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31 eonsisted oi' ne hundred nineteen
-“df?winq')} d writing, as well as field notes and

t%ﬁnscripts o£ ?gnvereetion acquired from six four year old

c@ldren duringeTr v, ody.( tipn of the eenples. The .study

examined thg M&ionsff what is the nature of the
similqritiee end erences in the wey children go about
’ fff " vg:itiug, what knowledg‘ do  young
%%@ nature of drawing and writing, and at
b T4 SRE T A

ip
N 3 ;:3 "» «;.)\
1 &ﬂdJ!’p wha manner do children differentiate

-

between‘ drawing and writing?

Y . ) ‘ .

As participant observerﬁ:.h.e reseercher intext:cted with the
individual children as mark! Mere made on paper with colored
markers. The reg_ultinq‘ cese"‘fgtudies "indicated: children
enjoyed exfploring the possi{‘hilities of the v;'riting
instrument, were. | clear ' as to the intended use of the
markers, reévealed some of their tninking about their
"drawing® and "writing" by the .talk direc&d to themselves

—

or the researcher, indicated that they were serious about

‘their task, considered the proceu they were involvea- ‘in'

'more important than the final prodiict, viewed "mistakes" as

4
a 'tepping sto/\t \urfh.r 1-.-...4.... -
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Ve Ly

>k§ ?:‘ﬂ,gradidgted, and indicated- a good sense of how to use the
‘4<:Z:" ‘ spoceV;VaiIable ~ Using tpeir backgrq.nd knowledge, lthe
o o, : dhild oxporimented making the marks on paper, then@by

t’g df‘coﬁdring nore about the mode of communication ' .
' : : Ly . v :

'./‘ !oung children have a, knowledge of the nature of writing and
drawing They &nderstood that marks on paper represented

. sonetning bayond themselVes, writing followed‘§ conventional

4 S foxm.whereas drawing did not, letters-had a name; that,a
| w:lotter.or$group of letters stood for their own name, another
@ _ person'e nanﬁ,i,or a message, and writing ~was something

adults did whereas children most often drew:or made letters.

9

1 .
e ~.

(Y

- Young childrin ditfdtentiate between writing and drawing

‘using their knowlege of recognizable alphabet forms. A
strong enphasis placed on what children alrepdy know will

lehd to educational programs whioh more 'closely meet the

needs of the children and,capitalize on their relentless -

love for learning. ‘ | 5
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Chapter One
Overview o~
This chapter 4introduces the study in the context of the
. . ~ . R ’ ’

learning of young children and tq’ research related\'to

{ "'
~ their learning in the areas - of writing and drawing. The

clarification of the problem, the purpose of the study, the

limitations and significance of the study are presented.

!

The conéluding section outlines the organizatjon of the

/ -
study. &
- ~

Introductjon

3

_One of the basic aims of the Yanguage arts program is to

teach writing. But the. 'acquisition‘ of knowledge>’eand* L

compeﬁency in making marks on paper begins long beforg the .
<ﬂvld enters formal schooling and is faced with the task of

writing. .

‘\(‘ } L *

1

_Tﬁé following are excerpts from the observatidh transcripts

of five year old Tim'‘a r year old Jason.
: ﬁﬁ I/ want you to wgfite for me.
ike what?
> Anything. v
. T *:Mmm like pictures?

I write I mostly write pictures and my name an
letters. :

R: Which is your picture, your drawing? '
Pointing, Tim identifies them correctly.

T: Are they the same, drawing &nd writing? -

Tim shaking his head replies, 'No?' 'Yes.'

Then more convincingly, 'Yes, they are. o Yeah,

-they are but they're a bit different.'



N ’ &« 7 2
L Y
/ - . . ’ e
Tim understood there : was a difference between drawing » and-
. - - » ]

writing and clarified the difference by saying that one _was
letters while ﬁhe'other was pictures. When given one s3nmple
: ! .

of drawing and anpther of a squiggle, Jason, identified the ¢

3

drawing and pointing to the squjggle said, "You can even
- . \
call this'writing".
- - - . ,
The relationship between - the child’s drawing and his
handwriting is very complex. At first the child makes
- no distinction between samples of drawing and writing
by adults, but by the age of 3 or 4 he is usually aware
~ that these are two separable activities. He will speak
of 'making a picturg' or of ‘'writing something'. It
generally takes a f more years , however, ‘before t

child understands the communicative function of
handwriting #ng the fact that it relates expIfécitly to
spoken languag

(Gardner, 1973, p. 221).
An examination of the dr;;ings produced by éhildren of two
'ﬂ.a“d three year 0lds reveal marks or scrﬁgplgs on the page.
éimilarily; child;\p's early writing displays some ‘of the
same markings or squiggles. By the time children enter
school they wusually understand the difference betweén
.'writ{hg and drawing. A transformation has takeﬁ:fblace.
_~WB€re has been an acquisition of knowledge whereby éhe
children g;ow that tpe markinqs.they are producing at aée
five and six, - carry greater significance thaq) did the
markings"groduced at age two. As children go about
ekpressing themselves in drawing and writing there ~appears
to be a sigpilarity in the way tne;rfput their pencil LtP /

~ <p
paper" as well as. their use of both as a means of



| schooling'is not fully acknowledged. Harste Woodward and

- Clarificaticn of Problem

Thé -elementary -language 1arts'Curriculum promotes a strong

writing program as one 'of«the strands"involved in. the

"integration of a young child" 'language learning, Far 'too

often learning_ that . has . taken placem prlor to formal

LY

Burke (1984) cite~an example oflAlison, who hav1ng been a .
written language user and producer from the age of three,

entered a very skill-centered _first grade Areadlng and -

writing program.. By November she announced amid tears, "But

I .dan't write‘anYmore!" (p. ‘161). That appears to be the

. plight of other chlldren as well. Recognltlon 1s not glven

for. what chlldren already know and, therefore, somé students.

go through a period at the beginning - of flrst grade where

w"they‘are stifled and not stimulated to continue_ their

natural mode of written.communicatlon and learning.

.'Most children beglnnlng in thelr first or second year = of ‘

a

- \
'life engage in the act1v1ty of scrlbbling, whether it e on

‘the walls of their bedrooms or on paper provlded_for them}

The continual practice and experimentation provides’ them

w1th a knowledge base and an avenue for communicatiOn

| ]Prior to age five their most favored avenue of. communication
.other than talking is draw1ng but gradually this evolves to

-,'incorporate graphic forms which resemble wrlting _ Thls

-

v study investigates the similarities and differences 1n the



two modes of communication in order to facilitate contihuity
in children's learning. not only during their kindergarten

. year, but also as they enter grade one.

Research by Richardson (1948), Kellogg (1970), Lowehfeld and
Brittain_(1975), and Gardner (1980) have given insight into
the drawing of pre-school and school age children. The work

qﬁw;esearchers Such‘as ~James Britton (1970), Donald Graves

. A
B

(1978), and,Haste, ‘Wogdward and Burke (1984) have led the
way for educators iﬁ seeing the need to focus on thé process
of writing. .Many of the studies were conducted with scﬁool
vage ghildren. Clay (1975) however,~workeg with kindergarten
childfen,and»dévelqped‘a'set of principles which were common
- to the writing of many children. Howard Gardﬁerl(1973) in
his séminal st;dy positea the interaction of symbol systems
. such és dra@ingk~eygryday langudge and music (p. 61). Until

recently'YerY'1ittlé{fese;rch has been conducted fo examineﬂa
this igfer-rélationship. Harste, Woodward, and Burke {(1984)
have exaﬁined tgg symbolizing activities of young chi;dren
(age tﬁree)\as one aspect of theif reseafch deélinglwith the
acquisiﬁ;on of literaby and found patterns ‘evident in the
procéss. ‘vAnn DysonjHaas} beginning in- 1981, conducted a
series of ‘studies with kindergarten children iﬁ Qrder to
study the; interfrélationships involved in writing ané

drawing processes. Lamme and Childers (1983),»dufing - the

same .period of time, were conducting their study of children



two and a half to four years of aée in a group 'éetting.
They noted thq'progrgssion as well as the interrelationship

in writing and drawing.

.The présent study which inQest;gatea- fﬁe activities ’of’
children four year. of age who haé not yet been enrolled in
a kindergarten program may prdvide furthér information, thds
extending the body of knowledge which seeks to understand

young'childreh's representations on paper.

The Purpose

 The pufpose of the pfesent study was to examine the

symbolizing by_young childreﬁ through the meaium‘that adults
l indicate fo be writing orb drawing.".Thé study aimed to
uncover some of the background knowledge éhildreh have about
these avenues of communidﬁtioh'prior ﬁb entering formal
schooling. | .

Research ‘Questions

The following research questions were addressed in the
study.

1. What is the nature of the similarities and differences
in the way young children go about "doing" drawing and

writing?

2. What knowledge does the young child have about the

nature of-drawing or writing?
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3.7 At what /point:  and: in what. manner do children

differentiate between drawing.and writing?

.‘_ ) ¢ Limitations of théfﬁﬁﬁdy
| . RN -. »
The study was limited to a smgll saﬁple -(§ix children)
observed over a short period of time. 'got all occasions for
inteéaction provedfproductive.‘; A;thOugh the children mét
.together for théir fi;st session the lremaiﬁing " sessions
involved only one child and the researcher. .The lack 6f
‘familiafity'wiﬁh _the researgherv and the preéence “of thé
audiotape;mqy_hayé ~advérseiy affected the children ih the
initial\stages. The children were observed on an individual

3

basis and therefore did not benefit ‘directly from social

*
-—— . \

R { .
¢ : Significance of the Study

‘interaction with their peers.

Until 'recently there were very few stidies which
investigated the learning process of young children from
what is considered by adults as the transition made from

. . » .
art to, writing or 1letter making. Some q@gdies were

conducted %iﬁh children of kindergarten age; wh@ieas, this
study focuégd on younger childreh. " The findings of “this
study shbuld serve to extend the growing body of 'knowledge
regarding -the processes of "making of marks" and children's
understandiﬁg of "drawing .aﬂd Awriting". The ‘findingsj

provide informétion on thé}backgfound knowledge children



A

‘writing.

~

. . .V/‘ ‘ N - _— . . R Lo . \
have acquired “prior formel schoollng Educators of
pre- -school and first grade chlldren may flnd the conclu51ons
useful as tnfy plan readlng‘and wrltlng act1v1t1es for thelr
students. Art teichers couldpproflt from the exploratlonlt-

done in. the research, and fronm the;)lnd1v1dual ~art1st1c

development and- verbalization accompanying the proeess}

. Parents of preschoel children may also gain understanding.of’ff;,

' their children during the transition from . drawing = to

Organization of the Study

Chapter 1 presents the problem in the eontext ‘of the

'researchwon the drawing and writing of young children. :The

purpose of the study as well as the limitations and possible
- / ’ ‘ )

significance are outlined.

Chapter: 11 presents a review of the llterature pertlnent to'

the study. " The chapter is dav1ded into five sections.

1

Because the study is based on ‘Howard Gardner's assumption

. that there is a relationship between symbol systems, an.

introduction of his work is presented first Thls is

followed by a sectlon about chlldren and their, draw1ng whlch
«

includes research'deallng_ with the stages of drawing, the

meaning of scribbles, and the process of art activity. The
third section; children and their writing, includes a review

of research pertaining . to the stages of writing and the



8

. ' t o, o o .
pattérns found in the writing process. Research centered on
the'interreIAtionship;*of'writing and dfawihg'comprises the

——

fourth section. A”summéry concludes the chapter.

fchapterbIII presents -the design and procedure uéed tg:Qaﬁﬁer
" the data for_the study. A repbrﬁ of thé pilot study is also
‘included. e | |

o : S |
In chapter IV each bf‘fﬁe six case studies is presented and
summarized. Ch@pfer v présents ébxsumméry ofvthellanaIYSis

“and the~findingéiof the Studyéa:

Cﬁapterlvi includes a summafyhof the study, a discussion of
the findings, implications for inétruqtion and possibilities

for continued research.

e
e

A



‘Chapter Two

Review of Literature

OQverview

~

literature relevant to the

4.

This chapter ‘will review the
‘investigatién_bf the:reiitionshiﬁfbftwggn éhildfés'§.writing
and drawing. ' Included will_bef_writings discussing 'th¢ 
theoretical.backgrodnd impdrtanﬁj‘to this study as well' as’

research reléted to both the. wfiting and drawing of young'

- children. The first section of Mthe chapter will relate -

Howard Gardner's background and understanding of child
develoment) as well as his interpretation of . symbol

development. The next section, dealing with research related

to young Childrén‘s drawing, will be follgwed by a section

regarding research related to'their writing. 'A :eview- of
the research fodusing on sthe ihterrelationships.involved in

1 -

both writihg” and drawing. comp;isesfthe next section. ;A

summérnyOncludes the‘ghapter.

Howard Gardner‘ dévotéd many 'Years to the sgudyv of huﬁan
’creative'processés.espeqiaily' as théy felate' to the .arts.
His desire to gain insight'into ¢re§tiVe_'processes and
ﬂprdduCtsvis b&sic 'tofthe numerouéﬁ studies and projects he

conducted. . S,

<

s

“
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lBacquound to the Work of Howard Gardner

Howar Gardner‘was influenced}?y Various“scholars'such as
Nogist Jean | Piaget and anthropologist : Claudng
Levi=Strduss. These men ‘were involved in the study of the
human ﬁind By comblnlng the understandlng gleaned from
. Plaget and Lev1 Strauss w1th that\ of phllosophers Ernst_
Ca551rer ~ Suzanne Langer and' Nelson Goodman, v Gardner
developed av,frameWOrk for his studles. The. phllosophers
embraced a symbolic approaoh to the arts ahd provided
inslght‘ih how to conduct a. psychologioal study of thev '
artistiov'orocess. ,'étudies by - Ernst Gombrich, an art
historlan,' prOvided}‘a basis for K ‘comparing the .5ymhol

*

systems.

From vJeanv fiaget Gardner gaihed. his views of child
developmeﬂt'as’well ~as methods of -ihquiry'(Gardner, 1982,
xiii). - The work of Jean Piaget‘in‘the"1920'siahd 1930's
opened the door to understahdlng child development His
observatlon of children from age one through ten led to the
1dent1flcatlon of four major stages. of child _development:
.sensori-hotor (birtn tto e}ghteeh ‘,months of age);
preoperational consistiné of preconceptual,(eighteen months
" to four years of age) ahd_intuitive'kfour to seven years_ of '
age);‘the'concrete operational (age‘seven‘to 'adolescence);
and formal,‘operational (adolescenoe to adulthood) ‘kBeard,

1969, p.ls)f .vGardner pelieved the image of thought that



e

11

] -

Y

motivated Piaget was fan active, exploring - child

. ) d
systematically -seeking olutiOns"to a puzzle until he

u. -imately hit upon the right one, and then moved- on .to a

. more ohallengiﬁ% puzzie (Gardner,fi982, p.f9)

Piaget's_contemporary, Claude Leviestrauss, claimed that
. : ™~ v

iy
~

children's minds operated'in ways fundamentally similiar to

those of an adult and con51dered language as a.model for a1l

‘21 @atter of sign systems. Levi- Strauss acknowledged ‘the

_ - ) @ .
importance of . symbolic. activity in human experlence and

revealed a special attraction. to 'issues of, artistic

—~
4

invention (Gardner, 1982, p.39).
o ' ~

,./

Although Gardner was able to build on the work.of»Piaget and -

Levi—strauss,-heLBE1ieved they did not‘recognize that "the

‘basio‘unit of human thought is the symbol, and that the
| 4 = ,
basic entities with which humans operate in a meaningful
context are symbol.syStems"v(Gardner, 1982, p. 39).

o

Phllosophers Ernst Ca551rer and Suzanne Langer studled the

7

'1mportance of symbollc formy ”For Cas51rer symbols were not

- 51mplzbyéols or mechanlsms of}thought bu$ R
. \ . .

- were the functioning of t ught 1tself v1tal forms of

\act1v1ty,‘ our sdle ways of j'maklng' ‘réality and

' synthesizing the world..;ﬁ -In the process of symbollo
~ ) ctlvlty human beings:: 1nev;tably . ‘erygage: - in
meanlng-maklng, in 1mag1nat1veaproblem sol¥ing, and in-

L equally creative - problem productlon (Gardner,' 1982,
p 44) . . [y ) ' ' ’

a,

. ' ERA o ’ . C
‘ . S ‘ P g LT w0 S
. ' c LN N @ o s
' SO C T

B 1)
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two kinds of symbolism as discursive ~and preseﬁtatio?%§,

12

~ 7 !

He‘recognizeé that art proyided a rich image of reality and

——— -

offered a profound insight ‘into its formal structure. He

valued spontaneous original work in which manfully explored
his own universeé (Gardner, 1982, p.45). Build{ngvupon the

-work of Cassirer, Suzanne Langer believed there was a. basic
: . N S . P . . .

-and pervasive human need to'symbolize, to invent meaning,

: o R [
/and to‘invest meanings in one's world. It was a property of

the human mind to search for and fto find significance_}

everywhere, to transform experience constantly to uncover’
. y . . > T

new meanings (Gafdner, 1982, p. 50). Langer'~distipguishqa'
. . - -, 2

3

G

1 b 1 . s . : o G
_The discursive involved the expression of ideas in words; or

other kinds of "lanquages", whereas, esentational indblved
' \/~—g\/ - B"r i !

the_expreséion of an idea by a picture (Gardner )

p.51).

Nd}son Goodman'é‘ﬁhilosophy of art built,uﬁfi?f' cognition
¥ ‘ : ‘

of,typéé of symbols and how symbols functione.~lkge dévo;e&

X : S AL T .
special attention to the types of symbols such’as notation,

language and paintiﬁg which could exemplify ~denotational, .-

literal, metaphoric ‘or expressive properties. | Whethé@

symbols function as artistic symbols depends on which of théi,

L

pfoperties of the s§§§ol one attends to. He provided a wayf‘

of jddging one's view'gﬁ\:\? ity within each creative-domgin

_(Gardner, 1982, p.64). , ‘. Y

\



- Building'‘on t

13

—— . . :
Ernst Gombrich, an art historian, studied the development of

realism in art.  His assessment of realism was based on an

interplay of several factors such as composition, details of

texture and ,expressiveness. Gardner believed this means of—~

J
analysing art éoﬁld also be exfended to other art forms such

. R s T
as music. =

In conclusion, Gardner combined his understanding of the
human mind with the understanding and development of symbolé

and symboi systems to give background to his own work. -~ The

o

work of Gombrich provided the.partial basis for examining

developmerit across symbol systems.

g

Gardner's 0nderstandianof the Development of the Symbol

— ‘ System .

preceeding philosophical background and his

work with Goodman on Project Zero at Harvard Unlver51ty,'

Howard Gardner concluded that frgqm the age of two to seven
the child comes to know and to master the various symbol

systems of his>culture.

-

- cases, not even e most 1mportant) route for making
sense of the wo Children learn to use symbols,
ranging from gestures of the hand or movements of the
wpole body through pictures, flgures of clay, numbers,
‘music, and the like (Gardner, 1982, p. 87-88).

But ianguage '-isfé nvo ‘means the only (and in many
rld

In Gardner's recent book Prames of Mind (1983) a symbol is

defined ag/"anentity (material. or abstract) that can denote
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definition, w&rds, pictures, diagrams, humbers, and many

other entities aré'reédily considered symbols providing-they

“are used and interpreted as 'representing some ‘kind of

information: , R - =

"

Symbols can function alone as meaningful entities; but
very commonly, they enter’as components or elements 'in
1 more " highly elaborated system...And a considerable
range of meaning can be effectively conveyed when
entire symbolic systems are used; mastering the
deployment and the interpretation (the 'reading' and

the 'writing') of such symbol systems constitutes a
major task for every yrowing child (Gardner, 1983, p.
301). o - - ‘ .

Accordin§ to Gardner the ,symbolic deveiopmeht during the
preschool years entails QOUr stages: baéic luhderétanding,
streams, waves andl channels. ‘During iﬁfancy the\ child
aquirés certain basic\understandings on'wh{ch later Symbols
can be built. ‘Using skills ana abilities sth as sucking
and vlooking. the éh%ld Acomes to ' know the world.. He
understands that events have'consequences and that théfe are
cataéories‘for subjects. The child can'carry out bperationé
specific to each ihtellectual domain. There is an initial
understanding‘of hgmber, of Fhe'lyée of.space,fand of"yocal
uitch and. tonal .sequences. There is also evillence = of -
' interaction‘a;d combination of intelliéences in‘the ~child's
- ablility to appreciate the mééning‘ of a single quken. qud
and the evgptual ability to "read" the pictorial depiction

: y
- of objects. -
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From age two to five there is incredible. growth in which the
' child requiresd b&sic competency in :a‘® range of ‘symbol
systems. The <c¢hild becomes able 'to appreciate and create

shanguage, two-dimensifnal symbolization (pictures), three

“Himensional symbolization (clay - and blocks), gestural

symbolization (dance), ' music, drama and certain kinds ~6f
mathematical ;and logical understanding (Gardner, "1983,
p.305) .

There are '"stredms" of; progression meaning -« &y _the

development that occurs is unique to each partlculfr system.

A .progression may occur within ‘langdage and have little
* ramification on»another system, such as music.
_ N _

\]

"Waves" of symbolization also occur, meaning that . the

development starts in one particular realm, but by its very

'
]

nature,bspreads rapldly and even 1nappropr1ately to other

A $ “«x R .
”p ‘year, old 'to indicate that an action has been carried out
T , .

is Q&rough wordé or "pretend" play. When a child¢transform§

~. ¢

symbolr% domafns (Gardner 1983, p. 307) " The normal way for a
. .

a marker into a truck ecreates the accompanying sounds

and motions, the struc urefyof the rolelland_the event have
taken oyer. VThe eecond wave/, which osgurs at approximately
three years of . age, rs analogical ‘or topological mapping.
The child's use of‘thev eymbol captdres vithin‘the ;actual'

symbol some relations originally observed in the field of
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drawing, the child is able to extend appendages from* the

base of a gircle‘and call the resulting form a "person". 1In

the following wave.which occurs around the age of four, the

child is intent on getting a number of- elements in an array

- s i . , {‘\, .
preci'ssm‘b.rvreét. ~ The child'will no longer settle for

Lo ‘ 3 . _ -T o
rough.estimations of what is believed to be correct. The

number of toes on.a foot must be cdrrect (Gardner, 1983, p.
306-309).

Having negotiated the three Wwaves during the’ period
when the individual streams of development continues to
unfold in several symbolic domains, the child of five
indeed hgs;a€tained‘a first-draft knowledge of numerous
symbolic-products ... ' The child.is able to express
-himself freely without undue critical apprehension and
has no commitment to producing just what others have

~ fashioned. He is willing to transcend boundaries,' to

link domains, - to effect unusual juztaposition - in
short,, to exhibit some of the experimentation and

‘It is a heady time" (Gardner, 1983, p 309).
S - .
From the age of five through seven the child becomes capable

of "notational symbolization" - the capacity to invent or

Use various notational systéms which refer to basic symbol

.

flavorfulness that we.associate with the mature artist.

systems of a given culture.  Written language refers to
épokeh language. Written- numerical system refer to the

spdken‘(qr otherWisefsymboiized) numbers. Maps, diagrams,
musicalj.or dance notational systems each represent their own
specific symbolic display. Once the child becomes involved

in the world _ofAnotatiqns, the masgery o) the new symbol

«

system and the ability to usé it in e prescribed way

Y

‘8\

N

[

\{,



adventure of preyious discovery'is.lost{- This COdifying” of

information that 'has evolyed within a glven culture is
referred to as "channels" of symbollzatlon Gardner's most
recent research varlfles‘h;s earller study (1976) in whlch
he.Stated that a fixed order uof 1mmer51on among varlous
} symbol systems dlffered w1dely across ohlldren (p.25). ‘_He“‘
- was repeatedly struck by "the intimate yet generally 1gnored"
h links’ between the cnlld' v draw1ng and--the‘ rest_ of _hls,
bargainlng~ponersﬁ‘(Gardner,‘1980. p.l4),fl

~\

)

~ In summary,'by assimllating-the ‘hofk of:researchers:in. the
larea of child‘development and phllosophy, ﬁoward' éardner
%defines a symbol: as an entlty (materlal or abstract) that
can stand for another entlty and can functlon alone or = as
part ofo‘a symbol system. There are tlmes .when the

development oi the varlous symbol systems overlap glVlng way

to ampllfled creat1v1ty From the age of two to seven "the

chlld's capac1ty ,"to use,’ manlpulate,' transform,zc andi

comprehend-yarlous symbols matures at a‘uferoclous ;paggﬁ;

(Gardner,_l982 p.212). Thls has implications'*for 'thelfﬁ
-lpreseht study : Chlldren at thls age are bu51ly engaged in“'
hdrawing nand” wrltlng,_' .Thls‘ study 'seeks to study the

relationshlp'between the twovsymbol systems by-examlnlng the
~isimilarities and differences in the way children'go‘,about,’
"doing™ drawing and writing. ! _
Wi . -

{
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Ghildren?and Their Drawing

\

‘Stages of Drawing

"Merian Richardsom (1948), workimg with both studepts' and
teachers in England in‘ the 1950'5, emphasized'the' artistic
design in writing hatterns. She worked swithh elementary
school children to?develop patterns im'both manuscript. and
cursive writing. She believed the painting»of,pictures and
writing should }"go on side - by side from the beginningJ
(ﬁicherdsoh, 1948, p.58). She alsovbelieved that‘emen'though
an adult may'-consider_ a/_child's represemtation a mere
- scribble, the child saw it e;\perfectly ciear and complete.'
‘Harris (1963), Kellogg (1969) Lowenfeld and Brittain - (1975)
and Brittain (1979),-through the examination of children's
' draw1ngs categorlzed them in terms of- the stages children go
through in order to produce them ‘ﬁSHarris (1963) observed
broadsstages in which drawing seemed to fUlfill different
pyscholodical functions. - The\very early\stéges indicated
that the primary pleasure camekfrom making marks on  paper.
In the imitative -end reproductive drawing stage greater
attention was given to detail and orgeniZation as the child
fprogressively attained the concepts necessary.to depict the
human figure. ‘The third phese‘involved the use ofv‘graphic
elements according to the learned techniques and 'principles
of design' in order to produce an ‘esthetically’ pleasing

.0
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effect which would communicate to o*hers (p. 229). Harris

believed a = social and educational setting which placed
considerable_imrortance on drawing was important to the

development of graphic ability (p. 235).

Rhoda Kellogg compiled. a larée collection of children's
pre-school drawings and.;éstablishea eight _catagQg&gs for
this "gestalt" or art form. —The-eight ¢atagofié§ﬂaré as
follows. (a) Twenty kinds of markings comprise the '"basic
scribbles" made bY»children two Years‘oid and youﬁger. Thé?
show variations of muscuLaru tension that do’ not req@ire,
viscval gﬁidance. Among these are a vertiéai, horizontayfkqf

diagonal lines, a curved line, - a zig-zagged line, an& ‘an
opggwquclosed curve. (b) Theb"placeﬁent patterns" of . two
year olds .and youngér are the earliest evidence of -

controlled shaping such as cifcles, rectangles or triangles.

~

"

(c) The "shape" stages produced by children of two to three
years of age contain emergent diagrams as  well as
"combines" and "aggregates" of the diagrams of single. lines

embloyed to form - crosses, circles, triangles and other

shapes. (d) = The "mandala", a combination of a circle or
square diyided_ﬂihto quafte%s by \a Greek cross, was
considered the key to thé sequence that led from abstract
work.to'pié§951é1;7§ Ité conforyity with fhe movement of the

child's arm, its perfect symmetry, its patent resemblance to

so many objects in the world, and the rela iyé ease of

’
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reﬁeating tbe ~form all contribute to its special sﬁatus
(Gardner, 1980, p;43). (e) The "suﬁ" is a very simplé
structure and yet it did not appear until éhe child has
drawn complex_aggregites. 4(f) The "radial" is a .formation
in which linés radiate from a point or small area. -(é) The
fchildtcombines ihe "scribble" and "diagrams" to give the;
appearance of a "human". kh) The last group was '"early
pictorials" which were 'grouped as animals, buildings,
%egetatién and transportatior (Kellogg; 1969).; Aithough the
. extensive ‘catagorizaﬁion vdepicts' all’ the conceivable
markings produced/ other researchers have' chosen to 'group

art accbrding to the stages of art development.

, , ( _ g
Lowenfeld and Brittain (1975) and Brittain (1979) referred

to the initial random marks made by young children as the
), _'l. ' ) o, )
first part of the scribbling stage. Sometime before the age
- . P .
~of four the child ehgages in the cp@@;glled scribbling stage

where he watches carefully what héldraQS. ‘Enjoyment at this

~ ( ‘\,.’4.

stagé stimulates the'child to vary hié motions. The 1lines
may be repeated or drawn with great vigor. The lines whiqh
may.bé{drawn horizontally, vertically or in circles often
£1i11 the pe =. During the next stage, the pfeschematic

©, stage, the child make~ his first representational:;

jattempts.

’wijhexpxéwing' of“chilggen. often evolves fréﬁjganggﬁndefined

Ly y , o E . . , S, . AN . . ' ,f E‘.
collection'/ of 1lines ,into a ‘definite repreaentationa%

&«
-

:H'coﬁféguration. The circular andyiopgitudipal motions become

v

SR
.

2.
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recognizéble forﬁé. The fifst foirm which typically is a
pergon is drawn with avcircié ’fof a head and tﬁdﬂiihes} for
the legs. - During thisfstagé‘ the child's‘“represgqtational
lsymbols for objects such as houses,_frées and hu;;;s are 
consfantly changing. vBrittain ‘iﬁaicated.that at this time.
’tﬁe child beqinS'to_name his scribbles. The intent of the
drawing may not be clear wheﬁ he begins to draw;but thén_
connotes some meaning and alldws him to cohvey this meaning
to his a: lience (Brittain, 1979 .p,3o)l Acgordihg-.to"
Loweﬁfeld and Britﬁain-the next stage was the schemaéic‘
stage in which the child »developed a definité form concebt
where the drawings-éymbolize p?rts of the»environﬁént_ih a
descriptive way. By this age the ¢hild has esfablished a
schema of the real object. The méntal imége a child haé‘ of .
the objects in£he . environment are used in his ‘thinking
précess; the drawihg we see.on the'pagétis a‘symbol of the
~mental'ima§e; the object standing for the'objéct (Lowenfeld
and Brittain, 1975, p.185). To some extent the products of
the sch%patic_stages maf éosseés %esé freedomvthan those oqf
the earlier stacjes because the child i}s t_ryiﬁg t%' organi%e

and see relationships in his environment.

Eisner (I876) also catagorized children's  artistic
developmént'in stages. Believing that the most striking
feature of children's art is the stages through which ‘they

pass, he catagorized thenm as funétion-pleasure,- piqtograph,'

v .
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-representational and' aesthetic-expressive In the first

stage, "functlon - pleasure", materlals are manlpulated forv

the Chlld s own satlsfactlon f During the "plctograph"‘ the

‘ 51mpllf1ed fxat two - d1mens1onal shapes 51gn1fy, ‘through

N~

their rough equlvalance to the objects ofﬁthe world, those,
objects‘themselves. . This .stage represented stwo kinds of
intellectual achievement (a) the realization that visual

materlals can be used to create v1sual forms whlch convey an

‘1de&gand (b) the sophlstlcated 1nventlon on the Chlld s pargt
through which his: ideas can be embodied in a public form.

‘At the age of nine or ten, children going through  the

representational’ stage try' to find a -more adeqﬁate

repertolre of skllls to enable them to create plctures

Durlng thls stage the ch11d usuallybsenses dlssatlsfact;on.

' w1th his own etforts and asks for a551stance in order to

'umake the illustration "right". The chila may Want to know

how to make the road dlsappear 1nto the background how to

‘make a chlmney look "rlght" or how to make a house conform

to the. rules of pe?Spectlve. The "aesthetic'}' expressive"

stage beglns duringb early adolesdence | Only a small¢

'percentage of chlldren acquire the skill necessary to fully

':reallze~thls stage.,."What is s1gn1f1cant in the creation of

art, aside from 51gn1f1cant 1n51ght and 1dea, is the ability

to create forms that, in fact, express in non-;ve_rbalu ways

what'cannot be‘conVe§edbin any other way" (p,»li).
‘ ) ‘v;' : : . ‘ ' .
oY Y -7 ' . .‘.
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_representational and aesthetic-expressive. .

attempt to copy adult cursive script.‘ At twenty six mo

23

- In summary, the study of children's drawingthave‘ produced -

T

evidence thatbchildren go through a series of stages. '~ The

initial scribbling stage is one on which Rhoda Kellogg “has
- concentrated her étddy and afrived at‘th% establishment of

- eight eatagbries,’ The artistic stages’,pegihning_Wfth the

earliest’markings are labelled by Lowenfeld.and‘Britfain as

o

- scribbling, preschematic and schematic. Eisner refers to

these same  phases as ‘functionépleasure, pictograph,

The Meaning of Early Svmbolization

X a

Gardner (1980), saw eighteen month'old Jerry'S'scribble as

o

9n'achievement because he was (able to make&e' mark on . the

. page. Pqndering Jerfy's scribbles of'twenty‘thgeevmdﬁths of .

age, Gardner concluded that it is from "apparéﬁtly<;6asual

but actuakly event¥filled  sessions ‘ﬁhat the mes y and

wayward sc ibbles of early drewings'give way to the control

ic form, the achieQement’ of »representational

: v e
depiction, and the precisiwn of faithful likenesses"(p. 25).
Although-Jerfy ‘waS' not aware of it, he Was‘eengeged in -

setting girecﬁidn, planning and problem solving as he tried
e ) : .

"tp master the symbol systemn. A monthiaftgs\\his_ second -

birthday Jerry worked for two weeks on g‘jagged line in an”

'Jerry'sucessfully”érew "faces" and was aware of what hils

circles represented.
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Based®>on a detailed:'longitudinalvstudy ofuhis own three

,children and-cross-sectional ‘studies of 'children birth to

'.seven'.years of aSL, ,Matthews (1584)';maintained-‘lthat

children's ekperimentation during the‘T“scribbling" stage

‘built on "a'substratum of symbolizations which are as much

to do with movement and time as thgy are with configuration“"
(p.37). - The child s fiystgtdraw1ng ‘represented an

understanding of body {movementf through d- space.

Representation of other bodies and objects . followed.

Drawing, assimilated w1th play, became the phenomena around

which symbolism of different modes develops and alternates

" (p.37).

‘Yardley statesithat in spite of the complexity of the use of
symbols, children rarely confuse the var{éus classes of
symbols even . befére they understand them (1970, p.36).
Right‘from the eariy 'recognition’of'symbols children begin
to discriminate between the kinds of symbols Which represent :
words, numbers, notes,.road~51 and songs Once they are
familiar w1thiysymbols, they Z, anxious to u?e and
interpret thém:-, Children enjoy playing with symbols and-
speculating about theirfmeaning. They are free to . interpret‘
.them and the meanlng they attach at this stage is their .own

personal dec151on (Yardley, 1970, p. 51-52)3

'In summary, scribbles, whlch are considere:\\the/ darliest

form of - symbollzatlon, . are ~viewed as meaningful

Ly
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representations grow1ng out of a need to com
built upon movement‘and play. B
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Process of Art Activity

‘Someiresearchers in the study'of children'sla;t’believe that
children are self taught and function best w1thout the
interference of anvadult. Kellogg 1nd1cated that' the child -
"has difficulty.accommodating_his self-taught formation to
the conventions of language‘symbols (including numerals,:
printed lettersband cursive letters, bothv upper'and lower
case, as well ‘as line? found in the draWings that parents

~and teachers make for ‘children to copy...) (Kellogq, 1969,
p.255 - 256) She also saw. children's art as an integration
of movement and vision, the perception of over-all shapes »
and the perception of details, familiar line formation ‘
new ones, stimulation -and reaction, esthetic pleasure 1::\\\‘
muscular satisfaction._ To be ,effective'~ art must v‘be_’
experienced'throuch‘onefsdownbmuscles,_those of/the hand as"
well aé-those of the eye (Kelloog,'pL 265) . H111(1966) sawéj

1n the young Chlld's act1v1ty a quality -of magic. The first

| function of draw1ng is precommunication: tc sharpen

'perception, to clarify it and to give it dered form
o (g

Jacquellne Goodnow (1977), in her book Children s Draw1nq,

shows that children s draw1ngs }1nd1cate general aspects )bf

) d
,’f"
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w_.b”'collaboration with other researchers (Freidman, Bernbaun and

26

[

»de@elopmentvandmskill as well as the nature of thought;rand

\

7.

prob¥em solving among children- and adults (p.2).. In

'v%gehman) she studled children' s draw1ngs and concluded (ay

' Chll@ren are thrlfty 1n their. use of units (a partlcular

kind of circle, sun shape or type of.human~f1gure) as

hey
realize many items can be rebresented by a single symbgl.

(b) When childréh;make change they are usually conservative

,;Typically, a change in meaning will be carried, especialiy'

among young\children; by varying only one'unit. (c) Parts

a

are related to one another accordlng to spec1f1c principles

-~ such as .space, axis and boundarles. Chlldren go through

great efforts to av01d hav1ng parts of the representation
overlap anotherhpart. (d)‘Pazzs are related to one another

in a° sequence. ach step that is taken in any graphic work

has consequences for latey stepc . "lved. (e)“ Children.sv
Igraphlc-work 1llustrates their ¢t in¥.ng and ours. Graphic
' work is truly "v151ble thinking". Uncovering the prinbiples:

‘that llnk parts of any graphic work helps adults see

childrenls efforts as a careful application‘.o

. they'use rather than~as errors made (Goodman,

subject's use of drawing )and language systems and found;fjf

- ng¥awing, wfar from being a mechanicalv process is,’

o

che rules

~

p.l44).
4

Willatts' study (1977) (cited _b}_ Taunton) comgared his _¢5

o

';ﬂpartlcularlly for young _chlldren,‘ an active, creative,

problem solv1ng acf'xltyF. %@e"child “invents

-
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successively_mdré‘complex and abstract rule sYstems for the

conéépts which' he wish®s to communicate" (Taunton, 1984,5'“

p.58).

Ty

' Lowenfeld and Brittain (1975) indicated that art -was a

natural form of learning. There 1is a need to represent
parts of the environmént that the child has come in contact

with, a need to put down thoughts,' to clarify the

e

an,

relétionship and a need to express feelings in"a"vtangible .

way (p.57).. Brittain (1979) concluded that without the

constant contact and interaction with the environment, - a
, e
child loses the stimulation and references upon which both

" visual and verbal learning grow (p. 69). ' When the scribble

no 1ongeflpresented ‘a challeng¢¢- the :elationship' between
thelsymbol and the objéct became® more _imporﬁant,‘ thus
enhancing(the#possib;lity fér cognitive'growth!(p. 7i). He
notes that the art of drawing ~ I
s;ems'to be an occasion in“itself, and #&the child is
engaged in the process rather than in producing a

product recognizable to an adult... Each child is
unique in what he brings to the activity - his complex

understandings, Rjs purposes, his reactions to the .

process of -self-expression (p: 21).
As early as the ‘age of three years most children .indicate

basic compositional qualities and aesthetic awareness by

* showing a high degtree of awareness of space, filling in
' ) 3

particular areas, balance’ on the sheet of paper, and a
R o e '
stabilized line q&ality (pfSQ). A égqu by Harter (%?74)

" (cited by Brittain) indicated that maximum gratification
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was derived . from‘ sol§ing cha14engihgi prbblemé; whereas

2.

easily-solved problems provided refatively_little -pléasure
(p.198). 'Brittain maintained - producing art is an aétivity
which encohip2sses all of the senses,'éacp créating new forms.

that are congtantly altered through an interactive process '

thereby cohstituting learning (1979, p.198).

2

‘S%ith (1983) concluded that children Aaré bdeveiopmentally
| tuned to dg%}berate exploration of new phenomeﬁ;, and this’
innate and pOQerful fécusing provides their work with logic'
and order (p-32).@ Children}s early intentional symbolé‘ are
often modification or'combinations of designs they have been .

making previously (p46). 3; The study -of development in

o
children's painting shows that their paintings were based on
but a few ideas and that their ability to organize them grew
slowly. The images conveyed emotions and strove for unity

(p-11).

N

Fﬁ\summary1 art is seen by .some as a natural form of
learningt Tauntoﬁ‘(l984) most c%early sums up fhe_ﬁﬁindihgs
when quoting Willatts,>"Drawing;>far from being a mechanicai
pfocess is ... ag active, creative; problem solving abtivitylf
*~in which the child invents sucessiwvely more compléx aﬁd
abstract Yyule systems for ‘thé‘ condepﬁs he wishes to

"

communicate" {p. 58). ¢ . ‘ R




letters (p.86). : : E

5

Children and Their Early Writind

Stages .of Writing

Hildreth's (1936)vstudy of children from age‘thfée to sjix

- charted the sequential'development of their writing from the

scribbling stage to units which closely resembled actual
. N \ - .

letters. She concluded that "writing" improves during these

years without parental involvement. vKiﬁg and Rental (1979)

-

indicate that Wheeler came to a similar. conclusion, in

working with. kinde garten ildren. = Given samples of

writing, word, cards g@nd the lphabet along w1th their
g_\%‘.

notebooks the childre& é?I:tOld to do their writing. The

progress1on was from de51gns to_pictures, to letters, words

o ' . p ' :
in isolation, phrases’ words 1in se nces and flnally to

symboLﬁ. Wheeler concluded that children 'mproved over the
year by spontaneous self-correctlon self :motlvatlon

(p.243-244) .

£

Baghban (1984f» in observing the stages or levels of her

daughter's writing found them to correspond favorably to the

" research of Hildfeth (1936). T§§se sggges were unorganized

scribbles, scribbles with vertical _ and 7horizontal“

- tendencies, consistent 1linearity, a variety 3F unbroken

structures and units with real or approximatiqh of ‘real

e
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Clay (1975) " developed é» detailed analysis of ’yoﬁﬁg |

| children's early writing. In observing the . 'writing - of

five-year—old children, she no£ed several princiﬁlés and.

Soncepts. - . o ~ | ;;;;

3_- 1. Thé sign'concept; Marks are made on éh‘.paper for
a purpose. -These‘marks'may stand fo§.a variety of
thinys depending on what was oﬁvthe child's mind. -

2. The message.concept; The sign has meaning f£pr the
child who realizes ﬁhat AmesSages and words can be
wgitten and have meaning for the readers.

3. Copying ﬁrinciple. Thé child ESpied what the
teaéhér-wroté, knowing that it carried a message,
but was unable to felaylit's precise.meaning. .

4. Flexibility. The .child created a variety 6f new
symbols by reposition;ng or decorating the standard

form.

!

5. Ihventdry'principle. The child made 1lists or
catagéries of s&milar things.

6. Geﬁeratiﬁg principle. Messages are generated ‘by
using letteré' over and over or in alternating
patterns. «

7. Directionality - The letters proceeded from left ‘to
*right and from top to bottom.

8. Reversal of directional pattern.

S o | ~



9{ _Contrastlye pr1n01ple : ‘The ~child 'showed the
contrast 1n draw1ng by 'settlng shapes be51de.’each)
other. . L. 4
l l0: space concept This'developed Slowly'but thejchild
1ndlcated where one word ended and another began |
ll.'Page and book arrangement _The chlld made sure the
\ message flt‘lntO ‘the avallable Spacel}: |
12{:AbhreViatlon,principle,--. The‘childf'realiaed one
symbol’may'stand for andentire mord_or meSSage. :
| Utilizing Clay's bprind&ples, Isaacs (1981) studied ‘the
'preschool wrltlng of three, glrls flndlng that they engaged
in pre-school llterary activities and exhlblted many - 'Eﬁ?l
these pr1nc1ples.{ Much of what they produced resulted from

~the1r de51re and/or need to simply learn and explore

Donald Graves (1978), through a year lorgtstudy) fouhd that
wrlting was neglected or not taklng place in the classrooms

l'Factors influen01ng thls were the hlgh prlorgtymgiven to
‘readlng in Amerlcan elementary educatlon and éfhaplack ofh

hgood role models In an exten51ve two year sttdy of sixteen

e

chlldren, Graves found that durlng the be nnlng stages.~of

yhrough draw1ng' )

'_ andpspeaklng as they wrote, and in dls '551ng the wrltlng

with'friends and the _teacher. They w‘; e for the sake of
"'wfiting' They enjoyed puttlng margg on- paper and thelr

comp051ng behav1or was playllke in nature The ueclslon to .
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‘writé,'tﬁe compSsing and the completioﬁ of . a selectioﬁ
' sometimes,éécu;éd~in the spgég 5f ten to fiftéen minutes ’
(Wabshe, 1981, p. 23.) 6éveloping Cra&es ideas, Gia;;S§>
(1981) conducted a study of “the writinq of >six-ye§r-old;
-child;en; Shé foﬁnd 'not only that they felt they could
write but also that development of ideas "and revision of
"information oécufréd as»part of,thé writing,process (Gra§es,'
1983, p. 110-114, 175—176). _wOr};ix{g ~with thé "twenty-f,o__ui-

six-year-olds in her classroom, Shirley Haiey—Jamés (1982)'

Y
[

fqund tbat éhildreﬁ weré ready to write when théy,understood
. what writing @id, whén fhey were interested-in'writing, when
they wanted .to cpmmunicate'through writing, andrwﬁen they
‘understood that written symbols représéntedvmeaning (1982,
p; 462); - | |

In  suﬁmary, . Clay's principles fsuch_ as ‘sign,vi message;
flexibility, or directionality have been utilized tp examine
samples of - writing of‘preschoolA.children. The work of
Donéld'Graves ‘promoted thé_ examination of the process of
writing as well as the.préduct. “This led %o a concentration

of experimentation and revision in the process of writing.

Patterns in the Writing Process

Harste, Woodward, and Burke (1984),'in their intensive study
of children age four to six, were able to identify eight

major patterns in their  research to hi?hlight key
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(somethingldifferently the second time as ccmpared to

the first reading. .
Risk—tak}ng— Without risk thére could ,behf;nO'

eXplorat%on or 'discovery ,ofiv the~' generativé

‘possiﬁﬁlities of literacy. ertlng alloWed the mind

an opportunltthobdo what it considered exc1t1ng -
to think.ahout 'attend to and record theinew -‘while
perﬁitting ‘opportunlty to revislt - Yeflect, and"V
orchestrate the new dlscoverles w1th the known.

Social Actlon—,Interactlon w1th others 1nvolv1ng all
the expre551ons of language was ‘an 1ntegra1 Cart’ of

the language learnlng process

. Context— The contextual rules of 1anguage4‘ usg_

PR ?;’;:'
reflected themselves in’the semantlc,.syntactlc, ‘and

¥ «

graphophonem;c'systems, of 1anguage : A’ ch}ld may

havecused the word'ﬁplanes"f in telllng a story and
was _likely to use "alrplanes" 1n,vthe ’,wrltten

version.

Text~~The searchVTOr unity within the eVolvihg 'text

~and past texts created psychologlcal ten51ons which“

propelled ‘the read1ng and self-correctlng process,

the wrltlng and rev151on process, and the learnlng A
process more generally The young Chlld understood
that there was scne correspondence‘between the sound

of the word and theylength og ;tsfwrltten form.‘

C B

! B e . .
a ' H : ¢
s i
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8. Demonstratiohs- Through;ghﬁountering demonstrations
v ;o ' BT

of literacy the languaéeggearner came to = perceive

the 'organizational : patterns = and ;signifying
structur€s involved in written language and .what it
is they were to make .of thém (Harste, et al., p.

190-195) .

-

Using the work of Harste et al as a basis, Judith iNewman'
(1984) reported on a case study of six year old Shawn. 'This
'demonstrated the interconnectedness of : _intention,:
organization, experimentation, and orchestration in the

writing process. Risk-taking was “an integral aspect of

q

experimentation as the childv tried to. find appropriate
punctuation and‘spelling, By orchestration, Newman refers
- to the process whereby the child deals _with all facets of

'language at once. The ch;lg,_ //(

considers the SOCial, situational aspects of creating a
piece of writing at the same time as she deals with
decisions about = meaning, spelling, - grammar and
‘punctuation...[There 1is a) complex  Jjuggling  of
pragmatic, sem@ntic, syntactic -and graphophonic aspects
all, at the same time (p. 4).

. In concluSion, these studies indicated that patterns such as

organlzation, . intentionality, experimentation, .~ and

der onst%ation work together in the process of writing in
‘ .

order to ~allow the_child to produce a finished‘ written

product ¥
> : 0N

-t . k)
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Thealﬁtérrelationships.InVorveﬁ in writinq and Drawing

In tryingd'to ‘understand jthe early wrltlng of children:
various links in avenues of communlcatlon have been. made.
_ James Britton (1970) encouraged the educatlon system to draw'

upon the 1earn1ng of chlldren prlor to schbol entry

£ . L 7

WE!can_no,'longer redard school”:leaining as simply an
“interim °® phase, a. period of " instruction . and
apprenticeship that marks the change from immaturity to
maturity, from play in the nursery- to work in - the
world. School learning must both build upon ' the
learning of infancy and foster something that will
-‘contlnue and evolve throughout adult life (p. 129).' :
' Based on the observatlon of hlS son and many other preschool
children, Gardner (1980) stated that their  drawings
indicated the basic bu1ld1ng blocks of a graph;c_ language'
(a vocabulary of lines and forms) combined into’ meaningful,
o . s , .

referential units (p.11).

K

' Rhoda Kellodg 'concurred‘that ‘all;rcabital letters of 'the
Engllsh alphabet except G, Q, R, and Y were“'spontaneously
drawn by young chlldren as art'gestalts -(Kellogg,',1973,
p-8). The gestalts of children's art nay 001n01de w1th‘

. other destalt systems but the child may have difficulty"

' accomodating the self taught formations to conventlons of
'lanquage symbols ~such. as numerals, prlnted and cursive'

wrltlng or Qines found in- draw1ngs that parents or teachers
make for chlldren to copy (Kellogg, 1969 p. 255) Baghban"

(1984), in“a “Iongitudinal case study of her own daughter
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1

concluded that "Ghiti's drawing and writing understandings

o R ~

are related to each other and to thé developmeht of her
thbﬁght proéeéses and her verbal abfiiiies as manifestéd in
her oral language" (p.90). 'The orél 4languége learnihé
strategies (sampling, guessing, . %abeling, : associatinq, 
conf}fming, cataqorizing,.géneraliz%ng( ‘accomodating, -andi
. assiﬁiiating) whiéﬁ Ghiti applied to(&sﬁi:i::sij/read, were
~ also épplied  to written language situal v(p{91)._ Her
éxpéfiencé Qithvthe‘fhymes and‘soﬁgg she_ﬁadvlearned ,braily :
helped her locate them in bobks.i_ As  her exﬁérience
brdédened; She’used athé books to help -ﬁér catagorize and
labéi items ahd  éyents-in-her vénvifonmgnt. Ofal languaqe;
aISG‘Supportedv Giti's eariy waiting.fg Shei sang' as. she
-_sdribbléd and iaterﬁiﬁiﬁiatéq a waitress-gamé aS'a-sifﬁation
in".which talkiﬁg ,%?ﬁ» ’writiﬁgv‘ were cﬁmplementafy;
. Book-babbling demonstrétéd her underétanding that what she
had writtén was meaningfui aﬂa could berregd; Her »writing
~and dréWing were -repfoduétions of létters, objects, " and
people she perceived, /and she ﬁsed hérldral-;languégé to
Iébél them.  Her activities dembnstrated the simultaneous
invoivement in'phé‘learning ’.ofvoral language; redding and

writing (p. 97). - I | v, L °

_Similarly King and Rentel (1979) argued that cﬁildfén' 1earn:

comminicate to therkelves and others what they kn

I .

to writev as a natural extension of their d ires to
and are

¢
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learning. + They hypothesjze, - discoVer, invent, correct and

L]

approximate the distinctive convention of writing. "Major

clues to their _discoveries and hypothesis may be found in-

the way the§//tra verse the territory ‘between! talk and

writing" (p. 251-252).

In one of ia Series of studies‘Haas"Dysonb(;981)j exploréa;
this connection kwith jorty-nine _kindergarten? children;
_obserVing them daily in‘t;o separate 'three.month’ studies.
‘She concluded "talk is an i;tégral part of»‘beginninQ' to
v,wrlte, prov1d1ng both meaning and, for some'children;:‘the
systematic means for. gettlng ‘the meaning on paper" (p.}783).
_Reallzing there is’ no ‘one root to writing, bofh the'_pencii

and the v01ce prov1de tools to early writlng
. ,

Plazza and Tomllnsonv(1985) in a year long investigation “of
a kindergarten class, conflrmed ‘that wrlting was rooted. in
.1anguage, Talk among peers created an 1mmed1ate 1nterested
audie ce allowed for exchange ‘of . 1nvented spelllng, 'and '
there:}\created meanlng in the writlng. It allowed chlldren
to naturally experience the recursiveness of writing the on

g01ng process of generatlng, clarlfying and ﬂelaboratlng

ideas (p. 157-158).

The work of Howard Gardner (1973) viewed human ‘_developmentj
in terms of three#simple'systems: making, perceiving, . and.
feeling, and saw an increasingeinteraction among the “symbol

v a - o o
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systems . "Presented with a new‘(SYmbolic) medium children

employed their old technolgy (lodking'@nd perceiving about

- -

the Qorld witﬁ'a freenéss‘of>feeling) to produce - impressiv%
‘results“ (Gardqer,ép..176). Aitﬁouéh.Gardnér (1976) statés
that a 'fixed. ordef. of '%mmersioné among va;ious symﬁql
gysfeﬁ; is ﬁn%}keiy, the masteryﬁ'éf individual symbol

- systems differ widely across children (p. 25)..

Studies by Chomsky (1972), Gentrey (1981), Giacobbe (1981)

and Dyson and Jénseh (1981)'found that a trusting‘atmosphere f  

_éncouraged the ekagg;mentation_of.the child's own knowledge
of letteré'and-soundé in-the writing process.

i

Differehtiatibnvof Writing and Drawihq

A group of three chiidrén, two and a half to four years of
BT e et : :
age, were studigé,by Lamme and Childers (1983) in order to

J 1

examine their composing processes. They found that in their
‘artwork all ,thfée childrear moved ﬁfrpmA ﬁriﬁarily doing
scribbles té primarily dfawing representational-figufes.' Ih

their writing they,prdgrgsse@‘ﬁpgmtsér;bbiing, through mock -
wriéing,ﬁpraéticing :alphabet‘iéggers, ‘copyihg.lgttéréb and
wor@égitéa;riting independg&tly’at least,a'few words during
" the éix month‘stud§§ '?so;atedlalphébet 1etE¢rs,§ppeared _in‘
‘theiﬁ-ccmbositiohs ds letters diécovefed‘ih their drawings

v S "

‘or as alphabet letteéys in isolation Py design. The children

made distinctions betyeen the form and function of print.
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B Alphabet letters and mock letters fell 1nto the catagory of

/

handwrltlng Chlldren "'made"- them and seldom read them as
communiation. hWords;‘on-the other hand, were'"writtenﬂ and
" read. Compositions which Aproduced a personal message
. followed a pattern: dictation, writing, drawing,uand,sharing

of the completed project. ., They‘planned as they wrote and

drew, and 51mllarlly revised as they ‘wrote and drew

A case'study:investigation.of five kindergarten_children out
of the class of twenty-two- allowed Haas Dyson (1982) "to
.descrlbe not -only the observed relatlonshlps between draw1ng
and wrltlng but also the ‘ "children's e pressed
differentiation “between these - two symbol produCinot
actiVities“:'(p. “3§0); . . She found‘ that: the uchildren
themseives did not differe tiate‘when they were involved in
- the proceSS»_but. did underitand in theicontext of adult
writing, that’they could writ primarily'the;r ﬁamei.and‘the
letters of the alphabet. . ﬁritind~appeared to’have . several
meanings which errlapped those og draWﬁng: to Jgraphicaliy
symbollze a concrete entlty, to create‘i graphlc object for
E&another, and to graphlcally represent a narratlve (p 378).
The study s flndlngs 1mply |

, that the process of learnlng to.wrlte 1s, an part, . a
process of dlfferentlatlng and consolidating = the
separate meanings of- two forms of graphic symbolism,

drawing and writing, as children encounter them in
'thelr daily act;v1t1es... Contrary to popular belief,

writing may not be 'speech' written ' down. . The ,k

dlfferentlatlon of wrltlng from drawing and its precise

P
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. ’ : iﬂ‘
~connection with lanﬁpage is not mnecessarily a step
- preceeding, but a gradual process occuring during and

through first-attempts to represent experience - through
letter graphics (p. 379). :

Harste et al. (1984) stated that there - has been a long

history of separating readlng Trom wrltlng, speaklng from
o €

" writing, art from writing, and readln?//arft}n\, speaking;

" apd listening from.each other. ThlS was unfortunate becguse

L language is a- multimodel event as 1is language learning

‘(p:37) Observations of children in experimental situations

who are asked to wrlte may gesturer act out, draw or - speak

in order: to fulflt\ .the task. . One Ne&ample was

‘three—year old—Latrlce who moved from wrltlng to art " back

to writing and agaln to.art. Harste et al.-con51ders chis

~as a keep-going process strategy Aused,by many, if not;:all,

good writers. Tekt‘production 1s not print productlon per

se, but rather,' an orchestrated set of multlmodel cuesy

‘carefully set ~forth in® an attempt toL‘ﬁlacehold and

potentially sign onels meaning (p.35).
¥ . ' ‘
Harste et al’ also found that all children by the age‘ of

three dlfferentlated between writing and draw1ng _Some

chlldren used cxrcles for wrltlng and a llnear up and down

'

stroke for art, bdt whlchever marking form, they selected,

- the deoision waé{ consistant, systematic, and rational

,(p 33) These children made a clearer-distinCtion between

art and writing when they were asked to draw first and then

write, than they did when the tasks were reversed. The
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researchers cited their l981”study‘i§ which they found - that
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4

if a three yeafv-old_was given a. pen and asked to write

without first engaging in drawing, about twenty five pef

cent of all three vyear olds dreﬁ ra!!gr than wrote.  Even
though their first inclinatidng was to draw, children at

phree knew that wusually pens. “were wused for writing and

- i St i -
crayons for drawing. Harste et al. concluded that there was

2 .

.a dynamic - transaction between context of situation,

) . ' v N R . cot . . . .
pragmatics and cognitive -processing ‘in a natural ' language

. situation and thé chi1d- reading thesé complex clue sys@gms

-used them to reachgén brchestrated decision (1984, p.34).

N
@

In summary fgﬁﬁdies of young children revealed that there is

é:.possible interrelationship 'betweén ‘the processes of -

writing and drawing Lincevboth grew ‘out of sthe child's

K ability to use languéée as a communicatio%.tool. ) ﬁanguage

symbols such as numerals and . printed or written lines were

found»iq‘both"art’ahdbwriting. éimilaf thought processes

énd, sﬁfategies such as hypothesiéing; inventing and.

féorrecting'aré ‘used  in both. Although ‘there may be

>,

Sa

similarities in the process, the children at g'ybung'age are

N

.able to 'differéjfiate éetween the form .and. function of

. . : .4' N . .
writing and ‘'drawing. . An  atmosphere 'where trust is

renéouraged served to promote both éctivities,

v
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o . . ._Summary

)

The purpose of this chapter was to review tﬁe literature
releveﬁi to this siudy. The studfes of Howard Gardner ~were
pivétal to the study because of his belief that there ége
connections among the symbol sfstems. Although;thev stages‘
éhrough"which tﬂe children progress in art and writing
eventually differentiate,- there are commonalities iﬁ the
beginning stages. ,During-thé,scribbiing.stage, the "making
6f'marks" on paperﬁis seen as the ' children's attempts to

communicate, to symbolize, andfmake meaning of their world.

Although researchers 1in the 'area of ;Z;'may vary in. the
'naming and“time span of the stages of artistic development,.

there are similarities in the path of development. The

scribbling stage is common to all.

Earlier research in the area of writing concentrated on 'ﬁhé
written product, but ‘the work of Britton and Graves
. . Q,.‘

encouraged reéearchers and teachers to focus on the process
of writing.

During the eighties researthers have studied dfawing. and
writing cf oung children and have found intefrelationships

in the product and the process. Until recentlyfmost of - ‘the

studies involved childrer of 'kipdergarteh or school age.
. : . .
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Further study of younger children will verify or. compliment

the existing research.

+ l-
l/ .
N
o
)
\

)



& - Chapter Three

Design and Précedure

k Qverview
This.chaptef dealé with the design and procedures used _for-‘
the study. The,selectién. of the}subjeéts\fbr the studyfand’

‘the procedure are followed by a report on the pilot study.

Subjects of the Study

Six-children, three boys and three gifls, from a day care
.class of four ,year old children were the subjects of the
 study. An \atmosphere™ of sél_f—discoVery and positive

reihfdrcement permeated the déy-care_dlassrobm." Expressioh'
 7thr6ugh dfawing.qnd writing‘was ‘ehcouraged by the'day care .

staff. . Children from .various ages® were observed in .six

- three hour sessions as they were involved in drawing,
writing and painting activities. - This observation as well
s . . s, . & . :

‘as discussipn with the director and day care worker led to

- the selection of six children who, during the normal course

- of'aétivities:in the day care, were seen to be eager-té h

marks-én' papér but not wholly _iﬁvoivédtiﬁ '"draWing :
. .alphaﬁets".- The Qbservation éiso aflowéd'the researche¥ 'tq
‘becgmé fami1iar wiﬁh‘thé rqﬁéiﬁés. ofthe'day_bare prdgrAﬁ,f;f
the staff and the;chi1dreﬁf}  By the end of ﬁhe_:bbse:vatién
_-period £he, reséarchér'.w55 :accépted by the chiidrenv as-

—'rjanother adult«With whom'théy could interact. Approval was

"'45ﬁ N 3 ~



" obtained from the parent/guardian for participation in .the

-prOJect

The Procedure

;nThe major‘ purpose of the study was to examine the
symboliaing of voung children through the medium that adults
dindicate to be.writing»and drawing ' The children met with}
the researcher an average of seven times (ranging from three
to ten times) for an average of twelve minutes (ranging froml
six to eighteen minutes) produCing an average. of twenty

samples (ranging from seven to thirty three samples)

o

During the initial session the six children gathered- around
avtable'_in a'small basement. classroom of thef day care
center. - Since this.was not a room the children frequented,
there were manyiguestions and distractions. The procedure
~and- use ofzthe audio tape were eﬁplained. fhe children were
informed that they ‘wonld meét’-with the researcher'
individually and at that time they would be invited to ‘make

© marks with ‘a variety of markers on eight by eleven inch

: sheets of white paper The samples would be collected in apfﬁf

v

vfolder'for the‘researcher S use. The small audio tape wouldmf'
be placed on the table where it would run continually during'

'th%'time_the child was with the researcher.

Although rhe se551ons began in the classroom, the eventual
f'?, A' \ \f

move to the director's office reduced the number . of °
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. i .
distractions. The children sat at the  desk .while the

researcher sat atfan'angie‘beside,them. This:allowedhfor the
° ‘most effectivé/obserﬁatiohvand‘communication.
Following the.i%trooﬁctorf session, the availaﬁl&ity of the
matérials dlctated what the chlldren would do at the
beglnnlng of each session. Further 1nstructlons were not
necessary as the Chlld usually pitked up a marker and began
';maklng marks w1th 1t " The researcher made a point of
allowing the child to inltlate the conversatlon; - ~This
.ushally happened after. the first marks**werexmade on the
‘fpaper. In the first sess1on Erln began w1th heavy lines and
“the beglnnlng of an 'EF.'_ Then. came another vertlcalt

straight llne w1th wavy exten51ons to the left. She made

some scrlbbles and then 'colored” part of 1t When making

I

another wigglv llne and extendlngplt down the side of the

page Erin asked /; ! y'rfﬁ

'?'f»’ , ~

,TEi What does that look 1;ke°

. — - o @y

. Rt What do you thlnk%@ é
Sarah was more certalnqof her 1ntentlons
| R O K. Here's’' some markers and_you can. do
anythlng you want on the paper.
S I 11 do my name. |
Hague 1n1t1a11y 1nqu1red about the tape recorder and when

his curlousrty was satisfied, said, "I'm gonna make a

picture pf;my mom' ¢
c-&.
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each other, the researcher asked quéétions tq focus on the

\"

chlld’s understandlng of wrltlng and- draw1ng Laingl (1969)”"
(quoted in Hunsberger)r.states, _"Genuxne’ dlalpgue cannot
occur without diSclosing ourselves.’ to. each othery ‘and

without accordlng the' other, sand finding rromithe other,

-

recognltlon and acceptance of how we experlence one another“l
E PR . v 1, .r
(Hunsberger, 1282, p. 3) ' . . : -

.

The researcher's role :was that .of -obServermand responsive
: ) . . T o

"audience to the work of,:the"child.  The’ ethnographicj_l‘

research attitude of "I can find out" fls llberatlng, not -
only for teachers and researchers, but \also for children.

Harste et al. contlnue, "For this. neWQattitude allows a

change from testing our languagé hypothesis to giying the o

children the opportunity to test theirsi For children 'it”
allows a change from being.language observers to ,languagetla
participants, from being tenants of " our texts to owners of

thelr own texts (Harste et al., 1984 p. 223)

- The audio tape recorded all conwérsation‘of‘the‘child during
the session: Notes were constantly taken to:record'_actions
and communications not plcked up by . the audlo tape. 1There.
were' tlmes, espec1ally at the beginning of the study, - nhen

the children requested the- researcher to play the audiotape.

¢
They were fasc1nated with hearlng their dhn voice on tape.

P
P
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The analy51s procedure was 1nduct1ve It involved‘ studyino‘

P

the one hundred and nlneteen samples of che chlldren s  work

ig%h order to find similarities and  differences in the’
pfoddcts,hthevlevel or stage of development in drawing or

?

writihg, and ways of combining writing and drawing. = Review
of the transcripts‘and the observation hotes taken at each
Ses51on revealed s1m11ar1t1es and differences in the way the

\chlldren went about "doing" drawlng and writing as well as

their'perceptidh and understanding of * the two ways of
"e%preseing'thehselves. "The meaning we: ﬁake grows out of
'thé.transactioh between what.ue_ obsefve and’ whatlelge we
have experienced and: therefore know" (MCCutcheon, 1981,

p 8) Case studies were wrltten about each child. = Stake's
- &
understandlng of a case study follows:

- descrlptlons that are complex, holistic, and .involving -
¢« a myriad of not highly isolated variables; data that
'~ . are . likely to be gathered at 1least partly by.
personalistic observation; and a writing style that . is
informal, perhaps narrative, possibly with verbatim
quotations, illustration, and even allusion and
metaphor. Comparisons .are implicit rather than
explicit. Themes and hypothesis may be important, but
they remain subordinate to the understanding of - the

case (1978 p. 7) C »

Themes conmon - to all the studies emerged from the data. ‘'’

]

These findings are presented'in chapter V.

)
¥
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The Pilot Study

L) ¢

‘A pilot study was éonducted - in an'Early Childhood_ Services
clas§J.‘The}pﬁr§ose'of the pi1ot sﬁudy was (a) tg ﬁétermine
thé  age*'of :the child tho would provide ‘the required
information, (b) to defermine_ tﬁe feaSibiliﬁy of. working
‘with one ~child within tﬁe 'clasgroéﬁ{ settiﬁg,  (c) to
deterﬁing:if an éﬁdiotapé»and reséarch noteél adequately
recorded fhé‘communication, aﬁd (d) to become familiar with .
the procedure Cand maké modifications to the .design if"

necessary.

1. Procedure

Ten é%ildreh in a séifAcontained Early Childhood .Servicés

cla#Sfoéﬁ ﬁetfwith thefresearcher'for an évéragefof'eithéén
minutes each, producing ninetéen .samples; J‘Initially/ the'
reseacheér andﬂgqildiworked at a table Qithiﬁ the ;classro@m
settiﬁg._This settingﬂwas abandoned when we fbund"thié'table
'_became.tﬁe fégéiypoin; of the clhésrooﬁ. It-waé difficult
 .tb differehtiate'the voiéé of --the child who waé‘hakihg . the
: marks-on the paﬁegb fromvthe'voicés.yof the other fchildreﬁ.
~ The ﬁany distrachQns hade fit'impdssibie" to record the
child'é nonQVerba% commuﬁicéticn..g’Movingvinto a ‘storage
room étfached to the- Early Childhood Services room- aliowed>
for completion of'the pilot study. A;though'the teacher ahd )
résearcher used 'the term 'making Vmarks.*on-'ﬁaper'{ thé

L R
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.7 :
students readlly spoke of wrltlng and draw1ng »The.childreni
were glven two pencils and paper: and told they could do
anything they wanted on_the paper. The audlotape placed on
‘the table'recorded'their'verbal commnniéation and‘notes were '
taken by the _researcher‘on their non-verbal 'communication
'and.actions}'The sampleSﬂQere retained by’the researcherjand

! photocopy was given to thevchild Cif the_child requested

. 2 ‘ v @7
‘one. Transcrlptlons were made of the audlotapes\\
2. Results S B .
.

The follow1ng conclu51ons resulted from the pllot study
a, ‘Because of thelr school experlence and age most of
.~ the chlldren were’ beyond the tran51tlon stage
‘gllbetween‘draw1ng and wrltlng The majority of the
' children wvere "alphabet" conscious: and "alphabetﬁ
‘drawing was ,present in’ seventykper cent. of - the
samples. | |
b..The researcher found it dlfflcult to work with onef
child within the classroomwsettlngf he popularlty"
of the center resulted in a noise level which did
~ not allow the researcher to dlfferentlate the: v01ce
| of the child under 'study:‘from those 1nvolved or
- watching. vThe‘amodnt of distraction didvnot ‘allow -
for.adequate-observational note-taking on the ‘part

~of the~reseacher.



e

. C. The‘audiojtaping; samples and observational notes
,.s \ . .

adequately provided the needed information for‘.the"

study A mini‘hand held audlotape was found to be

R

' less 1nt1m1dat1ng that the cassette model '
d. The researchervdeclded‘to - look for a'younder"gronh
~of chlldren %he research would be conducted on a
:one- to -one bas1s to allow- for adéﬁ%&te observatlon
and fleld notes. 'The 1mportance of av01d1ng the use

- of the 'terms _"wrltlng" and "drawxng" ‘were
‘reinforced. " The researcher found it was  pot
_'necessary to‘_give instructions_ after greetihg the
children. By having the materials available the

children began on their own.

Summary

_The studyswas designed to ekamihe the interrelationship' of
| draWing.aﬁd:writing of young children.' .Six fOur#year-old
chlldren selected from ‘a day care program met with Othe
researcher in order to "make marks - on paper"' The
researcher, 'takind the 'role of part1c1pant observer;'

.interacted with the chlldren, audiotaped the, conversation,
/ . . .

erote research notes, and collected the samples. ‘Study of

the transcrlpts, samples and notes taken whlle observing,

led to the wrltlng of the case studles.,_The studies appear -

~
{ [N

" in Chapter Iy whereas~the summary of thefstudies appears_in
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Chapter v -
Case étudies'

0verv1ew
ThlS chapter contalns the case studles of each of the - six
chlldren 1nvolved in the study Each of the’three boys ‘and
three glrls from the day care class of four year olds het
: with the researcher from three t&%ten tlmes for an aVerage"‘
of»twelve-mlnutes.' Durlngvthlsdtlme they,prodqced a total
of one hundred and nineteen’ samples on which they ‘nmade

"marks" with a colored marker.

' The chapter is divided into aeven'sections. fhe overview is
'fcllowed by a'case study cf each of the six children. The
case studies of the three girls (Erin, Nicole, and Sarah)
follow those of the boys (Tyler, Hague, Karl)

':;J

Tyler

Tyfer spent time with the researcher on three occassions,
but due to sickness was unable to continue in day care.
During these'sessions, which averaged just _over six minutes

invlength,'Tyler produced seven sanmples.
é . N o

1

Tyler had been with the other five children when we met as a
: S C : Y

‘group in order to become acquainted with each_other and the

project. We had- met in a very small classrqcm in the

basement cf the day care. During'the second session - it

s R
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. .
became evident that Tyler was apprehensior about being in an

unfamiliar room with someone he did not know very well. -
4 . . -

.~ —

Tyler sbundéd as though.he knew what he was going td do wHen>
he came 1in for>the' first 'session. ";'ﬁ gonna ‘mage a
%layground —-purple" ahd ﬁith that.made tw§ pufple squares,

one on top.of the other. "ﬁqw I.need.black_ovér it". With
easé.tQQ black marke:_wentmrqundana.rqun&,makiﬁg a circular -
écribble on-top of the purple.‘ He started using the blue
marker in a similér .métion but soon switched to M;é;
back-and-forth motion leavian.the' area at f e cehpéﬁﬁ
'_éonéentrated in blue. That -goncludéd his drawin‘ '-qﬁhenb
c.~d to .explain:it, Tyler said the purple wés a circle

playg: 'nd, the black "goeS'ring-around-the-rosy"» and the'
blue "jc s flop, flap over on the birds". Apparenfly Tyler

was relating~hié'experience with the playground.

At the I .gining of the next sessioh 'Tyiér'wénted;to trace
around thé'tape recorder with the marker. - Like some of ﬁhe
othe children Tyier waé curious as to whether the. markers
= . a scents Just as before Tyler uéédfthe purplé; blue,
and black markers in primarily ‘a‘cir¢ﬁigr motion}tbvﬁake a
circle playgfound; . This time '§e adé%d}ﬁ Theré's'i;té of .
people'Who iive' in the castié":v ?fhe. next piCEﬁré, a
_'balloon, was drawn by fiercely moving thé markers around on,

the paper and over the edge of the paper.. This time he did
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-ry a £few straight lines which broke from the circular

action.

When Tyler was told by the researcher that Erin and Karl had

completed a number of -drawings, Tyler decided to do a few -

more. The next one, unnamed, was ~a conglomeration of
* “ ! N . . : N

circles and strokes scribbled randomly on the .page. At

4

times he was not looking at the page as he appeared to'enjoy‘_g

the feel of the marker on the paper While doing thls he'

sald "I can color, rlqht’" Although the last plcture began
w1th c1rcular motlons,'—more back- and forth motlons were
ev1dent éAt . the conclUsmn of the draw:.ng he’"scribbled

:f?‘
frker to make one area darker. That

flercely with the blqgc_
;“‘
was . "the blast statlon" In the hurrled conversatlon prior

to his 1eav1ng, Tyler was able to,bo-vey 'that he lived -in

I

land W R 3 - ’

B

Tyler's drawing .in the 'last session~ showed a ohange' in

ﬁgrmatlon. Prior to this he ‘had used malnly free-flowing

'

"Tronto" gnd that "his house Was on a little island on space

Elrcular motlons, but this time there Was an attempt to

1ncorporate more form. He began by making a- purple

‘réctangle, a black circle, and a purple circle. . One was

made after the other and placed in a triangﬁlar formation on

"

" the page. Each time he went over the.éircle with another

color. Tyler did not call these circles. To him they were

triangles. The last one he drew was the most 'complicatéd.

.
4
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He made a purple circle amd went over it. with the black
marker and ggain with the purple.' With the black narkef/rhe'
made tk2 lines thiokerh and then .added a trlangle to thew
bottom of the figure. He‘ started w1th tlght -controlled
‘motions cdloring the area. but eventually those motions
expanded'to the larger circular ones he had 'been'vusing '

previously. P ' S

‘went over the purple > the black marker and made short

N

heavy back and- forth motlons on the. left side as he did so;

He continued hj v"decoratlon" of . the bottom and'51des with

g:ﬂ B
controlled haﬁ@ m§¥10n§ and began to scribble with larger
; 3 -Q . a |
strokes throwqh the center. ' It waSJas though his ability to

;. e uJ, 5

*control his han motlons had cbme to an end, the spring had
- 1

¢ been . released'fand his strokes led to .larger back-and-forth

IS

motions and eventually to larger c1rcﬁlar motlons through

4

'and around what he had been draw1ng It apg%ared as if the

proceSSfof,maklng the scrlbbles~wasfmorgﬂimportant than what
o KT . - 4 ‘:’;: N x?, ' :
he prodiuced on the paper. A

- »
<"' “ b "";

o
- To, the rlght of his draw1ng Tyler dec1ded he WOuld make a "T

OSSP 2SS

for Tyler and my names". ThlS was the flrst tlme ‘Tyler had

(9

,'glven any 1nd1catlon that he knew the sign for hms name. He

- then made  a black line down the left "side of the ,pade.
e N . ' R .

7 Lines along the top and bottom joined it to the ™T" on the

right side. . When Tyler was asked if he -could write anything
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else; he responded -that he could not. It was apparent Tyler
knew the difference between writing and drawing and at this
point the "T“'he made was the extent of the writing‘he was

willing to produce.

‘
The majority of:Tyler's work waé‘cfeated bx r%ndomv ciréular
scribbling on the pggf.‘ It;was the mdde_withjwhich he fq}t
the.most comfortable. Edgﬁfds (1979 conc}udes‘that‘vthe
circular motion is a more natural movément'than the movement
requiredvto draw a square-v(b.65). ’éxadually he began to
incorporate the back-and-forth 'movéments ana the smaller
édntrolféd motians which‘ required a greater degree of
concentration. No 1§hgér could he be looking ‘elsewhere as
'Hié marker roved around the page.'.Duringﬂfhe'lasE session
Tyler was ekperimenting with the recurring and flgxibility
principle:. as éhe shapes took on different forms (Ciay,
‘ 1975).> Usually he was adding Lsome feature to‘the shape or
trying a different hand movement. The last sampie was the-
only one in which straight strokes were used to any degree.’
Concentration and contr?i of hand motion were necessary %o
complete these. Tylef-' did not talk a lot while he ‘went
about his wb§g. then he -did it was mainiy to name wﬁat he
h;d made but he did not revgél vef; much of his thinking
through his talk. . From some of ﬁis comments it was evidentl
tgét there was much mére going on in pis_imagination. The

.-

!
«
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few words he said only revealed a glimpse at the~'multitude.

- of thoughts which were probably tumbling through his mind.

-

- Hagque -
o N\,

Hague made sixteen samples in the sevelfsessions he met with
» , . . . . ¥~_ﬁ ' i .-

the researcher. ~ The ~average se551on length~ was, twelve

minutes{ Haguenhegan enthu51ast1cally by saylng,'ﬁI gonna
make a picture of myjmom".. Taklng the black marker he began
'a”circle'near the;bottomnof the page;‘ The;facial .features
included~‘eYes, ‘eye 'br0ws,g nose, mouth and ‘hair.t A
Sthk type body was attached It'wasvinteresting that Hague
posltloned the paper S0 that "his mom" was lwing on . her

~side. He did not explaln hlS drawing or tell a story as' he
LY -

drew.

His second drawing was of a w1ndow. . He began with

v

1ntersect1ng horlzontal and vertlcal llnes & Llnes drawn at

s rlghtvangles completed each of the quadrants' separately

A

HlS next draw1ng was also of a w1ndow but he 'used a.

dlfferent approach to’ complete the frame. 1'He _drew the

1ntersect1ng llnes aslybefore. Beginning at the center
R
bottom of the page a llne was drawn along the bottom, up ‘the

'rrght srae4and across the top to the center 'ef the pag

. The left. 51de was completed in a s1m11ar manner. He dld not

4'\

speak whlle he was draw1ng and only repeated the names of
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- , oL Q-
his drawings when asked if he wanted to say anything about

them.
vRememberlng that he had the opportunlty to listen to hlmself

i
]

au the concluslon of the previous session,. Hague began the,
~second sesslon wlthva little ditty just to make sure that
his uoice_Would be recorded. Atvvthie sitting he' agalni
concentrated on drawing the human figureAand a windoQ{E_Then
he said,"I want to make a picture of myself and my doll and
my baby"._ As with the first paper, the figures were .placed
on thelpaper aS'if they were 1lying on their sides. He
.began Wlth the eyes, drawing first the puplls and then the
outs1de of the eye. After drawing the nose &nd mouth, a .
circle enclosed allﬁthe-facialﬂfeaturesf"Again a stick-like
’body completed the 'figure - "That's my dad", commented

&,

'Hague; A smaller circle w?e““drawn above the head of the
o firet_figure. Rememberlng% td lntlude halr, Hague returned
to‘the first figure and did so. At this point Hague turned
his paper so that the figureSf'would be upright in front of

"him.- Indistinct facial features identified the second

‘head. Follow1ng the drawinhg of the stick body, Hague added'

hair to the second figure. His only comment was, "I'm
bigger!"'-The,rgbresentation oq'himself was infact 'Smaller

thari‘ that of hia}_ daddy.

‘Prlor to startlng the second paper Hague said he was going

e

to make a flag. Follow1ng the same procedure used to draw
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the first window, Hague drew his flag. This time the lines
 were -connected Smobthly. He had greater control over : the

marker as he worked more slowly.

’kAs the researcher put Haguefs name on the back of the page,
Hague qﬁestiened what was 'eeing done."  When Hague did’ not
agree that the writing- indicated his name, Hague was
enCOurégéd to show the%fesearcher whae his name iboked‘like.

Hague avoided the ~guestion. Instead he proceeded to make

another windéw. This time a bit of a etory accompanied what

|

he’wagﬁﬁqing. "It's dark in there now. I think'they went
to bed: Everybody went to bed". Efforts to encourage him
to talk more about his , pictures or to produce more samples

S
failed. . He was more interested in rolling the markers or

A
‘joining them end to end. When asked if he could make
numbers or letters, he said he didn't know how to, buﬁ when
asked to write his name, he fepiied,"l don't want to". He

did ijdentify. correctly that ' the researcher was "writiqg"

'yhen she was taking notes.

dgmuring the third sessien Hagﬁe again directed his energy
@%&%&Q& drawing windows. ’Exereising 'the flexibility
principle he made gradﬁal chahges “in the way he made the
winddw (Clay, 1975). The first one was smaller than‘:the\
previéuS ones but followed thelsame sequence of proeedures
used to draw theb second windew in the first session. : The

next began with‘ the cross, but the outside frame was
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completed in three motions. Hadue'tried to draw the next
window using two markers held closely together; He held t;e
markers still and turned the paper. He was‘pleased with the
result but still did not talk about what he had done; he was.

ready tﬁ go out to play;

The next session with Hague began with him playlng w1th the

markers. It s5eemed that he Had exhausted hlS repert01re of

3,

representions. Prlogrto coming to the session he and the o

researcher had,seen a butterfly in the playground. l-DrawingH
‘ . . . . » . f»’ . )
on that experience the re._earcher encouraged Hague to '"make"

Y
3 ..
£ *y

a butterfly. Haguefs PI‘don't _know noQ to;‘-‘xou show' .me
how" led to a verbal-pioturing of thefbutte;fly,é Tnat not :
being sufficient, the researcher. reluctantﬁy drew the body';‘
and w1ngs of a butterfly in the corner of the page. . Haguef

‘observed and commented, " rectangle vstuff that rectangle

s .
‘7‘7 C o ﬁ

stuff". He was beglnnlng to relate this to past experience._“
When he did begin: he -did  so very “cautlously, t stlll
questioning, "ﬁow do lyou make one?" Carefully‘he folloWed
the example. Hav1ng completed it he dec1ded ‘to make another
one. Examining it he eald, "But the body not big enough".
ﬂ Antennae completed the butterfly and upon the researcher's
suggestion Hadue‘eagerlyv made another bqtterfly, this one
:bigger than tte second. ‘ Having gained confidence in his, own

ability, Hague proceeded to’g@raw another butterfly adding

his own stories as to where the butterflies were flying.

i



63\

~ At the beéinnihg of t%@’ .Ajfsioh Hague had refused to do

anythlng on the papeg;f ngzlt because he did not have an
. F ’g. R ) .
example to follow? Onée ‘more the researcher pursued the

¢

writing of histowp name. He replied, "I don't know how 'te.
v'dd it". Comparing the writing of his name to drawiﬁg.ofuthe:
butterfly, and aiso gquestioning him as tofwhether~or'not higﬁw
‘pareuts had written his'.name for him,. still did not bring.

- Hague closer to an attempt to write his own name.

Having experienced a measure of success in the previous

session, Hague was eager @tGTSHdw'what he could do when he

e

came to see téﬁ' res%?nch

;Lfot his next appointment.

\u’

Without- he51tatlon he ma&e tWO butterflles commentlng,

L g

I write on paper..,I"iike to make a lot, alot; of
' butterfly'on theee paper and Inuant to make on ‘these
paper butterfiy around it, make a lot ef‘butterfly and
off the paper...Now I'm gonna make a different kind
~ 3

after 'that‘ one...I got theﬁ. ' Look /at those -

butterflies - ' » o : \ :

Ew

Hegue's enjoyment was evident by his happy disposition and

eagerness to_partiéipate. As he made one butterfly after
another, veriations of his o;iginal appeered in both the
formation_ef the body and wiﬁgs. On one instance he made
something he did not like therefore smudged thrdgh it with

his finger.. #e later used _this same teéhnique‘in order to



"color in" the body ‘of the 'butterflyg Continued
experimentation revealed -that if he madé dots with the
markers and then smeared them, the desired effectA came
'abdut{ With greater cencentration he squashed the markers

down upon" thehpaper so -that there would be more 1nk for him

<

to smudge

Hahding,him; a third' piece of paper the reeearcher again‘
asked'Hague tobwrite. .His reply'was "T'm gonna’make %' No,
you make a car". | By follow1ng a 51m111ar procedure tol thatﬁ
used in maklng the butterfly, _the' researcher encouraged
Hague to become more involved.  The markerjwas exchanged.

ES

'betweén Hague and the researcher. 'CooperatiVely,'and'with a
Ly

great deal of verbal coaching, a car appeared on the paper.
At one pornt he referred to a “c1rcle rectangle thlng" _A'ﬁl&'
Hague made two  more, each expre551ng varlatlons of the
original ‘His motiohs were cautious and slow,‘ exhlbitlng
some of the same lack of control apparent when he was makingl
dthe butterflles. "To the_lnvltatlon to qute Hague replied,
" "How about,donﬁt waht to...I try-did to hut’how'l cah't...I
L §

don't know how to".

Four days,later Hague came again and this t@ﬁe with an idea
of what he ‘was going to do. It was‘al variation'cf the
| w1ndow he had made at an earlier 51tt1ng " He proceeded'withl

a greater degree of confldence than had been ”shcwn

previously, creating a 'mcre' complicated design which



included diagonal lines; ‘He exhibited great icéﬁcentratioﬁ‘;
Pnd care so that the inrerior lines d1d not extend beyond -
‘the‘borders:created by the rectangle. More control of the
marker was evidenr now than ia’the_previous-samplef; “Hague

then wanted the researcher.‘te show him how to. make ca

- ’ ' : _ i
triangle. He tried on his own a%g' rubbed with his finger &

~when the SidéS'; ;Jvld 'not come -together' exactly

”Encouragement and dlrectlon from the researcher allowed hlm '

to finish the next one.

At the  final session when different  colored markers.  were
. v A .

" introduced, Hague was interested ‘not only in seeing what

AN,
B3

kind of marksvtheyr would'maké, bufslaISO‘in cbnstructinéa a-
long marker by attaching. the marke;siead to end. For his
“second sample he 'held two markers side byfsideband‘proceeded
to make a face. -Sédiggles 'at. the top of the head
.represented hair and Hague talked‘abqutb"coloring}them in".
This was the first time ‘he had used the markers in “thls
manner. On the other eccasions he;had'made smﬁdges wirh his
‘ fiﬁger ia ‘order'to "color in"athe' area, 'Hague's,‘first;
samples had been a_repreSenration of a hdﬁan, Even though
the last one'was_done wish two markerstit displayed g}eater

. ' : B
detail than did the first'one.

Although Hague enthu51astlcally beGan the flrst sess@7@ w1th »

the researcher, some of" that enthuSLasm seeméd to wane when

-the Vg@&ety of representatlons_was exhausted or when he was
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:asked to do somethlng in which he did not have Aconfidence
~,_“Atthes,e times -Hague enjoyed playing with the markers byt
. rolling then or attaching them end to end.

'dHague s ability to control the marker increased with tlme

) Thls was espeCially ev1dent in the second last session when
eHague again drew a rectangular shape. What began.as awkward. .
~movements evolvedO 1nto contrelled moyements *which‘-fairly

Jaccurately represented what he wanted deplcted on the paper.

:Smoother line ) greater detail and a sense of balance were

_ yev1dent in the samplet

4 o o . N | B A
It became app rent to'the researcher'that unless‘Hague"was

Tgiven'some 1rection andQ guidance the sessions would not
vyield meaningful samples nor would Hague be happy ‘He did
not want to attempt something he was not rsuregof. He was

not ready to take that'risk,' As‘Margaret Donaldson states

Thus a very 1mportant part of the job.... is to - guide

-the' Chlld towards ‘tashﬁkﬁ where ~he will be able
. ]

objectively to do well but not too ea51ly, not without
- putting forth some effort not-thhout difficulties " to

be mastered, errors to be overcome, creative. solutions

t be found. ‘ ThlS means’ asse551ng,his skills ‘with
sen51t1v1ty and accuracy,’ underStandingethe'levels ‘of
. Lo 7

his confldence and energy, and responding to his errors .

' . in helpful ways (Donaldson, 1979, p.120). BERS

v ) PR . . . N
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"~ in" an, area.

‘researcher had asked him to ‘have hlS parents show h1m.how&to

67

Hague did what many ch&ldren would do. He empIOYed the oniy
way of learning that he knew, which was to pick out- special
features of mature adult performance and seek to master the17
steps involved in achieving these effects_(Gardner, 1980, p{ﬁ
158) . Given an example Hague chose first to copy itifusing“

-

the skills he possessed. - Although his beginning- movements

‘;Yere tentative,’_he gradually exercised the generating

”principle (Clay;, 1975) experimenting with hand movements and

with variations on the form of the object to be reproduced.

~ "Through the process of looking at, manipulating, examining

1

_in detail, and 'seeing relationships of' size‘and shape, an-

understahding of the object and space was formed" (Brittain,
1979, p.189). He was able to evaluate his own product and
make the necessary changes in the case of both the butgzrfly-
and the car. His immediate method of compensating for .
something he con51dered 1ncorrect was to. smudge the ink.
His original 'smudging »led to a ‘faSCination.with "coloring_

Y S

3

' Hague had an awareness of geometric shapes as was evident

by his_comments,"rectangle stuff, rectangle - circle thing,

I'make a Squaref'and i didn't make a‘triangle" Even’though
he was repeatedly encouraged to do so, at no time did Hague
attempt to write or draw 1etters. At .one. p01nt the

\

write his name. -During the next session he said, "I try~&1d
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to but now  ;rcan'ﬁ". '.Earlier in the same seésibn he had
referred to his makiﬁg buﬁtérflies éé “writiﬁg on ‘paper",
Brittain maintains that’ there seenms to be a parallel
_ develbpment‘between the‘échieVemént of fofms in,aréwing7.aﬁé
writing}."If}a.'child makes élosed forms in_draWings, .his
writing also inclﬁdes closed forms; If the child is sfill
scribbling on ‘the péper, the Qriting sample, although
_smaller,‘is-also primari1y a scribbié“ (1919; p.58).. Hague
did have difficﬁlty making closed forms - as was evident in
" his butterflies, cars, and attempt at the triangle:; Could
this be the reasonior was it that‘he,needed to be~éﬁgwn“ how
_'béfore he would attémpt the writing of his name? - :
_ . cT , -
As Hagﬁe be@bme more familiar with the researcher he became
more verba}‘as Hé made his-'mafksldn the page. He appeared
to‘enjoy himself while ﬁe was at the task and also took tiﬁe
“ to "play" with tpe'resear¢hef.- .Afﬁer ~having taiked with
Karl, he too decided to color the resear¢h;r's and his own
>fingerbnaiis with the marker. He also enjoyed listening to.

[N

himself on the tape recorder.

‘Karl

Aside from the ‘intrdductory session, Karl met with the
researcher five times from May 29 to June 11, 1982. The

sessions ranged from four minutes. to sixteen minutes; the
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average being eleven minutes. During this time Karl
proddced nineteen sample draw1ngs as well as a large amount
of_ recorded speecmp This gave 1n51ght 1nto what he hwas

thinking as he went about his producing.
. , A

Befone Karl was ready to begin it was important to him to

:“ail‘the surroundings of the room. It was a room in

. flsement of the day care center; a room unfamiliar but
ok - ¢

scinating‘to Karl. The first marking on‘thev paper
(was amﬁg ibble ih the lower right hand corner which he named'

"an Easter egg and a bubble bath"', HlS .ideas came from the

| pictures on the wall. On the same ° paper he deCided "to do a

| man that has a sword of stone Crystal" " With concentration

and control of hls hand movements . he represented Stone
Crystal He pointed out the nose and eyes after ‘he had drawn
them. As if to release ten51on after concentrating so hard,

Karl returned to the bubble ‘bath and scribbled furiously
over part of his original depiction Saying the second -
sample was going to be different he - dec1ded he would ‘"make
Stone Crystal's ‘buddy". "Again with concentration and

- control of movement he made Stone CZystal ,and his buddy.
‘While in the process he commented that it was hard to do
and made 1little n01ses to hlmself during his intenSe eé
concentration. Prior to "making" the hair he sa1d what Iuaé%'

was going to do. The marker soon became the hair and was

randomly circled on the .page with such vianr +hat Tawd aaias
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"Calm down. ©Oh,.oh, Thair's gorha blow awagh. The last
thing he did was make a heart in the sky and;colored inside\‘
it. His'lackyOf control did not allow him to color inside

as he had wished. -

The second seésion indiéatedﬁthat Kafl had a very‘"éctive

imagination and ‘could . easily flip 'ffgm' one subject to

another. Tb begin with Kari was again .preoccupied with

Stone nystal. He represehted' him in fhé ﬁanner that Tﬁqny

children his age would -~ a.circle‘with twb lines ’extendinq ‘
downward. It became apparent that the process aqd the feel
: of the.marker on tﬁeraper was more important to Karl "thgn
the product. ~He drew a-sword and in his-attémpt to color
iﬁ, freely sbribp%gd over both drawiﬁgs. hithough it was no
longer distinguishable to the researcher, Karl pointed .out
"a sword, a facg and his feet gn%;his eyes.x,;He's all
purple". He placed a second paper 6Ver the first one in an
~attempt to copy and:?reate a '"buddy" for Stone.CrystAI. He
held.the markervawk;érdly in his hand but was delighted both
in the act of'scribbling and i% the creation of the "buddy".
and as if’gy magic it appeéréd, "There it comes!...Aw, ready
for Stone Crystal? A buddy". That same delight was evident
as he made the third picture which began as Supermah bﬁt

‘later turned into-a robot. Here again he began with control -

in his hand movements, making a circle with a pattern of
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‘linés within it. His scribbling to color it in was more

controlled than in the préyiéus drawings. - _

On the né;p paper Karl méqé5a4ﬁatch. This began in mlch the
' same. manner as }the previdus. drawing - a‘ qircula; shape
enclosing a pattern of ééfibbles. This time Ka;ludigv not
¢color it ih, but lookipg‘ gé{the scribbles asked, "What is'
that number? R?" Looking more closely he became more
excited‘when'he found a "K" but.immediately said, " But I

don't know how to make a 'K'", Taking a bldé,mapkér he
vigorously scribbled 6§erhthe original marking. Whgn asked
why he did that, he replied, -" 50 I' can have a’ ’wgtch".

Obviously his markings were taking on different meaniﬁgs for

him fhan those apparent to' the researcher.

0}

Wwith some encoufagement from the:researche;, Karl attempted
to put his name on the/néxt paper. - He madeﬁa'black vertical
line with a/pgrple line extending at an upward angle from
the top and.a green.ling extending in a’downwérd anéle ét
fhé bottom. As he was déing so he‘said, "It's-hafd.' Does
that look better liké‘that?, It doesn't look like a 'k'.
...You ‘put two marksﬁoﬁ the things but it doesn't look like
a 'K'." Té make an "r" Karl turned fhe page and beginning
at %he bottom made a line that~curved toward the fiéht at
the top. "Does that look like an r"" asked Karl Looking

at it 1n comblnatlon with- hlS prev1ous markings, he p decided
vy
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story began to unfold as he drew a man beside it. Becoming
; ,
more involved he drew big eyes ‘to depict a "scarey man". He |

began to whisperJ/and eventually let out a loud roar. ‘At

thlS p01nt Karl was totally 1mmersed.'in his hunting

adventure and found part of a i
amarkings. "He'g trylng to always hgv‘ S Looks like hets

trying to roll hlmself over" Karl{. B2 tail and "big,

large feet" and became carried awav‘ s’ h; .made_'large
extenz}ons draw1ng beyond the edges of the paper. His story
contlnued "He's trying to shoot a rabbit but- It. caught'
A rabbit and he's- The rabbit scratched him hard, the
, monster...ges; the monster and he got dead". Karl continued
‘to talk about the nice rabbit that saved Opeople. The
marklngs on the paper had become an object and this “object
was alive and real to him. The manner in which Karl told

the story and ‘the tone of voice conveyed feelings of

affection toward the rabbit.

At the beginning of the next session Karl was asked to
write. That didn't appear to be a problem as he immediatgly.
made a circle with a line extending ‘upward from the
top-center of the circle's circumferencea 'He named it npn,

"Now, a 'h'." Tentatively he drew a llne starting near the
center of the page and extendlng downward to the bottom of

‘the page. A slight curve to the left completed that 1line.

-
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line to the right dnd downward ending even with the bottom

‘of the ~first line. . Although Karl requested affirmation
. S S hak ) :

: w X L Y o .
with, "That's an 'h'?", he did not receive it and did- not

continue to/make any markings onfthedpage‘until'once aéain‘
.'*encouraged_tovdo hso;: Taking a thin brown  ma;her in his‘
hand, and with the same degree oféhesitance,rhe made a mark
“on the paper.._ - W | - S i '

V.
T It-)

. Five. It's ‘a five...

v oFiOe, five, five,five.

"OOOh : T o o o
, »' .,J -. kgl‘"i . ' ) - - o
& Almost llke a “dar thlng,.thls thlng,' S 1. -

o,

f_WOOOh, Oooh,
Oooh, Oodh,

e Cars,‘cars’are gone. - . vf"; B
-4‘ ‘ . ‘. ' i Coa . . “ 9 . .
". .

fKarl's,hes1tency 1nd1cated an uncertalnty of how he should

ake the number flve. The marklng dld show the curve 'that
L3

°

s found 1n the n‘”“

»

er "5" Karl then retreated to name it ;A

é‘v ' . n' - ) )
. AU} car"' an ijec whlch was. more famlllar to h1m and wh;ch _
L N “ " »
’ .. J‘wr- -

idvd n tvhave a{standar form ae he probably felt tHe ngn

| muschave: The Ob]ect 1tse1f was not as_;mportant as,‘thej

" maklng of the mark on the paper. B

. For a whlle*Karl talked but did not. attemp& anythlng - on:
) paper.‘ Because he had already made a "P" the.,researcher f

o encouraged him to do 'so again. HlS questlon, "What does a .
= . o - e

! C . o . . o

m— _ -
e . , }
L 3 . . - L i . o
. : \ .
' .o . at . \ .
- N . - ~
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1p! look like?" confirmed 'the experimental nature of the‘
first attempt to make the‘"P". Although he looked back at
mit and traced'over it‘with‘his finder, he did not want 'té'
. put marker‘to paper. Instead he sudgested,'"whét if we make
a t01let7" and then proceeded to make a series of hlue’ovals -
or circular shapes attached to .each other Not all ywere‘
closed shapes. The importance of ~hls telllng the Storyv
alOHQZWith:hiS drawing ‘was emphasized by. the fact that he
wanted todlisten‘to‘the tape recorderﬁf

G

Karl wanted t0'see Erin's work but allow1ng hlm a- peek -at

it was a mlstake, as 1t only conflrmed Karl's notlon that he
‘dldn t.%know how". He resortedtto oo}orlng‘hls”flnger_nalls.
With'the blue marker. When'it was suggested that Karl go.
out to play, he qulckly took the blue marker and scrihb"‘

. -on another plece of paper. : He pressed hls finger on the‘

"
,

resultlng blue. scrlbble hoplng to have. it functlon as .a
-hstamp,pad h Very qulckly two men carrylng sWords wige draWn."q

ne ‘had a head body and legé.whereas the other’ had only a

L *e

hrhead and legs . Karl continued talklng and sxnglng about

AY

Cthese characters whlch he had seen and heard on telev151on

Two_other mark;ngs, one closed and'the other open/were drayn.

‘neat the heads of the men. - He drew one continuons'line to

‘ enCchle most.of.thepohjects he had drawn and then announced
L R _

o . . . . . -

he was goihg.to stop«'r' + : : .
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i !
- Before beglnnlng the ‘hekt session Karl coloied the tlpS of
~ his flngers. '~ Holding the black marker aw%wardly in his
hand, he started to scribble in a c1rcg1ar mdanner butl blater
changed to a back—and-forth mctidn; Thisgagpeared to be a

| f .
comfortable place to begin since he had lost some of his

confidence during the previous session. Karl was asked to

write on'the next page. He made ‘aﬂmarkingésimilar to the
letter "E", but hisn question, "What leéter‘(is. that?"
indicated the . symbol had no meaning -oth-er;‘ than that it
: represenced a lette ; Just as before the symbol then became
‘an object thls t1me a flag ' Further encouragement to wr1te

‘1ed to the "maklng" of Peter Pan.m'aBecause there was no

s v

green or red markers, Karl used‘;he thin brown one to make a

T »

=

smal%)controlled c1rcular scrlbble whlch was 1ater coveredA

v

by'one contlnuous scrlbble u51n9 a back-and -fiorth motion.

k
Py . . » -

L R . . B

' Karl'sAscribbling with the thin brown marker"on the next

1

,paper was an attempt to make a "smelly book"m' He then madeﬁ

a stralght llne whlch later served?as a basellna ﬁo . hlS ,

. : P

rabbit. Hesitant to try on hls own, Karl trled to persuade
the researcher to draw a rabbit for h1m~ Eventually Karl,

on his own, drew a rabblt complete w1th’body, head feet and

a protru51on just behind the head Whlch could represent long
ears. HaV1ng received pralse Karl replled "A rabbit! Yes,

he s my rabbit. He' s a nice rabbit that llkes me and: you".

. /He then retrieved the prev1ous plece of papeqtamd decided he

S
X
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would make: a butterfly. It was similar to.the rabbit but
‘contained greater detail. Two wing-like_protrusions extended

upward from the body. Because it was "flatter" Karl called

it a butterfly. By adding legs he decided it should ‘become

a rabbit but it "does look like a butterfly". Further

examination led him to remark, "But it look 1like a

fly....That's thedl gge liKe that".  Karl had an image

in hise mind an¥ig gawings were. in ‘the process of

‘becoming. * He regalned his. enthusiasm and readily went on

'to the next paper to draw another "butterfly" One with

';exten51ons from both the head and the body. ' The. legs *were

drawn’ in one contlnual motron rather than as four separate o

vi,appendages asxbefore. Qulckly he moved. on\to the next paper. ‘

LN
'-Hav1ng experlenced such a degree of success he wasn't about

v

»to étop yet Very " qulckly he produced another rabbit, 'uThe“

body. appeared 1ncomplete compared to the other draw1ngs, but'

\ - ‘ >
_ the face demanded greater concentratlon in order to complete

_ 3 §
,mthe detarﬁ. The ears‘ﬁere placed beslde each other near the'-"

top\of the face. He scrlbbled exten51vely where the lpgs

#

.had.bequ on‘the other.drawlngs and then coﬂcluded, "The
. . - L -

rabbit says,'Hey, I'm ali finishedq'". When Karl was asked

to write his,name on the paper he sald that ‘he dldn't know -

z"‘w

how tb and made no attempt to do so. -

Y
\

" Because garkeré of different colors were introduced'at_ the
" next. session, Karl was primarily concerned ' with

[3

Y
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experiméntat%on with the .different colors. The new green

marker meant that. Karl could now draw Peter‘Pan He had

suggested this earlier but had decided not to because he. dld '
not have the dppropriate color. With the red marker he drew

a rectarfgular shape with one pointed bend; "There's Peter ‘

Pan's plane"( Beside this he drew a green Peter Pan , 3@ man

.with a head, beody,.and legs. The body«was slightly' colored

in. The only COmment he made about the deplctlon of the man.

\

on the next page was that he was long. . It was 51mllar to

the prev1ous one but only 1nc1uded the outllne On the next

page he traced Peter Pan by plac1ng the page on top of the :

LN b

llﬂ_prev1ous draw1ng HlS trac1ng d;d\not produce a dupilcate

_ copy Features presumably eyes and nose, were 1ncluded ”in'

s B 9

the face. ' A hat,;complete‘ with a red feather, added the

' inishing touch , 'Excitéd with the‘ prospect of *. draw1ng .

endy, he t/ﬁ& the blue marker and drew another human

,- \-e"al‘

: flgure Hg named the parts as. he 1ncluded them ' face,

I A}

,tummy,&legSa«forehead and eyes.: He. trLed the-chalk ons the

i,-"p( .

ul ! . RS

~ used to;cover it. 'Hls experlmentatlon mlght have contlnued

R}

VR

Whlte paper bdt found that it dldn t.produce the‘effect he:'

; wanted. Another green human was drawn‘and whlte chalk -was

butthis@father cameWtO'pick\him up That was the last time-

Karl was able to work w1th the researcher
2

As Karl made his markings on the paper it was important. for

him,to receive feedback. Without this his confidence

P
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; fllled w1th‘

‘really 1nh1b1te“,
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decreased'andzhe Went'through periods(@here‘he_felt he .:was

n

satlon, playfullness and'-jokes. What

) ul‘.

e kind of

',1nter§$rence (Lowenfeld & Brittain, 1975, p.8)} Problem

solv1ng was a stlmulant to pro@ﬁ;e .His experlmentatlon

W

w1th 'the rabblt and the human flgure showed that once he
N

orlglnal 's6 1t would brlng greater satlsfactlonm, '“T.rough

j.the’ process‘“ﬁﬁ“ looklng at, .’ manlpuiatlng,j exam‘ning in,

,,\‘? -h"’l-." "

'“nythlng on paper ‘These interludes - were

im? Lowehfeldsbelleves every child would
'~,withoutf

When -

': experrenced sucess‘ he wanted to change and ref;ne ‘the,h'

dé& all and seelng relatlonshlps of siie and Shape, 'EnL

through the cognltlve processes the Bblllty to ’assimilaté,

RN "

'.memory and understandlng, that we can say that any learnlng

»

.understandlng of objects and‘ space is formed .1tuls .only
.- sof e ofy-thls 1nformatlop through ‘a .largera framewbrk of . .7

takes pla&e" tf (Brlttaln,‘ 1979, p,l90).‘ ;}He. Ladlsor, .. °

odemOnstrated'Marle,-Clay s recurring principle 'where on’

several “occasjions he produced similiar - drawings  which

\

- rabbit and 'nan lacked .the reflnement found in the {later

‘drawings. -Karl's enthusiasm and excitement grew as he

experienced success and saw his draw1ng becomlng a

.representatiOn he was pieased with. - Although Kgrl was
. . (S

'suggested a schema (Clay, 1975 p.. 20). . Both the‘ origigal'



" not carry the same impOrtance as what he is able to do with

T . : . ' | 79;

intriguea by the different colored “matkers, and fdr him

b3

‘certain colors initiated certain characters, the color did

v

the marker.

From Karl's‘hesitancy with_letters and numbers, one Qwould

assume he has not: worked with them to a-great‘extenty‘.He is

. able to bning to mihd and paper somelsemblamce of.what they

_ﬂshould" look llke but aswyet the maklng of letters was 'noti

,'absorbed in  them that<~at times they_'became the~'object~

'1tself,-

Eixarl's first attempt at letters‘was‘ a "K" eng:then an Myw,

4

'somethlng he wished to-pursueh The rabblt or man in,’ hJ.s'~

T

storles held far greater; meaning for hlm. . He became_ ao“

)

-

' S .

Pl

' Because both of these letters 1we%e part of hhis name ‘they

..v

held a certalna amount .of 1mportance for. hlm. v He wasu

o'

rconfldent that the representatlon for ‘the "P" was’ t

srﬁ »

“P"-, Hls attempts at am '“h" conformed to some of.the nand i :

s .

movements neoessary “to complete a- cdnventlonal "h"" ‘When he

Tuv ‘/ v Al

bmade the I"E“, he knew he’ ha@_ma@e' a letter but was not

e s 4
-

certqln,of;what he had made.

t Karl‘knéw the difference between writing and dfaWing.‘ Each

’time he was .asked to write he made an -attempt to do so. The

motions used were linear rather than'circular. He did not

necessarily continue.ih'the.mode"he started.’ Depending on

%
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fhis~lével:of- interest. and -his = power of'concentration, his
subjécts‘very,easilyfchanged so that the subsequent markings‘

could be an illustration .for the story in which he became

involved. 'At” times there was also a ’change .in" the

interpretation‘ofithe shape“that he was making. Karl - felt

more‘comfortable‘drawing than he did writing.

v T . , -if, %k‘

_ Erin; an 1nqulslt1ve four year old glrl A met w1th the‘_

researcher ten tlmes durlng whlch she produced twenty five

samples. Approx1mate1y half of the sessions were copducted’

<

1n a small class room 1n the basement of the day care center__

“

and the other half were conducted in the office of the{

adminfstrator of the‘center., At/all tlmes Erin.shOWed _Fhat;

T - : Y L S :
she was. very interested in her surroundings and . her

) ‘conversatlon often reflected her surroundings or other areasa'“

: of 1nterest while she was making marks on_the page.

~ - s
- N N

"Théifirst mark made on the ‘paper, in~the'initial/session was

©

t

an_"E". SOOn'large wavey scribbles extended/across and to-

‘the left of the "E".  The line was eventually carried down -
~ the side of the paper along the bottom, up toward theah‘:(er

e -
making a large curve and then agaln up to the'top.n At this

p01nt ‘the llne was a road ‘A circle in the curve served.das

"an eye for that road"J hs she added eyelaShes_it became

‘o 13l :
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whaﬁ‘Kellogg‘WOuld call"a radial (Kellogg,l96§%p.75). « Thé

eye was "looking up in the sky" to see the clo' s,'so Erin

' made clouds kmore scrlbbles near the top of ﬁthe page)

)

Fem

Suddenly what she had drawn became a little funny dog which

‘'was looking up at the sky. Just as one can find g%@rlous
shapes in the clouds, so it seemed she was finding-’ her
drawing had taken on a new meaning Later she COmmg on

the long dog and de01ded she could call it a "ti
She looked at the surroundlngs in the r?om and asked
questlons about the tape recorder. ' She came\_back to her
paper and sa1d 1t was a giﬁkadog "looklng back"vrather than_
i "in the sky" - She p01nted out “"his- long tall" | At one,.

7

t.p01nt 1t seemed that the paper became a map upon whlch vshe”h
drew an ob}ect but not necessarlly 1ts v1sual representatlon‘
(Brlttaln, 1979, p. 12) ‘ Indlcatlng that she wanted to do
" her "homeworks" she began by maklng another "E". She then-
E made'a representatlon of ‘an "n" but was' notocertaln‘as to‘
‘:«-,the.name‘l’o-f, the letter. o e S

. . L e e g . : .‘ . | |
_ The first marklngs on the second page_represented- Jamaica.
As she added the. leaves to the trees'she> again used the
radial formation. gThe‘ rectangular shape 'she drew 'nextm

represented a  door. Inside it -she made an eye that

" gradually was enlarged as she continued going around it with
' 3

vthe marker. She stopped to draw %ghorizontal llne above fit‘

and toward the bottom'of the shape a straight llne'for the

Q.

o



mouth in order to make a face. : Commentihg that, "It isn't

even,"'she.co;ored in the left half of the shape so thatwthe

face was no longer discernibie. lConnecting one markér t¢i7
the other she eventually tried to use the threeL%maﬂkers
while they were attached end to end. The result§ngh shapexﬂ',
was "a whale eating ali his_'food"._ It was é? miniature
reversal of the vshape‘she ‘had made onh the.previous page.
Erin's narration indicated:that the ‘marks’on the page were
an unrelated collection'of'what she was able to produce in

| the-drawing mode. ‘ |

;After belng dlstracted by a - purse ‘on the’ _shelf, Erin
returned to the third paper. . She began_w1th."tw<3~ lines ‘

51m111ar to the maklngs of an “E", used a back and. forth .

‘\motlpn‘to go -over 1t‘and then,decided'it.was time ' to leav?.

S
-t & h B I
;" .

;Durlng the second se551on Frln made a mark whlch resembled

. <
L ¥ .\“

an "H" \d above 1t an "1" : When asked what she was d01ng -
&

‘she,replled, "I don't know" ~ As> she made ‘tRe next mark 'a;,

: backwardsn3; above 1t she sald '"What s.that?.,.hu,three".
She named the next mark a "5"' This;was3the only time}.she
"‘made numbers. She continued with "5 representation of her
name and named ‘the’letters.l’ When she saw’the researchera
putting-her name on the.‘back-of the.page Erin commented,"i
spell it with E R IEN".- | Taklng the paper she said, "I;ll

. write my name," and'starting in the upper left hahd corner

of the page proceeded to do so. . It more accurately



<

i
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‘represented her name in that it contained a marking which to

a greater or 1esser~ degree stood for each letter of her
 name. ‘Her attempt to write another letter did not
materlallze beyond a llne  she told of closing the curtains

and windows because o. an oncoming storm as she moved her

marker back and forth solidly coloring over the initial
{ 4

line.

. In three of the ten sessions, Erin choose to trace around

her hand. -She did so in the second session and this did not

prove challenging until she decided alring was necessary on

nerffinger.?:This was also one of the occasions in which she

asked the researcher for help as she was trying to make

-somethinq This time = she wahted to "draw" a ring and the
second tlme shevwanted “to draw a heart. ~When-she did not

.receive help she eventually drew a band across one ofi the

v

flngers she had fraced on .the page “The4heart prog@d -more

1 drﬁflcult and caused her to give’ up ' ‘ . i

®

_nOn'the'third,paper she traced her hand adain and extended
w thebgrawi

‘fingers

éhgrawing to make her arm. She began to color between the
[N o .

er

‘esaying "I think I'11 make a gun in my hand". Her

S N _
changed from "shooting somebody" to "shooting a

rooster" whlle she drew a c1fc1e and made an outline around

R
L

it. Agaln Erln got up to explore the objects on the shelf

- of the classroom. . Shé returned momentarlly to feverishly

color with a back and forth motion over the trac1ng of the
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~ hand saying,“ I'm pretending' this is all the blood when I .

e : v
and said," I'm jUst} thinking. I really came down here to

fell down". She @@ain returned to the objects on fhé shelf

play with the_things".

e
'Théﬁ third session ﬁqgain- saw a preseﬁtation of her
'“homéwbrks". In the cé;téerf the page she made aﬁét was
‘the largestvshape'pn Ehefpage. ,Itffé$$§§§§d the letter.."D", .
Qut Erig diq not ’name it as such: é%éﬁéghen'began in thgj
middle of the page working from thé left to right making "E
irM" for"hef name;' When the next lettef'did not work out
to her satisfaction she gcribbled tbxough it aﬁd ~‘then
continued to make two mofe"IE;s" and an "i". She héd cgme
to phe edge of - the page. Indicating she had "to go behind
it" Erin\turned the éaper " around and continued with an  "m"
and two "o's" ’to the édée of the'page._ -The oneyrow of
letters stretéﬁéd across the page with -one palf being upéide
down in relation to  the other half. On the next page she
started with a line t£a£ looked like an. "n", but when she .
was asked what it was, said,"i don't know". She drew a
pictﬁre of' a girl inside if and later transformed it into a
T.V. by adding buttons on one side. Having decided the T.V.
had broken, she scribbled through the buttons. She decided
the girl needed more hair and a cféwﬁl Picking up a blue

marker she "made a line. better" and drew extensipns'on _thé

top of each side of thé figure and said, '"the teddy:bear has
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ears". Aftér adding biQeféars to the girl, she took the

marker and starting 'witﬁ.the legsf completely colored over

the figure thereby obliterating it.

Erin's next session 5§gan'with an%indhi;y about listening to-
. : . z. :

the tape recorder. She Qas conCerned~Whether_Karl and'Hague

had the bpportunity to listed to the audiotape. While

g A wbi a9
. 1‘._{":"—5‘ PLFTR o e Rul S A

“talking about this she made a ."P" on the center upper half

§

" of the paper and began boloriﬁg in the upper, ~part of the

"P". Her conversation indicated her intentions:

NOQ seeAhow I did anpther hpmewdrKIFOday.
More different. |

Now that's upéide down.

That's E. . | , J ?

See all my homeworks!

During this conversation she made a represéntation'of a "bv,

" a circle with a vertical liné *extending downwar& from the

bottom of the' circlé; two variationé of the pfeﬁious two
représentations and then an ”iﬁventory of _thé letters she
could make. She made five letters in a row proceeding. from
ieft to.right and -then placed two 1etEE£S,aF.‘€h%;Dead of
these in a-line, the firstiycloéest to the line of 1létters.

In front of that she made a small\figure(of a human (head,.

body and legs). o ' . K
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 After a &G}ersion to the ‘"play things" in the Yfoom, Erin
?

N

refhrﬁed to the‘table. The second %;per found her tracing
over t@é first, but her circle and line was transformed into
'~ adog: - She made nE R, I W' near the top of ‘the ﬁage and
.said, "I spell E R I ﬁ”, and then looking.ét it aééin'added,'

)s that? ERIN". Near the end of the sessioﬂ;;she

}ihét.she had to make "D's", but these shapes then
s 't’-.\‘l‘ﬁ-'!“}‘ . .

sse$ with "the sun burning on them". She had
digi'effect.

-
«

blthétfﬂErin's "alphabet" making took more

Je

igg‘than did her drawing. She delighted in ' and

e [

;j,fgéﬁéed her energy as she‘fwent about her work. In mosgi,
instancésushe began with writing and later resorted .to

~drawing.J The fourth session found her making one page of

. g4 .
.and drawing and then a page of scripbling fn/; ¢ircular

‘letters, a second page which was a cbmbination’oﬁy}writing

motion. She'said;" These are bananas but now they-won't be

bananas". This circular motion gained in momentem and size.

Erin begén théiﬁext‘dfawiﬁg. without a preconceived idea of
what she wés goiﬁa to do. It was exciting to watcbbhef as
pictﬁres ahd stofiesiwere creafed ffdm‘the markinés_qn, the
page.

I might make'a caterpillar castle.

See her hair. Because it's a hand.
~ v - '

‘ ' Soey - .
The hair. -&Ifhr ,"{land‘i
' ol



I~ Look it! i

- There's a *hand, there's the other hand, t"s tﬁe
other hand and there's the - no, and there's a 1little
hanq and there's a thumb. - | |

- |
Soon after that the same excitement was evident when a "tie"

suddenly'appeéred"in ‘her drawing. She concluded théi"4

¢

session by drawing a picture of ‘a girl complete with ™a

" jacket". As she drew she gave a commentary of what she was’

doing. _When asked to tell more about it she‘’replied, "It's

&

, . ‘ C o ( _ S
sort of drawing". 1In five of the ten st:sions she portrayed
a human figure. The elaboration-of the figures do not
increase with time; for that matter this depiction of the

human was the most detailed.

L4

The final result bf the first sample of the fifth session
sténds out as be£;g digferent from any other Erin' produced.
It was the only time everything was colored in #®2idly. She
did not talk Qﬁput what shé was doing as she started
coloring in an area with the purple .marker. Oonly after she

had included dots for.the eyes and nose, and a line for the‘

mouth did she indicate that it was a girl ghost. She then

. decided she was going-to make a chair, but having attempted

it, she colored over the scribbles ;olidly to make a cirle
of black. This was the beginning of a starfish which was
‘made by extending lines outward from "the center of .the

representation. As she was tclling‘the story about a ghost

>



being caught by the starfish, the lihes grew longer and
exténded atound the botti? of théthost..She coloréd solidly -
bet;een all-ihé extentions of tﬁg starfish as she talked
' about somethingv unrelated to what she was doing.  Upon
telling the story's cénclusion (tﬁe ghost was shpt,Aweht t§
jail, and died), she picked up a blue marker. The solid
blue vertical ¢oldring below the starfish was the jail and a

»

. small area of - black was "the mile of fence" ‘which was
® .

nec¢essary because the ghost was "real bad".

A\

'While Eriﬁ was working on the previous page she had quickly
Qmade an oblique and a horizontal line on the #cond page a;d
__fhen returned to the one she was working‘on.‘\A little while
 later she retufned‘ to the sécond page aq;in‘ to add an
oblique line going in the opposite’ direction so as to
complete an "A", She did not say anything as she did ;;.
Later when she was working on the second page and haé made
an"H“,"E","i","f", and "M", (Peferring to the marking' of the’
"A") she said,;"TEgt's a'/alfﬁerent one," and then went on
"to name the oth%; letters. Again she said, "N" instead of
'H",‘ Repeating the letters she was not sure of the "H"™ and
also hesitated on the "N". Then infront of the letters she
drew a rainbow consisting of two purple arches. She made
latger black arches ocer them, calling them "the mommy" and
then completed an outer circle to enclose' the rainbows.

ad

Erin indicated she knew what writing was because when she

|



89

>

saw the researcher writing she askedvl "Wwhat are you ‘

writing?" . RN R

The first eample in the~hext session again was a display of'
the letters Erin could produce. She began in the éenter of-
the  page and went from left to right with her most familbar
1etters "E","i"vand "r"‘\:She tPen tprned the paper side
‘Lways and begfﬁninq from left tp 'righ?)made two "E's“ and aJ
straight line. Her comment was, "I can much do most littleA
words*._ Thie was the fiyst time Erin had'referred.to her
mark}ngs as "words". She made another mark that looked like
an %n“, but then scribbled over it with the black markerj
Two lines were extended from the bottom of the black mark.
After deciding that it should have a name, she decided to
involve the researcher in her game.

Come on. You have to guess! ’ | .

You‘have te think .about it and then you have to say {it.

Don't look like a table? .

Erin wanted to "write more homeworks™ so with the paper
upside down she made- an"E" but started from gbe bottonquot §
the "E". At this.boint'she was going from the center to the
left edge of the page. She‘made a backwards ”r?and "D",
an"i","q" and backwards "F". Under this she made another
backwards "F" and again was going from right to left. She
then made a half circle-and a line, _followed by -a halt

circle in the opposite direction and another 1line. A "q"

-
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ang\”;" fallowed. Indicatlng the lhst ‘line she ,éald "This B
was different homework”. \ ~ Having '(gde .a reversal in:',
diroctionglfiy, she also made a reversal in the formation of
.her letters. “She tried an "o" but 1t did not seem to work
After aéking how to make a "y"  she trledeut scrxbbled'over

it with the  black marker when  she did not achievé ‘the

-~

desirgg effect. . (Illustration below.)

4

It seemed that she had expended her . energy on her
“"homeworks" and was now ready to trace around her hand.

only a head was drawn on the next page and she seemed to be
4 -

in too much of a hurry to even complete it,. =~

\
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"Erin hqd an idea what she wasg éoing to do before she started

the qeventh seaeion; " One vertical line was made down the:

paqe thd then some horizontal lines were made in the upper
S

,,half of the page. A blue marker concluded a siuilar lattice

w

effect on the bottom of the pege To the left she made a

line desiqn\whlch upon conclu51on was riamed’ a road.

1 s/ '

The next sample began—with Erin tracifhg her hand and arm.
Upon receiving a marker with a thinner writing surface, Erin -
began to‘ﬂake letters on the page.. She began by making an
"R"_and a "P" - with the brown marker .and then switching to'
the(black marker made "P",'"R" and a figure that partially

tepresenteé a backwards "P". She made two smallerf"P's“ in

" front of the previous ores. When asked what they were she

referred to them as "the alphabaet" but was nat able to name

the particular Ietter. With confidence ghe decided to do

~ jmore "“alphabets". Using the. 1argerotipped marker she ihdo

two larger "R's“~gnd a’"pv, She traced over these with the

blue marker. Shé Finished by making an "E" that resembled

: I AN
the backward 3 . she hed made earlier. This one had four

extensions\rathe& than the three;’ In all cases but the one
Erin starteo at the left and proceeded to the right. She

also worked from the top to the bottom as she'a;ranged her
letters on the paper. She completed the work by . enclosing
the "alphabets" in a circle which eventually becano the

outline of the head of a human tiguée. Legs, teet and hair
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‘ere added as were the facial. features which gefe\\;iqced g
: Lo AN

. over the alphabets as if the alphabets did not exist. Th

the remaininé space aqgther smaller human figure was . drawn. -

This one also was a head with legs extending from the

bottom. This one did include arm extensions from the side

of the head. Again the, top outline of the head was ‘colored
to indicate hair. After hastely making a curved line for a

mountaih on the next,pagé; Erin said, "I don't want to make

anymore’ pictures". . .
. .

ﬁ Thej:;xt>§eséion began with Erin saying,"I‘know how to make
different things". She began by making a rainbow but

eventualiy decorated ipe outside of the rainbow with slashés
v

or purpfé. The decoration below the rainbow was a "D", ¥p", °

“R" and‘ a citcuiar representation. Theée were 'her nosp.
recent icquisitions in her repertoire’of lettérs. Turning
th; paper around she decided.to "write™ her-nane,with the
blue marker. At the"conclusion she said, 'Thgf's an ‘'m'".
‘With the black marken she made an "r" and two "mfg", ks she
was reading the letters she had”gf repeat them in order to

figure out that the last letter should have been an *n"

rather then an "m" if she wanted it to represent her name.

In all her previous océqhions‘where she made a letter which

looked like an "M", she usually read "N". “It ippeared she
’ [ .

understood there was an " incongruity. Following that she

decided she was "not gonna do another one".
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i"u:i.al featuras plus a’ bit ot

A smaller human tigure was

\
too includsd a head, stomach and

ss marks " on the page were a result
tbﬁﬂ’ lsrkers of diftsrent colors.
ALH DO

mu: made a ‘-nsraor all around . the

%;zo nﬂ&‘ﬂltje A large black circle with a few .
\ l designs &gﬁd‘t it concluded "her work for that day.

anut or explain wvhat the markings

1' L X
KA
represented | %JR beqﬁ' §y-y M:alling about her sxcursions
of the day., “."-‘*U : ‘ o
4t "‘\4"}‘,‘ ) v;j 'J‘ﬂ?‘q L4

At l«'beé)' Al ",‘bw thd* final session Erin was asked to
Y: )F:"a . '\‘::_A,u. ;
L wri ;c{; ”?s f"%’?irs I have to make an 'O' ...because

" ;z—'S s ’J ' & QJ\ -
I'm mng homewo s". the upper left hand corner she

made a~ D™, Moving to ths right side of the page slie made a
4 complete circle. To én lett of 1t she m)&ie a backﬁrdl "r" ’

and "Bt followed by an "L She could not remember the name
15*._

for the wpr, .
b}

The conversation that.followed gave some insight .into her

understanding of letters. o
[ B

E: Sometimes I do different homeworks, like I do my

‘

’ -
. name homework. I do different homework like"E" and

A
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N "O" andt"NY. I $:n't do it at school. \Sometimes I
fir do it at. schoolv-Sonetines 1 don't. - ,
\Does anybne tell gfou you shou!l do it? _ |
. z: Yeah, nyself does. o o o /
}'\'Rx Yoqxselt does! Does your mommy ,tell you to dq it?
hf»' _ _;tﬁ Byt - not especially, but I try and do it and I just
. : ¢
‘think(about ig. o .

R: Does Linda [the day care worker] ever tel}l you to do

S e ¥

E: No, but.noé, not especially, but I just do it.

- - —

It appeared ‘that the desire and initiative for writing*® her

letters came tron wvithin Erin herself. ~ The nearest she
_— 3
could ooxe to explaining it was that she thought about " it

‘ 4

and just\trin‘. . Rer experinentation and increase in the

‘amount of “Homeworks" was evident from one session to the

L

. next. . ' T c

After Brin made her "alphabets" on the last sample it was
dif:}cult to tell if she wes*writing or drawing. She began’
with: . - . ’ :
I have to make ’a line asfoss ere end anpther 1line
‘across here and one :more line across there and then I.
write up here like that's a bird. i could write bird.
You wang to see wha; i could do? ... .Look,)g made a

window.
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She had made a cross to represent a bird aqd‘a rectinqular’
shape %o repéesent the wibdow; Although she AQ? rbt say so,
the lines drawn ceuyq have represented iihes for w%itinq.
When she was asked t6 draw she indicated it would make her -
s0 tiged;that she would fall asleep. No more marks resulted

J . - ) ~ e ~

on the page.

The primary focus of Erin's marks o‘ .the paper was tHe

making of "Alphabets!. In doing so many of the principles

4

which Marie Clay writes abagt in what ' Did I Write? (1975)
B -
were present ‘Her hame was her personal sign. As Clay

.‘ states, "it is only a rare child\g@:‘learns any, other words |
before attemptinq to wrf@b some - of his own name" (p.44).

This became the base (recu:rinq principle) for most of the
letter making_that occurred in the suesequent sessions. The

strongest example of her Inventiveness and use of the

nerating principle. (p.27) was. made in the fifth session.
he began with a "p", turned it upside\down to become a "b",
made a circle with a line extending ownward from 1t, and
then made two marks which were variations of the torncr
ones. Thete was a flexibility ih her directionality of her
work. According to Clay it could be a failure to preeuce a
correct pattern alreadyfknown,.or a deliberate variation of
known or observed patterns (p. 26). Because Erin was
'»conceﬁtreting to such a degree en making né‘.and unfamiliar

letters, the directionality was not the first ﬁtiority
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_._ Erin's letters were usually written in a horizontal fashion™

. { .
this created a problem- when shg came to the ’"edge

Most often she would adopt an éasy solution
"4y left-over spaces with left-over letters,

N
ignofing at” the moment any constraints of ’the directional ,

“'principle (p.39). At ™ reqular interv&ls Erihvwould. diéﬁlay
f an inventory of the "alphgbgts" she felt confid?nt in
. producing (p.ﬁl).' She wusually started with the most
tamiliar ‘(her name) « and gradually added o; the "difterent
homeworks" ‘'which were more difficult to bring into her " mind
or ‘more difficult to make. Already in the third session she
"beqaﬁ to s"ibble throughsher tentati?e répfésentation of
.letter if they did not tuxn out as she anticipated. This
occurred several times during the third and the sixth
session. This seemed to be her way of eliminating.something
“;hat did not meet up to her _standards or'the, preconceived
standards someone ?lse may h;ve set.

” . - ——

-

At times her Qriginal markings took on new meanings as she
" continued working with them. As indicated earlier, one was
transtofned into a table In another inséance what began a;
an "E" eventally became a "tiger-dog, and at another time it.
becamg¢r a window which was colored over completely with

/
black. .

- The represenfation most common in her drawing was that of a

human figure. Her first attempt was in the third .session.
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She eventually colore& ove:\;he whole representation .w}th
the black marker. The first §ne éiawn in the fourth ;;a;ion '
w;; part of‘%er "inventory". = It was *small in. s}zg and
composed of a head, body, and legs. 'The next one .drawn I;
the same 'session was tﬁe 'gost detailed including, feet,
arms, hair and a "jacket". In the gigth session a head
including the basic facial features ;Aé'quicgguzdrawn; . The

y R e
two figures in the seventh session included g¥head, 1legs,

and feet, The detail 1in the face gg:..exp;essi§; of the
facial make-up with which she had been pla¥ing. This vas
again referréd to in the ninth session when the\ thbures
representedlErin and the researcher. Thig,time'bodies wvere'

drawn between the head and legs.
4

] .
During the first four sessions Erin's desire to "play with

- the things" allowed her to concentrate on making marks
{ ‘ .

paper for ,short periods of time. Upon moving té& th

administrator's office, there were fewer distractions an

Erin's cdéncentration on making homeworks and other

v .
representations increased. o
' J

The amount of talking she did gave indication of a sociable
. _"an. M .

rl. She apparently discussed what she did wiﬁg

children because she knew that both Karl and Haque
3

had had opportunity to listen to -their recorded voices on

the audiotape. ¢

.
4
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4

" Nicole

Nicole meet with\she'researcher ten fimes du&ing which she
produced thirty three samples by "putfing tne marker to
paper". For th;/éirst three sessions we Tet jn a small

classroom in fhe basement of the, day care center, for one
. . X

session in ths‘dey car"clessroom.and for six sessioms in

'the office of the director of thé day care center.

N
-

on twenty of the samples she depicted a human. Most of thenm
were madé in a similar nanner,although varietions which
occurred bore resemblénce to the first ones'she‘madhg The
outline was made by Btarting at the bettom' and making a
sweeninq motion in a clockwise direction. Two circles were
made near the top for eyes, enelnear the center for the nose
and two or three horizontal lines extending across‘”the‘

, g
bottom of the circle for the mouth. Legs usually extended

.ﬁognward from the bottom. During the first session a purple

: a .

¢ircle between the nose and the mouth (¢he belly buttonx///

5Rp+ated the Mommy standing to the right of Nicole on the
¥

flrst sample. A grandfather with a big eye was featured on

: {
the next 7age. It~ as made very qui

not only from\the bottom, but algo from the top.

_One linqﬁuent from the head to the left Lorner, one to thé
center of the top of the page and one to the right cofner.

- She repeated this procedure in a later 'session. She talked

2
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~ about gamily meggg§§ as she started on the third sample.

Eing madp ﬁwo rhumans she decided to draw a‘fpiq. She dt‘vi'

a circle bu{ did not kﬂow how to proceed When help froﬁ'

the researcher ‘was not forthcomlng she dec1ded to tr& a

rabbit/lnstead. The seml-c1rcle with a spall curveq line
for the ear repriesented the bunny. To'represent arms she
then adéed black lines extendia§>upwar§ frgm'the'heéé on the
second person she had made . A few black dots to the right

of her drawings concluded the session. Ce
To begin the next session Nicole decided td make a circle to

'represent each ' oné of the family mémbers (mommy, daddy, ,

Nicole, brother and sister). The’mommy, in the center of

the page, was he largegt and moet complete. 'The other\L
were 'Ekace

circles evenly around the central figure.

¢ . N
Nicole colored in the eyes of the circle to the left

windicating that she was sleeping. She diliéhted in gol;é
.off the edée of ﬁ\e paper as she made the legs. . She
continued on to the circle in the upper left meking eyes and
a drooping mouth to show this—person was sad. The circle in
'the_,upper right‘,corner was small, therefore sﬁe;- had
difficulty‘including anythinq more than the eyes. Nicole

~ indicated it was going to take a long time to draw the- daddY'
but as she became involved in telling her persone> story,

-

the drawiﬁg was forgotten and only a circle was made inside

»

the originagd circle.



She:wanted to draw "big" 'on the second oage so shem_p£9é§re§; L

herself for this. ' She tensed;iup justeasv’though she * were

going to start a race and then drew a b"big’mommy"fon' thel
‘page.. Arms. extended outward from the sides 1of the headi
"Whilemshe made a sistéer in the bottom right corner, she made
‘? interesting 1ittle'noises which appeared to show that she

was enjoying what she Was vdoingtbl'This figure did not

include arms and because it was .so nearffthe bottom of the .. ~

- page there‘was_only”a suggestion‘of legs.

v o, )

Thevnext'sample was the'most completely filled page she did.
A‘"huge daddy" filled the center of the page. When she - had

finished she said to the researcher, "I want you to spell ny

name- Just a minute" : This was Nicole S first attempt to
sign ‘her - name.»'e“ Without a demonstation, ‘but  with
" encouragement from the researcher, Nicole ‘started.  She

,tUrned‘the ‘page’ so that she would have ‘room to write.
'v_Tentatively, slbwly and’ with a degree of awkwardness; she
made three marks which resembled an "n" g and e, With |
»vbsatisfaction she said "That's all my .name is“ "Taking‘ the}
"purple and black marker she made dots all over the “bage=

She colored over the bottom part of the head and pa;t of the
‘fglegs It then becamel a- game as to how many markers_ she
- could jOln together and still be able to make marks on . the_
‘page. Black marks on the head were a result of this. Morev

i

dots_appeared on the page as she held ‘the - two markers‘



$ \VJ‘ ( . 101
together in her hand. The next sample resulted as she was
investigating how much pressure vshe could put on the

markers. At first she said it was a window' but later saigd

she was just playihq‘withhthe markers.

'Although Nicole used a greater variety of colors to make the.
first humanvin -he next session, she'basically followed . the
- same format. One eye‘was larget than the other and a ciEZI;
was situated on the top of the head. Beside this human
flgure she made another circle saying it was going to be a
“huge gorllla | The c1rcle-was the sémebtsize._ With its
completion she Asaidﬁthey _were fighting, but she did not
indicate this _insany' way in her picture. ' She made the
features oh the(two simultaneously. As she jncluded legs~en
the secohd one she also did on the-first one. A black mark
under the mouth of the second one was the chin whereas a
:hvriZOntai line between the nose and the eyes was another
 mouth on the tirst one. When Nicole was asked to. write . on
the second page she ags .n very. qhickly made another human
flgure 1ndlcat1ng that it was the fesearcher;g Again‘ she
went oyer the edge as sne made;the legs at the bottom of the

paper.

Nicole did "he% writing" 'en the next page. Beginning in‘the
center of the page she made a series of vertical lines and
01rcles pov1ng toward the rlght edge of the page..‘She then

-
v

. moved back to the center and worklng toward the left againx

2
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made . c1rcles and vertical llnes toward the left. edge of. the

page. The spac1ng between them became smaller as she neared

°

the edge of the page. The final mark on the page was a

horizontal line with a circle below'itvin the center bottom -

of the page. As she was making these mafks she repeatedly
| : .

asked the researcher, "What is it?"
. )

Her comment apheered to indicate that she knew she was
writing but she did not know what she was Writing.' Prier to
making the next sample she indicated it was goihé to be a
"huge mommy with a baby in her tummy". 'Hav;ng made a lafge
circle ihcludinq large eyes, two,iines for a ﬁouth and legs
she eaid it‘was a "pretend one" and'maQe an oval shape with
"eyes, nose and mouth to the left of the .mommy figﬁre for the
baby. Her talk concentrated on the difference between huge
and smd&l. A-shell daddy, "whose gonna be crying", was mede
in the upper right handlcorner; She indicated by the shape

of the eyes that he was sad. Also included were the mouth

and legs. ' ‘ | o | s

The next session again found Nicole making human’ figures but
this time with exaggerated features. She made what she
areferred to as a "forehead" and above that made a’' circle
- saying, "that his little boy on his head standing". Beside
the ﬂlaugh;ng" dad was - a "big sister who was mad at
herself". The enlarged eyes which rextended beyond ‘the

outiine of the head, the large nose and the lines for the

?



mouth which also extended well beyond the outline of the

©

minimal and again went off the edge of the
LT | .

paper. Although the researcher asked Nicole to write for

head may 1l have been an attempt to indicate the anger.
The legs :t;k .

her she again made the human figures and this time made” usé
of variations. A big féthef'héd,aﬂ-enlarggd head, eyes and
;;outh, but'the legs were very small. Beside this she  made
what looked like a backward "D". The head was made above

this while the legs stretched around the sides of it. =~ When

questioned she named the backward "D" a "bum-bum'".

She wés prepared to write on the next page but,insisted.thaé
she do so in blue marker. She began wifh the same clockwise
circular motion that usually began her human figure. To the
leff she made a tallﬁvertical line and~ a';maller circle
between the line and the original circle.. To the right ofA
the’oriqiyal circle she made two‘more Verﬁical»lihes. Again

she knew it was writing but didn't know what it said.

{ 0
R: What does it say?
N: 1l,0,0,1,1, ... Is that your name?
~R: No, that is not my name. My name llooks
. different than that. Is that your name? ‘
N: No. : . > .

. \'\f

R:”;Héw does your name  look?

N: There's an v, >



> 104
. \ o :

\

On the next éage'she made é-lihe and_a largercircle ‘and |
indiéated iF was "a ten", She then wanted to know‘ whose
name she had made. Realizing it was not her bﬁn; she
decided it must be Judy's. She made twobliﬁes below the teh
and then madeia curved line to join the bottom line and the
original vertical line. "Thatvmakes Linda", she said. She

then made another snaller vertigal link and a circle at the’

left of the page. Indicatind\ th she had to make "more
pictures", she colored solidly with the purple marker

'between the line and the large'circle.

Sﬁe had been askefl to write on the next pagé.. She again
made the beginning of thé human fighre;zgcluding one -open
and one cldsed-eye.. When asked what else she could do, she
said that she just makinQ circles éven'though'she was dding
so with the same degree of caution exhibited when she was
"writing". She then-made aqhorizontal line below the three
| cirlés she had colofed\'in. She wanﬁed one more paper ‘and
this was "gonna be all my'pictures". This wasbagain a hﬁman

: : . = :
figure drawn a -little more cal@}y‘and more along the vein of

. her -earlier ones. .

| Nicole produced variatiqns’ on the human ' figure in four of
' the next five samples. She also framed the first three ..
Fdllowing the making of the eyés, nose and m;uth, she made a
double horizontal line across the top of the head and then

made two circles kotween it and the top outline of the head.
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~ For her. /that represented‘ "his:kid".‘ A blue rectangular

'.outllne framed the flgure. . A purple frame was. squeezed
between the blue one. and the f&gure ' As she made the next

head she changed her 1dea of what it was g01ng to be from ‘a
"mom" to a "daddy" K Very qulckly this elongated head was

™
completed and framed w1th a 51ngle llne of purple

When the researcher asked Nlcole to wrlte for her, ‘Nicole

replled NI 'm finished" l When.the _request was repeated,

Nlcole sighed and m%de a c1rcle u51ng the same motlon she

\

‘had- used prev1ously ThlS tlme she 1ncluded two c1rcles for‘

eyes, one for = the nose, and two for the mouth. Two .more
'llnes made é% a 's1mllar angle to the mouth and also
“extendlng out to the rlght of the head completed the figure.
A purple c1rcular line frames the figure._
~Fpllowiné this the fesearcher\askedzl

' S I M S

R: | Is thatvwrlting?

N::/" No." R : R
‘_VN Can you show me what 1s°

R
N: ‘Look it!' That s a w1ndow" I'm all flnlshed '

J ‘ e o
With/ that . Nlcole had made intersectlng vertical and_

R , S

hormzontal llnes across the page formlng ra.rectangle just
/ .

off center.: The total effsct was well balanced She asked

if/ she COuld hear ,the tape recordlng and whlle doing 80

) contlnued to. experlment 1n the llnear mode." _'} ¥
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The;final sample of the session was made with ~the fine
tipped black marker , _ _The 01rcle for the head was smalier
and Lhe nose-Was-excluded Four horizontal lines ‘signified
the mouth and two wavy llnes extendlng downward were the
.legs. An 1nterest1ng feature of this one was the two’ llnes
. extendlng from the head to the upper corners. She‘had also
used this in ‘her first sample when“she .depicted a
‘“grandfather:’ Nicole wms thén-asked;to' mrite her name but

; refused, saying, ng don't know how té". . N
In the following session the head Nicole made was mdch w1derad

| than any she had made before, consequently the features took

\ 4 ¢

on different proportions. The legsfhad feet added to them.
As before extentio;s were made_from the head to.ther upper
&

corners and to thg/ top center of‘the page.

Nicole said - the next figure was a bd& and although the
.circular motiopvbegan in the same way,‘ the end result was -
'totally.different froy anything shevhad made before. The-
'_outllne of the head .was flattened on éne side by a vertical
line. In51de she made another larger circular motlon and a
smaller oblong shape below that. " If she were follow1ng the -
same pattern‘as usdal the two lines ’ektending across -the
figure indicated the yohth, A elliptical shape to the right
§~Was solidly colored in. Carefully’she'put “dots over .the
I;.snrface of the figure and'then\moved beyond the confines of

the dutline. When;she did so she pressed down harder on the
v ' . .
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marker in order to squeeze ink . out of it. She named the

. dots "hands", "bum-bum" and "eye".

Given the thin maxkers, Nicole responded, "Aré these for me?
To draw with? I'll write some too". At the samé time she =
wés making a figurevﬁery»siﬁiliar‘ to the‘firét one she—had
made in this session. }he only'diffeféﬁée was tﬁat'she‘maaa_;é
Qgrious~size cifcles iﬂ-each corner of'the pége.
Nicole was specifically "asked to 'wriﬁé‘oh :Fhe next page.
With g;éat' cqncéﬁtratign. she made a clockwisg circular
motion with the thin black marker. Althduéh it was smaller,
this was the same motion she usually uséd toﬁbegin the head
of her human figureg-beginning ét ‘the top right she made a
curvéd“hark with aﬂdownward extention éndfpaused- The néxt
was a curved line going left and below that a slightly
_curved horizontal line. Another shape similar to the first
was made at the right side of the page. The progression had’
been from 1eft to right. To enclose the mqusla Qertical
| line was made on the lefﬁ, and then beginning at the bottom
~of that 1line, a 1line was QXtehdég,across the bottom and N
‘upward toward the middle of the pagé, A line made from thé
| top of the first vertical line proceeding right joined the
Sﬁe éoming from the bottom (Iiiustraéion to fbllow)."Nicole
‘ vqry'éoﬂvincingly said, "That says Ni-cole, but it says

Nicole Morris".
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. . ) . g \ o . -
With the introduction of some markers of different colors,
. . . . V ’ . 7

.somé of Nicole's work at this sessioén demoﬁstrated an
expefimentalbnatu;é; sting the black marker and'usihg the-
usual clockwise fotation she made' the shépe of . the headﬂ
including large eye;“aﬁd.a circular scribble Eor the ) nose.
»IT§is was the‘fiist time she made mo:edihén a circle fér the‘
nése. Again two horizontal»linés gxtend%ng aé;oss thev'
thtoﬁ of the head. Taking the‘bgrpééJ;arkérvshe'began to
c&l?r ah aréa in the‘pop ;ight'hand‘cofper of the paper with
a/%ack{ghd;ﬁofth ﬁotion.‘ USimg“thgg mqtioh“shglmade.an eéf
., on the‘qppefi;left‘sidehof'ltﬁé head”éhd” theﬁfbntthé righ%
s&de;v."This'is{a,rabbit,“';he  §§idf Hshe’made,quihe down

S P
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" the left side‘ of the page 'and then using larger back and
forth motions scribbled vigorously around-the‘bottom’of‘ the

. { - «
head. She‘thenidecided,"?hisis the mom now". On the next

) 4
scribbled in a back and forth motion® to

two pages Nicol
determine both the color and the smell of each of the new
markers. Sometimes she scribbled'very fast just to show how

- rfast she "could draw".

N ) N ' \
Nicole began the _next session by again experimenting - with'
the different colors. This time she seemed more interested
in the bright colors than in the smell of the markers. In'p
the upper right hand corner she made a circle and then made
‘the outline thicker by scribbling along it Wlth a back ahd
forth motion. As she made some marks on the page 'he
indicated that they were various family members sittimg on .
the beach. She changed their .identity to suit the sﬁ%e of

the dots or marks which she was making. The‘52§?i dots

represented the baby and the two markings of g@g te length

S6r.  These
marks bore no identifying features as had tﬁgﬁ,wran_'figures
she had been making in the past. The last métﬂ on the first
page was‘a vertical'line intersected by a horiiontal line.

Both lines extended right to the edge of the page and weﬁf

made on top of everything she had preViously drawn..

-
GlVlng her a new pa§hr the esearcher asked Nicole to write.‘

She made what 1ooked\ like he represéntatlon»uof an "E" by
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\\making the top hbrizontal'vline,'the vertiﬂli_iline,. the
middle horizontal ‘line, the bottom horizontal line and then

added another horizontal line - between the bottom?and the
. ‘ g

.\iddie‘bne. Very quickly she made a circular motion and a

uxved line fhat bore resemblance to a "C". 1In both cases
she ésked hpat ‘it ‘looked 1like. . She made one more small
vertical ﬁipe,to the right of the ngn representation  aha

\fghen said, "That's my name, Nicole Clark".

'\*\;

<

The human figure she made on the next page waé made élowly}'
vTﬁe head was about the same size-as the legs. The facial
feétures were proportionate to the size of the héad and the

" lines for the mouth extendéd beyond'the outline’of tHe head.
Ears were situated in the middle on each side of the ‘head;

-
She indicated she had made herself.

When questioned about the difference between writing‘ énd
drawiqq, she knew there was a diffefence but couldbiigﬁ
) expla( it "ghat'é my name of it and that's um, that all
um, that's a um'ﬁhat, éhat's me Sn it!s;;it's, it's the same
one".  The puzzled look ipdicated her-.difficulting in
putﬁing.it into»words. She - then wrote her namé at the top"
of. the page going.from left t9 right "E 1 6'6 O“ betweeq the
“tép of the page and the head of the figure that representéd

. /
"herself.
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On the last page she made a large "E", a vértical line, "a

circular 'figure, another vertical line and a . smaller

o~
—

circular figpre near the ‘right edge of the page. whe
finished she §aid,A\"That says ﬁicolg Clark. They're a
differen£>name". She then madé daéheé around the:"é" "and
first vertical iine starting at tpe top and proceéeding in a

« counter clockwise direction around them. .Finallj, using the
black marker, she added anothef' shorter horizontal Iiﬁe
between the top and middle horizontal lines ofathe "E", and

an oQal shape between~the middle'and.the ﬁottom horizontal

| line. It was evident by the number of letteré Nicole was
yillini to try to make that she Qas becoming more confident

doing what she called "writing".

When Nicole came for the last session she announced she Waé
,onIY‘going to make two pictures..\On both papers She, made
evenly spaced horizontal curved iines proceeding from the
‘top of tﬁe bagé towardﬂthe bottom. When she was'asked ‘go
write she said she did not want to because she wantea fd go

out to.play. . o

That which Niqolelrepresented.mqst‘often in het samples was
. the human figure. It Qa§~apﬂaren£ froﬁ the firft session
that she , felt comfoftable making the representation
consisting of a heaa‘and legs. ‘bLowénfeld indicates this as
typical of the five year old (Lowenfeld and Brittain, 1975,

pg.155)/ Variations and elaborations of'the'figure occprred‘

.y

i
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throughout her samples and in all but one of her samples it
appeared that she was establlshlng her schema for the human

At times she chose to frame the human whlle'at others she

. made lines connecting the figure to the out51de ‘edge of the
page. The picturd usually had a ha;ancedveffect. The

figure took centrjl {pdsition on the paper, two of

%& proximately equal size were placed beside’eaeh other, or a

very large one was placed beside a smaller one. The same
. . , —~——

sense of balance and use of space was evident in the first

sample of her family. One large human,was placed in the

denter and four smaller ones were placed équa distant around

‘the ce tral figure. » - 1

7.
Nl

Nicole knew the difference between "writing" and "drawing".
, >

Tt appeared that she usually had to prepare herself mentally s

for the writing . task. On several occasions she made one

more "drawing" between the time she was asked to write and
the time' when she actually went about the activity of
writing.> She aiWaye honored the request, but oniiseveral
occasxons she needed thls lapse of time. The tentativeness

t

@};~of the*:irst attempts at "spelling her name" indicated  she

- 'Y’fr\ >

Ju

K _
kne% she had embarked on  a ney and unfamlllar activity and

Ll

~

o N
that there is-a - corkgct y to .spell. She immediately

engaged in a linear m de;',moving across the page from left

to right and spaced th rkings appropriately. On the

¢
-t



113

occ¢asions when she made more than one line ofzmérksA she

‘moved from the ,top of the page toward the bottom.

Sarah

Sarah, an enjoyeﬁle four ’year old «chilq, was eager to

part1c1pate 1n the project.‘ She worked with the. researcher

y

on sev, 1fferent occasions from May 16 to Jung 16, _1983;
%e 51tt1ng belng eighteen minutes long. During

' _the‘QVe
\ ) U o , . :
that time she produced nineteen samples. All the sessions,

) o - 4
 with the exception of the initial introductory one, took

place in the ' office of the administrator of the day care

o

center. K =

P
H

It‘was not appaﬁent from the first meeting that Sarah could

AN

dlfferentlate between wrlting and draw1‘q. Her firet words

were, "I'll do my name"., -and as illustrated below started

-

‘in the lowerﬂright hand corner of;, the paper with a backwards

"Sﬂ<and'an"h" -Above that- she wrote "RA" and above that an d

' ’

WH". When flnlshed she informed the researcher it was "a |
~ | ; .

picture of 1etters".f9 Below what appeared to- be her
. \ ‘

"inventory'of letters she‘drew, "a apicture down here, a
x_; neaily pictgzsr._ She . proceeded from left to rlght and at

the'f r fight made a black rectangle which she colored im\ '

Wherffasked what it was, she indicated,"I made it a bed". ¢

(Iflustration to follow).
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: Her second paper was. an*"x and O gane" the third I'Ja tall
skinny trlangle" and the fourth was the only deplctlon of a
- human. flgure that she” made in all the samples.' Wlth the
exceptlon of one,/?arah carrled through on-a pattern of Both
writlng and draw1ng at each 51tt1ng The recognlzed labeIS‘
»o! "wrltlng“ and "draw1ng" ‘did  not appear to be, flrmly-
Aestablisheddin‘Sarah‘s mind , bdring'the second session she;
flwatched as the reseércher took field notes and questloned >

'-d"Why do .you need to. write?"_ The questlon reoccurred durlng‘

, the'third and fifth session.
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During the second session, when asked to tell about what she

‘had done, Sarah used the word "write".

R: 0.K., Can you tell me a little about it?"
S: (As shev.points to the E) E. People write it.
vlike‘a 3.

a3
* 1

Was she feferring to cursivé writing or was she seeing the 3 .
as a reversal of the printed E, with the reversal playing-no

significant part?

f:Although Sarah referred to the same writing activity of the
researcher as she‘had queStioned equier, she used the word.

"drawing" to label it during the last session.

. ) . B /\—‘
'S: Hey, why are you d;gwing every time?

| Asvaarah_ struggled to convey her uhdérstanding of a

pdstcard, she"rQVealed that wfiting not only conveys a
. message, but that it must be speliéa correcﬁiy in order to
do sdfry | | | |

S: How do you spell it?
R: How do you think it might be?

© 8: No, No! - How do‘yéu do it reaily?

Sarah prbceeded"to‘write _the . letters "F,A,P," under her
drawing. While Sarah added another. letter she hesitantly -

ekplainea; "I do an E, but it's too hard". She made a
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mistake so she colored over it. She then concluded that
what she had written down said, "Giant".

s ' .

During the next session Sarah refe.red to "making my ~name",
"making ietters" and-. "making a different coior hbuSe";
When the researcher tried to pursue Safah'S”knowlédge of the
vdifferenée betweeh writing and drawing:by saying, "This ‘one,
you told me was writing. IWhat!s this?", Sarah named the
object she.had drawn g;therA than indicating whether it Qas
writing or drawing. In each/of the previous seSszgﬁsﬂ Sarah
had observed _hef name . being written on the_baék of - tﬁe-
samples.  On thé fourth paper Sarah decided, JI'm gonna
write my name on myself". She placed the paper in front of
heT aﬁd wrote her name in upper case letters(;étart%ﬁg  at
the lgwer ;ight hang sidé and proceeding algng thef right
side of the paper.. InAthis”and the following sessioﬂ- Saral
noted that the researcher's name was written on some of thé

markers and not on others. - Not.only her name but also ‘the

researcher's had taken on symbolic value.

The fifth session found‘{Sarahv spending time intensély
concentrating on one piece of work. When nearly finished
she remarked, "You know what? This Was>hard to draw". When

“asked why, she replied, "éause it takes twenty minutes".
P v -, . \
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When Sarah had finished the sample she said it was "The

story of the woman in the shoe. . She had so nany childreﬁ»

she didn't know what to do".

Havihg completed her first sample in the next session Sarah
again decided to '"put" her name‘ on the back. When asked
Qhether she was. going to ‘write'or‘ draw, Sarah said , "I
think'I'm going to write letters". She said the names of

the 1etters,as'she wrote thenm. She hesitated a bit befote

goihg on, not exactly sure of what to  do. "I think I'm
gonna draw this one, 0.K.?"  She then "drew" the letters
"All’"B"'lAlEll, and "Ill. . v- :

9

_ . ?

In each session Sarah produced an assortment of drawing and
. \ -~

writing. They do not necessarily progress from simple to

more complex. In her first sample Sarah Pot only wrote her
name, -but also produced her repertoire of letter shapes.
The "E" and "F" were repeated several "times; sometimes

forwards and sometimes backwards. The last letter on the

second line stantea as axverticalﬁi&&g, but upon examination
Sarah decided to add a cupyed‘ fihe:  Prior to making her

letters Sarah drew lines acrossthe page. She started at

“the left side of ' the page and worked across to the right,'

i

evidentiy~familiar ~with the 1left to right progression.
“Although sk - did not - use this left-right progression the—

v first time she wr--e her name, she did _
: . : o " O - . ‘ ”~ . . (\) .
. ogwasion in which sié wrote fier name. o

& F o

T
'

‘ ' . ‘ .
’ - : . &
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With theﬁcompletion of her picture all the available space

wasnutilized The second sample, though more basio in

content gave evidence of the same concept of use of ‘space.

Sarah not only made use of the spacev on the page but also?

. -\
) produced a balanced corp051t10n in every 1nstance but -one.

The representations were centrally located or placed' ={e}

that an almost equal number were on each side of the page.

2

A}

balance and on others she would frame her writing -or

drawing

Sarah began the second session saying she was "gonna make
words". She then clarified herself. "These are not gonna
be words but the alphabets!. While she completed the first
half of the page she talked very little and if she did, it
did not relate to what she is doing. -Between the first two

horizontal‘lines she made a c1rcle followed by the beginning

of a second one. She then went back to the first one to.

‘solidly color the outline in blue, the inside in purple and
the central core in black. Returning to the blue mark made
previously, she made several ,black circular llnes and then
colorgd in the center in black. A purple shgpe was ‘301ned

to the previous oneband it too was solidly colored in; this

time in’ purple. Beginnfng at the bottom_of the shape Sarah

drew a c1rcu1ar line extendlng half way up A line from the

top came to join it. Inside the space: createdp she drew ‘an

Sometimes she would uSeiwavy"lines to give this Sensev'of

-



wH", paused, and later. filled in ﬁéré' horiécntal' and
vertical liﬁes.'e'Leaving -a space she made‘a sﬁall‘ blue
rectangle.. After looking at it she elongated it and colozed>’
the left half ;n solldly ThiS’first part took Sarah-a ldng
‘time to compfete | Her intense concentration _indicated
planning, comparlson, and revisioﬁ‘.as she mo&ed acfoss _the

‘space she had allotted herself. . As Brittain indicated the

act1v1ty 1s 'a serious matter for chlldren
9
'There seems to be a challené@r not so much 1n masterlng

the materlals, as in the masterlng the” concepts that a

ighlld is trylng to portray. This is hardecrk. It is
.1nterest1ng ‘to note _that; children enjoy tﬁe art
accivities.in spite of the effort.involVed (Brittaih,
1979, p. 196). , |
o | A ‘ ‘

////In the space COnfined by the lines drawn, she quickly wrote

% S
"EFOA". A space was left between the "A" and the "0" 80

”shetinserted a "B".. An "i", “L" and "p completed the line.
ell the 1etters with the vexceptlon of "P" had been, written
in the first sessicn.:.The heif‘line began with a soi%d blue
Adot which Sarah %gld 1ndlcated ‘“the .start of the =1ine“c
Ste was distracted for a b1t and eveptually wrote an "E“ and
"P". When she wrcte the "D" next dto it she said "That'

what my dad startsewith D¥. Just as her name had takeﬁ‘ on .

‘

'symbollc meanlng so had the "D" for her dad She completed'

the llne w1th two solldly colored rectangles separated by'

y
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_the letter "E". She began: fiZling the next space with a

prec1sely drawn curly line, bu_.upon reflectlon moved into a
more free-flow1ng wavy llne. Examlnlng the page® she drew
another wavy line at the bottom and at the top g1v1ng the
'~ page a sense of balance. Wlth satlsfactlon she sa}d,
"That's one'" She explalned that the ge51gns so~ carefuliy

drawn "were the plctures I saw in Hawaii'". o

Hawaii was also the theme for the next -sample This time
background khowledge was 1ntegrated w1th what she was doing.
She began by outllnlng a large shape Wthh resembled a

‘triangle and then proceeded methodically sectionlng off a

portion.and solidly coloring it. Maybe in some way she was
ytrying to dupllcate a postcard she had seen since her talkw
centered around . rece1v1ng and sendlng postcards. . While
.playfully entering into a dlalogue-wlth thewresearcher about

sending the postcard to a. giant who lived fin Hawaii, she
wrote her representation of the word "Giant" ) Sh knew that

the wor "Glant" had to have a certain length becahse after

'wlooking at what"she ‘had written, she said,"I need another
one....another letter". .. She was not satisfied with they
'flrst attempt so she }darkened 1t in ‘and while wrltlng an
WE" be51dee1t commented, "I do it better There'" fhhlthough

the legters did not resemble‘the standard representation of.

’ ; - _ : ‘ N

", "giant", Sarah was making a connection between the object
: o o o A

and the symbolization of that object.

1
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A number of days /lapsed before Sarah did her dext §amp1et,

. ,

N

She .began by drawin_ horizontal 1ines across'the bage. The
linss'did not exteng aqroe;;the entireh width of the’ page.
Two vertical lines, oné on the left and one on the.. right,
[éave the sense ,ofya lined piece of paper - one you coﬁld
write letters or words on. = That's Qhatlsarah did} Not
completly'eatisfactied with the state of ' the marker 's “tip

s

. and holding the marker between her thumb and first finger,
- Sarah made a ibackwards ngn and t&en qu1ckly completed the_,
Arest of her name.: The second line of "E PFR" required
greater thought. She began making a final letter for that _
line but scribbled over it until a solid blue circle was in
its place. Adjusting her grip on the marker, she made the
letters "R P R" followed by a solidfblne circle. ihis otime
it‘did not cover up a previous attempt, but rather ;ﬁaisated

either the conclusionbof the line or a deeire'to create some

Y

similarity to the line above. !
' 4o T . ‘ {

Sarah invited therresedrcher to'guess what she was going to

‘do on,the next paper. . This time she had an idea of what -she
‘ .

was going to doibefore she star d. | She was fascinated with

the quality of 11ne produced by the thin marker, so she used _

. both the thlck and thin black markers as she drew a hduse
| She drew a rectangle (whlch later became the door), a, roof
-centrally located on top of 1t another larger rectangle ﬁor

the bottom of the house and windows situated on either side
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of the door. The roof was colored 1n w1thkﬁhe thlck bla@ﬁ

1 -

marker whereas the thln one was used to cg}?r arpund the £
edges of the door. "All finished!", she d@c sk
at her_"finisﬁed" product,‘ehe decided fﬁ?Waf:
' %éé talr.'

Bt

afﬁerﬁall." l;Maybe some grass’--fé;ue,‘érée
_graes". She made a row .of tall p01ntea”;graii7‘across the
page. Reexamiping what she had done, she -sawvthere‘1yes_
'spacevnear the house that needed to be filled in, so using
£he tﬁin black marker and beginning'at the center of the
page, she made a‘wevy 'liﬁe flowing to the right. -Again‘
beginning at the cehter, a wavy 1ine flowed,to‘the 1eft~edge
of the page. Horizontallblue'scribbles aeroes the top of
'the page indicafed "more gress way out in the field". Then
Safahvvery carefully'leored in three ofethe four windows.

The £4nal touch was.the blue sky, a line along the left

side, across the top and down the right side.

~ Although Sarah started out with'one idea, she conti?G;T\z\‘\\'

developed that idea until she presented a product she was

_pleased with. »Ks‘Brittain statee, ’ ;

- = . . "
~ The process of drawing requires a set of continual

interactions. Once a line is drawn on a blank piecé<oﬁf
paper the child reacts to it. His next line therefore
is influenced by what is elready doﬁe/ and| the  process

of putting the third, fourth, and further lines are all
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perspectlve although she may not- yet be aware o

, background.

4 T 123

dependent uponiwhet‘is already on the paper (Brittain,

1979, p.193).

At%tudy,@'cited by Brittain,_condUctﬁd at Yale University

indic%ted.maximum gratification was derived from solving
’challenging problems (p. 198). Was‘that habpening to " Sarah

<§as she evaluated what ‘had to be done to £fill in the space on

the@bage’ Her completed picture actually glves a sense of

*

that

concept. ’ThlS is partially achieved by ‘large objects

situated ‘in)'tﬁe‘ foreground . andJ smaller ones in

g_'/ /
\

Although Sarah told the‘researcher she would have to guess

\ :
; What would be on the next paper, . she gave a running

commentary of what she was d01ng as she made a pi@ture

51mllar“to _the prev1ous one. She agaln began with a
rectangle but the order /éf addltions to make the house
complete;-and the extent of the detail o ; ns  were

different From the first one. Cne o thes was

a chimney‘with smoke. This prompted her to go back to the

.t

preVious drawing-to ‘make the same addition. Returning to

the current drawing she added more detail to the roof, made

a coUple of wavy lines near the bottom of the page jor grass

and with the blue marker went'}}ong the sides:
ky

“her represention of the sky. This sample was completed mucht;

more quickly than the‘previous_ one. The‘"recurring" vanq"
WY W g ’iv| . ) ) |

N . RN 4
SRS . N

md°kop fof .
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"flexibility" principles which Marie Clay-(1975) wrote about

" were evident here. Similar drawings suggest a schema or
. S . , . . 4

programme of movements as well as allowi%g for variations in -

that schema. Sarah‘made ahopher drawihg of a house thirteen

days, later. It was one in a series of objects on the pade-

and did not display the same amount of detail or the

elaborate background ‘evident in thé two drawings of ‘this
session. When " one compares,‘ Sarah drew the house in  the
;

last session With"a greater degree of ease. When the

windows did not turn out the way she intended they- were

blackened in. The second house was drawn in the same style,

but was eventually colored over with greeh; again ar attempé

to erase something she_was-not pleased with. “This hap;éned
. , . e )
as she said, "because I'm tired of drawing".

Just having come in from playing on the playground, Sarah
was hot and sweaty and cerfaley not prepared to exhibit the

level of 'concentration she ad in the preceding, éession.

» .
This time she was more inclined to experiment. with the

°

markers, .enjoy her interaction with the researcher and
: | 5 e
scribble "just for fun". Sarah was given thin markers along

‘

with the thick ones she had before. ' The first sample began-

— , : \ - . ] ' oL, o
wlith wiggly lines as she tried to come to grips with what

v

each marker was able to do. These lines were towards the

. center-left of the page. ving turned the paper on its

side she wrote "M© O H" and then began to decorate each

¢ L}

[3
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letter. Although Sarah may have written an "M" at home - or
elsewhere; this was the first time she didv so for Lthe
researcher. Thé "M did‘not remain an ?M" for long. The "“O"
was given a latticed design_so that it lzoked'ﬁore like a
football and the-"Hd, afte:\;;;}g enclosed on the top and
ot;om; was colored in solidly with the ;hick blue harker.
Remembering‘that'the purple marker didn't work ver& Qell,
Sarah decidédvshe>didn't wéht to use it. Before beqinﬁihg
on the sééond samplevSafah took care to assemble all‘ the
avaiiable.markers. A vertical 1line was dggwn oh the paper
Vwith the ,ihin black marker. With greater control and
copcentraggon Sarah drew a jagged lgne in a bgckJand—férth
mqtion peside it., A half éircle attached- to the uppér part
of the line made wﬁat appeared to the researcher  to be a
"P"., Again decoréting caﬁ% into play. Sarah filled in fhe
spaée between the two vertical lines, while black, blue and
brown circles filled the half ‘cipcle. Then.the’ guessing

game began and Sarah tPoroughly enjoyed’ the researcher's

misuhderstanding of what she had done.

{”\To create the markings on a clean sheet of  paper Sarah
clutched the marker between her thumb and all of her

fingers. She drew a horizontal line half way across the

ol

. 3 SN )
page and in a continuous motion curved the line below in
order to decorate it. Lifting the pen she made a similar’

movement on the right hand side of the pége. The next line

e
' I

t . . ’ * A8
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began as a restricted, controlled. motien' but gradually

flow%§<€n a playful cifcula: motioh¢ ,éarah eqﬁmented'”thatr
it wae\"just for fun" end - "a surprise"..\ This ceuid ‘very
Qell have been Sarah'e way of eaying she ﬁad.not plahned
anything, but she was enjoying'.the feeling,made/;Ztﬁ ‘these
motions, the sensation of the marker.graspedeiQAan unusual
way, and the pieasure of having ihdividual attentien. . The
last sample appeared to be denerfof the sametreasons; Th}s
time she began with a line that~cpncluded with a continuous
circular motion. MWith ease she fandomly scribbled in . this

game circular motion, but- conf“ined-the~ scribbles so that-

space was left between the drawing and the edge of "the page.

From the beginnin sample her intent was not focused

on what would fil but rather on writing her name

on the back to d clar@@tha this was her work in the same

manner she had seeﬂ the re eé?gﬁer do on other occasions: °

She was asked to put her ame on the front but Sarah was

determined to put it on the bagk. She did so {in very quick O

motions probably once again \trying to imﬁita@; the

researcher's movements.

£
¥

Sarah's class was going to go on a field trip on the'mornirg'

she did the next sample but she wanted to 'work with the ;

researcher untll it was time tﬁ go S Toward the end of the

session she became a 11ttle anxious that the klass mlght ;

leave without her. Choosing a red marker Sa&ah began by.

T
N )

£

o
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: \ : ’ N‘,,, lzy
making a curved line connected to “a straight -line but
L - ‘ e A
indicated she didn't know what she was going to do.” Her
; -

)

conversation did not relate to what she was "doing but

occupied ‘the time = as she carefully filled in the’ area

between the liﬁes drawn. A square, connected tB the bottom,.

was sectioned by means of horizontal lines and-one verticaka\

line down the center. Systematically and caf@?ﬁlly using the

4

talk centered on her immediate environment, the markers she

was using and her summer plans to be with ‘her daddyi Her

concentration was very intense and when she wasn't ﬁalking

[ 4

she made little noises. With the black marker shé carefully
4 .

outlined the red and at this point commented that it was
hard to draw. “Even though she ;;d been very careful, white
spaces remained bétyéﬁn the red and the black. ihis space
was filied in"with blue marker. . She was ready to quit' but

changed her mind and said, "Ah, no, I think I'l1 finish“.

Slowly she began putting red dashes around the outside and
the pace increased as she became more cor. ' -dent. Impressed

with the beauty, the combin#tion of ~olor, and the

concentration that went into this work, the researcher was

curious as to what it represented for Sarah. "The story of

the old woman in the shoe," replied Sarah. The colored -

decorations rebresented the childrenﬁand the one larger

black design was the father. In this instance again Sarah

said she did not know what she was going to do. She began

3 . i ' o [
various colours available, she decorated each ‘ictlon. Her

&t



w/earnestly creating and adding,on, all the while not talking
about what she was doing.  Only upOn'completion was she,able

to tell her "story". = -

Durlng the first sample of the next sess1on Sarah carrled on
in a 51m11ar manner as she’ had done 1n the prev1ous se551on
Although Sarah chatted constantly whlle she vwas worklng;
llttle of the chatter related to what shev was doing. She
"dld not name what she was g01ng to do before she started ‘
nor'did‘she“name it whenzlt‘was completed, As before she_
‘appeared to_composewas'she went'alOng. ‘Entlre'nspaces _wereb-
filled in and-some were Outlined ‘.Again'she made some \kind
of a decorated border anound what she created 7-Herxlevel of
concentratlon was very hlgh Her‘ face was ‘aboutj three -

,;nchesvabove the paper and agaln she”c0mmentedﬂ‘"Do you know

this is hard work?" Some of her movements started out

A

1slowly‘and 'increasedfin speed as she galned confldence.

’,fUponvcompletiOn‘she:wrote_hert.name"on-the back and*~hurr;ed

" on to the next piece of paper,' _ | .;: T ;EW

-A black rectangular shape on the rlght hand 51%f.pf the page
"was the beglnnlng of thlS sample. Inv the up r left hand
corner of the shape she drew three rectangles,,one enclosedv

‘w1th1n the other, and 'The'

dashes of black made w1th qulck .repea‘ d motlons‘ of the

-marker. A border not only framed wha» she had completed

R
N ) E N ’



“but aleo extended all the way around the eage'of tne - paper
te the, left side of'fhe papef. A blue squigg1e‘fi1led in
the space‘between'the rectangle and the\berder, yhereas bluge
~ dashes fuilfilled the same purpoSen on.the left and._lower

pettion‘ef the page. Thi$ was the only inCidence,in ;IZj>of

Sarahfs samples that one -movement or color overlapned‘ thet
which had been completed earlier. ASaran Eegan with ‘green

dashes in the'speceito the ieft of the 'rectangle, but having-
'mede a few sc%ibbied over then’in_much the same_way ehe"had
- in earlier samples to indicate she"wiShed to erase a
mistake. 1In purple she wrote her neme on the front of the-
vpage. :Up until this'time. she had always put her signature

on the back of the page.

.7Befere‘starﬁing the jlast pa§é£ the researcher»asked‘ Sarah
- whetheé sne would draw or write. This breke Sarah's pattern'
:of drawing and_she expressed obvious pleasure in‘ writing
letters. On the left eide of the page she made-a large mgw
,‘and two conneeping lines for a."y". ;é became immediately
6bvidus that she didn't feel certain of how to m;ke a "y
and asked,‘"Hey,'how do yon’ do this?ﬁ  Not having received
. he1p she turned the paper upside down and saying, "I think
I'm gonna draw this: one,? made lines to complete and enclose
the shape. - Near the top she wrote "EF and her,ver51on of
"Yﬁ,. Itblooked'more' like the conventionel_"Y" although it

had four lines joining the Iower Stem. Thie was the first



time Sarah kad ever madev'a tyn while she was with the
researcher. As .in prévious SessionS‘ she drew lines above
and bélow the letters gi?ing the sense of writing on.ulined

baper. Another se of lines horizontally enclosed "A B E"
and "I". With the blse marker she drew a vertical line
closing in the open'side of the ﬁE".> Beginning ih the = top
sectionxshevevenly distributed large klue dots in six rows,

each row containing three dots evenly spaced. “Here again
‘she.demonstrated"a sensé of balance in her composition.

Sarah didn't want to talk about her work even when

questioned about it.

Sarah began the last session drawiné a largevU—shape on the
right side of the page and questioning, "Doesn't this look
like a skinny U, a.‘skinny U?"‘ As 'soon as she héd
‘confirmation she changed its intent by_saYing, "But it;; not
quite. It's gonna be a skinny boat". Maybe a boat fit in
‘better with her total plan of what she was going to do with
the paper. If»could also héve been because she had the idea
‘ﬁhaﬁ she had to tell'the~re§ear¢her what she Qas.doing és
Qés_indicétéd by the quéstion, "why do you always tell me to
ﬁell you what this is?" Although the question had not been
é;ked this timeﬁ it could have been a carry-over from the
Hprevious seésion."Safah‘was _vefy-pieased Qith the boat ‘as
indiCatéd by;her expressions, "Funny boatﬁ, "It's gonna ‘be
ﬁhe color of the rainbows"; and "It's a giaﬁti" . A dreen

-



wiggly line dlrectly underneath of the boat and a blue wavy

line along the bottom " of the page 1nd1cated water Sarah

involved the researcher in her draw1ng by asklng whether she

would like a green sky or a blue sky. : Sarah eventually

chose blue becauseé blue was the color of the summer sky.

v

Even thoughGSarah was.tired “her final work was/ completed'

with a great sense of purpose.‘ Inside a rectanéu@ar box she

was going“to write her na@e, but having attempted the "g*

she realized it was ~not . made correctly This time just

A

‘talklng about the "mlstakeI relleved her and “she did not

f

scribble through it as she dld at other times. She then.

s

4

made another “S"; the  first time in all the sessions{‘that

shefmade“a conventidnai "S" ' After wrltlng the res- of herv

name she wrote "X 0 X on saylng ‘at the same tlme ‘"I'm doingi

'X' and 'O's' because I 1love you" Apparently 3 shf;

understood from her* own baCkgroUnd' experlences that these

[/4 “

letters also had symbollc meaning. A bond of frvendship had

grown between Sarah and the researcher and thls was her way

w

of expre551ng it in a v1sua1 way She later: added a'"t“ and,

a dot and though she ‘'did not so 1nd1cate, she may have-meant

the "t" to take the placelof therresearcher's.hame.f

)
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Findings '

overviel ;-
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Examination of the transcripts, field notes, samples and
‘case studies_Has led to the présentatioﬁ'of the folloWing

‘summary of the findings in answer to the original .research7
: ' »~ - ’ !
questions.

s
- .

Research questibn #1, . What is the nature of°' the

‘e

similarities and differences in the way children go about

"doing" writing and drawing?

Research questiqn‘#z. What knowledge does the young child

have about the nature of drawing and writing? )

Research question 3. At what point and in what manner do,

children differentiate between drawing and writing? f

///

P . ’ )
© - Summary of Findings

, ) ‘ o | |
Research question #1. _ What is the nature of the
similarities and. differences in the way children go about

"doing" #riting and drawing?

Althoug? all children_knew Vﬁowvﬁo-usé: the mérker and stay
Jwithfhﬁfthe anfiﬁes 2of ) the paper, tﬁefev wére - Sther
fsimiiﬁfities in 'fhe way they =tht ébout‘ "doing" their
wwriting,and~dréwiné; Eiampies of these follow. |

ST
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‘lé;p Children ‘ explored the possibilities of ™ the

draw1ng/wr1t1ng 1nstrument

Every Chlld at one time or"nﬁther played with the markers.

At tlmes they connected -one, marker to another in order to '
«see how many they could attach‘togetherFand‘yet make marks‘:
;'on the page‘ Some of the children trled maklng marks when
vtwo markers were. held side by‘s1de 1n thelr hand at the same
tlme Every Chlld -had to find out, whether or not the
markers were "smelly"‘markers When markers of a different-_'
color were introduced vthe chlldren'were »eager to try them
out; The avallablllty of the fine point markers allowed for
draw1ng and/or writing.' Some of the children used the fine

tipped writing instrument only on one occasion and._ then

returned to the markers‘they had,been using previously;

Sarah saw the finefpoint markers‘as‘another tool bykwhich to
enhance her detailed drawing. SheiaISd!scribbled with them -
"justvar-fun" Karl initially scribbled with- them to see
,_what they could do but-later used,themb to producepsome of
hls ‘most detailed drawings. When Hague used‘the thin ;brown .
marker he also made his most detalled design. "?Eior to this
1nc1dent‘he had' been making "windows"‘ but not With"the
'amount of dlagonal and lntersecting lines which appeared in.
this sample., Evenly spaced arches of solid bright color
‘resulted from Nicole s fasc1nation with the additional thicky

markers6 When given’ the fine‘ p01nt markers she responded )

a
N
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with, "Are these fér me?  To draw with? '_i'll write somé
top". ~ Erin used the 'thin_.markefs twice 'and in-;both
iﬁstaﬁces drew”SQﬁéthing totaliy different ffom wnat she had
done befdré. BotH‘Nicbie"and Hague made dots with the thick -
markers and presSed the mai}ers d;wn 6n théApaper in order

to release extra ink.

/
v
Iz

There were times when the childrfen were intrigﬁed_with the
markers‘buf there were”othgr 't%ﬁes_when' pléying'dith the -
cmérkers served'té,buy:"ﬁhinkiﬁgﬂ "‘e;v Thére was a sense of
reiaxation afteEfﬁardeork. After pl;§}hg/6;;h the markers
_féf a“little while they were ‘ready to go”back' ﬁdS;their
writing'or‘drawinq.,_In one of the éessiéns Karl became so
“intenseiy invpivéd. thatv‘the marker actﬁally becamé t.h_e}“-T
‘objéct*fCr-him, ,»ﬁe had made a rabbit 'qéd the rabbit_fwés

' trying to hop over aﬁdvthen roli over; _wgen Tyler made  his

"cirﬁle playgroundﬁ his’ﬁarker‘éléo' actgd as the objéctﬁ»as.
‘ hélfuriouély.madevthe‘ciréulér scribbles.

ot B A

2. Children varied in the & 'way they determined what was to

3

Some children planned the process before beginning the

-

be drawn or written.

_~activity. For others the process evolved 1while ‘being
involvédvin the activity, ~ The ideés for'what thé”‘chiidren
_didbwith the markers and papef camé ffom within‘ Fhemse!?es.'
On thé' first occasion ;thé surroundings fiﬁﬁéthé- rooﬁ (é‘ 

, ._3 - \
IR O



‘135
\.

picture of a rubber duck and a baby in a bathtub) eerved’ as
| Q"a motivation for Karl. dVery- eften.the children: expressed'
their intentions and said, "This is what I'm g01ng to do".
Kari was intrigued hith the theme of the Stone Crystdl in a
‘number of his samples.u In the first session Tyler knew that
" he wanted//to make a "ciréLe,_playground' f' purple" A&and
imnediatelf proceeded tordo eoﬂ Hague initially worked_ on
the theme Qf'people'and windows bnt;once we had’eparked an’
interest in 'bdtterflies, this became his theme .Draﬁing
: herself or another"family member wae domlnant 1n Nlcole S
1ntentlons but she also made it knOWn that she wanted "tp
spell her_name". _Erln 1ndlcated her 1ntentlons ‘whether . she
_waS‘drawing (the window or "I'm gonna,make 1ipstick on that'

giri") or making her "homeéworks".

' Sometimee‘the children would begin their markings and ;later
tell what _marklngs they represented :Very ofteh' theirf
1ntentlons changed as they. started to wrlte or draw. They‘

. would begin-with'dne thing'and.dependent on the degree of -

”‘dlfflculty or on new" 1deas that came to them, the'wrltlng or
_drawlng would change. Often the chlldren would change_ the'

vlnterpretatlon of_the shaperas they added to the marklngs.j

"During the last"session Sarah had drawn and colored‘in a
1arge‘U shapededeSign.! "Doesn't this look like a skinny :U,

‘va?skinny U?"_She questioned.. %hen‘ldnodded'in agreement ehe"w

. deeided;:"gnt it's not quite.. It's gonna be a skinny boat".

“\
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At one point_Kafl‘was tryiﬁg to makeﬁlétters; Hebhad tried
a "K" and an”hr". "Does that look like an 'R'?" asked Karl.
Ekamining it in combinatién with .the other markings on the
.page he decided it locked more like a b&w ahd_arrow and went e
off ¢n a tangept where‘he becane Veryuinvolyea,with a hunter:.
and his expégitidn. The symbd} _and that which was
synbolized had a fluid ;eiationsnip;

B o y ’ R ,

At ;imes the children's intentions changed from drawing to -
writingt  On oﬂe‘paper Enin,begéh by ﬁaking ﬁD's" but létex
transformed thém intOVSuhglasses; Nicole waﬁted to dr?w‘ a
pig. Upon making a cirgle she did not know what to do;next;‘-
.She.asked‘fdr?@élpfbut when;éncouragedbﬁo try it on her own,
decided . to ‘gakgﬁ&a rabbit insﬁead of a pig. Erin's
iﬂtentions on:one'sampge éhanged ‘more than those of any of
the ther children. jéhe'began with making an "E" on the
page. vExténﬁions‘from thié'crept down the-right’sidé of thé
baée, gradﬁéliy up the oth;f side and to the middle.pf the
pégé.“The Shé?évcha )é froﬁ a rdad,_to>a road witﬁ animate

7
L — . o ¥ :
characteristiéﬁ, a dog, a funny dog looking at the clouds, a-

tiger-dog and/finally to a girl dothhat was looking back. -

Chilafen'may aléo have-had ihtenﬁidﬁs which Qere not stated.
Tyier‘énd Hague (in ‘the beginning) did not . read;fy talk
‘abbgt yﬁéé"fhey were'doing.”- When Sarahvdreﬁ,"the'Sto:y of
the old women in:the shoe" she pufposely did not talk 'abput,

it. As she begyn she said, "I'm not tellinq%you",
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3. Some of the children's thinking was conveyed through the

' talk which accompanied their activity.

All the children at one time or another gave a commentary of

what they were doing.‘_ For some, periods of .silence were

‘necessary for their composing. Sometimes their commentary:

-ltbid about their.drawings or writing but at other times it

was about subjects totally. unrelated to what tthu were
A N ) A

doing. There were a number of instances when both Karl and .

Nicole did not talk but made little noises indicating their

'u appafent contentment with what ﬁhey‘were'doing.”

.Sarah spoke veryilittle while she was "making words" but was

wiiling to talk about it afterwards. There were also times

when she was concentrating so hard on tﬁei detaiﬂs of her

drawing (eg. the old woman-in the shoe) that she said. very
little. At ‘one pbint éhe was asked, "Can YOu tell me about

_that?" 'Her reply wés, "I'm not finished yet“;

‘During the ﬁifst few éésSions Hague was Yef“'quiet as he
went about his work. Aé he became more familiar with the
resgafghet and és-he expériencea'apgféval' and success in
:”?@yhét‘he was doing he beéamé more vécalf"ln one of ‘the last

f’s"é’ssions he ta;ked about the'various features of_?he body as

he made a ﬁicture of Nimself.

'Oftén the childfen gave a runn?ng”lpommentary of what they

_were doing as they wenf about their drawing. Erin did so .

.
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frequentiy;'
Py .
That's a storm inside the outside. See. the storm
¢
- picking? ' \&

Inside the window. I'm closing the curtains. Then I'm
closing the window first. (She colored the whole area

with black marker.) ' o

r

-

+  'It's a little bit ofa stormfysg,_sgg;‘ I'm closing a

| " lot of the windows, all ’the windows. Now I'm closing
§ : . .

%
the curtains, there! :(She made a blue

scribble.) I'm gonna do my hand now.

This illustrates how some children allow two symbol systems

to function Ln'a parallel manner. If 'onIYfEﬁe‘ finished

o . - B , _ P
product had beéen seen there would not have been any idea of

.

what went "into the - making of this solidly colored

1,

" rectangular'shabe.- Erin oftenytalkediabout her "homeworks"

"as she was mak;ng'the'letters. In the seventh

after she had completed them, but farely talked abont what

she was actually doing in the making of them. She did on.
. . o “ . A : . -

one’ occasion because she did not know how to make a letter

and wanted some help. ~

£

[

‘Although  Nicole talked about whaé she did after she

completed making letters, she did not give‘'commentary on it
session she

was asked £6 write. Concentrating very. hard she .made

several marks on the paper which resembleg the forms of
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B

. letters.
v ‘ | .@"’ ¢
N: What does that look like? |
R: Hmm, I'm not sure. - "
N: That's writing. ¥
R: Yeah, - sure. Do ydu . think it -should say

something? , o " 
N:  That says Ni - coie,;but it says Nicole

Morris.

<

SO | b

It appeared much easier "#or the children to weave their.

stories as they were dréwiﬁg"than as they were making
letters. For some it could have been because they were not
as familiar with this ‘mode of expressing ' themselves,

therefore haﬁj to  concentrate- Qﬁ' ‘making the letters

correctlr .’ Some of the stories the children told related to
" what they were doing, to what was‘goiﬁg on in the day care
-t . N .

'gr_to their enjoypent acquired vthrdhgh playing with the

markers. Hégue as feeling good about the butfefflies he
had made. ’
Now another one. 1It's going to a tree....That one 1is

[9

going to a mountain and that one ‘is going to a bad

thing....I'm going to make' another onev and this one is
- going to go to Zamp.;..cause we have a camper truck.
This is going camp ‘riow.
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Nicole also very easily.gave'life to her drawing through her

storytelling.
\
o _ Now I'm gonna make a daddy. This one is gonna be . all
¥ oo : ,
° - purple. Here comes the daddy. This 1is gonna be the

daddy. He's gonna, who's gonna be crying. The daddy's

s ~gonna be crying.

Karl was probably the most expressive whep hé_vbécame

»

involved in his hunting expedition. -

“K: "that's the part.

R: A part of what?

< K: oOf the® rabbit. Thatfthe rabbit =~ up there. He's
tfying'to always hop over. Looks like he's trying .

to roll himself over. There's his tail. Gots big

large feet. Cause  he's big, big, cause he's a

It

SRR ‘ giant one...

A rabbit. He's trying to shoot a rabbit but -oop.

‘It caught! A °“rabbit and he's, the rabbit

£

scratched him hard - the ‘monster. s

" R: Really?
. _ s
K: Yes the monster and he got: dead. That was a nice

;gbbit.
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4.. The children went about their "hard work" with a high
level of oontentration. / .
Intense concentration was observed by -the reéearcher as
individuale went about their act1v1ty whether they were
drawing or writing.; ‘ney were serious about their task and
sometimes lconsideredy‘it "hard work™". Karl and Sarah_
admitted it was "hard" to draw but they were aiso' the
children who said"it°was hard to write. Sarah had been
worklng on .a Single colorful and detailed piece for quite

" some time.q She chatted about her family and other thingsv
w (1ch did nOt‘relate to what she was doing. At times she

»

'fmade iittle nOises to herself as she concentrated very hard
l

on the detall of her work. When she was nearing completion

she 1ndfoat§ﬁ§&$"'.s hard work but was determined to finish;
W N "ﬁf‘;’ “ ) j -

it. | .ﬁ@é;,

1

el

S: You know Qhat? This wa hard to draw.
R: Was it? Why is it hard to draw? _<3
S: cause it takef twenty minutes....I'll finish
°it tommorrow. | .
/—\‘\ k‘ - Vi
R: Would you 1i to ftop and go with the other

children?

S: No, I thihk I'lT finish.

N
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Karl had already made-*one‘ nepresentation‘ of 'the Stone
Crystal and had decided he would make Stone Crystal s buddy

LAs he was d01ng so he commented "hard to". Later he was
.*w’ .

given a“new plece of paper and asked to put hls name on it.

Slowly and carefully he made a black vertlcal llne, a purple

line at an angle at the top and_a‘green one ‘at an oppos1te

~angle at the bottonm. Upon completion. he examined it.

X: Itfs'hard; Does that look better likehthat?
N It doesn!t‘look likeiafﬁK".‘rIt doesn't look like
Ca Ry s o
R: 'No?‘ HOW‘is<it.supposed_toflook?} | | |
. K:v Yoé put two marks“ on things-'but it ‘doesnlt.-.
~look like a nge, N
Both'Sarah. and ﬁErin appeared to fCOncentrate for. a dlong.

-~

'perlod of tlme and then come to a, polnt where they: had no

[

energy left to put 1nto thelr wrltlng or draw1ng
On one page Sarah had made a boat,ra_house andeas making. a

second house.l‘ She had outlined . and colored each one in

solidly{ She happlly sang as she started the secold house.

‘\

U_Hav1ng completed the outllne she began colorlng the '1ns1de

but ‘was not d01ng SO w1th as much care as before.
This is going_to be a greenjhousefall over. I'm goingl'

-~

green. windows, . green -doors,' green . roof,  green



- experimenting in order to discover how  to .make others.

L

L s

everything cause I'm tired  of drawing. This grass.v

Here‘you go!l.

~ . * . a

With that she handed me the paper. She did ask for another

papef but made letters réther than pictures on that one .

In one .of the sessions Erin had put a great -amount. of

concentration and time into making the letters she knew ‘and

“Having finished that paperh§he_deéided to traée her hand on

one paper and-draw a very simple face on the next one. She.

had putbmost of her energy into pfoducing the”first,paper,

v. S -.Qﬁ,

5. The process in which the child@@n were involvédj Qas 

often more important to them than the final prodhct;

It wasiappa:ent'from watching the children that for most of

them“the proéess_ they went through in order to maké
R ' \

- something on thé;vpaﬁer was more important than the final

, prpduct. v There were times 'when';intervention by the

researcher was necessary in.order :

Y

to save a piece of work.

' 'Had this not occurred the original piece df wbrk would have
- béén,cbioréd over.  This did- happeﬁ a few times in thé
beginnni?g séssions.‘. In the first session Karl ﬁade one
écfibble’on‘top‘of another and Because the latter écribblg.f

was so dark it was difficult to discern what was underneatﬁ;§‘

{

" In the next session he again made one scribble - on top of

ahother but.bécause the markings were outlines rather than

\ .
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.solidly'colored areas{*thej objects'could bev distinguished.
The intensity of concentration.thatAWent into the making of
_Hague s butterflies and cars, and-their placement'on the -
page, 1nd1cated that hls learnlng how to make them was most
1mportant to h1m ‘ Sarah usually had a sense of order and
balance to her flnlshed product but when she was maklng her

/\.

- name of the flrst tlme thlS did not seem tb be 1mportant.

’t

It was more 1mportant for her to find a space ‘on ‘the page in
whlch she could work | leew1se 1n ohe of Erln s later
;ses51ons she contlnued to ‘tukn her paper in order to acquire
space in which to-make her grow1ng 1nventory ‘of letters. It

was not until the fourth session with Erin,that I asked her
not "t scribble through it" but already;four f her samples

1

gave evidence of this. # On another . oGcassj

n Erin had

T2

a presented’the letters'shepknew howhtosﬁﬁke. She then made a

human rlgure on top of this »as though no other markings

'3ex1sted on- the paper

_ﬂfhs, mentiowed 'begore the chiidren often changed thei:
' 1ntent10ns -and their 1nterpretatlon of the markings that

C .-.'

: :jwere made ' This alsd’ andlcated that their‘ immediate

u"w ""

f]fﬁlnvolvement was more/;mportant than their final result
fﬂ7uKarl also deli@hted in “the magic ofe having “his

s

ffrepresentations mySteriously emerge from ‘the page.,vIn. the
:.Second se551on he enjoyed hls scrlbbllng and appearance of

7‘Stone Crystal' ) buddy»— "There is comes!...Aw, ready . for

A .}, "1/ 1
s -
70



Stone’ Crystal? _A'huddyTﬂ Erin experienced this sensation
.whhr through her telling of stories .sheﬂwas_ able to _see{x"
pictures spring ‘from ?the paée,' éheir‘fexcitement and
ipwolvement was;intense. |
' T 5
6. ‘"Mistakes" were an avenue for learninq{ '

. o
+

Tyler, Sarah, Erln and Hague" were aware of "nlstakes" (and.
~in some way trled‘ tq cover them up'. Tylet: wanted to - make -
, trlangles. Maklng the second .one he said "It's the wrong
one" and'trled to go over 1t flrst w1th the’ purple markerw,
and then the black one. When Sarah reallzed she had not
made her letters oorrectly she usqaLly scrlbbled owerf'themv
with ink. When she was doing.the last sample she attempted
' to make an."sﬁ. Immediately'she rknew§ that'it' did lnot

conform to the standard. 'BeoauSe_we talked about'it .andi
because she could see the hunor in the‘way ;she nade:”the
_ letter sh\ did not scribble through lt | She- then madef
another one that looked llke " the . conventlonal ougn,

Scrlbbllng through‘somethlng ‘that. Erln dld not consider to’
be correct appeared to be an establlshed pattern w1th her 5d
She did  so whether she was maklng ‘letters or plctures.
Erin's attempt to destroy son%{of her presentations~vnight
also be interoreted as an inabilitw to jmatChdehat she
oonsidered was an acceptable.standard. .fBeoauSevHaéue‘ had
been shown by the researcherbhow ,to makef‘a‘butterrly he

r
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tried %o copy that format. When his experimentation took— -

him“éeyond what he considered appropriate;hévused his finger
td"s?ldge,that which he had made. it appeared that if the
ﬁchi&drén‘ were concerned with ﬁaking "mistakés" it ‘wéé
-j?beCause they . were not conforming to what was _considered
| conyentional; some standard imposéd onlthemvby‘someone else.'
Thgy usually tried another eXéerimentatioﬁ at‘é laﬁer‘ time.

P Tnere was also no evideﬂce to indicate that Karl and Niéole

‘were concerned with'fhe concept. of "making a mistake".

1

7. Children asked for assistance if they could not figure
PR la] ’ .
out something on their ‘own. R I

’Whéther theu children were writing or drawing therg were
times whén they did not feel that‘they‘could accomplish what
ithéy wanfed and therefore asked qu some qséistance. There
_weré'also,times whehafhey jus£ said they "diqn't know how to.
Jﬁo sdmething"'and did not chooée to persue the mgtter. At
'?_first I was reluctant tovgivé help and had to gauge each

situation as to the merit of my assistance; Although Sarah

had previously made many'letters she had'hot yet made a "Y".

' I like writing letters (She giggled). Big "E"... and a -

big "Y" (She laughed). Hey, how do you do this? Oh,

v

Oh, I think I'm gonna draw this one.

e ‘ o *
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She did nOt‘redeivevhéip "and therefore experimented on’ he:”
'10wn until ahe felt the readgﬁ.waa satisfactory «Erin ‘alsqw;
had dlfflculty maklng the letter- "Y" but she was not happy
upon completlon

] v
.

S: I got a "I" in my name too. Just.a line like that?
' R:- Yeah .v, S ‘ N

S: Up? I start like that too.

R: Did you ask for an "I",or a."Y"°'

E: A "y, T
CRi Oh, that is‘different: . That's 'a line Iike‘ that

but it has a line cdming.té it like this.

E:"Like'this? - .
R: That's right.
E: And like thls’
.R:f{No, just one E&ﬁ@.
,E:;tI can do it more different. Have to dalit. This is
| caming'aQain, Igdnnaheat'feh up. ﬁwith “that  she

scribbled over it with black felt'mafker.)”

s . . ’ *

‘

The flrst tlme Nlcole was goxng to write she asked, "I want
you t; spell my Jname just a mlnute . Could’ you ‘do it for me’" )
FShe-was encoutaged to 'try on her own and tentatlvely ahe-
made marks on the paper;" At firstvshe was not"convinqed
that it. looked f@ght‘but‘ later confirﬁed that -it was her

name. -
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Both Karl and.Hague asked for help when they “%53 trylng to

-9 gl Ry

udraw, Karl w1th the rabbit and Hague’wrth the butterfly and :
car. Karl "managed to draw fon his'own put Hague.needed ia*
model in order to start with the butterfly.v He was able to
tackle the car with less assistance. | ’

AN

8. Experimentation was the most common way of ‘learning as

the children were involyed in the "drawing" process.

As the chlldren were busy w1th their "wrltlng" or "drawing"

experlmentatlon waS;a major part of the ocess. | Bégause
'Tyler’ and Karl began at the’ scribbl;::$\stage,' -their
experlmentatlon was ev1dent in galnlng control in their hand‘
‘movements. For the others thelr experlmentatlonl expressedzx
Litself in changlng, reflnlng or addlng detall to an orlglnal

3

representatlon.

The samples of scrlbbles whlch Tyler produced gradually‘
displayed an 1ncrease in control of his hand movements. - In
the'last session he, demonstrated much greater control than
previouslyband'tried in three lnstances to make a- triangler
This did notbturn_out eXactly"as‘he expectedubut each 'time
' there was a variationdon the'one he had justroompleted; On

the last page *heiagain: tried a trlangle.but _it was\'much

. larger than the other ones.

'Kar;‘%‘experimentation was evident as he tried to < gain

controliover‘his scribbles and in so doing gave them ‘some
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‘fctm. Durlng the fourth se551on "he wanted’fb\make a ;;bblt
"He was he51tant at flrst but gradually made..thelhead the
"body and the”feet The series of fouf draWings\.iIluétrated"'

the changes that took place during gé; seséion 'The’tsaﬁe
'.type of e;perlmentatlon was evident as he trled toiiake a
human flgure . The later draw1ng 1ncluéed fac1al featu;es
and a'hat. | o '
:kInitieily Hague's thehés Qete hhﬁan figures and windows. _ﬁe
" made séme changes in the faciallfeatures gaﬁthe.figures but'f
a greeter’degree of eXpefimentation &aévdisplayed’in the way
he went about making his window. At first it was a
" laborious task_to put'the iines‘tcgether so that the .end
reeult looked 1ike a wihdow;‘ By trying it five times,. each
time 1n a slightly dlfferent way, he Was able to place‘ one
in the center of the page by u51ng ‘smoothly connected lines
to do so.  Having accompllshed that he tried another._one
'using 54 éurple and black mérker;' Still 1later he_ made
ancther-one.hwithh the fine pbintk mefker which inVolVed

greater detail. Hague's work on .the butterfly FWas more

1ntr1cate than the window and requ1red extreme concentf%tion;f"

as he made the varlahlons Nine butterflles, made with
'varyinq'degrees 6f control ‘and exhibiting vafiatidn in. form.
graced th;ee papers. Hague was excited about theé sensevtof

accompllshment achleved through this experlmentatlon and was

-
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Variations occurred ®n  ‘the facial f.;%?tures, in the"

g R .

The human figure was the dominant theme‘in Nicolefégdfaﬁ

- appendages extehding from the head,.in@@%ﬁe~shape -of -the-
‘ ‘ ) ’,A . » B ‘.“ . ‘ . . . R
head, ,in the feet, and in the size 'of the representation.

The number of figu;es on the page rangéd from one to five.

It was interestind\ that - after Nicole had ‘made@v.some

exﬁravagantévariatio s, the final repfééention’appearéd.Very
‘ basi¢]in' compéfis It‘consisted,féf‘a ﬂgad, two .1ine§.j
 kéxtending dqwnwafd'for legs}fbirclés.for theféyeé and nose,

two straigﬁt ;ines fqr’tpe mouth, and twoiéifclés' atﬁached
 , o the side of the ﬁeéd fér‘ears.v'It was we11 proportioned

) . ‘ . . ,
ed in the eenter of the page.

N | e
Sarah drew a number of different objects. One that. occurred

more frequently than others was a house. It basically
*maintainéd'the same form but variatldié were evident® from
‘one to another. Sarah also énjoyéd.working with a variety

of designs and ways of decorating a page.

Erin did not haye a central theme- running- thrgugh her
drawing. She produced a .variety of lines  and shapes and -

experimented in filling in areas with color in various wayss

Several_timeé she traced her hand and _used"that as a -
| Starting‘point‘for'working, with the marker. She did make

i
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four representations of a human and the greagkest variation

- appeared in the facial features. In the Tater drawings she

ihcluded'a'body,«rathér than just a head with legs attached.
L ’ e Yy i : ’
b

o

9. Experimentation dgé_valéo the major way of learning in

the "writing" process. 3

g Experimentation' can be defined -as fhe"process whereby'
. children make an attempt in order to find éut and test. ° In
this case children were trYiﬁj to testy‘the ‘nature and
boundaries of writing. Egperimentation. by the childrenA
.revealed some of,the prinbiples which Marie élay wrote about

in-"What Did I Write (1975). The generating, ,recurring,and

flexibility principles -were evident in many of their
"writingdisamples as .they had been in their $ampies of

- "drawing". : _ -

Og:garah's first sample shé presen?ed thirteen letters; and
.'.two'shapes. These séme ietters were repeated a number of
t;mesfin subéequent-samples;- It was.apparent thatvshe felt
.some‘of‘the lettérs ’cbnformed to‘thé conventional standard
* and that}’some experimentation was necessary to bring the
othefé.tb>€ha; point.  Duriﬁg the iater'sessions she added
some lettérs to her‘inventofy. - On one pgge’she made a ."p"
ahd,decér;ted it. °She wanted'ﬁe to-guesé'what.it was and at

that point called it a net.

%
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Karl was not as advanced in his writing of letters as was’

Sarah. It was with a bit of apprehension that Karl made his
) . > : - vy

first letters on the ﬁage. He seemed to have an idea what

, the letters-should look like, but actually making the marké

\

~was a different matter. "You make two marks On‘thingsl but

it doesn't look like a .'K'". When he wanged to make anf.Pr"
he turnéd:the paper and - made a cohtinugué line starting at
the bottom. Not:totallj convincéd he maae the conventional
mark he asked, "Does that look like an lﬂr'?"_‘On the next

page he made an "r" ine a similar manner and also tried
¢ - .

another "K".- During the next session he tried to make a ™Mp"
.and an "h". .He found the "h" more difficult'than the;~fP"
and went about it very slowly, and carefully. ' _f?ﬁ

Nicole's first writing represented her name. She went about

i: cautiously. She turned the page so that she had room to

writs Her first mark looked like an upside down "y",  the

secend like a "J", and the third and fourth were two lines

which (rossed much like an "X". She was not convinced that

it was her name but said, "It starts -with a 'N'". During

the :xt session she also did some writing. It consisted of

a ..petitibn of lines and circles. She started'+at the

-enter “of thefpaper and worked towa}d fﬁe right"edge. She"

then returned to the center and‘workeé:toward thei%eft hand
side of the paper again 'repeétingiihe lines;and :circ1es.

Upon completion she made a line at the bottom of the »page
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crand a circle beneath.it. With that she stated, "That's all"

7 writing". Repetition was prominent here as it was in the
©oxt threeLeamples. Again she worked with lines and circles
but the size, pattern and placement varied.
o o ; | .

Erin's expefimentation with the letter form was:® especially

‘evident in the'fourth, sixth, seventh, and eighth seesiohs.
In session foureshe made & shape which resembled,a "b ahd
followed fith two variations which were partially.closed and
situated at an angle. A representation thch‘resembled: a
"p"_(anfupsidesdowh'"b") wastalso made on the page. 'Ih' thef7
sixth through. eighth eessidns'not only did vefiations of the

"p" and "b" appear, but also different forms of the‘"R" and

o S _ N
WEM, As the number of exanples« increased, closer.

.,\-‘

fapproxlﬁatlpns to the stghdard letter form was: ev1dent
.é;\,"'db“

Three of the chlldren 1nd1cated that thelr marklngs were

*

numbersg Kar& was experlmentlng,with a flne point marker .

2 . i

and ih the?process'made a mﬁt& whlch resembled a "sn, The

~

same{%ype of exc1tement as prev1ously mentloned was involved
P
because it was as 1f he discovered it by acc1dent/ When he

ﬁxled to dupllcate the "5" he was not suceseful Instead hef

‘h
x1
4§named it a car. ‘In the second se551on Erin made some of her

- "homeworks". ‘After she made a mark which resembled a
‘backwards three she said, "What's that?...A three?" She
named the next mark a "5". Nicole was in her third session

which involved: some writing. She had made a series of
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vertical lines and citcles. ""What does that .make? Is‘xthat

ten? " v | . @

‘10. Chlldren had a sense of how to uSe' the space on “the
@t A '/'l ’

| page whether they were draw1ng or wrltlng v

Most often when the children engaged in "drawing" they began
in or near the center of .the page. The singular
'compdsitions‘were'iusually centrally located. When " the.

draw1ng conslsted of more than‘one part, these werxe usually

rr_

-

- 7
‘. B

arranged 1n ﬁe' tlonshlp to the central figure. i ?xenty ef
R i > ] v

,‘deplcted the human figure. In the

Nicole's thlrty““'“

ma]orlty of these ‘the person or persons were . centrally

1

located on the page. 'When she made a representation of her
famlly, sheﬁﬁggv central and the other members were spaced
euenly aro@ﬂd er Both*Karl and Tyler s scrlbbles hegan in

P( L #
the ‘center otfthe“@page . Th@se who were beglnnlng to make

letters oftem began at the cenﬁer of the page and moved to.

the left. As their repertoire“of , letters increased they

""" sometlmes -turned the ‘page. to £41l-any ’remaining space or
turned the page and contlnued the line so that the letters
Vool '

#rah, who had a large

'*m .

stretched right across the pagé.”

1nventory of 1etters often startsd near the top on the left
e 4 .

.thand s{de of the page and contlnued down. the page 'She and
Etin both drew lines across the page\tog glve_the sense of

lined paper. T e T
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It was interesting that as Sarah was beginning one of the

‘lines of her writinq she made a blue dot and  said it

indicatéd‘"the start of the line".

In summary, several similarities were evident in the way the

g

children went about "doing" their writing and drawing.

Every child showed a special- iq;erest in the markers as an’

instrument for making marks on paper. Thé children were

clear as to whét gg%y inteﬁded to do on the paper. The idea

originated with the child.&Some of the thinking which went

Gl .

into their "drawing" or "writing" was revealed through the

talk directed to themselves ‘or the fésearcher, Their level

of concentration and sense of "hafd" work indicates ‘“that
they'were serious about their task. Very often the process
" the child was \Eu%ng through was considered more important

"+ than the final pr#duct. "Mistakes" were viewed either as a

&

stepping stone td/further learning or a mark that had to be

I 2
eradicated. Using their _own background knowledge, the

2

children experimented in making the marks on paper as a way

of discovering more about. the mode of communication. The

placement of the marks on the paper indicated they had a

good sense of how to.use the space available.

o
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" Research questicn #2. What knowledge does the young child

have about the nature of drawing and writing?:
l. - The young child understands that the marks on the 'paper‘

represent something beyond themselves

Tyler and Karl?mosthclearly‘repre;lpted.the scribbiing stage -
in their.markings. Both;indicated early in their drawingﬁl_
that they were repreSentingfsomething. fOr Tyler it was a’
playground, a tastle, ‘a blast statlon, and a "T" for Tyler.‘

R

On one sample vKarr 1llustrated halr, Stone Crystal Stone §

- Crystal's buddy”and a heart‘ Even though anyone else may

not have 1nterpreted thelr marklng in . the same - way, thec}

markings had meaning for them. As- further.development took'

place_'ln ‘their draw1ng they contlnued to name _‘their

representatlons. As Hague added hair to one of the ~ human
LN

flgures he Sald "I'm blgger" | He was comparlng himself to

the. representatlon of hlS daddy :

Signs-also stood'for objects or' oonceptsf © In the first~‘

>

session Sarah 1nd1cated that one page was an "X and 0 game"

~ and 1n the last session she wrote "X 0 X 0" saylng at the

tow

same tlme "It d01ng/X and O's because I love you" Karl

_represented Peter Pan by glVlng'glm a red hat For hlm the
‘hatdwas a d;stlngulshlng feature. ‘ R - ~

~ .
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On occasion the children named the geometrlc shanes whlch%&

AN

they used. | . Sarah named a "tall _sklnny trlangle" whereastgﬁ

Tyler talked about a "c1rcle playground" and latgr ‘made tWO
"trlangles" Hague also attempted ‘to make two trlangles.
The establls%ﬁd form of the geometric shapes dld not appear

L

to put constraints on the chlld's des1re to, represent

From the adult‘point of_.v1ew the relatlonshlp"between the
symbOl'and 'referent ‘galned in accuracy _asv the chlldren~
advanced ih their underStanding'offmaking"marks qg‘!paper.
This was not necessarily true for the children. Tyler's
’circular scribbleS»represented,a circle playground for  him,
but an adult might not have understood it‘aS»such Karl's
faccompanylng verballzatlon 1ndlcated greater confldence that .
his first symbols represented the’referent- than those he
.produced later. Karl's butterfly bore resemblance to an
_adult's conceptionb.of a butterfly but his  questions
. indicated his ‘hesitancy‘fiasi to the | accuracy of _the-

,‘: "v\

representation. With repeated use of the symbols all the

P y. l‘x:‘

children became more confldent that the symbol represented
dthe referent. Sarah was'confldent that‘her drawing of ‘the
‘house represented a housel When Erin began maklng letters .
 she was not confldent if the symbol actually represented the’

referent but ‘as she Sarah and N1cole 1ncreased their use of.

E letters, thémhes;tancy'decreased.<

4
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7 to a drawing, but not from a letter to another letter. The.

My, |
2. The chlldren understood there was no "rig

- but that a conventional form was expeCtedx}n writing. X

The children saw in drawing a greater degree of freedom and
less of a sense of "the right way to do things". Whilé most

of the children  eﬁga§ed in this freedom there were two

.~ instances which indicate a deviation. Karl freely engaged

in drawing throughout his sample except for the ,fqufth

-session when this conversation indicated a bit of hesitan¢y,

K: T don't know how to make rabbit feet. I want
et

R:-‘I‘doh't think I kgow how to makéﬂrabb}t feet.

- .szf Probly because YOu_hﬁve to make iinés.‘
’Kari?@eng‘onlto' make the'repfeéentation’ of the rabbit. In
. . .

order to helleaQue visualize a butterfly the researcher

. asked, "Did he have wings?" ~Hague's reply was "Yeah, but, I

. don'# know how to make his wings". = Once he "knew how" he

readily made a number of variations on the first one. This
situation was not the normal drawing situation in which the
child determined what would appear on the paper. ' -4
o _ A : o
T

The‘¢hanges which the children made were from a drawin& to

J?ﬁ,anéther'drawing, from a drawing to a letter or from a letter

children makihg letters * perceived that }ietters h?d

‘conventional form.

"
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3. The children understood thgtfﬁitters had a name.

Kari,'Nicole,-Efin and Sarah were in the various stages of -
making letfers. ' There were ‘times when they would make éA
letter and then ask, "What is it?" Karl made a letter
similar to a letter "E" and then asked, "What letter is
‘that?"ﬁ  On her first page'Erin made three ietters. She:
named Ehe two "E's" correctly but was not as certaih of the
third letter. | .

E: What's that letter? M? ’ B

'R: Hm Hm, That's right.

"~ E: Theﬁ'what does that say? - R SE :i
R: What do you think it says? ~ . ... o &
'E: M -E - B o o L

i

M-E-M- E-E-M =Y doh‘%,ydu¢dleaﬁythiné?,“

(She paused between each letter questichingly . and =
: ) . E ‘1 s ‘“‘ . ‘ .,_b--:’ ) ‘(V
then laughed at the end of her question.) ... -,
. e . \;‘ N ,..‘ “ o . o .

t

4. The children understood thatéa-‘le;ﬁir or'.a grpup of

letters could repfesent‘their ow,rname, andther persqn's

name, or a word. - - SRS

During the second last session Nicole attemptéd to write her
own name. Many of the letters She pﬁt‘ on the paper were
ones that are found in her name. 'Tyler’clearly indicated‘-

that the letter stood . for a name ,h when he said, "T for
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Tyler". From the outset :it was°appareht thattsarah knew
| that‘the letters of her name were her own*pereonal sign.;
After Nicole had made a serles of vertical lines and
circﬂes, her second t%mgt at wrltlng, she repeatediy
asked, "What is 1t°"t6ﬁ;the next page shé again made lines
Arand circles 'but was baffled as to what . they said. ' The

conversation following revealed that she was ‘more convinced

the markings should represent a name. L T ..KQH

Is that ten?

Itllooks like ten to me.

N

: But what, but what does, whose name is it? B

e

No. No? I thrnk 1t sayjnJudy

N
R
N
R: It's not my name. ’Iﬁ it your name?
N
. § ;f "
R: Judy. “I-see. SO % doe 't say your name?
N

That says Llnda.;hj
R: Says Linda.. Oh?
'N: That th I put, that th_I‘put a 1ine there in it:
Thev'preceeding illustratesd that letters ‘indfcombination
repreeent a word:xtIh'thiQ instance'it was meaﬂt'as a,'eignl
v for a name. Even though Nlcole had 1n1t1a11y asked about
1nd1v1dual letters a group of marklngs took on’ new meanlng h.

4 -~

A crossover between number and letter is also ev1dent.

Two of the glrls also .gave“ meaning to”vat collection of

letters. Erin often referred to the maklng of letters"as 5

3 a
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the'ﬁakiné or doing ﬁhpmewdrks". " One timei when she was
doing a  1érgé nﬁmber ‘of her "ﬁomeworkg ‘n"the page‘ sﬁ;r
sqid,‘"i cén db'much, do most little'wordS"ﬁ'[Innthé‘ second
session Sarah.;lso said she was- "gonna mgke}WordS" and then
~ redefined hef intehtioﬁ Saying;, ﬁThesé'.are'not. gbnna ‘be
c‘wérds‘but alphabets". Sarah alsb'indicatedfthatva word had

length and that it was composed ofva_numbér of letters. When

B .

she was Ef&ingrto write “giant" she  said, "I need anofhér,

one...another iétter".'

5. The children therstood ‘that correct ‘spelling of the

word allows the‘meésaqelco'be receiVed‘as intended.

Three of'the;childreﬁ‘used 'the wqrd "spell".) Nicole said;k;
ﬁI waﬁt_you Fo spell my name”just a'minuté".  Erinl¢xpiéinedv'
’ mbwftoA'spell  hef‘.name '&g she took ?ar paper aﬁd"began
| "writing"?her némé. As Sarah tried to preSent hef5 ﬁesgage
. on the p¢stcard she too agked, "How do you spell‘it?".3ﬂrt’
was impérténtrto her tﬁat if the message Qas.to be redéived[.

it musﬁ“aléo be spelled correctly. _ ,‘\' 'L;

6. The children understood that writing was sometping‘that :

.aduLtsudo while-draQihg;washmore natd@al'to them.

Their primary mode ommunication on ‘paper was drawing and.

letter makingi/ ” putting letters togetherl to form. words
‘corresponded with  the advanced underst%nding‘ of . writing.

'They»saw'é'différénce between this and'the'writing which the
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: ‘ v ; 8 B
researcher -did. -Hagque,_ Nlcole, Erln and Sarah all referredi

to or .questioned the resbarcher about the wrltlng’ belng
done. Nlcole asked the researcher to write for her saylng e

I can't know how to wrlte"

Young children have a knowledge about the nature.of writing "7

and drawing. To summarize, young ohiidren understood: that

the marks on paper represented somethlng beyond themselves,“d

r&
‘that there was no . "rlght"way" to draw but that wrltlng

‘followed'a con f"

’f%%nal'form; that letters had a ‘name; -that

a letter or groupz of letters stood , for theirf’owna'name)

S,

dnother: person's name, or a word; that correct spelling was"

necessary to convey a message, and that writing was

something adults did whereas »ohildren most. often drew or

A

made letters. . ;1_“'vg

g

Research ‘questiions #3. At what point -and in what manner do-

children‘differentiate between drawing and writing?

Given a set of markers the children were asked to make marks

on'the paperu'nAll the children but:one“produoed‘samples of

- what adults would call both "wrltlng" and "draw1ng" Hague

.

oould not be persuaded to produce a sample of .writing. all

of the chlldren knew that there was a dlfference between the

two. Most of the chlldren, when glven the marker began by
‘.)

of

ﬁdraw1ng" onvthe paper.r Sarah was the only Chlld who began

by writing her name. She. calleg 1t "a picture of letters"
. f) N . . b. Y .
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"and on the same sample decided to make "a pictnre down here,

2 . ' o . . -
a really picture". Initially only Sarah and -Erin made

'lettersvon theiri own without being._.prompted to do SO.v_’
' Nicole had not been asked to writé when she, on:her‘ own |

‘initiatiye; introduced the idea of "wrltlng" by- saylng,ki"I

want you to spell my name Jjust a mlnute" . Without

demonstgatlon but with encouragement from the researcher,

Nicole started It was obv1ous from the tentatlvenessv with

'.,whlch she made the marks on the paper,” and from the »awkwafd

appearance o@ the 'marks themselveS‘ that she had not made

’letters on her own very often prev1ous to this. - ;

If after \a number of sessions the child had not yet produced

t

©any ‘writin ,they'were asked "to‘write for me". Some of the-

children/ continued to draw without | realizing the

' significhnce of thé“"request- while others' immediately

reaiized~that- theylnere being asked"to'make a change “in
their representationé Close obseryation' of rthei child
Qetermined vhen it was again appropriate. to ask - for a
writiné sahple.t'Thisaprodaced a response of‘wrltlng or an
explanatlon why the ch11d was not w%@llng to wrlte. SOme of

N '
the chlldren sald "I doh@t know how to wrlte", but for

others wrltlng was somethlng with Wthh they were famlliar.

a

‘When asked' to "write"i there ., seemed to‘ be a change in

Y

o ]

‘orientation. Sometimes the changevfrom'draWing'to writing

meant beginning on a new;sheetgof.paper,Or allowing't%me to“
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lapse. At one ‘Session Nicole was asked to write but’

Y

continued making a ﬁersoh as she ‘had been doiﬂg. She then.
- took a clean piece ‘of papef,and 5egag;making lines and
’ cifcles’for 1ettér§. In-the next seésiqhx‘she'wag again
asked'ﬁo write. This time she made two:drAWings 6f a’ human ’
before she made the first indicatién of a>letter._ It wasvih |
combiﬁat&on With a drawing‘of‘a human. Whén-ésked what tﬂe
mark représehted she did.not éiVe. it a letter name.' ’§he
ﬁade lines aﬁd circles oh thédnext paper but was not Sure $f ,

Aajj what she had made whéen she‘had‘completed‘theﬁ. She usually

Ly
P

took time to adjust to»thé idea that she was‘ﬁriting‘ rather:
than drawing.  Although three of the children sai.d they
could not write they éventually attempted to do so;

| \Tyler héd not yet been asked tb write whénvﬁe volunteered
his "T for'Tyléf". When askég if he could write anything
else he ’responded’in the negative. When Hague @aw the
fesearcher_Writing,his name, he didvhbt égfee'tﬁat thaf' Qas
whaplQas being done. When ésked‘to write' he avoid;d tﬁé
question. At one point:théwreSearéher asked him to have his

3

parents show “him how. Returning to the next session’

| reported;‘"l try-did to but,now I can't", It was defd ité
S S w . '
at this point that~Hague saw writing as an impossible task.

The children Jfrequently used?gﬁhe terms make" or. _"do"

‘ inst?ad'of "write" or "draw". Tyler‘did not use the terms

"write"and "draw" at all. »Haguefused "draw" on one occasion
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and when asked, indicatgd ,@}the researcher was "writing".
' ' ¥ ' '

Karl used "color" on severégﬁgbcasions, used "draw" four
. . oy el

times and used "write" threeié%ﬁéﬁ. Althéugh the girls uéed
"make", ané "do", /they AAused ‘"araw". énd "writé" , mofe
‘freqﬁentlf,vylt woﬁld appearv-théilas the Children ‘expanded
their variety and number of representatiohs, and as they
méved beypnd the scribbling éEZ;e into the "Qriting"lvsfage,

their use of the words "write" and "draw" increased.
-

Karl was the‘onlyAbhilq who gave actdal evidence that theré
- is a point at whichIChildfen difﬁgrentiateibetweén writing -
énd_drawiﬁg. He discovéred létteré igrthe scribbles hé had
made. Karl had made a watch butv in observing what he had
done asked, "What ié that number? 'R'?" | LQbking ~more
Ciosely he- beééme more excited whén~he found a "K"l.but
'imhediately said, "I don't know how to make a 'K'." oOn ;ﬁﬁe
nex£ page Karl attempted to make letters but conqluded)
uiﬁ's‘nard".‘ ‘The criteria..he used was the similar&ty to
recognized’élphabet forms. The recognition of the alph&bét
letters wds acquired prior to the currgnﬁ prodﬁction ofi the

PR e

letters.

This stﬁdy cqnfirms that = there is' evidence that children
differentiate between writing and drawing but sitesionly one
_specific -incident where a child actually nade  the
differentiation aﬁa in so doing; used:the recognizeﬁ‘ nUmpéf E

and alphabet forms as the criteria.

N



Chapter Six
Summary B ) &

~ Overview -

The concluding chapter summarizes the study, presents the
major findings df%,the study, gives .suggestions for future

research and implications for teaching.

'ég L Summary of the Study-

§iourpose of the study. was to examine the symbolizing /6f
:."childfen through the meaium that adults indicate to be
wrifﬁyo or dra%ing. The research questions were: (a) ' What
is théﬁngture of "the similaritiesfand differences in the way
YOung childfen gé about "doihg“ fdrawing and writing?" (g)
What knowledge does the ypung'chiid have about the na£urevof

drawing or writing? (c) At what point and in what manner

~ do children differentiate between dréwing and writing?

Subﬁects of the Study
i

Six children; three béys and three girls, 'ffomfé day care

class of fpur—year-olds-weré’ thév subjecté of the study.

'These children were selected out of a total class pbpulation

.following six three hour observati&g Qessions of the entire
v

class. These childrep’were seen as eager to '"make marks on

- paper" but not wholly involved in "drawing the alphabets":

. £

166
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Data Gathering

Initially all of the children met with- the researcher in

order to becone aquainted'with the roomj and to be informed
1 <

. ) -

-0f the procedure of the study as well &s the expectations of -

the researcher. The use of:the'éudio—tape was demdhstratéd.

'Following this the‘ children met with the researéher

individually. Upon arrival they were given a standard size
T ’ N
sheet of blank white paper and three:colored markers. The

&

children started on their own. They had access - to an

unlimited supply of paper. o

The researcher's role was that of observer and responsive

audience to the child. The audio-tape recorded the verbal
. - o

communication during the entire session, while’ the

researcher  took notes to . record the non-verbal
. s

communication¥ and actions. The children's samples were

labelled and collected as they wére completedQ_

[}

The analysis procedure was inductive. It involved stqdying‘

v

the samples of the children, the transcripts and tHe

observation notes taken during each session. Case studies

i

- were written for each ?qhild. From the precee&ing

¢ ’ .

information common themes emerged.
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Conclusions

4

The study entailed the observations of six children on an
individualebasie;v On"ayerage the sessions lasted eleven
minutes: Each child came.fer three to ten sessions yielding
a total'ofeone ﬁundred.aﬁd?nineteen samples.‘ Thevsample was_
not lerge and the study Qee'vhot extensive in length but ‘as
Donmoyor (1980)2(quote§fiﬁ Eisner) states, “Generéliéﬁbility‘
is possible because oﬁ.tﬁeiéelief that the general fesides‘
‘_in the particular and becéuée what one learns from a
particular one applies to other situations subsequently
encountered" (1981, pg 7). A number of conblusions‘cah be
drawn from the study.L They along with the%pA related
questiénsband the theoretic implications are éneéented ‘in

the following section.

Similarities in the "Doing" of Writinq-and Drawing

Research question #1. What -is  the nature of  the -
similarities and differences in the way children go about

"doing" writing and drawing?
~ Discussion

The present study revealed that there were at least nine
similarities in the way children went about doing '"writing"

and "drawing".
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1. Children exploxed the possibilities of  the

writing/drawing»instrument;

Children investigated the markers to determine.if they had a

. I

smell, and to see what they could do besides making marks ¢n

th papegi;:és,extra'pressure were applied to the markers a
Can . '

.~ tiny pool of_ink»was left om:the_paper.. They soon found .the

markers could roll and be attached end te end. The

ed drawings aﬁd an
this meaht he’ or

she was to write.'  This S‘fh E '"aréﬁe,. Burké and
Woodwaré's (1984) study which indiéated that-th;ee yeér rold
gQ}idren usually knew a pen was used for writing; At times
the child became so involved in the drawing process éhat the
marker took 'on the characteristics of the object he w%;
representing. This data substantiatgs the findings of
Gardner's (1983) 'theory of "waves" of symbolization. As
Karlkwas~drawing a rabbit his marker began to hop across the
page liké'a rébbiti" At ahothe; point hevdid not distinqﬁish
between the hair | apd the marker ;nd cautiéned » the

hair/marker to "calm down".

2. Children varied in the way they determined what was

drawn or written.

The children very often indicatedgwhét they planned to do by

stating,~"I'm going to...”. "At times they went about their
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task with ‘purpose and only on completion or when asked:
reyealed whattthey were representingr Sometimes the_subject
’imatter was their, surroundings.but more c¢ften the children

came prepared with an idea of-what they would represent.-

Lowsnfeld and Brittain (1975). maintained that the only
'motivation”the child needed was proper materials and the

c Coe ¢ . T e -
encouragement. to- kegin. . Some chlldren changed what they
P -
'1ntended to represent as they were 1nvolved in the process.

P
Some began w1th'mak1ng letters andg changed to.draw1ng, some
" .

,w1th draw1ng wnlch took on'anv alternative form‘ and some

J

started w1th draw1ng and eventually changed to maklng_

letters Thls concurs w1th Lowenfeld and Brlttaln s bellef

that art is a natural form oﬁﬁﬂearnlng and w1th1n the .. child

dthere is.a need to ’represeht the env1ronment w1th whlch he

LR : | *

" comes in contact Although the chlld may start w1th some "

1dea of what he is g01ng to do, he is also 1nfluenced by'?"

&

what he has already represented on the paper.

et

A )
. .. B . o ) . ' L f :
' . . » ‘ . }

_ }. ’Some of the chlldren s thlnking was conveyed through the~

- 5

talk wh1ch accompanled thelr acthlty ,"

The amounﬂ of talk produced by the chlld was affected by-
. J'-*a‘,
“;gzbEral factors.g : The level of famlllarlty w;th the

:researcher was a’ fact&r wmth all the chlldren but probably

fthe most pronounced w1th Hague. vChomsky (1972), Gentrey o

.

(1931y, ' and_Haas‘ Dyson and Jensen (1981), found that a'

"trusting'atmOSphere-_encouraged the :exper;mentatlon of the

e
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ohild‘s own knowledge-of.letters_ and sounds in the writing
~ process. _Lowenfeldv and Brittainvfl975) also found the
positive attitude on the part of the teaoher was vital to
the drawing process. Hague did not write but the trusting'
atmosphere‘ increased- his Verhai _ communicationv and
_buillingnessd to: experiment' with drawing. Some -of the
children didanot wish to speak while conoentrating on their
- task, but talk appeared to aid others‘in thelprocess. Some
talked about what ‘they were doing; 'ében to the‘point of
: story telllng, whereas the conversatlon of others focused on

everthlng but what they 'were dolng. - Graves. (1978),
HaaS7Dyson (l&B;)(hHaas—Dyson and Genishi(1982), and. Lamme

" and Ch'iilders( 1983) found that talk was an aid in the writing
3 v S
process Tbelr studles and the present one do hot address
the purpose of talk totally unrelated to the task at hand.

) . . . . : R " ' . . . . ‘ ] . ‘
4. The children -wentdabout their "hard work" with a. high
. . .~ . ) . S ‘J . . ° o -y ’ ’. '> I_‘ . .
"level of concentration. S
o R . Y ‘

‘ . ) ‘ :
Not only did the chlldren state that 1t was "hard work', but: ,

‘e

phe trme dedlcated to the ‘task and the-amdunt of ﬁattentlon,.

l glven to thelr,detalled draw}hg and‘wrltlng 1nd1cated that
“:tﬁé§ were serlous about thelr task. wThe_anount'of effort
and concentratlon expended on'the‘hactivit§ indicated that_
?thehchildren;s 'c0nceptof“the'%nportanoe' of the "activity
‘con;urs with.that‘offRiohardson (19485 when'she‘stated' that

'the. children's work was : more -than '"mere scrlbblef".

L
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Giacabbe (in Graves, 1983) also acknowledged that children's
b : . ‘

writingWas purposeful and concluded.from' her study that
grade orne chi&ﬁren(ielt they could write and wrote for the

_sake'of writing.

-
5. The process in which children were involved was often

more important than the final product.

At times the chlldren were - soO iﬁtensely ithlved that they
scribbled over their former~ representatiohs as thodgh they
did not exist Sometimes in the.'frenzy‘of smaking a new
dlscovery they dld not follow thelr former.'evldenCe . of
understandlng Jn use of space, balance;'or dlrectionality.

°Thelr excitment and 1nvolvement was all: encompa551ng This

kl\( 4 -

is supported by Harrls (1963) andnKellogg (1969) who ‘saw
thls as. part of 'a_ stagevin\-artlstlc development and by

Brlttaln (]979) wh0’ clearly saw the Chlld engaged in "the

'x

process rather than 1n producglon of the prodgct.

N . ST 3 -
- . :
-

6. “Mistakes" were 'an avenue for learning.

AR 3

¢  When hg chlldren- made ,a representatlon WHich ~did’ not
_ Ty S ,
- conform to that ﬁhlch-they con51derﬁd appropflate‘ they;

usually scrlbbled through.lt or smudged it in some way.
Usually thelr "mlstakes" were followed by other attempts to

bl

more closely resemble the conventlonal idea of what their
@.

representatlon should be. Klngvand Rentel (1979)' also «,

Koonsidered'correcting‘as part of: the learning'process,'

N



7. Children asked for assistance if they could not figure

out something-on their own.

. If the children came upon a letter with which they were not
familiar, and therefore unable to »repreSent, they reédily
aSked'for help. Piazza and Tomlinson.(l985) fouﬁd childfen
weuld readily ask their peers or the researcher, while

Giocobbe (1981) found - a. reasurring response from  the

researcher in ahéyer to the questions allowed the  children
. a . ‘e S8 . 'z\‘ =

to proceed.

) .

8. Experlmentlon was the most common way of learnlng as the
children were involved in the draw1ng_or writing process.

. ‘
’

‘ : . ‘
Experlmentatlon was ev1dqnt in the dlfferent ways in . which
[the chlldren made ‘rep esentatlons on paper._ scribblingh
conﬁholléd ~ scrlbbllng, “ preschemétfen .,repreSentatiquL

,schematic vrepresentatlons, ~initial attempts at letters,;? W

" numbers and names.. ThlS substantlates studles by many other Sa

*

_reSearchers who used varled terms to\descrlbe the . proceSS'
. C1ay<(l975 = flex1b111ty, Wlklats (1n fTauptan, 1984) ‘and
Gardnq§;‘(1980) - ‘problem soly;ng, " Smith (1983)

\

modificetion " of “design, Harste . et . al.. -(1984) -

L

)

.genefativeness “and risk-taking, 'ang Newman (1984)
experimentation.

*

9.9 Children have a sense of how to use the spat€ on the

page.
©a
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| - When chlldren engaged in draw1ng their representatlons were

' usually - centrally located or arranged in a ‘balanced

B

formatlon on 'the page ztheir inventory of jletters

" increased, a linear formation from left to ‘right ‘ewentually-
resulted. These flndlngs concur with Brlttaln (1975), -Clay

(1975), and Goodnow (1977), who saw children gradually

"gaining an understanding of the use of space-on the paper.
, ¢ <g - - I R
Children's Knowledge of Writing and Drawing

s . .!

Research.QpestionV#Z' What knowledge does the Chlld; have

about the nature of draw1ng ‘and ertlng°A

Discussion

" -’ ’ B - . ! o ‘“ .

‘1;_ The chlldren understood that the‘marks they'made,,on ‘

N

~_paper represented somethlng
.\ This " study indiCatedfthe‘following areas_of'ﬁnderstanding.

:, Whether the chlldren were at the controlled scrlbbllng stage o

-t N

'rbzor the schematlc stage‘ they understood that thelr marklngs'_?

R
2 ot

Irepresented objects or concepts. . Langer (1n Gardner'l982)

v--‘t

-"referred t% é?mbollzlng 1n plctures as presentatlonal .and'

-ﬁsymbollzlng in words as~ dlscur51ve. Studles by Yardley

(1970), Gardner (1976 /1980 ~1982 1983_ 19855, Clay.(1975),

E;sner (1976), Brlttain (1979), and Matthews (1984) all deal ;

-

‘with 'th% 'synbollzlng of “chlldren as they attempt to

LM f
(WY .
. 1
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L ald

represent thelr env1ronment through draw1ng and/or wrltlng

I

The 1llustrat10ns and .narratlon of the\zhyldren indicated

that thé{\\scrlbbles, llnes, letter forma 1on, and groups of ”

'\letters r

ﬁflesented thelr own understandlng of thelr world

o ™

. N ;_-ﬂ.“

g‘i',-“' 4-';_." ' . o T | |
‘Most of - the' éhildren experienced aﬁ&Sense Jig¥pmedon while
\" R Al - - 8 ‘ .

- they were" scrlbbllng and dra ing. " Weether '

%

‘"a‘c1rcle playground" 4Stone Grystai: "the 07'

¥ were making

woman in. the

' sh&e"':a= humanyflgure,' or a house, the chlldren dld not

5

LR
operate under the assumptlon @ﬁat they had to conformr to»

El

some conventlonal standard- Lowenfeld and Brlttaln (2975)7-

‘POIDted out "although parts may have some lntent as'they aref'Q

heln draWn he chlld has o preco celved notlon as to what
g TR n ny ,

?ﬁe fmlehed scrlb-ble wn.ll look like" . (p.v-130) .

'g. : “ - .o s

;3} 'The-dhildren underStood that.letters have a name.-
: . ‘ ‘\."

: As chlldren made a letter they would name 1t or they would.

t

make a Qetter and ask "What ‘1s 1t7" : H@ley JaMES (1982)'~
‘says that "through 51gn 'on stores, names on products, :

'"-‘telev151on commerc1als and books," chlldren burld up . a

- 4 §

'low-level awareness = of SOund" and'_symbol relatlonships.

Using what they already know, they ask for help with other
- S :
letters (p 462) ' Haas Dyson (1983) also . indicated that.
4
-”'young chlldren were aware of how letters looked (p. 19)

/ .
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4. 1The children understood that a letter Or a group of
letters could represent_their' own hame, another person S

ALY

name, or a word.

Tyler and Karl both used a single letter to reoresent thelr
name. Sarah and Erin both knew the sign for their name and
.Nicole after 1n1t1al experlmentatlon, recognized a asoup of
letters as a sign for her~name.' Clay (1975f states that it
.is only‘ a rarellchildsthat learns any other words .beforeg
attemptlpg to wrlte some.of;his'own name. Haas4Dyson (1981)
c1t1ng Ashton- Werner (i?éj) refers to these -wordsf With
,spec1al meanlng as.ﬁtkey words" u‘ As. thelr lnventory
1ncreased the glrls also began to put the letters together

to form ‘what they understood to be words ' fS‘tudies~ by

‘fChomsky : (1972), . Gentry: (1981), ‘ Glacobbe (1981)‘and ‘

R

7

. Haley-James (1982) 1nd1cated that chlldren use the ,letters.y

jthey know to create words.

Sf; The chlldren understood tbut cOrrect spelllng of the

’ word allowed the message to be rece1Ved as 1ntended gThree“:u“

. . ,;‘ .
.of the chlldren were concerned about correct spelllng Sarah;

'"made a ‘postcard _She; wanted then words tol be spelled:
correctly because she knew that a message would be -conveyed
through her words, Accordlng to Clay (1975),_ Haley James
(1982), a’nd Newman @1984) chlldren understand wrltlng is a

means of communlcatlon and . studies by Gentry (1981) and

-
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Giacobbe ‘(1981) verlfy the ’1n1t1a1 staées' children 'go

through in. order to spell words correctly

¢

A

6. oThe chlldren understood that. wrltlng was something
Eadults did whereas draw1ng and making letters was their most

‘natural mode of wrltten communlcatlon The chlldren often

i) v

said they were golng to ﬂmake" something or "do" something.

.‘Therresult 'was,usually‘<marks which resembled drawing or

- ) . o L

writing. = Their = early. stages of representation - involved
scribbling. Thenlater‘ marks were'either._drawings which

deplcted thelr surroundlngs or llhes which represented

¢
' letters or numbers. a1l the chllcﬁen %u“t one made a draw1ng

afor thelr 1n1t1al representatlon.'

Aithough the chlldren did not readlly refer to their own‘"

’work as writinq, they often asked the researcher, WWhat are

“»

'you wrltlng’" This concurs w1th Haas - Dyson s (1982)

flnd}ngs whlch 1nd1cate that chlld*en understood wrltlng in‘

the context of adult wrltlng.. _' — S -
- <. X n o d.“}‘ . . ) .

Y

. Differentiation .of Writind and -Drawing . /» =~ "

“ & V3N .

.Research questlons #3 At whatvpodntland‘in what manner o

thlldren dlfferentlate between drawlnq and - wr1t1nq°

The study indicates that there is ar point at  which

—y

differentiation takes place and that recognition of® the

alphabet letter forms aids in this differentiation.
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S

.DiscuSsion - - B {??ﬁ
All the children except one'produced samples of writing and
drawing and all the children knéw there was,a difference

o & .
between writing and drawing. ' There was only oé%vincident in

\\_ —m e : \ . " . .
" this study which actually indicated ~a ‘' point of

%

differentiation. With excitement, Karl discovered letters.

in the scfibbles he had made ' Because'he knew

dlstlngulshed it from the draw1ng. He was conv1nce&f

“not know how to "make" a "K", but tried on the neﬁtfmpage.

2

she suggests that "wrltlng develops from avform of drawing
E . l q
‘:(a graphlc representatlon) to form a language (speclflcally,

s

,-an orthographlc representatlon) Inltla‘ly,_chlldren focus_

ot

on’ the most concrete the, most obv1ous aspects of wrltlng-'"

:' 1ts graphlc form", (p._18—19). .Lamme and Childers (1983)

~also found Tthat chlldren ‘discovered isolated . alphabet -

. e

letters 1n thelr draw1ng

e ¢
.
R . BRI A

YT

)

»

L ".,.'* .+ Future Re€search . .. ....¢ =

- v . N {‘ ’ o T
This. study, conducted duringfthe same time frame as others

o

dealing withJWriting and drawing, comcdrs_with some of their

findings. The presentlcstudy also indicates thatv further

,study onld,ﬁincrease the Xknowledge base giving greater

t =
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insight into the _learning of young childreg:gas'they give%
expression to it in writing or drawing. B | fo

‘/' “

’ In this study the children met with the researcher on an
1nd1v1dua1 basis. Lamme and Childers (1983) 1nd1cated that
‘social interaction was a contributing factor fin 1thew
production of - writing and drawing. In future studies' a

~group of children iis ‘recommended in order; for this

interaction to take place.

<

Tyler and Karl'rwere in the scribbling stage. _ A study
involving a greater ‘numher of children at this stage may
give greater 1n51ght into theJ question; "At what point and
“in what manner - do children differentiate between drawing and

writing?ﬂ_ Would children in- this stage use’the words "draw" 7

.

or "write" more often than "make" and "do"? "

'The‘ﬁrimary 1nstrument used "in this study were colored
o markers with tlps of approx1mate1y,J5 centimeter thickness."

- fAfter«*a few sessions markers .w1th—~a— thin point ‘were

b R

intr uced ' A study us1ng a penc1l or a marker of one color :
. L ‘ .

o may cause ‘the children to focus ‘more on the task of writing

and draw1ng than on the p0551b111t1es" of the"markers

Variations of the 1nstrument such as ‘the use of a brush may :

- produce different results.

o

I\x\lthough the talk of the - researcher was limi,ted, the

children were questioned w1th the intention of encouraging :
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writing. A study of an extended time perlod w1th ‘less

focused” questlonlng may produce other results.

Gardner speaks ,of.the _interaction of  the symbol systems{
Preliminaryd activities such las music, dance, -~ and
storytelling prioryto'the sessions may result in stimulation'
~of imagination and allow the childrenvto,hproduce varied
results. The stuc, explored the relationship between’
drawing faﬁd | writing. | Other 'studies exploring the
relationShip between other symbol systems might' also be

undertaken.

Teachers as researcherS« woulddreveai the most pertinent
1nformatlon about children' s draw1ng and. wrltlng activities
because they would be .able to observe spontaneous‘ results.
The children'would also be famlllar with them and not have

. to deal. w1th the hes1tancy to produce a sample for someone;ﬁ

L]

with whom they -do not feel comfortable;'

. Rk . ‘. . . N . -l
Implications’ for Teaching .
i P B FEN ~;“A,n .

-

% ’.f'

. _igé present-ﬁstudyb;indicated that children ‘have .algbroad‘
' ,,xnowiedée3base in the ‘area off=representation before they

‘ggter school and much of 1t has been acqulred through their
,/rN\d/

Vdv

3
‘gstadmin;sfratlon and teachlng in the day care, Early Chlldhood

s

Serv1ces programs, and prlmary grades would benefit - from

obSeﬁvatlon and experlmentatlon. Those respon51b1e for the

tlose obseryation?of.the children in order to determine what
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-they alreagy know, 'rather than planning the cufriculum on
asshmptions'of children's knowledge. This observation would
have to be on-going in order to determine what the Chlld
knows, rather than what the Chlld does not know.

: ? _ : , | |
Sarah, at four years of age, had an adequate knowledge of
the names and for?;tlon of the alphabet letters. It would

rm unnecessary for ;her to sit through the teaching of
»xletters as they were ndividually presented on a daily
basis. Thls contlnues to be the practlce in some. grade one

eclassrooms Sarah 4nd Erln already had an understandlng

t,‘ ’

that & comblnatlon of letters made words and all three glrls
‘understood that words had to be spelled,correctly in order
to convey a message. Considering'this.knonledgeIWas evident .
at four years of age, writing}their oﬁ% stories during?their
kindergarten year and at the beginning of grade one would be.

necessary to enhance their own motivation in writing.

This study .indicates the importance’of operating witn an
attitude of-‘trustvin the child, because children haQe a
desire to redefine and experiment_With their markings 1in
order to _reaoh thef accepted convention. ‘Some ’cnildren
already know what the alphabet letters look like., Erin had
‘an idéa of what - the letters looked like and continually
experimented with ngn, wpn, "r", and "p" until she-feit they '

were made correctly. Readily available paper and markers

would allow for'this experimentaﬁion, Since other studies
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have found. that sécial. iﬁteraétion foéters ideés and
représéntations, a permanant center or table equipped with
supplies, large enough}éb provide working space for a number
of childrén,‘@ould servéi?éll. ' The teacher or ‘facilitator
would have to  allow for an increased noise level and
adequate time for the Children to be involved in 'their

~drawing and writines ‘The audiégce for their work would

include the children ‘as well as the teacher or other

significant adultsQ_‘An accep@ingfattitude of the ;hild;gnjs,

. &;},541%'“-_}'&> BRI e A

experimentation. in drawing, writiggﬂ,and/”sﬁéiiiﬁg would

J—

ehcouéage them and allow them to ask for help when
. » ‘ .

necessary. -The response would normaliy be verbal, but as

the children became more involved in making 1letters,. a

written response would also serve as a demonstration. When

ready, the children could be encouraged to affix their own

7

"sign" to identify their papers. Regardless of the stages.

of representaﬁion, oppértunity provided for tge—children to
share'wQat they have made or writﬁen would provide/ needed
audience feedback. This should ﬁtaké placé during and after
the;Writing process. Continuing‘this practice into grade one

will enhance the writing and reading experiences.

Gardner talked about the interaction of the symbol systems.
_Expériences in drama, art,‘dance, and music would serve to
‘enrich the childrén's background knowledge and prdvide for a

variety of modes of expféssion._'Opportunities which would
\
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encourage children to symbolize in as many ways as possible

would allow them to understand each symbbl system fully.

InfserVKQe sessions available ‘to teachers @nd parents
,outlining and discovering what the. preschool child vqlfeady'
knows may create a greater understanding of the child and
the}cdrrent teaching_gethodology._ It méy also encburagé the
teachqf tn risk and adopt more of the methods-which seek to

incorporate the child's own experiences in their learning.

‘. B . ) . (
must be made on the part of all educators to

school entry. The
many kindergarten‘
apqainted with the
hnme. An awnrenesé
‘ﬁSfftﬁisffamlly literacy will provide the teacher, at any
grade level, with the nétesséry information for working wiph.
the child. o g
In-servicé with all = school -.personnel,}~toé£”encourage
appropriat% positive‘response to children's rgﬁreéentationsv
will sefve to “inform adnlt; of the capabiiities of the
children nt all levels; and in the long term, will incrense
student self-esteem .and improye school étmosbhere thrnugh-ia
greatér.nnderstanding‘qf one.another; ,

4 . . /
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“a ) . * ummar . ".L

~

This chapter included a summary of .the study, the

o~

conclusions and ‘theoretic implications, suggestions for

-

-
future research and implications for teaching.
¢

-
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