain tem-

peral sequentiality even though there is no fully
developed plot- -

Still what is most to be emphasnzeo of thrs
four to seven:year age period is_that the story-
tellers are able to-enact-or-dramatize -their

stories as they proceed by gesture andspeech.
These dramatic elements darived -from

children’s play, which is more advanced-than
their narrative, gradually take the place of
prosody as the major integrator of the per-

formance (Brethérton 1984). It is mimicry,

authorltatlve role that enables the f0ur to seven
year-old to carry through. :

From eight to-twelve years there 48 con-

stderable development though | will not say so

much-about this age group as it is much better

coveredintheavailable literatures [Labov, 1972;
Peterson & McCabe, 1983; andin my own work
{1981)]. The sense-of-a plotted story becomes

increasingly clear after the age of. eight years
There-is stillthe same centrai complication-but

itis dealtwithina resolute manner rather than

simply being stated or repeated or varied end-

lessly and-unresolvediy.-in our plot analyses

(1981). we borrowed a system from the Marandas
(1970} -which they in turn borrowed from Lev1

structure was that it rotated abouot homan con-
flict. In those terms the initial concern of our

infants with disequilibration and the concern of
our older age children with villainy and depriva-

ticn are instances of this larger socidltendency

to use expressive media for the resolution of
conflict. At the earlier levels, the mere symbol-

ization of trouble (falling down) is apparently a
%ind of resolution because it is, after all; per-

formedintrontof an audience whe. if they erijoy

the story, inasensehelp the performers in their
transforrnatronpjjrjefegentﬁsfto symbolic ones.

The periormance then becomes the resolution
even if the story content is not. Perhaps this is

11

similar to the confeSS|0n in church or therapy

where-the accounts themselves do not resolve

the problem but the blessmg of the c0unselor

cnar lndnwduals do
not sin.ply share what they already possess;it-is

only by virtue of the sharlng process that they
attain what they possess.”
{Hymes, 1981; b; p.9)

In the stories of these oider chiidren; how-
ever; the texts increasingly carry- their--own

resolutions in ti>e content of_the story . itself,

rather than relying uponthe-performance con-

text alone for that absolution from fate .us-
hinged. And yet as many have shown; although

the stories of these oider children can thus be
made to speak for themselves the story tellers

aiso have all the verbal devices of turn taking,

argumentation; teasing; rebuttal, introductions,

asides, giving background, summaries; morals:
scandalous content; evaluations, dramatizations

a@giprosody to keﬂp thelr audlences under

vant here “lnspeech and art.

children storles are performed with controt of
both management and matter. Here are four
stages of plot control illustrated with stories
(Sutton-Smith, 1981).

"EL I (No response to conflict) - --
-The most common response at this Level

typrcatot five to seven years, is that the subject

is threatened or overcomie by-amonster orthere

is some lack or ioss to which no. response is

made. In 4 few cases,-We are only told of the

presence .of the monster with some -implied
threat, orsomeone elseis hurt; or we are scared
or the monster is described: One thinks of
paralysis in the face of {ear when seekmg the

blologlcal counterparts of this response.

(1) - -

This.is a story about a Jungleane upon atime
there was a jungle There were lots of animals,
but they weren't very nice. A little girl came into
the store. She was scared Then a croccdile

came in. The end. (gitl, age five.)

(12).
The boxmgworld In the middle of the mornlng

everybody gets up, puts on boxing gloves and

13
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flghts One ot theguys gets ! socRed -in the face

and he starts bleedmg Aduck comes along and
says, "Give up.” (boy, age five).

LEVEL Il (Failure)
-- --The predominant respunses here are those

of escaping or being rescued. The monster may
be attacked but the attack is not successful. In
this subject group, some children convert the

monster into-a benrevolent creature: ©One may
join with-him in-attacking others, or simply make

him a nondangerous entity. On occasion, the
benevoient monster has to persuade the mother
{now the negative force)-that he may be taken

into the -home quite safely. Unlike most fairy
talesand folktales, thereis littlereference in this

group of stories to the interference of magic or
luck. an indication _perhaps of the inner rather
than outer directedness of this particular popu-

lation. In most cases: those who rescue do not
succeed in getting rid of the original threat
either. so that these are Levei Il responses.

(13) ,,,,,

Henry Tick .

Chapter I: A few years-ago Henry Tick livedin a
hippy's hair but he got a crew cut so Henry had
to move. He went to the dog pound but it was
closed. Hewentto the petshopbutitwas closed
too. Flnally he fcund a nice baset hound: So he
moved in. He got a good job at the circus
jumping 2 inches in mid-air intoaglass of water.
One day he jumped but there was no water. He
was rushed to the-hospital. They put 12 stitches

in his leg. Well; he never went there again: The
end.

Chapter Il: One day Henry Tick was walklng
down the street when hewas almost stepped on-

He was so startied he jumped in the shoe! He
was in the shoe for about 15 minutes when the
person took oft the shoes.and put them ir the
closet. Henry jumged out andran into the next
room-which happened to be the-bathroom. He

jumped into the toilet: by mistake of course:
Hériry almost went down the drain.

(girl; age 10).

. It should be noted that in the Henry Tick
story. Henry escapes his various dangers, butin

no way nullifies them. They still exist and may
well return.

LEVEL 111 {Nullification).

- Atthislevel, the siory’'s cen.ral character is
successful in rendering the threat powerless:-in
some wayOr in overcoming whatislacking. The
enemy may withdraw. The nuallification of the
threat may be done by the good services of
others, as in.the following story of & pussy czt,
who gets separated from his loved-ones but
finally. aftermany travails, once again absorbe:’

into g loving family:

(14)
A story about a pussy cat : :
Therewasthis old cat. It waswande. mg aro"u'nd

the streets and had nowhere to. live: It was
pregnant and it has nowhere to stav to have its
babies and then it-ran into another cat. The
other cat said; “There's a burnt-out house where
you can go and have yourbabies.” Apclshe sdid,
“Where?" “Down the road and torn left:” Two
months passed and she had her babies. She
died, it was wintertime. All the other babies got
mok by someone else except Qne I|ttle baby

made her warm She got very sick. Someone
took: her in and made her better. She was a
playfutkitten- She knocked overso mucrystutf

and they were too poor and no one to glve it to

And she Was
wanderlng around looklngforahometo stay in.
Once in a-while she would see another cat-and

play with it: And sometimes people would hoid
thé liltle Ritten Thé ki'd'éliv'o'u’l'd ask t'h"éi'r mctnérs

no—it's too-hard to keep a littie kitten. One day
this little girl came over. She had one-oldersister

and one baby sister: She was 10 years old: She
asked her mother if-she could keep it.- Her
mother said, "No.” The girl's name was Lisa;
Lisa was gonna.be 11 in two days. Her mother
did riot-know what to get-her for her birthday.

She put it in the box and cleaned it and gave it
fbod we'm tothe pet store and got a cat boif and

iri
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was an empty cat box and was:starting to cry,
but when she opened it she was glad and the
little girl took care of it and fed it milk and food
and the little kitten lived with Lisa happily ever

after. (qgirl, age 9)
LEVEL IV (Transformation) -

Atthis level the danger is not only removed.
there is a complete transformation, so that there

is clearly no possibility of this threat or this lack
returning again. In the following example; the
ten-year-old writer has astoryinthree chapters.
The first chapter has a level Il ending. the
second chapter has a level il ending, and the

final chapter has a level IV ending.

(15) ' S LoDl - -
Chapter 1: Mr: Hoot and the Married Lady - - -
--One night Mr. Hoot was sitting in-his house
thinking why he never-had any fun. He said to
himself, “Maybe 'm too shy." So he said to
himself dgain that he-was going to-go out and
get into mischief. He got on his coat and put on
his-contact lenses and he was off. There he was
strolling from bar to bar At his fifth bar, he
decided to have a drink: He pounded on the
table-and said two martinis on the rocks. While
he was waiting for his two drinks, he took off his
shoes and socks and picked his feet. Then he
got his drinks-and-chiug-a-lugged them down
the hatch. After his drinks; he saw a beautiful
lady-in-the corner of the bar. So he went cver to
ner and said: "Can | buy a drink?” She replied.
‘No, thank you. I'm not finished with this one:"
Thenshesaid, "Aiiyway. please sit down and we
will talk.” S
- A.big-guy walking out the men’s room came
aver to Mr: Hoot and said, “Are you fooling with
ny wife? How dare you.” and picked Mr: Hoot
1p and threw him on the ground. The moral of
he story is—you can't tell a married lady from a
ingle lady.

Shapter 2: Mr. Hoot and the Stewardess
~ Onice Mr. Hoot was sitting in the bar with his
riend Bobby the Baboon: They were discussing

loing to-Hollywood. Mr. Hoot said to Bobby;
Let's go next week.” So they made all the
rrangements and-hefore they knew it they were
nthe airplane going to Hollywood. While they

‘ere on the airplane, Mr. Hoot saw. this very

ttractive stewardess. So Mr. Hoot called her

w

1

over andsaid; “Hi, what's your name?" She said,

“Laura Sinch. what's yours?" "Harold Hoot.” he
said: Then he said, "How long have you been

working for the airlines?” She replied, “Two
years -and-seven months.” Then they started
talking about where they lived afd uther things

like that. Then a little baboon said; “Hey, would
you stop it with the-lady and let her do what

s ~'s supposed to be doing.” Then f4arold-got

mac and said, “Shut up; you litt » baboon.”
Then 3obby said, “Hey, are you soui:ding on'my
kind? tlow dare you.” “Oh; Bobby, butt out-of
this,” Hai5ld- replied. Then the littie baboon
said. "Shut tip; you overgrown owl.” Tiien they
really started at it. They were throwing pillows
and suitcases at each Gther and cursing at each
~uier. Then Harold gave hirn a gcod sock in the
face and that was the end of the adventure:

Chapter 3: Mr.-Hoot Gets Married :

Once Harold was sitting in a restaurant at-a
table all by himself. Then he noticed a female
oWl sitting down by herself. Mischievously he

walked over and asked her what her name was.
She said. "Mary Gline:" Then Harold thought for
a momentand said, "Are you the girl that broke
her wing wt.en you were nine years old?” Then
she said,-"What's your name and how did you
know about my wing?"- “Well.” said Harold. i

knew about your wing because your name

sounded very familiar. 50 | thought back to my

childhood and remembered a girl ‘named Mary
broke her wing, and my name is Harg!s Hoot."
Then she said, “You were the kid they called
Hoot the Toot.” "Oh yeah;" Harold replied.- "I
forgot -about that.” Then they started to talk
about their childhood and ate dinner together.
_After that night they went oot to dinner. to
movies and did-fots of other things iike that.
After about a year, they told their parenits they
were going to get married. Their parents agreed
and they had a wedding. THey had the most
beautiful wedding you can imagine. For their
hornieymoon they went to Niagara Falls. Then
after that they settled down in a nice house in

Poughkeepsie and had boys named Bobby and
Peter: Last and not I¢ast, they lived happily ever
after. (boy, age 10)

|
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We Are Not Happy Wrth The Perverse
Content Of These Stories

__Bad enough that the stories make-sound

and don't make sense; that they include and

develop into sounding nonsense; that they are
repetitive.and idiosyncratic in nature; that they

have no piots. My many examples have also
shownyou thatthey are full of perverse content.

They may be funny; bat they are often hardly
respectable. Whatever_ else might be said for
these stories many of us would bg uncom-
fortable with their content. and-wouid not seex
to encourage childrer to tell them, either be-

cause of personal drstaste or because of oar

did: If you have any doubts about :what some
children will do-when they are free to tell

whatever stories they wish; then | refer you to
the study | did-with David Abrams where we
centered our attention exclusively on the most

“perverse’- of these stories. {Sutton-Smith &
Abrams.-1978)- ----—- --

Clearly it takes courage to listen to
children's-freely told stories &nd to encourage
them. For this reason most parents and teachers

in the past have preferred.not to either listen or
to encouragethem.-Oralternatively, ifthey Rave

listened or encouraged they have insisted on
considerable circumscription of the degrees of
freedom granted the children in order to bring

the stories into some consistency with local
mores.

We Use Stones for Pedagegy Not For Free
Expressmn

A major reason for nat lnstenmg to chrldren s
stories is, of course. that the major usage-of

stories by adults is to teach things to children;
not to encourage their own free expression.
Analyses of children's literature indicate the

great extent to which this has been domesti-
cated over the yeéars-to-contain the kind-of

socializing content; of which the adult popu-
lation could approve. {Zipes, 1983)
----Even the supposedly spontaneous tales

coilected from-the folk; like those of Grimm;
were subjected by the Grimms$ themselves to
the sameKkind of idealizing process: (Ellis; 1983)
Furthermore, an analysis of a teacher telling
stori@s to young children in nursery school

shows that the bulk of what that teacher had to
say was of pedagogical or c0useling character

(Gochrane Smith; 1984) We use stories then for
ideological indoctrination, not for-encouraging
child expression. Why should we listen to their
stories when we have a quite different purpose
for stories in mind?

The Changmg Role Ot Narratwe i Scrence

_To this point i have attempted to explaln to
myself and.l hope to you. why it is we won't
listen to children’'s stories. | first became

interested in: children’s stories as a school-
teacher, and used them extensivelv-in en-

couraging writing in the 7-12 year old school-
children-whom-1 taught {1953). It has always

been apuzzle to me why more. teachers did not
make use of children's very natural interest in
telling stories. My own aim-was ultrmately to

involve children in writing stories in order to
acquire-many- of the poetic or prose skills that

arean essential part of schooling. For the various

reasons | have outlined here, |- have felt-until
quite recently that this kind of proposal has

been more or less void with most teachers:

--- But the world changes. Recently there has
occurred a remarkable shift in the. attitide
towards stories in social science. it has come to
be- reahzedthrat storiesdre notjust secondary or

expressive_functions of mind; (Pitcher & Pre-
linger, 1963; Ames, -1971) but tha. they actually
help to form it (Bettelheim, 1976; Gardner,
1971).-Bruner, for example, has contrasted our

logical mind {the one studied by Piaget} with

our narrative mind; and pointed out that children
are much more capabole at-an early age in their
memory for sequences of events and stories

about events t' an they are in_sorting-out

categoriesand/ nge {1984} This revision of our

sense of childre 1's competence is bound to lead
in-turn to a more active pressure on schools to
pay more attention to children’'s story.telling.
How we solve the various probiems in our own
attitudes. which.| have outiined in this paper, is

another question:
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PLAY: THEORY AND PRACTICE

-... Brian Sutton-Smith, University.of Pennsylvania
Fifth Annual Conference-on Early Childhood Education
University of Minnesota, Duiuth, September 27-28, 1985

The Child's View of the World: Stories and Play

Prefatory ‘Remarks :
--- Usuallywhenoneis asked about theorres of

play.it is appiopriate te talk of Freud; Piaget;
Berlyne, Bruner, Bateson and Vygotsky, and
then to see if one can find any practical impli-
cations from what they say for early childhood.
The problem with that approach s that-all of

these writers are relativelr ethnocentric and
unconcerned with the history of the subject
matter. They study children in therapy or in
laboratories; a most modern set of conditions;
and- ariive at-their -generalizations therefrom:

What the subject desperately needs; however; is
a_leavening of history and -anthropology. For
play is as. much a product of the historical and
cultural views that we bring to it as it is of what

wa see childrer. doing.in front of our eyes. | must

widrn the practioner; therefore; that the course
't'h'a't i a'ri abbut té také Wiil be far rahgihg arid

run it will have more tmportant practical impli-
cations foryaungr‘hrldren 'S play,-than-will any

approach

‘thecretical”

other more crthodox *
that i might take.

Lwill begin by examining some ofthewrdely
contrastir.g views of play and games that are
currently available-to us; and then will proceed

to deal with play and then with games, both of
which aré 're'i'e'i/'a'rii tb Us Uridér tHe Headirg 6f

as creatuvrty and lmagmatlon ‘as mastery and as
collaboration. Underthe heading of games | will
deal with the malediction of games, with games
as irrational, as deceptive-and as physical con-
test. As | proceed i will consider-relevant

applications-of each of these points to the play
of early childhood.

lntroduction
----His popular mpdernconceptronihat irfe IS a

game: Just what sort of a game life is; however,
is open to question. We probably don't meaan as
the Greek Philosopher Heraclitus said, “Life-
time is a child at play; moving pieces on the

these terms: We are aII pawns duefora serrng
inthat great game, but still most moderns don't
mean that-by the phrase: “Life is a game." - -

Nordowehave in mindthe brutal; obscene;
but vital games of the middie ages as noted bv
Rabelals (1532) and.as commented on by

the mcrahsuc a!trtudes 49 games thaL have

characterized the times between then and now.
For-example, we don’t tend to see Breughel's
Children's games as only a commentary on
idleness and folly (Snow. 1983). Nor see Dutch
17ih-eentury genre-painting -as only-a repre-

sentation of negative attitudes towards the dis-
sipation of life in brothels, where one passed
part of one's time at dice or backgammon or
cards; or see pictures of ice skatingas only_a
representatior of the slipperiness of life;or see

hoop playing as a matter of running after
nothing of substance; or see riding a hobby
horse as asymbol only of deceptlon {Wheelock,
1984).- :

-Whatthen do we mean by thephrase l/fé /s a

game. Do we mean what Dutch historian
Huizinga (1955) meantin Homo Ludens that the

play forms-of contest underly the -forms of

cuiture. Do we: mean what anthropologist
Clitfford -Geertz in-the-"Balinese Cock Fight”
meant that the inhabitants of a society take

“readings” of themselves fromtheir own games
{1973). They use the games for-self interpre-

tation. Do we mean what psychologrst Mihaly
Csikszentmihalyi seems to- imply in Beyond
Boredom and Anxiety that life is a search for
those higher quality experiences (the flow); that
games often best exemplify {1977). Or do we

mean more cynically with clinician Eric Berne in
Ga’rh"és Pédp/é Play that Iifé is a coH'é'ctidri pf

ourselves (1964). Do we mean even what

18
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Michael Maccoby says in his work The Games-
man, that the mostsuceessful style of corporate

management is that played by ‘he one who
models his procedures after those used In
excessively competitive games {1976).

Clearly for an audience. of the present
conterencewhosemtetestsarebyandlargeofa

practlcal nature: we probably mean none of the

early chnldhood groups that we see in front of
our eyes and that we wtsh to manage posntwely

languages bother to make this distinction in
terms of 3r opposition along the followinglines

gestmg that we look at play and games Not alu

Play Games
informal - - - formal
unorganized organized
coilabo;ative competitive
routines rules-
aggregates tean:s

—_Inthispaper | wish to Icok atthe ; ‘deolc,es

behind this distinction whici gives it the svgnm-
cance |t has begun to accrue in modern I|fe I

in their recent excellent psychotogrcal
survey of the literature on play. Kenneth -Rubin.
Greta Fein and Brian Vandenberg (1983) sum-
marized-various dispositional. -observational
and contextual approachesto-the concept of

play noting aconsiderable consensas amongst
modern psyechologists that play is:

1 intrinsically motivated

2. ischaracterized by attention to means rather
than ends --
is guided by 0rgan|sm domnnated questtOhs
is-foeussed on instrumental behaviois

has a freedom from axternally imposed rules

. and involves active engagement by the
participant - - - - -

_This isa very di fferent celligation than that
offered by- Hunz.nga (1955) n h|s etymologncal

mim.u .

|anq Jages Greek. Sanskrit: Chinese; "apanese
Blacx :~ot. Semitie-Latin. . Romance Languages.

Germaric tanguages etc., where he gives us a
list like the following. Play is:

19

lrghtheartedness

trifling-

contestive -

rapid movements

Lhght engrossments

erotic dailiances

mockery and masking

deceotton and feigriing

taking ris

it is-even very du‘feren‘ from other kinds of

concepts for play that one finds used in

psychology such as-

tension reduction
abreaction
arousal modulation

neural priming
metaboiic recuperation

need stimulation

heart rate variability -
non prototypic variability
proximal zones
variabletransformations

self penerative processing
foregrounding

marnipulat.on of frames
paradoxes_

etc.. etc . (Suttor- Smtth 1979)

Now,obyrously we have a potpourriin all of

thisof causal inferences. socidl science. seman-
tics. and so on. ali-of which gives rise to
considerable sympathy with-the phi'osoprer

Wittgenstein {1963). He used games as @ prime
exdmple of his view that there are nn uitimate

definitions for words: no essential meanings.
leferent words he argues ha\,e only over-

of ‘meanings. For exa’nple ha says we mlght

call board-games. card games, Olympic pames:

ball games: chess. noughts and crosses. ring-a-

roses all games. but this does not mean they
have any one characteristic common to-all.

Whether you refer to lock: competition, skilt or

pretence- they-do not have any one feature that

Is universal. What actually happens. he says. is

that we attempt to fix thair meanlngsforour own
worldly ends by-drawinyg-boundaries for special

purposes. it has served our purpose -to call

board games. etc. allgamesin order presumably
to distinguish them as--a group from other
grouping: of human activities: such as. e.qg.
Kitchen utensils.
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Of course: his arc iment depends Upon
game: being a legitima.e metaphor for talking
About ..ords. But-what if games are an espe-

cially flexible arena of human conriotation, as at
least one-arthi nologist has suggested saving
that itis easier i acquire the-games of another
culture than to accuire their other. cultural

features (Keesing-1060). If this is the casc: then
words .as.such may be less labile-thi.n- Wit

gensteinsays. This leaves us; however; witti the
tgensteinsay

basic Wittgenstein postulate that there is no

game, pre-

essentialist meaning of the word

suming the reality of game meanings foliows
the reality of games metaphorically. This
theoretical position; however, certainly does
not exclude the possibility that for particular
places-and eras; power hierarchies of a-sacred

or politicai nature may so draw the boundaies
of usage than in fact the meanings of games

becomes essentially fixed over a long period-of
time. The usages-of gamas may be relatively
prescriptive even thoagh their uUltiFizte serman-
licsarenot - - -

My point today is that-within Western
language usage the meanings of play and jarmes
have been .growing increasingly prescriptive
over these past 200 years. Further-that these

prescriptions are of an-ideological sort of that
our research is defined by these ideologies; not

simiply read off .the face of nature, as the
definitions provided by Rubin. Fein and van-
denberg might have led us to believe. | have in

mind-one set of meanings emerging about the
time of the Romaritic Period in literature at the

beginning of the 1900's which are associated
largely with what the English calil play; and
another_set of meanings with-a much oider
historical lineage which are associated in Eng-
lish usage largely with the word game.

The Idealization of Play -

The major point to be made here is that tha
romantic-movement -around 1800 conjoined
with the prior Enlightenment was responsible

for anincreasingly utopian and rational view of
piay; one that has comie to dominate much of

20th century thirking about the subject. This
view contrasts markediy -with the. negative

attitudes to play generated by the Reformation, -

though there is some historical continuity. at

least with the earlier Greek usage of the word

paidia for children, for play and for ball games,
in contrast to Greek usage of the terms agon
and athlen ot games, contests, and competition:
In the hands of the Greek Philosophers of BC

sevento four hundred.thetarm for plav paidia is
separated from the term_agon standing for
powerand violence (Spariosu, 1382). . .

-Whatéver, the origin. however: in Gresk

epistemology, play. art and literature had in

general a secondary status as contrasted with
philosophy. logic-andscience. What happens in
the Romantic period is that this 2000 year
epistemological deficit for play is to some extent
counteracted by the new status of play and art
(Sutton-Smith;_1984): e

In the late-Eighteenth and early Nineteenth
centuries what comes to bind play and art
together-and to reverse -their epistemological
plight is the new status givan to the function of
the human: imagtnation: This reversal begins
perhaps -with-the empiricist Hume’'s uneasy
contention that the mind cannot entertain the
constancy of external objects without pre-
dicating such a mental entity. All we know
perceptually he says of an external object over
time is-a series-of discreet impressions: We do
not know that those impressions arise from a
constant object: However; we pass easily from
such a succession of impressions to the idea
that there is something constant behind-them,
and-this idea is not provided by natare but by
ourselves. We not only feign the idea, he says,
but we believe it. Hume is forced logically to
such a positicn though he is full of distaste for it.
He says, "I cannot conceive how such trivial
qualities of the tancy, conducted by such false
suppositions, can ever lead to any solid and
rational -system.'' (Warnock, 19786, p. -25)

Through thisconcession by the greatempiricist:
however, the German idealists drove a whole
cartload of epistemological and apriori cate-
gories of mind, includirgsomething to be calied
the Faculty of the imagination. For Kant the
imagination is a mediating power between our
direct sensory knowledge and our more formal
reasoning: powers. It is the imagination that
anites the two togetner. In both Hume and Kant.
however: there is still a platonic-like antinomy
between imagination that is “mere fantasy” and
the kind of imagination that we might today cail
a “heuristic fiction.” The first is “mere play” or

el
<
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fancifuiness w hile the second isthe lmaglnatlve
“asifwhichliesbehirdallimportant concepts:

scientific: phlloscphlcal or even religious. The

modern recognition of the role of models and of
metaphors in oiir bas ¢ scientitic presup-

posiions.is.a later extension of Kant's grasping
of the essentiality of the imagination in all
understanding. We first presuppose in our

imagination whatwe later proceedtoinvestigate.
In Kant's formulation both play-and art have
Ilnkages wnth the lmagmatlon bt they are nol

USuaIly given the credlt for unmng the notion of

play wuth that of art: And he is.usually read as

aesthetlc i pulse and that in tum lhe aeslhetlc

impulse gives rise to refined moral jodgement.

His advocacy-of human freedom and human

autono'ny and homan splrltuallty as based in
thesequence of play. artarid morality was mauch
heralded in his day and has bee- the h ghest
expressmnofthe roleofplayln culture until the

arises in and through the act of playmg The
association of art, of freedom of expression and
of the autonomy of the individual arising from

largerunconscious Ormtrmsrcsoul"esthrough
the play-impulse was a key element in that

heyday of Romanticism. And-whether that

almost extreme advocacy of the freedom and
divinity of the-.artist-v.as a refiex to the in-

creasing industrialization of European life{the

Raymond Williams view,-1981) due to the poli-
tical disenfranchiserient of-a generation of

intellectuals {the Arnold Hauser view: 1958) or
to the occupational disenfranchisement of

artists themseives from their prior patronage or
academies {the Gombrich view: 1966) or a
dozen other possibilities, there-is no doubt that

Schilier provides the historical moment when
play-dnd art appear to be married. ‘with the

image of their marriage Cemented by idealistic
images of Greek bodies in Olympic contests

{play) and in-Greek- sculpture (art). The nobie

simplicity and the serene greatness of classical

art{whichwasinapparently rnostly p00r Poman
copies) was the Hellenistic reredos, o1 if you

will, Hellenistic metaphor for this marriage.
Butif one looks closely at Schiller it is clear

that the credentials for the marriage are -highly

ambiguous and suspect from the start: While on

19
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the one hand Schiller appears 10_give us the
causal sequence play-art-morality. Qntheother.

he also makes zlear that he is only dealing with
play thatis consonant with beauty. He lauds tne

Greeks' binodless contests over the aladiaterial
combats of the Romans. and explains the pre-

sence of Greek sculpture as due to their kind of

niay. When he makes his often quoted state-
rnent that "N ar plays only when he is in the full
sense oftheword aMan. and hei is only wholly 1
man when he is playing.” (1965: p. 80) we need
to reziize that this is niot a statement just about

plry, itisalsoabout’ ‘the foll sense of the word a
Man -in-short. the idealized mar who partici-

pates only innoble coritests. His is anargument

only f0r acertaln klnd of aesthetlc play rnot just

that itis sometlmes said of Schlller thathe isthe

greatest advocate of the play-art connection, it
is also true that he had in-mind orly a more
refined kind of play. Fe was strictly concerned
with what is poetic or heuristic in play and was
not concerned with the crass play of the
peasants or the streets.

In Education-the association of play. with
freedom of expression is weli knowr- in varied
forms-in the early -19th -century doctrines of

Roussean. Froebel and- Pestalozzi. In Psy-
chology. the notion of play and art as foriis of
free expressionentered-throughthe miicentury
writings of Herbert Spencer- who -adopted
Schiller's notion- that such free expression is
driven by an underlying-surpius energy in the
child. though Spencer adaed evolutionary impli-
cations to-the viewpoini. Spencer goes on to
declare that play and art are the same activity
because neither subserves: in any direct way
the processes-conducive to life and neither
refers to ulterior benefits—the proximate ends
are their only ends." (Spariosu; 1982; p:..28)
“Spencer is amongstrlrrgeg[lrst influential scien-
tlstsmthe Anglo Amerlcantradltlonto consider
“{ibid, p. 29)

With this kind oftranscendental philosophy

in-mind. a rereading of the Rubin: Fein and
Vandenberg definitions which aiso stress free-
dom. au’onomy actlvny and detachment from
life concerns comes as something of asurprise.
Developmenta psychology-certainly prides
itseli in general on rts enmpiricism, but here we

Have an apparently blatent example of the role
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of an idealistic and (ranscendental inheritance
determining the supposedly observed
pheromena.

There is- of course. much mcre to the
lmeage than this The notionr of the child’s play
as necessary for its growth as in Groos; or that
the child in play turns passivity to activity-in
Freud: or that the child in play becomes the
master of his - experience in Erikson. or the
asssociation of play and cognition-in Vygotsky

and Piaget: or play and explorationin Berlyne or
play and metacommunication in Bateson. can
all be seen as further positive interpretationis of
play in the modern social scieice tradition.
Thereis no twentieth century theory of play that

does not credit it with some worthwhile ‘unc-
tional status.{Sutton-Smith, 1980). Just as Schil-
ler and Kant emphas-zed the ideal-side-of play
and ignored “mere” play or "ignoble” play: so
dces modern social science ignore that play can
often be brotal or dysfunctional (Sutton-Smith
& Kelly-Byrne. 1984).

A number of ldeo|oglcal d:mequgnswmch

affect present day thought can be derived from
this complex of theories and studies.

Play As Freedom Not Contramt B
Primary is 'he_view that play is parncu/ar
manifestation-ot freedom, -therefore informal

and onorganized byﬁoutrs@ers’i Definitions of
play which emphasize the player's autonomy or
responsivity to intrinsic motivations - are re-

siduals:of romantic notions of freedom: Mcst
probably: -play's “fieedom”-today- derives pri-
marily from the du‘llty of the industrial work
ethic.whichinevitably ascribed greater pleasure
and asense of freedom or relaxahonto domains

outside of regular_work: Piay is one of these

domains-and shares its euphoria. The concept
of intrinsic motivation is also an odd legatee.

Innumerable studies demo ate that such

motivatior is higher-in the modern than in the

third world. and greater in higher than in lower
socioeconomic statuses. All of which suggests
it as a kind of psychologicai relic-of amateurism

Intrinsic motivation issomething that one needs

wealth to-be abie to afford. Unfortunaiely, in

world wide terms the extrinsically motivated do
not seem to play any less than the intrinsically
motivated.  And historical studies -show -that

much of mankind's playing has been done
undersacredorobligatory circumstances. Even

studies ofamodern playground willdemonstrate
that play-s the culture oi childhood and children
will suffer greatly in order to be a part of it.
F eedom and |ntr|n3|c mot|vat|on are not

slavery to §he§e who are runmng the games
Play motivation will take t* e player throogh ali
kinds of herdships and unpleasantness in which

they would not engage if it was not-play. They

may be free frOm thesr school studiss at that

boredom. b,uf,,fhex,afe C?,',‘,a!,”,!)’,ﬁo,‘, free from
the hegemony of oider children or.of the rules
insisted-on by their peers. In fact, playis such a

COmpU|SIOn that the player repeats over and
over again the same-themes as if he or she is
indeed not free at all from their states of pos-
session_ (Kelly-Eyrne. 1982). To play is to be
possessed-inamost fundamental sense. itis not

to be free at all-
: G|venthewaymwhrchwehavemcreasmgly
doniesticated childhood throughout these past

100 years. through schools: organized recre-
ation. sports. museums and television, freedom
$ not always the most obvious characteristic of
modern childhood. One speculates. therefore:
whether our insistence upon it then may derive

from kind of a compensation tc oarselves: Do
weé idealize children's piay as freedom -as a

compensation for our own guilt in giving them
so little leeway or alternatives to compensate
ourselves for-havinyg so little?-| have no simple

answe:. bu'Istronglysuspectthatthesecrnena
of frezdom or intrinsic motivation are quite
ethnocentric and dubious as universal insights
into the nature of: play; despite their cultoral
reIevance to 0urselves

A second dimension comes to us from the

philesophical confiation of art and pay and the
imagination which-is-so stro. g in 19th centiiry

thought. ard has been reaffirmed in a.numbei of
recent stucies apparently showing positive

correlations between various measures of play

and creativity (Lieberman; 1979) anc hetween

play and the imagination {Singér 1973). The

_ problem with these varicus associations s the

20
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usual problem with correlational data. it does
not maxe clear what is-the cause of what. But

worse still there is often in thesu - - dies-a

conilation between the imagination and imagi-
native plav as .if these are both the same

{Garvey. 1977) There is no need, however, to
confuse the imagination with pretending. One
can imagine or envisage al kinds of possibilities

as all artists and inventors must do without
being atplay:Again thereis noneedto confiate

the exaggerative signifiets of play. with the

divergent signifiers-of creativity: as | have done
myself in some earlier-work (1966, 1967, 1968).

- Stillthe desire tc see childhood as a creative
and imaginative arcadian period is a firm.gesture
in twentieth century thought as-exemplified ty
such names in chiidren’s literature as Carroll.
Kingsley. Grahame, Potter. Nesbit. Barrie and
Mllne Slnce Wordsworth in literature and

spread notion that chlldren have-some special

access to fantasied things: €arpenter. in his
recent work-on children’'s literature Secret
Gardens. finds his reasons for all of this in aduit
desire tc compensate for spreading indus-

trialism and work place-ahlenatio- . etc. (Car-

penter. 11985). Pro;ectlnq such desweable life
alternative into childhood is our own escape
from their |ack in our own lives. says Covenay
{1967) in his classic The Image of €hildhood.
Although we miay take tor granted such associ-
ahons |t lS useful to remember that from Pia-

conservatively. the ma;or gqsgtwe fociis made
betweenplay and life was on good mrme31s or
good-imitation. Play was viewed iargely as a
conservative force. Play as a secondary -egis-
temclogy gained its value by its imitation of the
virtuous life activities about it. not by any civer-
gent. departure frcm them Again the cross
ciltural-evidence shows that the very modern
ideacfanindividualized imagination isa product
of literate not oral societies in whick the
imagination. works much more collectively on
behalf of group memory and rhetorical leader-
ship:-The imagination as we know  from o
novels and our theaters is-a ‘modérn not &
universa! phenomerion (Sutton-Smith & Hear

1981). Motor play: ritual play and folkplay can

exist with Iittle need for imagination

Play As Mastery Not Idieness
- A third .dimensioA -ithroughout the chiid

psychological literatare is on play as somexkingd
of mastery.-One finds: it in writers as diverse as
Lewis Carroll Roger Caillois. Erik Erikson and

Jean Piaget (Blake, 1974). This emphasis sug-
gests a rationality for play. which is certainly as

strongasthe emphasis on play as freedom. One
suspects that play has picked up this Horatio
Alger theme from deep strands -of -Western

individuaiism prabably enhanced both by En-
lightenment and Evolutionary ideologies Sup-

portforsuchaspeculation might come from the

highly individualistic character of most modern
play theories. They areaboutindividuals at piay

and how they succeed through it affectively.
conatively or cognitively (Freud: Erikson: Pia-
get. Berlyne). These thecries are very seidam
ab0ut gr0ups at pIay Furthermore it can be

the past 100 years has been away from group or
street play. even playground play; towards in-
dividual and solitary play with rationai objects:

with tays and recently with video games. Sur-
prisingly-the phiiosophical antagonists tocke
and Rousseau both made a case against col-
lective play {Sutton-Smith: 1985). Achieverent
in the modern-world as compared with the

mediaeval world is an individual rather than a
collective-outcome. - -

Still even if that be the case. why should
play be conflated with mastery or problem

solving. particdlarly as anumber of researchers
heve found it empirically. adite possible o
distinguish between mastery and play (White,
1875). orexploiation-andplay tHuit, 1879). Why

can't’ a chiid's attempts at intelligent mastery-of

the -environment or of knowledge simply be

called mastery. Why miustthey be caiied play?

Or why must play be called mastery when-so

much of it is elearly anly a pretense of maste; Yy
and an exhlbmon of the child's lack of real

|de0|ogy ot creanvlty prevarls and reﬂecta the

ways-we wish to think about childhood rather

than evidenice that childhood play iz universally

typitied by these dimensions:

Play ‘&s Collaboration And Cooperahon
_ This leads finally to a fourth dimensicri for
characterizing play now emerging strongly in
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fumrmst Inerature namely thelmportance of

play as a collaborative and informal rather than
a-contestive and--formal undertaking. Helen

Schwartzman. aathor of the outstanding work
on the anthropology of chlldrens play for

~f fhe word play for more structured and con-
1estive kinds of phenomena and she insists that
much of the informal. fleeting.-verbal-and
collaborative play of women has as aresult been
neglected -(1978). Huizinga, in -particular. is
scored for his view that play must be a contest.

end must occur in- a place apart from the
ordinary. currents- of life. Her-views on p'ay

interpretation coalesce with collaborative trends
emerging-from the cultura! revoiution of the
1960's, in particular as found in The New Games
Movement. where games; whether collaborative
Or contestive-are-played-in-large groups. with
wholefamrlres and always stressrngthefun and

;Fluegelman 1976 De Koven: 1978). We find in
thesetwo-movements a definite effortto counter

both the competitive and the folrtary excesses
of modern play.

Two other feminist attacks on play con-
cepts are-also of interest. The first is that of
Margédret Talbot in her: Women and Leisure who

argues that play has been largely @ masculing

preserve and that through0ut these ‘past hun-

access to major modes ol recreatlon of any sort

The Reversrble world (19?8) who-conternds-that

many of the supposed charactcristics of play in
modern-society are actuaily terms for what is

feminine: Play, like womrinhood. she argues,-is

aliminalor marginal area otlife; usually stadied
by marginal unorthodox scheiars such as Bak-

tin, Goffinan: Batesor:: Geertz siic Turner. Play
as defined in cur masculine dict'onaries is:

trivial unreal
frivolous unnecessary
immature disorderly
childhke - - indiscreet
narcissistic flaid
nonsenscal open

free

22

All of these terms contrast wnth the senous-

lrfe from which she concludes that play and

rec ‘eationtov,hich menhave access and women
targely do not is in a large -part a magical
projection of wkat men think of and represents
men wearing the costumes of women in a kind
of magical sphereto which women themselves

do. not have access: Play on these terms is.a
negative of modern:-life, a reversible. world:
heavily saturated with ideological- differences

between rnen and women; of which collabor-

But even if none of these speculauons
abouttheideologicai sources of play as freedom:

Creativity, imagination. mastery. probiem
solvung as collaboratrve and mformal are very

confine modern-children The domestication of

the modern . child Has effectively ied to the

extinction: at least in those places. ¢f much of
the brutal and obscene physical play which
used to characterize childhood. 4t-has led to the

encouragement of play which is tied into edu-
cational instrumentalities. and these are often

the rna;or interest of both the teachers and-the

It has been the praxis in
these educatlonaltyorlentedmstrtutronstocon-

flate playwrth many other kmds of Chlld activity

solving: creatlvny rmaglnatuon”etc 7lnthese

constrained and supervised circumstances the
child is given-a limited range of choices of

mzterials and pehaviors with which to exercise
rts freedom A Chl|d who does not enthuslas-

for- psychologlcal counseltng Those who do
make-the -choices-will be seen to be actively

engaged intrinsically motrvated and occupied

with a safe and secure toy world where non
instrumental behaviors are all that is desirable.

Accordlngtothrs analyslsthen we haveon
fore of play that it should be free -in the
constrained -circumstances we provide. im-
aginative and creative-rather than physical and
obstreperous, lead to mastery and problem
solving rather than inconsequentiai hilarity and
parody. be collaborative ratherthan competitive

and informal rather than organized. While, as

. we have seen. cuchdimensions can have diverse

24
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historical origins, the current power behird thig

ideology has to be our own desire to control and
domesticate cnildhood: Modern playtheory is a
reflex of the zocification of chiidhood. And all
its .charming and idealized -aspects are little
ditferent fiom those we have aftributed to
women at their feniinizea best. - ,

- - Unless it be'thought that surh an ideoiogy
F:as little to do with empirical work in play. ; ra!!

your attention; without further elaboration to
the empirical demise that has recently overcome
the experimientai work Seeking to show thatplay
is ar aid to problem solvirig. These studies
began with the classic 1974 experiment of
Syiva. Bruner and Genova (Bruner. Jolly
Sylvan. 1976). and the apparent positive re-
lationships have -recently been shown to be
atrributabi2 to experimenter.-bias. Experi-
menters Simon and Smith (Smith: 1954) have
indicted this category of-ideciogical optimism
abcut play. Similarly the series of experimental
studies on play-as inducing aiternate usages
has come tc a similar doom once appropriate
controls were exercised. for experimenter

effects: Crice again the experimenters were
ideologues of play's rationality and-creativity.
7777777 As_a partial -and -minimal_test of these

notions my colleague Dr. D.-Kelly-Byrne (1982)
carried out a year long study in which she
recorded her own play with a seven year old girl;
engaging her about once a month in séssions
lasting up to five hours ata time. ali taking place
in the girls' chosen spot, her bedroom. Her
intent was to play with the young girl-and to be
her willing playmate.-The relationship was not
unlike that which takes place.in play therapy
€x ept thatthat was not.its intent. and she was
an active participant rather than a therapeutic
observer. Atthe same time she kept notes on the
girl's home and school relationships with peers

and parents. e :
-To the “thick” individualized data that

emerged we can put-the -question, tec what

extent was the girl "free"” to choose what-¢he
played. to what-extent was she imaginative; to
what extent demonstratiﬁgf@@s;,térylr to what
extent collaborative. Ostensibly she coiild
choose what she wished. In fact. she 2lways
chose a battle between good and bac-women.
Her fantasies, though freely chosen: were more

compelled by this peremptory metaphor than

they were free ranging. The compulsion of a éé
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metaphoric key was most evident (Burke, 1966).
In my study of children’s freeiy iold stcries over

three years; | have found-the same outcome

(Sutton-Smith. 1981). Most children telling
freely told stories become obsessed with par.
ticular themes which they repeat and repeat
cver long periods of time. In being free in play
one is not f{ree from private iryths.

- - Even so. her accounting of these batles
between powerful-women was highty imagin-
ative. She used dozens of dif‘erent “voices" for
her multiplecharacters aswe!l 25 many intricate
scenartos: She was a highly literate chiic with

professioral parents who Had read to. her

extensivel:. Heér characlers were borrowed from
Greek and Norse myths. On close analysis

however; it b’éca;'r'ri'e"a"pparentthatthroughc;ytén
of this she was transmuting with multiple
permutations the relative status of her mother
ard her father in the family scene: The mother
was the powertul one. and dominant women
were enacted throughout the first half-of the

year in Kingdoms-in which the men had been

killed off. As time passed. however, males were
gradually reintroduced at first in a dependent

and submissive role and then iater as distant but
potential lovers. it was a story in which-her role
as the central character was to kili those whg
had murdered her father, the King, and restore
peace to the war torn country and be nice and
caring of people. It was a variety of Lord
Raglan's The Hero (1936). over again. What is
most striking is the clear parailel between her

imaginative transmutations and her own family
scene-which is what we might expect from 50
years of psychodynamic play therapy. and vet
continues to be neglected in practically ali
academic. psychological work on children's

imaginations because they are seidom studied
in Yieir appropriate contexts or given-a suf-
ficiently long termreign in order for their general
themes to become explicit. = . . :
Does she gain mastery through this. play.

That's too large a question to answer. First we

must ask whetherin the play the charactérs gain
mastery over their-play crises. That she does.

But then this is Western Society in which the
herd tale-deminates and:heroic resolutions-are
supposedto be achieved.n fantasied domains:
The-judgement from my story data shows that
children’s stories for-the first seven years by and

large do not have proper heroic resoiutions. but
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thatthesedevetop after that age Stones in non

heroic societies simply do not have tHesz mas-
terful resolutions (Abrams and Sutton-Smith,
1077). Mastery-then is again a Westérn concept
of tantasy. reflected not only in our achisvemeni
myths but &also in the play theory of an Erik
Erikson:

- _ .Otcourse she was-only too happy to coHa-
borate with- Dr.-Kelly-Byrne as-her piaymate.

Most chrldren would welcome a drama expertas

dominated her unﬂrnchmgy threughout It was

atotaltyassymetrrcalretatronsrrpwrththeadu:t
being the almost complete vassal of the girl as
player: The girl's role play -as-a dominant

Quecnly woman was quiterigid. in.ordinary life
situations however. with Dr. Kelly-Byrne she

was. quite submissive; allowmg nerself to be
cared for and fed. Again this is not untypical of
children's play, which is to 4 -great extent-cen-

trally-:concerned with dominance relationshipe,
with- the-establishment of hierarchies and with

the natare of power.. The theme -of arbitrary

Ieadershnp rs very general m g|r|< games

etc. [Sutton- Smlth 1972]) even th0ugh thrs
particular girl. with her particular mother; may
have been more obsessed with- the role- of

female control than many other girls might be:

In stim.- we- see that in this example the

playfeﬁrits free in order, paradomcally to be

coséssed, and the player-is imaginative only as
anagentworking on family.issues of power, and

is mastertul only in terms of cuitarally given
themes of narrative mastery, and is collabor-

ative only so she can use her playmateto expigit

tantastic excesses of dominance. The avoidance
of these kinds of power-implications in most

normative play theory seems to this writer ¢ be

a woefulneglect of 50 years-of psychodynamics

despite the lack of research rigor.in that field,

and is also subject to the criticism of hopeless

romanticism. Modern play theory is stilf an "Oce

to Childhood:"

The ldealization and Malediction of Games
The idealization - of contests of athletic,

ggmes or. Sports varretres IS atleasta?2, OOO year
to the Greek games. Roman gladuatorlal com-
bats, Tournaments, War Games of the Blae and
the Red. the amatelir code, modern Olympics,
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or: prcfesoronal sporta we are confronted wrth
this hegemonicus usage of the play concept in

Western Socisty. Huizinga may- not Havé been
correct to consider piay dominartly from the
viewpoint-of play as contest but it was, as a

startrng pomt a very reallstlc statistical bet The

thrs gr0upthan wrgtihf)epjafy group Inthelatter
it stands tor tender minded variables: children,
women, fantasy, etc. Here it stands for tougher
minded variables: prestige, heroisim,champion-
ships, etc. The dimensions to be dealt with this
ti ie-dre chisters-which deal in cider first-with
games of chance; second with strategy, third
with physical contests.

Games As Irrational

- Man as the creature of irrational Gods is
strong in Homeric narrative. Games of chance.
although not universal; are widespread in human
societies, -usually associated with divinatcry
rites and economic Uncertamty according to
the cross cultural studies of John Roberts and
co-workers - (Roberts - & -Siitton-Smith,  1962).
They can vie with physical contests as amongst
one of-the most-primary meanings of the
concept play And yet moderns taiking about
play seldom have in: mind; “taking chances":
taking risks, -gambling-and- acting- in_ other
irrationa! ways: | have just completed editing a
Handbook of Ch/ldrens Folklore and it con-

tradicts.- completety the kind-of phenomena

discussed in Handbooks of Socialization: The
latter, written by psychologists, are largely
concerned with society as an Fnllghtenment or
Apollonian concern in which children are
gradually enculturated into the rationalities of

their own society, My Haridbook is almost
entlrely about D|0nysran chrldren defyrno such

gression, scapegoatlng c'uelty brutallty

Rumor, mocker superstrtion sex play tcrlet

modern children’ splay is qu: telrratlonal de3p|te
the mornentum of ratronal |deallzatron in the

above .
- --Amongst anthropologrsts of symbohc Ilre

irrational. or deep play is scmetimes given a
major role in cultural dialectics and seen as a

26
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necessary kind of adjustmait to irrevocable
social conflicts. It is contended:that carnivals
and games, .because of their- temporary re-
orienting of priorities of social class, or psy-
chological control systems, maintain the larger
equilibrium of the society (Murphy, 1971).
Babcock's account:of play as a kind of “pro-
jective feminity” on the part of males, which has
been: described above. would be of this order.
Geertz-is famous for his view that the irrationa!
and bloody gambling -game- of cock fighting
amongst the decorous people of Baliis a lesson
to those who participate about- what ‘would
happen if the whole socisty was allowed to take
this direction. He uses the word “deep"” play in

the double sense, that in participating one can
literally lose one's gambling shirt, but also for
most participants can become knowledgeable
about deeper truths of their own society.

- Oddly enough the concept of games of
charice exists-in -a kind of orthogonal reia-
tionship both to tender hearted piay concepts
and tough hearted games of contest: Through-
out Western history.-at least,- there: has been
more legal restiictions on this kind of play-than
on-ary other, although-in many trital societies:
Farticalarly American |ndian, -sich games are
clearly the -central .

'nd :of play: Boiirqgeois
opposition-to this principle of achievement

seems to be the major reason for.so-miich anti

gambling, anti lottery. anti Bingo activity.
Despite the continuance of this opposition-in
our own times, the gambling sector of the
American economy is larger than any other play
sector: Surely, therefore, this miist be a caution
to those social scientists who would prefer to
define play withiout ariy attention whatsoever to
such a very fundamental ifrational component.
How car play be defined solely in terms of
intrinsic motivation, orconcerns with the means

and not the ends; for example, when all games
of charce are based on the importance of

extrinsic motivation, the getting of something
for nothing. Of ccurse ane can prevaricate
about the-excitement of the event being its real
meaning and the outcome only its justification.

But there is such an enormous difference
between games of chance and games of skill,
that definitions covering only the latter are ofa
bourgeois ethnocentric character only. Despite

all the legal and other moral restrictions, the

oo

notion of luck or fate as an instrumentof human
achievement- or success is a central part of
i At least 50%-of-persons in the

e
USA admit to gambling at least once a week, at

least in a moderate way.-according to recent
surveys {(McGurrin; eta 1984). Untoid miliions
also livetheir lives according to the soap opera
and yellow journalistic imagery of adventitious
success. itis of someimport that v donottry to

james ofchance an ideological model for
1dly success but they are nevertheless found
mosthelpful by haif the society in their attempt
to get by. In games of chance we have an
exampie of & game that is addictive, but of a
parallel -ideology of Lady Luck; which is de-
finitely kept back stage exceptamongst those of

lower socioeconomic statas (Caillois, 1961). By
contrast.in-Games of Strategy; the ideology.of

contest games: if anything, has become larger
than the games themselves: - -
In my prior §pgech on stories, | gave you

example after example of irrational stories toid

by children. Here nowis an example of the child
needing to play in its-own “irrational” way
despite -the mother's stren ous-dttempts 1o
"rational {

“rationalize”- and make acceptable the young
child's activity: The exampleis fromJudy Dunn.
Garry:  {playing with a teddy bear) .-.- ... .-
He's got to have a rest. He feeis much
better now, Ted does. He's ating it up.
He's gone to sieep now. He's got his
o piliow for his head. Night Nighi.
Mother: Have you read him a story?
Garry: - No he doesn’t want a story:
Mother: He doesn't want a-story? Ooh; vou
have a story when vou go to bed. Why

don't you getyour caterpiliar book and
read him that? _ _... -
He doesn't want. a story: He's asleep
now . . . Now he’s sitting on the chair.

Garry: 2

S ‘Cause he's one of the three bears.
Mother: One of the three bears? Where's their
porridge? Here's Goldilocks. Look.
This is . ... Goldilocks. She went for a
walk. And sat down there, And went for
a walk. And Big- Father -see that
(growis). And hewent to bed with Hifi.
And he went to Goldilocks:And he - :

wentin that bed: And it was too little for

é'arry:

him so's he could go.in it (growss). So
Daddy Bear tried Baby Bear's. Daddy
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tried Baby Bears Now hes in Baby
Bear's-Baby Bear's tired. Who's this he

says (growis). I'm going to wake her
up Andhesmack Little Ted: Waw Waw
mack -smaf . He: doesn't
want to goto bed ai.y more He wants
te-goto the toilet. He's domg weewee
Lo on the floor. e -
Mother: He'd better not. Go and s:t h:m on the
potty. -~ .

Garry: He s done it. Hes weel ]

done ‘againands gqejagam He's
done it onthe floor: He's done it on the
sofa-. - There's Father Bear ¢ commg

and Bab wakes up.

he goe’s 'a'rid .And Fathgrfsﬁays That
my chair! (growls) And Smiack! Smack!
-Smack!
(E)unn 1980) - e o
. Wissimply not possibte to deal with the very
young for any length of time without realizing
,thny must deal constantly with hurts and

bidden pleasures and that thegeg:o mute a

signiticant portion of their. play with the
irrational. And justas we often won't listen to the
stories that they would like to teli us, 5o simi arly
we would rather not know about this kind of
play: We would prefer to think of play problem

solving and as mastery of clean tasks; not as a
mastery of life’s less tastefu! desires and un-

happy feelings:

Games lls Deception s

Games of strategy coeggsjgﬂ i tncaHyLwnh
higher levels of :cultural complexity. anc the
existence of specialized-social and occupational
classes; etc. Anthropologist Jol erts and|
inour series of cross culturai studies were led to

suppose that they were models of strategy.

tactlcs andsocial systemswhichwere necessary
hen tribal-groups reached such jeveis of com-
plexity as to.need training in the-artifices-of

military or diplomatic strategy (Sotton-Smith;
1972;. Presumably strategy and deception are
as-old as-human history; except that the cross
qutu,rg{Qa}gon strategy. games also show that

mplexity.

they increase linearly witl. cuttural

There is more child training in trustfuiness in .

gr1Qe§ of lower generai complexnty, a statlstlcal
finding which is supportive of our-proposi
about stra ‘games -as models of deceptive

power. Intellectual rationalizations of -decep-

tiveness are knnwn ‘to us in Euronean Society

writings of Machlaveul {1513),- Casnghone
{1528); but the same sense of homan sophis-
tication-in-social dealings is implicit in the

parodies of those times. by Erasmus (1509),
Rabelais {1532) and Cervantes {1605). in case
there should think of this as-a very spet
and-limited case cf play; the English dictionary;
on-the-contrary, makes these kinds of elements

central to play's definition (Webster, 1961)
The player is not trustworthy: :

He plays both ends against the middlé
plays tricks
piays on-words
plays ticb
plays havoc .-
plays < st the other
makes pIays for the oppOSIte sex
plays second fiddle
plays ir urrhandrs? -
plays upon vour feelings
plays up to-you
plays his cards well

He is the giaygrﬂhgg,ges lifeas a gamb!e
He takes his chances
Finds the odds-against him
Has an ace up his sleeve
Is holding all the aces
Seesitasatoss-up - - -
Knows how to play his cards right
Will win big: :
Orisa realr r. but m e = e
Where is-he-when the ch ps are down
Perhaps he has-an ace in the hole

Or heis b'ufflng S
Oris playmg it- cIose to the vest

Sweeten t‘we ‘po’
Stand pat - .
Or wait for the luck of the draw

{Lakoff arnd Johnson, 1980}
And- beyond -the dictionary, even -in

chuldﬁrfep s play, if we may judge by oor two most

representative, atbeit anecdotal coliections;
English (Opie arid Opie, 1968; Slukin, 1981) and

28
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American (Knapp and Knapp. 1976). samples or

my own analysis, approximately two thirds of
Children’s playtime is-engaged in power

struggles and deceptions of one kind or another.
-----Furthermore, just as games of-chance have

entered into rational modern thought in a

momentous way as the theory of probability for
which they were Pascal's original model. so
games of strategy have had their momentous
impact through the Game theory of Von Neo-
mann and Morgenstein.-According to one
scenario our rational Russians and rational
Amigricans -go about planning their zero sum
games with minimax_strategies.- hoping to
maximize their own gains at the expense of their
opponents. Enormous time and etfort has gone
into the predictive value of these and multiple
other kinds of game considerations in all bar-
gaining situations.whether those of economics,

politics or war (Tedeschi; Schenker, Bonoma.

1973). And-while most suppose that mixed
motive games; even maximax games. are more
probable than zero sum games as a metaphor
for world confliet, no-one seems to doubt the
value of strategic games of contest when talking
about-human affairs-{Scheliing.-1960). This is
the century when the game of- contest and

related strategies came into their own as a

metaphor- for -the control of human affairs.

whether in war. business (Maccoby, 1976),

pSychopathology (Berne. 1974). anthropology
(Geertz, 1973), sociology-(Gottman. 1974), edu-
cation (Avedon and Sutton-Smith. 1971). .
- As Geertz has said in his commentary on
GOffman: B Lol LTI T TLILL
the image of society that emerges
from Goffman's and from that of the
swarm of scholars who in one way or
another follow or depend.on him, is
of an unbroken stream of gambits,

ploys.: ariifices: blufis, disguises.

play enigmatical games whose
structure is clear but whose point is
not (1960, p. 170} - - - -

cleverly.-more often comically—to

Clearly-no theory of piay is sufficient that
does not-take into account the rolz of artifice
and strategy in human playfulniess. What i§

perhaps lacking in these too liberal attempts to
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use games as a model for human affairs is that
the differences between games and everyday
life tend to be oblivesced. Games can heighten

motives and-intensity -of action by clearly
containingit. In games of coniest one can alfow
a blatant ccmpetitiveness and deception be-
cduse the rules are supposed to- prevent any
social breakdown from occutririg. And although

such controls are not always successful by and
large they work. 1n-everyday pubiic behavior:
however, where such collaboration -is not as-
sured there must be an enormouas amount of
pettyfogging ritualism to -prevent disruption.
Goffman’s astute writings of Behavior in Public

Places--(1973) should convince one of the
irrelevance of much that is said about games.

including that of Goffman himself, to everyday
affairs. The ideclogy of the competitive game is
a foreign transplant when applied to family or
community groups. though it may indeed make
more sense in situations where others are

treatedin relatively alien ways as instruments of

specific actions, and the rest of their humanity is

disregarced: Perhaps the war of ideologists we

are describing here between those who idealize
play and those-who -idealize games has its
center at just this point. where the treatment of
human: beings: as members of a community
contrasts so strongly with their treatment as
agencies of instrumental powers. ecoriomic or
governmental. - :

Play and games metaphors then become
epiphenomena in thestruggle between wormen

and men, peace parties-and-war parties; ecol-
0gists and industrialists, etc.-Paradoxicaly.
games-of chance which exist outside the

hegemonious ideologies of achievement do

exercise a greater autonomy as forms of play
than do games of strategy, which are subsumed
to.reigning ideologies. Nixon could talk about

his game plan in Cambodia: He did not advocate
his bombing as a throw of the dice.

At the early childhood level it is possible 1o
see the seeds of the strategies which wil! in due
course become a component of many adult
kinds-of playing. There follows three examples

in order of the age of the players. They are of

increasing complexity and- each involves-the
manipulation of one or more players by other
players. They. are elémentary lessons in learn-
ing trie character of strategy.
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(1) e
Kathy: an 18 month old: was half sprawled

across her -mother's {ap. -sucking on-a small
block. A-24 month old. Tasha. stood nearby
watching them Kathy's mother pulled a block

yoor mouth Dirty ~ Tasha hopped over to the
other blocks on the floor a few feet away. got
one, and placed it in her mouth.as she ap-
proached Kathy's mother. She stopped near the
mother. facing her. apparently waiting for herte

pull the block from her mouth as she had done
for Kathy. Kathy quickly approached. vocalized,
and pulled the biock from Tasha's mouth. then
backed away slightly; holding the block. Tasha
turned, got another block, placed it in her mouth
and approached Kathy. Fathy approached and
vocalized. pulled the block from Tasha's mouth
and- placed-it in-FHer own mouth. - Tasha got

another block: placed it in her mouth: tarned to
look at Kathy. then stood. waiting.. Kathy
approached and pulled the block from Tasha's
mouth for the third time. They stood iooking at
each--other. -about - three feet dpart. for four

seconds: Then Kathy took a block from her own
hibuth ahd éééhiéd ?'o' try tb piak:é it ih Taéﬁa'é

block; whule Kathy's mother turned to Tasha's
mother and said “Yukh.” Kathy pulléd the block

back and walked away: She held out another
bibek téhtativéiy tp Tasha bi_it TaSha didh't

and placed it in her mouth. She: approached
Kathy. stood and waited, ker head thrust
forward with the block in her moutt Kathy
approached and tried to remove the block, but
had to drop the blocks she was holding to.do so.

She removed the blockraprd placed it in her own
block, and fifth, placed it in her mouth and
approached Kathy.Kathy reached for the block,
but-Tasha backed avg)i and-held on to the

block: saying "Mine,” then hopped away: (Hays:
Ross, Goldman. 1979)
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(2)

Girl {38 months).

1.

—_
—_

13. 1

15.

21.

23,

Go to sleep

3. Why" (Whmmg
5.
7. No, say ‘Because.’

Why?

{Emiphaticaly) - -

. Why? Becaose

why?

. Why?
E\{thause I bit
somepody:.

Say. “got to sieep.
Put your head
down. (Sternly)
hl

No

My head’'s up:
(giggles) | want my
teddy bear. (petu-
lant voice)

Why?

(G:rl drops baby role):

25.

(3)

Sally

Are -:you going: to
pack your teddy
bear?

(Garvey. 1377)

Boy {35 months).

2.

o

0.
2.
14.
16.

18.
20.

23

Go sleep now.

Baby .

Because
Because. - .
{Emphatically)- - -

Notgood You bad:

Cause you sp|II
your milk.
Yes. you did.

Put head down.
(Sternly)

Yes.

Yes. Okay IW|II
spank you. Bad
boy. (Spanks her)-
No: you teddy bear

go away. (Sternly)

Cause hedoes
(Walk° off with
teddy bear)

(to Alisen): Why don't you o and do your

homework? You got any homework? You want
to-play with your veddy bear? -
Ellen: No,-she's being a bad girl today

Alison:

No | didn't.

Sally {ic Elles). What did she do”?
Ellen: She picked up a kmfe Was trvung to kill

her dad. - -

Alison (with frown): No I didn't. | just maked a
play one:

Ellen (hugging) Trat's OK than.

(Fein, 1985)
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Games As Physucal Contest oo

Thesearethe mostwndespread ofgames in
the world and exist in many societies which do
not also have either games of chance-or game-

of strategy. or both. Their existence alone is
correlated with- societies of low complexity.

Much that has been said about games of stra-

legy -also applies -here. These games; as in
Greek or modern Olympia, have always been

the most prestigious of all kinds of games. But

as we have seen. there is a shift going or. in thijs

century in games. from physical-to- symibolic

contest. probably paralieling the shift from

manual 1o the-non-manual occupations; from

the industrial to the computersociety. Thesiles
of strategy.-card, fantasy and-video games has

risen steadily over-tha-past-50-years as a

proportionate share of the market of recreation.
- -Whatwe havetoreport here, as with games

of strategy. is the gradual development of

collaboratively or feministically oriented re-
searchwhvchrswhutthnoawayatthedomrnantly

o CTE

rnsuumental _ways in whrch these games have

and Sutton-Smith, 1971) In a sense, soine of

this:attenuation has_already occurred with the
strategy-gamesofthe last section. Where games
are played which allow gither more competitive
or more collaborative strategies 1o be used: By
and large third world-players, tural players. o-al

culture players: as compared with urban and
literate major world-cuitures, choose-the more

co- operatnve over the more competmve Stra-

possible to see collaboratlon as the more back-
ward.or primitive form of play or alternatively to
see it as the more rational and sensible form.

gn,en the state of the modern world or thrrd'
geﬁelnschaft or tender hearted states of earlier
culture m ou. ,.ndst .
currentiy an attempt to suggeat that classsc
interpretations- of sex differences may have
been incorrectly interpreted-{Suttoh-Smith
1979). The classic differences are as follows:

A number of investigators (Lehmarn ahd
Wrtty 1927 Eifermann. 1971; Lever, 1976, have
described boys' games as showing a greater

emphasis on the following than girls' games:
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bodrly strength and bodnly contact
a continuous fiow of activity
motor activity involving the whole body

the use ~f larger spaces and the outdoors -

fantasied or actual conflict between groups
orteams . - - . -

successachieved through active interference
with the other player

well defined outcomes, with winners and
losers clearly labeled

players-ir-larger groups

games that last ionger -
more age-heterogeneous ¢ groups
Lever (1976} has argued- that the listing of

these characteristics 1s another way ot saying

that boys'- games provide them with learning

environments of greater complexity. Their

games contain -significantly more role differ-
entiatiori, interdépendence of players, larger-

sized g: oups: competitiveness and goal explicit-

ness. rule specifications, and team formatiors,
all of which are characteristics of more complex

forms of social organization: -

- M, by-contrast, wecomparethechuracterrs-
tic games of girls, we find them described as
showing more: :

turn taking in ogdered sequences

choral activity; songs: and rhymes

rhythm and words

stages in play that are riuitipie and well

defined: - S

competition that is indirect .

a multiplicity of rules dictating every move

only parts of the body that are involved

solitary practice ---

compeliiion oetween rndlvrduals not between

groups -

As Lever ( 1976) lnterpretedthese character-

istics, the boys are being prepared for raleg ii

the ldarger, complex institutions of society and

thegirisare being prepared for roles in intimate

or familial, smali- group relatlonéhrps Lever
said.; :

“A girl engaged in pastnmeq wrthone of a
series-0i-best friends’ may be gaining training
appropriate for later dating exbérience of serial
monogamy Where sensitivity to a particuldr

other is called-for. put she is less likely than her
sports- oriented brather to learn ‘organizationally
relevant skills. .. Boys learn the ability to tuke

the role of the genera//zed other, whereas girls
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develop empathy to take the role of the part/-

cuafar other.” -
Gilligan (1982) is somewhat skepilcal of

Lever's interpretations of the play of boys and
giris. and she has gond reason to be. Cristine
Von Glascoe, for -example, describes in an
intensive stady of a group of giris playing the
game Redlight, in which a group of playerstries
tocreep up behind the back of one standing oot
infrontoftheminordertotouch her onthe back

without being -seen.-and then take her place

(1980): She describes some of the interactiors
as follows: -

- "When dlsputes arise between dlrector and
other players the: ga'ne of Pedllgh‘ stops A

merjl is subsmuted in its place lhlS rnterror
game | refer to as ‘Redlight-Il.' The substantive
natureof these disputes addresses the question

of whether or not the director observed-some
player to move curing the no-go condition. A

surprising order of philosophical inquiry
ererges in the course of su :n cebates Argu-

anq ,f,?’,t,e de,‘,“”"','??d,??ls, A summary of
directors' acts is expressed in the fcllowing
paradigm: | saw yoiu move, and your move was

intentional and goal orrented therefore -you

player sresponse would be: | didn‘t move; and if
I did it wasn't goal directed, and if it was goal
directed and intentional, you didn't see-me.

By this account; the girls in "Rediight” are
learning how to be-lawyers or:philosophers.
One gets-from this description the feeling that
giris’ apparently low ievel ability in negotiations
and complexplay may have been falsely stated.

My colleague, Br: tinda Hughes; set oat to
inveétigate the§é matléré by éf'u”d'yih'g' gi'rl.;

period of several years. eretheear'leronechrld
study of Diana Kelly-Byrne. this was-again-an

intensive et rhrrorgraphlc atudy conducted over a
lanq period of timé What she diécbvered Vvaé
readmn o7 their action rules; as Roberis and |
had dunein ourcross cultural work.and as have

most investigators in game interpretation, re-
veais almost riothing about the utility of the
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games to the players. What she described was
ar apparently sirnple game in which a-ba'l is
boJnced around four squarss from piayer to
player. one on each of the squares so that the
plavers missinathe ball aoes ciit ipining the line

of waiting players who move up one notch; the
first in line now joining the play in the bottom
square. The player inthe top square is the King:

Judged by these actior rules the play of these
girls is quite simple. Long term observaticn and

interviews however established that players
ectually played the game by ahother dee of

change from leadmg player to Ieadlng player in
a-variety of ways. This code was-essentially-an
etiguettical code about the manner of play
varying at one extreme between being nasty to
another-extreme of being nice.-In-general,-play

had to seem to be nice: Anyone putting out

another player-in an aggressive mariner would
be-seen as nasty, and the shot.could be played
over on protest by the offended player. However.
if someone seemed nice while playing an ag-

gressive shot. she woaid be upheid by the
others and the offended player would have to
retire.- While theie were many belances of

nice/nasty manner: the game in this group had
as much to do with maintaining this esprit de

corp as with winning the contest: In addition to
this code. however. there was yet another which
had to do with each sub group's attempt to

maintain their own best friends on the square.
This was the collegial code which has ceen
show i to dorninate play. as for exa'nple inthe
classic work of W.F, Whyte “Street Corner
Society {1943).-in which the ol'come of the

games.was mcre closely related to the socio-
metric power ranking ofthe players than to their
actual skill at the game.

Similarly inthese girls' play. they constantly
maneuvered-to-get their own friends on -ihe

square. while appearing not to de anvthing of

the sort. In short, there was complicitous
agreements to treat out group members {0 nasty

shots; but only in a delayed manner, and in a
disguised way. so that they -cowld not be ae-
cused of sz doing by rmembers of other c'aques:
The giris playing these games then were (1)

playingthe game (2) maintaining a public code

of pleasant and friendly procedures (3) while
privately seeking to favor their own claques.
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in preserving both 3 code of collaboration ang
yet aiso serving the special interests-of their
intimate friends is the very opposite of the code
which supposedly governs competitive games

where ali-are supposed to be equal. before-irig

The praxis of these girls with their interest

laws of action: It is not-surprising perhaps that
Lever,-by assuming the relevance of the latier
code to male dominant society; called girls
short for their inferiorities at that kind of play:
And yet the praxis of these girls, like the praxis

of those who play strategic games collabora-
tively, like-the praxis of those who throughout
many oral societies prefer collaborative to
competitive james; like the praxis of those who
want tothink ot play as a sphere of freedom and
imagination, mastery and collaboration, rather
than a sphere_of irrationality or contest; all
derives from a fundamentally different rheto-ic
of life; more arcient, more feminine, and mere
communal.
Conclusion .. , , )
- I'have presented you with an opposition of
metaphors betweeen play seen as a manifes-
tation of:

freedom

imagination

Collaboration -
and games as a manifestation of-
irrationality
strategic contest
physical contest IR T )
Fhave attempted to show the cuiture cenric

character of all of these concepts: and in
addition suggest that they are themselves a part

of the ideological play of larger social conflicts
between: .
female - male .-
commonal individualistic
peaceful warlike-- -
gemeinschaft. - geselischaft
In all of this | agree with Kenneth Burke's
view-that the play and games-we know in this
world are largely delivered 10 us wrapped. in
rhetoric.- The boundaries have be. drawn for
us sincethe-Greeks but in the past two hundred
years the dialectic between play and games has
become moreinsistent. the resedrchers on each
doing the kind-of research that justifies -thair
own metaphysical stance. Clearly the statement
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in_my introduction that life is a game is a
reassertion of hegemony by the gamers. B
Bt my fﬁéjo,r;methodologicagfpo'mt must

be an advocacy of the more far reaching kind of

research that | have advocated ere. It does not
pay to treat either play or games In jselation

from the surrou nding ideologies and practices

if we are to-understand their contingent roles.
Though neither play rior games may lend them-
selves- easily to universal- meaning, -they are
nevertheless heavily indebtea tc history, and
studies which do not take that historical context
into account are likely to be particularly
artificial. . -.-- .. .. -
On the practical-level the early childhood
praetitioner who is-caught up in only one cr
other of these broader contexts of play is likely
to make important practical mistakes. Play is
not to be confused with mastery, with explor-
ation or with imagination. Education rneeus to
be concerned with all of these other ways:in

which young-children manifest their -intelli-
gence. But ta conflate play with these; is
probably to deny to play its own syhere for
children to zxercise their interests in the irra-
tional, the deceptive and the -contestive. As
these fatter kinds of play are not as pledsant as
those which we usually prefer to supervise and
constrain, (the free, the imaqginztive, the master-
ful, and the collaborative) by calling play these

other forms of intelligence it can be cy! from
educaticn.And yet the hisiorical power of these
various piay forms-strongly suggests the con-
tinuing need of all chiidren for théir play space
free from us where they can work -out-their
destinies alone and together without tos mych
interference {short of ensuring their safety).

We need to think of play, therefore. aot-as
necessarily free; irrational, deceptive. Contes.
tive, free, creative, masteriul or.co iaborative,
but basically as a kind of language with which,
individuals and groups commiunicate with their
own deeper feelifigs. Play is neither gocd-nor
Bad in its own right. but like eating and exercise
is necessary tor the health of the organism. if
this vital communicative function is to continue
to serve the emotional health of children. it
needs to be keptfree from us wihatever freedom
it may or may not give to children.
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ARTISTIC DEVELOPMENT DURING EARLY CHILDHOOD

Jomzs b, Brutge
Departrment of Art -
University of Minnesota, Duluth

°rovxd|ng children with bassc art concept.,
e—arlﬁntt eir developmentgives them the basis

for better anderstancing of art principles ind

design concepts at a later age. Generally
speakiny,-baties, exposed to colorful objects
that move; tend tc develop. their awareness
ca'p'ab"litiés earlier than babies who are raised

iinout such szisory stimulating items. The
:. ildhood art development isin the

way the f;ensesare stimidated and the activitics

usec to bring aboot the stimolation: 3
When: dealing with the sensitivity of the
p"resct.coler care must be takeri to avoid

hindering aesthetic growth. The development
of the-senses and- basic art concepts-is often

attempted by using methods that stresc the use
of materials in_a pattern-oriented way. These
methods have the child cut, paste, fold and bend
according to the directions given by the in-
structor.-Often-the end restlt is one th.at looks

similar to what fellow classmates have done.
Other methods ha . the child-fili-in color -on
hand-outs that ok hke pages-from a coloring

book. Methods such:asthese do nothing for the
artistic development . of the child.-in faci, they

interfere with the ckild's artistic development.
Ofien these damaging activities have a long
range effect on the child. When challenged!ater

to performin a creative way the child holds back
for instruction en-how te do so.

A bette: more. effectuve way to brmg about

concepts is through a weil deweloped art
education program. -An art education program
is @ contincous life long learning e: nerience. It
involves not only working with various media;
but also, appreciation of art fundamentals, an
understanding of who artists are; and why they
do -what they- do. it aiso includes:- teaching
childreri how to make judgements about their
owri work as well as the work of others.

- Thestartof an-art education program-begins

wuth the baby in the crib playing with the

colorful n“owng object The ch:lds senses are
||kea spongesdaklng in aII lt can to b'—" used ata

growth: S
Vairi'o'u'Z 'p'h'ios')bhiés ékist in ragaro‘ to

view which seem c‘learly defined are: (a) the
child wi) develep skil!'s and-understanding of

artistic expression tnrough natural means. (The
child simply needs tc have tools and materials
provided), and (b) attistic growth can be - .ided
with a well- developed ar'-<ducation p: ograrn
providing directior and training.

Eurrent thinking ard evidence Have shown
that children raised in an enviroirment where
they are challenged, stimuldated and c.ven

dlrectzon as: weH as tralrlng are furthcr 3head

means alone Chilcren who have explored
materials come to the pre-school program or
Kindergarten further-advanced. in-their-ariistic

deve’opment than the chuid who had iittle or no

Befc re an art education prooran‘ can. be
developr:d there needs o be an :wareness of
tiievarious stages of arlistic develupment. These

stages have been ooserved; studied and fally
researched by such greats as Piaget, Lowenfeld
and Kellcq.

- The first stage i< often referred to as the
Scribble-oF Manipulative Stage-The-age rang:

in this stage begins around the first year and
rJns through thc fourth vear Obvuously these

will travel through the stages chkly and others
more-siowly. Children begin-to express theri-

selves early by donng such thlngs as makmg

chair or by smearing and markmg the wau

behtind. Children's first attempts at using
crayons, pencils, or other simiiar type of

- markers; tend to be marks made by swingingthe
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inok away. These marks have no real v1sua|
meaning, but, -are simply an outcome of the
child’'s physical and psy 1ologtcal develop-
ment. Thechild makes thelines because thereis
enjoyment in doing so. During this eary stage
the marks cango in many directions depending
upon-the position-of the child, whether on the

floor or sitting at a table: How the marking tool is
held wrll also effect the types ef marks made
to the ‘aduit they: are an |mportant part of a
chilg's-aesthetic-development. It-is interesting
to note that all children, no matter what their
nationality, begrnthecrartcstrcexpressronlnthe
same way. - - -

During the enthtJSIaStIC drscovery that
te tair thlngsmake marks a Chtld in thrs stage

intended to -be marked. Often the.value of the
child’s scubbhng and marking islcstio the aduit

and sometimes efforts are made tc prevent the
child from doing what is natural. Parents wh¢
find their two year old marking the-wall-or

furniture are relieved to see the chiid pass from
this stage.-t is during this stage that the child

learns that marking is a way of changing the
environment and by holding a tool and waving
the arms achange is made. Unlike the making of

sounds, which comeand go; themarks are there

to be seen and added to. This-is a major concept

to be iearnec by the child; one that forms the
.oundatron or further draw.ng to come

begun to scrrbb!e control is demonstrated and
maglgsgg%rgggeghe way they aré wanted. When
given the chanceto select {rom several marking
colors, the child seeras to randomiy pick a color
Children ofthis age vary in where their markings
appear. on a paper. Some prefer to scribble in
the uppercorners,-others in the center or icwer
corners or in various other locations and
directions on the paper. Because there is now
mcre coordination -between- iheir- visual and
motor development; ‘most children seem to

spend - moreé time manipulating their marks. it is

not unusual to see achild precccupied fora half
hour or more trying:-out new colors and new
lines. This is also-a time for experimenting on

how to hold the marking tool: The child's marks

now become much more comptex If‘ere often

is a discovery by tre child that relates to the
marks on ti.e paper and to some item in the
chuld s envrronment Although there is no  ap-

and the markmg the. .gct”that the child is

beginning tc equate the drawn. marks with
objects in the eAvironrment-is a-sign of further

intellectual and artistic developmenf - This

beginsthemoment whenthe difference between
making marks randomly and a more controlled

tnarking begins to take place When the child
begins-to-realize his/her ability to cantrol the
line patterns; there is a period of-intense

excitement. |t is during this time that the child
will want to share-this-newly found abiirty with

an adult. This. makes the role of the parent or
other-adult approeached an important one. The

image made by the child is.of little impcrtance

durmg th|= time; but recognmon of the cmld 'S

response is helpful in the child's development

-- The next step -in the child's development

begins when the child's thinking starts tocnar.ge

from the simple enjoyment of making lines and
movenieni tgthatof imaginative thinking. itis at

this poinr: around the age of three to four, that

the child verbalizes thescribbledimages: This is
asually done in two subsiagss. in the first, the
zhild maxes a scribble and ‘then begins- to
describe what the-scribble is (the dog: momma;
daddy; etc:). This ic aniottier ‘extremely important

develcpment. When :he child verbalizes about
the scribblings, it- shows that -the chiid is

begrnmng tothink in terms of merital | pictures. It

is atimeinthe child's iife that the parent should

record and celebrate. Unfortunatefy uniike the
first word or first step; it is often over looked.
Thereason foritsimportance is that the momerit

the child begins to think and fu nction-by making

marks that reflect a specific thinking; the child

now has demonstrated abilities that identify a

human being as far above other animals, The

child's inventionotfgraphic symbolsandtheuse
cfihese symbols far outranks takrng afirst step
or uttering the first word. :

In the second substage- the ch|Id telis what
he/she is going to make a “picture” of and then
proceeds to seribble. The scritble symbol used
in the naming is asually a circu!ar-oné which

often appears amorg linear patterns. These
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ircles are pointed to or drawn as part of the
dlSCUSSlOI'\ astowhatthey are orwhat they may

stand for: The drawmgs do not appear much
i

child now drawswnth aspecmcmtent wnere as

befare the scribbles were unrelated:

--- Ghildrer who are three and a -half usually
have arrived at the stage of naming thesctribble.
This arrivai time is dependent on factors of
maturity -and environmentai inflience. Much

also depends opon how much opportumty the

materlals The ohzld who has. a well. rounded

pre-school experience which inciodes working
with -a variety -of marking -materials -and en-

ccaragement to create will begm ktndergarten

ability to mampola te and control scrrbbles
he/she begins to finid more and more meaning

in the |mage= createa: Adults Iooklng at the

differer: from what the cmld gees.- There is a

dange! in the aduit trying to give an inter-
pretatlontothescnbbleor placnngthechlldlna

or describe what the marks are. Adults, when
given the apportunity,-should enccurage the

chutd to contlnue W|th hts/her new found abilities

and most aduits tend to: revert to scnbblmg
when trying outa new marking device such-asa

batl point pen or a feit marker: In some respects,

aduits neverleave the scribble stage entirely,
The second major stage is referred to as the
Pre-ldeacr Symbol Forming Siage. This accurs

arcundthe age of four through-seven.-The child

enters this stage when the scribble has taken on
cireular shapes with lines intersecting or dang-
ling from them: Eventuailly the child beginsto
use these shapes as symbois for various things:.
Often the sgf;mpgg’fghe cat”- may_ also be the
symbol for “the.house™. There seems 1o be no
truedrstlnctton for som~ oftheseeafiy sy;nbois
many things. This pheromena s |m|larto the
child who learasthe word "kitty" and-uses it not
only for the house cat but; also, foi the neigh-
ber's dogandany other four legged animal. The

childlearns new words when the pareni explains

that the df:g is dog not kutty tn the same
way. as tne child experiments witk new symbols
and-adds-mere hnes to the ircularshape & new

graphic \angoage t2gins tc ake form allowing
the child a bigger for.mat for expression - - -
- The earliest form inthis s—age is usually. that

of a circle with lines hanging down: Often the
childreferstotnisformas "mommy” ordaddy".

Various experts have given reasons as to why
the chiid tends to choose to draw and associate
certain ideas with this-symbol. Most, who have

worked wuth chuldrer agreethat thechild ofthis

body in that it knows that arms and Iegs do not
come odt of heads. Thereason a child:uses this
symbol is- that the circle stands for-the entire

body not just the head: Ifthesymboltsv'ewedtn
this Wé'y thé'r'é islittiedtffii:ijlty inunde'fstan'dtng

the head. Symbo!s used by a child to expuess

certain concepts or things, are representational

anrd as a result they may stand for something
that looks entirely different in reality. The sym-
bol constantly changes as the child continues-to

mature. When two circles are used; one for the
head and-the other for the body,-rapid charges

begin to occar: Now the child has a shape that
can be changed to stand for a man or woman.
Eyes, nose, ears, and hair begin-to be more than

simple slash marks on a large circie. At first
these facial characteristics -are-simple, but as

the child's perceptions mature the maiks relate
more to the obie«t tiey are to represent. Body
parts such as arms, icgs, and feet also become

more meaningfully described: Dependnng upon
the perception-of the child, hands begin to have

five fingers clearly defined: It is important to
'réé'li'z’é that this sta'g'e' is CHaiaétéiiied By thé
usec to express all the new and wonderfuol
things that-are being discovered. -
Choice of colors used by children in tkis
stage seems to have littie relationship to the
subject drawn. The child’s. full-attention and
interest seems ta be in relating the drawing to
objects. Colorisselected on thebasis of interest
tothe child rathei than on the relationship of the
color to the object-being drawn. it is important

that the child be given opportunities to experi-

ment with colorso that when the dssire to relate
color to the object occurs there will be a
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compatibie relatlonsnlp to the 651’éf:i and its
natural-color.
A child usually develops more. than- one

category of symbols at a t:me Much depends

and the opportumtnes that are avallzble lo tre
child-te perceive different objects as- new
symbois for drawing. When the child begins to
make a composition, which :nvolves two or
more symbols related to the same thought, it
demonstrates having reached a new level of
visual communication. Unfortunately, this is the

time wheri the symbols begin to appear some-

what meahmgtul to adul?s who want to help the

the chiid's image rnakmg abul:ty is at a. very
c;rucxal stage \Nhen adults Wy to help by

draw things "better", or by having the child ose
color-in flgures atremendous hancicap 15 pre-

sented to the (‘hlld These anti-art methccs

negative mtermptlons accur. there is a ten-
dency on the part ot the ckild ts accept the aduit

|mage o. way of domg asthe nght way and their

menta! block that may end upin oelaymg the
child’s deveiopment in symbol makvng
The more details a ¢hiid showsin adrawing

the more aware the chiig is.of his‘her sur-
roundings.- Theé child who repeats the same
symbol over.and over is. gernerally speaking.

cne who is:more withdrawn and perhaps more
insecudre. Other childréen- react towards an

experience that is emotionally stimulating by
drawing-a sensitive reactive picture. The ad-

vantageofpictures drawn by achildoverwords
used by a child is that words can often fool the
listener into thinking-the-child understands

more than he/she does: Pictures; or the other

hand. give-Us-a precise understanding of how
far the child has developed inthe understanding
of the surrounding environment..

An art education program for pre-schoof
children needs to involve an understanding of

children-as they evolve through the stages of
artistic. development Programs designed- to
heighten children's awareness of their en-
vironment are important to-the symbol devei-

opment of each child. Activities that bring into

play the various art ele"nents of line; texture

color, and shape will provide arich background
for children’s fataore artistic development.
Althougk they may not understand the work of

the recognized artist, pre-schoolérs can benefit
iooking at and discussing *he work of these
artists. Works of artists sych as Klee;, Matise;

and Rouault seem to have appeal-to thp pre-

schooler. Discussing thework of artists such as
these with atterition given to the siiapes. colors
and themes o¢ the work gives children a charice
to expand their visual experience.

Two andthree dimensional actwmesshoqu

besuchastoallowtheindividua! chiidachance
10 use wnatever symbols are at -his/her ~om-

mand. Care should be taker to avoid using anti-
art technigues - bolormg book approaches and
“follow the pattern” types of activities -are

RarmtH to the child who is in the prczess of
developingvisuai symbols. Ashow arnd tell after

an activity gives eact child a chance to respond
verbally about-the work thus expanding the
child’'s ability to sce what has been accom-

plished. Discussions of this type also provide
the basis for future understanding of the art

work ¢f others:
These early years are very important to
chiidren not only bezause of artistic develop-

ment -but also because of self-attitudes based
on their accomplishirients- Attitudes of oneself

are also based on the sensed attitudes of others
around them. The ycung chiid is no exception.
The attitude of parents andg tedchers-towaids

the accomplishments of the young child will
give that child feelings of security or insecurity

depending_upon the sensitivity of the aduits.
The task of each of us who works with yoting
children is to frst vrderstand - as- much as

possible ahout how children develop and then

work with that understdnding to bring about the
best possible effects:
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HOLISTIC WELLNESS FOR TEACHERS

Frank Guidbrandsen. Ph.D.. D.S¢.
Associzate Professor of Education and Human Service Professions

Univerzity of Mi

and other human service professnonals who
work with kids some ideas about holistic well-
ness, total-pers gn irtegration, in order for them

" to be able to take :ne steps necessary to better

operating at high levels. It is the contention of
theauthorthatthehigherlevetsteacherstibeiate
on. the higherlevels their students ~ill operate

or: A good deaI of research data backs up thls

themselves -so that they-may- consistently be

1961, 1968 10"5 1981, 1985)
- One way of looking at high-level,-holistic
WE“I'rPa.; 45 to Use the analogy of people being

like fine sports cars with magnificent engines.
Most of us-work well enough that-we can get
started and out of our garages each morning.
but rarely do we motivate at tne ievel for which
we-are-built -1t is as though we arz running on

two orthleecylu'\ders Sometimas we areaware
that things are not quite right, but lacking an
owners mantial, we are nctguite sure what to do

in_order to make ihirgs right. We may have
memories- of those special-days, or periods

within a day when everything was hitting on all
cylinders. What a wonderful time that was- But
how to getback to it? Understanding the basics
of the holistic approach io weliness will help.

- A- human -being can be-looked at from

dnferent compartmental points of view. The one

“compariment” we are all-very familiar with is
the physical. We dare beings with bodies: We are
not just bodies; inceed there are times when
many of us-may think our bodies do not really

belang to as, but there is 1ust no gettlng around

world. Beyondthath0wever weare bemgs who

have intellects; and beings who emote, and we

are social beinigs.- Finally. we -are spiritual
beings. Sn. we have these five compartments:
physical Intellectual. emotional, social, and

spiritual.

There is a oreat amount of information
current on how to get the physical self to

2sota; Duluth

operate on "ngher ievels. Much of the literature
is basically similar, because the:facts at the
physical level are somewhat simple.-We-would

like to complicate it, find shortcuts and miracle

breakthroughs. but these come rarely. In order
to function well, the body needs to be exercised

regulariy What that means is. that tnree or

actrvnty for twentv and thlrty minutes that gets
the engine running somewhere between sixty

and eighty percent-of maximum. We-can walk

briskiy; jog smp rope, dance wgorously, swnm

act.vuty that will get the heart to an “aerobic”
range and keep it there for long enough to get a
training -effect. -The -easiest way to know what
the target range is; is to subtract your age. from
220.-and-then take sixty to eighty percert of that:
That is the number the pulse needs to be at

during the exercise for the twenty to thirty
sustained minutes.- - -- -

Beyondthat we needto put decent fuel mto
our magnificent machines in order io maximize
the-engine's peak performance. There are few
areas: of greater:controversy than optimum
nutrition, -and individusl-needs. are somewhat

differert; but with that being said; most Ameri-
cans are eating too much fat by far, too much
read-meat-and protein in general, ot enough
complex carhahydrate in thieform of fresh fruits
and vegetables, too much refired sugar and salt

... and we eat too quuckly and with too much
stress while we eat. Most of us canlearn to begin
to-modify-our eating habits toward more healthy

ones; avoid fads and miracie cures. listen to
what makes us feel good --. truly. ,J’hereare

times whien some of us may say that we craveice
cream; iots of ice cream. We may-want it, butwe
most probably do not need it, although we may
need complex carbohydrate; milk; calcium or
some other component of ice cream. The key
word is of course, moderation:

: To develop-to our optimum iniellectually
turns out to not be that much different from
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developing phy3|ca|ly We need to form. a
regular -diseipline, follow some-simplé rules,

and do it: For most of us we are going to some
day work to maximize our-intellectual selves
“We want to begin at the ‘right' time and place—
which usually tarns out to be some time in the
future and someplace else.” (CHOP WOOD,
EARRY WATER. Felds et:al., p.9.) Sowebegin.
- Perhaps we take an hour out of our busy
days for special reading that-we have been

putting off. Where do we get an extra hour a
day? Perhaps we get up earlier in the morning,
necessitating going to bed a bit earlier and
taking Letter care of ourselves physically: The
physreal and-the-intellectual go together and

"bootstrap™ one another: That is, as we become
more physically fit,-we have more energy to

devote to other activities, finding-thatthe guality

of our sleep |mproves and thus needrng a bit
léss. - - -
We may begm takmg regular Irbrary visits,

listening to lectures on audio cassette, taking

classes again- at-the college -or-university,

formrno a readrng group with frrends or col-

endless What is reqmred rsthe drscrplrneto get
out and do it day after day-For many runners the

very hardest thing to do each day is to get out
the door to begin the run. Most find that once
they are over that hurdle, the rest is somewhat
easier. Rarely does a person finisha run without

having-more-energy, without-feeling-good that

si'e has made the effort and accgmplrshed this
goal.
pursuits, but it takes “gettmg out the door, -

Emotronal arowth follows the same format

the habits which then can make it second
natire. For many -of us, emotional growth and
intetlectual growth are coopled: We do the
reading about relationships, love, empathy,
giving, compassion; and ttien we drsggss
ruminate, struggie, develop “habits of the heart:”
And so with social-growth: For so many of
us: however, spiritual growth is somewhat less
well known and more mysterious. Therefore;
ihe rest of thrs paper willconcern itself with

practical aspects of spiritual growth:

M
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CHOP WO OD, CARRY WA TER, A Guide to
Finding Life lists thirteen steps to keeping
perspective alono the _path to spiritual growth.
These steps can be a wonderful beginning point
tor-someone who is looking to jump into the

sometimes swift waters of spirituality without
gettrng drowned

1. Each stage that one can Iabel must _pass
away.Eventhe jabeling will ultimately pass.
A person who says, “I'm enlightened”
pr bly isn't.

2. Ti
may well be a sense of loss after it passes
That too passes. '

3. Each new height is usually followeu by a
new low. Understanding this makes it a bit
ea5|er to ride the roller coas r.

4, As you further purrfy yourself your im-

ourrtres will seem grosser and larger.

5. At first youwrll thlnk thatjour sprrrtualtty is
a limited part of yoar life: In time you will

realrze it encompasses everythlng

6. One of the traps is the trap of punt)grlnitlme
you will think you are really pretty pure: Do
not beiieve it.

7. Larly -on you will wonder how long the
journey will take. Later you will understand
that where you are going is HERE and yoo
will arrive NOW

8. At first vou try La‘er you just do it because,
“What eise is there to do”

9. Takrng oneself too,fsﬁeg,rgusbg fS not good.
“Cosmic humor™ ;especially about your own
predicament, is an important part of your
journey:

At some stages you will eyperrence a
plateau— asrfeverythrng hasstopped. Know
that once the process ! it does

10.

has started,;
not stop. Just keep going.

You many have éxpected that enlightenment
would come ZAP! instantaneous-and-per-
manent. That is unlikely. After the first “ah
ha” experierce, -the unfolding i graduai

1.

anid almost indiscernible:
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12. There is, in add|t|on to the * up and- downf

cycles; an “in and out” cycie There are
times when you will want to be doing inner
work, and there will be times when you are
drawn to others. io be invoived “in the
marketplace.”

13. Vyhgtflsfhfagpenmg -to yQu -IS nothmq Iess
than death and rebirth: What is dying is the
you who knew who you are and how:it all is
and what is being-reborn is the child of the
Spirit. for whom all things are new. This
process of attending an ego that is dying at
the same time as you are going through a
birth process is -awesocme. Be gentle and
honor the self who-is dyirig. as well as the

Self who is being born:

- —So wnh these thirteen steps onec:begina
d»smplmed)ourneymtothe spiritual ension.
The spmtual dlmensmr' Ilke each ot e others

isinvolvedis a daily commltment to’ get out the
door” ard do what is required. :

What can an educator who is hons. cal' y
seeking welfness expect of herself? How might
she see the changes,-and-how might a friend-or

colleague notice differences? The changes are
sometimes-quite subtle, but they become sub-
stantial over time. One of the most obvious
changes one can {ook for in-oneself is energy
leveis - Energy ihcreases.- A- person who-is

exercising regularly and eating sensibly almost
invariably has a hlgher sense of self esteem

ues noticeit. Very often people
«ive a greater attention span,

noticeit, colle
need-less sleep, -

are more cheerfal:

- Peopie who are intellectually and emotion-
ally growing have more to talk about. They are
less likely to-recite tired platitudes. They have
new -ones- There is an excitement which per-

meates a person of any age who realizes that

tional growtn ieads to action step- which have
the person involved with others in ways cifferent
from before: People notice that.

Spiritual growth very often ieads to achange

40

offgeﬁrspect;ve a new way of seeing the world
Again; often not dramatic . . : aithough some-
tlmes itis. When alI of these changes are added

humans being: One is truly on the path to
wellnes:. and that r2rson and all others-who

come in contact witn :nat person; are better for
it.
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Georela L Keeney Ed D.

Department of Health, Physical Education, and Recreatlon
University of Minnesota; Duluth

Health educatlon has been detmeotas the

process of providing learning experiences de-
signed to-facilitate voluntary-adaptation of be-

haviors conducive to health: Teachers and staff
can directly educate preschoolers in-the many
content areas of health education such as nutri-
tion, fitness. and dental heaith. They can also
lay the groundwork for a lifetime of better health

for their students: The total school health pro-
gram has two other components that contribute
to health promaotion and protection-attheschoo!

site. These other componentsinclode providing
a healthful school-environment and health ser-

vices: The three phases of the schiool health
program -will- be discussed in the following
paragraphs. Some suggestions will be made as

to how the preschool educator can accomplish
the goals of-such & complete program. Special

attention will then be given to providing Health
education experiences._ for--preschoolers and
selected unique curricula will be-discussed.-

A healthful school enwronment sets the

take place at school That means that the entire

building, individual classrooms; and the outside

play areas must be safe and free from hazards. It

also::means that_the menial environment is
hedlthy. The rights and dignity of each pup|| and

teacher are respected. Ail teachers-are-in-good

physicaland mental health. Also such mundane
items as scheduling - and tlme allotments for

with-the ghyswal and mental heaith of each in

mind: Fire prevention plans and emergency drill

procedures are known by all employees:
The basic responsibility-for the-heaith of

any child belongs to the parents, but teachers
can play an important role in assisting parents

through the provision of a few health services

at school. These services include observation;
record-keeping. -referral,.-and follow-up.

Teachers can screen stodents’ vision; hearing,
dental-health, -posture, etc., and then notify

parents of suspected problems Teachers also

43
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of disease and in. prov;dmg flrst aid to in-

jured students. Finally; teachers must provide

remedial services as needed by handicapped

students: .
- -The goa. of the third phase of the school
health program, -health education, is to guide

young children towards the Iasting acquisition
ofheaithful living practices and habits. Teachers
could also help children to learn-how-to make

sensible health decisions in the fature. The
success-of hHealth education, however, wili not

be meastred in the. classroom but in after
schoo! home life and play time:

Health education is-a-required-componeént
ot Head Start programs: Theretfore; many
groups -of researchers and teachers have at-

tempted to identify the content areas.and
learning objectives for preschool health educa-
tion. The content areas should include: 1)

growth and deyelopment 2) community health

first aid; 5) nutrltlon 6) c0nsu'ner health:. Z)

family life and health; 8) mental and emotional
health; 9) disease-prevention and control: 10)

drug use and abuse: and 1! death education.

{SeeTable 1)-The scope and-sequence of the

curnculum that could be developed-from these

cnntent areas will depend en the natore of the
.dividual preschoolers. The learning chjectives

that could be identitied would also refiect.the
specmc student. populatuon A few selected

explam that aIl chlldFen grow -and develop in

their own way; 2) The children should be  ableto
describe what they can de to help keep their
classroom, playground, and homeé clean: 3) The
students should be able to identify nutritious
food snacks-whe: given a choice; and 4} The
students should be able to explain that the

(Hendrlckc 1984)
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playground, and home clean.

C. Personal Health . . -
1. The chnlaron should be aBIo fo aemonslrn(e how fo wash thmr hnnas

D. Santy snd First Ald- -

traffic | llghgtamungn;
be
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€. Nu!mlon z

F. Consumer Haslith

ore's health.

G. Family Lif
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H. Mants snd Emotions) Hesith

faar.

. Disa2se Preveotion . mmm e
1. Thechlidren

ing.

1. DrugUsasndAbuse

2. The

K. Desth-Educalion. . ._.

dies.

Education, Mar/Apr., 28-31.

Tatlc!

- CTABLEY -~ -

HEA[TH EDUCATION OBJECTIVES
FOR PRESCHOOLERS**

hildren shouid be able to |dennly the body pans that are prlmarrly as«ocrnled withthe five

- 2 The chrldron should be able tc explain that all chiidren grow and develop in their own way.

2 Ihfg,;mlgron,ghoylg,perggle to dascrine what lhey can do to holp keep their classroom.

3 Tha chlldren should be able to demonstrale corroct toothbrushrngloch i
#. The children should be abte to identity appropriate clothrng icr weather condmons

. Tre childran. shouldBo nble fo |aen(rly (he colors o' (ral':c Irgh(s ana explmn the meanng of
io rrlentrly tha oles ol co

bi
en should be abie to describe the school safety rules correctly.
8 The ch:ldren should be able to menhly various food and non-food items.

1. The ;hllgrgn ;houlg bg able lo |dentlly mllrmous lood sna;ks when gnvon a chonce .
2. Thechildren should be &b!s 0 1dentity various fGods in relation to the basic four food groups

1. The childran should be nble to expiain that advertisements are for selling products.
2. Tha children should be able to Select products from advertising pictures that are harmful to

fy ways ol b
2. The children should be abia to identity their family members &nd roles.

1. The children should be able to |denlrhr the smotions of anger happrness sadness, love, and

3 The children should be abla to demonstrate approcriate care for pets.
d be abis to stata the lmportnnce of coverlng your mouth and/ or nose beiore

2. The childran shouid be abls to demonstrata the correct way for rose blownng
a The chlldron lhould be abie to state that immunizations protect us against some diseases

1. The chiidren shouid bs sbis to sxpla-n whon |t |s agprcprva(e lo *uka r‘vedlcnws
should be able to idantify harmtul etfects of smoking.
3. Thechlld n should be abte to identity harmful effects of aicohoi abuse.

1 Tha children sboulu bc ablo lo explaln lhal th per;on or. panhal dj; mll nothmg bjck z
. The children should be abie to exglain that it is okay to feel sad when someone or something

‘*Hendricke, C.M. {1984). Development of a comprehensive health curnculum for head start Health

'gsaf ty personnel

eing heipful at home.

Children can: assume responS|b|llty for
some parts of their personal wellness-and ;li-
ness: However, the concepts of health, well-

ness or lllness are dlfflcult abstractlons and

development of these concep\s proceeds along

4

the same cogmtrve paths as other typesrof

abstract thinking.:-Children have to te given

time to grow-in their- understanding health.

Experiential learning activities shouald; there-

fore. be the major emphasis on health education

for preschoolers.

2
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-- Four unrque curricula have been:recently

developed which could be-used -A-teaching

abouthealth. Three of these are comprehensive

and sequential — Hale and Hardy's MHelptui
Heaith Hints; Growing Healrhv, Kindergarren
Level: and Ready, Set, Grow! The American
Heart Association has tested-and begun to

distribute -Heart Treasure Chest. which is ex-

pb‘lleﬁ{ldl uu&nur comprehensive. Cach of these

will be discussed and.ordering information
provided in the following paragraphs..

Hale and Hardy's Helpful Health-Hints was
developed and tested w1th Head Start stud°nts

malor characters Hale znd Hardy are gender

neutrai-elves: who explore the various health
rsgqes Itcan be obtalned from the Barren River
- P.O. Box 1157,

Bowling Green, KY-42101- (Hendrlrks 1984).

The natronaliy valldated currlculum

curr‘rculdm is lrsted inthe U.S. Department of

Education’s National Diffusion- Network. That

means that the currtculums objectlves have

gram has been proven The content for. kmder-

garten-includes senses and emotions; health

helpers; teeth; problems that can occur without

sleep. rest; care; good nealth habits; and safety;
and caring-and conceins for others; expressing

emotions and feelings. Teachers miust attend

training sessions to learn to use this well or-
ganized, sequential dactivity format. Information

abnut Growing Healthy may be obtained from
your local American Lung Association chapter.

Paula J: Peterson, health ‘educator, has de-

veloped another comprehensive health educa-
tion curriculum for-3-5-year-olds. H-was field

tested m the St Paul Mrnnesota Head Start

centers: As a result of the rmplementatron -of
Ready, Set, Grow!, children in the experimentai
group showed -2 significant improvement in

health awareness and Knowledge when cofri-
pared to- children in the control graup. The

content of this curriculum-is-brokén- into- four

areas: physical heaith; mental health; family
living, and safety. Each lesson plan includes

behavioral objectives; background information

£

on each toplc a ||st of necessary mat' Ls and
supplies; songs, poems, rhythic activ . de-
tailed instructions, a parent/-child- activity; and

patterns worksheets and parent letters for du-

anasor pUlCllaSlllg Ihe Cuiriculum. gu;de can be
obtained by writing to_Rsady. Set, Grow! P.O.
Box 75991, St. Paul-MN 55175,

- Another .nte.estlng and exper:entlally
planned curriculum is Heart Treasurs Chest

from the American Heart Association. The con-

tent areas included are related to the heart's

structure and funection, good nutrition; and

fitness. Many different experimentsand leariing

stations -can-be set up using the equipment;

posters; and cards Pprovided. The Heart Treasure

Chest -may be borrowed or purchased irom a
local affiliate ofthe American Heart Associatian

Training far use of the materials can also be

arranged from AHA Jlocal affiliate staff or

volunteers. : -
Several other voluntary health assoclatrons

adapted for use with preschoolers Ihese -in-

clude the American Dental Association, the

American Cancer-Society, and the American

Red Cross Contact your local or state- aftmate

materlals A
Preschoolers h:ve a great ne=d for health

educatlon -The content of health-education is

alsovery interesting to young childr »n.-and they

will be motivated to learn using the experiential

activities identified in-various -curricula. The

total schocl health program—education. ser-

vices.-and-environment—can be addressed at

the early childhood center setting with some

possible |asting-improvements-in health. With
some thoughttul-planning and implementation

by early childhood educators now, a new -gen-

eration-of -adults with high ievel weliness can

become a reality for the future.

B ] Retereruce
Hendricks, C.M. (1984): DevelopmentotaCom-
prehensive Health Curriculum for Head
Start, Health Education, Mar/Ap:. 28-51.
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WHAT CAN | DO FOR THE ABUSED CHILD?

Kay Steve ns

Piofessional Foster Parent
Buluth Minnesota

In ad scourseon abused chlldren wamust
first define what we mean by the term abuse. In
this instance we will use a very inciusive
definition

etc:
Menral or Emor/onal abuse—Name callmg

berating, shaming. or anything that erodes self

worth.
- - Sexual abuse—nncest (abuse from inside

the family}); molestirg (abuse from outside the

family). , - -

Nnglect—Omrsquon ofproper physrcalcare
(fcod; shelter; clothing, cleanliness), omission
of proper emotiona!l care (time, nuturmg cen-
versation, etc: . | ):

-~ Of these: four forms of abuse. - neglect 43
gftentnernostdrffl.,ultto dealwith. Neglect can
make children teel as if they are nonexistent or
totally- worthless. Also, substantiating neglect

reports. so the family can get help: s very
difficuit.

VICTIMS :
ims," created and or\, vj-

buted by The Independent Order of Foresters;
supplles us w.th a good overvrew of what abuse

can be; the value of early intervention and
prevention, and, most-importantly,-how-ateam

effort can be a successful way of dealing with

abuse. ideas from this film will be used
throughout thls paper

IEENTIFYWG ABUSE o

The very first step toward helpmg anabuosed

child is to find the child. There are many
indicators-that abuse may-be occurring. Ten of

the more common :ndlcators to aid a caregrver
1. Low self esteem “I'm bad “I'm worth

less,” “.can’t do anything right.” ,
"l wori't

2. Lackoftrust: "Don'ttouch me,”
talk to you,” "l won't eat here.”

44

3 Physrca. marks and reactrons broken
bones, bruizes, burns, siomach cramps,

- flinch reactions.

4: Fmotional ills: nightmares; unrgason-
able fears {water, loucd noisés, kitchen
toolz).

5. Violent or hrghly aggressrve behavior:

~ biting -hitting, kicking, etc. B

6. Regressive behavior:. return to thumb

_ sucking, wetting. fetal positicn, elinging.

7. Inability to show pleasure or to enjoy

. PRlay. :

8. Prouvocative- behavmr tor exampjeha
child may try to get an adult to hit
him/her or a child may sexually ap-
proaci aduits.

9. Famiy trauma: Kouse fire; severe ill-
ness. death, parent separation.- .- - -

10. Noticeable parent problems: extreme
immaturity. lack of knowliedge of age,
appropriate behavior and’or proper
care_techniques; excesswely strict or
demanding-parent. - e = -

No one of these signs alone are pro')f of

abuse. but if we are seeing one or more. to a
significant degree, we need to Obseive and

question the situation more closely.

INTERVENTION
- If otir suspicions of abuse are strong that
is; if what we see is_giving us that:"oh oh"
feeling, we need to act. A-call-to -the Witial

Intervention Unit (L.I: Unit of yoar local County
Somal Servrce Department |s an mformatrve

peopte who say; ‘anat is what I'm seemg What
do you think?" Their staff has the-expertise to

help us analyte ouor facts and decide if this
situation should be reported. :
- - We- are mandated by taw-to report any

strong suspicions of abuse. The I.i. Unit is the
place to make our initial report of suspected
dbuse.-Your name will be held inconfidence and

you may receive a brief summary of what action

16
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was taken, rf -YOu- call the 1.1 Unit 48 or mcre

hours after yoar report:
- A typrcal abuse call ts frrst handled by a

They decrde if there's eminen: danger to ‘he

Child. All-abuse-inrvestigations are conductea 'n
conjunction with the police. ifthere isn'teminent
danger. the |.I.- personnel interview the child;
oreferably at school -day care, ¢r-another place

away from the abaser: The I:{: personnel must
then contactandinterview the parent. Afte: this

they ‘.ie a disposition on the case and-several

ditferent courses may-be taken such as criminai
prosecution.- removal-of the child from the

home courtorderedtreatmeht the case rnay be

of help. - . [

The i.1. Unit wears two hats one as the

investigatorto find-outif abuse is occurring. the

other as the facilitator for getting families in
touch with tt._-help they need.
Early identificatioh-and-irfitervéntion is cne

of the keys in successfully dealmg with abuse.

WHAT CAN 1 DO? e = oo
- Whenachild has been identified as abused:
there areavanety cf practical, caring thingz nne

can do to ielp the child: Some |deas wil" be

dictate other ideas aswell.

A first step is getting education andgammg
awareness- of -how-to-help abused children.

Some good educational resources are this coni-
ference, Aids

Aids to Victims. of- Sexual Assault;
Social Service programs. the Foresters, and the
1.1:Unit mentioned earlier: The I:I: Unit is inter-
ested in providing -speakers to a variety of
comrnuonity groups on various topics related-te

abuse. The public library also has films and
books. -

Another |mportantth|ng to th.nk about isto

taRe good care of ourse!ves We won" have

empty.” We need to-be «esteo to Irave some
relaxing and enjoyablée times. and tc have com-
bahiQnship with other adults. B
When we think of the children; the most
|mportant thing is to provide a safe placeé for

them This can be done by:
. Making-the-physical environment safe

for the age children we have.

2 A;,o';aiﬁg 5hysir:él punishment.

rt wilI
fnghter chtldren sotheyw Il not trust the
adult. .

3 Hav g stab'e caring people on staff, so
CNi en can KNow tiem diid Kiiuw liiey

_ cance trusted. :

4. Having consistent and- reascnable rules.
expectatrons; and roatines:
children the sense of predictabiliiy

which may be Iackmg in their lives.

Acceptance and encouragemeh are also
very impertant tc the abused child. These chil-
dren have been.rejected and discouraged by-the

abuser, and caring adults need to turn this

attitude around. Piace emphasis on actions and

nptonjudgmentofthe child's worth. Try tosay,
“That was a good job you did,” not “You are a
good girl.” "I don't like it when you hit-John" not
“ldor'tlike youwhenyou hitJohn.” Don't make
the acceptance and care dependent on how the

child behaves: Also, sincerely praise the child at

every-opportunity. Recognlze the improvement
in a child as well as his/her accomplishments.

Marntatnmg and promotmg open commu-

abused children. Be a- good actwe hstener

including previdingspecial times for children to
talk to you alone. Also, respond to what they
say; so they know you hatg listened. Give-them
the right-and the -power to say "No!" to any
touchingthey don'tlike, and to encouiage them
totell atrusted adult; Frnaliy givethem the clear

message that abuse, of any kind, is. not their

faolt. No one ' deserves to be-treated-iike that.

- At all times we must remember to respect
the child's feelings. Don't force talking;

touching. -or other demonstrations of. trust-in

children. It will come, in time; when they are
ready :

Alastideais to work asa helpful member o!

“the team.” None ¢f us is an island standing

alone against the flood of child abuse. We need

to work as smoothly as possible with the social
workers, police, counselors.- medical people:

school personnel; and perhaps the. most- gif-

ficultof alk-but the most important; the-abusers:

They are as much in need as the children they

have abused. We can offer thern friendship, a
better view of their child, a rofe model, and a
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rgsqqrfe forideas on whatworked forusinthat
situation:” -

Abuse often- occurs ‘because parerts or
caregivers lack the-knowledge. too's, and re-
scurces needed to help them develop. Provudlng
these needs as a coordinated team effort will
prevent overiap of help or gaps-in help, so

everyone's efforts witl be more effective:

RESOURCES

AbuseandNeglggr M4nneapolns Mmﬂesota

. : Sytems Research; inc:

Gebglgup S., & Kilkelly,-Y. {n.d.}). Encourage-
ment: Building the Child’s Confidencse and
Feelings of-Worth. Mimeographed. (Avail-
atle from PEW Associates, Inc., 1725 Emier-

. - :sonAvenue South; Minneapolis, MN 55403.)

Initialintervention Unit. St. Louis County Social
Services, 320 West Second Street, Diilith,
MN-55802. (24 hour service: uelephone
(218] 727-6348).

Sheidon; S.L:; Poos; PA:; & Balch G.M., Jr.
{1984, Augusn -8). ReuognlzmgtheAbused
Chlld The Christian Century Magazine. - -

Vaught. D. (n.d.). Where Battered Chiidren
Learn to Love.-Mimeoaraphed. {Available
from First Christian Church, Travers City,
MLY 0

Wachter; O. (198") No More Secrets for Me

... Bostan: Little Brewn:

Wintner, C. (Producer). {1881). Victims (Fllm]
Solana Beach, GA: Independent Order-of
Foresters. {Available from Victims; % Flor-
ence Hallurni, Prevention of Child Abuse,
P.O.-Box 848, Solana Beach; CA 92075.)
(Available locaily frum Rosemary Brono-

kowski; 2371 Hos vardGnesen Road, Duluth,

Wlntner C. (Producer} -{198S5). One Ou! of Six
(‘ncest) [Fiim]. Solana Beach, CA: Inde-
pendent Order of Foresters. (Available fromn
Victims, % Fiorence Hallum, Prevéntion of

Child-Abuse, P.O: Box 848, Solana Beach.
CA 92075.} (Available locally from Rose-

mary Bronokowski; 2371 Howard Gnesen
Road, Dul-, MN 55803.}

_ MISCELLANEOUS LOCAL RESOURCES
Aid to Victims of Sexual Assault, 200 Ordeéan

Building; Baiath; MN {24 hour seivica
Telephone: {218} 727-4353).
Duluth Public Library, 520West€uper|orStr9en,
Duluth; MN 55802 _
St. Louis County-Social Service Depar m,e,n,t.
>uluth; MN 55802,

Y= WU

320 wWest Second St cEt
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STEPPING INTO STEPFAMILIES

.- JanineA Watts, Ph.D.
Department of €Child and Family Develoument

Uriwversity of Minnescta: Duluth

Families created by the remarriage of one
or both spouses are among the fastest growing
family types. Nearly half o carrent marriages
arezremdrriage forat least one spouse. Over 35

million adults are stepparents; the ihumber of
stepchildren has been estimated as on.2of every

six to ten children. It is predicted that 25-35% f
all children will eventually experiencethe roie of
stepchild.- . - : - .

- This paper will present an_gveriiew of
research-on the uniqueness and challenges of

stepfamilies. Potentialway- to strengthien step-

tamilies will be d'scussed: S
Stepfzmilies may resembie biciogical na-
clear families outwardly. The first-marriage,
ruclear family is the model used by many as the
sociental norm. Sther family types aré some-
problems to overcome, they are a family form
which must be-viewed as onique. They are
traveling in new territory, exploring new regions
ot relationships and responsibilities, and doing
it largely without the aid of maps or guides:
Stepfamilies are not recognized as a social

institution. This is due to the role of the sten-
Farent being poorlydefined, having no prepara-

tion or legal status; and including contradictory

tedtures of both a parent and nonparent role.

-The diversity and complexity found in step-

families, which usually involves the stepparent
Being an-addition to the birth parent rather than
a replacement. results in boundary confusion.
Guilt-and grief over a divorce can also con-

tribute to difficulties_ - S
However, research findings on stepfamilies

are less negative than conclusions reached by
the public or cliriical personnel. 1n general
stepchildren show more positive characteristics
than children from singlée-parent homes in
schol behavior, achievernent. social develop-
meatand personality. No differences are found
in most studies comparing children in stép and
first-marriage families. Likewise. research in-
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dicates -there- are fsw differences in marital
satisfaction between first and remarriages. es-
pecially when-appropriate controls are used.- -
vhe largely positive outlook changes when
the research examines the stepparent-stepchild
relationship: the studies are nearly evenly di-
vided between reporting @ good or poor rela-
tionship -In studies using standardized mea-
sures of tamily- functioning. stepfamiiies were
iess well-adjusted and less satisfied with their
families than members of first-marriage families.
This may be due to numero:is tactors which can
mpact on family functioning, such as age and
sex of children. contact with noncustodial
parent; parenting experience and stepfamily
composition. -
Since stepfamilies are aunique family type:
they are faced with several challenges. Myths
Present obstacles to adjustment; often before
lne remarriage occurs. Folklore imzages. the
instant love myth and the whole. happy family
myth can result-in confusion and disappoint-

ment..Complexty of relationship oc :urs with
the addition-of new family members; creating

boundaries and roles that are Iess exact than:in
first _marriages. Research indicates that -the
greater the structural complexity of the step-
tamily. the higher the probability of-divorce in
the remarriage. Griefand loyalty pose probleris
instepfamilies. Grief over loss is experienced by

children and adults. Loyalty bonds to parents
and grewing acceptance of stepparents can

produce confusion and guilt in children.

- - Merging tifestyles requires adaptation tc
habits, traditions, ru'es and procedures. Distri-
bution of resources. particularly. money. is 2
frequent-cause of friction in stepfamilies: Fi-
nancial management is one area which couples
are reluctant to discuss prior to remarriage. yet
't 15 vne of the areas of most diff'culty after
remarriage, R

_---Considering the many challenges faced by
stepfamilies. professicnals can assist in
strengthening this family form tisrough formasl
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and mformai parEn ecucation. The fol'owmg
suggestions can be productive in |mprovmq
stepfamily relationships. - -

Recognize the developmental tacks of re-
marriage as noted by Goeting (1982) Couples
will need to experience an emotional, psychic.
community. parental; economic. and legal re-
marriage- These developmentaltasks shou!dbe
anticipated as part of the adjustment.process.

_ - Identity characteristics of strong families
that would be applicableto model in stepfamities.
Studies by Stinnett (1979) on family strengths
and Curran-{1983) on traits of a healthy family
provide a number of factors comrlbutx..g to
satisfying family relationships. :

Since thie remarriage was c[gagchwnh hus-
band-wife. keep this bond strong and primary:
Children's needs can-be met without letting
them drive a wedge into the couple bond. The
role of stepparent will play nceds to be specifi-
cally -defined- Current. evidence- (Mills. 1984)
suggests more harmonious relationships occur
when di%'ci'p’li'n’é of children is done by the birth
parent.

Establish new ‘aﬁiiiygdéis -and roles. Unity

is more-likely-to be achieved when persons are

working. together toward a cormmon cause.
Roles need to be flexible and suitable for par-
ticular stepfamilies.

-Acknowledge stepfam:hea asan acceptable
and umque family form. Consider the positive
aspects in discussions; helping children to feel
good about their situation.-In schools and child
care centers. make multlple invitations or gifts
as class projects; so children are not faced with

a dilemma-of choosing who -shall receive their

work: Consider financial stresses faced by step-
families when requiring-expenditures; facilitate
clothing exchanges and potiuck suppers.-
Recommend pre- and postmarital coun-
seling -and create support networks through
organizing parenting edu\.atIOn Se55i0ns of
workshops.
- . Stepfamilies are a-unique tamny form-oc-

curring more often. Professionals can encour-
age and support the persons involved to faciii-
tate healthy family relationiships.

- REFERENCES )

Coe*mg A (1982): Thesix stagescfremarriage:
Developmental tasks of remarr/age after
divorce. Family Relations, 31. 213-222. - -

Mills: D. (1984). Amode/forstepfam:/ydeveiop-

_ ment.Family Relations, 33, 365-372 - - -

Stinnett; N.; Cnesser; B., DeFrain, J. 1979).
Bu:/d/ng Family S?rehgt 1s. Lincolin: Uhiv of
Nebraska Press. - - -

Curran. D. (1983). Traits of a Hea/rhy Fam/ly

Minnéé'polié: Winston Press.

5¢



