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ABSTRACT

The purpose of this study was to increase the .
understanding of how a kindergarten child distances in order
to re-present, and thereby construct, his view of reality as
he begins to use increasingly more abstract forms of
representation. This study approached the development of
representational competence from Gardner and Wolf's streanms
and waves approach. It examined the streams or unique
characteristics within specific symbolic domains in order to
see if waves or general characteristics across domains
exist.

The child in this study was asked to re-present his
block construction in drawing, talking, and/or writing. The
representations were collected and compiled into a book
which the child could choose to re-visit on subsequent days.
The child displayed the use of a variety of distancing
strategies when re-presenting. The roles, relations, and
activities the child engaged in influenced the extent to
which he was able to distance in order to re-present.
Mediation, both through the provision of opportunity and
through scaffolding by cthers, extended the child's ability
to distance. The extent of distancing required by the
activities, both within and between distancing strategies,
also influenced the child's ability to re-present ip any one
or combination of forms of representation. The salience of

previous experience had a greater influence on the ability



to re-present than distance over time did. The recursion
observed was spiral in nature and extended the child's
distancing, with old forms of representation allowing
subsequent forms to be elaborated.

Distancing occurred more comfortably when the child
re-presented in a more corcrete form of representation than
a more abstract form, and objects were re-presentedimore
easily than events. His re-presentations could mostly be
called first order symbolism according to Vygotsky's levels
of symbolism.

Waves across as well as streams within symbolic domains
were evident. Waves allowed the child to use more than oné
form of representation when one form was not adequate to
convey his meaning.

This study increased the thecretical as well as
practical understanding of distancing as it relates to
representational competence. This understanding will enable
teacher's to better facilitate the development of

representational competence in children.
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Chapter I

THE PROBLEM AND SIGNIFICANCE OF THE STUDY °

The Problem
Each child is created as a unique, thinking individual,
born into a social world. One thing tuat reflects the
uniqueness of children is their interpretation and
structuring of reality. From their earliest days all
children construct their interpretation of reality. 1In
constructing reality, Donaldson (1978) reminds us that:
At first his thinking is directed outwards on to the
real, meaningful, shifting, distracting world.
Gradually, if the child is to be successful in our
educational system, he should learn to turn language
and thought in upon themselves. He must be able to
direct his own thought processes in a thoughtful
manner. He must be able not just to talk but to choose
what he will say, not just to interpret but to weigh
interpretations. His conceptual system must expand in

the direction of increasing ability to represent _
itself. He must become capable of manipulating symbols

(p. 90).

Bruner (1966) notes that human beings develop three
parallel systems for processing information and representing
it: enactive, iconic, and symbolic. The enactive is
developed through manipulation and action, the iconic is
developed through perceptual organization and imagery, and
the symbolic is developed through symbolic apparatus. These
three tool systems allow children to distance from reality
in increasingly more abstract ways. However, these are not

"stages" in any sense but are emphases in development.



Bruner (as cited in Donaldson, 1978) in describing the three

tool systems, says:

There are tools of the mind as well as tools of the
hand - and in either case the development of a powerful
new tool brings with it the possibility of leaving old
limitations behind (p. 86).

Through symbols, children become able to increase the
distance between the actual object or experience and meaning
in order to increase their understanding of reality.

Sigel and Cocking (1977) have suggested that distancing
contributes to the development of representational
competence. Children understand their world through
representations of it, and therefore, the ability to re~
present past, present, and future experiences is necessary
if understanding is to occur. 1In order to re-present the
past or imagine the future, separation, or distancing, from
the present must occur. The ability to re-present
experiences, or representational competence, involves a
developmental process going from a more enactive level of
representation to a more symbolic one (Copple, Sigel, &
Saunders, 1984). Children develop representational
competence in a variety of forms of representaticn; for
example, writing, talking, drawing, and gesture.

The development of representational competence occurs
in all children but the quality and quantity of relevant

interactions with others and the environment will determine

the child's ability to re-present (Sigel, 1983, 1984).



Distancing strategies by which children re-present
experiences include observing, labelling, describing,
demonstrating, sequencing, reproducing, comparing, proposing
alternatives, combining, evaluating, inferring, resolving
conflict, generalizing, transforming, planning, and
concluding (Sigel & Cocking, 1977). The extent of
distancing required in order to re-present ranges both
within and between the strategies. Within strategigs, for
example, the extent of distancing required to observe an
object and to observe an event differs because an event is
more complex, and therefore, the distancing involved is
greater. When comparisons are made between strategies, the
distance to observe, for example, is less than the distance
to plan. When observing one must distance from self to an
object or event which is physically present; when planning
one must distance from self to an event, either physically
present or not, in order to project into the future what
will occur.

Distancing strategies are employed in developing the
use of a variety of symbolic domains. According to Gardner
and Wolf (1983), the development of the use of symbols in
various forms of representation is best explained by a
theory of multiple intelligences, or frames of mind, rather
than a more general intelligence. Each intelligence
consists of an information-processing device which is unique

to that particular intelligence. Gardner and Wolf believe



intelligences typically work in harmony so their autonomy
may be invisible. For example, the logical-deductive
intelligence is manifest in the linguistic intelligence.
Development of the forms of representation occurs within
streams of symbolization, that is, those features which seem
peculiar to specific symbolic domains, as well as across
waves of symbolization. Waves are psychological processes
which are manifest initially in one or perhaps two symbolic
domains but which come to extend across other domains.
Gardner and Wolf have identified four waves: event or role
structuring, topological or analogical mapping, digital or
quantitative mapping, and notational symbolization.'
Development of forms of representation is also channelled or
taught by the surrounding culture, leading to unique
characteristics in the forms of representation between
cultures. This study examined a variety of streams of
symbolization so that if wave-like effects were present they
could be identified. Channelling was not of specific
interest in this study but was seen because the case study
child occupied a role in a specific school within a society
while interacting with a specific teacher.

The development within streams has been well
researched, with the result that there is a good
understanding of the unique development of each stream. The
role of channelling on the development of representational

competence has received considerable attention recently, for



example, in the work of Heath (1982). Less research has
investigated the underlying psychological processes across
the various forms of representation. The research that has
been conducted has shown a facilitation effect between the
development of various symbolic domains. The relationship
between writing, talking, and drawing has been explored by
Dyson (1981, 1982, 1983, 1985), Lamme & Childers

(1983), Siebenga (1987), and Smith (1984). They found
children used talk initially to give meaning to the written
message as well as to form the letters but gradually, the
writing became more explicit. Drawing is used in
conjunction with invented and conventional spelling to
represent the meaning. Vygotsky (1978) found oral speech
precedes internalized speech (thinking). Children use talk
to aid themselves in understanding and completing a task.
This idea could explain why children talk when they are
attempting to communicate in a new representational form but
don't talk when they have become more proficient users of
the form. Research has investigated the surface
similarities between forms of representation but little
research has investigated the underlying psychological
processes because historically it was thought that all
intelligence stems from a general intelligence rather than
from multiple intelligences, such as Gardner and Wolf

suggest.



What appears to be needed is an investigation of the
role of distancing in enabling a child to re-present in a
variety of forms of representation, ranging from concrete to
abstract. The role of distancing across forms of
representation also needs investigation in order to better
understand the underlying psychological processes which may

- be operating with facilitative effects.

Statement of the Problem
The general purpose of the study was to examine how a

young child uses distancing strategies when engaged in
increasingly more abstract re-presentation activities. The
emerging representational competence of a kindergarten child
was documented as he was engaged in symbolizing thrugh block
play, drawing, talking, and writing. The specific purposes
of the study were to answer the following questions:
l. In re-presenting or re~-visiting block play:

a) Which forms of re-presentation did Tyler use most

comfortably?

[

b) Which sequences of re-presentation allowed Tyler to
distance most effectively?
c) What effect did multiple re-visitations have on
Tyler's interpretation of the initial block play?
2. When observing Tyler's representational competence in

block play, drawing, talking, and writing, and across

these domains:



a) What evidence was there of waves of symbolization?

b) What are the characteristics of the streams of
symbolization?

c) What evidence was there of Vygotsky's three levels of

symbolization within the domains?

Significance of the Study

This study will attempt to increase the understanding
of how a kindergarten child distances in order to
re-present, and thereby construct, his view of reality in
increasingly more abstract forms of representation.
Increasing the theoretical understanding of distancing as it
relates to representational competence will enable direction
to be given to teachers as they facilitate the development
of representational competence in children. Examining
activities from all three of the levels of representation
(enactive, iconic, and symbolic), may increase understanding
of the relationship between the levels. If as Bruner (1966)
suggests, ‘the levels are not stages but emphases in
development, facilitating the representational competence of
younger children may come to be viewed differently. Each of
the areas of the curriculum has traditionally been viewed as
distinct from the others, as a stream; research has’
generally investigated separate streams of symbolization as
well. This study is examining waves as well as streams of

symbolic development. If wave-like qﬁalities exist, as



Gardner and Wolf (1983) suggest, we need to understand how
they are manifest across domains before we can facilitate
the wave-like development. If the forms of representation
mostly develop as streams with many specific ‘
characteristics, the resulting approach would consider the
development of each type of intelligence. If on the other
hand, waves are more predominant, a more holistic approach
is indicated. 1In the past, research has approached the
development of representational competence from a stream or
domain specific approach, or from a general, wave-like
approach. This study will approach the development of
representational competence from a stream to general
approach, that is, the streams within specific domains will

be examined in order to see if waves exist.

Definition of Terms
In this study the following definitions will be
adopted.

Activity - Bronfenbrenner (1979) has identified two
types of activities - molar activities and molecular
activities. A molar activity is an ongoing behavior
possessing a momentum of its own and perceived as having
meaning or intent by the participants in the setting
(Bronfenbrenner, 1979, p. 45). Molecular activities lack

meaning to the participants and have only negligible impact.



In this study the definition of molar activity will be
applied to the term activity.

Constructive Play - Using objects, such as blocks, or
materials, such as sand, to make something (Johnson,
Christie, & Yawkey, 1987).

Distancing Principle - The ability to transcend the
present, to re-construct the past, to think about the
future, to think hypothetically about the imaginary, and to
think critically about real-life situations through the
representational system (Sigel, 1984).

Forms of Representation - The means through which
humans provide a public equivalent for what is in their
minds and hearts. Forms of representation are the vehicles
- visual, auditory, tactile, dynamic - through which the
images in our mind are expressed (Eisner, 1985, p. 1l). There
are a variety of forms of representation in each of Bruner's
three tool systems.

Relations - A relation obtains whenever one person in a
setting pays attention to or participates in the activities
of another (Bronfenbrenner, 1979, p. 56). A relation may be
observational or involve joint activity among the two or
more participants.

Representational Competence - The ability to re-present
in response to interactions with appropriate physical and

social environments (Sigel, 1984).
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Role - A set of activities and relations expected of a
person occupying a particular position in society, and of
others in relation to that person (Bronfenbrenner, 1979, p.
85).

Scaffolding - Structuring of the learning by a more
experienced learner so it is presented in segments, the size
and complexity of which are determined by the child's
ability to comprehend.

Sociodramatic Play - Play which involves representation
of an absent person through the taking on of a role, thereby
imitating actions and speech encountered in a anothér
situation. Previous actual experiences or pretense
experiences may be re-presented. When the imitation is
carried out with another role-player, the play becomes
sociodramatic; when the imitation occurs with a single
role-player it is referred to as dramatic (Frost & Klein,
1979). 1In this study all role-taking play will be referred
to as sociodramatic since relations with others usually
influenced whether Tyler engaged in role-play alone or with
others.

Symbol - Any element which may denote or re-present
some kind of information, or which is capable of expressing
a mood or sentiment (Gardner & Wolf, 1983). The
transformation of an idea into a public image, one that can

be brought into existence in order to stand for other things

(Eisner, 1982).
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Symbol Systems - Collections of symbols which through
cultural practice come to be used in an organized and
systematic way (Gardner & Wolf, 1983).

Wave - A psychological process that begins within one
or two particular symboclic realms but rapidly extends across

other symbolic domains (Gardner & Wolf, 1983).

Limitations of the Study

The following limitations of the study are
acknowledged.

Within subject variables were the focus of study, not
across subject variables. Due to the sample of one,
generalizability is very limited. The study occurred over a
relatively short period of time. These factors meant that
the data marked the beginning of an exploration onl&.

The data obtained were dependent on the child's
cooperation and the Investigator's ability to gather the
data.

The Investigator's presence and video equipment may
have altered the play situation to a certain extent although
an acclimatization period prior to the onset of the study
minimized this. In order to acclimatize the children to the
video equipment, the class was videotaped during the pilot

study prior to the observation period.
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The Organization of the Study

The study will be organized into five chapters.
Chapter I gives a general introduction to and overview of
the study, stating the problem and positing the research
questions. Chapter II contains a review of the literature
related to the problem. Chapter III describes the design of
the study. Chapter IV presents a description of the major
findings of the study. The final chapter, Chapter V,
summarizes and draws conclusions about the findings of the
study, presents theoretical and practical implications, and

ends with concluding statements.



Chapter II
A REVIEW OF RELATED LITERATURE

This chapter will present a review of the literature
related to the problem. Literature related to a
constructivist theory of development, the development of
representational competence, and the relationships across
symbol systems will be discussed. Various theories of
intelligence will be presented, followed by a description of
the development within the symbol systems of block play,
drawing, talking, and writing. Interrelationships between

the symbol systems and a summary will conclude the chapter.

A Constructivist Theory of Development
Piaget believes children's construction of reality is

influenced by their developmental level as well as their
interaction with the environment. Vygotsky (1978) believes
interactions with others as well as the environment and
developmental level lead to the child's construction of
reality. Piaget and Vygotsky both view the social
environment as essential in the child's construction of
reality, however, they differ on the role of the social
environment. Piaget views development as intrapersonal
befg;e it is interpersonal whereas Vygotsky views
development as interpersonal before it is intrapersonal.

Vygotsky (1978) views the child as inherently social but

Piaget does not believe social interaction plays a

13
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significant role in the child's structuring of reality
(Fein, 1979). Piaget believes that young children are
essentially egocentric and that it isn't until they are able
to decenter and develop an awareness of others that social
interaction plays a major role in their structuring of
reality.

Maratsos (as cited by Donaldson, 1978) believeé
children need to be given tasks which they can readily
understand. He had young children give directions to an
adult, when the adult could see and when the child believed
the adult could not. The children showed high sensitivity
to the listener's state by giving more explicit directions
when the adult was thought not to be able to see. Maratsos
does not believe young children are as egocentric as Piaget
thought.

Hart and Goldin-Meadow (1984) also found that young
children are not as egocentric as thought by Piaget. In a
study to determine the child's ability to take the
perspective of others, 3-year-old children were able to
imagine what art preference others might have and they were
able to justify the other individual's preferences within a
frame of reference different from their own. Hart and
Goldin-Meadow concluded that children are able to take the
role of others but they don't spontaneously exhibit this

knowledge. One can thus reconcile these apparent conflicts
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if one considers ability and tendency to exhibit that
ability spontaneously.

Development is characterized by Piaget as a passage
from an egocentric view to a more interactive view of
reality. This development is characterized by a stage-like
movement progression from the egocentric stage in which
children look out at the world from their own position in
it, taking it to represent absolute reality. During the
preoperational stage they begin to decenter and represent
reality to themselves, although their symbols are still
closely tied to concrete reality. As they continue to
develop they are able to further distance from reality, to
use abstract symbols, and to take the view of others.
Rather than describe development as a stage-like movement
like Piaget does, Vygotsky (1978), Bruner (1966), and Werner
(1978) feel children's development is socially mediated.
All, however, believe children are active constructors of
their own reality. ‘

Vygotsky (1978), in postulating his zone of proximal
development, believes children must interact with others in
order to develop to their full potential. The zone of
proximal development is the distance between the actual
developmental level as determined by independent problem
solving and the level of potential development as determined
through problem solving under adult guidance or in

collaboration with a more experienced learner (p.86). What
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children can do with the assistance of a more experienced
learner today, they can do by themselves tomorrow.

The more experienced learner can assist the child to
learn in two ways. Feuerstein (1980) explains that children
can learn through direct interaction with the environment
or they can learn through mediated learning interactions.
The more experienced learner can provide mediation through
provision of learning opportunities in order to enable
children to learn directly from interaction with their
environment or the more experienced iearner can provide
scaffolding in order for the children to learn through
direct mediated learning interactions. Both provision of
opportunities and scaffolding can be considered a form of

mediation since interaction with a more experienced learner

occurs.

Bruner (1986) believes social interaction in the form
of scaffolding enables children to develop to their
potential through contact with the more experienced learner.
By controlling the focus of attention for the child, the
more experienced learner scaffolds or structures the
learning in segments, the size and complexity of which are
determined by the child's ability to comprehend. The
learning situation is structured so the child can recognize
a solution and later perform the task independently.
Scaffolding or structuring occurs in the zone of proximal

development; children can reach their potential through
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having the more experienced learner do what they could not
yet do by themselves. Gradually the scaffold provided by
the more experienced learner is removed as the child
internalizes the concept. That is, as the child is able to
assume control, the more experienced learner relinquishes
it.

Bronfenbrenner (1979) believes social factors affect
the child's development. Development is defined as the
person's evolving conception of the ecological environment,
and his relation to it, as well as the person's growing
capacity to discover, sustain, or alter its properties
(p.9). Bronfenbrenner has developed a framework for
examining how children develop in interaction with their
environment and how aspects of the larger social context
affect what goes on in the children's immediate setting.
Bronfenbrenner's ecological framework explains that human
development is like a series of "nested structures, each
inside the next, like a set of Russian dolls" (p.3). The
systems move from the children's immediate situation to
situations further removed from them and are defined as
follows.,

a) Microsystems. A pattern of roles, relations, and
activities comprise the micrésystem, the actual setting in
which children experience and create their day-to-day
reality through living, loving, and learning. Since

children experience and create their day-to-day reality in



18

the microsystem, the relationships between their roles,
relations, and activities largely determine their
development and perception of that reality. The four worlds
of childhood noted by Bronfenbrenner (1986) are school,
family, friends, and work. These are the key players in the
children's microsystems.

b) Mesosystems. The relationships between contexts in the
microsystems are called the mesosystem. The quantity and
quality of the links between contexts determine the richness
and influences of mesosystems on the child's development.
Conflict and disharmony in and between ecological contexts
will result in the child developing a sense of alienation.
Bronfenbrenner (1986) notes that if a disconnectedness
between ecological contexts develops, thereby causing
alienation, the best way to counteract it is through the
creation of connections or links. For children and
adolescents, the most important links must be between the
nome, peer group, and school. Bronfenbrenner notes that the
school can play a very critical role in creating links and
furthermore contends that the school is in the best postion
of all to initiate and strengthen links that support
children and adolescents.

c) Exosystems. The situations which have an influence on
children's development but in which the children do not have
a direct role are called exosystems. These include the

workplace of the parents, extended family, friends of the
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family, mass media. Decisions made in the exosystem affect
children without their participation.

d) Macrosystems. The broad ideological and institutional
patterns of a particular culture or subculture are called
the macrosystem. This refers to the attitudes and
ideologies of a culture. It includes society's view of how
the world is organized and how it could be.

Bronfenbrenner (1979) believes the development of
children is determined by the variety and complexity of the
various structures of the ecological environment which are
present. A child's ecological environment is continually
changing throughout life, as a result of a change in role,
setting, or both. These changes result in ecological
transition. The ecological transitions are both a
consequence and an instigator of developmental processes.
Ecological transition requires the child to accommodate or
adapt to the surroundings. It can occur at all levels of
the ecological environment. For example, at the microsystem
level it may mean the appearance of a new sibling; at the
mesosystem level it may mean beginning school; and at the
macrosystem level it may mean moving to another province or
visiting a friend from a different socioeconomic or cultural
background. Development always occurs within environmental
contexts, rather than in a vacuum. The ecological
transitions cause developing children to constantly

re-evaluate their construction of reality. When beginning
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school children meet an ecological transition but schools
often do not recognize it and therefore miss the opportunity
to help children adapt through strengthening the links
between home and school in order to develop to their
potential socially, emotionally, and intellectually.

Werner (1978) believes development is regulated by an
orthogenetic principle. The orthogenetic principle states
that when development occurs it proceeds from a state in
which relative globality and lack of differentiation,
articulation, and hierarchic integration occur to a state in
which the elements are arranged in hierarchies and
appreciated as components of the whole concept. The concept
is then once again perceived as an integrated unit. The
process of development involves such processes as
differentiation, integration, re-integration, and
de-differentiation of experience, moving vertically and
horizontally in a complex organization of patterns. The
orthogenetic principle describes processes children use in
organizing knowledge. For example, given a group of toy
animals, and asked to organize the objects, young children
will not separate them but create a large collection.
Through development, the children will group the objects
according to attributes such as farm animals or four-legged
animals. The small group can be reorganized on the basis of
different attributes but still all of the objects will be
thought of as belonging to the group of animals. In order
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for a new way of looking at the data to emerge the children
must, in effect, relax the parameters of categorization and
view the collection globally once more. Following
differentiation, de-differentiate must occur prior to
re-integrating.

Piaget believes children use the processes of
assimilation and accommodation to construct their view of
the world, that is, to adapt to it. Sigel, like Piaget,
believes that children must actively construct their
reaiity. He believes development takes place through
discrepancy resolutions, much like Piaget's complementary
functions of assimilation and accommodation. Children's
response-ability is determined by their ability to
understand before being able to respond to a given
situation. Sigel notes that the child's current knowledge
puts parameters on the discrepancies that will be perceived.

Sigel (1983, 1984) believes the child's constructs are
organized conceptually. To construct an understanding of
the world requires the ability to re-present, that is,
representational competence. Representational competence
involves telling ourselves about the real world (internal
representation) and communicating with others about the
world and various representations of it (external
representation). The internal representation (symbol) is
communicated through an external representation (sign:

words, photos, gestures). Although all children develop
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representational competence, the quality and quantity of
relevant interactions with others and the environment will
determine the child's ability to re-present (Sigel, 1983,
1984). What appears to be needed is an investigation of the
re-presentational processes and the way in which the quality
and quantity of interactions with others and the environment

influence the development of representational competence.

Development of Representational Competence

In order to develop representational competence,
children must be able to distance themselves from the actual
situation (sigel, 1984). Distancing strategies enable
children to further distance themselves from the actual
situation and thereby contribute to the development of
representational competence. Sigel and Cocking (1978) have
identified a number of strategies through which distancing
behaviors can be developed: observing (examining by
looking), labelling (naming an object or event), describing
(providing elaborated information of a single instance),
demonstrating (showing primarily through gesture and action
that something is to be done), sequencing (temporal ordering
of events), reproducing (constructing previous experiences),
comparing (describing similarities and differences),
proposing alternatives, combining (symmetrical and
asymmetrical classifying and synthesizing), evaluating

(assessing consequences and affects), inferring (predicting
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cause-effect and feelings), resolving conflict (problem
solving), generalizing (applying knowledge to other settings
or objects), transforming (changing the nature, function,
and appearance of instances), planning, concluding
(summarizing). These distancing strategies vary in the
extent of diétancing required (see Figure 1). Distancing
strategies, such as those presented by Sigel and Cocking,
facilitate the acquisition of symbol systems or multiple
forms of representation by requiring children to re-present
their meaning in increasingly more varied and abstract
symbols as they develop representational competence.

A symbol is any element which may denote or re-present

some kind of information, or which is capable of expressing

Figure 1. Extent of distancing required by Sigel and

Cocking's distancing strategies

D { Distanci Distanci Straf

Little distancing required observing, labelling

Some distancing required describing, demonstrating,
sequencing, reproducing,
comparing

Considerable distancing required proposing alternatives, .
combining, evaluating, inferring,
resolving conflict, generalizing,
transforming

A great deal of distancing planning, concluding

required
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a mood or sentiment (Gardner & Wolf, 1983). A symbol is the
transformation of an idea into a public image, one that can
be brought into existence in order to stand for other things
(Eisner, 1982). Symbol systems are collections of symbols
which have through cultural practice come to be used in an
organized and systematic way. The range of symbols and
symbol systems allows for the most meaningful form of re-
presentation to be used in a given situation.

Symbols enable us to re-visit the past in order to
interpret it and to better understand the present and future
in relation to the past. Distancing from the real situation
sometimes helps us to come to know something more fully.
Many visitations, allowing for the reconstruction,
anticipation, and integration of experiences, may be needed
before we fully understand a concept. Symbols frequently
provide the medium through which this can occur. The more
fully the representational system is developed the more the
child is able to transcend the present, to re-construct the
past, think about the future, to think hypothetically about
imaginary situations, and to think critically about real-
life situations (Sigel, 1984).

Tough (1977) believes language is a means of
symbolization that develops the cognitive skills of children
since it can go beyond the actual situation. She feels that
language fosters conceptual development as well as

communication. Language allows children to find order,
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significance, and meaning in the world around themselves
through descriptions of concepts; children are not limited
to experiencing the real concept. Through language they can
also experience vicariously, allowing them to experience a
much broader set of concepts than those they can experience
in reality. Children are able to re-construct, or re-visit,
the past using language; they are also able to project into
the future through language. Both re-visiting and
projecting allow them to enhance and extend their
understanding of the present, the past, and the future.

Children are engaged in the process of constructing
meaning through symbols as forms of representation (Eisner,
1985). Forms of representation are the means through which
humans provide a public equivalent for what is in their
minds and hearis. Forms of representation are the vehicles
- visual, tactile, dynamic - through which the images in our
minds are expressed (p. 1). These forms are not different
ways of re-presenting the same thing; they each capture
different dimensions of reality.

The ages of 2 to 5 mark the time when basic
symbolization develops; children become able to appreciate
and use language (sentences and stories), two-dimensional
symbolization (pictures), three-dimensional symbolization
(clay and blocks), gestural symbolization (dance), music
(songs), drama (pretend play), and certain kinds of

mathematical and logical symbols, including an appreciation
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of basic numerical operations and simple causal explanations
(Gardner, 1983). Symbols are acquired to interpret;and
re-present reality. As children develop they are able to
use more abstract symbols and thereby achieve fuller
symbolic mastery.

Vygotsky (1978) sees the developmental progression of
symbol use as advancing from first order symbolism to second
order symbolism to direct symbolism. In early symbol use
the meaning is assigned ideosyncratically and gradually
children progress to using conventionally understood
symbols. According to Vygotsky, first order symbolism is
highly arbitrary, with the meaning assigned
ideosyncratically by the child, resulting in a highly
contextualized and temporally-bound interpretation.

Children create a symbol to re-present reality but they must
explain its meaning in order for it to be understood outside
of the actual situation. Since the meaning is in the
symbolic object and the meaning can be changed by the child,
first order symbolism does not allow for consistent
interpretation among groups of people. Donaldson (1978)
terms this highly contextualized learning - that is, remove
the context and the symbols are meaningless. Gestures,
symbolic play, and drawing are frequently first order
symbols; so are children's talking, reading, and writing in

the initial stages.
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Second order symbolism is a more socially
conventionalized means of re-presentation. Once meaning is
assigned to a symbol it maintains its meaning across time
and space. Ideographic or rebus writing, phonetic writing
and oral language are second order symbols.

Direct symbolism is attained when the intermediate link
of spoken language disappears. Communication in direct
symbolism does not depend on temporal and contextual
constraints. It is a conventional system permanently
re-presenting ideas. Writing in socially conventional
script is an example of a direct symbol system. Musical
notation, mathematical, and scientific symbol systems are

also abstract symbol systems.

Waves, Streams, and Channels

Gardner and Wolf (1983) have attempted to identify the
relationships across as well as between different symbol
systems. The have identified the features as streams,
waves, and channels.

Streams of Symbolization

Streams are certain unique features which seem
restricted to each particular symbolic domain. For example,
the ability to differentiate pitch does not influence the
depiction of reality in two-dimensional representation. A
stream of symbolization does not spill over to other

symbolic domains.
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Streams of symbolization have been examined by Gardner
and Wolf (1983) in an intensive study involving 9 children
over a number of years. Gardner and Wolf studied the
development of seven symbol systems: language (particularly
story-telling and metaphor); two dimensional depiction
(drawing); three dimensional depiction (building with clay
and with blocks); music; gesture and dance; symbolic play
(both socio-dramatic play and doll play):; and the domain of
number. Each of the streams of symbolization has been found

to exhibit characteristics unique to that domain.

Waves of Symbolization

Features which seem to extend the boundaries of one
symbol system, or to cut across a range of symbol systems,
are called waves. According to Gardner and Wolf, a wave is
a psychological process which develops at a certain time in
childhood and is manifest initially in one or perhaps two
symbolic domains but ultimately the process spills over to a
number of symbolic domains.

Between 2 and 5 years of age, a series of four waves of
symbolization appear at approximately year-long intervals.
Each wave has a central area of focus but extends across
other domains, as a wave does. The four waves, whiéh
progress from least to most representationally abstract,

have been identified by Gardner and Wolf as:
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a) Event or Role Structuring. The ability of a 2-year-old
child to indicate that an action has been carried out or a
role is occupied by an agent. For example, such meaning can
be expressed through words (car go) or through taking a
block and pretending it's a car making it go by running with
it and saying, "Vroom, vroom." ‘

b) Topological or Analogical Mapping. The child begins to
use symbols related in general size or shape, but not
number, to the real object being represehted. For example,
several blocks will be placed on top of each other to become
a snowman or, a person will be drawn with a head and two
legs.

c) Digital or Quantitative Mapping. The child is concerned
with getting the correct number of elements in his
representation. For example, he builds block staircases
using one more block for each consecutive layer or tells

stories with the same number of characters as the original

story he heard.

d) Notational Symbolization. The child is able to invert or
use various notational systems which refer to other symbol
systems. For example, writing is a notational system for
the symbolic domain of language, maps are a notational
system for the symbolic domain of drawing. Notational
symbolization allows the child to distance further from

reality and shows evidence of the interrelationships between

the symbol sytemns.
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Channels of Symbolization

Universal streams and waves of symbolic representation
can allow for the development of channels of symbolization.
Channels are a means of codifying symbolic information that
have evolved within a certain culture and are now taught
directly to the child. The forms of not*:.ional
symbolization (e.g. writing) are channelled.

Harste, Woodward, and Burke (1984) asked 4-year-old
children from various cultural backgrounds to write and
found that their writing was channelled to reflect the
written language of the child's culture. When asked to
write, a child from the U.S.A. produced a series of wavy
lines going from left to right, starting at the top of the
page and finishing at the bottom. A Saudi Arabian child
created a series of very intricate curlicue formations with
lots of dots over the script. When the wgiting was finished
the child commented to the investigator, "Here, but you
can't read it, cause ‘I wrote it in Arabic and in Arabic we
use a lot more dots than you do in English" (p. 82). An
Israelian child's writing also reflected his culture's
unique way of writing by looking like Hebrew. He was
somewhat confused by the English script, first writing from
left to right as in English and then right to left as in
Hebrew. His writing used a series of rectangular and
triangular shapes to create a story. The study of Harste et

al. showed that all of the children used writing as a means
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of re-presentation but their cultural background channelled
their writing behavior.

In a l0-year long study of thxee communities in the
southeastern U.S.A., Heath (1982) found that the cultural
background of the children influenced their literacy
development. Children whose preschool literacy development
was channeled into school-like literacy behavior were more
successful in school than those children whose backgrounds
did not provide such channelling. The children in Maintown,
who were exposed to school-like book reading and individual
response questions of the kind they would encounter in
school, were more successful in school than children in
Trackton who were not exposed to books before school and
children in Roadville whose literacy exposure was
phonic-based. The book reading which the Roadville children
were exposed to emphasized one literal interpretation rather
than the school-like discussion of various possible
interpretations which the Maintown children were exposed to.

Mason (1984) has also found that social and cultural
experiences play a large role in channelling literacy
development. She believes children who come to school with
well-developed concepts about the function, form, and
conventions of print will perform better than children whose
background hasn't channelled these literacy concepts. Mason
has found that instructional procedures fit children of the

middle class where individual effort is stressed over
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cooperation, adult-monitored learning over peer learning,
and tutorial-type learning interactions over group
participation (p. 11). Minority culture children are
therefore often penalized when asked to learn using majority
culture social structures.

Development within streams and across waves and, by
school age, in direct symbolic systems or channels, together
allow children to construct representations of their reality

that enable them to express concrete as well as abstract

concepts.

Theories of Intelligence

There are two viewpoints about the nature of the
ability that guides the development of forms of
representation. Bruner, Piaget, and Werner all concur that
symbolization develops from a general intelligence or
underlying ability. This underlying ability enables
children to symbolize a particular concept, to manifest or
make public this symbolization through various forms of
representation. The surface features or external
manifestations (gestures, talk, drawing) all develop as
symbol systems but result from one underlying general
intelligence. For example, gesture orn drawing are seen to
develop according to principles no different from those

which guide the appearance and growth of language.
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Gardner and Wolf (1983), on the other hand, do not feel
all symbols develop as language does. They cite, for
example, evidence that language and symbolic play are used
by 2-year-olds, drawing and 3-D re~presentation by 3 to
4-year-olds, and not until later do letters and numbers come
to be used representationally. Instead, they believe that
the symbol system development can best be explained by using
a multiple intelligence framework rather than regarding
intelligence as a single underlying ability.

Children are able to symbolize in a variety of forms.
Bruner (1966) says there are tools (symbols) of the mind as
well as tools of the hand. Block play, drawing, talking,
and writing are all tools through which children can
re-present the internal working of their minds. Through
tools of the mind and hand children develop, extend, and
re-present their concept of the world and self to themselves
and to others. In a dynamic, circular development children
use the symbolic tools to develop their concepts and, in
turn, their concepts further develop symbolic
representation. An examination of the development of each
of these symbolic domains shows the distinct features or
streams within each domain as well as common features or
waves across domains. These streams and waves may be used
to facilitate the channels of symbolization, used by
educators to develop the child's representational competence

to its full potential. For example, from out of the diverse
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domain of writing symbols, the teacher will channel the
child's written representation into the conventional means

of writing used in their particular culture.

Development Within Symbol Systems
Symbolic Develogmént of Block Play

Play allows the child to come to know his world in
physical, social, and emotional terms through exploration
and testing. He learns to explore the properties of each of
these aspects of the world in a non-threatening way, and
then to re-present the world to himself through play (Blakey
& Nosbush, 1985, p. 2). Play, as a symbolic domain, has
been shown by cognitive psychologists to develop from less
to more abstract forms of representation that correépond to
Piaget's developmental stages. It progresses from
sensorimotor play, to productive play, to reproductive play,
to games with rules (Butler, Gotts & Quisenberry, 1987).
Buhlers, Piaget, and Smilansky (as cited by Frost & Klein,
1979) describe the stages of play as progressing from
functional play to constructive play to dramatic play to
games with rules. Piaget does not consider constructive
play as a separate stage of play but places it between the
functional and symbolic stages, as occupying a position
between work and play.

Productive play occurs from 2-4 years of age. It is

used to satisfy the child's own wish or intention with



35

little regard for external ends, like Vygotsky's first order
symbolism. The use of materials is not influenced by
conventional uses of reality but rather, the child
determines from within how the material will be used. As
the child develops and enters the reproductive, or dramatic,
play period between the ages of 4 and 7, the play is
progressively more influenced and determined by physical
reality or social influences, and shows signs of
conventionality like Vygotsky's second order symbolism.
puring this period the play is increasingly re-productive of
what the child understands about the physical and social
realms of experience. This occurs as children understand
more of reality and bring their understanding of reality
into their play. Play can occur alone in this stage
although it increasingly occurs with others, that is, it is
social in nature. During this period children want to
re-produce reality as they know it. The play is
increasingly influenced from outside until games with
externally determined rules appear, between 7 and 12 years
of age. This corresponds to Vygotsky's direct symbolism in
which symbols are fixed and conventional. In the games with
rules period the child's play is almost totally with others.
During the productive play period much play is of a solitary
nature and is largely regulated from within.

Block play is one of the major productive play

activities occurring during early childhood. Productive
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play involves the child in re-presenting reality and
re-constructing reality using physical materials. Smilansky
views the development from functional blay to construction
play as a progression from manipulation of material to
formation of something (Frost & Klein, 1979). 1Innes (1985)
believes block play facilitates the formation of the child's
connection betwen the knowledge of reality and the
recreation of it through block play. Once construction is
complete, physical representations can be used to re-present
reality through dramatic or sociodramatic play.

Innes (1985) studied the development of block play and,
based on Guanella, Johnson, and Schirrmacher's scales of
constructive play development, created a 10-level scale
through which children progress in their block play
development. The first five levels - building towers or
rows, building walls or floors, bridges or arches,
enclosures, and building with a focus on balanced and
decorative pattern - focus on exploring the properties of
blocks. Bruner would label these enactive because the focus
is on the children exploring the properties of the naterials
in terms of how they can act on them. The next level, in
which the child names the structure more than once during
construction, is labelled representational. At this level
the children's intent is to re-present an aspect of reality
through construction with blocks. They must re-cognize in

order to re-present their interpretation of reality. Bruner
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would label this level iconic because the construction
process is representational. The structure becomes more
elaborate and may not look similar to the object being
represented. All or parts of the structure can be renamed
during construction and upon completion. Once the child is
comfortable with re-presenting objects through construction,
he begins to use his constructions as stage settings for his
dramatic play. Children now play alone (dramatically) or
collaboratively (sociodramatically). The next level,
preplanned construction, sees the child naming the structure
in advance of construction. Elaboration and advanced
construction focus on progressively increasing attention to
details, description of the structure, and advance planning.
These last four levels would be labelled symbolic by Bruner
because they involve the use of construction in an imaginary
way and in the latter play levels the construction is named
prior to being built; the child is engaged in preplanning.
Block play in the past was mostly concerned with the
concrete and was often labelled only enactive. However,
block play, although appearing very concrete in nature,
enables the child to:
go through a process of elaborating three systems of
skills that correspond to the three major tool systenms
to which he must link himself for full expressions of
his capacities - tools for the hand, for the distance

receptors, and for the process of reflection (Bruner,
1966) .
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Symbolic Development of Drawing

Drawing is another way children show their increasing
representational competence. The development of
re-presentational ability in children's drawings has been
the focus of study for numerous researchers (Chapman, 1978,
Gaitskell & Hurvitz, 1975, Hardiman & Zernich, 1981, Lanier,
1983, Lowenfeld & Brittain, 1982, and Smith, 1984).
Children's drawing develops from scribbles to concrete and
finally to abstract re-presentations of reality. The
children's depiction of reality is developmental. Through a
series of successive approximations, that initially involve
attention to obvious critical features and then less obvious
features, the child develops realistic and abstract
re-presentation.

Lowenfeld's stage scheme describes the developmental

trajectory of drawing.

a) Scribbling Stage (2-4 years). At about 18 months

children make random scribbles which do not re-present
objects. By 2 1/2 years children are able to control their
scribbles; they have visual control over their marks and
are able to make repeated lines. By 3 1/2 years the
scribbles are named by the children after they are drawn.
The children often talk while drawing. Drawing is now a

form of communication.

b) Preschematic Stage (4-7 years). The first

representational drawings appear; usually they are the human
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figure. People are drawn with a head and two vertical lines
for legs. The objects in a picture have little relationship
to each other and children draw things around themselves,
that is, the self is the center. During this stage the

child is representing or constructing rather than copying

reality.

c) Schematic Stage (7-11 years). The children's schema is
highly individualized and their dréwings can be recognized
as theirs by the way they re-present people and objects.
Objects are now re-presented in logical relationship to each
other. The drawings are much more detailed and realistic.
X-ray pictures appear in which, for example, the child will
draw a human skeleton form and add clothes or draw people
inside of a car. The use of base lines and folding over
appears.

Rather than categorizing children's drawing in.stages,
Rhoda Kellogg (1969) has established categories based on
particular markings used by children as they depict the real
world. These categories can help interpret the children's
drawing capabilities within and across stages.

a) Basic Scribbles. Twenty markings which are made by

spontaneous movement with or without the control of the
eyes. The lines may be vertical, horizontal, diagonal,
circular, or a combination of these. Every drawing can be
broken down into Basic Scribble components, that is, into

basic line elements.
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b) Placement Pattern. The beginning of controlled shapes
such as circles, rectangles, and triangles. The child uses
eye control of hand movements to create the drawing.
Patterns suggest shapes which can later be filled in.

c) Shape Stages. Emergent Diagrams as well as shape
combinations begin to appear by 2-3 years. Emergent
Diagrams do not re-present clear shapes but suggest clear
re-presentations as in Diagram shapes. Soon after Diagram
shapes are used, the child will begin to combine two or more
shapes in his drawing.

d) Mandala. A design formed by a circle or square divided
into quarters or eighths by crossing lines. The mandala is
considered to lead from abstract work to pictorials.

e) Sun. A formation consisting of a circle with lines
crossing the perimeter. Not until about 3 years of age does
the child begin to make the sun shape.

f) Radial. A formation with lines radiating from a point or
a small area.

g) Human Figqure. The early human figures consist of a head
and legs. Arms from the head appear early on but are later
not drawn because the child feels the figure looks better
without them. Gradually more body parts are added.
Esthetics rather than realism is important to the child

while drawing, as shown by the categories of hands, feet,

and hair.
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h) Early Pictorials. Besides Human Figures, the child's
early drawings can be grouped under the headings of Animals,
Buildings, Vegetation, and Transportation. Early pictorials
mark the begining of drawing influenced by culture.
Kellogg's categories show the simple to complex nature
of children's drawing development. Each category extends
from the previous ones, for example, the Mandala is drawn
before the Sun appears. However, the earlier categories,
such as Basic Scribbles, continue to be used. Young
children engage in self-taught drawing but by age 5 begin to
copy the real world, often as a result of pressure to
conform by adults. The child's re-presentations are
channelled by the adult so they resemble those used by
others in that culture. These channelling processes can
enhance or inhibit children's re-presentational development.
Lanier (1983) has examined the kinds of pictures
children of various ages prefer to view. Compared to
children's production of drawings and art, not much research
has been conducted on children's responses to art but Lanier
found young children seem to prefer bright colours, sharp
contrasts, and obvious textures. They are more attracted to
representations of reality than abstract forms. This fits
with children's development of reality, in which they
progress from re-presenting reality in its actual form to

representing it abstractly.
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Lowenfeld (1979), as an art educator, has found
children's art experiences to develop and provide for
emotional release, intellectual growth, and creative growth. -
Each of these forms of re-presentation helps develop the
whcle child. Young children use art as a means of learning.
They learn through the development of concepts which take
visible form, through the making of symbols which capture
and are an abstraction of the environment, and through the
organization and positioning of these symbols together to
re-present one configuration (Lowenfeld, p. 3).

Researchers of children's drawings see the development
as successive, going from scribbling to reality to more
abstract re-presentations of reality although not all are in
agreement as to the time span or stage-like characteristics
in which such development occurs. Some, like Lanier, feel
the stages should not be fixed with ages as Lowenfeld has
done because development ozcurs in a fluid manner, with the
representations able to exhibit characteristics of more than

one stage at a time.

Symbolic Development of Talking

Children's talk and writing can be categorized as more
abstractly symbolic than block play and drawing because they
involve using symbols apart from reality to re-present

meaning. According to Vygotsky, block play and drawing

s
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would be first order symbols, while talk and writing would
be classified as more abstract symbols.

Talking is more context bound than writing and occurs
earlier in the child's development. When talking, children
can get immediate feedback from the listener to see if the
message is clear; they can also rely on the context to carry
part of the message. The use of gestures and facial
expressions (that is, other forms of representation) as well
as the contextual setting can relay part of the message.
When writing, children must rely totally on the written
symbol system to relay their meaning; In this way writing
is more decontextualized; the author must use only words to
convey meaning and must think about making the context clear
to the audience through this abstract form.

Halliday (1977), in studying the development of
children's oral language, found seven functions, or models,
of language use evident. Children's comprehension of each
of these functions precedes their production of them. The
first functions to develop are instrumental (I want),
regulatory (Do as I tell you), interactional (me and you),
and personal (Here I come). Later children seek to
understand their more distant environment, others, as well
as their thoughts and feelings through the heuristic (Tell
me why?), imaginative (Let's pretend), and informative (I

have something to tell you) functions of language.
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Joan Tough (1976), in developing a categorization of
functions of language based on the work of Halliday, has
fcund that development occurs within each function of
language as well as across the functions. Language allows
the child to express past and future experiences as well as
present. The child shows originality in language use from
the beginning but one sees control proceeding from simple to
complex structural forms.

The development of speaking is characterized initially
by repetitive, rhythmic vocalizations in which meaning is
nonexistent or secondary to the production of sound (Garvey,
1977). This is followed by the one word stage. Words at
this stage display a referential function of language and
hence we see large numbers of object and action, locational,
and descriptive words as well as social expressions being
used. Children then combine words into two word phrases
consisting of a doer (agent) and action or object. Topics
are initially tied to the child's reality. Gradually speech
becomes more explicit and complex until by 4 years of age
most of the basic syntactic principles are found in the
child's speech. By late preschool age children are just
beginning to develop metalinguistic awareness (Lindfors,
1984).

Children's speech is egocentric initially (topics
center on themselves), and then becomes social (they

consider their audience). This increasing sense of audience
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awareness that the process of decentering brings absut
enables a 4-year-old child to speak more simply to younger
children (Garvey, 1977).

one form of language used frequently by children is
telling stories. This is, in fact, the way a child
initially structures reality. Applebee (1978), using
Vygotsky's stages of concept development as a basis, has
traced children's growing understanding of story structure.
He found that it unfolds in the following manner:
a) Heaps. Events are unrelated.
b) Sequences. Events are linked to a center (character or
event) but the events are unrelated causally or temporally.
c) Primitive Narratives. Complimentary attributes are
collected around a center (object or event is of importance
to the child).
d) Unfocussed Chain. Narrative structure is present but
there is no main point or direction since the events are not
linked with constant attributes. The result is characters
who pass in and out of +he story, changes in the type of
action occurring, and setting blurring.
e) Focussed Chain. Narrative structure is present with the
main character going through a series of linked events,
resulting in "the continuing adventures of ..." story.
f) Narrative. Events in the story are linked on the basis
of complementary attributes. Each incident develops out of

the preceding one as well as developing the theme.
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Children of about 2 years of age tell Heaps and
Sequence Narratives. Five-year-old children produce
primarily Focused Chain Narratives. By 5 years of age only
about 20 peicent of children produce narratives (Appelbee,
1978).

Britton (1970) states that children must be able *o
take on the spectator role as well as the particpant role in
order to be able to create narratives. The spectator role
requires children to distance themselves from the experience
= to look on and test their hypothesis about structure and
meaning rather than more directiy participating in the

experience.

Symbolic Development of Writing

The child's competence with oral language grows
markedly between 3 and 5 years of age. It is also during
this time that we see the emergence of writing. Children
come to grips with the writing system, or orthography, in a
series of developmental stages that have been established by
many researchers (Gentry, 1987, Hayes & Cherrington, 1985,
Mavrogenes, 1986, Sulzby & Teale, 1986, and Temple & Gillet,
1986). These stages include:

a) Scribbles. TInitially not a representation of but an
exploration of the mechanics or forms of writing. As symbols
appear, there is no fixed meaning for the symbols, but the

meaning changes as the child's thoughts and concepts change
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regarding the symbols. Interpretation relies on the child's
oral language and gestures and is therefore highly context
dependent. Vygotsky would call this a first order symbol
systemn.

b) Prephonemic. Some random letters are used to re-present
a person or thing. The letters are formed and the messge is
decided later. Letters do not yet capture the alphabetic
principles of our orthography.

c) Early phonemic. The child comes to grips with the
alphabetic principles but only gradually so. Initially, not
all sounds are re-presented but gradually all soundé,
consonants and vowels, are re-presented with letters.
Spacing between words is attended to. Vygotsky would call
this second order symbolism.

d) Transitional. Children are aware of the conventional
spelling patterns but have not yet developed the ability to
apply these consistently.

e) Conventional. Internalization of adult writing.
Vygotsky would call this direct symbolism.

All children pass through these stages (Sulzby & Teale,
1984) but the time when they do this is not always the same.
For example, a 4-year-old emergent writer and a 6~-year-old
who learns to write in school both pass through these stages
but they do so at different times.

Copying correct spelliny is not thought to aid in the
development of spelling (Gentry, 1987). Gentry feels that
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spelling is a constructive developmental process which
requires complex thinking whereas copying is an exercise in
eye-hand coordination which requires mechanical ability but
little thinking. ‘

Ferreiro (1978) studied the concepts 4 to 6-year-old
children have of print before beginning school. She
concluded children must have a certain metalinguistic
awareness (awareness of the language in and of itself;
ability to block out the communicative function) in order to
be able to write. Those that were most aware of print had
developed an understanding that all words in oral language
including articles and prepositions must be captﬁred in
written form. Spacing, number of characters, and
variability of characters were features children attended to
in print awareness. Children must engage in an active
process of re-constructing language to make it their own.
Ferreiro sees the matalinguistic awareness occurring from
outside the child to the inside, whereas oral language
development occurs from the inside of the child outside.

The child must bring his cognitive ability of language to a
concious, metalavel when representing language in written
form.

Clay (1975) describes this awareness by looking at what
writers need to know in order to re-present meaning through

written symbols. She found that the writing patterns of
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both children and adults exhi’ /'t the underlying competencies

or understandings expressed in the following principles:

a) Recurring Principle. English uses the same letters over
and over.

b) Generative Principle. The writer creates new meaning.

c) Sign Principle. Print stands for ideas.

d) Inventory Principle. Children list and name items they
can write.

Children must decontextualize and decenter when
writing. This process of putting the meaning into the text
rather than the context, as in talking, is a gradual one
which the child achieves by the late preschool period.
Through decontextualization and decentering when writing
children are distancing themselves from reality through

reconstructing the context in another form.

Interrelationship Between Symbolic Domains

Block play, drawing, talking, and writing each develop
as a stream, in a unique way. Streams have been well
researched and the developmental sequences have been
documented. Similarities are apparent across symbolic
domains or streams of development (see Appendix 1). Not as
much research, however, has been conducted on waves of
symbolization.

Representational competence develops from simple to

complex, from concrete to abstract, from ego-centeredness to
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an other awareness, and from a need for context to little
need for it. Between 2 and 5 years the child becomes adept
at using the basic symbolic forms, distancing from the self
and self's reality to other's; the ability to abstract
becomes increasingly more evident.

As children develop they are more able to symbolize
because they have a greater variety and number of schemata
from which to draw. Children incorporate existing ways of
interacting with the world and re-presenting it, never
leaving totally behind an earlier way of knowing. Children
become progressively more able to distance from the actual
experience using symbolism from a variety of symbolic
domains. Research has shown a facilitative effect between
the development of various symbolic domains.

Lamme and Childers (1983) have examined the composing
processes of three young children between 35 and 50 months
of age over a 6 month period. They found the composing
processes of these children included a wide variety of
writing, drawing, and scribbling behaviors. Scribbling
appeared to be the foundation for both drawing
representationally and for writing mock letters and words as
well as real letters and words. In the earlier sessions
there were more scribbles than in later ones. The children
moved from scribbles to primarily drawing representational
figures in their artwork and from scribbling through mock
writing, practicing alphabet letters, copying letters and
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words, to writing at least a féw words independently. Lamme
and Childers found that both oral and written play with
language appeared to enhance the children's encounters with
print. The types of episodes were found to influence the
composing processes. When composing with an immediate
audience for personal communication the children engaged in
more sophisticated composing, writing more letters in words,
copying words, and writing their names and words more often.
The children both asked for and gave more assisfance during
these episodes. When composing books for a distant audience
the children engaged in more scribbling, tracing over
letters, and writing mock words. They asked how to write
alphabet letters more frequently. The composing behaviors
during book writing are considered more primitive by Lamme
and Childers than the composing behaviors during personal
communication such as letter writing. Book writing involves
a greater degree of decontextualization than personal
communication since the audience is unknown or further
removed from the child and his situation. cChildren begin
writing for personal communication before book writing.
Both types of composing processes are contextualized in the
early stages and gradually as they gain experience, they
are able to distance themselves further from the real
situation and the composing process becomes
decontextualized. It is interesting to note that most

schools assume experience with book listening and/or writing
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when beginning school. This mav be problematic for the
child who has not had such book experiences.

Dyson Haas (1983, 1986) also has found that in one
composing event young children express meaning through talk,
pictures, and written text. She views the development of
writing as going from a form of drawing (graphic
representation) to a form of language (an orthographic
representation) (1983, p. 18). Dyson Haas (1986) has found
children differ in how and how much use they make of talk
and drawing while composing a story and in the relationship
between the drawing, writing, and dictated text. Spme
children make extensive use of talk to portray the meaning
of their drawing while for others talk is only a peripheral,
labelling part of the drawing process.

Initially children associated written graphics with
particular persons, objects, or events; that is, writing was
used to label (Dyson Haas, 1983). As children become aware
of written language as a representation of oral talk, the
use of talk while writing increased. Talk, for narrating,
interacting, and dramatizing surrounded the physical act of
writing. The writing process was adapted to the talk in
order to convey the meaning. As the writing process
develops, talk becomes more involved in the production of
the written message (the means) ("How do I spell where?")
and its' role in the communicative function (meaning)

lessens. For some children talk provides meaning as well as
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a means for getting the meaning on paper (Dyson Haas, 1981).
As children become competent users of written langquage the
use of talk decreases again. In early writing children
combine forms of representation from various streams in
order to re-present their meaning. Gradually, as competence
is gained in re-presenting in a more abstract form such as
writing, the other support streams of representation such as
drawing and talk, are no longer needed to help convey the
meaning and are therefore no longer used when writing. This
progression indicates children's growing independence in
re-presenting their world.

Young children do not combine writing and drawing in
conventional ways. They do not initially draw a picture and
then write a story or write a story and then illustrate it.
Rather, writing and drawing are used together in the
composing processes of young children (Dyson Haas, 1982).
When observing the composing processes of kindergarten
children, Dyson Haas found written names and letters existed
among the drawn forms on the page. For most children the
drawing and writing were intermingled on the page but not
related thematically. The children's talk was necessary for
interpretation of the production. The symbolization of
people and objects was the most typical representational
writing done by the children.

The children frequently interchanged the terms "write"

and "draw" although they were aware of the differences in
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the written and drawn graphics. Dyson Haas suggests this
interchange may be because the process of drawing and
writing are similar for the child. Both involve graphically
symbolizing a concrete entity, creating a graphic object for
another, and graphically representing a narrative (Dyson
Haas, 1982, p. 378).

The differentiation of writing from drawing and its
precise connection with language is not necessarily a step
preceding but a gradual process occurring during and through
first attempts to represent experience through letter
graphics (Dyson Haas, 1982). Children's early writing
incorporates the symbolic modes of talk, drawing, and
writing. Each of these streams displays unique
characteristics in re-presenting the meaning in written form
with the interrelationship changing as the need arises. For
example, initially there is more talk than in the later
composing process. Dyson Haas concludes by saying, "In our
efforts to understand the development of written language we
need to search for such interrelationships between
children's use of alternate symbolic modes and for changes
in those relationships over time" (p. 379).

In a case study of a 4~year-old boy, Smith (1984) found
the child talked to himself while drawing. His talk served
to identify the drawing once it was complete rather than to
narrate a story about the subject. The child did not talk

to the observor while drawing.
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Siebenga (1987) also found 4-year-old children could
differentiate between drawing and writing using their
knowledge of recognizable alphabet forms. She found the
children considered the process they were involved in more
important than the final product. The children's talk while
engaged in the task revealed some of their thinking about
drawing and writing. The talk was directed to the
researcher and themselves. Talk was shown to have both a
communicative function for social interaction and a personal
function for interaction with self. Talk is like a "window
on development" according to Vygotsky (1962) because it
makes explicit the internal processes. This idea may be
misleading because the lack of ability to talk about it
doesn't necessarily mean the ability is not there. We also
haven't encouraged "process" talk so some of what we see
could be an instructional artifact. Talk is very useful and
initially literacy experience should start with a verbal
child but we can't assume children who aren't using the
verbalizing process are unable to do so.

Children's early writing incorporates the symbolic
modes or systems of talk, drawing, and writing. Each of
these symbol systems displays its unique characteristics
(streams) in the re-presentation of meaning while
jnterrelating with the others (waves). The nature of the
interrelationships or waves across symbolic modes needs to

be better understood as well as factors such as the
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relationships over time. Research has shown that early
writing incorporates more drawing and talk than latgr
writing.

The gradual progression from concrete to more abstract
representation in symbolic play facilitates literacy
development because both involve symbolic representation
(Vygotsky and Piaget as cited by Isenberg & Jacob, 1982).
Both symbolic play and literacy involve the use of symbols
to represent objects, events, or situations that are not
present.

Symbolic play also supports literacy development
(Isenberg & Jacob, 1982, Pellegrini, 1981). First grade
boys who did not engage in high levels of symbolic play had
difficulty in reading and other academic areas involving the
use of symbols and signs (Wolfgang as cited in Isenberg &
Jacob, 1982). Since both symbolic play and reading involve
the use of symbols and signs perhaps these boys had little
experience with the more abstract forms of representation.
Their experience may largely have been with more concrete,
first order forms of representation, such as those involved
in constructive play. They may not have had experience with
the more abstract forms of representation such as drawing
and writing. Because block play is concrete we haven't
often exploited its full symbolic capacity. With boys in
particular it might be very important to do this wifh blocks

before we go to more abstract signs like writing. Perhaps
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through exploring the links between domains or streams we
might f£find ways to bridge or scaffold children's language so
that these abstract symbols will enable them to use existing.
strengths, like symbolic capabilities with blocks.

Pellegrini (1980) also found a relationship between
symbolic play and beginning literacy success as measured by
the Metropolitan Readiness Test. He found dramatic play
occurred most frequently among kindergarten children; then,
in order of decreasing frequency, constructive,
games-with-rules, and functional play occurred. The
categories of play were highly related to writing
achievement variables whereas the SES and sex of the
children appeared generally unrelated to writing
achievement. Pellegrini noted that both symbolic play and
literacy involve the concious assignment of meaning to
symbols. Vygotsky would say that when engaging in symbolic
play children use second order symbolism and in writing they
use direct symbolism. Both symbolic play and litercy
involve the use of more abstract symbols than constructive
play. Children must distance themselves from the real
experience when engaging in both symkolic play and literacy.
Perhaps because this distancing is greater children might
need special assistance in using these more abstract symbol
systemns.

In an exploratory study, Pellegrini (1985) found

children who engaged in symbolic play used more complex noun
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phrases, explicit literate language (book language),
conjunctions, and future time in conjunction with past tense
rather than just past tense. Play allows children to use
re-presentation and explicit language. They also need to
use this type of language in literacy learning. It was
noted that further study needs to be undertaken before
causal links can be established.

Children who engaged in symbolic play were also able to
construct more explicit, elaborate texts and they were able
to improve their story recall (Galda, 1984, Pellegrini,
1982, Pellegrini & Galda, 1982). While observing 4 and
5-year-old ck!i:iren engagad in syrb-lic and constructive
play, Pellegrini (1982) found chiidres verbally defined
their referents in symbolic play rather %han relying on
context cluesg to convey meaning, as in constructive play.
Since symbolic play involves abstract representations the
child cannot rely on the object alone to convey meaning.
Play episodes, themes, and roles were initiated and
sustained through explicit language in symbolic play.

Pellegrini and Galda (1982) studied the effects of
three kinds of story reconstruction on the development of
children's story comprehension. Children in grades K-2 were
read three books on separate occasions and reconstructed the
story heard either through thematic~fantasy play, adult-led
discussion, or drawing. Story comprehension data and a

story retelling collected after the third session showed
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thematic-fantasy play was the most effective facilitator of
comprehension. The comprehension of the second grade
children was better than that of the kindergarten children,
however, the thematic-fantasy play reconstruction was
particularly successful in facilitating the story
comprehension of the kindergarten children. It allowed them
to re-present in two ways - drama and talk. The fantasy
play allowed for more concrete re-presentation than talk.
Fantasy play allows the children to actually take on the
role of a story character, thereby being on the inside
looking out. When they talk i2bout it they're on the outside
looking in. Being on the outside looking in means they are
more distant from the story and, therefore, would have
greater difficulty comprehending it.

Children's talk also facilitates early drawing.
Children use oral language to give meaning to their
scribbles and early representational drawings. As the
drawings become more realistic, the need to identify the
picture orally is no longer necessary. Children also talk
during the writing process. It seems that when no one
domain's symbolic capacity enables a person to capture what
they are trying to capture or communicate, they tend teo
supplement with another demain.

As the block play moves from being very
representational to more symbolic, talk becomes a necesgary

part of the play. As with all symbolic play, the “hild must
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communicate the nature of the play in language; talk is also

used to settle disagreements.

Summary

The development of specific symbolic domains has been
the focus of numerous studies, however, facilitative effects
across the symbolic domains of block play, drawing, talking,
and writing and, the distancing principles that might be
operating, have not been explored. This study will attempt
to lonk across symbolic domains as well as within symbolic
domains. This study will use the Brunerian principles of
scaffolding to explore the child's distancing strategies as
he develops his representational competence.
Representational competence can not occur without
distancing. The extent and types of distancing required to
develop the ability to re-present in a variety of forms has
not been the focus of extensive research. 1If a
constructivist theory of development is adopted, a better
understanding of how distancing operates in the development

of representational competence is needed.



Chapter III

DESIGN OF THE STUDY

This chapter will describe the nature of the study, the
sample, and the procedure for collection of data. it will
also describe the pilot study and research schedule. A

summary will conclude the chapter.

Nature of the study

The study was naturalistic and exploratory in nature.
It was naturalistic in that it didn't disturb the normal or
ongoing ecology of the classroom; it explored one child's
natural behavior in the everyday unaltered classroom
setting, that is, it took the form of & case study. It was
exploratory in that it was intended as the beginning of an
investigation to increase our understanding of how a
kindergarten child distances himself from the actual
experience through re-presenting it by using increasingly
abstract forms of representation. The study explored both
distancing through increasingly abstract symbol use as well
as distancing over time through daily opportunities to
re-visit previous block constructions in various forms of
representation.

The data were collected znd analyzed using
observational, qualitative rzsearch techniques in order to
study the child in as nitucal a setting as possible. The

child's re-presentational competence develops in a context.
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Therefore an in-depth understanding of the context was
necessary to understand the processes he was engaged in -
the child does not develop in a vacuum (Graves, 1981). The
Investigator's role was that of a participant observor who
participated by making re-presentation activities available
to the child; the choice to engage in these activities was
the child's. The number and type of activity engaged in was
also the child's choice. As a participant observor the
Investigaior did not engage in the block play unless
specifically asked to by the child. The block play occurred
spontaneously as a result of the child's choice or at the
encouragement of the teacher rather than at the suggestion
of the Investigator. The focus cf the Investigator's role
was to observe the child engaged in the symbolic activities

in a natural setting.

The Sample
The study focussed on one child. It was intended to be
an exploration of how a kindergarten child distanced himself
from the real experience through increasingly abstract
re-presentations of that experience. Not all kinds of
information about how children develop representational
competence can be understood by focussing on a sample of one

but a case study design was chosen for this study for the

following reasons:
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a) The area of interest was how children re-present in a
variety of ways over a period of time, therefore, one child
was chosen so an in-depth examination of his
representational competence could be undertaken across the
areas of interest. Stake (1978) says focussing on one child
allows for "a full and thorough knowledge of the particular
in order to recognize it also in new and foreign contexts"
(p. 6).

b) Bereiter and Scardanalia (1986), in examining levels of
inquiry into the nature of the writing process, say a
process description yields rich information about writing
behavior. Among the information available about
representational competence there is a lack of understanding
about how this process is achieved. The information we have
focusses on the characteristics chil:dren display when
re-presenting. We have an understanding of how the forms of
representation develop but not a great deal of information
about how these forms develop in relationship to one another
in individual children. What is needed is an understanding
of the process of distancing and representational competence
before empirical testing can be undertaken. In this study
the sample of one allowed for an in-depth process v
description of the target child's distancing and
representational behavior, thereby addiag to our knowledge
about the process as well as the characteristics of forms of

representation.
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c) MacDonald and Walker (1975) feel the nature and variety
of transactions which were characteristic of the learning
situation were best obtained through the case study. By
focussing on one child this study allowed for an in-depth
observation of the child's representational competence as he
operated in his natural school setting. We have lots of
information about specific streams within but little
information about waves across forms of representation and
how distancing strategies facilitate this development. The
best way to obtain wave information is by loocking in-depth
at one child. Learning is complex and if variables are to
be tested empirically they first need to be identified. The
case study allows for variables within an area of interest
to be identified.

d) Graves (1981) says focussing on one child allows the
Investigator to see variables within the child which may not
have been seen in a situation in which data were gathered on
more children. As an exploration, this study was interested
in intra-subject differences rather than inter-subject
differences and therefore targetting one child allowed for
variables to be identified. The developmental literature
tends to indicate that intra-subject differences can be as
great if not greater a variable than inter-subject
differences. Since symbol use is such an abstract process
one would anticipate large intra-subject differences,

therefore, summing across children at this stage would mask
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much of the important information. The area of distancing
and representational competence needs more information about
the degree of variability within individual children before
variability across children can be examined. Even if
further explorations use larger numbers of children this
study will alert researchers to the areas where they need to
be especially sensitive. By identifying variables this
study will aid researchers in generating hypothses for
empirical testing.
e) Our understanding in the area of distancing strategies
in the development of representational competence is at the
exploratory level and therefore there is a need to know
about the process. Stake (1978) says, "The case study
proliferates rather than narrows" (p. 7). Our limited
understanding of distancing strategies indicates it is not
yet time to narrow. Stake goes on to say that: "One is
left with more to pay attention to rather than less. The
case study attends to the ideosyncratic more than to the
pervasive. Its best use appears to me to be for adding to
existing experience and humanistic understanding" (Stake, p.
7). We don't know how the social context will affect
children's ability to distance and therefore it must be
explored in a setting that will enable us to discover the
interrelationships.

Stake (1978) feels the case study method is more suited

to expansionist than reductionist pursuits (p. 6). The case
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study enabled the data to expand but then also to be reduced
by establishing categories to explain it. The categories
were formed by the waves notion of Gardner and Wolf (1983)
and by the stream information of other authorities discussed
in Chapter II. Stream information was examined in the areas
of block play, drawing, oral language, story telling, and
writing. These categories won't limit what is seen in this
study but are a starting point from which interpretation of
the data can begin.
f) Borg and Gall (1983) feel case studies have the
potential to generate rich subjective data that can aid in
the development of theory and empirically testable
hypotheses (p. 489). The data garnered in this study were
not totally subjective and dependent on this Investigator's
ability to form categories from the data because the
frameworks of other researchers were used in establishing
categories and interpretations of the data. The findings of
this exploratory case study can lead to further empirical
investigations because it will generate various hypotheses.
For example, once this exploratory study has been done,
directions for further research with larger numbers of
children could be conducted in order to see if the
variability across children is as great as within children.
A child at the kindergarten level was chosen since this
is the stage at which children are negotiating an ecological

transition (Bronfenbrenner, 1979). This transition involves
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a role change. Children are moving from the use of more
concrete symbol systems like block play and drawing when
re-presenting meaning to the use of more abstract symbol
systems such as writing. The ecological transition is a
rich background for us in understanding how a child develops
symbol use; it allows the development within symbol systems
or streams to be seen. Children at the late kindergarten
level use a wide variety of symbols to re-rpesent meaning,
showing an increased awareness of the need to make their
meaning clear to others around them. They use a greater
number of symbols than earlier. Gardner (1983) has found
the development of basic symbol use occurs between the ages
of 2 and 5. Symbols are also used in different ways by late
kindergarten with most children having progressed from
concrete, context-bound first order symbolism to more
abstract, representational second-order symbolism (Vygotsky,
1978). With the development of basic symbol use,
similarities or waves have been found across symbol systems
by Gardner and Wolf (1983). Development within the child as
well as channeling by the parents and the school have
influenced how symbol systems have developed and are used by
children towards the end of kindergartet:. When children
make the ecological transition to school they are exposed to
a new, additional set of expectations regarding the use of
symbols to re-present meaning. 1In order to observe the

waves across symbol system development it was necessary to
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look within streams as well as within channels to see the

effects these have across symbol systen cGevelopment.

Selection of School and Classroom

'The Early Childhood Education Consultant in a large
urban school district was contacted and asked to recommend
classrooms most suited to this study. The following
criteria were to guide her selection. The classroom should
have 1 hour of free play daily; a large block area where
children could bring things from other areas to enhance the
play; a large enough area to accommodate video taping;
acoustic and physical features that would enable good audio
and video recording; supportive teacher, principal, and
parents. The consultant recommended five kindergarten
classrooms which met the criteria listed and contacted each
teacher to outline the nature of the study and to determine
their willingness to participate. After the classrooms had
been visited and all other criteria were equal, the study
classroom was selected because it had the most physical
space and a relatively small number of children (n=20).
These factors were conducive to better video and audio
taping. A large physical space allowed for more spontaneous
block play to occur, with the opportunity for greater

expansion of the block construction.

Description of the child
The subject chosen for the study was a five year old
kindergarten boy named Tyler. He was described by his
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teacher as being more immature than the other children in
speech, motor development, and behavior.

Tyler was selected as the subject because every day he
chose to go to the block Center during Centers Time and he
was willing to represent his block construction by drawing,

talking or writing about it.

Description of the School

The study took place in an elementary school in a large
urban school district in northern Alberta. The school had a
student population of 365 students in grades K through 6.
The school was located in a multi-level housing development
with children coming from lower, middle, and upper cClass
backgrounds. The student population was fairly transient,
with almost 20% of the students changing schools during the

school year.

Description of the Classroom

The study took place in an afternoon kindergarten
classroom which had 20 students. The students, 8 boys and
12 girls, had been attending kindergarten for seven months
at the time of the study.

Learning through doing, choice, and independence were
emphasized. The classroom emphasized both process-oriented,
exploratory activities such as block play as well as
product-oriented activities such as creating a plaster
dinosaur from a mold or counting sequentially on a dot-to-

dot worksheet. 'he program was centered around themes, with
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dinosaurs, spring, sensory awareness, and mothers and babies
being studied at the time of the study. Each theme lasted
from one to three weeks, depending on the children's
continued interest:; when interest began to wane the theme
was changed. The Story Time, Show and Tell Time, and
Centers Time were all related to the theme. One hour of
Centers Time daily facilitated the activity oriented
philosophy of the classroom.

The classroom consisted of two rooms connected by an
open doorway. The children were free to move hetween the
rooms during Centers Time. Each room was furnished with low
round and square tables and chairs (see Appendix 2). A
variety of activities could be found in the two rooms, with
many of these activities being used during Centers Time.

The classroom had a book corner, listening equipment, a
typewriter, two computers, writing materials, and a games
and puzzle shelf in one room. A house, sand tabla, and
block area were set up in the other room. These activities
were used as centers during Centers Time. In addition, a
large number of craft and paper activity centers were set up
during Centers Time.

The classroom instruction was both routine and
spontaneous. After the children listened to a story the
teacher listed the centers which were open that day and
explained any new centers. The children then told the
teacher which center they wanted to use, and this was

recorded in a notebook. The notebook was a record of which
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centers were used and which children went to each center.
Immediately after telling the teacher their choices the
children were dismissed to their center. Children could
change centers when they chose or when an activity was
completed. There were times when children were assigned to
particular centers by the teacher. This occurred when
children had not finished projects which were only available
as center activities for several days or when the teacher
felt they would benefit from engaging in a particular type
of activity. The teacher's aide helped children with the
crafts and paper activities in one room while the teachér
and student teacher circulated and worked with children at
various centers. Towards the end of the hour the lights were
turned off and on, signalling the beginning of clean-up.
Following clean-up the children went out for recess.

The Block Center was located to the side of the
classroom. A carpet marked the parameters of the block
area. A low shelf in the middie of the room, a higher shelf
to one side, and the classroom wall segregated the block
area from the rest of the room. The large square blocks
were stacked against the higher shelf, the small blocks were
kept in boxes on the floor, and the long flat boards were
stacked against the classroom wall. There were a large
number of hollow wooden blocks of various shapes and sizes:
square, half square, double square, and ramp blocks. There
number of hollow wooden blocks of various shapes and sizes:

square, half square, double square, and ramp blocks. There
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were also 1, 2, and 3 foot flat boards; small wooden blocks
of various shapes; train track blocks: assorted wooden
trucks and cars. In addition to using these blocks the
children were allowed to bring other objects into the block
area for their play. Transporting objects into the blczk
area enhances block play and sociodramatic play.

As in the other centers, four children were allowed to
be at the Block Center at one time. When the clean-up
signal was given the children stacked the blocks away.
There was no opportunity to leave the structures overnight
since the morning kindergarten class us2d the carpeted block

area as their group meeting place.

Collection of Data

Written permission for participation in the study was
obtained fror the parents of the target child and the
parents/qguardians of the other children in the ciass.
Permission for participation was obtained from the
parents/guardians of all the children in the event that they
would be featured on the videotape while playing in the
Block Center with the target child. Written permission
agreeing to participate in the study was also obtained from
the teacher, teacher's aide, and student teacher.

The teacher, teacher's aide, student teacher, and
parent aides were asked to diuplay their normal behavior;
that is, to act as if the Investigator were not present.

This is to obtain data in as natural a setting a2 possible.



73

Data was collected through observations, collecting
student productions (drawing and writin,), transcriptions of
student stories, photos, field notes, and a parent
interview.

Observations of the block play were recorded by a video
camera operated by the Investigator. The video camera was
mounted on a tripod and positioned in a corner near the
Block Center so as to be as unobtrusive as possible. The
block play was recorded on 3/4F video tape with a video
camera.

Audio recordings were made of the target child's talk
during block play as well as during drawing and writing.

His stories were also recorded on tape. Audio recordings
were recorded by the video camera microphone.

The purpose of the video and audic recordings was to
collect observational data on the child while he was engaged
in the process of these symbolic activities. Video and
audio recordings allowed the data to be collrcted and later
analyzed in a natural setting. The context of the
activities to be recorded was therefore able to be captw:
Graves (1981) stresses the importance of knowing the context
if the process of the symbolic activity is to be under:stood.
The context is determined by both physical and social
influences. According to Bronfenbrenner (1979),
"pevelopment is defired as the person's evolving conception
of the ecologiuzal environment, and his relation to iz, as

well as the person's growing capacity to discover, sustain,
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or alter its properties" (p. 9). Since a child's symbolic
activity is a reflection of his development, it is important
t> understand the context in which that activity occurs.

Each day following the block play, the Investigator
took a Polaroid photo of the block construction. The photo
allowed the child to re-visit his block construction in a
more realistic iconic re-presentation than his own drawing.
The child chose whether he wanted to be on the photo or not.

Following block play, the Investigator asked the child
to re-present his construction in 2 more abstract symbolic
form. The child was asked to draw a picture of, write
about, and/or talk about his block construction. If the
child drew a picture of something unrelated to the block
construction the Investigator would ask at the end of the
drawing session if tha. was what he had built with blocks
that day. This was used as a check on the child’s
comprehension of the task.

During the first week the Investigator asked the child
to draw a picture, tell about, or write about his
construction. Each of the activities was chosen once in
order to familiarize the child with all of the
possibilities. During the subsequent weeks of okservation,
the child was invited tc participate in a variety of
activities of his choice following each session of block
play; the type and number were left to the child's

discretion. This allowed the Investigator to observe which
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symbol systems the child felt most comfortable uszing. If
there were several children engaged in block play they were
all invited to re-present their block construction by
drawing about, talking about, or writing about it. The re-
presentations of the other children were collected and
compared to those of the case study child, however, since
inter-subject differences were not the focus of the study,
the re-presentations of the other children were not examined
in-depth.

The drawing and writing were done on 8xll inch sheets
of blank white paper. The child could choose the medium
used from a :able which contained pencils, crayons, and felt
pens. The child's stories about the block construction were
recorded on tape and the Investigator then transcribed them.

The child's drawing and writing sampl-s, transcribed
stories, and photos were placed in a scrapbook calied The
Block Book. The Block Book was constructed from bristol
board pages as the child's productions were completed and
ready to be stored in the scrapbook after each observation
session. The pages, added as needed, were held together
with metal rings. At the beginning of each Centers Time
sessiion the child was invited to look at The Block Book and
re-visit any of the symbolic forms he had created to re-
present his block constructions. He could re-visit the play
in iconic and symbolic forms of re-presentatiun. The

symbolic choices included writing and talking while the



76

iconic choices included drawing and looking at the photos.
The purpose of constructing the Block Book was to see how
re-visiting over time affected the child's interpretations
of his block constructions and subsequenrt re-~presentations.

The Investigator kept field notes of what occurred as
the child engaged in symbolic activities. Field notes were
bri«fly recorded during videotaping and subsequent
activities and expanded on after the observation session was
over. The purpose of the field notes was to provide a means
of reflecting immediately on the activities observed that
day and to record impressions of the datz collected that
day.

The mother of th: target child was interviewed to
ascertain the child's use of blocks at home as well as his
drawing, talking, and writing behaviors. The purpose of the
interview was to help the Investigator build an
understanding of the child's representational competence in
these domains at schoel. TL= interview provided information
on the child's mesosystems in order to understand the link
between the microsystems of home and school.

The data was re-visited on an ongoing basis to allow
thhe Investigator to identify patterns and relationships, to
riise questions, and to synthesize the data. The ongoing

data analysis helped in the subsequent observation sessions.
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Pilot Study

The pilot study took place in the study classroom
during the beginning of April. The study classroom was
chosen for the pilot study because it allowed the
Investigator to become familiar with the classroom routines
during Centers Time, particularly in the Block Center, and
to become familiar with the children, particularly the
target child. By having the pilot study take place in the
study classroom, the children were able to acclimatize to
the Investigator's presence and the video and audio
recording equipment during the pilot study. Acclimatization
is a process in which the subjects adjust to the presence of
the observer and behave in their normal way, as if the
observer were not present. The Investigator can estimate
whether the subject has acclimatized by counting a decrease
in the number of overt reactions to thie observer and
video/audio equipment (Dollaghan & Miller, 1986). An
acclimatization period prior to the data collection
minimized the alteration of block play due to the
investigator's presence and recording equipment. During the
pilot study the children playing in the Block Center were
video taped, thereby decreasing the overt reactions to the
video equipment. When the reaction to the video and audio
recording decreased the Investigator was able to begin to
collect data for the study. The pilot study allowed the

Investigator to become familiar with the data collection
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procedure and the operation of the video and audio recording
equipment. During the pilot study the Investigator'
followed the data collection procedure, making changes and

adjustments to refine the procedure.

Research Schedule
The study took place from mid-April to mid-May. Data
was collected on a daily basis during the Centers Time
portion of the child's half-day kindergarten program. A
period of acclimatization took place during the pilot study

immediately prior to the beginning of the study.

Data Analysis

The data were analyzed concurrently as well as
following data collection according to qualitative research
methodology. Viewing and repeated reviewing of the data
involved the following seven steps:
a) The data were v;deotaped.
b) During each observation session descriptive fieldnotes of
the setting, people, and actions observed were collected in
accordance with Bogdan and Biklen's (1982) model for

qualitative data analysis.

c) Following each session reflective fieldnotes were written
to capture the Investigator's interpretations of tiie context

and situation as well as concerns.
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d) After each session the videotapes were transcribed, with
the conversation, context, and Investigator's interpretive
comments included.

e) As the videotapes were reviewed on an on-going basis,
coding categories {Bogdan & Biklen, 1982) based on
theoretical frameworks began to emerge from the data.

f) At the end of each week a summary of the data analysis
for the week was made, containing observor comments
pertaining to each of the categories.

g) Following the collection of data, the data were viewed
several times and along with the weekly summaries further
analysis occurred.

Reliability of the data analysis was obtained through
repeated reviewing of the videotapes, transcripts, and
fieldnotes throughout the data analysis procedure. The
Investigator and her advisor reviewed the transcriots and
fieldnotes every two or three days, and »greed cr the coding
categories assigned and subsequent intes 2 eatr s fon of Lhe
data.

vValidity of the data analysis was estariished by
creating coding categories based on numerous ~ .poretical
frameworks within each of the areas of block play, drawing,
talking, story telling, and writing. Frameworks for
development such as those proposed by Bronfenbrenner (1979),
Bruner (1986), and Vygotsky (1978) were alsc used tc develop

categories for data analysis. validity was also established
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through creating coding categories based on repeated rather
than single instances of behaviors. Repeated behaviors
showed "regularities and patterns'' (Bogdan & Biklen, 1982,
p. 156) which single occurrences did not. Observing
repeated behaviors across a wide variety of different
contexts reinforced previously established categories as

well as caused new categories to emerge.

Summary

This study was designed to focus on the distancing
strategies used by a young child as he engaged in
increasingly more abstract re-presentativni. One child was
chosen as the focus of study in order to allow an in-depth
examination of the distancing strategies employed when re-
presenting in increasingly abstract forms of representation.
His representational competence in the domains of block
play, drawing, writing, and t2lk was documented. In order
to understand his represeritational competence in these
Gomains it was necessary to look within streams and channels
as well as across waves.

The pilot study provided an opportunity for
acclimatization to occur, for the research design to be
refined, and for the Investigator to become familiar with
the classroom routines and the target child.

The data collectively yielded 18 videotape recordings

made over 20 sessions. Each averaged 1 hour in length. The
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data were analyzed using observational, qualitative research
techniques. The literature provided support for the

analysis.



Chapter IV

DESCRIPTION OF THE FINDINGS

Chapter IV is divided into the following five parts:

Section One, Routines, describes the ecology of the
classroom during the time of the study.

Section Two, Interrelationships Among the Symbol
Systems, describes the links which existed between
constructive play, sociodramatic play, and The Block Book
containing representations in drawing and writing. This is
followed by a description of the waves of symbolization.
Next is a discussion of the use of context. A report on the
influence of social relations follows. Section Two
concludes with the effect of mediation on the
interrelationships among symbol systems.

Section Three presents the roles taken by ©¢h % -ase
study child.

Section Four discusses the affective relations amorg
the children and then describes the categories of social
play w"ich were observed - solitary play, cnlooker behavior,
paralisl play, associative play, and cocperative play.

Section Five contains a description of the
characteristics of the activities - constructive pléy.
sociodramatic play, the relationship between constructive
and sociodramatic play, re-visiting, drawing, talking,
writing, and story telling. Section Five concludes with a

discussion of the recusive nature of Tyler's representation.

82
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A summary c¢oncludes the chapter.

Routines

The ability to distance from the actual experiénce and
re-present it through constructive or sociodramatic play,
drawing, talking, writing, or a photo was influenced by a
number of elements. Bronfenbrenner (1979) would say the
child's role, his relatiohs with and through others, and the
activity constitute the elements which influence the
experience in a given setting.

The child's expectations about what he was to do at the
Block Center were largely channelled by the teacher and, by
the Investigator when asked to re-present in a variety of
ways during the observation period.

Each afternoon during the Centers Time peried Tyler
could choose to go to the Block Center. He did so on all
but two of the days during the four week observation period.
One day Tyler was absent from school and the other day he
chcise instead to go to the Hospital Center but came to the
Block Ceriter later in the period. When Tyler and the other
children came to the Block Center they followed a routine
established by the Investigator. Normally the children were
free to engage in play during the entire Centers Time period
but the routine during the cbservation period consisted of
re-visiting previous constructions, engaging in play, and

re-presenting the construction in another symbolic form.
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Re-presenting took the form of drawing, talking, writing
and/or having a Polaroid photo taken of the construction.
Appendix 3 outlines the content of the block constructions
and the days on which Tyler engaged in drawing, talking, and
writing as forms of representation. An -ﬁfﬂyne of a verbal
transcript and accompanying drawing anc - ¥.Gf« d story shows
a typical sample of Tyler's representatiuy, i". various forms
(Appendix 4).

Books were one way in which Tyler re-visited previous
constructions. He could re-visit through The Block Book.
the How Do They Build It? book, and sther books made
available by the teacher and the Investigator. The Block

Book, the cumulative book containing drawings, dictated

stories, ar.. "~ “otos of previous constructions, was one of
the books : - i1 which the children were invited to re-
visit previou  onstruction. This book was placed on the

carpet in the middle of the 8Lock Center so the children
would not miss seeing it and could look in the book if they
chose to do so. Once they had looked in The Block Book or
showed no interest in doing so they began constructive play,
which led to sociodramatic play. During all of the observed
block play sessions the children's constructive play led to
sociodramatic play and for the majority of time during the
hour long sessions the play continue® ° switch back and

forth between constructive and sociodramatic play.
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The other books made available by the teacher were
stories read aloud during group story time and books in the
classroom library. These books were in the other classroon
s0 the children would have to walk to the other room to get
a book if they wanted to use it to enhance their
constructive play. The teacher did not encourage the use of
books in the Block Center. The books brought in by the
Investigator, on the other hand, were placed in the Block
Center so the children were able to see these books as they
played and had easy access to them. These books were
related to the construction objects being built at the time
énd included fiction as well as nonfiction books. During
the last two wewks of observation the Investigator brouéht
in books. Initially, the books were about dogs since fie
doghouse was being built most frequently at that time and
then, when the rocket was being built, books about space and
space travel were brought in.

Tyler and the other children who chose to go to the
Block Center built a variety of constructions over the four
week observation period. The most frequent constructions
were doghouses and sraceship or rockets. Although there
were other constructions, such as a bridge and 2z ship, they
were not built as often nor were they playec¢ with for as
long. There was only one instance of a construction that

appeared on only one day; a slide was built on this day but

riot attempted again.
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When the children explored a theme their constructions
mirrored their growing understanding of the theme. The
children's constructiors were recursive in nature; that is,
children were more likely to expand their constructions than
they were to build new constructions each day. Most
constructions were re-built, but not copied, on successive
days; that is, each time a construction was re-built it was
extended and elaborated, reflecting their theme
explorations.

Toward the end of the Centers Time the Investigator
invited the children who were at Blocks to re-present their
construction experiences by drawing about, talking about,
and/or writing about them. If the children were in;erested,
a photo was taken of the block construction. Following
re-presentation the children were free to return to
constructive or sociodramatic play until the clean-up signal
was given by their teacher. When the lights were dimmed the
children knew it was time to begin putting the blocks away.

The teacher's expectations about play in the Block
Center were transmitted to the children and influenced their
re-visiting, constructive and’ sociodramatic play, and
re-presenting. The teacher and teacher's aide did not
frequently interact with the children in the Block Center.
The teacher saw her role as that of a facilitator rather
than a mediator. As a facilitator the teacher did not want

to interfere in the natural development of the play but saw
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her role as providing opportunities that enabled children to
explore and interact with the materials. She provided the
physical space, the time - one hour of time per day, and the
materials for construction - hollow wooden blocks in a
variety of sizes and shapes. The teacher did not provide
other props, such as small toys, or decorative materials
like cloth to enhance the children's constructive and
sociodramatic play at the Block Center. She delimited the
parameters of block play by establishing rules for use of
the physical space, use of the materials, and the number of
children allowed.

All the children were well acquainted with the Block
Center rules and reminded each other of the rules during
play. The children spent considerable time interpreting and
enforcing the parameters established by the teacher.
Children at this age are very concerned with the good-bad
dichotomy and therefore are very concious of rules which
have been established.

The rules for Block Center play were emphasized to the
degree that they interfered with the play at times. This
was particularly true of the rule determining the number of
people allowed in the Block Center at one time. Often play
would be étopped when a new person came to join the play :0o
the players could be counted. On numerous occasions the
presence of more than four players led to a heated

discussion of who was and wasn't to be part of the block
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play. For example, one day Peter, coming to join the play
in the Block Center, said, "Hey, there's only three.

There's four allowed." A discussion between Peter and Kevin

followed:
K: No!
P: Yah!

K: Hey, I got to put

J: Lisa's playing here.

K: That makes four.

J: Peter, you can't play then.

P: Yah, that makes four too.

The children knew there were to be nc more than four
children at the Block Center at one time because of the
limited physical space in the block area. They also knew
they were not to build higher than their own height. The
teacher enforced this rule because one boy in the class
often bacame destructive while playing with blocks; this was
particularly dangerous when taller constructions collapsed.
The children also lnew that if they played with blocks they
were responsible for cleaning them up by stacking them
against the wall dividers.

The creation of explicit rules led to such a concern for
keeping the rules that they interfered with the play. For
instance, when they thought someone was not following the
teacher's rules they talked to the person about what he was

doing wrong and if the behavior continued they brought it to
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the attention of the teacher or teacher's aide. The
children had been taught to try to settle problems ;mong
themselves before bringing it to the attention of the
teacher. For example, one day when Tyler was trying to tell
the teacher's aide that Bob swore at him, the teacher's aide
asked Tyler if he was to tell her he didn't like Bob's
language or if he was to tell Bob. Tyler answered he was to
tell Bob and promptly walked over to him, saying, "Bob, I
don't like it."

Although the Block Center was set up with the intention
of allowing children the opportunity to explore the
properties of blocks in an uninterrupted, natural setting in
order to develop their constructive play capabilities, the
teacher's expectations put some constraints on the freedom
of natural development. Limiting the number of children at
the Block Center resulted in considerable play time being
used for discussion of who was and was not allowed to be
there. Not providing or encouraging the use of other
materials frequently constrained the elaboration in
constructive play and the richness of the sociodramatic
play. Aas a result, the children developed the expectancy
that at the Block Center they constructed and that only
wooden blocks were used for constructing.

The children's play development was limited by’ their
previous knowledge and experience since the teacher did not

interact with the children as they engaged in play at the
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Block Center. As will be discussed later in the chapter,

social interacticn with other children resulted in a form of
peer scaffolding that enhanced the play and the teacher, if
she were aware of the goals of the play, could have created

an even more effective scaffold.

Interrelationships Among Symbol Systems
Tyler's ability to distance in order to re-present in a
variety of forms of representation was of interest in this
study. Block and sociodramatic play are already distanced
from the actual experience; drawing, talking, and writing
about these play experiences are even further distanced (see
Figure 2). Recording these representations enabled Tyler to

re-visit them and allowed the Investigator to study not only

Figure 2. Distancing relationship between forms

of representation.
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Tyler's representational competence but also his ability to
distance.

The five forms of representation: constructive play,
sociodramatic play, and drawing, talking, and writing were
interrelated; each influenced one or more of the other areas
in re-presenting. Tyler's past experiences and his play
experiences, re-presented in The Block Book, influenced his
constructive and sociodramatic play, although it was not
possible to know the full extent of the influence bécause he
may not have made it explicit.

During the session, Tyler spent most of his time
engaged in constructive and sociodramatic play. The
re-visiting was done for a short time before building and
the re-presenting in talk, drawing, or writing (in whatever
form) was done for a short time after building or
sociodramatic play. Sometimes during re-presenting Tyler
would hurry in order to go back to constructive or
sociodramatic play.

For Tyler the purpose of being at the Block Center was
to engage in construction. His expectations had been
channelled by the teacher, who also viewed the Block Center
as a place to construct. The teacher felt sociodramatic
play might arise out of constructive play but the purpose of
going to the Block Center was not primarily to engage in
sociodramatic play:; sociodramatic play was seen as secondary

in importance to constructive play at the Block Center. This
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had been his past experience with the Block Center until the
Investigator began to observe. Over the four weeks‘of
observation Tyler spent more time re-visiting but the length
of time spent re-presenting in drawing, talking, or writing
did not increase noticeably. He became quite involved in
the representation on paper one day but would rush and be
done in a very short time the next day. This may have
indicated the degree of salience these activities did or did
not have for Tyler or, his expectation of what the purpose
of the block play was.

Even though all forms of representation were
interrelated and the links between them allowed Tyler to
distance from the actual experience in order to re-present
more competently, some links were stronger than others (see
Figure 3). The links between constructive and sociodramatic
play (A and B) and constructive play and outside sources (A
and C) were stronger for Tyler than the links between
sociodramatic play and the Block Book representations (B and
Q).

It was easier for Tyler to re-present concrete objects
in his constructions than to re-present in sociodramatic
play. Sociodramatic play is further distanced from the
actual experience and more abstract.

Tyler needed the pivot of the concrete in order to
distance from the actual experience so he could re-bresent

it. For example, when talking about his drawing of the
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block construction he needed tc look over to his actual
block construction in order to talk about it. The distance
between going from one abstract form, such as sociodramatic
play, to other abstract forms, such as drawing, talking, or
using a book, were too great for Tyler to bridge
comfortably; Tyler appeared to require the concrete
representation as a scaffold between his actual experience

and forms of representation more distant.

Figure 3. Links between Tyler's forms of representation.
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Tyler's representations contained in The Block Book in
drawing and story form had an influence on his constructive
play. Often it was difficult to tell whether his
re-presentations and subsequent re-visitings with The Block
Book had an effect on his constructive and sociodramatic
play because the play themes were carried over from day to
day. Tyler also did not talk about whether what he was

doing in constructive or sociodramatic play was something he
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had earlier drawn or written about. Therefore, if he did
carry over ideas they were not made known in an overt way to
the Investigator. The fact that subsequent constructions
became more elaborate may indicate that re-visiting the
representations could have had an influence. Bruner (1986)
feels that learning is recursive, with previous knowledge
providing the base on which new knowledge can be
constructed; previous knowledge provides the scaffolid for
the development of new knowledge. Constructive play was
also found to be recursive, with previous constructions
providing the base on which new constructions could be
elaborated.

Tyler's sociodramatic play influenced his constructive
play. During sociodramatic play, if the construction was
not adequate to support the play, additional constructive
play occurred. For example, when the ship construction was
not adequate for the role play which included dogs, further
construction took place before role play continued. The
children left their sociodramatic play to construct a
doghouse on the ship, thereby enabling them to extend their
role as dogs. Sociodramatic play did not occur outside a
physical context; that is, the construction was used as a
pivot for the sociodramatic play. For example, the space
sociodramatic play did not occur until the rocket had been
built. Usually the construction provided the pivot but

sometimes less elaborate props did. For example, ona day as
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the small blocks were being taken down in preparation for
building the rocket, Justin stood on a small block and
called it his space skateboard. The others, including
Tyler, then also adopted space skateboards and played on
them before continuing construction. Sociodramatic play, a
more abstract form of representation, needed the
concreteness of the constructive play. Innes (1985)
believes constructive play provides the scaffold between the
actual experience and the child's re-presentation of it
through sociodramatic play. When engaged in sociodramatic
play the child has placed himself in an imaginary "what if®
situation. 1In sociodramatic play he must distance from self
in order to take on another role as well as from the real
situation in order to create a play situation, whereas in
constructive play he only must distance from the real
situation. In sociodramatic play both the role and the
situation can be abstracted from actual experience and
therefore be further distanced while in constructive play
the construction is a physical object and therefore more
concrete. This is likely when the more concrete
constructive play situation is used as a pivot for the
further distanced sociodramatic play.

The distance between the actual experience and the form
of representation determined how well Tyler could
re-present. Constructive and sociodramatic play are more

enactive and thus the distance between the actual experience
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and the ability to re-present it is not as great as in the
more symbolic forms of representation. The constructive and
sociodramatic play were more salient to Tyler because his
ability to re-present in these forms was greater than his
ability to re-present in the less enactive forms of
representation.

Constructive play also provided the theme for the
sociodramatic play. The constructive play constrained what
roles were appropriate in the sociodramatic play. Fer
example, when the children had built a spaceship they took
the roles of captain and pilot; when they built a doghouse
they took the roles of father, mother, or baby dog. The
children's background knowledge of the construction theme
led them to choose appropriate roles. However, when the
children's background knowledge was different disagreement
arose. For example, when Tyler was acting a space role
Nadine got angry with him and told him the construction was
a doghouse in order to let him know his role was
inappropriate. Tyler responded by saying, "No it's not. It
a rocket." He felt justified in his role because it related
to the theme of the construction for him. The disagreement
arose because of the difference in background knowledge of
the construction; Tyler thought it was a spaceship, Nadine
thought it was a doghouse. Both children had ideas of

appropriate roles in such a situation and had expectations
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of what the behavior should be. They used talk to resolve

their conflict.

The three areas of re-presentation were interrelated
but the strength of the relationships differed between the
areas. The more concrete constructive play was used as the
pivot for the more abstract forms of representation. For
example, the rocket was used as pivot for space play. It
provided the topic for re-presentation in the other forms of
representation. The rocket, for instance, was the topic for
Tyler's drawing after constructive play. Tyler did not seem
to use sociodramatic play as a pivot to distance to the more
abstract representations in the Block Book; the distance
between these more abstract forms of fepresentation was too
great. Tyler perceived the purpose of coming to the Block
Center to be engaged in construction and, therefore, spent

most of his time building.

Characteristics Across Symbol Systems

In all areas of representation Tyler took a global or
gestalt view. Taking a gestalt view does not require
distancing as far from the actual experience as taking a
parts view since one would not have to think about how each
part fit into the whole. Re-presenting from a gestalt view
allowed the representation to include fewer of the less
obvious parts since the representation was not intended to

be a copy of the real-life object. Werner (1978) believes
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the child begins with a broad, global view and as he gains
understanding, takes the whole apart in order to put it back
together with increased understanding of the concept; he
calls this the orthogenetic principle. Tyler, as he was
emerging from an enactive towards a more symbolic stage, was
only beginning to move from a broad view in which the focus
was on re-presenting the whole to a view which included the
distinctive features of an object in order to copy the
whole.

When he looked in a book the picture was all Tyler
needed to access his schema and begin construction. He
relied on his previous real-life experience with the obiect
to re-present it; he didn't feel the need to go back to the
book to check. However, mediation and repeated viewings in
the How Do They Build It? book caused him to begin to’ attend
to details in the pictoral representation and compare these
to his block construction, with the result that his block
representation then became more like the pictoral
representation in the book. Tyler's learning to use the
book as a model allowed him to then develop his
representational competence. Vygotsky (1978) would say the
only "good learning" is that which is in advance of
development. For Tyler repeated re-visitings of the picture
in the book were needed before he began to use the book as a
model rather than as an idea for construction. However,

Justin, one of the play organizers, began to use the picture



in the book as a model from the first day. Tyler's
experience with books and his developmental level appeared
to influence his ability to distance in order to re-visit
and subsequently to re-present.

Tyler also had a gestalt view when re-visitingzhis
experiences through drawing, talking, or writing. When
asked to re-visit his block play he drew or told a story
based on his memory. When Tyler Qas asked to tell what
block construction a picture re-presented while re-visiting
and he couldn't remember, he would look up towards the
ceiling or cover his eyes to try to access his schema rather
than look at the picture again. Tyler appeared to see his
drawing as representational of the actual experience but not
as an aid in recall since it was not a copy of the actual
experience. During the preschematic stage, in which Tyler
was operating, drawing is viewed as a form of representing
or constructing rather than copying the actual experience
(Lowenfeld & Brittain, 1982); the gestalt is re-presented
rather than the distinctive features.

Tyler had a global view of the experience he was
re-presenting but following his interaction with books he
displayed Werner's (1978) orthogenetic principle when
re-presenting with blocks. However, when re-presenting in
the more symbolic forms such as drawing, talking, and
writing he was not able to distance enough from the actual

experience in order to display the orthogenetic principle.
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When he re-presented, the more symbolic forms were
representational in the gestalt sense rather than copies, in

the orthogenetic sense.

Waves Across S ol Systems

Evidence of Gardner and Wolf's (1983) waves of
symbolization were found in Tyler's representations. Waves
are similar features that cut across more than one symbol
system. Gardner and Wolf have identified four wave;, which
emerge in the following order - a) event or role
structuring, b) topeological or analogical mapping, ¢)
digital or quantitative mapping, and d) notational
symbolization.

Event or Role Structuring
The child has the ability to indicate that an action

has been carried out or a role is occupied by an agent.

When Tyler took a role he would identify the role he was
playing by labelling it. For example, "I am a father dog."
When he was engaged in constructive play he would label the
construction, either before, during, or after completing the

building. For example, "This is a roof."

Topological or Analogical Mapping
The child begins to use symbols related in general size

or shape, but not number, to the real object being
represented. This is the gestalt notion that was discussed
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earlier. A realistic representation was not the goal of all
of Tyler's representations. When drawing he did not draw to
copy the actual experience; his interpretation was necessary-
in order for the drawing tolbe identified. For Tyler the
process of re-presenting was as important as the product.
Werner's (1978) orthogenetic principle says the whole is
differentiated into parts, then de~differentiated so the
parts can be re-intergrated into the whole. He did not use
the How Do They Build It? book to construct a house such as
the one in the book; instead he built a roof. For Tyler,
building the roof was a salient experience; it did not
matter that the roof was not attached to the house. Tyler
was only beginning to see the need for re-integrating the
parts into the whole following differentiation.

The more comfortable Tyler felt with the symbolic form,
the closer his representations were to copies. For example,
Tyler's constructions, which would be labelled second order
symbolism by Vygotsky, were more easily recognizable as the
objects they re-presented while his drawings, which would be
labelled first order symbolism by Vygotsky, were more

ideosyncratic.

Digital or Quantitative Mapping

The child is concerned with getting the correct number
of elements in his representation. Tyler was aware of

quantity when re-presenting. He talked about size while
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constructing. When the doghouse appeared too small to fit
into he talked about the need to make it bigger. He had
difficulty making it bigger at first but did manage to do
so. At first he thought that by leaving spaces between the
blocks it would be larger and it appeared to be but then he
couldn't add other blocks on top or add a roof. Tyler was
also aware of the number of people in the Block Center.
Four people were allowed and if new people joined the play
during the Centers Time session Tyler would count how many
people there were. 1In order to count Tyler would have
everyone stand still and he would point to each one as he
counted aloud. For Tyler counting involved a one-to-one
correspondence and the object to be counted had to be
physically present. When Tyler was drawing he was aware of
number and symmetry; he added the same number of horizontal
lines to his arms and legs when re-presenting himself. As
Tyler's representations became more copy-like, they became

forms of second order symbolism according to Vygotsky.

Notatjional Symbolization

The child is able to invert or use various symbolic
notational systems which refer to other symbol systems.
Representation was context-situated for Tyler; that is, the
context of the situation was necessary in order to

understand the meaning of the symbol. Once the context was
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removed the meaning could not be conveyed by the symbol

alone.

Use _of Context

Tyler's re-presentations were context-situated. His
first order symbolism drawings were not recognized as
representations of the objects without his interpretation.
When he drew a person usually the setting would not be
depicted so the person looking at the drawing wouldn't
understand the event or what the person was doing. Tyler
did not engage in writing behavior which was identifiable by
others. Tyler did not spontaneously use writing as a form
of representation. He wrote his name using conventional
writing and the only other writing he engaged in waé
copying. There was no evidence of any of the stages of
developmental spelling as described by Gentry (1987).
When he talked about his representation during re-visiting
Tyler would point to the drawing as he identified parts of
it or he would point to people or parts of the photo as he
talked about them. His verbal capabilities limited his
ability to re-present in talk. When constructing, Tyler's
talk would include deictic shifters such as "this" and
"those" and "there". A deictic shifter is an experession
whose meaning can only be grasped through understanding the
interpersonal context in which it is spoken and by whom it

is spoken (Bruner, 1986). Tyler's use of deictic shifters
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meant the listener had to be present and to be able to take
his perspective in order to understand what he was talking
about. During sociodramatic play much of the play occurred
through actions rather than talk; that is, the others
involved in the play had to be present to understand the
play because explicit verbal planning did not occur
frequently enough to make it understandable to a listener.

Tyler's dictated stories were azlso context-situated.
His one or two dictated sentences did not give a complete
picture of what had occurred before representation. When
Tyler was asked to tell about his drawing or re-visit his
representations, he talked about things which he had not
included in his representation but which he added to aid the
listener in understanding the present situation. He was
aware of the needs of the listener when the listener was
physically present but when the listener was more distant,
as in writing, Tyler was not aware of the listener's needs.
For example, his re-tellings were more elaborate if the
other children had not been there before. For Tyler, the
representation was probably not done with the idea that
someone would be able to see his representation and be able
to tell what it was without his interpretation; it was
uninterpretable outside the context.

Tyler had difficulty talking about his representation
outside the situation. Often more than one representational

domain was used to convey the meaning. For example, talk
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and drawing were used together or gesture and talk and block
construction. When re-presenting, Tyler used more functions
of talk related to the self than to the more distant
environment. However, he was able to talk about more
distant experiences better in the context of a more concrete
representational form such as block construction than in the
context of a more abstract form of representation such as
talk alone.

Tyler's writing behavior was not as context-situated as
his other forms of representation were but he did not
display evidence of the ability to engage in writing beyond
printing his name and copying words. Wwhen his name was
printed others as well as Tyler himself were able to
identify what he had written outside the composing
situation. Tyler's representations displayed evidence of
the four waves of symbolization identified by Gardner and
Wolf (1983), although evidence of the notational
symbolization wave was just beginning to emerge in his
representations. His representations included the less
abstract concepts of event or role structuring, topological
or analogical mapping and digital or quantitative mapping.
Tyler was not yet able to re-present comfortably using
notational symbolization since his representations were
context-situated. The distance between the actual experience

and the form of representation was too great to allow him to
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decontextualize enough in order to re-present using only the

symbolic form.

Roles

Whether in real-life or in sociodramatic play, the
child has a role in an activity. For example, in real-life
Tyler had a role in a variety of activities taking place in
his home and school. A role is a set of activities and
relations expected of a person occupying a particular
position in society, and of others in relation to that
person (Bronfenbrenner, 1979, p. 85). Tyler's roleiin a
situation was affected by his relations and by his ability
to engage in the activity; his role in turn affected his
ability to re-present; the present acts like an anchor.

Tyler did not engage in the role of another through
sociodramatic play for long periods of time. Usually he
went in and out of his role, going back to constructive
play, engaging in onlooker behavior, or going to see another
center in the classroom. He could engage in the role of
"other" for a time but then needed to take his real-life
role again, that of being Tyler. It seemed as if Tyler
could not distance from the actual experience for long
periods of time before he needed the concreteness of the
present situation.

Tyler was able to distinguish betwaen real-life and

fantasy roles in constructive play. His actual experience
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allowed him to create a role within his imagination in order
to distance to the imaginary. For example, when Bob had
asked what the group was building Peter had said, "a
spaceship" but Tyler had said, "It a doghouse. One flies in
the air - a real one." Peter had labelled the construction
as a spaceship but Tyler wanted it to be a doghouse so he
combined the two ideas to create a flying doghouse. By
combining the real-life (doghouse) with the imaginary
(space), Tyler had distinguished between fantasy in one's
mind and real-life experiences that could actually happen.
On another day after Tyler had tried to say helicopters
don't have motors and Peter had explained to him where the
motors were, Tyler had covered up his mistake by saying,
"Ha-ha, I fooled ya!" He made the distinction betw;en
real-life and fantasy in humor.

Roles allowed Tyler to distance from self in order to
experience the role of another but the ability to distance
determines the roles that can be enacted. Knowledge you
bring to the activity and knowledge about the activity
determines expectations about the role (Bronfenbrenner,
1979). When engaged in sociodramatic play, Tyler often took
the "functional" roles of eating, sleeping, fighting, and
driving rather than "character" roles such as Superman
because these were situations he had experience with and had
gained knowledge of in his real-life. Even though he chose

roles which he was comfortable re-presenting, Tyler almost
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always chose a role removed from himself. Only on one day
did Tyler pretend to be himself as he acted the part of
going to a friend's house to play.

J: Who's there? (hearing Tyler pretend to ring her

doorbell)

T: Tyler Greenway

J: Tyler Greenway?!

T: Yah. Do you want to play with me?
Tyler initiated the role play on this particular day,
something which he did not do often. He was able to
initiate the role play because the distance between his
actual experience and the play situation was not great.
Tyler may have felt very comfortable with the role play
situation and therefore felt he could initiate the play.

Tyler liked to take the role of characters in authority
or independent positions, such as the father, the dog owner,
the pilot or characters in dependent positions, such as the
baby. Garvey (1977), in her study of the play of 3 to
5-year-old children, found that the younger children chose
roles related to their real-life situation or the reciprocal
situation whereas the older children chose roles closer to
their own age group in which they were able to enact roles
they had not actually experienced in real-life. When
choosing positions related to his real-life situation, or

the reciprocal situation Tyler did not need to distance as
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far from his actual situation as he would if he were in a
role which he had not actually experienced in real-life.

The younger children in Garvey's (1977) study engaged
in more family roles while the older children enagaged in
more "functional" roles determined by the actioh plans or
"character" roles determined by such things as fiction or
occupation. For the younger children family roles did
coincide with "functional” roles but did not coincide with
"character" roles for extended periods of time. If
"character" roles were adopted, they were soon relinquished
for family roles again. For the younger child such as
Tyler, his limited experience with "functional" and
"character" roles would make it difficult for him to
distance to engage in these roles. Tyler was more
comfortable re-presenting less distant family roles than
"functional" or "character" roles. He most often chose to
re-present the father and baby roles within the family.
Likely this was because the role of father allowed him to do
more things than he could in his real-life experience and
the baby role provided him with attention and nuturant
feelings. When Tyler engaged in "functional" or "character"
roles they were roles with which he had previous experience
or knowledge, such as hospital or sick roles. He did not
frequently engage in "functional" or "character" roles. His

play, like his language development, was more that of a

4-year-old.
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The younger children were found by Garvey (1977) to
choose parent roles in which they were able to do more since
child roles required more cbedience on the part of the
player. This was also exemplified in Tyler's play. Tyler
was often in a position of obeying the other children while
in the Block Center and at other times in the classroom. He
also had little control of the play during construction.
These factors may have caused him to want to take control
during the sociodramatic play by engaging in a role of
authority. Roles of authority in sociodramatic play may
also have been used by Tyler to restore the order which he
did not find in his real-life world. He may have had a need
to distance from the actual, real-life situation because he
saw things that he could not control or change. However, in
sociodramatic play he could make things "right;" that is,
his play had a cathartic value for Tyler. By distancing
himself from the real-life situation he could experience the
sense of order and control he felt was lacking in his
personal world as well as in his school world. This
distancing could also enable him to cope in his real-life
world.

Tyler may also have been trying to use his play to work
through his sense of loss of control by repeatedly taking an
authoritative or controlling role or, through taking the
savior or problem-solver role. For example, when Tyler and

several girls were playing at the Block Center the girls had
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taken dog roles while Tyler was still constructing the
doghouse, although he had taken the role of dog owner and
was going in and out of the sociodramatic play. Crying
noises were heard from Julie so Tyler, going from
constructive to sociodramatic play, went over and asked,
"Want me to help you?" When Julie explained in her dog
voice that Anne was being bad Tyler walked over to settle
the problem:

T: Don't. Tell me why you doing that. Then I will

let you tell me.

Tyler took the role of problem-solver, enabling him to be ir
a position in which others were dependent on him; this
dependence appeared to increase his self-esteem.

Another way in which Tyler chose to re-present a role
within the family was to choose the role of baby. This role
was one with which he did not need to distance far from his
actual experience and supports Garvey's (1977) findings that
the younger children chose recles of those younger rather
than those of their "same age" group. Tyler may have been
trying to satisfy his need for attention and nuturant
feelings by taking the dependent role of a baby. Tyler just
had a newborn brother and he may have been trying to
experience that role as.well as having a need for the
attention the new baby would get.

Another role Tyler was comfortable re-presenting was to

be hurt in some way and to need the attention and care of
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others. He always became well as soon as they came to his
aid. FKe may have used such roles to get the attention he
felt he needed.

Tyler chose male roles rather than female roles. His
choice of the father or other male roles supports Garvay's
finding that boys choose male roles rather than female
roles. He would not need to distance as far from his actual
experience when engaging in a male role since he had actual
experience with such a role.

Tyler was not interested in taking either a male or
female role to re-present a brother or sister. These roles
would not allow him to receive the attention a baby would
get or the freedom in play that a role of authority would
give. The play situations created in these "same age," or
peer roles may also have been tooc distant from Tyler's
actual experience in order for him to participate
comfortably since they didn't deal with real-life
experiences. He was not, for example, able to re-present
the rocket/space roles as well since they were further
distanced from his actual experience.

Tyler always took the role of one older or younger but
never became "one of the group." Even though Tyler was not
able to distance in order to become "one of the group,"
through the others as more experienced learners Tyler was
able to extend his ability to distance. Even though he may

not have become "one of the group" by taking a role of
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"other," Tyler extended his ability to distance through
onlooker behavior of the "other" more experienced learners.
He may not have been able to distance far enough in order to
become "one of the group" because his lack of experience |
and knowledge prevented him from participating in the
activities. His needs for control and attention, and his
frequent negative affect relationship with the group meant
it was safer for him to take the role of baby or adult than

the role of "other."

Relations
Relations With Peers

Relations with the social group influenced Tylér's
constructive and sociodramatic play. Bronfenbrenner (1979)
says role, relations, and activity determine how one
experiences reality. For Tyler, relations were beginning to
have a powerful influence on how he re-presented because
more of his activities were becoming social. The proximity
of the social group was important since Tyler did not yet
have expectations about the level of social interchange; for
Tyler it was important that the play not be solitary but
involve others in close proximity.

Relations with the social group influenced Tyler's
ability to distance when engaged in constructive play.
Bronfenbrenner (1979) says the affective relation, whether

positive or negative, determines the course of the activity.
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When the affective relation was positive, Tyler was better
able to re-present through constructive play than if the
affective relation was negative.

When Tyler was playing with someone with whom he had a
positive relation, such as Justin, he was more cooperative.
He followed Justin's lead and suggestions because Justin
made Tyler feel a part of the play and his comments made
Tyler feel he was a contributing member of the group. When
Tyler put a block in the wrong way according to Justin,
Justin moved Tyler's block and said, "Nooo! Thanks Tyler
but I need it over here." When some blocks were in the way
and needed to be moved, Justin pointed to the blocks and
said to Tyler, "Move those blocks please, Tyler." and Tyler
did. He went on to tell Justin, "This much room we need.
Right, Justin?" Justin responded with, "Right. Come on."
and the building proceeded. Tyler felt part of the group
with Justin because Justin included him in the constructive
play by directing him to do certain jobs when Tyler may not
have known how to contribute to the building on his own;
Justin created a cooperative atmosphere where everyone's
role in the constructive play was valued.

on the other hand, if the affective relation was
negative it interfered with the development of the
construction. Tyler's behavior was uncooperative, and
resulted in withdrawal or aggression, when the affect in the

play group was negative. For example, one day a block fell
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on Julie as Tyler was trying to create a bridge structure.
Kevin expressed his feelings about the situation to Tyler:
K: That was too serious!
You shouldn't have done that!
T: O.K. We
K: That was too dangercus!
Now I better do the roof!

As Kevin was talking Tyler just plugged his ears and walked
to another part of the Block Center. He couldn't win the
power struggle with Kevin and he couldn't stand the yelling
so he withdrew from the situation. At other times, Tyler
became more assertive. When people tried to control his
behavior in the play or yelled at him, Tyler tried not to
let himself be controlled. For example, one day as everyone
but Tyler was going to re-present the constructive play,
Kevin told Tyler not to touch anything and not to continue
building until the others were back. After Kevin left,
Tyler glanced over in Kevin's direction and then quickly
continued building. Later he called over to Kevin,. "Look
Kevin, I building." He wanted Kevin to see he had defied
his orders and that he, Tyler, was going to do things the
way he wanted to after all. Tyler needed to feel a certain
degree of control in order to develop a sense of
self-efficacy.

Tyler's behavior showed that his previous experiences

with children influenced his present relations with them.
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Recall, according to Sigel and Copple (1977), is an example
of distancing. Tyler's schema provided him with
expectations about the positive or negative relations he
would experience in the present situation. For example,
Tyler's previous relations with Justin had been positive and
therefore when he distanced through his recall, his
expectations for future relations with Justin would probably
be positive. On the other hand, Tyler's expectations for
relations with Kevin or Tim were probably negative because
his recall of previous relations with Kevin or Tim would be
negative. Tyler showed evidence of his negative
expectations by preventing Tim from entering the‘play. When
Tyler recalled his past relations with other children, if he
found them to be negative, he reacted negatively towards
them in the present situation.

The affect relations determined how Tyler engaged in
play at the Block Center. Positive relations extended his
constructive and sociodramatic play while negative relations
hindered his play. For example, even though Tyler did not
like to be at the Block Center alone, one day when Sue and
Emily were there with Tyler he said he preferred to build
alone. He was not interested in re-visiting The Block Book
with them, in telling them how he built a dcghouse,‘or in
playing with them. When Tyler began building he told Sue:

T: I - You not makin' a bridge.
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Later, when the Investigator suggested Tyler build a
doghouse with the girls so he could show them how to do it

he said:

T: I not making a doghouse. I makin' a bridge. I
just making my own for a change. I not making no
doghouse.

Later during the same Centers Time period, however, Tyler
saw Justin in the vicinity and called over to him to invite
him to play blocks with him.

The affective relations thus influenced Tyler's
constructive play. Tyler was better able to distance from
his actual experience if the affective relations were
positive than if they were negative; the negative relations
became the focus of attention and disrupted the play.
Positive relations provided a scaffold in the form of a more
experienced learner, as seen in Tyler's relationship with
Justin, while negative relations hindered the constructive
play.

For Tyler, as for the other children, the constructive
and sociodramatic play was social in nature. This is a
distinctive feature of the play of children of this age.
Reproductive play is a period in which the play is
increasingly reproductive of what the children understand
about both the physical and social realms of experience and
is therefore social in nature (Butler, Gotts, and

Quisenberry, 1978). Tyler saw his role as co-player. rather
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than solitary player while at the Block Center. Although he
considered constructive and sociodramatic play to be social
in nature, he did engage in solitary play for short periods
of time. If there were no other children at blocks Tyler
still wanted to stay and play but he tried to get other
children to join him. He would call, "Who wants to come to
blocks?" During times when he was at the Block Cenper alone
he also spent more time watching what children were doing in
other parts of the classroom than when he was not the only
one playing at blocks.

When Tyler was engaged in constructive play alone it
was not by choice and only occurred if the affect relation
was negative or if no other children chose to come to
blocks. When playing alone Tyler felt the need for others;
he needed social support, sometimes only for ideas. For
example, one day when Tyler was walking around looking bored
because he was alone at the Block Center, the Investigator
said:

In: Yesterday Justin was here alone and he built by
himself.
T: Really? I will build fast.
He proceeded to build a doghouse and engage in dramatic play
by himself, however, even though he said he would build
alone, he wasn't too comfortable with the idea because he

said he would hurry in his building.
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Tyler was also not comfortable engaging in
sociodramatic play alone. One day when others left the play
Tyler looked lost and needed mediation to know how to
continue. After Peter and Jon had left the play Tyler
turned to the Investigator and said, "I don't know what we
gonna do." With the Investigator's mediation Tyler began to
play again.

In: You don't know? You better ask one of the fellas.

T: I will.

In: Or else you just have to decide what to do. Do
you have to steer the ship while they're bff
fighting?

T: I want to steer it all.

Tyler was so accustomed to having other people at blocks
that he didn't think he could engage in constructive or
sociodramatic play alone; he did not feel effective in a
solitary role here. His lack of self-directness appeared to
be the result of a lack of confidence, a lack of knowledge,
and a lack of experience. Channeling by the teacher and his
peers may explain Tyler's expectation that there should be
more than one person at the Block Center.

The social group determined Tyler's involvement in the
sociodramatic play by often assigning him the roles which no
one else wanted to take. This again depended on the affect
relations Tyler had with the other children who were playing

at the Block Center at the time. Usually Tyler agreed to
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take the role the others wanted him to take and sometimes
volunteered when it seemed no one else wanted the role. For
example, when neither Kevin nor Peter wanted to be the
driver of the ship they looked over to Tyler and together
said "Tyler is!", to which Tyler was agreeable. Another
time when the rocket was under construction and the children
were assigning themselves sociodramatic roles, Tyler wanted
to be the captain but Justin, the leader of the constructive
play, said, "No, I am." Tyler still tried to vie for the
role by saying, "I want to be" but let Justin have the role
when he heard that the role of pilot still needed to be
filled. The next day Tyler wanted to be pilot again, as did
Peter. The power struggle for who would take the role ended
when Justin, who was considered the leader, said, "Tyler's
the pilot." All of the children listened to Justin's
decision and did not question it. The children considered
Justin to be the leader likely because they considered him
to have superior rocket building ability and his affective
relation with them was positive; this resulted in a
cooperative play atmosphere. The children did not question

the decision an authority figure made.

g ! [] E E [ ] E]
Several forms of social interaction were seen in

Tyler's constructive and sociodramatic play. Parten (1932)

articulated the way in which social interaction among
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preschoolers increases with the child's age, and established
six categories of éocial play: onlooker behavior, solitary
play, parallel play, associative play, and co-operative
play. Tyler exhibited behavior from all these play
categories, however, the frequency varied among the
categories. Tyler engaged most in associative play and
engaged least in solitary play. Using Parten's social play
categories, Tyler's social interaction in play will be

discussed, in order of frequency.

Onlooker Behavior

Tyler engaged in onlooker behavior when the distance
was too great for him to directly build or take a role. He
spent a considerable amount of time engaged in onlooker
behavior, particularly during constructive play. During
onlooker behavior the children spend their time watching
others engage in play. Sigel and Cocking (1977) would
likely interpret onlooker behavior as distancing by.
observing. Tyler's need for social involvement was met in
onlooker play behavior because he still saw himself as an
active participant in the play. For example, one day as a
rocket was being built Tyler had left constructive play but
came back later, ready to see if the others were ready to
play with the construction: "Just about done?" He was an
onlooker until the building was completed because he lacked

the knowledge to participate in the building.
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Tyler used his previous experience with rocket
constructions, much of which was gained through onlooker
behavior, to identify for others which blocks were needed.
For example, "Here a big block. Here a big block we need."
Tyler was thus able to extend his ability to distance
through by using the more experienced learners he observed

as scaffolds.

Solitary Play
During solitary play the children would play alone, not

in close proximity to other children. Tyler engaged in
little solitary play. He did not like to play at the Block
Center alone; when he found himself there alone he would
call other children over to play or would spend most of his
time observing what children were doing in other parts of
the classroom. As described earlier, this expectation could

have been channelled by both teacher and peers.

Parallel Play

Children who engage in parallel play construct beside
one other, each builds something different but there are
occasional interchanges. Tyler did not engage frequently in
parallel play. One day he was building a doghouse while
Dawn and Joan were building a house for their dolls. The
two groups did not join their constructions together but

continued in parallel fashion. Sigel and Cocking (1977)
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would say parailel play allows the child to distance by
observing.

Some days the constructive play began as parallel play
but became associative or cooperative. For example, one day
Bob wanted to build a rocket and Peter wanted to build a
spaceship so they built side by side. Later however, they
joined their constructions, with Bob adding his blocks to
Peter's when they saw they needed to share the blocks if
either construction was to reach the completion stage. The
play had gone from parallel to cooperative play. Each boy
was able to distance in order to understand the plan of the

other and to use talk to communicate his idea.

Cooperative Play
When engaging in cooperative play the children play in

a group and have a common goal or plan for the play. 1In
order to play cooperatively the children must make their
plan explicit to each other so all will be able to
participate in achieving the goal of play. Talk, a more
symbolic form of representation, is used to make the plan
explicit. Tyler was not engaged in as much cooperative play
as parallel and associative play. Tyler, being mainly in an
enactive stage, was not able to distance from himself in
order to plan communally or to talk about the plan. His
peers were able to distance in order to understand the plan

of the "other" and to use talk to communicate their ideas;
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Tyler, however, could not distance or use talk to
communicate as effectively. This was seen in the previous
example when Peter and Bob went from parallel to cooperative
play in order to construct the rocket.

Sigel and Cocking (1977) would likely say coopgrative
play allowed Tyler to distance by observing, labelling,
describing, demonstrating, sequencing, and/or planning.
Tyler was not operating on a cooperative play level but on
parallel and associative play levels; he needed the social
proximity which others provided but he was not yet able
distance in order to engage in cooperative social

interchange.

Associative Play
In associative play the participants together build the

same construction but do not plan cooperatively. The
children's previous experience with how to build the
construction or their willingness to follow the construction
leader would enable them to participate in constructing.
Associative play was the most frequent type of constructive
play for Tyler and his peers. Since the plans were not made
explicit in aésociative play, misunderstandings often arose
because Tyler would put a block down where someone else
didn't think it belonged. Such misunderstandings resulted
in natural pressure to engage in cooperative play. When a

misunderstanding occurred, Tyler would usually let the other
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person, who he considered to be the boss, change the
position of the block; several times, however, he defied the
change and tried to place the block in the same position
again. This would occur when Tyler felt confident about his
knowledge and ability. Then, the leader would usually move
the block more forcefully and Tyler would retreat. One day,
for example, after being told his placement of blocks was
incorrect, Tyler showed his feelings about what had happened
in talk:
P: Not that way, Tyler. The other way.
T: Like this? (Moves his block to the other side of
the construction)
P: No! Like this. (Demonstrates where he wants the
block)
T: Like this? (Moves his block as he thinks Peter
wants it)
P: Noooo! (Bob rushes over to position the block, Bob
and Peter go back to the block stack)
T: I turned that way an' you said 'Noooo!'! (Imitating
Peter's tone)
Tyler felt he had been misunderstood by the others because
he had put the block where Peter wanted it but Peter had not
acknowledged it was correct at the time. In this case the
more experienced learner, Peter, was not able to provide the
scaffold needed by Tyler since he did not make his meaning

clear and therefore, misunderstanding resulted. Each
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child's ability to decenter from his own ideas influenced
the constructive play. Each child wanted to build his idea
rather than cooperatively planning with the others. The
distance between the self and others was toe great for such
decentering to occur. Peter was not able to distance in
order to make his ideas known to Tyler and, Tyler was not
able to distance in order meet Peter's expectations for
construction. Tyler's relations with the other children
influenced how he constructed; he distanced through others
when engaging in associative play. This means he must have
an "other" awareness, that is, a sensitivity to the needs,
understandings, and capabilities of others. Sigel gnd
Cocking (1977) would say associative play allowed Tyler to
distance by observing; he distanced by observing the play of

others and adjusted his own activity accerdingly.

Relations With the Teacher

The teacher and teacher's aide did not enhance Tyler's
distancing ability since they had little contact with
Tyler's constructive play. The teacher was usually in the
other classroom, and therefore did not see the block play
unless she left the other classroom unsupervised and came to
the room where the block play was situated. When she did
come to see the Block Center she did not take part in the
play or make many comments which would direct the children's

play; usually her comments or questions arose from her need
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to understand the children's play rather than from a desire
to help children enrich or enhance their play. For example,
she would say, "What are you building?" or "That looks
interesting. What is it?" cChildren's responses were often
therefore, informative; children's replies were brief -
labels rather than descriptions. She then circulated to
other centers. On other occasions which were much more
rare, she provided a scaffold for cons®:uaction. She
encouraged labelling ~ a type of distancing noted by Sigel
and Cocking (1977). Tyler's constructive play could have
been extended beyond what he was now able to do alone; the
teacher, as the more experienced learner, could have more

frequently extended Tyler's ability to distance in order to

re-present.

Summary

Relations with peers, the teacher, and the Investigator
influenced the roles Tyler took in re-presenting and his
ability to participate in the activities. When the affect
relation was positive he was able to distance further than
when it was negative. Tyler perceived constructive and
sociodramatic play to be social in nature, and therefore did
not often engage in solitary play. Tyler engaged in
associative play most frequently, although he spent a
considerable amount of time engaged in onlooker behavior as

well. Through the various forms of play Tyler's peers,
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rather than the teacher, provided a scaffold by which he
could extend his distancing. Sigel and Cocking (1977) would
say Tyler's distancing occurred by observing, labelling,

demonstrating, sequencing, and planning.

Activities
Mediation
Mediation extended all forms of representation for

Tyler. It increased the distance between Tyler's actual
behavior and his potential play behavior. Mediation is a
tool used by the learner in order to extend his ability. It
can take the form of scaffolding or it can take the form of
provision of opportunity. Others, objects, and past

experiences can provide mediation.

Distancing Through Past Experiences

Tyler's actual experiences, his knowledge, and his
abi ity to engage in constructive or sociodramatic play
provided past experience mediation through which he could
further distance in order to extend his representational
competence. Bronfenbrenner (1979) says that in order for
physical conditions and events to become meaningful they
must be experienced. When Tyler built constructions which
were not as distant from his actual experience and for which
he had more background knowledge, he could build more
independently and more elaborately. The security and

comfortableness in building a familiar construction allowed
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elaboration to take place; he knew he could build the basic
construction successfully. For example, Tyler had more
experience with house constructions than rockets, therefore,
he chose to construct houses and doghouses rather than
rockets. He chose to build constructions like doghouses or
bridges in which he could distance comfortably from his
previous experience in order to re~present the structure
with blocks. The distance between experience and
re-presentation of a rocket was too great for Tyler; he
could not incorporate enough real-life experience and
knowledge into his constructive play.

Past experience was a source of mediation for Tyler;
his past construction experiences enabled him to elaborate
and extend his building on subsequent days. However, at
times it limited the re-presentations possible in the
various symbolic forms. He was engaged in onlooker behavior
while the group was building a rocket; it took many days
before he began to participate by placing blocks onto the
construction. He was not able to construct a rocket alone
since his experience with rockets was limited. However,
there were instances, like the doghouse, when he was able to
construct it alone because he had greater experience with
doghouses. Tyler's previous experience was reflected in how
he re-presented. His representations were recursive, with
previous re-presenting experiences providing the base for

subsequent representations. His constructive play themes
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were carried over from previous days, with elaboration and
extension occurring on subsequent days as Tyler became
comfortable with the form of re-presenting. His
sociodramatic play themes were also carried over from
previous days. If he had been the pilot on earlier days he
wanted to be the pilot again.

Tyler's drawings also rerlected characteristicg of his
particular style. His human figures were identifiable as
his because he drew the head and body in a unique way and
drew the components of the human figure in the same order on
most days.

Previous experience also provided mediation for Tyler
when engaging in sociodramatic play. Tyler chose to
re-present in roles which were not too far removed from his
actual experience so that he could use his background
experience and knowledge to act. Vygotsky (1976) does not
believe a child can behave in an imaginary situation without
rules; that is, behave as he does in a real-life situation.
For example, if he is playing the role of a dog, then he has
rules of dog behavior. The child achieves rules for
behavior from previous experience and knowledge. For
example, when playing the role of the dog owner, Tyler's
previous experience and knowledge allowed him to talk to a
dog and care for it.

K: Brother, you have to look after me.
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T: Yah. 1I'm gonna stay right here. 1I'm gonna feed

you. I'm gonna get some dog.food. A whole bagful,

OK?
Tyler spoke to him as a parent would talk; he drew on his
actual experience with such a situation in order to be able
to take such a role. Tyler had to be able to distance
himself from his actual self in order to take the role
opposite to what he would be in such a real-life situation:;
in real-life he would be the child being talked to by the
parent, here he was the parent talking to the child. Tyler
was able to distance, however, because of his actual
experience with a parent role.

On another day, again in the parent role, Tyler
repeatedly asked Marcie if she was going to be good and when
she didn't respond he tightened his grip on her wrist until
she answered yes. He then proceeded to tell her to stay in
a particular area as if he had heard adults say the same
thing to him or to other children when he was present.

T: Cat, you gotta stay here. Daddy says so, OK? Yap,

or I put you in your house. You gonna be good?
Say yes or no. I you say yes I will leave you, if
you say no I will put you in your house. Your
house. OK? Tell me. Tell me. You gonna be good?
You should stay out, OK? An you stay in this area,
OK? Say yes or no. OK?

He drew on his real-life experience and knowledge in order

to put himself in the position of another. Vygotsky (1976)

says that play is more nearly recollection than imagination.

Tyler couldn't distance from what he didn't know or hadn't
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experienced. His lack of experience with space and rockets
limited his sociodramatic play with these themes, however,

with the dog or family themes Tyler was able to extend his

sociodramatic role play because he had a greater knowledge

of and experience with these themes.

Tyler was more able to distance from, and therefore
re-present, his out-of-school experiences than the classroom
theme experiences. The constructive and sociodramatic play
Tyler engaged in most frequently and comfortably were based
on his actual out-of-school experience. Since Tyler had
only 1 year of half-day school experience, his school
experience was still quite limited; his out-of-school
experience, on the other hand, was much broader. He
probably felt he knew more about his out-of-school ;
experiences with pets and families than the school themes
like dinosaurs and space. Tyler would gain knowledge about
pets and families through actual experience but knowledge
about dinosaurs and space would be achieved through
scientific study, either at home or at school. Dinosaurs
and space wers topics further distanced from Tyler's
real-life experience and therefore the knowledge he had
gained about them would be less. His knowledge and
experience enabled him to distance.

One out-of-school play theme Tyler's experience allowed
him to feel comfortable re-presenting was that of hospital.

At home Tyler liked to play the role of a doctor. When the
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Hospital Center was set up Tyler often left the rocket
building block play to engage in sociodramatic play for a
short while and then return to blocks. He would be watching
the construction and suddenly announce, "I sick" and off he
would go. Soon he would be back at the Block Center with
the comment, "I better." Tyler felt comfortable taking on a
sick role because it was one with which he had real-life
experience. When the Hospital Center was introduced, Tyler
was there more frequently and once chose to go there rather
than to the Block Center during the initial Center Time
activity selection.

Most often he did not transfer ideas from the classroom
theme into his sociodramatic play. This was one possible
means of mediating which he did not use during the month of
observation. The roles which Tylar chose to re-present were
familiar to him from his out-of-school experience and he may
have felt he did not have enough knowledge about the
classroom theme roles to play in them. Other children
incorporated dinosaurs into their sociodramatic play but
Tyler didn't initiate such ideas. He could join in the
play, however, when others initiated the ideas. For
example, when Peter was pretending to be a dincsaur
attacking the spaceship/doghouse, Tyler also became a
dinosaur and attacked him. Thus, school themes seemed too

distant for Tyler unless they were mediated by other people.
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Literacy Experience. Tyler incorporated his literacy
knowledge gained through experience with books and signs
into his constructive play. For example, one day as Tyler
was constructing a doghouse with Marcia, he added two signs
which he said read "No one come in or break in" and "No
breaking our doghouse or else we will get you." His
previous experience with signs, their purpose and what they
could say, allowed him to distance from his previous
experience in order to re-present the meaning with blocks.
His experience with literacy caused him to 'read' the signs
while running his hand under the imaginary words. Tyler,
having had experience with such literate behavior in school
and at home, now elaborated his construction to incorporate
this experience into his play. This was the only instance
reflecting his literacy awareness which was incorporated
into the constructive play. No literacy awareness
experiences were incorporated into Tyler's sociodramatic
play, however, he did incorporate his literacy experience
into his re-visiting.

Tyler's literacy experience influenced his expectations
about re-visiting The Block Book. He knew that wriping
re-presented meaning; he knew that the purpose of print was
to aid in recalling at a more distant time. For Tyler, lack
of writing to re~present his experience seemed to be the

reason why he could not re-visit at times. For example, one
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day when asked to verbally re-visit his drawings Tyler said
he couldn't remember because there was no writing:
In: Why don't you look at your picture - willlthat
help you remember?
T: No - there's no writing there.
Again on another day Tyler felt there was nothing to say
about the picture when re-visiting it because there was no
writing:
In: Do you want to tell us about this picture, Tyler?
T: There nothing to say.
In: Why not?
T: See? Nothing. (He points to the blank space above
the drawing on the paper.)
Tyler's previous experience with writing influenced his
re-visiting. He was not, however, able to distance as far

when his literacy schema restricted his re-visiting schema.

Salience of the Experience. For Tyler the salience of

the experience rather than the distance in time from the
actual experience determined how he re-visited. He
processed some experiences more deeply and therefore
understood them better; the result was that he could
re-visit them more fully. When he looked in The Bloczk Book
Tyler almost always re-visited the same pictures by talking
about them; some of the pictures he never talked abgut; and

for others he only named the participants in the play.
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Tyler's sense of personal investment in the
construction and his sense of ownership influenced how
deeply he processed some experiences. The salience of the
constructive experience thus allowed him to remember and
talk about some of the earlier constructions more
easily than some of the more recent ones. Salience. was
jointly determined by the degree of background knowledge,
personal interest, group interest, and his ability to
construct.

The drawings of the volcano and the bridge and the
photo of the doghouse with license plates were the most
salient to Tyler and he was, therefore, most elaborate in
his re-visiting of these pictures. When he re-visited the
drawing of the volcano he recalled the story rather than
just labelling the drawing. Tyler had not built a volcano
with blocks but had seen an experiment in class involving
the construction of a volcano that really "exploded." This
experiment provided an enactive experience for Tyler. 1In
addition, he had observed and heard other children at the
sand table talk about making volcanoces. For volcanoes then,
his re-visiting was determined by a combination of salience
and mediating by other children.

The salience of the construction experience also caused
Tyler to initiate re-visisting with his teacher on one
occasion. Soon after the photo had been taken Tyler took it

over to his teacher. He talked about who was in the photo
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and what the construction was depicting. His teacher asked
him to tell about the photo after he drew her attention to
it. He told about the construction in elaborate detail,
even describing a window which he had not talked about
during construction. The building experience had been
meaningful to Tyler; he had been involved in the complete
building process - from planning to implementing his plan
through actual construction. The salience of this
experience allowed him to describe it rather than just label
it. Donaldson (1984) reminds us that there is a suﬁstantial
difference in difficulty between using marks to re-present
events and to re-present objects (p. 182). As Donaldson
indicates, the ability to re-present objects comes quite
readily, as it did for Tyler; however, the ability to
re-present events is more difficult. For Tyler the ability
to re-present events was mediated by: the amount of past
experience, the salience of that experience, and the help of
others.

The salience of the actual experience also determined
how Tyler re-presented. When Tyler processed the experience
more deeply his drawings were more realistically
representational, or copy-like. For example, when he was
drawing the volcano picture he added more details than when
he drew the rocket pictures. Sigel and Copple (1977) would
likely say he was distancing through reproducing and since

both the knowledge and the salience were greater the
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reproduction was more detailed. This also exemplifies
Werner's (1978) orthogenetic principle.

Thus, the salience of the experience for Tyler
determined how he re~visited as well as how he re-presented.
When he processed the experience or knowledge more deeply he

was able to distance to a greater extent.

Mediation of Others

Others also provided a scaffold for Tyler to distance
from his actual experience in order to re-present. When
constructing, Tyler spent a lot of time observing the
building of others to enable him to further distance in
order to increase his ability to re-present with blocks.
For example, when a new type of construction was being
built, such as the rocket, Tyler would engage in onlooker
behavior, but as he learned how to build such a construction
he particpated more as a builder. He then would add blocks
when he felt he knew where they went, using the scaffold
others had provided through previous rocket building. As
Tyler felt more confident of his building ability after
watching others build, he spent more time in constructive
play. For example, on the first day of rocket construction
he went in and out of constructive and dramatic play a lot,
while also engaging in some onlooker behavior. The second
day he took an onlooker rcle more often than a dramatic

role. The distance between his actual experience with



139

rockets and building one was being decreased through
observing the play of others. At one point, after handing
some blocks to Justin to put into place, Tyler lay down on a
ramp-block and said to the Investigator, "I watching."
Later he added a few blocks when he saw where they were
needed. By the third day, as others were getting
side-tracked with space skateboard play on blocks, Tyler
attempted to begin building the circular-shaped base of the
rocket. Justin came along and helped with the positioning
of the blocks because Tyler could not build the circular
shape alone. oOthers had provided a scaffold in order for
Tyler to decrease the distance»required for him to be able
to take a more active builder role in the constructive play.
Others also provided a scaffold in order for Tyler to
further distance in order to extend his sociodramatic play.
Tyler learned about roles 2id role behaviors and
expectations through observing ctiers engaged in
sociodramatic play and through participating with them. The
other children allowed Tyler's knowledge abcut roles to grow
beyond what he himself knew. Tyler was then able to
incorporate this knowledge into his subsequent sociodramatic
play. The other children provided a scaffold to extend
Tyler's knowledge of sociodramatic roles. For example,
after having been told by Bob that a pilot sits in a
cockpit, Tyler suggested, "We should make a carpet (cockpit)

first." when the rocket was under construction. Mark



provided a scaffold for Tyler so he could extend his
knowledge about planes and rockets and then incorporate that

knowledge into his constructive play.

Teacher Mediation. The teacher could have provided a
powerful scaffold for Tyler to increase his distancing
stratgegies in order to re-present more competently. Sigel
and Cocking (1977) say the materials are secondary to the
teacher's mediation and scaffolding in the development of
distancing strategies needed to extend representational
competence.

The teacher provided a limited amount of scaffolding
for Tyler during constructive play and none during
sociodramatic play at the Block Center. Twice during the
four week observation period she provided a scaffold in the
constructive play, with the children then extending their
construction to a more complex level. One day as she saw
the play dwindle as Julie prepared to go to another center,
leaving Tyler alone at the Block Center, she challenged the
children to make a slide as the morning kindergarten class
had done. She asked, "What blocks would you need t6 use if
you were going to make a slide?" Tyler immediately took up
her challenge by pointing to some large blocks and saying,
"These ones." Tyler had accessed his slide schema and was
formulating a plan for construction. He continued to plan

which blocks he would use for the slide and was soon
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building, looking to the teacher for f2edback and support.
The teacher left and asked Kevin to help Tyler build. He
came over and together the children continued building.

They couldn't construct a slide to their satisfaction and
Kevin expressed his frustration by being short-tempered with
Tyler. The teacher had moved on to another part of the
classroom and did not return to see how the slide
construction was progressing.

On another day the teacher came to see the constructive
play as a circular rocket was being built for the first
time.

T: That looks like a really interesting rocket ship.

P: We need a point on this.

T: You're right - How could you make a point?

The teacher continued to watch Peter construct the point of
the rocket but offered no ideas. When the teacher mediated
and provided a scaffold she caused Tyler and the other
children to use their previous experience with the object
being constructed as well as their previous experience with
block construction to solve the construction problems before
them. However, the teacher's challenge was not enough to
cause Tyler and Kevin to extend their construction skills
when attempting to build a slide. Tyler was looking to her
for support in the form of knowledge but she didn't‘offer
any and his ideas failed. The teacher's scaffold may not

have been within Tyler's zone of proximal development but
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may have been too advanced, with the result that Tyler did
not extend his learning in order to develop his
representational competence in building a slide. He was not
able to extend his building skills without a scaffold and
since the scaffold provided was not sufficiently developed,
his construction efforts failed.

When the teacher occasionally challenged the children
with an idea they explored new construction techniques and
were brought from the level at which they could build
independently to a higher level. When Tyler was asked by
the Investigator if he was going to help construct he would
join in at times and extend his ability to construct
independently. Without mediation he would probably have
continued engaging in onlooker behavior in this situation.
Onlooker behavior was valuable in the development of his
representational competence. He would watch other children
build and later incorporate some of the ideas he had seen
into his own representation. Onlooker behavior enabled
Tyler, by giving him the necessary ideas, to engage in more
social forms of play later, where he honed his constructive

skills.

Mediation of Objects

Sometimes the Investigator did not act as a scaffold;
instead, she provided materials, like books, that scaffolded

Tyler's learning. For example, the Investigator provided
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books such as the How Do They Build It? book. Not all books

seemed to have the same influence, however. Ideas from the
How Do They Build It? book influenced Tyler's constructive

play in a more overt way than from The Block Book. For

example, when re-visiting the How Do They Build It? book

Tyler was looking for a specific picture -~ that of a rocket

- although he was also interested in building other
constructions he saw in the book. His experience with
building a rocket, the desire to build it again, and knowing
that the picture was in the book caused him to look
specifically for it. When he saw a picture of something he
wanted to build he would say, "Let's bwild that" or "I want
to make that." Repeated exposure to the How Do They Build
It? book lead to using the book as a type of model for his

constructive play.

Books. The Block Book as well as trade books allowed

Tyler to distance in three different ways. First, through
The Block Book he re-visited his experiences with blocks by

looking at representations he was involved in producing,
thereby distancing from his own direct experiences. Second,
through the How Do They Build It? book Tyler revisited
experiences by looking at another's representations, thereby
distancing from a further removed experience. Third,
through the other books, such as fiction books, Tyler would

be re-visiting imagined situations re-presenting experiences
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he may not have actually had, thereby requiring him to
distance from a still further removed experience.

While Tyler re-visited The Block Book almost everyday
and also the How Do They Build It? book when it was made
available, he did not choose to re-visit through the other
books provided. For Tyler the other books may have been too
far distanced from his constructive play since the other
books involved distancing from events as well as objects
with which Tyler did not have actual experience. The Block
Book, on the other hand, contained mostly objects which
Tyler had actually had experience with building. The Block
Book, therefore, was not far distanced since Tyler was
involved in the production of both the book and the
constructions re-presented in it.

Tyler also frequently re-visited through the How Do
They Build Tt? book because it contained representations of
constructions which he had been involved in building or knew
he could build. His knowledge and experience allowed him to
distance from the iconic representatien to the more enactive
experience of building after using the picture to access his
schema for the object. The How Do They Build It? book
primarily depicted objects rather than events. We know that
representing objects is less difficult than events
(Donaldson, 1984). One of the reasons for this difference

in difficulty could be the degree of distancing involved.
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Books were re-visited to give ideas for construction as
well as to provide a model for construction. Re-visiting
constructions through The Block Book gave Tyler ideas of
what he wanted to construct on subsequent days. For
example, he would see a rocket and want to make a rocket.

Tyler also used the How Do They Build It? book as a
model for construction. When Tyler first saw the How Do
They Build It? book, he looked at the picture of the object
he wanted to build as a whole, then with his schema for that
object accessed, he was ready to build. He did not need to
refer to the iconic representation of the object again.
However, as he continued to look at and talk about the
pictures in the How Do They Build It? book, Tyler began to
use the picture as a model for building. Experience,
ability, and knowledge allowed him to distance further in
order to use the picture as a model. He did not want to
create an approximation but a copy of the object. In order
to do so he had to begin with the whole and break it into
parts in order to create the whole again; displaying
Werner's (1978) orthogenetic principle. When he started to
copy the object by going from whole to parts to whole, he
began using the picture in the book as an idea of what to
build. As he became more comfortable with looking at the
pictures he began to go back and forth between the book and
the construction, re-visiting each in order to create a

representation with blocks similar to that in the book. For
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example, when he noticed the block construction rocket
didn't have wings like rocket in the picture, he added wings
with blocks. He then went back to the book and pointed to
the tip of the rocket and said, "See" to compare it to the
block construction after being asked by the Investigator,
"Is your rocket now the same?"

Tyler not only used the representations in the books to
distance in order to construct; he also used them to
distance from his previous actual experiences. For example,
when he was looking at a picture of an airplane in the How
Did They Build It? book while the Investigator was talking
about it, Tyler remarked, "I know. I been in there." The
representation was used to relate an actual past experience.
Distancing through the iconic representation allowed Tyler
to access his schema in order to recall an experience he had
previously.

Books allowed Tyler to distance from actual experiences
as well as vicarious ones. Tyler's ability to distance from
the iconic representations in books was influenced by his
experience and knowledge. Books were used to get ideas as
well as to provide models for constructive play. Repeated
re-visitings through books allowed Tyler to distance
further, demonstrating the orthogenetic principle, thereby
beginning to use the iconic representations in books as
models instead of only ideas. Sigel and Cocking (1977)

would say books enabled Tyler to distance by observing,
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comparing, reproducing, describing, generalizing, and
combining. Tyler was able to do this much more effectively
with objects, which are less difficult to represent, than

with events, which are more difficult to represent

(Donaldson, 1984).

Pivots. Props were almost always used by Tyler when he
engaged in sociodramatic play. The props provided a pivot
for Tyler when he was engaged in play, enabling him to
distance from his actual experience to a more abstract
experience through a concrete object. Props can act as
pivots in the play but not all props do so. A prop is any
object which is incorporated into the play, whereas Fein
(1979) describes a pivot as a more or less realistic anchor
used to support a symbolic transformation (p.205). For
example, when role playing house, the furniture used can be
considered props but the spoonlike object used to feed the
baby acts as pivot because it enables the child to transform
the situation to one re-presenting the act of feeding a
baby. When children first begin to engage in sociodramatic
play they need a realistic support or pivot (Fein, 1979).
The young child cannot yet separate thought from object so
he must have something to act as a pivot (Vygotsky,;1978).
Tyler almost always needed to use a pivot in sociodramatic

play. He used objects, sound, and himself as pivots to



148

distance from his actual experience to the experience he was
re-presenting.

When using object pivots to facilitate sociodramatic
play, at first the pivot is a realistic object but iater
less realistic, representational objects appear (Garvey,
1977) . The pivots Tyler used were representational, but yet
the physical, concrete object embodied the critical
attributes of the actual object it re-presented for Tyler.
For example, when he drove he held a small block as steering
wheel; when he ate or was giving food to others he held a
board or block as food; and when he was fighting he had a
block gun. The only time he did act without a pivot was
when he was acting as himself knocking on the door of a
friend's house. The situation was very familiar to him so
he was able to use his hand and gesture as if opening the
door without using a physical object as pivot. For Tyler
the pivot allowed him to distance in order to re-present in
a more abstract form, therefore, in all but the most
familiar experiences which did not require great distancing,
Tyler would use a prop.

Tyler and the other children used the block
construction as a pivot in order to engage in sociodramatic
play. The degree of distance between the child's actual
experience and the one he was re-preseﬁting determined the
state of completion the construction was in before

sociodramatic play began. Sometimas when the sociodramatic
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play did not require as realistic a rivot then the
construction was not completed before sociodramatic play
began. This was because the distance between the children's
actual experience and knowledge of sociodramatic play was
not great. However, if a realistic pivot was needed because
the distance between the actual experience and knowledge of
the roles of sociodramatic play was great, the construction
was completed before play began. At times construction
continued after sociodramatic play was started because
additional features in the construction were needed for the
sociodramatic play to occur. The children appeared to
revise because they found tnat the pivot was not realistic
enough for them to distance from their experiences and
knowledge.

Tyler also used sound as a pivot to decrease the
distance between himself and his role. When playing the
role of a dog, taking the voice of a dog acted as a pivot.
It was less abstract to take the dog's voice than to only
think of himself as a dog. 1In this way the vocalization
mediated between his roles and his experience.

When the sociodramatic play was far distanced from
Tyler's experience, he used himself as a pivot to engage in
play. For example, when engaging in dinosaur play, Tyler
used himself as the dinosaur rather than using the stuffed
dinosaur the other children were using. Becoming the

dinosaur was less distant than using an object pivot to be
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the character since Tyler's actual self was then transformed
into the dinosaur. By becoming the dinosaur he did not have
to distinguish between what his role was as self and what
his role was as dinosaur since his self role had been
replaced by the dinosaur role; he still had only one
character to portray whereas using an object pivot would
have meant acting as two characters - self and dinosaur.
Taking the role of dinosaur allowed him to step outside of
himself and immerse himself into the other role of dinosaur.
The distance required to re-present was not as great since
only one role had to be re-presented and considered
simultaneously.

ivots enabled Tyler to distance from the actual
experience in order to re-present it in sociodramatic play.
Pivots took the form of objects, sound, past constructions,
and self. Since Tyler was still operating mainly on an
enactive level, the pivot objects he used were close in
physical shape to the object being re-presented by them. He
used a pivot in order to distance on all but one occasion
when re-presenting.

Mediation influenced Tyler's ability to distance from
the actual experience in order to re-present it in
constructive and sociodramatic play. Previous experiences,
others, and objects provided mediation in the form of
provision of opportunity and/or scaffolds for Tyler's

distancing strategies. The teacher and the classroom themes
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were two forms of scaffolding which could have extended
Tyler's distancing strategies but which didn't have a great
influence in his case. Mediation within Tyler's zone of
proximal development was found to extend his re-presentation
of experience in constructive and sociodramatic play.
proximal development was found to extend his re-presentation

of experience in constructive and sociodramatic play.

Constructive Play

Tyler's constructive play was at a second order
symbolism level; that is, it was representational. Since
constructive play was the most concrete form of
representation Tyler used, he felt most comfortable
re-presenting in it. The distance between his actual
experience and the experience required to re-present was not
great.

Tyler showed signs of being in the reproductive stage
of constructive play according to Butler, Gotts, and
Quisenberry's (1987) stages of play development. He used
blocks to represent something and to reconstruct real-life
objects rather than to manipulate in order to explore the
qualities and properties of blocks and spatial relations
(Innes, 1985).

Tyler had to distance from his experience, knowledge,
and ability in order to construct in a representative

manner. When the distance between his experience,
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knowledge, and ability was great he constructed in a more
gestalt manner rather than copy-like manner if the distance
was not great. For example, when constructing a doghouse he
built more elaborately than when he constructed a rocket
since his experience, knowledge, and ability in order to
construct was greater for doghouses than for rockets. The
rocket was represented in a gestalt manner while the
doghouse being more elaborate, was represented in more of a
copy-like manner, likely because Tyler had differentiated,
de-differentiated, and then re-integrated the parts, that
is, he displayed Werner's (1978) orthogenetic principle.
Tyler's constructions contained elements of ali but the
most symbolically advanced stages of Innes' (1985) block
play scale. His buildings displayed enactive elements of
constructive play - towers, walls, bridging, enclosures,
symmetry - as well as representational elements - labelling,
elaborating, planning. Further distancing is required in
order to build using representational elements. Tyler's
constructions displayed more evidence of the enactive
elements, although he always labelled his constructions. He
began his construction quite often with bridging or
enclosures. For example, when beginning to build he
labelled his construction a bridge on various occasions
since he started with a bridging structure but the
construction usually developed into a doghouse, with the

bridge becoming the roof or being taken down. Tyler was
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concerned with symmetry when building. For example, when he
was building a doghouse one day with Mark he said, "Pyo
supposed to go everywhere." He was referring to building
symmetrically on both sides of the construction. Tyler was
aware of size when constructing and could identify when he
thought a construction would be too small. Although his
constructions were representative, Tyler's constructions
remained simple representations.

Tyler's use of blocks was influenced and determined by
physical reality and social influences. His constructions
were influenced by conventionality and the charneling of his
culture. When he built a doghouse or a house he knew it
needed a roof and usually he placed the roof over the walls.
He knew a door was needed to go in and out and he sometimes
added windows. The fact that Tyler was not consistent in
his use of conventional means of constructing indicated his
relatively recent emergence into the reproductive from the
productive play stage. One day, for example, he built a
roof because he knew it belonged on a house but he built it
beside the house rather than building the rest of the house
and roof as one unit. Working on a part of the whole object
revealed that Tyler did not re-integrate after
differentiating; he did not display the orthogenetic
principle.

Tyler had a limited expectation about the use of

blocks. For example, when Justin was going to use the ramp
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blocks and wasn't holding them as they were always used,
flat-bottom side down, Tyler said to him at two times during
the play, "But it the wrong way around." He may not have
been able to distance from his experience with blocks to use
them in new creative ways, his experience may still. have
been too enactive to allow such distancing to occur.

Tyler always labelled his construction - sometimes
before building, sometimes as he was building, or sometimes
when building was complete. For example, before beginning
to build one day, Tyler announced:

T: We're gonna made a big spaceship this time.
on another day he looked over to the Investigator after
building and said:

T: This is windshield wipers.

Naming the construction ahead of building is a more advanced
form of constructive play because it involves preplanning.
Tyler had to access his schema for such an object after
announcing he would build a representation of it with
blocks. His thinking must be future as well as past
directed. Bruner (1966) would label naming the construction
before building as symbolic whereas building and then naming
would be considered iconic because the construction is
representational but preplanning may not be involved. Tyler
did not consistently name his construction before building
so it cannot be said he was operating totally at the

symbolic level in this area of representation. Tyler did
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always label his construction at some time however; he did
not build only for the sake of exploring the properties of
the blocks. The labelling seamed to be as much for his
clarification as that of others; labelling it made it
representational for him. When the construction itself was
not representative of second order symbolism the label
raised it to that for Tyler and his audience. Tyler was
emerging from viewing construction as enactive to viewing it
as iconic, that is a representational activity, and did not
yet feel comfortable with letting the construction alone
re-present. Sometimes Tyler would label the construction
for no on in particular, such as when he said, "This a roof"
after completing it.

Tyler's constructiive play was socond oider symbolism
since his constructions were representational of rs#al-life
objects. His constructions displayed repregentational as
well as enactive elements according to Innes'’ {1985) scale
of block play. When building, he used his experience,
knowledge, and ability to distance. Since Tyler was
comfortable with the more concrete constructive play, he was
able to distance farther than he did when distancing in a
more abstract form of representation. When at school, Tyler
spent most of his Centers Time constructing. ac home, Tyler
did not engage in construction with blocks but spent a lot
of time playing with sand, another form of constructive

play. Sigel and Cocking (1977) would say that in
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constructive play Tyler distanced a great deal by observing,
labelling, reproducing, sequencing, comparing, and planning;
he distanced sometimes by inferring and resolving conflict;
and he distanced occasionally by generalizing, describing,

and proposing alternatives.

Sociodramatic Play

To engage in sociodramatic play Tyler had to distance
himself from his real-life role and situation to take the
role of another. In order to engage in sociodramatic play
the child needs techniques for indicating who he is, what he
is doing, what objects represent, and where he is (Garvey,
1977). He was able to decenter from nimself and take on the
role of another.

Tyler announced who he was in the sociodramatic play.
By anncuncing which role or scene he was establishing, Tyler
was letting everyone know how to engage in the play. Garvey
(1977) says that one of the techniques the child must use
when engaging in sociodramatic play is to let others know
who they are. Tyler and the children who engaged in
scciodramatic play used talk to enter into the play and let
others know who they were. It proéided the transition
becween real-life and fantasy fcr them. When Tyler just
announced who he was and began to play in that role, he was
not distancing himself as far from his real-life experiencas

as he would if he created a play situation prefaced by
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"pretend." It was as if he had become that other in
real-life; if he had prefaced his role assignment with
"pretend" he would have been making a distinction between
his role as self and his role of other. Thinking about
pretense situations requires anticipatory, future directed
thinking, and the creation of a situation removed from the
real-life situation (Tough, 1976). But replacing the self
role with the other pretense role does not require the same
degree of distancing because the role player will still have
only one role to portray, rather than two roles. By sayiﬁg
"I am a dog" the actual self is replaced by another actual
role rather than a role of pretense. However, Tyler did not
always engage in play as that character after assigning the
role, particularly if the role was assigned early on during
the construction process. The constructive play sometimes
consumed the entire period leaving no time for sociodramatic
play, or his role was changed after the construction before
sociodramatic play began.

Talk served as a transition between the role of actual
self and the role of other self in the role play. The other
children would usually preface their talk with "let's
pretend" or "pretend" but Tyler would just announce who he
was and begin playing. For example, while others might say,
"Pretend I am a baby dog," Tyler would just say, "I am a
baby dog." When Tyler initiated sociodramatic play with
others he also did not preface it with "let's pretend" but
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announced the situation as if it were actually happening.
When Marcie, Kevin, and Tyler were vn the ship with the
stuffed dinosaur they had been pretendiny was a pet, Tyler
tried to change the play situation through the use of talk.

K: Master, there's a monster on the roof.

M: What kind of monster?

K: That one.

M: Oh, stegasaurus. Don't worry.

K: I thought it was a monster. Can I pet him?

T: No, it's the real one.

Thus, Tyler's lack of a preface before talking about
the sociodramatic play showed he was not yet able to
distance far from his actual experience. By not prefacing
his role or event assignment with "pretend" Tyler was able
to replace his self role with that of other role, enabling
him not to decenter, and therefore distance, as far when
engaging in the role play. Talk or vocalization served as a
transition between the role of self and the role of
pretense.

Tyler also decreased the distance between his self role
and the role of other self in sociodramatic play by using a
role appropriate voice or vocalization. Going in and out of
role appropriate voices decreased the distance between the
play and the real-life experience for Tyler. He knew when
it was appropriate to use the vsice and when he should use

his own regular voice. For example, when Tyler was acting
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as a dog he used all of his knowledge about dogs to play the
role. One aspect of dog behavior he knew about was barking
and that dogs don't speak as people do, therefore, in
distancing from himself to become a dog Tyler changed his
voice. He immersed himself into the role of a dog and
created a context that was as much that of a dog as
possible.

Talk or vocalization served as a transition between the
role of self and the role of pretend. It allowed Tyler to
enter the play ar well as to continue engaging in it. Sigel
and Cocking (1977) would likely say that when engaging in
sociodramatic play Tyler distanced a great deal of the time
by observing, labelling, demonstrating, reproducing,
resolving conflict, generalizing, and transforming; he
distanced sometimes by planning; and he distanced

occasionally by inferring and proposing alternatives.

Constructive and Sociodramatic Play Relatjonship

Constructive and sociodramatic play occurred during
each Block Center period although sociodramatic play
comprised a much smaller proportion of the time. The
construction created during constructive play was used in
the children's sociodramatic play. Innes (1985) feels
constructive play serves the purpose of facilitating the
formation of the children's connection between their

knowledge-base and their re-presentation of it in play in
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whatever form. Tyler and the other children used their
knowledge to construct an object with blocks; the object was
then used in re-presenting their knowledge in the more
abstract form of sociodramatic play. The further distanced
the theme was from the children's real-life experience, the
more complete the construction seemed to be before
sociodramatic play could have occurred. For example, when
constructing the doghouse the sociodramatic play began
before the construction was complete but when constructing
the rocket the sociodramatic play did not begin until thev
construction had been built. One could say that the more
novel construction, that is the rocket, required the
children's complete attention, thereby leaving no mental
capacity for sociodramatic play. On the other hand, the
doghouse, the more familiar object, required less
attentional capacity, thereby freeing the children to devote
part of their capacity to sociodramatic play. Therefore one
could say the more distant the experience, the more
attention is required.

Tyler often went back and forth between constructive
and sociodramatic play. When the distance between Tyler's
experience and the representational play (either
constructive or sociodramatic) was too great he would seek
to re-present in a more comfortable form. At times Tyler
engaged in constructive play while the other children were

engaged in sociodramatic play. If Tyler felt he lacked the
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experience or knowledge to participate in the role play he
chose constructive play since constructive play focussed on
objects whereas sociodramatic play focussed on events.
Sociodramatic play involves the world of "what 1f," an
imaginary world, which is often further distanced than the
world of physical representations created through
constructive play. Conversely, when Tyler felt the
constructive play was too complex and he didn't know how to
build he would withdraw from the play to engage in an |
onlooker role or to engage in dramatic play by taking a role
appropriate to the construction theme. He would then join
in again when he saw a familiar construction process
oceurring. For example, when building a rocket Tyler would
join in when the blocks had to be laid over the top to form
the platform or the points had to be added because this was
a familiar process for Tyler.

On several occasions he explored the physical space
around himself when he felt he could not engage in
Constructive or sociodramatic play. For example, one day he
Stepped from block to block and did a dance on the blocks
while others were building. Exploring the properties of the
materials occupied his time when the group play was too
distant or demanding for him.

Sometimes Tyler would leave constructive play to take
on a sociodramatic role and then step back into constructive

play again. For example, when he was playing with the girls
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he continued to build while they engaged in sociodramatic
play as dogs. He left his building to pat the dogs in play
and ask if they needed food, then he returned to building.

Tyler engaged in play at the Block Center more than at
any other center. He only went to another center when he
did not feel he could participate because the constructive
or sociodramatic play was too complex. He did this several
times during the construction of rockets but not during the
building of a doghouse, an object he was more familiar and
comfortable with re-presenting. Tyler engaged in more |
constructive play than sociodramatic play while he was at
the Block Center because constructive play is more concrete
and Tyler was still operating mainly at a concrete level.
In sociodramatic play the child must distance himself from
his own real-life role as well as from his physical setting;
in constructive play the child must only distance himself
from his physical setting. Constructive play involves
re-presenting an object, whereas sociodramatic play involves
re-presenting an event. Donaldson (1984) says objects are
less difficult to re-present than events. This may be
because of the degree of distalicing involved.

The children distinquished between constructive and
sociodramatic play. One day when Tyler was beginning to
engage in sociodramatic play while the others were still
constructing the rocket, Nadine got angry and said to him,

"Tyler, we're not playing yet!" For Nadine, play appeared
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to be the re-creation of an event, an experience
re-presented in sociodramatic play while constructive play
provided the pivot through which sociodramatic play could
occur. The pivot, such as the rocket construction in this
instance, was required before sociodramatic play could
begin. The construction then served as a prop or pivot for
the re-presentation of more distant, more abstract
experiences.

During the four week observation period, sociodramatic
play was related to the doghouses and rockets built durin§
constructive play. The doghouse constructions allowed the
children to take the roles of dogs and live in a dog world,
while the rocket constructions allowed the children to take
space roles and live in space.

Sociodramatic and constructive play occurred in
conjunction with each other. Tyler frequently went back and
forth between constructive and sociodramatic play and
onlooker behavior while at the Block Center, depending on
his ability to distance through previous experience, his
knowledge, his ability to construct, and the salience of the
play situation. Constructive play served as the pivot for
sociodramatic play since it is further distanced from the
actual experience than constructive play is. Tyler needed
the pivot of constructive play to distance to sociodramatic
play. Constructive play mediated sociodramatic play by
providing an object, which is less difficult to re-present.
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The role represented in sociodramatic play was therefore

supported or mediated by the constructive play object.

Re~-visiting

Tyler could re-visit previous block constructions and
sociodramatic play in several ways ~ through books, through
the process of construction, and through others. The Block
Book allowed him to re-visit by looking at and talking about
the drawings, photos, and dictated stories re-presenting the
previous constructions. The How Do They Build It? book
allowed him to re-visit by looking at pictures of previous
constructions. Tyler was also able to re-visit while in the
process of constructing. As decisions about what and how to
build were being made, comments such as "Let's make it like
yesterday" were not uncommon. Such comments made Tyler
think back to the previous construction in order to be able
to re-construct it. According to Sigel (1983, 1984), the
ability to re-present using symbols allowed re-visiting to
occur in order to re-construct the past; the past which, in
turn, enables thinking about the future. Tyler's
re-visiting was encouraged by others ~ peers, the teacher,
and the Investigator. Others asked questions alhsu¥ previous
constructions as well as created the need to re-visit
verbally in great detail, particularly if the others had not

been present during the actual constructive process.
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When asked to distance in order to recall the people,
things, or process involved in the constructive play, Tyler
often had difficulty recalling. When he couldn't recall he
would shake his head or say it was difficult to remember and
he would look up at the ceiling or cover his eyes with his
hands. Towards the end of the third week, while re-visiting
a drawing with Justin, Tyler commented, "Kind of hard for me
to remember." When the Investigator asked "Is it hard to
remember that one?" Tyler replied, "Yah, all of 'em."

Tyler found it more difficult to re-visit the process
of construction than to tell who was involved or what the
construction was. For example, when the Investigator asked
Tyler to re-visit the construction process represented by a
photo, "How did you build this?" Tyler would respond, "With
blocks." He supplied an object response to a question
requiring an event response but he was not able to distance
himself from the experience in order to respond
appropriately. Re-presenting an event is more difficult
than re-presenting an object (Donaldson, 1984). Tyler's
response-ability in this instance was at the enactive level
since his understanding of the construction process was as
yet unconcious. Distancing from a process involves
re-visiting at a symbolic level since symbols are used to
describe how a representation came to be. Re~-visiting the
process is, therefore, further distanced from the actual

experience than re-visiting the object (thing), hoth of



166

which are further distanced than re-visiting the subject
(person). Persons have a greater likeness to real-life than
objects often do when re-presented. Distancing from person,
thing, and process involve increasing amounts of reflection
and interpretation on the part of the one re-presenting.
Tyler was able to distance more easily when re-visiting
photos than drawings. Photos as representations copy the
actual situation while drawings are representational.
Tyler's drawings were more ideosyncratic than photos because
they exemplified first order symbolization. Often they
captured less of the detailed parts which aid in
identification during re-visiting. This is particularly
true of the drawings of young children, such as Tyler, who
are emerging from re-presenting through enactive forms to
iconic for»3 of representation. A less realistic
represert:ai .on makes re-visiting more difficult since the
distancs vetween the actual object and the re-presentation
is greater. Tyler found it more difficult to recall what he
had drawn because his drawings were not realistic
representations. His drawings, being first order symbols,
were ideosyncratic and needed his interpretation. Tyler had
difficulty recalling what his ideosyncratic drawings were
about unless they were particularly salient, especially over
a distance of two or three weeks. Over time, Tyler was not

able to distance through recall in order to interpret most

of his drawings.
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Tyler was also not able to distance through recall in
order to interpret his written stories. The distance
between the experience and the re-presentation of it in
writing was too great for Tyler to be able to retell the
stories he dictated about his construction experiences.
Tyler re-presented in first order symbolism while writing
was a form of direct symbolism, therefore, the direct
symbolism of writing did not serve as a tool witk which
Tyler could distance in order to re-visit. If the symbols
are too distanced from the user's experience and
developmental level, and if the distance through recall is
too great, no attempt will be made to use them.

Tyler's strategies for re-visiting his drawing and
written representations were based on his view of the
function of each symbol system. Tyler did not employ the
same strategy for recalling representations in writing as in
drawing because he perceived the function of each symbol
system to be different. The purpose of writing was to
provide an aid to recall at a more distant time: drawing was
not viewed by Tyler as specifically an aid in recalling a
previous experience. For example, when Tyler looked at a
picture and couldn't recall who or what it re-presented, he
wouldn't keep looking at the picture but would look at the
Investigator or at the ceiling. When re-presenting in

drawing the salience of the experience was for the present,
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while when re-presenting in writing the salience of the
experience was for the future.

Tyler's knowledge, as well as experience and level of
development, constrained his ability to distance. Tyler was
not able to easily distance from the present situation in
order to recall the past when new knowledge created a
discrepancy in his thinking. He resolved the discrepancy by
re-interpreting his drawing. For example, when re-visiting
his latest drawing based on the rocket theme several days
after producing it, Tyler identified the parts of tﬁe
picture in relation to the more immediate context. Thus,
for example, when Tyler re-visited the drawing immediately
after producing it he said it was a picture of a rocket and
of land. The next day when re-visiting through The Block
Book, Justin and Tyler saw a photo in which they identified
themselves and the rocket they had :crstructed the previous
day. The photo was re-visited by Tyier, Justin, and the
Investigator:

In: Oh, look at this one. What's this a picture of?

T: That ours. I made this yesterday.

In: Do you remember what it was?

T: Yah - a rocket.

In: Where's the part that you would sit in? (Tyler

points to the bottom section).

J: We sit up there. (Justin points to the top

section).
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When the page was turned and Tyler was asked to re-visit the
drawing he made the day before he said, "This is the top of
a rocket." while pointing to the top drawing on the page and.
"bottom of a rocket" while pointing to the bottom drawing on
the page. Tyler transformed his interpretation to fit the
present context. This showed that Tyler was having
difficulty decontextualizing since he transformed his
interpretation to fit the present context. Copple, Sigel,
and Saunders (1984), in postulating their theory of
discrepancy resolution, fes! transformation is part of thé
process the child undergoes in constructing his view of
reality. Reality is ever changing, depending «=n the
rrevious experiences as well as the present and future. So,
rather than viewing his inability to decontextualize as a
weakness, we could interpret it as a potentizl for growth.
Tyler was able to distance from the actual experience
in order to re-visit, however, the form of representation,
the way he was.asked to re-present, and the present context
influenced how well he could distance. Photos were easier
to distance from than drawings because they ara a more
copy-like representation. Drawings were easier to distance
from than written stories because they are an iconic form of
representation whereas written stories are a symbolic form.
The distance between the actual experience and the symbolic
form of written stories was tooc great for Tyler: the result

was that he could not re-visit the experience through story
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very effectively. Tyler found it eacier to distance from
the people than things, and things were easier to distance
from than events or process. Re-visitations on subsequent
days demonstrated the primacy-recency effect. When
re-visiting, Sigel and Cocking (1977) would likely say Tyler
distanced a great deal of the time by labelling; he
distanced some of the time by describing and comparing; and
he distanced occasionally by sequencing, evaluating and

planning.

Drawing

Drawing, an iconic form of representation, is
considered first order symbolism according to Vygotsky's
levels of symbolism. As first order symbolism, =arly
drawing is ideosyncratic, consisting of representational
approximations which lack detail since the child will not
have had much experience with re-presenting in drawing. Aas
the child gains experience with drawing, the drawings become
more representational of real-life and do not ne=d an
interpretation in order to be understood. When the drawings
begin to become representational of reality, the child is
said to enter the preschematic stage (Lowenfeld & Brittain,
1932).

Tyler's drrawings appeared to be moving irito the
preschematic stage according to Lowenfeld and Brittain

(1982) although elements of the scribble stage were still
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seen. His drawings were approximate representations rather
than copies of real-life. Since Tyler's drawings were
approximate representations, and therefore ideosyncratic,
they needed his interpretation in order to be understood by
others.

Kellogg's (1969) belief that a child does not leave
behind previous stages or categories but continues to use
them explains the apparent overlap of the preschematic and
scribble stages. Tyler would draw representationally whep
he was familiar with the object to be drawn, such as the
human figure, but when drawing objects fur the first time,
such as a rocket, his drawing appeared to be a scribble.
The less familiar Tyler was with drawing an objact the more
it appeared to be a scribble - or; the further he had to
distance in order to re-present, the less re-presentationzl
of the real-life uvbject the dr.: '.ng was.

One object Tyler did not have to distance far from his
experience in order to draw was the human figure. Both at
hoxne and at school, especially during the earlier days of
heing asked by the Investigator to re-present, ha often drew
himself as the center of the picture. The drawing of
himself may have represented his role as builder in the
construction process. When draving himself he ustally diad
not draw anything else In the picture besides himself and

did not want to add anything when askad to.
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When drawing a human figure Tyler began with the circle
for the head and added bkody parts but did not elaborate
extensively beside# wmaking double lines for arms and legs.
Tyler drew people representationally rather than copying
them, although he did draw cértain body parts each time. He
usually realized after having finished his drawing that he
needed to add ears and hair. For example, one day after
noticing that his human figure had no ears, he said ears
were needed to hear and added them. When he drew himself,
Tyler attempted to copy some of his features in order to |
make the drawing representational of himself. For example,
the day after he had had a haircut he did not draw hair at
first. When asked about the lack of hair in the drawing he
pointed ;o his own ha:r and said, "No - I got a short
haircut."

Tyler was distancing from his actual experience and
re-presenting it in drawing. He focussed on some elements
of the chject and attempted to include them in his
representation but he did not re-present zll of the parts.
Sigel and Cocking (1977) would likely say Tyler was
distancing through observing when he drew
representationally. Werner (1978) would interpret this as
differentiation; that is, becoming aware of the parts of tha
whole.

Tyler's drawing of objects was less realistically

representational than his drawing of people. When drawing a
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representation of the object he distanced from his schema
for the object rather than copying it. For example, when
re-presenting the block construction in drawing, Tyler used
his schema of the construction object rather than iooking at
the block construction and copying it. He had tn.o image in
mind and drew it, he did not check to see if it had the same
parts as the real-life object. When Tyler drew he was
re-presenting thirough a global image rather than focussing
on parts of the object. Tyler's focus on the global rather
than the parts meant that he did not see the need for
revising his drawings; they were representational for him
the first time since he was not trying to copy the real-life
object. Tyler could not distance from the actual experience
in order to differentiate (Werner, 1978).

Tyler showed his drawings were representational of
real-life when he named them. For example, one day Tyler
saw Justin draw a window in his rocket and he then used his
background experience to comment that rockets don't have
windows. When the Investigator asked Tyler whether he had
included a window in his rocket he said no. Drawing was a
form of communication for Tyler, even though his drawings
were ideosyncratic and needed his interpretation. He was
becoming awav: that drawing is a form of representation

because he wanted to re-present an experience through

drawing.
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Tyler was aware of the others around him but did not
decenter to the extent that he considered making his
representation meaningful to others as well as to himself.
Tyler also did not decenter to the extent that he took the
ideas of others and incorporated tham into his drawing. He
was only occasionally influenced by the drawings of others,
and then only after they initiated comments about their
pictures. For example, one day he drew a volcano because
Julie was drawing one and said to Tyler, "We decide we're
couing to make a volcano exploding, right?" Tyler had his
own ideas for drawing and carried them from thinking to
drawing on paper. For example, when the Investigator
commented about Peter's drawing of a rocket Tyler was
watching and listening but he did not change his drawing in
any way afterward. Tyler did not distance far to enable him
to utilize the drawings of others.

Tyler's drawings, considered first order symbolism,
were in the preschmatic stage according to Lowenfeld and
Brittain (1982). His drawings were ideosyncratic and
required his interpretation. The further distanced from
Tyler's actual experience the subject of the drawing was,
the less realistically representational the completed
drawing was. Sigel and Cocking (1977) would likely say that
when drawing Tyler distanced a great deal of the time by
reproducing, comparing, transforming, and labelling; he

distanced sometimes by sequencing; and he distanced
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occasionally by combining and observing. The distance from
self and from the subject influenced Tyler's drawings. His
lack of decentering and likely motor control resulted in
ideosyncratic drawings that were not meaningful to others.
He did not distance far enough from self in wmder to make

his drawings meaningful to others.

Talk

Functions of Talk

Talk enabled Tyler to extend beyond his immediate
environment to his more distant environment: it enabled him
to communicate with the more experienced learner in order to
extend his re-presentational skills. As he communicated,
Tyler's talk included the following of ‘Halliday's (1977)
functions of language:

Instrumental: Is somebody gonna help me?

Requlatory: First we gonna make a bridge.
Put it right here beside mine.

Personal: Yah, I did it right.

Interactional: I will help you build. I will get one for
you.

Heurjstic: what you made?

Imaginative: I'm the pilot.

Jaformative: Here my picture.
Tyler's talk during play, consisting mostly of the

instrumental, regulatory, and informative tunctions, was
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influenced by his relations with others. He used talk to
explain his actions to others, although he sometimes had
difficulty making his meaning clear. Tyler was not very
verbal; he was just emerging into second order symbolism,
the stage in which talk begins to be used to communicate
things that are futher removed in time and space. 1In using
talk to communicate with others, Tyler was beginning to use
the informative function of language. The informative
function of language requires distancing from the situation
in order to make one's meaning clear to another and this was
at times too far yet tor Tyler. After Tyler had reached
over too far and the doghouse construction fell on top of
Nadine he quickly said, as he picked up the small block he
had been reaching for, "I was putting right there. I was
gonna get this." On another day when he w&s building a
doghouse Tyler explained to Peter why he had puat a bluck
where he had:

T: You know why? 'Cause this one the docr.
Most of Tyler's informative talk was directed to am outsicde
audience but some of it was personal, directed to himswlf,
indicating the degree to which he felt comfortable with the
informative function of language. The instrumental,
requlatory, and personal functions of language do not need
to consider the feelings of the other person; that is, the

speaker does not need to decenter as much as he does for the

other functions.
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Tyler used talk to show others that he understood the
constructive play going on. When Tyler had been watching
Peter and Bob build he said to them, "I know what you are
doing - put it there." He had not been physically
participating in the constructive play but still felt part
of the play and wanted to let the others know he understood
it. Tyler was beginning to use a more symbolic form of

representation rather than an enactive one.

Time Frames Used in Talk

Tough (1976), in developing her classfication of the
uses of language, has shown that the child uses past
experience, present experience, and future (imagined
context) to communicate effectively. Tyler used talk in all

three time frames during re-presenting.

Past experience. Tyler used talk to re-visit previous
experiences. For example, when seeing a photo of a previous
construction in the Block Book Tylexr said, "We was makin' a

doghouse - again."

Present experience. Tyler's talk in the present

directed the play situation, his actions and those of
others. For example, when Peter picked up a block which was
part of the door iyler said, "No, you leave them down."

One way in which Tyler used talk in the present

situation in order to learn was through talking in order to
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act; talk was used as a means of thinking aloud. For
example, in constructive play talking aloud to himself
enabled Tyler to know how to build. Vygotsky (1978) says
that young children's talk to self later becomes
internalized speech, thinking. Talk to self allows the
child to act, he needs to talk through the process until he
becomes confident of his performance. Therefore, T&ler
talked to himself when he encountered problems in building
and when the construction activity was not too distant to
engage in but was difficult. For example, when Julie and.
Tyler had a problem, he used talk to solve the problem. As
he began to take down the top blocks he said, "We can take
all these off." He verbalized his idea as he started to act
in oxrder to reinforce the idea in his mind as well as to let
Julie know about it. Another day when Tyler was building
and encountered a problem with a board that wouldn't stay
where he wanted it to he talked to himself:

T: No, that won't work.

There! (as he moved it)
We will - (and he brought out another board)

Talk helped Tyler to distance in order to act; he couldn't
think quietly about his procedure but needed to verbalize
it.

Howewver, Tyler did not talk while building = complex
structures such as a rocket. Talk is a more symbolic form

of representation than constructicn ‘s and therefore, if the
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construction activity was too distant to be re-~presented,
talk was certainly too distant. When he was engaged in

constructing a complex structure, like the rocket, he could .
not distance himself from his actual experience in order to

use both to figure out how to build.

Future (imagined) context. Tyler's talk showed his

planning for future construction. For example, before
walking to the block stack for another block he said, "I'm
gonna need a block." He also used phrases such as "I goin'
out right riow” and "We'll build." |

The ability to use the past, present, and future
contexts is important in order to develop language for
school use. According te Tough (1976), all learning is
based on observing or analyzing the present experience,
using past experiences to interpret the present, and on
predicting into the future for imaginative excursions.
Schools ask children to re-present their past, present, and
imagined futur: experiences through talk. sSchools also
require the chiisl to "turn language and thought in upon

themselves" (Conaldson, 1978, p. 90).

Context and Oother Forms of Representation

When talk, a symbolic form of representation, was too
far distanced for Tyler to express his meaning clearly he
relied on more than one form of representation in order to

re-present. He sometimes relied on a more zoncrete form of
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representation such as gesture to make his meaning clear.
For example, when Tyler was labelling parts of a photo or
drawing he often pointed to each part as he named it. Also,
when explaining that the rocket platform was sturdy he
couldn't express his meaning in talk alone so he used talk
and gesture.

T: See? It won't tip.

In: Why not?

T: 'Cause - 'cause it - 'cause it all covered up. See

- it all, holding up. (as he patted the blocks and
looked underneath)
Tyler did not yet have the capability to comfortably express
his meaning in a form of second order symbolism.

Talk was combined with drawing when an event, father
than anp object, was being re-presented in an iconic form.
When talk and drawing were not found to be adequate to
re~present thi2 event, gesture was used as well. For
example, when Tyler was drawing his picture of the volcano,
he used talk and gesture to help him ie~present while
drawing. Donaldson (1984) says that re-presenting an event
with symbols is more difficult than re-presenting an object.
Tyler was not able to distance adequately through one form
of representation and found he needed to combine forms when
re-presenting events; his skill with any one form of

representaticn was not yet well enough developed.
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Tyler combined talk with gesture and/or drawing when he
could not re-present his meaning in the second order symbol
system of talk. Sigel and Cocking (1977) would say Tyler's
distancing occurred by combining in such situat‘ﬁvb

In addition to often using more than one fc¥® 1
representation, Tyler relied on the present sii,;{#ior. to
make his meaning clear when using the more abstract form -
talk. Talk always occurs in a context. Young children such
as Tyler nave difficulty decontextualizing adequately from
the present context. |

Tyler's talk was mostly situated in the presené context
while building. Deictic shifters such as "this" and "there"
were frequently us+s: '0 convey the meaning and were
accompanied by ge ":° - )r by Tyler's actual presence in the
situation. oOften n. - unable to ‘‘istance from the
context, as is required by the informative function, to rely
on talk to communicate. Tyler and the other children had
difficulty expressing their ideas in a decontextualized
manner. They often relied on gestures to help convey the
meaning. Talk is further distanced from the actual
experience or situation than gesture is and therefore it is
more difficult to convey meaning in talk alone. When
taiking about his constructions Tyler would o%%tan point with

his finger to parts of a drawing as he talkes, «sing

context-situated language.
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When he described somone who was in a photo
representation, Tyler would also situate his talk in the
present context. When Julie commented that she hadn't seen
a particular constriction which she now saw in a photo the
Investigator invited Tyler to tell Julie about it. Tyler
said,

T: We was makin' a doghouse. Again.

There's Kevin." (He points to Kevin in the photo

and then looks for him in the classreom to point

him out.) |

Where? (He lotxs for Xevin but doesn't see him.)
Tyler was not able to distance himself from the present
situation and rely only on talk to re-present his meaning.
The context in which he was situated provided the bridge
between the experience and his ability to re-visit it
verbally.

A large amount of Tyler's language was personal
language in Halliday's (1977) scheme. Tyler re-presented
not only events in talk but also his feelings. Tyler's
confidence in his constructicn ability was reflected in his
behavior and talk. Through these forms of representatior
Tyler was presenting a public eqrivalent for what was in his
mind and heart (Eisner, 1985). When Tyler was unsure of his
ability he said so and was hesitant about participating.

When constructing a house with Julie, at one point in the
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construction process Tyler said:

T: I am 'fraid if we can't do this.

J: We can, don't worry.

T: I worry.

J: Don't worry.
on another day Tyler showed his insecurity when building a
doghouse-spaceship with Kevin, Nadine, and Peter.

K: We're so excited.

When you do the roof we'll be = be

T: I won't do the roof - no way = not me.

K: You've got to do the roof. You know why? 'Cause

we'll catch colds.

T: 0.K. I will. I will. I promise.

Talk was beginning to be used by Tyler as the form of
representation which most adequately expressed what was in
his heart (Eisner, 1985). He expressed his feelings about
the construction in talk when the enactive experience was no
longer an adequate form of representation to completely
express his internal representation. For example, he showed
pleasure when his construction was completed by saying,
"Hooray! There a roof!" When talk alone wouldn't express
his feelings he combined talk and gesture. When Tyler was
very pleased, for example, as when Justin was going to build
a house with him, he danced around and clapped as he

chanted, "Hoo-ray! Hoo-ray!"
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Summary

Talk was a means through which Tyler extended his
ability to act. He used talk to re-present his past and
present experiences as well as to imagine or plan future
experiences. When Tyler found one form of representation
was not adequate to re-present his meaning he combined
forms, thereby being able to distance more extensively.
Tyler's ability to distance in order to talk was not yet
well-developed and most of his talk was situated in the
present context. Tyler re-presented objects most frequently
in his talk, then feelings, and least of all he re-presented
events. Events are further distanced than feelings,
feelings are further distanced than objects and therefore
events are the more difficult to re-present than feelings or
objects. Analysis of the transcripts and video tapes of the
sessivn with Tyler indicate that, according to Sigel and
Cocking's (1977) categories, he distanced more of the time
by labelling than by planning, describing, comparing,

evaluating, sequencing, or resolving conflict.

Writi
Some underlying concepts about print are necessary for
early writing to occur. Clay (1975) says the recurring
principle (the same letters are used over and over again)
generative principle (the writer creates new meaning), sign

principle (print stands for ideas), and inventory principle
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(l1ists are made of what can be written) must be understood
before writing can occur.

Early writing, beginning with scribbles, progresses
through transitional spelling and phonemic writing before it
becomes conventional spelling. Gentry (1987) does not
consider copying to be conventional spelling. He views
copying as an exercise in eye-hand coordination whereas
spelling requires complex thinking. This Investigator feels
copying need not only be eye-hand coordination but in
conjunction with other explorations can act as a scaffold in
extending the child's writing capabilities. For Tyler the
teacher encouraged only copying, thereby reducing it to more
of an eye-hand coordination level rather than as a scaffold
for writing. Before any form of writing occurs the purpose
of writing must be understood or the child will not have a
motive for writing.

Tyler had discovered the purpose for writing even if he
was not yet displaying independent writing behavior.

Writing was viewed by Tyler as a means to remember an
experience. Once when there was no writing on a picture he
was asked to revisit he said:

T There nothing to say.

In: Why not?

T: See? (pointing to the empty space above the

drawing)
Nothing
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On another day Tyler also indicated the lack of writing made
it difficult to recall the experience.

In: Why don't you look at your picture - will that

help you remember?

T: No - there's no writing there.

This indicated that because there was no writing he couldn't
remember. On another day after drawing Tyler was asked if
he wanted to tell a story to go with his picture and he
said, "No, I will remember it." For Tyler, writing had the
purpose of aiding recall, he felt you wrote to retell an |
experience which you may not remember otherwise; if you
could remember the experience there was no need to write.
Also, he had discovered the permanancy of writing.

Tyler had a good sense of the purpose of writing and
the nature of writing, that writing consists of words
written down. He displayed understanding of the writing
process when he dictated. He dictated words or phrases one
at a time instead of entire sentences because he understood
that writing was a slower process than talking and he must
therefore slow his talk to accomodate someone recording the
message. He watched the words being printed onto the page
and slowed his talk so that the printing matched his voice
speed.

Thus, Tyler demonstrated an awareness of the nature and
purpose of print although he did not display early writing

behavior. Tyler understood the recurring principle. He



187

could name the letters of the alphabet and name letters as
he printed his name or copied a name such as Robert. His
admission that he couldn't write shows his understanding
that certain patterns of letters are used over and over for
certain words. When he added extra letters to his name,
such as when spelling ETYLER, he commented on that as being
different but made no attempt to change it. He said people
would not recognize the picture as his because the name was
spelled differently. Tyler also demonstrated understanding
of the sign principle when he said he coculdn't recall what a
previous day's constructive play had been about because
there were no words, Tyler was showing his understanding
that writing represented ideas. At home Tyler displayed
inventory principle behavior by listing all of the names he
could write. Tyler displayed knowledge of some conventional
writing concepts - he could print his name, copy wofds, name
letters or the alphabet, sing the alphabet, and distinguish
between lower case and capital letters.

Tyler also skowed his understanding of print and
writing by differentiating between drawing and writing when
re-presenting. Young children are powerfully influenced by
drawing and find it difficult to break free from the
constraints drawing imposes in order to begin re-presenting
in writing (Donaldson, 1984). Tyler distinguished between
drawing and writing but had difficulty leaving drawing

behaviors behind. On several occasions he said he was going



188

to write but then changed his mind and began to draw,
saying, "I will draw." For Tyler drawing was a form of
re-presentation he felt more comfortable with since it was
less abstract; he would threfore draw more often than he
wrote. The distance between the actual experience and
re-presenting it in drawing was less than the distance
between the actual experience and re-presenting it in
writing.

Tyler was not willing to take risks when re-presenting
in writing; he only wrote when he knew he could meet his
criteria for writing behavior. At home Tyler was reported
to write frequently, listing the names of people that he
knew how to spell as well as asking his mother to spell
words aloud while he wrote them on paper. At school he
resisted encouragement from the Investigator to try to
write; he seemed to feel that there was a conventional way
of writing which was acceptable and he knew he could not
write in the conventional way, therefore he would not write.

Tyler's concept of writing had been channelled. by his
teacher with the result that he didn't think he could write.
The teacher did not introduce the childrzn to independent
writing but waited until the child took the initiative
before providing support. When the child began to show an
interest in writing by himself and began to display
pre-conventional forms of writing, the teacher began to

encourage his writing by introducing him to writing in a
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journal. For all of the children, the writing in the
classroom consisted of writing experience stories together
as a group, copying words at various centers, and dictating
sentences to go with drawings and paintings. If a child
showed an interest in writing they would be encouraged to
write their own sentences, otherwise the teacher acted as a
scribe. Since the teacher acted as a scribe and didn't
encourage a transitional form of writing, the children were
channelled into thinking of all writing as being
conventional. Tyler showed he had this idea when he would
remark that he couldn't write. Tyler had the idea he could
not write, and therefore would not attempt to write for the
Investigator.

Tyler showed an awareness of writing convention rules
channelled by his culture. He told the Investigator one day
that it was OK to write over a line on the paper. He Kknew
that usually lines in drawings aren't written over. Tyler
also followed the English writing convention of writing
across from left to right except for one day when he wrote
his name vertically from bottom to top, still beginning with
R and ending with N. He made no comment about having
written it in a different way that day.

Following drawing or dictating, Tyler was often asked
to talk about his representation. After re-presenting, the
Investigator's questions enabled Tyler to talk in more

detail about what he had re-presented; mediation extended
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his ability to talk about his representation. Very specific
questions about his re-presentation, particularly his
drawing, allowed him to express what he had built and then
drawn as weil as what sociodramatic play had occurred along
with constructive play. Just a general question such as
"What is this?" when referring to his drawing usually drew a
response of one or two words. Further questionning about
the drawing parts and their function got Tyler to elaborate
and re-visit in greater detail. The distance between the
experience and re-visiting his drawing in talk was too
great, and therefore, Tyler needed assistance when
re-visiting. Talking is a more abstract form of
representation and is more distant from the actual
expérience.

Tyler understood the purpose of writing was to convey
meaning and to aid recall at a later time. He displayed
knowledge of the recurring and sign principles, some of the
underlying concepts about print which Clay (1975) feels are
necessary for writing to occur. Tyler also displayed
knowledge of some conventional writing concepts and seemed
to feel that knowledge of conventional spelling was
necessary in order to write. He was not willing to write
independently; this could have been channelled by the
teacher. Sigel and Cocking (1977) would describe Tyler's

distancing here as reproducing.
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Story

Narrative is the form of story most commonly used by
children to relate their experiences. Before a child tells
a story in narrative form the child uses a sequence of
structures. Applebee (1978), in examining the story
structure of children's stories, has found the narrative
story form to be one of the more advanced story structures.
Britton (1970) believes it is necessary for the child to
distance from himself and take the spectator role if he is
to create narratives. |

Tyler was willing to dictate a story about the block
construction to the Investigator but was not willing to
write a story. He chose to tell a story less often than he
chose to draw, although he was willing to dictate a story
after drawing. Drawing, an iconic form of representation,
is less abstract than talking especially in the more
difficult narrative form and therefore Tyler may have felt
more comfortable using the less abstract form to re-present.
He also chose to draw after dictating a story on several
occasions. His drawing then was related to his story.

Tyler's stories can be classified as sequences or
primitive narratives according to Appelbee's (1978) story
structure classification. The block construction provided
the link between the sentences he dictated but he could not
distance enough to be able to develop a narrative; his story

was a form of labelling rather than describing. Labelling,
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which is used to re-present objects, is less difficult than
describing, which is used to re-present events (Donaldson,
1978). Tyler's story usually consisted of one sentence,
with a second sentence added if the Investigator asked if he
wanted to tell anything more. The second sentence was often
unrelated to the first then. Tyler often ended his story by
saying, "That's all." The story itself did not convey a
sense of closure for Tyler so he felt the need to explicitly
state the completion. Tyler did not tell who he was
building with when telling a story. Justin thus enabled |
Tyler to move from sequences or primitive narratives to the
narrative form of story by mediating.

only on one occasion did his story have the
characteristics of a narrtive with a beginning-middle-end.
He had been drawing beside Justin and the Investigator had
asked Justin about his picture. Justin had responded by
telling about the parts of his drawing and what would
happen. Later when Tyler was dictating a story he
incorporated parts of Justin's description into his story.
Tyler took Justin's idea about the rocket crashing into a
star and added to that idea.

Tyler did not show an ability to distance from the
actual experience and take on the spectator role; he took a
participant role when dictating stories. When Tyler created
a narrative about a rocket crashing into a star with the

Investigator's mediation, he had to distance himself from
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his actual situation and take a spectator role rather than a
participant role. He could do this with mediation in the
form of questionning but not independently.

Tyler's concept of story structure may be more
developed when retelling a story than when constructing a
new story. One day, as he was building, he began to retell
the story of The Three Bears. He beégan:

T: Once ‘'pon a time there were three little bears.

Mama
One is Dad

J: And one is baby
Tyler was distracted by his building and never continued the
story. His retelling shows a sense of story beginning. His
" recall and retelling show his understanding of the structure
of this particular story. He found it easier to distance
from the framework of another's story and re-tell it than to
distance from ahother form of representation in order to
construct a new story.

When Tyler told a story about his block construction he
labelled and sometimes described what he had built but had
difficuity telling how it was built, that is, describing the
process. Describing the process of how something had been
done was more difficult than labelling it because the degree
of distancing is greater. Labelling is one of the first
forms of talk and is context-situated, whereas reflecting on

a process is further removed from the real-life experience
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or object and is often unconcious. In order to describe a
process one must be able to distance from the actual
experience, time, and self. For Tyler this distance was too.
great and, as a result, he did not describe the process but
rather labelled the objects. When asked by the Investigator
to tell how he built it, he would respond "with blocks" or
"out of blocks." Tyler would name the entire construction,
"We made a doghouse," or he would name the part or parts
that were most meaningful to him, "I made a roof." For
Tyler's story to develop into a narrative rather than a
sequence or string, he needed the mediation of the
Investigator. The Investigator's questions provided a
scaffold for Tyler; and he would then respond with the next
part of the story. As Vygotsky (1978) notes, what Tyler was
unable to do alone he could do with the assistance of
others.

Tyler was willing to dictate a story but would not
write one. This form of representation required further
distancing from his actual experience and it was also a form
that Tyler was just beginning to discover. At present, he
was just starting to come to grips with the orthography at
the word level. He, however, already had a good grasp of
the functions of writing.

His stories took the form of sequences and primitive
narratives according to Applebee's (1978) story structure

categorization. Tyler was not able to distance from the
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actual experience he was re-presenting in order to
decontextualize, with the result that he remained a
participant rather than an observer in the story. Sigel and
Cocking (1977) would likely say that when telling a story
Tyler distanced a great deal of the time by labelling and
describing; and he distanced sometimes by sequencing and

reproducing.

Recursion
Tyler's constructive and sociodramatic play, as well as

his re-visitings of The Block Book showed a recursive

nature; previous experiences providing the base on which
subsequent experiences were built. Vygotsky (1976) notes
that play is built on past experiences; that is, if it
hasn't been experienced, it cannot be re-presented. Tyler's
constructive and sociodramatic play showed the recursive
nature of the play by linking ore day's play to the next but
yet not repeating the experiences; his re-visitings of The
Block Book also showed a linking to the re-visitings of
previous days. The process was not just repetitive;
subsequent re-presentations and re~-visitings were
elaborated. In this way they were recursive in nature, one
building on the other. Bruner (1986) feels that recursion
allows the mind to loop back and use prior knowledge as the
medium through which new knowledge is processed. Bruner

(1960) describes this same process as spiral curriculum



196

except that he assigned a key role to the teacher in
ensuring the spiral. This study shows that children
spontaneously re-visit and elaborate their past - r;al
experiences and play experiences. Previous ideas and
experiences were used by Tyler to distance from new ideas
and experiences.

Tyler used previous experience and knowledge to
distance in order to re-present more effectively when
engaged in constructive play. As Tyler became more familiar
with a construction, that is, as he re-visited it on |
successive days - the recursion we've just discussed, his
construction became more elaborate. For example, with the
rocket Tyler added elaborations he had heard others discuss

on earlier days and/or that which he had seen in the How Do

They Build It? book. He had walked over to look in the book
and saw wings at the bottom of the rocket in the picture.

He then added wings to the block construction rocket. Each
successive day's construction of the same object became more
elaborate; the more basic elements of construction were
mastered and were therefore no longer a challenge, so Tyler
was free to increase the complexity in other ways. The
previous day's construction was always used as the basis for
subsequent constructions; in this way the basic construction
was the context in which more detail was added. For
example, when he built the doghouse, the construction at

first consisted of an enclosure and the beginning of a roof.
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On the same day, but later in the process, Tyler built a
more complex door. On following days, the same blocks were
used for the door, however, now the door was constructed so
that it opened and closed. This same door was re-produced
on subsequent days. It appeared that this reconstruction
enabled Tyler to gain control or mastery over this
construction process.

Recursion was also used to elaborate the doghouse. The
doghouse was built with a roof for several days:; the same
blocks were used for the roof each time. "Keep out" signé
were added to the doghouse once Tyler had mastered the roof.
Thus, Tyler's constructions wer repetitive while he was
mastering a process and then were elaborative. These two
processes formed the recursive cycle.

Tyler's sociodramatic play was also recursive in
nature. He used the play themes of previous days but
elaborated them each time he engaged in play. For example,
one day an emergency bell was incorporated into the play and
the next day Tyler used the bell again, but this time as a
doorbell in his play. On another occasion he brought in a
role which had been used previously in sociodramatic play.
The first time the rocket was being built Tyler took the
role of a dog instead of participating in constructive play.
At that time role play involving dogs had not been part of
the sociodramatic play for some time. He distanced to an

earlier experience in order to know how to play in the
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present situation. Thus, in his sociodramatic play as he
mastered roles and the use of objects he was free to combine
these in new or creative ways in subsequent sociodramatic
play.

Tyler also distanced to earlier experiences when
re-visiting The Block Book on a daily basis. Repeated
re-visitings seemed to reinforce his recall of the actual
experience by repeatedly drawing his attention to either the
people involved or the constructive process. The .
primacy/recency effect, which suggests that the eariiest and
the more recent experiences are recalled more extensively
than the middle experiences, predicted Tyler's recall; Tyler
recalled who did earlier drawings more easily than who did
drawings in the middle of The Block Book, possibly because
he re-visited the earlier ones more frequently and the later
ones were most recent. Thus, recursion caused Tyler to
access his schema for the actual experience and then,
through either re-visiting or re-presenting, to process it
before storing it again in a slightly different way. This
is 1ike a practice effect.

Tyler's constructive and sociodramatic play, as well as
his re-visiting of The Block Book, were recursive in nature.
Since previous experiences were used toc extend present
re-presentations, recursion provides the context and the
potential for discrepancy resolution (Copple, Sigel, &

Saunders, 1984), which in turn, causes growth. The context
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that recursion provides is particularly critical for young
children since they find it very difficult to operate in
decontextualized situations. Through recursion Tyler was
able to distance further from his actual experience,
knowledge, and ability. Sigel and Cocking (1977) would
likely say Tyler was enabled to practice recursion through
distancing a great deal of the time by reproducing,
comparing, and combining; and distancing sometimes by

transforming, generalizing, and proposing alternatives.

Summary

The roles, relations, and activities Tyler engaged in
provided the context for his distancing. Interrelationships
between Tyler's roles, relations, and activities we¥e seen.
Tyler's role was determined by the relations he had with
others and his ability to participate in the activity. The
affect relation influenced how Tyler was able to distance
when engaged in an activity, particularly in the
socially-perceived activities of constructive and
sociodramatic play, but also in re-visiting and
re-presenting through drawing, talking, and writing
activities. Tyler was able to distance further when the
relations were positive.

Tyler's ability to distance also varied among the
activities. Scaffolding within Tyler's zone of proximal

development and the recursive nature of these activities,
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influenced Tyler's ability to distance when engaged in both
re-presenting and re-visiting. He was able to distance
further when the activity was at a concrete level rather
than at a more symbolic level. He engaged in more
constructive play than in other more abstract forms of
representation. He was able to distance further from the
concrete level during constructive play than during other
activities.

These interrelationships between forms of
representation influenced 'fyler's representations. The more
concrete activities, such as constructive play, provided a
pivot for Tyler to engage in more abstract activities, such
as drawing or writing. Evidence was seen for waves,
streams, and channels in Tyler's representational
competence. Tyler's development within streams as well as
across waves of symbolization influenced his ability to
distance. channelling by the home, school, and the‘more
distant environment also influenced his distancing.

Tyler displayed evidence of various distancing
strategies when engaged in re-presenting and re-visiting his
constructive play, sociodramatic play, drawing, talking, and
writing. Of the forms of distancing Sigel and Cocking
(1977) describe, Tyler demonstrated a great deal of
distancing by observing, labelling, demonstrating, and
reproducing; he demonstrated some distancing by describing,

planning, combining, generalizing, and transforming; and he
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demonstrated occasional distancing by sequencing, comparing,

evaluating, and resolving conflict.



Chapter V
CONCLUSIONS AND IMPLICATIONS

Each child constructs their understanding of the world.
To do so requires representational competence, or the
ability to re-present experiences in a variety of forms of
representation. The development of this competence involves
distancing from the present situation in order to re-present
the past or to project into the future.

The general purpose of this study was to examine the
nature and role of distancing strategies used by a yourg |
child when engaged in re-presentation activities, some of
which were concrete and some of which were more abstract.
The kindergarten child's representational competence was
documented as he engaged in re-presenting through block
play, drawing, talking, and writing.

This chapter will present a summary of the findings and
conclusions of the findings, followed by theoretical and

practical implications. Concluding statements will close

the chapter.

Summary and Conclusions of the Findings
The Context
Tyler's ability to distance in order to re-present
occurred in a context influenced by his roles, relations,
and activities in a particular environment. The

microsystems of home and school had the most direct effect

202
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on Tyler's re-presentational competence while the other
structures within Bronfenbrenner's (1979) ecological
framework for human development had an effect from a further
distance. Within the environment, interrelationships were
seen between Tyler's roles, relations, and activities; each
influenced the manifestation of the others as they together

largely determined the extent to which Tyler could distance.

Roles

Tyler took a variety of roles during the
re-presentation of his experiences. He engaged more
comfortably when re-presenting roles with which he had more
experience and knowledge. He chose to re-present family
roles more often than "functional" or "character" roles.
Within family roles he chose to re-present roles of
authority or problem-solving, such as the father role, and
dependent roles of one younger than himself, such as the
baby role. Tyler's choice of role and his ability to
distance in order to re-present it were largely influenced
by his relations with others and his ability to participate
in the activity.

Tyler's expectations as well as his ability to
re-present determined how he engaged in his role at any

particular time. Tyler's expectations of his role when

re-visiting through The Block Book differed from that of the

Investigator; mediation on the part of the Investigator took
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place in order to channel Tyler's expectations of his role
to those of the Investigator. This was necessary because
Tyler was unfamiliar with the type of activity the

Investigator asked him to participate in.

Relations

Relations with the social group, his teacher, and the
Investigator all influenced the extent to which Tyler could
distance. Tyler considered himself to be part of a social
environment; relations with others had a large impact on how
he re-presented. When the affect relations with the social
group were positive he was able to distance further than
when the affect relations were negative.

Relations also influenced the type of play activity
since Tyler chose to engage in social rather than solitary
activities, that is he chose social activities like
constructive or sociodramatic play most often. Although he
opted for social activities his level of social interaction
in play was mostly associative. If the distancing required
was too great for associative interaction to occur Tyler
engaged in onlooker behavior and if he was not able to
distance to observe, he chose a solitary activity. Other
re-presenting activities such as drawing, story telling, and
writing were not perceived as social to the same degree;
Tyler was willing to re-present in these forms with only the

Investigator present. Channelling by the teacher and the
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social group may have led Tyler to perceiveé of some
activities as more social than others.

Mediation, in the form of provision of opportunity and
scaffolding by others, influenced the extent to which Tyler
was able to distance. Opportunities in the forms of
activities, materials, and time for developing
representational competence were provided by the teacher and
the Investigator. Although the provision of opportunities
was necessary, in this study scaffolding by the teacher, .
peers, the Investigator, and books were found to be more
important in influencing Tyler's ability to distance than
providing representational activities, materials, and time.
The opportunities are necessary but they are not sufficient
to influence distancing and develop it to its potential.
Scaffolding extended his development through a process of
discrepancy resolution (Sigel, 1984), whereby he was able to
perceive a discrepancy and also resolve it with the
assistance of others. This study showed that this type of
scaffolding eventually was internalized by Tyler; that is,
what he could do today with others he could do alone
tomorrow (Vygotsky, 1978). Vygotsky wouid say it enabled
him to develop towards his potential through working within
his zone of proximal development.

Although peers, the teacher, and the Investigator
helped by scaffolding, this study showed the powerful

influence of peer scaffolding because neither the teacher
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nor the Investigator were very involved in Tyler's play.
Although Bruner (1986) would agree that peers can provide a
powerful form of scaffolding, he cautions that peer tutors
may not be willing to hand over the parts of the task which
the less able learner has mastered. Rather than identifying
peer scaffolding as a powerful influence, Sigel and cocking
(1977), saw the teacher's ability to scaffold as of primary
significance in the facilitation of distancing while the
materials were of secondary significance since they provided
support to the teaching strategies. In the classroom
situation in which this study took place, scaffolding by
peers would have a powerful influence because the teacher
and Investigator were very tangentially involved in the
Block Center, and therefore, most of the scaffolding
occurred through peers. The Investigator did not want to
change the ecology of the classroom and the teacher saw her
role as a facilitator who provided the opportunity for
activity to occur by setting aside time and materials. The
teacher's expectations about the nature of scaffolding would
have to be changed before she could be considered a powerful
scaffolding influence on the development of the children's
distancing.

Relations with others also influenced Tyler's ability
to distance by extending his "other awareness." When re-
visiting The Block Book Tyler would elaborate more when he

knew the others in the social group had not been present
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during the constructive play, whereas if he knew they had
been present he would often say very little, just turning
the pages of the book. Tyler was therefore aware of others
around him and this influenced his re-presentations.
Development of "other awareness" requires decentering
from the self. As Tyler gradually decentered, increased
decontextualization was possible (Donaldson, 1978). The
further Tyler distanced the more his representations were
created with a social awareness in mind. First order
symbolism is ideosyncratic, with the child not concerned if
others do not understand his meaning. Gradually the child
moves to representational (second order symbolism) and then
conventional (direct symbolism) forms of re-presenting so
that others can understand his meaning. The purpose of
re-presenting then increasingly involves others. Tyler's
re-presentations showed a move toward an increasing
awareness of others since some of his forms of
representation were becoming more copy-like rather than
ideosyncratic, thereby allowing others to interpret his

meaning.

Activities
Tyler's ability to distance in order to engage in
re-presenting activities was largely influenced by his roles
and relations. The activities he most frequently selected

were more concrete representational activities like
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constructive play, rather than more abstract activities like
writing. His past experience and knowledge enabled him to
distance further from the concrete level activities' than the
more abstract activities. The distancing required in order
to re-present varied within as well as between the symbolic
domains. Tyler's past experience and knowledge with the
theme of the activity influenced the extent to which he
could re-present. When he built a doghouse or role played a
father, Tyler was able to distance further in order to
re-present at a more abstract level than when building a
rocket or role playing a rocket driver.

The use of pivots enabled Tyler to distance further
when engaged in constructive and sociodramatic play.
Children are able to separate meaning from objects or words
for objects through the use of pivots; through pivots they
are able to see the object standing behind the word
(Vygotsky, 1978). Tyler's pivots took the form of objects,
sound, past constructions, and self. The present
construction also frequently took the form of a pivot in
sociodramatic play. The extent of distancing needed in
sociodramatic play determined the representational
completeness of the construction required before it could
act as a pivot.

Tyler found it easier to re-present objects than
events. He was usually more comfortable engaging in the

re-presentation of an object through censtructive play or
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drawing than in the re~-presentation of an event through
sociodramatic play, writing, or telling a story. There is a
. considerable difference in difficulty between re-presenting
objects and re-presenting events (Donaldson, 1984).

When Tyler was re~presenting events he often found one
form of representation inadequate so he combined several
forms. Vygotsky (1978) has found the more abstract.forms of
representation to arise out of first order symbolism, with
development involving forward motion and the appearance of
new forms together with the curtailment, disappearance, and
reverse development of old forms at each step of
development. Tyler combined gesture with talk and drawing
with talk and gesture. The further the distancing required
to re-present meaning in a more abstract form, the greater
Tyler's reliance on a more comfortable concrete form of
representation as an aid in re-presenting.

The sequence Tyler used was from concrete to more
abstract re-presentation. That is, he was most comfortable
going from an enactive (blocks) to an iconiec (drawing) to a
symbolic (talk) form of re-presentation. When re-presenting
through drawing, talk, or writing, Tyler used his experience
with block construction as the basis for his re-presentation
on most occasions. However, sometimes more apstract
representations, such as those found in books, were used to
engage in more concrete representation. Tyler made use of

both spontaneous concepts, that is, ideas developed mainly
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through his own mental efforts, and scientific concepts,
that is, ideas developed through teaching by others.
Spontaneous and scientific concepts have been found by
Vygtotsky (1962) to be closely connnected, with one
facilitating the development of the other. The development
of spontaneous concepts proceeds upward, and the development
of scientific concepts proceeds downward, to a more
elementary and concrete level (p. 108).

Forms of representation were used by Tyler as tools or
signs enabling him to re-present his meaning to himself and
to others. Sigel and Cocking (1977) propose that the class
of behaviors which require the developing child to think in
terms of the nonobservable, nonpresent, in terms of symbols
and/or signs, are those behaviors used by significant others
which require the child to separate self from ongoing
present to create mental representations of physical,
social, and personal reality (p. 162). For Tyler also,
re-presentation did not occur in a vacuum but past, present,
and future experiences influenced it. The ability to
distance from the past, present, and future influenced his

level of representational competence.

Distancing Strategies and Representational Competence

Distancing Strategies
Distancing strategies, as identified by Sigel and

Cocking (1977), varied in the extent of distancing required
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in order to re-present. Distancing strategies that required
a great deal of distancing would be transforming, planning,
and concluding; distancing strategies which would require a
considerable amount of distancing would be combining,
evaluating, generalizing, inferring, and resolving conflict.
on the other hand, distancing strategies which would require
some distancing would be describing, demonstrating,
sequencing, reproducing, and proposing alternatives; and
distancing strategies which would require little distancing
would be observing and labelling. The extent of distancing
required varies both among the strategies as well as within
the strategies.

Tyler displayed the use of most of the distancing
strategies identified by Sigel and Cocking (1977).
Relatively, Tyler spent more time distancing by labelling,
observing, demonstrating, reproducing, and transforming than
by comparing, planning, sequencing, generalizing,
describing, combining, resolving conflict, evaluating,
proposing alternatives or inferring. He spent no time

distancing by concluding.

Representatjonal Competence
Tyler's ability to distance and subsequently re-present

in various forms of representation revealed stream-like

characteristics within each form and wave~like effects
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across the forms. Various of Vygotsky's (1978) levels of
symbolization were used by Tyler.

When Tyler engaged in constructive play, he
focused on exploring the properties of blocks as well as on
creating a representation (Innes, 1985). He focused on
exploring the properties of blocks by building towers or
rows, building walls or floors, building bridges and arches,
building enclosures, and building with a focus on a balanced
and decorative pattern. Exploration of the properties of
blocks Lad no goal other than exploring, while
representation showed evidence of planning, either
preplanning or planning as the construction was emerging.
Tyler's representations with blocks showed evidence of
labelling, playing with the constructed object, and naming
the object ahead of construction. Throughout the
constructive play elaboration through recursion was seen,
with earlier constructions providing the base on which
subsequent constructions were built and elaborated. Tyler's
block play could be called second order symbolization
according to Vygotsky (1978) since it is representational
but still needs Tyler's interpretation.

When Tyler engaged in sociodramatic play he was able to
take the role of another although he frequently needed to
return to his role as self, thereby going in and out of role

play. Tyler chose real-life roles with which he had
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considerable experience and knowledge more often than
imaginary roles. Tyler's sociodramatic play could be called
second order symbolism since it was representational of
real-life.

Tyler's drawings were preschematic in nature (Lowenfeld
& Brittain, 1982). His drawings were emerging from the
scribble stage but were not yet a copy of real-life; they
were repre =ntational. The human figure, with its head and
line legs and arms, was often the center of the drawing.

His drawings consisted of an object or a human figure more
often than of a pictorial representation, a more advanced
form of representation according to Kellogg (1969). Tyler's
drawing of the central "I" figure showed a lack of
decentering. Tyler's drawing could be called first order
symbolism since it was ideosyncratic, needing Tyler's
interpretation. However, it was in the beginning stages of
copy-like representation of some objects and therefore could
be said to begin to grow toward second order symbolism.

All seven of Halliday's (1977) functions of language
were used by Tyler but not all were used with the same
degree of frequency or fluency. The instrumental,
regulatory, and informative functions were used most often;
they were used to label rather than describe. Tyler's talk
was directed mainly to the self rather toward others and
experiences further removed from himself; that is, the

purpose of his talk was intrapersonal rather than
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interpersonal. Tyler's talk showed an awareness of the
basic syntactic principles but his usage of them was not
always correct. For example, he would reverse the subject
and event when asking questions or he would indicate a
question by rising intonation rather than rearrangement of
word order. His talk was context-situated; he relied on
gesture and the physical situation to make his meaning clear
to others. He was able to express past, present, and future
in talk. Tyler's talk would be classified second order
symbolism because it contained adult-like features, even
though they were not yet well developed.

Tyler's stories could be labelled sequences and
primitive narratives (Applebee, 1978). They consisted of
several sentences usually related to the construction but
not related to each other. Tyler's stories took the form of
labelling more than describing. His stories could be called
first order symbolism. Tyler's ability to re-tell a story
showed understanding of the narrative structure. Tyler's
attempt to re-tell a narrative, The Three Bears, could be
labelled direct symbolism since it contained the
characteristics of a narrative and was not related to the
context Tyler was in. It was of an imaginary situation not
involving Tyler himself. With the assistance of others
Tyler's story telling could be said to emerge into second
order symbolism.

Tyler's writing showed his metalinguistic awareness
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(Ferreiro, 1978). He was aware of spacing, number of
characters used in some words, and variability of
characters. He was aware that writing consists of words.
His writing at school displayed awareness of the recurring
principle and the sign principle while at home he also
displayed the inventory principal (Clay, 1975). Tyler did
not display pre-conventional forms of writing but he did
copy. Tyler's writing could be called first order symbolism
since he had discovered the purpose but not the nature of
the writing system.

Tyler's re-presentations within the various domains
showed evidence of all three of Vygotsky's levels of
symbolization. Overall, Tyler appeared to be functioning at
a first order symbolism level, he was gradually moving
toward the beginnings of second order symbolization,
particularly in the more concrete forms of representation.

Evidence of waves of symbolization was also seen in
Tyler's re-presentations. Tyler's re-prosentations in
various symbol systems displayed role or event structuring,
topological or analogical awareness, and quantitative or
digital awareness. Tyler did not yet display notational
symbolization, the most abstract wave described by Gardner
and Wolf (1982).

Waves of symbolization enabled Tyler to often combine
the forms of re-presentation in order to effectively re-

present. For example, talk was combined with drawing,
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constructive play was combined with sociodramatic play, or
gesture was combined with talk. Vygotsky (1978) argues that
more abstract forms of representation arise out of more
concrete forms, with the abstract forms initially being
supported by the more concrete forms. Tyler combined forms
of re-presentation when he did not feel confident about his
ability to re-present in only one form. This occurred more
often when he was re-presenting in a more abstract form. He
then combined it with a more concrete form, which he was
more comfortable with, or with another abstract form.

When re-visiting previous block constructions through
The Block Book, Tyler was most comfortable re-visiting
through photos, then through drawings, and least comfortable
re-visiting through written stories. He talked more when
re-visiting through photos than when re-visiting through
drawing and written story forms of representation in The
Block Book. When re-visiting, Tyler identified who was part
of the play or what was being re-presented but he had
difficulty talking about how the construction had been
built. According to Donaldson (1984) the re-presentation of

an event is more difficult than the re-presentation of an

object.

The Recursive Nature of Representation

The development of representational competence was

found to be spiral or recursive in nature. As Bruner (1986)
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describes it, the new is introduced through the old in order
that the old may then be left behind. Development of
representational competence was found to be recursive but
not repetitive; copying occurred until mastery had been
achieved and then elaboration changed the old form. In this
way the old is never totally left behind but previous
experiences are built on through elaboration. Previous
constructions and sociodramatic play themes were
incorporated into the play on subsequent days, with
elaborations occurring each day.

Recursion occurred if the experience was salient to
Tyler. Re-visiting was more extensive when the experience
had been very meaningful to Tyler and he had processed it
deeply. The length of time between the actual experience
and the re-visiting was not as influential as the salience
of the experience.

Multiple re-visitations did have the effect of
providing the opportunity for Tyler to elaborate a little
more on his re-presentations, particularly when others were
present who had not seen the block construction. During
early re-visitations Tyler had just named who produced the
re-presentation but later, through questioning by the
Investigator, he began to elaborate and re-tell what was re-
presented and sometimes how it had been re-presented.
Mediation facilitated recursion; recursion, in turn,

extended Tyler's ability to distance.
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Multiple re-visitations of the How Do They Build It?
book enabled Tyler to begin to display the orthogenetic
principle (Werner, 1978) by distancing to use the
representation as a model rather than just as the source of
an idea or as a gestalt representation. He was able to go
from the whole to differentiating into parts, then de-
differentiating in order to re-integrate the parts into the
whole. The orthogenetic principle allowed Tyler to extend
his representation to a more copy-like form. He began to
compare the block construction with the pictorial
representation in the book and to change the block
construction so that it looked similar to that in the

picture; his representation was then more copy-like.

Summary

Distancing strategies were found to influence Tyler's
representational competence. As Sigel and Cocking (1977)
suggested, re-presenting and distancing were seen to
influence one another. In order to distance,
representation had to occur; in order to re-present,
distancing from the present situation was required. Tyler's
ability to re-present was limited by his ability to distance
and his ability to distance was limited by his ability to
re-present the situation to himself. Scaffolding by others,
books, and past experiences enabled him to increase his

ability to distance.
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Theoretical and Practical Implications

Based on the findings and conclusions, the following
theoretical and practical implications are presented.

The role of distancing must be considered when looking
at the development of children's ability to re-present their
world since re-presentation would not be possible without
distancing. Theoretically, since distancing occurs in a
context comprised of roles, relations, and activities we
need to explore the relationships between, and consequent;y
influence of, these various aspects of the context when
trying to enhance and understand children's use of
distancing strategies. An increased understanding of the
role which context has in distancing will enable better
facilitation of the development of distancing strategies.
Vygotsky (1978) stresses the importance of a meaningful
context for the development of symbol system use, one which
creates an intrinsic need for symbols within the children
and enables them to develop the use of representational
competence through meaningful tasks relevant to life.
Schools are in a powerful position to create a meaningful
context to facilitate distancing strategies since much
abstract representational development takes place within the
school.

The development of symbol systems does not occur in a
strictly hierarchic manner; each of the symbol systems

allows opportunity for concrete as well as abstract
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representation. Theoretically, this calls for a broader
conceptualization that includes concrete-abstract
representation within as well as between symbol systems or
the opportunity to re-present within a symbol system may be
limited. For example, when block play is viewed as concrete
only, the re-presentation encouraged tends to remain at the
concrete level. Block play was found to extend beyond the
concrete into the abstract as children were able to use
blocks in a variety of representational activities. Blocks,
for example, enabled children to plan, to talk, to play
cooperatively, to develop numerical awareness, to go from a
global view to a parts view, and to copy the actual object.
Block play should therefore not be viewed as an activity for
children who are "not ready" to engage in what are commonly
thought of as the more abstract forms of re-presentation,
such as drawing and writing; such thinking would put an
upward limit on the re-presentation potential. Instead,
more use should be made of block play to develop the
representational competence of all children in the classroom
since each form of representation affords the opportunity to
develop from concrete to more abstract.

Children have been found to use a variety of forms of
representation, which have unique characteristics (stream-
like qualities) as well as common characteristics (wave-like
qualities). Schools in the past have tended to concentrate

on the stream-like qualities of the curriculum, leading to a
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compartmentalized curriculum. The underlying relatedness of
representational forms has shown the wave-like qualities
across various forms of representation. Understanding of
the underlying relatedness of various forms of
representation should encourage a more holistic view of the
nature of learning to re-present, and lead toward
decompartmentalizing education in the schools. A more
holistic view should not only value the whole but appreciate
differentiation into parts. As the orthogenetic principlg
(Werner, 1978) states, this allows for re-integration into
the whole again with an increased understanding.

Teachers should also likely encourage children to use
the form or forms of representation they feel most
adequately expresses their meaning. When one form of
representation is inadequate to convey the meaning a
combination of combination of forms of representation should
be encouraged. This occurs more frequently when the user
does not feel too comfortable with the form of
representation, such as when they are just beginning to re-
present in a form.

What children can do alone with the materials is not as
much as what they can do with the assistance of a more
experienced learner (Bruner, 1986) . A variety of more
experienced learners exists in the classroom in the form of
the teacher and peers. Working within the children's zone

of proximal development allows for the extension of what
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they can do independently (Vygotsky, 1978). The teacher's
awareness of the child's zone of proximal development is
necessary to provide the most effective assistance for
extension. Providing the materials and allowing children to
freely explore their properties in order to extend their
development is not sufficient but providing materials plus
scaffolding allows children to extend beyond what they could
do alone with the materials. Sigel and Cocking (1977) said
that materials in the classroom were secondary to the
teacher's interaction. It is suggested therefore, that more
use be made of scaffolding in the classroom in order for
each child to be extended to their potential. Scaffolding
was found to extend the children's representational
competence.

Since the development of representational competence
has a recursive nature, it is important to allow children to
re-visit past experiences so they will be able to extend and
elaborate their re-presentations and cause children to re-
visit in ways that will increase the distancing. A wide
variety of experiences, both at home and in school, will
give children a broader base from which to distance. Actual
experience and background knowledge also influence the
development of representational competence. The development
of representational competence was found to be influenced by
experience - actual experience and experience through books.

Provision of the combination of actual and book experiences,
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such as those provided by The Block Book, is important.
Such experiences are recursive and provide children with an
opportunity to re-visit their actual experiences.

Pictures in books like The Block Book and trade books
were also found to give ideas as well as provide models for
building. Books should be made available for the child to
use when playing with blocks since they provide mediation by
people as well as by things. Scaffolding by people, through
drawing attention to the features of the construction as
well as modelling how the book could be used to extend
building, should be provided.

The way children re-present is also greatly influenced
by the channelling of teachers or others in the child's
world. This channelling may be limiting to the development
of the child's representational competence, either througa
limited expectations on the part of the other or group, or
through an over-emphasis on conventionality in re-
presentation. An over-emphasis on conventionality,
particularly in writing, may hinder the child's feeling of
competence and therefore hinder his development in this
area. Teachers should try to be aware of channelling and be
cautious since it can hinder as well as facilitate
developnent.

Oone form of representation that is channelled, often
with an over-emphasis on conventionality, is writing. To

develop representational competence in the symbol system of
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writing, a pre-conventional exploratory period is
recommended (Gentry, 1987). Often such pre-conventional
writing, a form of first and then second order symbolism, is:
not considered part of the development of writing competence
and is therefore not encouraged. This tends to have a
negative influence on children's : :.f-efficacy; they feel
they cannot write since they are unable to use the
conventional form. Pre-conventional writing should be
encouraged in order for the child to develop toward
conventional writing.

Children should be given many opportunities for talking
about their past, present, and future experiences through
the use of a variety of distancing strategies. Re-
presenting the past, present, and future requires the use of
a variety of distancing strategies. When re-presenting,
children have more difficulty talking about their past
experiences than present experiences because the past is
further distanced while the present is in the immediate
context. Questioning and repeated opportunities for re-
telling have been found to improve distancing strategies,
and therefore, representational competence (Sigel & Cocking,
1977). Activities such as constructing The Block Book
enable children to record the past as well as possibly

motivate future experiences.
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Further Research

This study was intended as an exploration of the
representational competence of a young kindergarten chilad.
Tt focused on one child and therefore the results are not
widely generalizable. Further study involving a larger
sample is needed in order to begin to understand how
children in general develop representational competence
using distancing strategies.

The effects of re-visiting and re-presenting were seen
over a relatively short period of time. Further study
should be undertaken to see the effects of re-visiting and
re-presenting over a longer period of time to see how the
child approaches re-visiting, to determine what mediation is
needed to facilitate re-visiting, and to investigate the
rol of re-visiting.

Scaffolding was found to facilitate the development of
representational competence and therefore the role of the
teacher, peers, and parents as more experienced learners
needs further study. Questions addressing how much, what
type, and when scaffolding interaction facilitates
representational competence need to be studied. The
question of whether scaffolding is age-dependent or
dependent on opportunity for assistance needs to be
investigated also.

Block play is often considered an activity engaged in

primarily by children who are not developmentally ready for
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the more abstract forms of representation. An examination
of the types of children who engage in block play‘needs to
be undertaken as well as an examination of how children
differ in the types of play they engage in while at blocks.
The roles, relations, and activities the child engaged
in were found to largely influence the extent of distancing
in the development of representational competence. Further
research examining the interrelationships between roles,
relations, and activities as they relate to the child's

development of representational competence is needed.

Concluding Statement

Each child, like Tyler, constructs their own reality.
At first this reality is centered around self but gradually
the child distances outwards and reality is extended. 1In
order to represent an increasing number and type of
experiences Donaldson (1978) says children must become
capable of manipulating symbols. Symbols, as forms of
representation, are the vehicles through which children
express the images in their minds (Eisner, 1985). In order
to express their understanding of reality children must
develop representational competence (Sigel, 1984).

The degree to which representational competence can be
developed is largely determined by the children's ability to
distance from the actual experience. The ability to

distance from the past, the present, and the future will
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determine how those experiences are re-presented. The
children's developmental level, experiences, and others
influence their distancing strategies and representational
competence.

Experiences allowed Tyler to develop through a process
of discrepancy resolution {Copple, Sigel, & Saunders, 1984).
He was then able to display the orthogenetic principle
(Werner, 1978) in order to extend his representational
competence.

Cchildren do not construct their view of reality in
isolation but in interaction with others. Scaffolding by
the teacher and peers allowed Tyler to extend his ability to
re-present independently through the assistance of a more
experienced learner. This occurs within his zone of
proximal development (Vygotsky, 1978).

To effectively scaffold in order to aid children in
developing representational competence, it is necessary to
have an understanding of how the various symbol systems
develop as well a3 to understand the underlying |
relationships between them. No part of life exists in a
vacuum but all is set in relation to others - other people,
places, events, and time. For children to re-present their
world it is necessary for them to employ distancing
strategies and we must see these as an integral part of

representational competence.
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APPENDIX 1

DEVELOPMENT WITHIN AND ACROSS SYMBOL SYSTEMS

more concrete > more abstract
(Bruner) enactive iconic symbolic

Block Play Drawing Talking Story  Writing
(Vygotsky) (Spelling)
direct reproductive play:  schematic- writing written conventional
symbolism more elaborate abstract thought narmative spelling
(symbol represents  construction, metaphor
another symbol) preplanned, anguage

construction used monitoring

in imaginary play
2nd order productive play: schematic- photo  oral, adult-like narrative transitional
symbolism construction representational speech
(symbols represent  represents reality phonemic
reality) (e.g., castle)
st order sensorimotor play:  preschematic telegraphic sequences  ecarly phonemic
symbolism manipulates blocks; speech
(symbols direcly plays with form, prephonemic
denote objects/ shape, properties
reality) (e.g. stacks, rows)  scribbling babbling heaps scribbling

Actual Experience



APPENDIX 2

CLASSROOM FLOOR PLAN
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Day

10
11
12
13
14
15
16
17
18

APPENDIX 3

FORMS OF REPRESENTATION USED BY TYLER

Block Play

doghouse

spaceship, doghouse

spaceship, doghouse

spaceship, doghouse,

bridge
doghouse, ship
doghouse, house
house, slide

ship, doghouse,
bridge

bridge, doghouse
doghouse, bridge
bridge, doghouse
house, rocket
rocket

rocket

rocket

rocket

bridge, rocket

rocket
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Drawing
X
. X

X

Story
X

X

Writing



DATA COLLECTION SAMPLE

Transcript

T - Put it here, right beside

mnine
OK, 0O-K!

We better tdke this off

APPENDIX 4

Context

OK, we better put it through

S0 no one can
Good. There!

Nobody can break our house

OK. How take these out. They =~

can be the stairs

No, we don't need stairs
Yes, we

How will we get in?

Hiow ‘bout we build, how
‘bout a door?

So we can use this so we
can get in?

Um, this for the door.

This our door, OK?
You need a little help?

No, I can hold it.

Know where we're gonna
put 1t? Right there.

points to spot for
M to put her block
T helps move it
where he wants it
takes long board
off top

uts board through
locks

wants to take blocks
from stack

points to ramp block

Interpretation

as M lifts block down

T goes over to help
carry

points to spot

I aot licence plcﬂ'es.
T “made a rodf.

Tyler's dictated story and dmm’ng;
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confidence
exhibited
inclusive,
communal references

elaborates construc-
tion from other
days

again disagrees
with M's suggestion

door idea from
previous days

directs but still a
little insecure,
aware of how others
will feel about his
action ("OK?*)

uses gesture to
convey meaning



