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New to this edition is a focus on professional standards in Early Childhood Education. Throughout the text, marginal icons highlight
professionally recognized standards and practices from the National Association for the Education of Young Children (NAEYC) Program
Standards and Accreditation Criteria, Developmentally Appropriate Practice (DAP) in Early Childhood Programs Criteria, and the National
Arts Education Associations (NAEA) Standards. This handy correlation chart will help you determine where to find these standards within

each chapter.

NAEYC Program Standards

Developmentally Appropriate Practice (DAP)

Chapter/Section | and Accreditation Criteria | in Early Childhood Programs Criteria NAEA Standards
Section | Creativity
Chapter 1 1 Relationships, p. 11 1 Creating a caring community of learners, p. 11
Understanding 2 Curriculum, p. 11 2 Teaching to enhance development and learning,
Creativity 3 Teaching, p. 6, 10 pp. 6, 10
4 Assessment, p. 13 3 Planning curriculum to achieve important goals,
7 Families, p. 8 p. 11
9 Physical environment, p. 11 | 4 Assessing children’s development and learning,
pp. 13,16
5 Establishing reciprocal relationships with
families, p. 8
Chapter 2 2 Curriculum, pp. 24, 25, 2 Teaching to enhance development and learning,

Development and
Learning Theories

28, 30
3 Teaching, pp. 27, 28
4 Assessment, p. 25

pp. 27,28

3 Planning curriculum to achieve important goals,
pp. 24, 25, 28, 30

4 Assessing children’s development and learning,
p. 25

Chapter 3
Creative Influences

2 Curriculum, pp. 38, 40, 42,
43,44, 46, 47, 56

3 Teaching, pp. 36, 55, 56

8 Community, p. 40

9 Physical environment,
pp. 37,42, 54

1 Creating a caring community of learners, p. 40

2 Teaching to enhance development and learning,
pp. 36, 55, 56

3 Planning curriculum to achieve important goals,
pp. 38, 40, 42, 43, 44, 46, 47, 56

Section Il Young Children as Artists: A Developmental View

Chapter 4
How Learning Takes
Place

1 Relationships, p. 69, 74, 82
2 Curriculum, p. 78, 84, 85

3 Teaching, p. 78, 80

5 Health, pp. 73, 75

1 Creating a caring community of learners,
p. 69, 74, 82, 83

2 Teaching to enhance development and learning,
p. 72,78, 80, 82

3 Planning curriculum to achieve important goals,
p. 78,84

5 Establishing reciprocal relationships with
families, p. 83

1 Understanding and applying media,
techniques, and processes, pp. 70, 73,
75, 85

Chapter 5
Children’s Artistic
Development

2 Curriculum, p. 107
4 Assessment, p. 95

3 Planning curriculum to achieve important goals,
p. 107

4 Assessing children’s development and learning,
p. 95

Section Ill The Elements of Art

Chapter 6
The Elements of Art

2 Curriculum, pp. 123, 125,
127,130,131

3 Planning curriculum to achieve important goals,
pp. 123, 125, 127, 130, 131

1 Understanding and applying media,
techniques, and processes

2 Using knowledge of structures and
functions, pp. 123, 124, 127, 129,
130, 132

Chapter 7 2 Curriculum, pp. 144, 147 2 Teaching to enhance development and learning, | 2 Using knowledge of structures and
Aesthetics 3 Teaching, pp. 142, 144 p. 144 functions, p 141
8 Physical Environment, 3 Planning curriculum to achieve important goals, 3 Choosing and evaluating a range of
p. 145 pp. 144, 147 subject matter, symbols, and ideas,
p. 147
5 Reflecting upon and assessing the
characteristics and merits of their work
and the work of others, p. 143
6 Making connections between visual
arts and other disciplines, p. 147
Chapter 8 2 Curriculum, pp. 159, 160, 2 Teaching to enhance develop and learning, 1 Understanding and applying media,

Sensory Experiences

161, 162, 164, 166, 167,
168, 170

3 Teaching, pp. 158

4 Assessment, pp. 157

p. 158

3 Planning curriculum to achieve important goals,
pp. 159, 160, 161, 162, 164, 166, 167,
168,170

4 Assessing children’s development and learning,
p. 157

techniques, and processes, p.170

(continued at the end of the book)

Chapter/Section

NAEYC Program Standards
and Accreditation Criteria

Developmentally Appropriate Practice (DAP)
in Early Childhood Programs Criteria

NAEA Standards

Chapter 9

The Complete
Early Childhood Art
Program

2 Curriculum, pp. 179,
182,187

8 Community, p. 180

9 Physical Environment,
pp. 180, 181

3 Planning curriculum to achieve important goals,
pp. 179, 182, 187

1 Understanding and applying media,
techniques, and processes, p. 187

3 Choosing and evaluating a range of
subject matter symbols and ideas,
pp. 179, 182, 187

4 Understanding the visual arts in
relation to history and cultures, p. 182

5 Reflecting upon and assessing the
characteristics and merits of their
own work and the work of others,
pp. 182, 187

Section IV Providin

g Art Experiences

Chapter 10 2 Curriculum, pp. 198, 201, 2 Teaching to enhance development and learning, | 1 Understanding and applying media,
Child-Centered 202, 205, 209 pp. 197, 199, 201, 250, 207 techniques and process, pp. 201, 209
Art versus 3 Teaching, pp. 197, 199, 3 Planning curriculum to achieve important goals, | 4 Understanding the visual arts in
Teacher-Directed 201, 207 pp. 198, 201, 202, 205, 209 relation to history and cultures, p. 197
Chapter 11 2 Curriculum, pp. 217 2 Teaching to enhance development and learning, | 1 Understanding and applying media,
Planning, 3 Teaching, pp. 217, 220, p. 217 techniques and process, p. 229

Implementing and
Evaluating Art

221, 229

3 Planning curriculum to achieve important goals,
pp. 213, 220, 221, 229

Chapter 12 2 Curriculum, pp. 239, 3 Planning curriculum to achieve important goals, 1 Understanding and applying media,

Integrating Art 241,248 pp. 239, 241, 248 techniques and process, p. 248

Across the 2 Using knowledge of structures and

Early Childhood functions, p. 241

Curriculum 6 Making connections between the visual
arts and other disciplines, pp. 241,
243,244,246, 247

Chapter 13 1 Relationships, p. 263 3 Planning curriculum to achieve important goals, 1 Understanding and applying media,

The Art Center

2 Curriculum, p. 257

4 Assessment, p. 266

9 Physical Environment,
p. 257

p. 257
4 Assessing children’s development and learning,
p. 266

techniques and processes, pp. 257,
266

Section V Roles an

d Strategies

Chapter 14
Art Experiences
through Technology

1 Relationships, p. 280

2 Curriculum, pp. 277, 280,
283, 286

3 Teaching, pp. 280, 283

7 Families, p. 285

9 Physical Environment,
p. 286

2 Teaching to enhance development and learning,
pp. 280, 283

3 Planning curriculum to achieve important goals,
pp. 277, 280, 283, 286

1 Understanding and applying media,
techniques and processes, pp. 280,
286

4 Understanding the visual arts in
relation to history and cultures, p. 282

Chapter 15
Roles, Responses
and Strategies to
Support Children’s
Art

1 Relationships, p. 300

2 Curriculum, p. 302

3 Teaching, pp. 293, 294,
295, 296, 300

1 Creating a Caring Community of Learners, p. 300

2 Teaching to enhance development and learning,
pp. 293, 294, 295, 296, 300

3 Planning curriculum to achieve important goals,
p. 302

1 Understanding and applying media,
techniques and process, p. 302

2 Using knowledge of structures and
functions, p. 299

Chapter 16
Art Assessment

3 Teaching, p. 311
4 Assessment, p. 313
7 Families, p. 312

5 Establish reciprocal relationships with families,
p. 312

4 Assessing children’s development and learning,
p. 313

5 Reflecting upon and assessing the
characteristics and merits of their own
work and the work of others, pp. 319,
323
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Preface

Art education and artistic processing help children
understand their world. When children look at art, they
learn to make meaning of symbols that communicate
ideas, experiences, and feelings that can be shared. Of
course art is fun, but it is also mentally engaging. The art
of young children may not resemble anything in the real
world. With older children, art begins to approximate
reality more closely. Young children, art, and creativity
are very compatible. Young children can be noisy, active,
and messy. Art too can be noisy, active, and messy. Art
can also be quiet and meticulous, like a child who sits
motionless while small fingers try to glue together pieces
of paper, yarn, and ribbon. Art allows children to experi-
ment and explore, to see what they can create. Their
creative self-expression enhances their self-esteem.

The eighth edition of Art & Creative Development for
Young Children is written for early childhood educators
and those preparing to work with children in a public
or private preschool, child care, and pre-kindergarten

K /

through third-grade settings. Sound principles and basic
art media are appropriate regardless of the age of the art-
ist. The book will take you back to your own childhood
to help you move toward your future as a professional
early childhood educator who will help young children
reach their creative and artistic potential.

Based on developmentally appropriate practices, this
new edition continues to reflect an art focus, empha-
sizing child-directed (opposed to teacher-directed)
activities and outlining an art studio approach for your
classroom. It is full of ideas and activities for all chil-
dren to enjoy integrating creative experiences in visual
art, music, dance, drama, and literature into the early
childhood curriculum.

Conceptual Approach

The book is written from three different perspectives
attempting to synthesize the authors’ training and
experiences as artists, teachers of young children, and
teacher educators. It is neither a cookbook of activities
nor a review of theory and research; it blends theory
and research with practical application. It is based on
the developmental perspective that knowing what and
how to provide for an art activity is as important as
knowing why. The early childhood teacher plays a key
role as facilitator within the recommended art studio
approach, maximizing creative expression, responsible
freedom, decision making, and discovery.

Organization

There are 16 chapters organized into five organizational
sections: Creativity; Young Children as Artists: A Devel-
opmental View; Art and Aesthetics; Providing Art Expe-
riences; and Roles and Strategies. Each section contains
two or more chapters using photographs and questions
to introduce the chapters that follow. The organization
of the sections and chapters was carefully planned to
introduce readers to key topics, build their understand-
ing of the ideas, and then consider their application
with children in classroom settings. Each section also
includes a suggested “Letter to Families” that may be
used within the college classroom to stimulate discus-
sion on sharing key concepts from the section with
families of children in the early childhood classroom.



While the conceptual approach and organization of
this book have stayed the same, this edition includes
several exciting new features.

e Learning Outcomes at the beginning of each chap-
ter correlate with main headings within the chapter
and the Summary at the end of the chapter. The
outcomes highlight what students need to know
to process and understand the information in the
chapter. After completing the chapter, students
should be able to demonstrate how they can use
and apply their new knowledge and skills.

e NACA) x5y @®3 Standards Addressed in
This Chapter at the beginning of each chapter
provides a list of the National Arts Education
Association (NAEA) Standards, NAEYC Program
Standards, and Developmentally Appropriate (DAP)
criteria covered in each chapter. Standards icons
throughout the chapter indicate where standards-
related content is found within each chapter. In
addition, a Standards Correlation Chart on the
inside front and back covers provides a complete
list of the standards throughout the book. Each one
of these features helps students make connections
between what they are learning in the text and pro-
fessional standards.

e TeachSource Video boxes within the chapters fea-
ture footage from the classroom to help students
relate key chapter content to real-life scenarios.
Critical-thinking questions boxes provide oppor-
tunities for in-class or online discussion and
reflection.

e Did You Get It? quizzes at the end of each major
heading help students measure their performance
against the learning objectives in each chapter.
One question for each learning objective is featured
in the textbook. Students are encouraged to go to
CengageBrain.com to take the full quiz and check
their understanding of each chapter.

e Digital Downloads of Lesson Plans at the end of
each chapter provide grade-specific ideas for put-
ting content into practice. The lesson plans in the
text—and additional lesson plans not found in the
text—can be downloaded from CourseMate and
used in the classroom. (CourseMate can be bundled
with the student text. Instructors, please contact
your Cengage sales representative for information
on accessing CourseMate.)

e Up-to-date content throughout includes a histori-
cal discussion of the Froebelian roots of art in early
childhood programs; thoughts about the benefits
and logistics of displaying children’s artwork; an
overview of responsive teaching and teachable
moments as they relate to art for young children;

Preface XV

and a synopsis of play therapy, as it is used with
young children.

e Brain Connection boxes highlight current topics in
brain research.

e Additional Resources are now listed at the end of
each chapter.

Abundant classroom-tested activities are the hallmark
of this book and are provided in Chapters 2-16. Age
ranges are provided for many activities; however, these
should be regarded as guidelines only. A teacher’s knowl-
edge of a particular child’s developmental level must be
the main guide in determining the appropriateness of
any activity.

While all of the suggested activities in this book
encourage young children’s development in producing
and appreciating art, many support children’s sensory
exploration of various media and materials rather
than their personal expression of emotions, ideas, and
experiences. To help students and teachers distinguish
between sensory exploration activities and person-
ally expressive art activities, like activities are grouped
together at the end of each chapter.

In addition to activities and the new features men-
tioned earlier, you will find many other features within
the text:

e A photo and introduction for each section-opener.

e A “Letter to Families” at the beginning of each
section-opener, which is also available for digital
download.

e A vignette and related photo at the beginning of
each chapter.

e Hints boxes within the chapters provide helpful
time-saving suggestions for teachers by providing
easy-to-use ideas and shortcuts like using chalk
for art activities (Ch. 3), using glue (Ch. 4), how
to prevent paint from spoiling and how to make
your own finger paints (Ch. 5), working with clay
(Ch. 11), and more.

e Something Extra boxes highlight additional
information related to the main ideas of the chap-
ter. Topics include “Tailoring Art for Children
with Special Needs” (Ch. 4), “The Reggio Emilia
Experience” (Ch. 7), “How Would You Approach
This Art Activity?” (Ch. 10), and “Fact or Inference?”
(Ch. 16).

e An Opportunity for Teacher Reflection boxes
allow students to step back, reflect upon their
own experiences, and apply them to the content
at hand.

e I[ssues related to children with special needs are
addressed throughout each chapter.
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° A multicultural icon honors children’s differ-

ent cultural art experiences.

® A Summary correlated to the main chapter head-
ings, Key Terms list, Suggested Activities, and
Review at the end of each chapter.

e Appendices include Artistic Junk (Appendix A),
Where to Go in Your Local Community for Artistic
Junk (Appendix B), Art-Related Books (Appendix C),
National Standards for Arts Education (Appendix D),
and Multicultural Picture Books (Appendix E).

e Glossary of Key Terms includes precise definitions
of the key vocabulary presented throughout the text.

Supplements

Creative Arts for Young Children
Professional Enhancement Text

A supplement to accompany this text is the Creative Arts
for Young Children Professional Enhancement Handbook for
students. This resource, which is part of Cengage Learn-
ing’s Early Childhood Education Professional Enhance-
ment series, focuses on key topics of interest for future
early childhood directors, teachers, and caregivers.
Becoming a teacher is a process of continuing to grow,
learn, reflect, and discover through experience. The
Professional Enhancement text helps tomorrow’s teachers
along their way. Students will keep this informational
supplement and use it for years to come in their early
childhood practices.

Online Instructor’s Manual
with Test Bank

The Instructor’s Manual to accompany Art & Creative
Development for Young Children contains information to
assist the instructor in designing the course, including
sample syllabi, discussion questions, teaching and learn-
ing activities, field experiences, learning objectives, and
additional online resources. For assessment support, the
updated test bank includes true/false, multiple-choice,
matching, short-answer, and essay questions for each
chapter.

PowerPoint® Lecture Slides

These vibrant Microsoft® PowerPoint lecture slides for
each chapter assist you with your lecture by provid-
ing concept coverage using images, figures, and tables
directly from the textbook!

Education CourseMate

Cengage Learning’s Education CourseMate brings
=» course concepts to life with interactive learning,

study, and exam preparation tools that support the
printed textbook. Access the eBook, Did You Get It?
quizzes, Digital Downloads, TeachSource Videos, flash-
cards, and more in your Education CourseMate. Go to
CengageBrain.com to register or purchase access.

For instructors, CourseMate includes Engagement-
Tracker, a first-of-its-kind tool that monitors student
engagement in the course. The accompanying instruc-
tor Website, available through login.cengage.com,
offers access to password-protected resources such as
PowerPoint® lecture slides and the online Instructor’s
Manual with Test Bank. CourseMate can be bundled
with the student text. Contact your Cengage sales
representative for information on getting access to
CourseMate.
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Because creativity peaks during the early years, it seems fit-
ting that Chapter 1, Understanding Creativity, should contain
an extensive discussion on the nature of creativity.

Look at the preschoolers in the photo. What are they
doing? Is anything creative happening? The teacher has
carefully planned the classroom block center around the
theme of skyscrapers. This was prompted by an informal
discussion in which a child shared her visit to a large city
with “lots of tall, tall buildings that went way up high.” Other
children picked up the theme of “tall, tall buildings” and
began to plan their own city of skyscrapers and busy streets.
The teacher encouraged their interest by reading aloud from
books about cities and skyscrapers and providing photos of

cityscapes. Based on these sources of information and their
own experiences, the children began to explore what a city
might look like. Their play is rich with language and social
interaction. It is also open-ended in that there is no single
right way to build the city.

Chapter 2, Creative Thinking, identifies components
of creative thinking (also called divergent production) and
activities that can be incorporated into small or large
group times.

Art is an obvious way for children to express creativ-
ity, but it is only one of many ways. Chapter 3, “Creative
Experiences,” explores areas of play, language, music, and
movement that incorporate creative expression.
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A LETTER TO FAMILIES

Dear Families,

For children, creativity is a way of interacting with people and things in their environ-
ment. When children pretend a block is a cell phone or a bandana is a cape, they are dem-
onstrating creativity. As children mature and begin to take different roles in their play,
their creativity is evident in the language and actions of their characters, Play, particularly
dramatic play, is important in helping children develop creativity because it allows them
to move beyond the concrete and into a world where imagination is in control.

Helping children develop creativity is a primary goal of our program. Because chil-
dren need time, space, and materials to realize creative potential, our classroom and
our curriculum are designed to support exploration and problem solving. Our day is
organized into blocks of time during which children can explore without rushing to
the next activity. Our classroom is organized in learning centers. Each learning center

offers children the opportunity to interact with a topic, use related materials in dif-
ferent ways, and act on information.

The materials in our learning centers are open-ended, encouraging multiple uses. In

the block center, unit blocks can be used to build an airport, as food for a picnic, or
even as tools for measuring.

Time, space, and materials are important for supporting creativity at home, too. Your
child needs opportunities to choose activities and to play alone and with friends, Your
child also needs inside and outside places in which to play without worrying about
too much mess or noise. As a parent, you can support your child’s creativity by being
nurturing and responsive but also by enforcing expectations for your child’s behavior.

Creativity flourishes in environments where children feel safe to explore and experiment.

Sincerely,

Your Child’s Teacher

TeachSource Digital Download Joly ErT E CourseMate.

-

- e ———————_
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Understanding Creativity

After reading this chapter, you should be able to:
11
1-2
13
14
15

1-6

1-7

1-8
19

Provide definitions of creativity.

Describe creativity as a process or a product.
Discuss the different explanations of creativity.
Identify obstacles to creativity.

Describe ways adults can facilitate children’s creative
expression.

Compare and contrast creativity with conformity and
convergent thinking.

Discuss the relationship between creativity and
intelligence.

Discuss the implications of brain research.

Explain the relationship between creativity and child
development.

Children can be
creative with just
about anything.

What do you see happening
in this photo? The teacher
has planned an art activity
that will allow children to be
creative.

The teacher provided
different colors and weights
of paper, as well as scissors
and tape. It is best when
children use colors that they
themselves select and that
they cut into the shapes
they want. Some children
cut large shapes and taped
them together. Other children
: cut small shapes and taped
i them to make a design
' on a large sheet of paper.
Some used markers to add
details or texture. The child
in the picture appears to
be actively engaged and
focused. How simple, and
yet how creative!

DAP Criteria
1 Creating a caring community of learners
2 Teaching to enhance development and learning
3 Planning curriculum to achieve important goals
4 Assessing children’s development and learning
5 Establishing reciprocal relationships with
families
NAEYC Standards
1 Relationships
2 Curriculum
3 Teaching
4 Assessment
7 Families
9 Physical Environment
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1-1 Definitions of Creativity

With whom or what do you associate creativity? Do you
think of architecture by Frank Lloyd Wright, a painting
by Georgia O’Keeffe, or Henry Ford’s Model T? These
are classic examples of the creative works of some very
creative individuals. You may have other examples. Chil-
dren were not included in the preceding list. Were they
included in yours? Let’s explore creativity and see how
it relates to young children. Creative expression begins
early in life (see Figure 1-1). Babies manipulate toys,
explore space, discover their body parts, test hunches
about their world, and even solve problems. For example,
Lea wants a rattle she has accidentally kicked to the foot
of her crib. Through trial-and-error, she discovers that she
can get the toy by tugging at the blanket underneath it.

There are many ways to define creativity. Perhaps
this has added to the confusion and misunderstanding
surrounding it. People have different definitions for
the same term. How would you define creativity? Some
accepted definitions are:

o the ability to see things in new ways

® boundary breaking and going beyond the informa-
tion given

Figure 1-1 Creative expression begins early in life.
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o thinking unconventionally
© making something unique
e combining unrelated things into something new

How does your definition compare with these? Torrance
(1963a), a pioneer in creativity research, chose to define
creativity as the process of sensing problems or gaps in
information, forming ideas or hypotheses, and com-
municating the results. For example, two S-year-olds,
Missy and Eric, want to build a school, but they have no
blocks or pieces of wood. They decide to use shoe boxes,
which are durable and stackable.

People who think creatively often have the abil-
ity to find connections between things that don't
seem to be related. Their thinking may be described as
synergistic, combining existing elements in new ways.
Serendipity, making unexpected discoveries while
looking for something else, may also be a key compo-
nent of creative thinking (Gelineau, 2004).

Gardner (1993b) offers a four-part definition of
creativity. He sees the creative individual as a person
who regularly solves problems, fashions products, or
defines new questions in ways that are initially con-
sidered novel but that ultimately become accepted in a
particular cultural setting. First, Gardner believes that
a person can be creative in a particular developmental
domain, rather than across all domains. This directly
challenges the concept of an all-purpose creative trait
that underlies tests of creativity. Second, Gardner
believes that creative individuals regularly exhibit
creativity as opposed to having a once-in-a-lifetime
burst of creativity. Third, he insists that creativity can
involve fashioning products or devising new questions
as well as solving problems. This greatly expands more
traditional definitions that emphasize the making of
products. Fourth, he believes that creative activities
are only known as such when they have been accepted
in a particular culture. Creativity depends on cultural
judgment.

Although attempts to define creativity may pro-
vide a general feel for the concept, there are other ways
to understand and explain creativity.

Did You Get It?

According to experts on creativity, creative
individuals are incredibly and uniquely adept
at finding between different
things.

a. differences

b. similarities

€. connections

d. uniqueness

Take the full quiz on CourseMate.
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6 SECTION 1 Creativity

1-2 Creativity: Process
or Product?

In viewing young children’s creative activities, early
childhood teachers have long pondered this question:
Which is more important—the process or the product?
The question remains the same whether the activity
is play, music and movement, or art. Both sides of the
process versus product debate should be explored. Is
the process, or the “how,” more important than the
“what,” the finished product that results?

Young children play for the sake of playing. They
stack blocks for the fun of stacking. They make up
words to songs and dance creatively just for the joy
of it. For art, process involves active, hands-on doing,
exploring, experimenting, trying out, and manipulat-
ing of artistic tools and sensory-rich media. Processing
is serious work and a means to an end in itself. Pro-
cessing honors the unexpected and provides oppor-
tunities for problem solving. These small twists in
perception and thinking are what push children into
creativity (Matlock & Hornstein, 2004). The focus
and engagement in processing replaces a need to
“make something.” The reward and pleasure are in the
doing—whether singing, dancing, playing, or engaging
in art. It is not necessary to make something that is rec-
ognizable or rewarded by compliments. With the pro-
cessing approach, there may not be anything to display
on the wall or to post on Mom’s refrigerator. Processing
does not need to culminate in a finished product to
validate its importance. The value of the activity is in
the doing. Edwards (2006) calls this process approach
experiential, in that children engage in the process of
art without knowing what the steps will be along the
way or what will result. Process-oriented children do
not know or care what the outcome will look like, or if
indeed there even is an outcome or product.

The process of doing art could be called “arting.”
According to Edwards (2006) and Isbell (2007), in the
early years “arting” is more important than creating
finished art products. Cherry and Nielsen (1999) state
that the important goals of early childhood art are
the involvement, the movement, and the discovery of
self-accomplishment.

A focus on product rather than process argues the
importance of making a final product and emphasizes
that processing is secondary to that final product.
Adult artists sell finished products, not the processes
required to make them. According to Isbell (2007),
some children become interested in products as they
develop skill in using art materials and techniques.
For them, the art product is important, but this impor-
tance should be self-imposed and not demanded by
adults. Often, these children have an idea of what they
want to make. This idea drives their artistic processing.
They get excited when they execute their plans and

something turns out the way they wanted. Often, they
repeat the process to make more than one of the same
artistic product. They enjoy others’ recognition of their
products as what they set out to make.

@3 FERLEA concern about the product approach
should be discussed. Children may be tempted to
bypass creative processing for the sake of making a
product, especially if they expect adult recognition,
approval, and reward. For example, a child may hastily
draw a flower to hear a teacher say, “Oh, how beautiful.
I love flowers.” This is not the nature of art. Art requires
children and adults to express themselves and leave a
mark that is personally meaningful.

Artistic processing and product making go hand
in hand (see Figure 1-2). A product is created out of
processing, but even adult artists engage in endless
processing before achieving an acceptable finished
product. Still, artistic processing should be at the heart
of early childhood art activities. Teachers should value
children’s processing without expecting a finished
product. In turn, accept the interest of some children

Figure 1-2 Creative processing at the easel.

© Cengage Learning



(often older) in making finished products. Isbell (2007)
proposes an interdependent progression in the process
versus product discussion. She believes the creative
process begins during exploration and play with tools
and materials. After many experiences, children move
to the next step by focusing on a particular approach.
Once an approach is chosen, children use this method
in the production level. The last step involves evaluat-
ing, or even reworking. It is difficult to pinpoint when
one step ends and another begins in the visual arts.
The very young child often spends more time in the
exploratory stage, whereas the more experienced child
may spend more time at the production level. Each
step, however, is important.

Did You Get It?

In dissecting the process versus product
debate of creativity, the “process” is
considered the ” "

a. why

b. what

c. where and when

d. how

Take the full quiz on CourseMate.

\ J

1-3 Art Explaining Creativity
Although there is no single definition of creativity,
there are different ways to explain it. Creativity can be
explained as:

® an attitude

® a process

e a product
a skill
a set of personality traits

a set of environmental conditions

1-3a Creativity: An Attitude, Not
an Aptitude

For young children, it may be helpful to view cre-
ativity as a way of identifying and solving problem:s.
Creativity is a different way of viewing the world in
which there are no right or wrong answers, only pos-
sibilities. Think of creativity as an attitude rather than
an aptitude. Children demonstrate a creative attitude
when they:

e try out new ideas and different ways of doing
things
e push boundaries and explore possibilities

CHAPTER 1 Understanding Creativity 7

e manipulate and transform ideas and materials

take things apart and put them back together in
different ways

physically play with objects
imagine, engage in fantasy, or just daydream
solve problems or try to figure things out

ask questions or challenge accepted ways of think-
ing or acting

1-3b Creativity as a Skill

Although all children are creative, the potential to cre-
ate remains dormant without practice. With practice,
the potential to create becomes a reality. For example,
the skill of playing tennis is quickly lost without
practice. The skill of creativity also requires exercise
to grow. Without practice, the abilities to write, make
music, sing, dance, and paint would be lost. Creativity
as a potential and a skill requires exercise. Sternberg
and Lubart (1995) believe that creativity, like intel-
ligence, is something that everyone possesses in some
amount. Moreover, creativity is not a fixed attribute.
It is something almost anyone can develop to varying
degrees. In a discussion of creativity, many adults will
state, “I'm just not creative.” Everyone knows someone
who is creative, but not all people believe themselves
to be creative. Still, all people show some degree of
creativity, whether in writing, sewing, cooking, making
crafts, decorating, or even teaching! It is important to
find a creative outlet and practice skills involved.

Still, why do some adults feel themselves uncreative
when by contrast young children are considered highly
creative? What has happened between early child-
hood and adulthood? Research suggests that the child
reaches a peak of creative functioning during the early
childhood years. Torrance (1965) plots the degree of
creative functioning versus age. Creativity often peaks
during the fourth year of life and is followed by a sharp
drop upon entrance into elementary school. Only in a
few adults do levels of creativity ever reapproach what
they were in early childhood. Perhaps the push for con-
formity and academics in elementary school explains
this drop. Yet this drop is not inevitable. Environmental
conditions and practice will keep creativity alive.

1-3c Creativity as a Set
of Personality Traits
The personality approach attempts to identify the per-
sonality profile of highly creative individuals. Research-
ers have identified personality traits that highly creative
individuals share. Some of these include:

® an openness to the new and unexpected

® a tolerance for ambiguity
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a willingness to experiment and take risks
impulsivity and curiosity

a preference for complexity

being highly intuitive and sensitive

flexibility

individualism, independence, and introversion
nonconformity

playfulness and a sense of humor

a strong sensory awareness (Gelineau, 2004)

This list is extensive, and not every highly creative
individual will possess all of these traits. Also, the list
varies depending on the researcher. Torrance (1962)
identified the following seven indicators of creativity
that may be useful in identifying and explaining the
behavior of the highly creative young child.

Curiosity. The child’s questioning is persistent and
purposeful. Curiosity can be either verbal (“What is
that?” “Why?”) or nonverbal (manipulation and active
exploration).

Flexibility. If one approach fails, the creative child
will try a variety of different approaches.

Sensitivity to Problems. The child is quick to
see gaps in information, exceptions to rules, and
contradictions in what is seen and heard.

Redefinition. The child sees hidden meaning in
statements that others accept at face value. New
uses are found for familiar objects. The child sees
connections between things that appear unrelated.

Self-Feeling. The child has a feeling of self-importance
and individuality. Self-direction permits the child to
work alone.

Originality. The child has surprising, uncommon,
interesting ideas.

Insight. The child spends much time toying with
ideas and possibilities.

This set of global traits may provide assistance in
identifying these individuals and understanding the
nature of creativity.

1-3d Creativity as a Set of
Environmental Conditions

If creativity is an inherent potential, there must be
conditions or experiences that enhance or retard
its development. Environmental conditions include
people, places, objects, and experiences. Children do
not create out of a vacuum. They need a source of

inspiration or an experiential background from which
to draw. For example, a child who has never visited
an airport or been aboard a plane will have difficulty
incorporating these concepts into play, movement, art,
and other creative activities. By contrast, a child who
has visited an airport and flown on a plane will be
able to use them as pivots for creative expression. The
greater one’s background of experiences with people,
places, and objects, the greater the range of possibilities
to draw from in creative activity. Children’s creative
acts will incorporate what was previously learned and
experienced, as well as new ways of expressing those
experiences (Matlock & Hornstein, 2004).

(3 G549 optimal Home Environment. Obviously,
the home environment is a critical factor in a child’s
creative development. Is there a home environment
that optimizes creative development?

According to Healy (1994), parents who produce
creative children share these characteristics:

e They show children how to be problem finders as
well as problem solvers.

e They have full lives themselves and do not depend
on their children to meet their emotional or
achievement needs.

o They are not in awe of their child and do not defer

to his or her demands or feel compelled to enter-
tain him or her.

o They tolerate divergent ideas and mistakes made
“in the service of learning.”

o They provide discipline and structure to give chil-
dren security to explore.

® They set realistic standards and encourage pride in
achievement.

e They show active interest in the child’s thoughts
and creative efforts.

e They encourage a close, nurturing relationship as
well as freedom of physical expression.

o They give children early responsibility for making

choices and taking the consequences for their own
decisions.

e They permit children to have solitude and develop
imaginative thinking by daydreaming.

® They show children how to be curious and
observant.

e They allow honest expression of emotions.

e They encourage children to feel intuitively as well
as think logically.

® They do not put pressure on school for “compe-
tency” that excludes intellectual creativity.

e They expose children to a broad range of artistic
and intellectual pursuits.
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Ms. Berry’s Kindergarten Class has been studying
communities. The children are now creating a bulletin
board display of their own community. Jermika is making
a hospital. She has cut a large, gray rectangle from
construction paper and carefully drawn in windows and
doors. Now she is trying to cut the outline of a red
cross to be pasted over the door. Twice she reaches in
frustration for a new piece of red paper, as she decides

An Opportunity for Teacher Reflection

the shape she has cut does not look like a cross.
Suddenly, as she stares at the paper scraps around
her, an idea occurs! “Look!” Jermika says excitedly to
Ms. Berry. “If | put two rectangles across like this |
can make a cross!” How should Ms. Berry respond to
Jermika? Should she reinforce Jermika’s problem-solving
skills or celebrate Jermika’s creativity?

J

Because sensory awareness is an important compo-
nent of creativity, Gelineau (2004) encourages adults
to provide multisensory opportunities for children’s
learning.

Did You Get It?

Which of the following is not a trait of
parents who either willingly or by default
present a child with an environment in which
to flourish creatively?
a. They are highly tolerant of “mistakes.”
b. They model curious and exploratory behavior.
c. They set realistic goals and standards.
d. They encourage social interaction and actively
discourage solitude.

Take the full quiz on CourseMate.

1-4 Obstacles to Creativity

Just as a stimulating environment and family factors
can enhance creativity, negative conditions can restrict
it. Potential obstacles to creativity can come from:

® home

® school

e gender roles

® society, culture, and tradition
1-4a Home

Families often have expectations for behavior that cre-
ative children are challenged to meet. Highly creative
children often question authority, limits, adult logic,
and explanations. Families may view this as misbehav-
ior. They may perceive and treat their creative child as
odd, immature, abnormal, or naughty. Families may

need to be educated about the nature of creativity
through classroom observation, readings, and informal
sessions in which they discuss creativity and engage
in creative processing themselves. Teachers who value
and support creativity in the classroom find that young
children are most successful when their families col-
laborate with the teacher to support creativity at home
(Kemple & Nissenberg, 2000).

1-4b School

Too often, the creative child must operate in a class-
room based entirely on conformity and convergent
thinking. With the current emphasis on academics in
early childhood education, little time may be spent
on creative activities. It is also possible that some
children feel confined in noncreative classrooms and
shut down or rebel to protect their creative integrity.
It is important for teachers to understand, value, and
encourage creativity by providing curricular activities
that foster it.

1-4c Gender Roles

Gender roles limit boys and girls to certain behaviors.
Creative functioning, however, transcends gender role
barriers. Forcing children to conform to stereotypical
gender roles denies them their optimal development
as individuals. We do children a disservice when we
expect boys to be active, independent, and rugged and
girls to be passive, dependent, and gentle. If gender
roles were to dictate, boys would be denied access to
quieter expressive activities, and girls would be denied
access to reactive manipulative experiences. Either way,
children lose, because both types of experience are vital
to creative processing.

1-4d Society, Culture, and Tradition

Society, culture, and tradition are distinct concepts,
but each dictates a certain set of behaviors, values, and
attitudes that are transmitted to children in the form



10 SECTION 1 Creativity

(SOMETHING EXTRA.....

All young children demonstrate creativity. Those who
demonstrate high levels of creativity may be considered
gifted and talented. Think of a child with whom you have
worked and would call highly creative. What words would
you use to describe this child? Although the following
traits describe creative children, no one child will perfectly
match this profile. Highly creative children tend to be:

e original, imaginative, spontaneous, resourceful, and
uninhibited.

e sensitive to sensory stimuli and have heightened
awareness. They are open to new ideas, see things
afresh, and are intuitive.

e curious, alert, impulsive, willing to take risks,
adventurous, and into everything.

¢ independent in thinking and social behavior. They can
appear aloof and may prefer older friends and adults
to their peers.

Profile of a Gifted/Talented/Highly Creative Child

¢ developmentally advanced, precocious, fast learners
with good memories and extensive vocabularies. They
are interested in books and may teach themselves to
read at an early age.

¢ perfectionists with a good sense of humor; they ask
“why” questions.

e persistent, with a long attention span; they can stick
with a plan or idea.

¢ nonconforming and unconventional; they question the
status quo.

¢ |nventive, innovative, and good at solving problems.

* not overly concerned with being neat or prompt; they
may be easily bored with routine and mundane tasks.

of expectations. Unfortunately, creative children may
operate with a different agenda. Problems arise for
highly creative children in a milieu where adults have
all the answers and children are expected to fit a rigid
behavioral mold or pattern. It is important to respect,
reinforce, and uphold the expectations of society, tradi-
tion, and one’s culture without sacrificing individuality
in the process.

Did You Get It?

When operating under the expectations of
the pressures of society, culture, tradition,
morals, and mores, a creative thinker should
these expectations without

sacrificing self.

a. respect and uphold

b. shun and reject

c. bend and twist

d. run from and escape

Take the full quiz on CourseMate.

@ (LG

Children need adults who facilitate creative expres-
sion. The following strategies send messages to chil-
dren that their creative expression is valued.

1-5a Celebrate Creativity

Help children identify with creative heroes. For exam-
ple, bring in telescopes on Galileo’s birthday. Read
books about creative individuals. Discuss their accom-
plishments. Ask questions to help children think
creatively about these accomplishments: “What if
we didn’t have lights?” Turn off the lights and light
candles. Discuss the importance of the lightbulb. Point
out creativity when you see it: “A Velcro lunch box,
now that’s a creative idea.” It’s important for children
to understand that creativity isn’t limited to those who
show special talents; creativity can flourish wherever it
is supported and appreciated (Gelineau, 2004).

1-5b Value Children’s Creativity

View creative development as a vital component of the
whole child. Allow children the freedom to think and act
differently. Accept attempts at creative processing that do
not result in finished products. Discuss the importance
of creativity with children, parents, staff, and administra-
tors. Speak up against budget cuts for the arts or attempts
to replace play-based learning with academic instruction
and recess with structured physical education.

1-5¢ Be a Creative Partner

Empower children by making yourself available to
enter their creative worlds. Be a play partner who fol-
lows the lead of children rather than imposing your
own plot, sequence, and script (see Figure 1-3).

© Cengage Learning
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Figure 1-3 Follow the child’s lead in creative activities.

54  1-5d Provide Time and Space
for Creative Expression

Children need plenty of space to lay out materials and
work alone or together to give form to ideas. Time
and space should be fluid and flexible. Tables, chairs,
and movable units may need to be rearranged for cre-
ative activities. Creativity often involves social inter-
action (Matlock & Hornstein, 2004) and may entail
noise, movement, and clutter. An excessive concern
for constant cleanliness or neatness inhibits creative
“messing about.”

1-5e¢ Provide Toys and Materials
Conducive to Creativity

Let children creatively use and transform toys and
materials. Accept the fact that small blocks from one
center will be transported to another for play. Clean
smocks from the art center may find their way to the
dress-up area to be used as capes or aprons. In choos-
ing and providing toys and materials, open-ended
items are more conducive to creative expression
than closed-ended ones. Open-ended materials are
loosely structured and do not require one specific use.

CHAPTER 1 Understanding Creativity 11

They have multiple rather than single outcomes. For
example, water, sand, blocks, play dough, and building
pieces are open-ended because they empower children
to use them in different ways. By contrast, a puzzle is
an example of a closed-ended material because it is
designed with a single outcome or correct use: to fit the
pieces together in a predetermined pattern. Although
one can use puzzle pieces creatively—for example, as
food or money—that is not their intended use.

Toys and play materials can also be categorized as
simple and complex. Simple toys and materials foster
a degree of creative expression, whereas complex toys
and materials extend the potential for creativity. Toys
and play materials that offer some degree of creativ-
ity can be made complex. For example, blocks alone
are considered simple in that they can be creatively
combined. Block play can be made more complex by
adding props, including small containers, vehicles, and
animals. The same is true for water and sand play. Add-
ing kitchen containers to water and sand play expands
the creative possibilities.

@\ ™49 1-5f Provide a Psychological
Climate Conducive to Creativity

Children flourish in a psychologically safe setting that
respects, trusts, and empowers them to act autono-
mously without fear of criticism, rejection, failure, or
pressure to conform. Children need to make choices
and decisions and to do things on their own in their
own ways. By providing an array of materials and activ-
ities from which to choose, the environment can be set
up to foster autonomy. An overly structured day revolv-
ing around teacher-directed activities impairs children’s
creative development. Children quickly learn to over-
ride their drive for creativity and autonomy and instead
become dependent on others for answers or solutions.
If all the children in the classroom are made to feel that
their contributions are worthwhile, then the classroom
climate will support creative thinking (Gelineau, 2004).

@ ft&4d 1.5 Weave Creativity and
Creative Expression Throughout Your
Curriculum

Creativity should not be approached as an isolated skill
scheduled into an already overcrowded day. Children
cannot magically turn on their creativity to fill a half-
hour time slot on Friday. The curricular areas (math-
ematics, social studies, science, language arts) provide
ample opportunities for children to use both sides of
the brain. For example, children may need to learn
about the food groups and making healthy choices, but
they can be creative in planning menus and making
posters for healthy eating. A resourceful teacher finds
ways to integrate creativity into the curriculum.
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Did You Get It?

Parents and teachers can further empower
children by taking which approach to
creativity?
a. overt granting of permission
b. willingness and availability to partner
c. setting goals for the child and directing the
process
d. passively observing and limiting interaction
with the child to critique and feedback

Take the full quiz on CourseMate.

1-6 Comparing and
Contrasting Creativity

Another way of attempting to understand and explain
creativity is through comparison and contrast. Com-
paring and contrasting a concept with others that
are similar or different is a way of understanding that
concept.

1-6a Creativity versus Conformity
and Convergent Thinking

Convergent thinking (noncreative) and behavior
based on conformity are built into our educational
system and reflected in school goals. There are facts
and bodies of knowledge that we want all children
to possess. For example, children need to know that
up is the opposite of down, that STOP on the traffic
sign does not mean to run, and that there are five
pennies in a nickel. This type of knowledge involves
memory and convergent thinking because all children
are expected to produce one right answer. Beyond
this, conformity in school often entails behaving in a
certain way, with an emphasis on sitting still, speaking
only when spoken to, obeying, not challenging author-
ity, not questioning, complying, and doing what is
generally expected. Obviously, conformity is important
if groups of people are to get along. When it is carried
to extremes, however, an emphasis on conformity and
convergent thinking can Kkill the creative spirit.

1-6b Creativity vs. Intelligence

Creativity can also be compared and contrasted
with intelligence. It has sometimes been erroneously
assumed that a high IQ is needed to be creative.
Research, however, indicates that high scores on tests
of creativity are not correlated with high scores on IQ
tests. A high IQ says something about intelligence,
but it cannot guarantee high creativity. This is easy
to understand because answering items on an IQ test

requires remembering bits and pieces of factual infor-
mation and involves convergent or noncreative think-
ing. Thus, it is possible for a child with a high IQ to be
quite uncreative compared with other children of aver-
age intelligence. It does seem, however, that some basic
level of intellectual functioning and an average IQ near
100 is required for creativity. For example, a child must
have some basic knowledge of the properties of a shoe
box and transportation before he or she can creatively
transform an empty shoe box into a moving van.
Therefore, using tests of intelligence to screen highly
creative children must be done judiciously. Such
tests are merely one of many tools, including teacher
observation and parental reports, which can be used.
According to Torrance (1962), if we were to identify
children as gifted solely on the basis of 1Q tests, we
would eliminate approximately 70 percent of the most
creative. In summary, intelligence is merely one factor
influencing creativity.

Because children’s thinking is a concern of early
childhood educators, it may be interesting to explore
the relationship between intelligence and creativity.
It appears that profiles for the highly intelligent child
and the highly creative child do not match. Nor does
the profile for the child of low intelligence match the
profile for the child of low creativity. Wallach and
Kogan (1965) studied the interplay of intelligence
and creativity in school-age children. Four patterns
emerged:

1. High intelligence and high creativity—These chil-
dren were flexible and could be serious at one
time and playful at another. They could easily
adapt to different learning environments. They
were very self-confident and displayed high atten-
tion and concentration for school tasks. They
also engaged in attention-getting and disruptive
behavior.

2. Low intelligence and high creativity—These chil-
dren were frustrated and had a difficult time in
traditional schools. This probably tended to make
them feel unworthy and inadequate. They were
cautious, lacked self-confidence, and engaged in
disruptive behavior.

3. Low intelligence and low creativity—These chil-
dren did not appear to understand what school
was all about. They spent their time in intense
physical activity or passive retreat.

4. High intelligence and low creativity—These
children were devoted to achieving in school.
They had high attention spans and high self-
confidence. They were unlikely to act up in
school and were well liked by their teachers.

Teachers were later asked to identify their ideal pupil
from these four profiles. Which one would you
select? Teachers overwhelmingly selected children



characterized as highly intelligent but low on cre-
ativity. The behavior problems that could arise from
creativity (or its stifling), as in the first pattern, appear
to outweigh any advantages. It is understandable that
the teachers favored high intelligence over high cre-
ativity. Highly intelligent children follow directions,
work independently, listen, pay attention, obey, and
conform. On the other hand, the highly creative child
often causes problems requiring individual attention.
According to the general personality profile, highly
creative children tend to be daydreamers, independent,
nonconforming, impulsive, outspoken, challenging,
and questioning individuals who test limits.

@ 549 Gardner (2006) cautions against
the use of creativity tests to measure and/or predict cre-
ativity because their validity has not been adequately
established. A valid test is one that contains items that
reflect the nature of the concept or skills being tested.
Some creativity tests contain items that are not directly
related to the construct being tested, creativity. Instead
of using tests of creativity, Gardner favors assessing cre-
ativity in real life (as opposed to artificial testing situa-
tions) where children are engaged in creative pursuits,
and their creative processes and products are docu-
mented. This line of thinking provides the rationale for
using portfolio assessment as discussed in Chapter 16.

Did You Get It?

A high level of creativity is almost always
correlated with a high level of general
intelligence.
a. According to experts, this statement is true.
b. There is a correlation in about half of
children.
c. Experts disagree whether there is a
correlation.
d. No correlation has been demonstrated.

Take the full quiz on CourseMate.
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1-7 Gifted and Talented
Children

Creativity may or may not be a characteristic of
children identified as gifted and talented. Children
who are considered gifted and/or talented show high
performance in one or more of the following areas:
general intellectual ability, academic aptitude, creative
thinking or production, leadership ability, talent in
visual and performing arts, and physical ability, such as
athletics. Educational programs may provide enhanced
opportunities for gifted and talented children in any of
these areas. According to Gordon and Browne (2008),
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educators are increasingly concerned about the under-
representation of children from low-income popula-
tions, children who are ethnically and culturally in the
minority, children who have disabilities, and children
who are bilingual. Characterizing gifted and talented
children can be challenging because their develop-
ment across domains may be uneven. Generally, young
gifted and talented children may:

be curious and inquisitive
have a good sense of humor
be unusually aware of their surroundings

be able to think quickly and at higher, abstract
levels

have an extensive and mature vocabulary
ask thought-provoking questions

have a long attention span

be able to sustain concentration

have a developmental lag between their physical
and intellectual domains, with fine motor skills
lagging behind their cognitive skills

® have a developmental lag between their social and
intellectual domains that may lead them to be
intolerant of less-advanced peers

Gifted and talented young children are most often found
in mainstream early childhood classrooms (Gordon &
Browne, 2008). Because of their unique needs and char-
acteristics, they present special challenges and oppor-
tunities for their teachers. Programs and approaches
that provide challenges, nurture diversity and divergent
thinking, and enable children to learn at their own pace
and in multiple ways provide a good match for gifted and
talented children. Enrichment activities to supplement
their mastery of core curriculum will challenge their
gifts and talents. Mixed-age grouping is recommended,
because a child who exhibits one or more gifts may not
excel socially. Open-ended art activities (see Chapter 10)
and the art center approach (see Chapter 13) provide cre-
ative challenges for gifted and talented children.

1-7a Multiple Intelligences

According to Gardner (2006), there are many ways
of demonstrating intelligence. Gardner defines intel-
ligence as the capacity to solve problems or make
things valued by one’s culture. Gardner believes there
are eight criteria for identifying intelligence. Wilkens
(1996) explains these as:

1. Each of the intelligences can potentially be
isolated by brain damage or degenerative disease.
A true intelligence will have its function identi-
fied in a specific location in the human brain.
This means it is possible to destroy the ability in
one sector while leaving the others intact.
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2. Each of the intelligences exists in exceptional peo-
ple, including idiot savants and prodigies. Mozart,
for example, who performed at the piano at the
age of four, was a musical prodigy. Difficulty in
interpersonal or daily living skills may also be
involved. There is no guarantee of competence
across all the intelligences.

3. Each of the intelligences has a process of develop-
ment during childhood and has a peak end-state
performance. For example, verbal-linguistic intel-
ligence presents itself in early childhood whereas
logical-mathematical peaks in adolescence and
early adulthood.

4. Each of the intelligences is evident in species
other than human beings. For example, birds
make music and rhythm while whales use a lin-
guistic intelligence to communicate with each
other.

5. Each of the intelligences has been tested using
various measures not necessarily associated with
intelligence. Although IQ tests may be used, they
are by no means the only measure.

6. Each of the intelligences can work without the
others being present.

7. Each of the intelligences has a set of identifiable
operations. Gardner compares this to a computer
needing a set of operations in order to function.

8. Each of the intelligences can be symbolized or
has its own unique symbol or set of symbols. For
example, interpersonal intelligence uses gestures
and facial expressions.

Table 1-1 Gardner’s Multiple Intelligences (1993b)

The multiple intelligences, related “smarts,” and cor-
responding strengths and interests are depicted in
Table 1-1.

Gardner asserts that we all have some of each
intelligence as well as particular strengths. Everyone
can be characterized as smart in one or more of the
intelligences.

How do art skills and process match up with the
eight intelligences? How are multiple intelligences
strengthened through art? Refer to Table 1-2.

Gardner has provided a wider view of intelligence.
What are the implications? The theory of multiple
intelligences offers implications for both instruction
and assessment to include the following:

1. We must broaden our views of intelligence
to incorporate multiple examples. All intelli-
gences are important, and children come to us
with different sets of developed intelligences.
Not all children are verbally or mathematically
inclined. This does not mean they are not smart.
They are just smart in other ways. Traditionally,
schooling has focused on verbal-linguistic and
logical-mathematical intelligences. Children
who excelled in language arts, math, and logical
thinking flourished. They were “smart” in the
areas the school valued. Unfortunately, children
who did not excel in these areas had no outlets to
express their different intelligences.

2. The different ways to be smart must be respected.
It is crucial to plan experiences that include the
different intelligences. Gardner (1999) refers to

Intelligence “Smart” Strengths and Interests

bodily-kinesthetic Body sports, movement, dance, acting, dramatics, large motor
and playground activities

musical-rhythmic Music singing, dancing, playing a musical instrument, listening
to music

interpersonal People making friends, socializing, cooperative projects, being a
leader, resolving peer conflicts

visual-spatial Pictures art, looking at pictures, daydreaming, puzzles, maps,
charts

verbal-linguistic Words speaking, reading, writing, listening, telling stories, think-
ing in words, discussions, memorizing, word puzzles,
word games

logical-mathematical Math math, reasoning, logical and abstract thinking, problem
solving, patterns, working with numbers, computers

intrapersonal Self understands self, knows strengths and accepts limits,
works alone, pursues own interests, reflective, self-
paced learner

naturalist Nature recognizes plants, minerals, animals, clouds, rocks,

flora, fauna, other natural phenomena

Based on Gardner H. (2006) Multiple Intelligences: New horizons in theory and practice New York: Basic Books.
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Table 1-2 Relationship of Multiple Intelligences to Children’s Art

Multiple Intelligences

bodily-kinesthetic

Relationship to Art

manipulation of art tools enhances use of large muscles, sensory-motor integra-
tion, fine motor skills, and eye-hand coordination

involves bodily and kinesthetic movements and multisensory stimulation

different media require different types of processing, involving different physical
movements and skills

musical-rhythmic

children can make musical instruments or sound makers
art can be produced in response to music
background music can trigger artistic processing

interpersonal

children talk about and share their art with others

children work together and practice social skills at the art center
children use peers as resources while doing art

children elect to engage in group art projects

as part of the project approach, art involves collaboration
children comply with rules and limits of the art center

visual-spatial

art involves symbolic representation
provide materials for two- and three-dimensional processing

use art books, art posters, and illustrated children’s books that are visually
aesthetic and stimulating

display children’s artwork at their eye level

verbal-linguistic

encourage children to talk about their art
encourage art sharing as part of show-and-tell
read art books to children

engage in art dialogue with children

take art dictation, encouraging children to tell and write their own art-related
words and stories

teach art vocabulary, including the artistic elements
label art materials and supplies
conduct art critique using artistic elements for children to discuss works of art

logical-mathematical

involves patterning, color mixing, quantifying, and problem solving

set up an organized art center in which similar materials are grouped together
or classified

children make choices, decisions, and carry out plans

intrapersonal e children work alone and reflect on their processing and results

e personal emotions, thoughts, and ideas are expressed

e provide multicultural art supplies

e plan art activities focusing on the child’s sense of self; art replies to “Who am |?”
Naturalist e take nature walks to collect nature specimens for art

provide natural materials for painting, printing, collage, sculpture, and weaving

children use personally meaningful symbols to represent nature and their
surrounding natural environment

© Cengage Learning

this as “multiple key entry points” to content.

4. Target the development of specific intelligences

Not every activity involves all the intelligences,
but the more intelligences involved, the greater
the chance that all children will excel.

. Using an integrated approach to curriculum devel-
opment will increase the likelihood that many
intelligences will be involved in a course of study.

by setting up stations throughout the classroom
with resources related to each intelligence. For
instance, a verbal-linguistic center could include
books, a word processor, and writing tools.

. Provide students with choices of activities that capi-

talize on their learning styles and brain preferences.
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Dominant intelligences can be reinforced, whereas
weaker intelligences are strengthened. Students
have opportunities to improve weaknesses by tap-
ping their strengths.

6. @ Because all children do not learn in the
same ways, they cannot be assessed in the same
ways. Consider creating an intelligence profile for
each student. A good approach to assessment is to
allow students to explain or document what they
know or have learned in their own ways using
their different intelligences.

Chapter 16 will offer additional guidelines for appro-
priate assessment of young children. After observing
children in a variety of activities, you, as the teacher,
will soon have a good picture of each child’s strengths
and weaknesses. Sharing this information with the
children, however, may provide them with a rationale
for avoiding activities that do not come naturally. Be
careful not to label a child as having a “visual spatial
intelligence” or being a “naturalistic learner.” Instead,
encourage children to use their strengths to support
learning in all areas.

Pl ) TeachSource

AP STE

Infants and Toddlers: Creative
Development

In this chapter, teachers are encouraged to be play-
partners with children and join in their creative
activities while still letting children be the leaders and
decision-makers. Compare and contrast this idea with
the actions of the teacher in the video. Is she being a
facilitator or a leader?

Which of Gardner’s multiple intelligences do you see
in action in the video? How might the teacher scaffold
the activity to support other intelligences?

Watch on CourseMate.

© 2015 Cengage Learning.
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Brain Connection @

.............................................................................

Each region of the brain is made of a very
sophisticated neurological network of cells, dendrites,
and nerves that interconnect one part of the brain to
another. Good early childhood curriculum will reinforce
these connections by engaging many of the five
senses and activating more than one of Gardener’s
eight intelligences at the same time (Rushton &
Larkin, 2001).

Did You Get It?

Gifted children have
their surroundings.

a. almost no

b. a lowered

c. a heightened

d. an almost obsessive

awareness of

Take the full quiz on CourseMate.
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1-8 Creativity and Brain
Growth

Early childhood educators have long believed that
rich, early experiences and quality time with a caring
and loving family are critical to a child’s development.
These beliefs are supported by the discoveries neuro-
scientists have made about brain growth in the early
years. Brain research is a line of study documenting
the impact of early experiences on the architecture
of the brain and on the nature and extent of adult
capacities. During the early years, the brain has the
greatest capacity for change. How the brain develops
hinges on a complex interplay between a young child’s
genes (heredity) and life experiences (environment).
The developing brain is malleable and flexible and has
the ability to virtually explode with new synapses or
connections. The brain’s neural plasticity allows it to
constantly change structure and function in response
to external experiences.

The environment affects not only the number of
brain cells and number of connections among them
but also the way those connections are wired. On the
positive side, brain growth can be positively stimulated.
The brain develops in an integrated fashion over time,
so an enriched environment addresses multiple aspects
of development simultaneously. The brain thrives on



taking in unexpected information, as long as the unpre-
dictability isn’t accompanied by insecurity or perceived
threat (Heath & Wolf, 2004a). On the negative side,
however, neglect or abuse can impede the child’s devel-
oping brain functions. If a child receives little stimula-
tion early on, synapses will not sprout, and the brain
will make few connections. The harmful impact of stress
on early brain development damages overall growth and
development, placing the child at much greater risk of
developing a wide range of cognitive, behavioral, and
physical problems. In some cases, these effects may be
irreversible. While traumatic events may significantly
influence adult behavior, they actually change the
organizational framework for a young child’s brain. Life
experiences are now believed to control both how the
infant’s brain is architecturally structured and how
intricate brain circuitry is wired. Early experiences have
a decisive impact on the architecture and wiring of the
brain and on the nature and extent of adult capacities.

Early in a child’s life, the brain has many more cells
(neurons) than the child will need (Allen & Marotz,
2010). Connections among neurons are formed as
children explore their environment, play, and develop
attachments to others. Connectivity is a crucial feature
of brain development because the neural pathways
formed during the early years carry signals and allow
information processing throughout life. Timing is also
crucial. Even though learning continues throughout
life, there are critical periods during which the brain
is particularly efficient at creating neural pathways
that facilitate specific kinds of learning. Experiences
children have during these sensitive periods stabilize
neural pathways and lay the foundation for optimal
development. For example, the window of opportu-
nity for vision and language development appears
quite early and is lost by about age 10. If a child is
born deaf, the neural pathways remain silent and
atrophy. This is not to say that an adult cannot learn
a second language. However, it is much more difficult
to learn a foreign language after age 10 or so, and the
language will probably be spoken with an accent. Lack
of experiences during critical periods will result in
underdeveloped neural pathways. Thus, the architec-
ture of the brain reflects the presence or absence of a
wide range of physical, cognitive, and socio-emotional
experiences during the early years.

Play is a critical element in early childhood because
it provides the context for experiences that are vital to
the development of neural pathways. Children must
have time to practice and master the skills they learn
before moving on to learning new ones, and learning
must take place in a meaningful, supportive environ-
ment. A developing brain does not know the difference
between an inexpensive set of plastic measuring cups
and an expensive toy with exaggerated claims by the
manufacturer. Rushton and Larkin (2001) found that
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children engaged with play in active learning environ-
ments score higher on measures of creativity. The key
is for adults to be responsive to children, engaging in
subtle give-and-take in which the child leads and the
adult follows.

And what about art? In the past, art was viewed as
an affective process. We now know that art is both a
cognitive and an affective process. Children think and
feel when engaged in art. Because making art requires
that children think and feel about experiences or ideas
and find symbols to express them, art is a highly sym-
bolic and meaning-making activity. We also know that
the brain functions in very different ways during vari-
ous phases of the creative process. The brain’s plasticity
influences creative outcomes (Heath & Wolf, 2004a).

Did You Get It?

A rich environment has been shown to )
increase the number of cells and connections
in a young child’s brain. The connections
between cells are called
a. grey matter.
b. synapses.
c. dendrites.
d. neural bridges.
4 Take the full quiz on CourseMate.
J

What is the relationship between creativity and a
child’s development? Are there developmental ben-
efits to a child’s creative functioning? Whatever the
form that creativity may take, the child develops large
and small muscles by manipulating the appropriate
tools or apparatus. Musical instruments are played,
paint is mixed and spread, clay is pounded, and the
body moves to music and song. Creative expression
enhances physical development. Socially, it also helps
children interact with others. At times, creativity
involves solitary thinking or problem solving. At other
times, social skills, including sharing, taking turns,
and considering other points of view, are practiced.
Creative expression fosters emotional development
and positive mental health by validating individual
uniqueness. Juan, age three, made a clay dinosaur with
two legs and an oversized head. He was proud of his
accomplishment, and it did not matter that dinosaurs
have four legs. Philosopher Mihaly Csikszenthmihalyi
(1997) believes there is a strong connection between
creativity and happiness based on research showing
that being creative stimulates the brain’s pleasure
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Figure 1-4 The eight-year-old artist of this drawing
imagined and created a doctor’s office as he interpreted
a magazine photo.

Summary

(1-1) Creativity has many definitions, including
seeing things in new ways, combining unrelated
things into something new, breaking boundaries, and
thinking unconventionally. (1-2) Children often focus
on the creative process rather than a final product.
(1-3) Creativity may be explained as an attitude,

a skill requiring practice, or a set of personality
characteristics. (1-4) Environmental conditions can
either foster or hinder creativity. (1-5) Adult attitudes
have a significant influence on children’s creativity.

Key Terms

brain research, 16
closed-ended, 11

convergent thinking
(noncreative), 12

creativity, S

open-ended, 11

v Suggested Activities

1. Identify at least one thing you do creatively.
Practice and continue to refine it. Document your
own creative development, including setbacks,
frustrations, and successes, with a journal.

2. Make a resource list of local businesses and
contacts that are good sources of free (or

© Cengage Learning

gifted and talented, 13

centers. Creativity fosters cognitive development. It
involves many higher-level thinking skills, including
problem solving, discovery, analysis, hypothesizing,
predicting, testing, and communicating (see Figure
1-4). In the classroom, creativity can enhance and
reinforce learning in the traditional curricular areas of
math, science, social studies, listening, speaking, pre-
reading, pre-writing, and other expressive arts.

Did You Get It?

Given that solitude can spawn creativity,
experts state that creativity social
interaction with others.

a. aids

b. hinders

c. stalls

d. stops

Take the full quiz on CourseMate.
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(1-6) Convergent thinking seeks to find the right
answer, but creativity is divergent, seeking many
possible solutions to a problem. (1-7) Creativity and
intelligence are assessed in different ways, and a
child with a high IQ may not have a high degree of
creativity. (1-8) Brain research documents the impact
of early experiences on the structure of the brain and
their influences on children’s creativity outcomes.
(1-9) Children’s creativity can enhance their learning
and development across all areas of the curriculum.

process versus product, 6
serendipity, 5
synergistic, 5

inexpensive) recyclable materials. Include the
name, address, e-mail address, and contact person
for each resource.

3. Spend one morning observing a teacher’s use of
time, space, and curriculum, as well as his or her
teaching behaviors. List specific recommendations



for how each could be modified to enhance
creativity.

4. With your peers, brainstorm a list of creative
individuals. Identify their names and claims to
creativity. Use gender to examine your list. Do
you have an equal number of female and male
creative individuals? Keep brainstorming until
you have five of each.

5. Examine Healy's (1994) portrayal of what families
can do to raise creative children (see the section

“Optimal Home Environment,” earlier in the

chapter). Do these characteristics match your own

upbringing? Discuss your answer.

6. Consider the letter to families included at the
beginning of this section. How will you define
creativity for the families of children in your

Review

©000000000000000000000000000000000000000000000000000000000000000000000000000000000000000000000000000000000000000000000000000000000000

1. What is the relationship among creativity,
convergent thinking, and intelligence?

2. Name three different ways of understanding
creativity.

3. Pretend you are speaking to a group of parents
about creativity. The parents ask you for
important things that they can do at home to
enhance their children’s creativity. Specifically,
what three suggestions do you share?

4. List and discuss four obstacles to creativity.

5. Are young children more process-oriented or
product-oriented in their creative expression?
Explain your position.

6. List the characteristics of families that nurture
creativity in young children.

Additional Resources

Read more about the work of E. P. Torrance, noted

researcher on creativity (www.gifted.uconn.edu).

Go to Artella (www.artellawordsandart.com), a

Website that allows you to explore aspects of your

own creativity.
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classroom? Write your definition, and share

it with others who have done the same. Note
similarities and differences. Discuss elements of
creativity that are most important for families to
understand and the roles teachers play in building
this understanding.

. What creative processing activities might you

provide to help families understand the nature of
creativity? Work with a partner to develop a list
of five.

. Working with a partner, review the eight

intelligences outlined in Gardner’s theory.
Identify those in which you feel you have
strengths and those in which you do not. Discuss
which intelligences might be most important for
a teacher of young children.

7. Is intelligence a single concept confined to

thinking? Include a discussion of multiple
intelligences to justify your position.

. Creativity may be one characteristic of children

who are gifted and talented. What other
characteristics may gifted and talented children
exhibit? Discuss strategies you could use in
your classroom to meet the needs of gifted and
talented children. Explain why these strategies
would be successful.

. Explain what the research on brain development

means for early development. What are two key
implications?

Go to YouTube to view Sir Ken Robinson’s video, “Do

Schools Kill Creativity?”

Visit CourseMate for this textbook to access the eBook, Did You Get It?
quizzes, Digital Downloads, TeachSource Videos, flashcards, and more. Go
to CengageBrain.com to log in, register, or purchase access.
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First/Second Grade Lesson Plan

The Big Orange Splot

GOAL

Students will express their thoughts and ideas creatively, while challenging their imaginations, fostering
reflective thinking, and developing disciplined effort and progressive problem-solving skills.

OUTCOMES

Upon completion of this lesson, students will be able to:

a. explain the importance of individual expression

b. give examples of idioms and explain their meanings

MATERIALS

a. The Big Orange Splot by Daniel Manus Pinkwater
b. Dry erase board and markers

c. Coffee can and lid
d

. Manila paper, scissors, markers or crayons for each child

INTRODUCTION

Begin with the following: Boys and girls, today we're
going to read a book titled The Big Orange Splot:
This story is about people who decide to be different
and to express their ideas so that everyone can

see. The main character is Mr. Plumbean. During

the story, Mr. Plumbean has a talk with each of his
neighbors. At the end of the story, I'm going to ask
you what you think Mr. Plumbean said to each of his
neighbors when they talked.

DEVELOPMENT

Read the story to the children. As you end the
story, use the following questions to begin a
discussion:

a. When the orange paint splatted on his house,
what did Mr. Plumbean do? Why on earth would
he do that?

b. How did his neighbors react? Why do you think
they felt that way?

c. But then Mr. Plumbean talked to each of his
neighbors. What do you think he said to them?

d. And then what did the neighbors do?

20

Help the children to understand that just as

we draw pictures to tell about things that are
important to us, Mr. Plumbean wanted to paint

his house to show things he liked and that were
important to him. When he talked to his neighbors,
he was able to convince them that it is better to
show what is important to you than to be just like
everyone else.

Go back to page 13 in the book and read to the
children the sentence: Plumbean has popped his
cork, flipped his lid, blown his stack, and dropped
his stopper. Ask the children what the neighbors
meant by saying this. Use the coffee can and lid to
demonstrate “flipping a lid.” Ask the children, “Do
you think this is how Mr. Plumbean flipped his lid?”
Explain that this phrase is an idiom. Write the word
on the white board. Define an idiom as a phrase
that has a completely different meaning than

each of the words by themselves. For example,

the word flipping means turning something over
and lid means a cover or a top to something. But
altogether, this idiom means doing something
totally different from what you would usually do.
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Go back through the book and identify other idioms
used to describe Mr. Plumbean. Share with the
children that they will be reading more books with
idioms in the next few days.

p? #5

Distribute Manila paper, markers, and scissors.
State that each child now has a sheet of paper
exactly like everyone else’s. They each have a
job, however, to design a house on their sheet of
paper that tells about the things that they like.
Allow the children to cut outlines of their houses
and decorate them as they choose. As they finish,
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ask each child to share with you or with a peer
how they decorated their houses and what those
decorations tell about them.

ASSESSMENT

a. Were the children able to explain how they
decorated their houses and how those
decorations were significant?

b. Were the children able to identify idioms in the
story The Big Orange Splot?
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2 Creative Thinking

What do you see
happening in this
picture?

Is this something you would do
with children?

Ms. Willows and her class
of fouryear-olds are playing
with rhythm band instruments.
The children are engaged in
an informal music activity.
The teacher asks open-
ended questions to stimulate
their language and thinking;:
“What are you hearing?”

“How else can you play your
instruments?” “What other
sounds can your instruments
make?”

© Cengage Leaming

Learning Outcomes
After reading this chapter, you should be able to:

Standards addressed in this chapter

DAP Criteria
2 Teaching to enhance development and learning
3 Planning curriculum to achieve important goals
4 Assessing children’s development and learning
NAEYC Standards
2 Curriculum
3 Teaching
4 Assessment
9 Physical Environment

2-1 Give examples of creative thinking.

2-2 Discuss creativity as a function of the brain.

2-3 Describe the environmental conditions which support
young children’s creative thinking.

2-4 |dentify strategies for facilitating young children’s
creative thinking in the curriculum.

2-5 Plan and implement activities to facilitate young
children’s creative thinking.

22



2-1 What Is Creative Thinking?

All people have the capacity to be creative in some
area, provided conditions are right and they have
acquired the needed knowledge and skills (Robinson,
1999). Some outlets or modes of creativity include
play; the expressive arts: art, music, movement, dance,
drama, and mime; and thought and language. Play,
for example, is an excellent opportunity for creative
expression. A young child building with blocks relies
on past experiences in transforming pieces of wood
into a train or castle. Putting on an oversized coat
helps four-year-old Beth become a business executive
or pilot. Children use their bodies to creatively move
like animals, robots, or astronauts. They also use paint,
markers, and clay to give form to their thoughts and
experiences. Young children also creatively transform
Standard English. Darrell, age three, felt that “carage”
made more sense than garage. Swiss made no sense to
five-year-old Kyle. He insisted on “hole cheese” in his
sandwiches. Young children also engage in creative
thinking, although this particular mode is often given
less emphasis in the early childhood curriculum.

Many believe creative thinking is abstract and
reserved for adult authors, artists, scientists, and inven-
tors. Young children can and should engage in creative
thinking. Creative thinking is a skill that helps chil-
dren solve problems in their daily lives and prepares
them for life in the twenty-first century. If we are to
solve social, economic, political, and environmental
problems, it will be through creative problem solving.
Children who grow up valued as creative and original
thinkers will have the necessary skills to confront and
solve problems in the twenty-first century.

Just what is creative thinking? Creativity has been
identified as a cognitive process or way of thinking.
DeBono (1970) identified two types of thinking: verti-
cal and lateral. Vertical thinking involves learning
more about something or arriving at an accepted,
convergent answer. For example, when Ms. Bell asked
her preschoolers, “When do we eat breakfast?” Lin
answered, “In the morning.” But if the object is to find
unusual, divergent, creative solutions for problems,
lateral thinking is appropriate. Lateral thinking is a
way of using one’s mind that leads to creative thinking

Did You Get It?

thinking is a means and a method
for using one’s mind in a way that leads to
creative outcomes.
a. Horizontal
b. Vertical
c. Lateral
d. Dimensional

Take the full quiz on CourseMate.
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or products. For example, Katie, who was playing alone
at the sandbox, decided to use sticks and twigs to rep-
resent pretend playmates in the sandbox who would
keep her company.

2-2 Creativity and the Brain

Creativity can also be discussed as a function of the
brain. Creative thinking stimulates the brain, making
reasoning skills stronger and improving mood, behav-
ior, and concentration (Aramowicz, 2008). The human
brain houses two separate but interacting thinking
hemispheres. The right and left hemispheres are
joined by the corpus callosum, a thick branch of nerves
that serves as a communication system between them.
Each hemisphere has specialized functions. The left
hemisphere reacts to input in an analytical way. Left-
brain processing is organized and logical, specializing
in learning logical ideas and skills such as the rules of
reading and math. The right hemisphere controls cre-
ative abilities, body awareness, spatial orientation, and
recognition of faces. The right hemisphere recognizes
negative emotions faster, and the left side recognizes
positive emotions faster (Charlesworth, 2004). Research
indicates that this differential functioning of the brain
is present at birth and that infants require good com-
munication between the hemispheres for efficient
brain functioning. However, the activities of each brain
hemisphere may change as the individual engages in
new activities and develops skills.

It is imperative that children have experiences that
capitalize on and integrate the functioning of both
sides of the brain. Although most schools are set up to
emphasize convergent thinking, or left-brain func-
tioning, Gardner (1991) reminds us of the importance
of the years between ages two and seven: “artistry and
creativity in general are unleashed—or blocked—at this
time” (p. 82). Teachers of young children are in a key
position to plan experiences that engage both left- and
right-brain functioning.

2-2a Left- and Right-Brain Functions

Seen from above, the human brain resembles a walnut.
The two hemispheres, right and left, are connected
at the center by the corpus callosum, which provides
communication between the two hemispheres. The
nervous system is connected to the brain in a crossed-
over fashion. The left hemisphere controls the right
side of the body; the left side of the body is controlled
by the right hemisphere. The two hemispheres are spe-
cialized and process information differently. Each side
possesses capacities for certain mental processes that are
independent of the other. The right hemisphere oper-
ates in a mode that is nonverbal, subjective, intuitive,
and global. The left hemisphere operates in a mode that
analyzes, abstracts, verbalizes, and uses logic.
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-BIII

TeachSource

Infancy: Brain Development

Consider your art curriculum in light of the video'’s
description of left- and right-brain thinking. Identify
activities and experiences that will utilize each side
of the brain.

Watch on CourseMate.

According to Edwards (1999), the two hemispheres
work together in a number of ways. Sometimes they
cooperate and divide the task, with each half con-
tributing its abilities in doing what it does best. The
hemispheres can also work singly; one hemisphere
dominates and is “on” while the other is “off.” The
hemispheres may also compete, and one may try to
do what it knows the other can do better. For example,
Zena is at the easel, trying to paint her family. How
does her brain approach this task? The left side of
her brain reacts logically, telling Zena she needs four
figures, two male and two female. If the left side domi-
nates, her father would be painted with his beard and
depicted taller than her mother. Zena would plan to
paint herself smaller than her older brother. If the right
side of her brain dominates, Zena reacts emotionally
rather than logically. She becomes engrossed in mix-
ing colors and making designs to highlight clothing.
Or, her mother could be painted larger than life and
wearing a crown while her older brother appears in the
background, lacking facial features.

@3 TERLG Schools that pay only lip service to
creativity are organized according to left-brain func-
tioning. Curricular implications based on brain special-
izations are listed in Table 2-1. In left-brain-oriented
schools, teaching is sequenced, and time schedules
are rigidly followed. Children sit in straight rows of
desks. Teachers reward convergent thinking with letter
grades. Language arts and math form the core of the
curriculum. Right-brain pursuits including art, music,
and movement do not receive equal time, attention,

© 2015 Cengage Learning.

Table 2-1 Brain Specialties

Left Brain Specializes In Right Brain Specializes In

Language functions Intuition
Analysis Synthesis
Counting Drawing
Marking time Dreams

(Edwards, 1999)

or funding and may be the first areas eliminated when
the budget is cut.

What are the implications for teachers and stu-
dents with matching or opposing brain preferences?
Teachers with left-brain strengths generally prefer to
teach using lecture and discussion. To incorporate
sequence, they put outlines on the board or overhead,
and they adhere to time schedules. They give problems
to students to solve independently. Teachers with left-
brain preferences assign more research and writing and
prefer a tidy, quiet, and structured classroom. A left-
brain teacher is a good match for left-brain students
who prefer to work alone, without a lot of distraction.
By contrast, teachers with right-brain strengths prefer
to use hands-on activities. With the right-brain prefer-
ence of seeing the whole picture, these teachers incor-
porate more art, manipulatives, visuals, and music into
their lessons. They embrace the concept of multiple
intelligences. They like to assign group projects and
activities and prefer an interactive environment. Right-
brain students prefer to work in groups. They like to do
art projects and would, for example, prefer to design
and make a representative collage than write a term
paper.

The information on brain functioning provides
teaching challenges and opportunities. Students with
strong left- or right-brain tendencies much prefer to
be taught to their neurological strengths. If you are a
left-brain teacher, try adding at least one right-brain
method such as role playing or group projects into
your teaching. If you are a right-brain teacher try add-
ing at least one left-brain method such as direct teach-
ing or individual projects. Give your students a variety
of assignments from which to choose, and watch chil-
dren gravitate to their neurological strengths.

2-2b Characteristics of Divergent
or Creative Thinking

Creative or divergent thinkers share the following
mental qualities. They are

1. fluent thinkers who have many ideas and solutions.
2. flexible thinkers who have different ideas that
cross categories or break boundaries.



3. original thinkers who have unique and unusual
ideas.
4. elaborate thinkers who add details to the ideas.

The divergent thinking of creative children is fluent,
flexible, original, and elaborate, although not all four
qualities appear in each thought or action. When con-
fronted with a problem, creative or divergent thinkers
are able to come up with a long list of possibilities or
options. This characterizes fluency. For example, ask
children for their ideas on celebrating Earth Day. Their
fluent replies might include cleaning up the playground,
creating posters about protecting the environment,
making a web on ecosystems, planting a tree or a gar-
den, starting a recycling program in the neighborhood,
making green gifts for their families, or taking a nature
walk in a park. The sheer quantity of responses indi-
cates fluency. They are the result of brainstorming for
many ideas. All ideas should be accepted and respected.

The preceding responses indicate flexibility. Flex-
ibility is the ability to mentally push boundaries, shift
categories, and take mental detours. It results in varied
and diverse responses. Thinking can be fluent with-
out being flexible. The children’s thinking was fluent
in that it generated several suggestions related to the
school grounds. It was flexible in that their options
went beyond these ideas for themselves to include
families and the neighborhood. Creating a web on
ecosystems is one original idea, especially for a young
child. Originality refers to uniqueness. Original ideas
are uncommon, unusual, different, and unexpected. By
contrast, the other party-type suggestions are obvious
and common.

Creative individuals have elaborate ideas and
express themselves in complex ways. Elaboration
involves a lot of detail and rich expression. For exam-
ple, in her poster on protecting the environment,
Arden merely drew herself putting litter in a trash can
and did not elaborate. By contrast, Beau was elaborate
by drawing a detailed picture of a trash-covered park
and a second picture of the same park without trash

4 )

Brain Connection &

.............................................................................

The human brain is continually growing and adapting to
its environment. A child’s intelligence is not determined
at birth; it fluctuates throughout life, depending on the
stimulation of the child’s surroundings and the chemical
reactions happening in the body. Teachers see the
changes that take place in children daily. These changes
are unique to each child. Teachers have the responsibility
to notice and accept the changes and then adjust
curriculum accordingly (Rushton, 2011).
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Figure 2-1 Working with clay supports fluency between
the medium, the child’s body, and the child’s idea.

and dictating the phrases, “Where do you want to play?
Keep our environment clean.” Beau was able to stretch
and expand his thought. Creative children embellish
both their artwork and their language (Figure 2-1).

@Y ie55a 2-2c Whole Brain, Whole
Learning

Few would argue that schools should not stress confor-
mity and convergent thinking. Still, a better balance is
needed between creativity and individuality versus con-
formity and convergent thinking. We need to balance
left- and right-brain learning. Our educational goals,
curriculum, and practices should exercise many modes
of learning and different styles of processing informa-
tion. Certainly, we do not want children to creatively
read the word “shoe” as anything other than what it is.
Nor would we want children to creatively add 2 + 3 and
come up with 32. Still, children should not be spoon-
fed knowledge, nor have their left brain overworked
and their right brain left to atrophy. Author Robert
Schirrmacher observed a kindergartner being corrected
for stating that the color of the sun was “white hot.” It
appeared that the teacher was looking for convergent
thinking to produce the acceptable answer of “yellow.”
Conformity and convergent thinking can be taken to
extremes. Over time, children come to reject divergent
thinking as incorrect or useless. (And as an aside, the
child’s right brain was correct; the sun is not yellow.)
Not all creative-thinking activities provide oppor-
tunity to assess all four components of divergent pro-
duction. The following item from a test of creativity
will help us informally evaluate children’s thinking for
originality and elaboration. In the following example,
children are asked to complete an open-ended drawing



26 SECTION 1 Creativity

similar to the one in Figure 2-2. Obviously, there is
no one right way to complete this picture, and many
possibilities exist. Examine the finished product in
Figure 2-3. What can you say about this six-year-old’s
originality and elaboration? The authors would rate
this low on both originality and elaboration. The com-
pleted picture is rather stereotyped, unimaginative,
and mundane. Details are minimal and the picture
lacks elaboration. From this one sample, the authors
are not in a position to make a statement about this
child’s creativity, but it suggests that this child needs
practice and encouragement in divergent production.
On the other hand, consider a drawing completed by
a different six-year-old (see Figure 2-4). What can you
say about this child’s originality and elaboration? The
authors believe that this completed drawing evidences
a high degree of originality and elaboration.

Not every creative activity will or should lend itself
to evaluation for fluency, flexibility, originality, and

' T A
Figure 2-2 Open-ended drawing.

N

Figure 2-3 Completed drawing by a six-year-old.

Figure 2-4 Completed drawing by a six-year-old.
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Table 2-2 Rating Scale

Low Fluency High

o few different e many different
FLEXIBILITY

e |acks variety e wide variety

e rigid o flexible

e limited range e wide range
ORIGINALITY

e stereotyped e unique

e unimaginative e imaginative

e common e unusual
ELABORATION

e lacks detail e very detailed

e unelaborated e elaborate

e simple e complex

Source: Guilford, J. P. (1977). Way beyond the 1Q. Buffalo, NY: The Creative
Education Foundation.

elaboration. Fluency and flexibility may be more appro-
priate to games of creative thinking. Originality and
elaboration can be applied to children’s art. The infor-
mal rating scale in Table 2-2, adapted from Guilford’s
1977 work, can be used to assess divergent production.
Again, the intent is not to grade or label creativity, or to
include it on a child’s report card. Discretionary use of
the following instrument will help keep track of prog-
ress as young children work toward the goal of demon-
strating fluency, flexibility, originality, and elaboration
in their creative processing and production.

2-2d Children Need to Engage
in Convergent and Divergent Thinking

What is creative thinking? When is thinking creative,
and what makes creative thinking different from uncre-
ative thinking? Lasky and Mukerji-Bergeson (2003)
assert that in children younger than four years of age,
the creative process begins and ends with exploration.
For older children and adults, creative thinking can be
equated with divergent thinking. Thinking is divergent
when many possibilities or options result. Divergent
thinking is open-ended, allowing for an array of pos-
sibilities. For example, you can engage in divergent
thinking when planning a creative curriculum. Ask
yourself, “What can I provide that will enhance chil-
dren’s creativity?” There is no one artifact or activity,
but rather endless possibilities, including experiences
in art, play, language, music, and movement, among
others. By contrast, convergent thinking results in
one correct answer. Much of what is learned in school
requires convergent thinking. Convergent thinking is



required to produce the one right answer to the fol-
lowing questions:

® What is the name of the largest dinosaur?
What comes out at night, the sun or the moon?
Name the months of the year in proper order.
What is the opposite of hot?
What is the sum of three plus five?

Both modes of thinking, convergent and divergent, are
very important. Children who lack opportunities for
convergent thinking will lack access to a core body of
knowledge needed for academic success and achieve-
ment. Acquiring a body of factual information is not
enough, however. Children also need opportunities to
engage in creative thinking. Children denied access to
creative processing and divergent thinking will become
conforming individuals who do not realize their cre-
ative potential. A problem arises when conformity and
convergent thinking dominate the curriculum at the
expense of individual and divergent thinking.

Did You Get It?

A typical thinker might see simply what is on
the surface. thinkers are skillful
at taking a particular object, thought, or
concept and adding details to it.

a. Fluent

b. Archetypal

c. Unorthodox

d. Elaborate

Take the full quiz on CourseMate.
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2-3 Setting the Stage
for Creative Thinking

Although children will act and think in creative ways
without prompting, adults can facilitate creativity by
providing time, space, and resources, as well as setting
the stage.

6@ re539  2-3a Provide a
Psychological Climate Conducive
to Creativity

Children flourish in a psychologically safe setting that
trusts and empowers them to act autonomously without
fear of criticism, rejection, or failure (see Figure 2-5).
Expectations for children’s behavior are high yet appro-
priate. Autonomy involves acting freely but in respon-
sible ways. Children need to act autonomously by
making choices and decisions, solving problems, and
making things happen on their own. By providing an
array of materials and activities from which to choose,

© Cengage Learning
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Figure 2-5 A psychologically safe environment will help
creativity flourish.

the environment can be set up to foster children’s
autonomy. An overly structured day, in which choices
regarding activities are made for the children, impairs
their creative ability. They learn to override creative
impulses and autonomous drive while becoming overly
dependent on others for answers and solutions.

eF5d 2-3b Creative Thinking
Takes Time

Children need large blocks of time to engage in activi-
ties that involve thinking. Exploring and exhausting
possibilities take time. Time should be viewed as fluid
and flexible. The daily schedule should be divided into
a few large blocks of time rather than several short
blocks. Larger blocks provide enough time to think,
plan, and try possibilities and then to leave, return,
and begin again. Children who are rushed are not only
denied adequate time to think and do but may also
resist by misbehaving. Children need time to daydream
and reflect, to sit and think. Let creativity and creative
thinking permeate the day. Use individual and small-
group times, snack, and transition to play creative
thinking games. Sometimes creativity is unpredict-
able and will require additional time. The intentional
teacher is flexible and able to flow with “teachable
moments” as well as to bring closure when warranted.

g 559 2-3c Children Need Space
in Which to Be Creative

Children need plenty of space to lay out materials and
to work alone or together to complete their plans. Like
time, space should be fluid and flexible. Creative think-
ing may require enclosed, solitary space for private
thinking and daydreaming. Other creative activities
may require larger open spaces for group involvement.
Tables, chairs, and movable units may need to be
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arranged to meet the needs of each activity. Creativ-
ity may entail excitement, movement, and clutter.
An excessive concern for constant neatness inhibits
creative “messing about.” Perhaps this is why creative
expression and young children are so compatible.

Did You Get It?

Children who are to be encouraged to
explore and come up with creative solutions
should be presented with periods
of time to do so.

a. long

b. short but intense

c. moderate

d. unlimited

Take the full quiz on CourseMate.
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A misunderstanding pervades the concept of creativ-
ity and its role in the curriculum. With the present
emphasis on accountability, academics, testing, reform,
and budget cuts, creativity may be eyed suspiciously by
taxpayers and teachers, who often report that they
believe creativity to be important and yet find little
time to encourage it.

The elusive nature of creativity merely complicates
the issue. Reporting to parents that their child is reading
at a specific level may convey more information than
saying their child is highly creative. Some believe that
doing well in math is more important than being cre-
ative. At a parent meeting, one father asked, “If creativity
is so important, why doesn’t it appear on report cards
and school records?” He went on to state that he did not
recall creativity being part of his academic studies and felt
he was a success in spite of it. His point may reflect wider
public opinion. This is another reason why parent educa-
tion, teacher education, and arts advocacy are critical.

@ iG55 2-4a Strategies to
Facilitate Creative Thinking

The following strategies will help children feel that
their attempts at creative thinking are valued. They
can easily be integrated into traditional content areas
in the early childhood curriculum.

Build Creative Thinking into Your Program. Integr-
ate your curriculum. Avoid overemphasis on conformity
and convergent thinking. Children who are led to
believe that there is only one right way or correct
answer will have their creativity stifled. Expect that
creative children will challenge your ideas and ways

of doing things. Provide opportunities for children to
explore creative options, to play with their ideas.

Model Creative Thinking. According to Sternberg
and Lubart (1995), the best way to foster creativity is to
provide creative role models. If you want children to be
creative, no set of activities will help them more than
being a role model of creativity yourself (see Figure 2-6).

Children learn to take sensible risks and to fight
obstacles by watching others doing these things. Share
your creative solutions to problems. For example, you
promised the children that they will be able to finger-
paint in the morning. You promised, however, before
discovering that there is no more paint. You announce
the problem and describe how you came up with a solu-
tion: “We ran out of paint so I thought of what else we
could use. I'll put shaving cream into each of these trays
and we can use that for finger-painting.” Also share
your frustration and setbacks. Let children know it took
you several tries to find a way to keep the door closed
so the classroom pet would not escape at night. Try new
ways of doing things. Let children know that if one way
does not work, you simply think again and try another.

Figure 2-6 Be a model of creativity for the children in
your class.

© Cengage Learning



Recognize, Encourage, and Value Creative Thinking
and Problem Solving. Reward the process of thinking
creatively rather than the idea itself. In the previous
classroom pet example, the teacher should also recognize
her accomplishments by saying, “I like my idea of an
open padlock, and it seems to be working. It took some
creative thinking.” This is not the same as bragging.
Encourage children to be creative thinkers. In the former
shaving cream example, Carlos gets the liquid watercolor
and says, “Let’s make colors.” Reply, “Carlos wants to
add coloring to our shaving cream. Good thinking.”

Help Children Value Their Own Creative Thinking. Help
children stand up for their ideas in the face of criticism
and peer pressure. Say, “That was your idea and it’s
OK if your friend doesn’t agree.” For example, what
if the children do not like Carlos’s idea? The teacher
could say, “I think Carlos has a good idea. If you don’t
want color, just say so. Carlos, it’s OK if some friends
don’t want color in their shaving cream.” In turn, help
children respect the ideas of others. Help them see that
it is OK to be different and to have different ideas.

Pose Problems Requiring Creative Solutions. For
example, to a group of school-age children who want to
go on a field trip, say, “How can we raise money to go?”
Look for many and different ideas. Help children build
on each other’s ideas. Provide ample think time, during
which you remain silent and wait for them to reply. Keep
in mind that creativity can be found in the approaches
that individual children bring to solving problems (Di
Leo, 2003). Defer judgment and evaluation. Resist the
temptation to step in too soon and shield children from
manageable amounts of frustration or even failure at
times. Help children test their hunches and rethink
possibilities. Encourage critical thinking. Discuss the
pros and cons of their ideas.

Engage Children in Critical Thinking. For example,
once again Miss Tina finds herself reading the story of
Goldilocks and the Three Bears to a group of preschoolers.
It is a favorite, and she always provides puppets, stuffed
animals, costumes, character headbands, and a set of
felt pieces for children to retell the story in their own
words. She approaches today’s reading with a different
goal in mind—critical thinking. Before reading, she asks
the children to listen carefully and decide who is nice
as opposed to who is naughty. Devlin says the bears are
bad, especially Papa Bear, because he scares the little girl
and she runs away. Afi thinks that Mama Bear is good
because she cooks for her family and will not let them
eat the food if it is too hot. Rosa thinks that Baby Bear
is bad because he woke up Goldilocks. She adds that she
gets into trouble if she wakes up her baby sister. Kalmir
disagrees. He believes Goldilocks is naughty because
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she broke Baby Bear’s chair. Nan adds that Goldilocks
ate the porridge and that was not right because she did
not ask first. Sergio says that Goldilocks is the “baddest”
because she walked right into the house; the bears could
call the police and take her to jail. The children are
thinking critically about the characters in simple terms
such as good versus bad and naughty versus nice that
they easily understand. Miss Tina was able to help the
children look beyond the labeling and see the bigger
issue of safety and intent. She agreed that Goldilocks
did something that could be called bad because it was
unsafe and rude. She asked the children if it is okay to go
into a stranger’s house. Fay said it would be okay if she
knocked first. Miss Tina asked the other children what
they thought. And so the critical thinking continued.

Ask Open-Ended Questions. Open-ended questions
are worded in such a way that there is not one correct
answer. They invite an array of possible responses.
They require children to engage in divergent or creative
thinking and to operate at a higher mental level in
formulating answers.

For example, Miss Tina might ask the following
open-ended questions after reading The Three Bears:

® Let’s give the bears first names. What could we
call them?

e Let’s change the story. Who can share a different
ending?

e What do you think about going into a stranger’s
house?

These questions will engage children in higher-level
thinking as they actively construct answers. By con-
trast, closed-ended questions aim for one right answer
and are based on recall. Either you know it or you do
not. Answers to closed-ended questions are stored in
memory as pieces of unrelated information.

If Miss Tina wanted children to engage in low-level
thinking and give back factual information, she could
ask the following closed-ended questions:

e How many bears were there in our story?
e What was the name of the little girl?
® Why was she called Goldilocks?

She knows that these questions and others like them
will be easy for her children and will not engage them
mentally. For both open- and closed-ended questions,
it is important to allow think time. Children need time
to reflect on questions while mentally and verbally for-
mulating one or more answers. Do not become impa-
tient and answer your own question. This disrespectful
practice sends a negative message to children. It tells
them you will not invest the time in waiting to hear
what they have to say. They may interpret this to mean
that you really do not care about their ideas.
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Did You Get It?

Robert Sternberg and Todd Lubart (1995)
believe the most effective means for fostering
creativity among students is providing
creative

a. tools.

b. space.

c. role models.

d. reward systems.

Take the full quiz on CourseMate.

R =i .5 Facilitating
Activities for Creative Thinking

Sample items taken from tests of creativity (Torrance,
1966) and modified for use with young children pro-
vide suggestions for activities to foster creative think-
ing. Some general guidelines are in order. You may
want to try out these activities yourself first. Record and
evaluate your responses. Allow yourself and your chil-
dren plenty of think time to grapple with the problem
posed. The activities can be conducted with individual
children or with small or large groups. Creative-thinking
games can be played at any time and can easily become
part of classroom routines. Explain the nature of the
games. You are looking for unusual responses, and
there will not be one right answer. Because the games
are so open-ended, they may create some initial dis-
comfort, especially to children who have been told
that all questions have one right answer. Participation
should be voluntary, and some children will feel more
comfortable with these activities than others. Some
children may get silly, and their answers may have
no relation to the question asked. These children may
simply be testing your commitment to creativity. Ini-
tially, the games should be kept short. Stop when the
children show signs of restlessness.

2-ba Activities for Creative Thinking

Because children vary in their levels of creative think-
ing and verbal ability, it is difficult to recommend
specific age ranges for the following activities. Con-
sider carefully your children’s abilities in language,
drawing, and writing as you choose activities for your
classroom.

Kindergarten and School-Age Activity: Finish My
Picture. Ask the children to complete one of the
pictures in Figure 2-7. The pattern could be drawn on
the board at child level or run off as a photocopy. The
advantages of using a photocopy are that children may
be less prone to copy other children and that later they
can share their products with one another. In this way,
they see that there are many, many possible responses.

Figure 2-7

Figure 2-8

Kindergarten and School-Age Activity: Picture
Possibilities. Draw one of the line or pattern pictures
in Figure 2-8 on the board. Allow the children time to
think about possible meanings. Ask them to give you
a possible title or interpretation: “What do you see in
this picture?” “What else could it be?”

Preschool, Kindergarten, and School-Age Activity:
Tell Me about My Picture. Seat a small group of
children in a close circle. Hold up an interesting picture
you have clipped from a magazine or printed from the
Internet. Try to find pictures that are vague and have
a variety of possible meanings. Ask the children to
examine the picture carefully and

e give different names or titles for the picture. What
else could we call it? What else could this story be
about? What happened to cause this? What could
happen next?

e tell their own stories about this picture. Beginning
writers can be encouraged to dictate or print their
own story lines. Individual children may enjoy
recording their stories at a learning center.

Preschool, Kindergarten, and School-Age Activity:
Picture Guess. The open-ended designs in Figure
2-9 can be sketched on the board one at a time. Ask
the children to study the shapes carefully. Allow think
time, and do not encourage quick shouting out. Have
the children brainstorm different things each picture
could be.

© Cengage Learning
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Figure 2-9

Lisa Teaches Four-Year-Olds in a public school pre-
kindergarten. Lisa works hard to promote and support
the creativity of the children in her class. Her curriculum
features activities to encourage divergent thinking. She
includes time for children to explore and experiment
and provides open-ended materials in learning centers
to support imagination. Because her children are
accustomed to pretending with open-ended materials,
they frequently bring materials from other centers to
the dramatic play center to use as props: paper from
the art center, counters from the math center, and
small blocks from the construction center. Lisa allows,
even encourages, this creative use of materials across
centers, as long as the children return the materials

There are many ways to engage in creative
thinking. Play, the expressive arts (art, music,
movement, dance, dramatics, and mime), language,
and thought are just a few relevant to early
childhood. Both hemispheres of the brain
make their own and complementary contributions
to the creative process. Creative thought and
production are characterized by fluency, flexibility,
originality, and elaboration. A positive
classroom climate, large blocks of time during the

Key Terms

closed-ended question, 29 creativity, 23

convergent thinking, 23
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Did You Get It?

Pictures used for the activity “Tell Me about
My Picture” with very young children such as
preschoolers should not be

a. vague.

b. open to interpretation.

c. colorful.

d. bland or boring.

Take the full quiz on CourseMate.
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during clean-up. During the last few days, however,

this borrowing of materials between centers has led

to conflicts among the children. Builders in the block
center have been upset when children from the dramatic
play center wanted to borrow blocks. Loud voices, angry
words, and tears have resulted as the children argued
over who could use the blocks. Lisa is concerned

and wondering how she can avoid conflict while still
encouraging the use of open-ended materials across
learning centers. How could Lisa use this conflict as an
opportunity to engage her children in creative problem-
solving? What language might Lisa use to present the
problem to the children? What open-ended questions might
she ask the children?

day, and adequate space for moving, building, and
interacting must be considered in a curriculum that
supports creativity. Further, there are many
strategies that teachers can incorporate throughout
the curriculum to support creativity. For example,
posing problems that require creative solutions can
be part of a math lesson or part of daily clean-up
activities. Teachers should consider children’s
abilities in language, drawing and writing when
planning activites to support creative thinking.

divergent thinking, 25
elaboration, 25
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flexibility, 25
fluency, 25
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lateral thinking, 23 originality, 25

¥ Suggested Activities

1.

Do several of the creative-thinking activities.
Record your responses. Use the rating scale to

evaluate your divergent thinking and production.

Record your strengths and weaknesses in fluency,
flexibility, originality, and elaboration.

. Do one of the creative-thinking activities with

a small group of young children. Record their
responses. Practice using the rating scale to
evaluate their creative thinking.

. Check out tests of creative thinking from the

library or on the Internet and review them. Begin
a file of creative-thinking activities. Be creative and

modify test items rather than merely copying them.

Review

©000000000000000000000000000000000000000000000000000000000000000000000000000000000000000000000000000000000000000000000000000000000000

1.

List components of divergent thinking and
production.

. Match each term with its description.

- coming up with many a. elaboration
possibilities

- the uniqueness of an idea b. originality

- making an idea rich c. flexibility

- coming up with very d. fleuncy
different responses e. complex

Additional Resources

Read about critical and creative thinking in Bloom’s

Taxonomy at Eduscapes.

This website provides an overview of educational

resources and tips for teachers. (http://www.asa3
.org/ASA /education/areas.htm).

left hemisphere, 23

right hemisphere, 23

open-ended question, 29 vertical thinking, 23

4. Observe in a kindergarten or primary grade
classroom. Select a time when the teacher is
engaged in direct teaching. Record the questions
the teacher asks. Are they closed/convergent
or open/divergent? Do the teacher’s questions
accomplish the purpose of the activity? Explain.

5. Review the Letter to Families from the
beginning of this section. Talk to a parent of a
young child. Ask the parent to relate incidents
of his or her child’s creative thinking. Compare
those incidents to your own ideas and definitions
of creativity. How are they similar? How are they
different?

3. Name five specializations for each hemisphere of
the brain.

4. List five ways adults can facilitate children’s
creative thinking.

5. Identify the two types of questions. Compare
and contrast them. Which type of question is
reflected in the following: “Children, I want each
of you to think of what it means to be a friend.”
Justify your answer.

Go to the Scholastic Website and look for the article,
“Left Brain, Right Brain: Pathways to Reach Every
Learner” by Diane Connell, Ed.D.

Go to the Creativeteacher.org Channel on YouTube
for a series of videos in which teachers explore
“Creative Teaching for Creative Learning.”

Visit CourseMate for this textbook to access the eBook, Did You Get It?
quizzes, Digital Downloads, TeachSource Videos, flashcards, and more. Go

to CengageBrain.com to log in, register, or purchase access.
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TeachSource ITTicINIOWLI LB Download from CourseMate.
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Thirty-six Views of Mount Fuji

GOAL

Each student will observe and record changes in the appearance of objects in the sky such as clouds, the

moon, and stars, including the Sun.

OBJECTIVES
Upon completion of this lesson, each child will:
a. define “perspective” as it applies to art.

b. record changes of celestial objects in before and after paintings.

MATERIALS

a. Examples from Katsushiki Hokusai’s series Thirty-six Views of Mount Fuji are available on-line

b. Manila paper and tempera paints for each child
c. Teddy bear

INTRODUCTION

Introduce Katsushiki Hokusai as a Japanese artist
in the eighteenth and nineteenth centuries. Share
paintings from the series “Thirty-six Views of
Mount Fuji.” Ask them to identify similarities and
differences in the paintings, helping them to see
Mount Fuji in each painting. Explain that Hokusai
painted Mount Fuji multiple times, sometimes

up close and sometimes far away, sometimes in
the day, sometimes at night, in every different
season, and in many different kinds of weather.
He changed his perspective by painting it from
different viewpoints. Write the word perspective on
the board.

DEVELOPMENT

Place a teddy bear in the center of the room.

Ask one child to stand behind the teddy bear

and describe what he sees. Ask another child to
stand in front of the bear and describe what she
sees. Help the children to see that both observers
are describing the same teddy bear, but what

they see is different because they each have a
different perspective, in the same way that Hokusai
changed his perspective in different paintings of
Mount Fuji.

Remind the children that over the last few days we
have been studying the moon. We have learned
that what we see of the moon changes as the
Earth rotates and revolves, making it look different
each week of the month. Review the phases of the
moon. Share with the children that today they will
be drawing two pictures of the same landscape,
each showing a different perspective and each
showing a different phase of the moon. Remind
them that the different phases of the moon give
different amounts of light, and that should be
reflected in their paintings.

Distribute materials.

CONCLUSION

As the children finish their paintings, ask them

to pair-share their paintings, explaining to their
partners which phases of the moon they chose to
portray.

ASSESSMENT

a. Did the children show two different perspectives
in their drawings?
. Did the children accurately portray two different
phases of the moon?

A full-size version of this lesson plan and two other lesson plans for this
chapter are available for digital download.
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After reading this chapter, you should be able to:

3-1 I|dentify modes of creative expression within the arts.

3-2 Discuss the characteristics of play.

3-3 Describe how children use language creatively.

3-4 Develop creative experiences in music and movement for
young children.

3-5 Explain how adults can facilitate children’s creative
expression.

3-6 Engage children in mark-making activities.

What do you see
in this picture?

Is Tanesha at work or is she
“just playing”? Are art and play
the same? Why or why not?
The teacher has provided
easels that extend the
art center. She believes
in organization and plans
so children have a defined
work space when doing art.
Individual pieces of chalk are
provided in the cells of an
ice cube tray. Tanesha uses
the chalk and draws as she
pleases. Drawing when seated
provides a different physical
experience than drawing while
standing at the easel. Although
Tanesha seems quite wrapped
up in her drawing, double-
sided easels could allow for
social interaction. Rather than
drawing a picture, Tanesha enjoys using linear vertical
and horizontal chalk marks on her paper. This chapter will
introduce the reader to a variety of mark-making activities.

DAP Criteria

1 Creating a caring community of learners

2 Teaching to enhance development and learning

3 Planning curriculum to achieve important goals
NAEYC Standards

2 Curriculum

3 Teaching

8 Community

9 Physical environment



3-1 Modes of Creative
Expression

Chapter 1 introduced the reader to creativity in its
widest sense. Chapter 2 focused on creative thinking.
This chapter begins a discussion of various art media
by examining the process of mark making, as well
as activities to help children make creative marks. It
also outlines other ways that children express their
creativity. These include play, language, and music and
movement.

Creativity and creative expression—whether demon-
strated through art, thinking, play, language, music, or
movement—foster development of the whole child,
including the physical, social-emotional, cognitive, and
creative domains. For example, Tearra wants to use
the unit blocks to make a doll house. Physically, she
must lift, carry, manipulate, and position the blocks.
Her eyes and hands work together as her fingers stack
and straighten the blocks. Initially, Tearra works alone.
Creativity respects the child’s right to privacy. Later,
she invites Portia to help. Socially, they work together
practicing cooperative skills, including turn taking and
sharing. They practice language skills as they talk and
listen to each other.

Building a house to accommodate four dolls takes
much thinking and planning. First they make a wall
around their dolls but become dissatisfied, saying it
looks too much like a cage. They want separate rooms
for each doll. The problem is posed and they brain-
storm different solutions—they are problem solving.
Looking at their finished product, the girls are proud
of their joint accomplishment, which enhances their
self-esteem. Their structure is their own creative idea.
They show their teacher, who takes photographs to add
to their portfolios.

Our exploration of creativity in the first two chap-
ters sets the stage for creative expression discussed in
this chapter. Creativity requires the courage to think
and act upon one’s own thoughts. Nurturing adults
must begin to encourage creative expression early in
young children’s lives (Di Leo, 2003). It is important
to remember that art or visual art is merely one aspect
of the arts. What is included in the term “the arts”?
According to Edwards (2006) “the arts” include litera-
ture, drama, music, dance, and the visual arts. Edwards
(2006) provides subcategories for each of the five arts
as follows:

o Literature: poetry, illustrations, writing, books,
story-telling, reading, and speaking

® Drama: creative dramatics, pantomime, improvisa-
tion, play production

® Music: sound, pitch, rhythm, singing, playing
musical instruments, musical games, listening,
and creative movement
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e Dance: body awareness, movement, and creative
expression

e Visual Arts: self-expression, visual and tactile art,
print and craft media, artistic analysis, and inter-
pretation; both two-dimensional (drawing, paint-
ing, printing) and three-dimensional (modeling,
sculpting, construction)

For young children a comprehensive arts program is
most effective, including opportunities for them to
respond to art through conversation, storytelling, play,
drama, movement, music, and making art (Mulcahey,
2009). This chapter will discuss the modes of creative
expression for young children found in play, literature
and drama, and music and movement. The visual arts
will be addressed in the chapters that follow.

Why are the arts important? According to Wright
(2003), the arts involve a unique form of knowing—
thinking that fuses thought, emotion, and action.
Through the arts, children are involved in a special
kind of literacy in which they turn action into repre-
sentation. Because artistic thinking involves meaning
and understanding, Wright (2003) recommends ample
time in the curriculum for young children to experi-
ence the arts, their modes of expression, and related
processes. This helps develop an understanding of
the artistic components: processes, discipline-based
forms of expression, elements, and concepts. What
are the goals of art education for young children? The
National Standards for Arts Education provides recom-
mended skills and abilities for children from kindergar-
ten through fourth grade. (SeeAppendix D.)

Did You Get It?

What is not a component of the art subfield
of music?

a. rhythm

b. movement

c. listening

d. pantomime

Take the full quiz on CourseMate.
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3-2 Children Express Their
Creativity Through Play

Balke (1997) sees similarities in children’s play and art.
She believes that play’s expressive elements are what
make it similar to the work of the artist. Children play
with toys just as artists play with media. Although nei-
ther art nor play is necessary to survival, she questions
what life would be like without art. She asks, “How
could we have culture without art?” Similarly, “What
would childhood be like without play?”
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What is play? Play is a difficult concept to under-
stand because it lacks a precise definition. A variety
of behaviors can be labeled play, ranging from what
infants do with their bodies and toys, to games, hob-
bies, sports, recreational pursuits, and creative activities
such as art, music, and dance. Although play cannot be
precisely defined, perhaps it can be contrasted with
work. Historically, play has been viewed as the oppo-
site of work. It was the Puritan work ethic that gave
impetus to this work-play dichotomy. Adult work was
considered earnest, serious, worthwhile, productive
activity. By contrast, children’s play was viewed as idle,
frivolous fun bordering on evil. The present impact of
this thinking is evident when a child is said to be “just”
playing. The qualifying just connotes a lack of purpose.
Rarely does one complain about a child who “just”
reads, because this behavior is valued. This negative
attitude toward play is reflected by parents and educa-
tors who feel that children must work rather than play
if they are to learn.

Generally speaking, play is process-oriented while
work is product-oriented. One plays for the sake of
playing; one works for the outcome of one’s endeavors.
Examples of creative processing through play include:

building with blocks, stacking or fitting them
together

filling and emptying containers with water

using kitchen tools and containers to scoop, sift,
and mold sand

pounding and hammering nails into soft wood;
sawing and gluing wood pieces together

making up a new version of tag, hide-and-seek,
hopscotch, or jump rope

So, what is play? Garvey (1990) identifies five criteria
that define play:

1. Play is pleasurable and enjoyable.

2. Play has no extrinsic goals. Children are intrinsi-
cally motivated to play. They play because they
want to.

3. Play is spontaneous and voluntary. Play empow-
ers children to make decisions about what to play,
who to play with, and how to carry it out, as well
as when to start and finish.

4. Play involves active engagement from the player.
Young children are active learners, and play is an
active process.

5. Play is linked to nonplay in children’s thinking
and development. Play fosters development of the
whole child and supports learning in all curricular
areas.

During play, children are physically and mentally
active, socializing with their peers, and feeling good
about what they have playfully made happen. Because

there is no right or wrong way to play, children are
creative and successful at play, and their self-esteem
is enhanced. Play also allows children to express and
master feelings and emotions. They think and form
concepts while playing.

According to Elkind (2003), play is as fundamental
a human disposition as loving and working. Play is
characteristic of children at all times and places. We
play because we are programmed to play. It is part of
human nature.

In reviewing the literature on the benefits of play,
Berk (1994) found:

1. Make-believe play strengthens a variety of specific
mental abilities.

2. Language is greatly enriched by play experiences.

3. Make-believe also fosters young children’s ability
to reason about impossible or absurd situations—a
tinding highly consistent with Vygotsky’s (1986)
position that fantasy play assists children in sepa-
rating meanings from the objects for which they
stand.

4. Young children who especially enjoy pretending
or who are encouraged to engage in fantasy play
score higher on tests of imagination and creativity.

In sum, fantasy play contributes to social maturity
and knowledge construction. For people who question
whether play activities, so natural and absorbing to
children, must be curbed in favor of more productive
activities or whether play constitutes a powerful zone
of proximal development, the findings reviewed clearly
grant play a legitimate place in children’s lives.

@4 fER%9 323 The Teacher’s Role
in Children’s Play

According to Balke (1997), the younger the child, the
more important the adult’s involvement in the play.
Yet what exactly should the adult role be? Jones (1993)
says the teacher’s role in children’s play should be
nondirective. She believes that adults who take over
or monopolize play are denying children their need to
invent or construct it for themselves. Because children
do benefit from adult input into their play, Jones rec-
ommends the following five strategies:

1. setting the stage

2. adding props and dramatic ideas

3. helping with problem solving

4. observing and talking with children about their
plans and ideas

5. helping children invent new plans or rework old
ones based on their observations of children at play

She suggests that adults share and model their
own playfulness without overwhelming children or
performing for them.



3-2b Creative Play with Boxes,
Cartons, and Accessories

Merritt (1967) said that every child who achieves some
kind of concrete representation of his or her ideas is
demonstrating creativity. Children can be creative with
just about anything they find. Play materials need to
be safe, clean, and sturdy to foster creativity, but not
expensive. Costly commercial toys may not enhance
creativity, despite their labeling. Empty cardboard boxes
and containers are great props for fostering creative play
because they are safe, sturdy, durable, recycled, versatile,
and can be used indoors or outdoors. Large appliance
cartons can easily become structures or vehicles. They
can also be personalized using tape, paint, crayons, or
markers. Cut doors and windows for the children, but
do not suggest what the box should become. Let the
children impart their own meaning. Providing more
than one large appliance carton fosters small-group
cooperative play in which individual children have
space and a role in the activity.

Play with boxes requires supervision. Some chil-
dren do not like being enclosed in a small area. Adding
props or accessories such as old sheets and a steering
wheel increases the range of creative possibilities. Use
cartons to enhance your language and literacy pro-
gram. A carton decorated like a house sets the stage
for dramatizing classic books such as Goldilocks and the
Three Bears. A carton-turned-bridge facilitates the dra-
matization of The Three Billy Goats Gruff.

3-2¢c Types of Play

Play takes many shapes and forms. These overlapping
categories include physical play, constructive play,
dramatic play, play with natural materials, and games.

FE&S44 Physical Play. Physical play involves motor
activity and movement, entailing both gross motor
(large muscle) and fine motor (involving the small
muscles and eye-hand coordination) activity.

Outdoor play activities such as running, climbing
up and going down a slide, riding tricycles, and jump-
ing involve gross motor or large muscle activity. Large
muscle play can occur indoors, but limited space may
restrict it. Still, indoor climbing structures do provide
for gross motor activity, especially on days when the
weather keeps children inside.

Activities with manipulatives such as stringing
beads, pegs and peg boards, parquetry and design blocks,
puzzles, small blocks, sewing and lacing cards, and table
toys that lead to sorting or being taken apart and put
back together involve fine motor or small muscle activ-
ity as well as eye-hand coordination. Because young
children are physical beings, physical play is a high prior-
ity. Infants grasp and release soft toys and shake rattles.
For a toddler, physical play means repeatedly filling and

Photo Courtesy of Jill Englebright Fox
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dumping toys into a plastic bucket while wandering
about the room. Preschoolers enjoy fitting Lego® blocks
and bristle blocks together. Whether they actually make
something is secondary to the process of fitting together
and taking apart. Kindergartners have mastered puzzles
with many pieces and may build complex structures with
connecting blocks while dramatizing with small people
and vehicles.

School-age children who have mastered running,
catching, throwing, and skipping may progress to
competitive games involving races and tests of physi-
cal prowess.

PHYSICAL PLAY ON THE OUTDOOR PLAYGROUND Rarely
does an early childhood program have enough outdoor
space or equipment for outdoor play. Space is often at a
premium, and some sites have only a blacktop or small
yard with which to work. Others must share space with
different age groups or have inherited outdated equip-
ment. Quality playground equipment is expensive. If
children were to have their say, however, they would
probably allocate most of the annual budget and daily
schedule to outdoor play (see Figure 3-1). The follow-
ing areas and materials are recommended for well-
equipped outdoor play environments:

e water table, dishpans or tubs, kitchen gadgets,
and containers.

e sandbox or sand table, dishpans or tubs, kitchen
gadgets, and containers.

e carpentry or woodworking table with sturdy tools,
goggles, lightweight woods.

o flexible, multipurpose, multilevel equipment for
large muscle activities like climbing, jumping, and
sliding.

Figure 3-1 Physical play outdoors is an important large
muscle activity.
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riding vehicles (simple and complex, one—and
two-passenger) and a clearly defined one-way
path, traffic cones, and signs.

art materials on an art cart and easels that are
freestanding or attached to a fence.

music and movement materials, including dance
props, rhythm instruments, recorded music and
player.

pets or small animals and cages.

garden and gardening tools.

playhouse, dress-up clothes, bridge, stage, elevated
platform or other structure for dramatic play.

shady area for looking at books or listening to
and telling stories.

obstacle course stations to jump on and off, crawl
through, and so on.

construction materials: large and small blocks,
barrels, boards, planks, lumber, old sheets, crates,
cardboard boxes, appliance cartons, large sheets
of cardboard, tires, tree stump, and so on.

assorted props: balance beam, balls in a variety
of sizes, jump ropes, bean bags, hoops, ring toss,
parachute, flat wooden ladder, cargo net, low
basketball hoop and net, and so on.

@ FTER4d constructive Play. Children play con-
structively when they manipulate materials with the goal
of creating something new or something representing a
real object (Kieff & Casbergue, 2000). Constructive play

fSOMETHING EXTRA.....

Play Therapy

Play is an intense sensory experience which provides
physical stimulation. It is a developmentally appropriate
means for building adult-child relationships, developing
cause-effect thinking critical to impulse control,
processing stressful experiences, and learning social
skills. Through play therapy, the child gains a sense

of power and control which can be used to solve
problems and to master new experiences, ideas, and
concerns. This in turn builds feelings of confidence and
accomplishment (Drewes & Schaefer, 2010).

Play is a natural language for children and provides
a medium for working out problems and communicating
with others as well an appropriate modality for therapy.
Play therapy is a dynamic interpersonal relationship
between a child and a counselor or therapist trained in
this procedure, which provides selected play materials
and facilitates the development of a safe relationship
for the child to fully express and explore self through
play (Landreth, 2012). Here, a counselor uses toys and
play as the primary vehicle to communicate with chil-
dren (Kottman, 2009). Landreth (2012) explains that
play is children’s symbolic language, which offers a way
to express experiences and emotions in a natural, self-
healing process. The manipulation of toys allows children
to show how they feel about themselves, people, and
events in their lives more adequately than talking (Ginott,
as cited in Henderson & Thompson, 2011).

Although play therapy works with all ages, including
adults, most play therapy is done with children between
the ages of 3 to 12. It is effective with children expe-
riencing a wide variety of social, emotional, behavioral,
and learning problems. As well, play therapy can be help-
ful with children struggling with various life situations:

™

abuse and/or neglect, adoption, divorce of parents,
family violence, grief, hospitalization, chronic or terminal
illness, parental deployment, severe trauma, and post-
traumatic stress disorder brought on by such events as
war, earthquakes, car accidents, and kidnapping (Vernon,
2009). It has been identified as the treatment of choice
in school, mental health, agency, developmental, hospi-
tal, residential, and recreational settings (Carmichael,
2006; Reddy, Files-Hall, & Schaefer, 2005). The
Association for Play Therapy purports that play therapy
helps children:

* Become more responsible for behaviors and develop
more successful strategies

e Develop new and creative solutions to problems
e Develop respect and acceptance of self and others
e Learn to experience and express emotion

e Cultivate empathy and respect for thoughts and
feelings of others

e Learn new social skills and relational skills with family

e Develop self-efficacy and thus a better assuredness
about their abilities Reprinted with the expressed
consent of the Association for Play Therapy.

Children must be approached and understood from

a developmentally appropriate perspective. It is the
counselor’s responsibility to know how to communicate
effectively at all levels. Children often are inaccessible at
a verbal level and developmentally unprepared to express
their feelings. Play therapy offers children the opportunity
to respond and to bridge gaps between their experiences
and abstract thinking. It allows children to express their
inner world in concrete form.

Written by Elsa Soto Leggett, PhD, LPC-S, RPT
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is organized and goal-oriented (Johnson, Christie, &
Wardle, 2005). Although constructive play is most often
associated with woodworking and blocks, children also
play constructively when they are engaged with art
media and other manipulatives to create something that
will remain, even after the play is over. Constructive
play is probably the most common activity of young
children (Christie & Johnson, 1987), and it occurs
in both indoor and outdoor settings. The process
of physically constructing new connections between
objects and their own thoughts makes constructive
play a valuable opportunity for creative expression and
innovation (Drew, et al., 2008).

Building with blocks is one example of construc-
tive play. Dramatization, as well as physical activity,
may be a part of block play. In Figure 3-2 children
are using blocks to build a farm and dramatizing with
related props. Blocks serve all facets of development, as
seen earlier in the play of Tearra and Portia. Physically,
blocks are lifted and carried, enhancing development
and coordination of small and large muscles. Socially,
children may interact and talk with others as they
build. This involves cooperative group effort and social
give and take. Emotionally, children feel good about
what they have successfully created. Destruction of the
creation may bring emotional release and as much joy
as the construction. Cognitively, children think, plan,
and learn about balance, height, shape, space, cause
and effect, architectural forms, and even gravity when
tall towers give way to an unsturdy base. Because block
play is open-ended, it fosters creative development.

TYPES OF BLOCKS There are several types of blocks:
unit, large hollow, cardboard bricks, and miscellaneous,
including smaller table blocks and those made of soft
foam. Wooden blocks, including unit and large hollow,
are an expensive but sound investment. If properly
cared for, they will last many years. Wooden unit blocks

Figure 3-2 Constructive play with blocks.
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are built to scale—square or half unit, unit, double unit,
and quadruple unit—so children encounter mathemati-
cal concepts as they compare blocks by length. There is
also an array of block shapes, including curve, ellipse,
switch, triangle, ramp, column, buttress, arch, and pillar
that supplement the lengths of unit blocks. Older block
builders may rely on some of the additional shapes but
do not feel obligated to purchase multiples of each and
every shape, especially for beginning block builders.

BLOCK CENTER Block play requires ample space and
protection from foot traffic. Building on a carpet
reduces noise levels. Blocks should never be randomly
placed in a box or storage bin. This damages the finish,
edges, and corners. Instead, blocks should be arranged
on low, open shelves according to size, length, and
shape so they are easily found and put away. Reserve
a bottom shelf for the heavier pieces with lightweight
props on the higher shelves. Providing an outline of
the block shape helps in matching and cleanup. Trace
the shape of the block onto colored contact paper,
cut it out, and attach it to the back of the appropri-
ate shelf. Provide props such as small animals, people,
vehicles, and traffic signs to enrich block play, as well
as small sheets for roofs, boards for ramps, blue con-
struction paper for water, Plexiglas®, and masking tape
for streets or sidewalks. Similar props such as cars and
trucks can be kept together in clear tubs. Rotate props
and include items connected to the curriculum. For
example, include toy fish and blue fabric when study-
ing sea life.

There is nothing more frustrating to young build-
ers than having their construction “accidentally”
knocked down. This can be avoided by reminding chil-
dren not to build too close to each other or too close
to classroom walk ways. To make cleanup less chaotic,
remind children to only take a few blocks out at a
time and then use them before going for more. Also,
dismantling buildings from the top down eliminates
unnecessary noise and accidents.

Whereas unit blocks stress fine motor and eye-
hand coordination, large, hollow blocks provide a
gross motor and large muscle challenge. They also
allow children to build larger, child-proportioned
structures. Include steering wheels for children who
make child-sized vehicles with large blocks. Smaller
unit blocks encourage children to build in miniature,
which is why small props are provided.

Blocks foster active play, and you will need to set
guidelines regarding safety issues like how high chil-
dren can build. Children may also need this reminder:
“Blocks are for building, not throwing. They are heavy
and can hurt.” These printed words can appear as signs
in the block center. Keep a camera ready to photo-
graph block constructions. Take dictation or encour-
age children to write the words that accompany their
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buildings. The dated photos can be included in their
portfolios. Children may need assistance in making
signs such as “Please do not knock down” or “Keep
up.” Reserve a shelf in the block area for books on con-
struction and building, along with paper and writing
instruments. This will connect block play with literacy.
Along with labeled shelves, include photographs of
multicultural homes and neighborhoods, as well as
males and females involved in related pursuits like
construction, farming, and transportation.

Cardboard bricks are a third type of block. They are
inexpensive and not sturdy. They are large but light-
weight, which inhibits complex building such as mak-
ing high towers and may frustrate the skilled builder.
On the positive side, they make less noise when they
tumble. On the negative side, children enjoy walking
on them, which quickly destroys them. Cardboard
bricks are a good choice for the very young, who can
later graduate to heavier wooden blocks. Make your
own blocks by covering shoe boxes or milk cartons with
contact paper.

Other types of blocks include rubber, foam, and
small table blocks. Rubber and foam blocks are light-
weight, inexpensive, and recommended for young
and beginning block builders. Table blocks, which are
smaller than unit blocks, involve small muscle control
and eye-hand coordination and result in construction
on a smaller scale. Different types of blocks can also
supplement each other during constructive play.

(@Y 559 pramatic Play. Dramatic play is also
referred to as play that involves fantasy, imagination, or
make-believe. Children engage in dramatic play alone
or with others and usually with props. When children
play, they build in their minds a scenario in which they
see themselves in control of the themes and details
of their pretend play (Heath & Wolf, 2004a). A child
who is dressing a baby doll is engaging in dramatic or
symbolic play. Toddlers learn that the doll symbolically
represents a real baby. A preschooler may use a box as
a table. Children who engage in dramatic play have
attained representational ability. They are able to
re-create and represent what they know.

Dramatic play encourages children’s social and
emotional development. When children feel safe and
protected, they can act out scenarios or events that are
troubling to them. As children negotiate all the situa-
tions inherent in group dramatic play, they feel a sense
of competence and satisfaction in their own abilities
(Miller, 2008).

Children practice language and social skills, as well
as planning and decision-making skills, in dramatic
play. Because dramatic play is open-ended, children
cannot fail. Instead, children grow and learn at their
own pace, according to where they are in their own
development (Miller, 2008).

Smilansky (1968, 1971) views socio-dramatic play
as an advanced form of dramatic play. Socio-dramatic
play revolves around a theme with children engaging
in behaviors that support the theme. For example,
Figures 3-3, 3-4, 3-5, and 3-6 document socio-dra-
matic play around a medical theme.

What are the characteristics that qualify make-
believe as socio-dramatic play? According to Smilansky
these include:

Role playing—Children assume make-believe or pre-
tend roles involving talk and action. What are the
roles that you see played out in Figures 3-3a-d?

Make-believe with objects—Children use make-believe
objects to represent real ones. What make-believe
objects are visible in Figures 3-3a—d

Make-believe with actions or events—Socio-dramatic
play incorporates situations or events related to
the theme. What actions or events are happening
in Figures 3-3a-d?

Verbalizations—Verbal expressions are related to the
play theme. What could the children be saying in
Figures 3-3a-d?

Social interaction—At least two players are engaged
in socio-dramatic play. Is this criterion met in
Figures 3-3a—d?

Persistence—The play episode engages children for
more than five minutes. Although it may not be
evident from examining Figures 3-3a—d, this par-
ticular socio-dramatic play episode lasted much
longer than five minutes, with children leaving
and returning periodically.

Socio-dramatic play is a more organized, coop-
erative type of fantasy play engaged in by older
preschoolers, kindergartners, and young school-age
children in which roles are divided and players have
different parts. For example, in playing house, there
may be a mommy, a daddy, twin babies, and a pet
dog. Each child has a role, function, and speaking part
to play.

In Vygotsky’s (1978) sociocultural theory (see
Chapter 4) play serves at least four major purposes:

1. Play, and representational play in particular, cre-
ates a zone of proximal development within
which children advance to higher levels of
psychological functioning. Through play, chil-
dren not only repeat concepts and skills already
learned but also challenge themselves to learn
new, higher level ones.

2. Representational play helps children learn roles
and rules, for it is driven by rules for behavior
that children must follow to successfully act
out a play scenario. Make-believe play not only
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supports development in the preschool years but
also evolves into games with rules during middle
childhood.

3. In representational play, young children create
an imaginary situation that permits them to cope
with unrealizable desires and develop the capacity
to renounce impulsive action in favor of deliber-
ate, self-regulatory activity.

4. Fantasy play helps children in separating mean-
ing from the objects for which they stand. Play
is vital preparation for the later development of
abstract thinking.

DRAMATIC PLAY CENTER An indoor dramatic play center
can be located next to the block area because both
invite loud, active, imaginative play. Similar items
should be organized, grouped together, and labeled.
Providing furniture that resembles a home, includ-
ing a table and chairs, cooking and eating equip-
ment, kitchen appliances, food, multiethnic dolls and
clothing, stuffed animals, mirrors, and telephones
sets a familiar and comfortable stage. Props enhance
dramatic play by expanding the realm of creative
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possibilities. Children are learning about their social
world, so expect boys to try on skirts and jewelry and
girls to play being the daddy. Providing open-ended
props like a sheet or one-inch wooden cubes will chal-
lenge older preschoolers.

Connecting Dramatic Play to the Curriculum.
Connect dramatic play to your curriculum. Providing
“money,” such as poker chips or strips of green
construction paper, facilitates counting; grouping food
in the grocery store builds classification skills. Include
books on multiethnic families and the occupations
currently being studied. Children can only re-create
what they know, so they will have difficulty dramatizing
being a banker or a farmer unless they have directly
experienced what you want them to act out. Invite a
parent who is a dentist to set the stage for dental play
in your dramatic play corner. Encourage socio-dramatic
play by building prop boxes for dramatic play around a
theme (see Figures 3-3a—d). For example, collect clothing
and props related to a veterinary hospital and place them
in a large box labeled with symbols (e.g., pictures of
animals and the word Veterinarian). The following items
might be included: stuffed animals, lab coats, surgical

Figure 3-3 Socio-dramatic play involves pretend play and social interaction.
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gowns and masks, and Red Cross armbands for doctors
and nurses; lab coats for office workers and dress-up
clothes for pet owners; doctor tools and medical bag,
Band-Aids, and length of gauze; boxes, baskets, bowls,
and brushes for sick pets. Introduce your prop box
with a book, or better yet a field trip or class visit by a
vet. Connect your prop box and dramatic play area to
literacy. Include writing instruments, clipboards, stamps,
papers, envelopes, cookbooks, and magazines. Specific
literacy props for dramatizing a veterinary hospital
include an appointment book, old X-rays, a doctor’s In/
Out sign, magazines for the waiting room, and books on
animals, first aid, or veterinarians. Including paper and
writing tools will encourage children to write letters,
lists, receipts, and to send and receive mail.

Favorite stories can be acted out in the dramatic
play area. This will work better with children who have
interacted in socio-dramatic play. Start with a simple
nursery rhyme such as “Humpty Dumpty,” moving on
to short stories with a few characters, simple plots, and
manageable speaking lines. Provide simple costumes
and props to ease children into the roles. For example,
Humpty Dumpty may wear a simple crown, and horses
may hold simple masks. Girls and boys can play the
king’s men and take creative liberty to change the
rhyme to include “all the king’s people.”

CELEBRATING DIVERSITY THROUGH DRAMATIC PLAY To make
the dramatic play area diverse, incorporate the following
strategies, tools, props, and clothing for children to
explore race and ethnicity, culture, gender, and special
needs. Always begin with the diversity represented in
your classroom and expand from there to other groups
in your community.

Stage rooms of the house other than the kitchen.
Include male and female clothing, pictures

of both boys and girls, men and women, and
pictures and books that show diverse family
compositions.

Include tools and equipment for people with spe-
cial needs. Examples include wheelchairs, walkers,
braces, ramps, eyeglasses (without lenses), books

written in Braille, crutches, canes, and magnifiers.

Include food containers, boxes, and tins represent-
ing items from different cultures and with labels in
different languages.

Include clothing, shoes, hats, scarves, and belts
that represent both everyday wear and holiday
attire from a variety of cultures.

Supply multiracial dolls and dolls with adaptive
equipment for a range of disabilities.
Include eating utensils from different cultures such

as Chinese soup spoons; chopsticks; and wooden,
tin, and plastic bowls, dishes, cups, and ladles.

Have cooking utensils from different countries

on hand, including saucepans, kettles, steamers,
strainers, wok, garlic press, tortilla press, grater, tea
balls, fry pans, whisks, and so on.

Supply cushions, pillows, mats, small area rugs,
and placemats from traditional cultures decorated
with representative colors, patterns, and designs.

Include a variety of infant carriers such as baskets,
strollers, infant slings, and Native American cradle
boards.

Have a variety of beds and bedding for dolls
including blankets, cradles, hammocks, and
futons.

g G553 Play with Natural Materials. Adults
who appreciate a walk on the beach, splashing in
the waves, or smelling and feeling sawed wood will
understand how play with water, sand, and wood
appeal to young children. Play with natural materials is
sensory-rich and soothing. Although water is wet and
sand is dry, both hold great sensory appeal and lead
children to similar discoveries; for example, both can
be poured and measured. Children can also discover
that water, sand, and wood have unique properties.
Unlike sand, water can freeze and melt. Wood can be
sawed into small pieces and attached with either glue or
a hammer and nails. Natural materials are open-ended
and provide unlimited creative possibilities while also
supporting physical, social, emotional, cognitive,
and language development. Along with the obvious
physical challenge, carpentry and woodworking foster
children’s verbal and social interaction. They develop
skills in observation, problem solving, measurement,
and hypothesizing.

WATER/SAND PLAY Water and sand need large contain-
ers that will provide ample room for small group play.
Tables for water/sand play with lids are commercially
available and a sound investment. They tend to be
large enough to accommodate four children and come
with a drain plug. Alternatives might include a baby
bathtub or a shallow wading pool.

Place your table near the sink and cover the sur-
rounding floor area with a vinyl shower curtain or
old towels that can be thrown in the dryer when wet.
Cleanup equipment for mopping up water or sweeping
up spills should be kept on an adjacent storage shelf.
Provide waterproof smocks and remind children to roll
up their sleeves. Children should also keep a change of
clothing in their cubbies. Limit the number of children
on the basis of the size of your water or sand table.
Discuss guidelines and limits and set them in positive
terms: “We play with sand and water and keep it in the
table. Splashing water gets our friends wet.” “Throw-
ing sand is dangerous and can hurt the eyes.” Give
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Figure 3-4 Many children prefer to rotate sensory
materials in an outdoor table.

children a choice of either upholding the guidelines or
playing somewhere else. Remind children that part of
the cycle of playing with water and sand is cleaning up.

Water/sand play can occur both indoors and out-
doors. Some teachers prefer to have an indoor sensory
table that rotates contents between water (with and
without soap bubbles); sand; shaving cream; nature
specimens such as shells, pebbles, stone, or flower petals;
snow; shaved ice; aquarium gravel, marbles; sawdust;
birdseed; or cornstarch and water (see Figure 3—4). It is of
foremost importance that children experience the tactile
quality of the contents. Later, add props and accessories
to supplement tactile exploration. Choose those that are
appropriate for contents. Check the book’s Website for
a list of materials and a list of activities for play in the
water/sand table.

CARPENTRY OR WOODWORKING The thought of car-
pentry or woodworking and young children concerns
some educators. It may be a safety issue or one’s own
discomfort level based on a lack of knowledge and skills
in using tools. Tools empower boys and girls as well as
provide opportunities in refining large muscle and fine
motor skills and eye-hand coordination. Carpentry
and woodworking also allow for emotional release. An
angry child who has difficulty verbalizing his or her
feelings can hammer or saw them out. This does not
address the heart of the problem but it does relieve
pent-up anger. Tools must be individually introduced
through modeling, with children practicing the correct
way to hold and use a tool. Safety is a foremost con-
sideration. Carpentry or woodworking takes very close
supervision with a maximum of four children partici-
pating at a time, one per corner. Children should wear
aprons and safety goggles. Provide real tools in smaller
sizes as opposed to toy tools which can easily bend and
snap. Tools can be displayed on the peg-board with
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the outlines of each drawn around it. Tables can be
commercially purchased, but a handyperson could eas-
ily make one to your specifications, or simply cut the
legs off a wooden kitchen table. Sawhorses with a sturdy
plank or old door that has been securely attached can
also be used. Height is important—the bench should
be waist-high to the children, neither too high nor too
low. Provide a sturdy workbench in the center, along
with materials listed on the book’s Website. Young chil-
dren will approach carpentry or woodworking activities
with a process orientation. They want to see what they
can do with tools, wood, and fasteners. Sawing wood
and hammering nails are pleasurable in and of them-
selves. Older children will be more interested in making
something and may even plan their finished product in
advance. Encourage them to make blueprints or simple
sketches of what they plan to make. Invite children to:

e hammer nails into layers of cardboard that have
been glued together, a tree stump, Styrofoam™, or
a block of plasticine

® hammer golf tees into Styrofoam
e tighten screws on toys, tricycles, and furniture

@ use sandpaper on rough edges of blocks of wood or
on old wooden toys and blocks

® use tools to make block props
o glue wood scraps into a wood collage

@R R4 Games. Have you ever observed a
teacher trying to play duck, duck, goose with a group
of young children? They play out of turn and do their
own thing. Young children have difficulty playing
games. Their egocentricity keeps them from waiting,
taking turns, and playing by the rules. They change
and break the rules at whim to make it work for them.
This is not cheating, but rather reflects an inability
to hold to rules that protect others and may keep
them from winning. With years of social interaction,
older children see how rules protect the rights of all
individuals and may ostracize a child whom they
believe is cheating.

Games are competitive, usually resulting in a win-
ner and loser. This may be difficult for children to face.
Depending on your group it may be wise to modify
games. For example, musical chairs can be modified so
that the play is ongoing but no chairs are removed so
there are no losers; everyone gets to play every round
of the game. School-age children, however, become
socially competitive as they test their mental prowess
with card and board games. They compare physical
abilities such as aiming, racing, chasing, or hiding, and
in sports such as baseball, soccer, basketball, and kick-
ball. You may want to introduce them to cooperative
games that foster team building and cooperation rather
than winning at the expense of others.
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Did You Get It?

From a Puritanical standpoint, in light of
the importance ascribed to productivity
and work, which of the following has been
traditionally and historically looked upon as
"idolatrous,” “frivolous,” and even “evil?"

a. children’s play

b. adult recreation

c. music in all forms

d. drama and acting

Take the full quiz on CourseMate.
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3 549 3.3 Children Express
Their Creativity Through
Language

The profile of the creative child reminds the authors
of two famous characters in children’s literature. First,
like the little boy in The Emperor’s New Clothes, creative
children are able to see what others do not. They are
also able to stand up for their beliefs and not yield to
social pressure, whereas others may change their opin-
ions to conform and not appear different. Second, like
the ugly duckling who becomes the beautiful swan,
children can trust their creativity to help them become
the unique individuals they are destined to be. Help
children acknowledge and accept their creative unique-
ness by identifying with characters in literature.

The early years are a time of rapid language devel-
opment. Language is acquired through meaningful
interactions rather than learned in formal lessons.
Children learn an extensive collection of words or
vocabulary, which helps them communicate with oth-
ers. The infant who says “bobba” will be given a bottle
by an adult who knows the infant is asking for a bottle.
Saying “bobba” will not get a ride in the car although
saying “go” may. Much of language development
entails learning that words refer to specific objects
and actions. Children also creatively invent their own
words as evidenced in the following examples:

® Sahid calls his brother’s convertible a “top-down
car.”

® When served pancakes for breakfast, Jocelyn
exclaims, “Oh good, flat cakes; my favorite.”

© Gabrielle asks her teacher for “cutters” as she
points to the empty scissors rack.

e Daryl asks his mother if he can talk to his
grandma on the “hello phone.”

® Amira walks with a doll in the stroller as she
announces, “I'm getting a baby pusher like this for
my birthday.”

® During lunch Cory argues that they are drinking
“cow juice,” not milk.

® Mrs. Lo is doing a food activity with her small
group. She passes an uncut pineapple to Orin who
remarks, “Oh, Christmas tree fruit.”

® McKenzie's parents pack a slice of pepperoni pizza
in her lunch box. Her friends look on with envy
as she exclaims, “Oh, cold meatzza for lunch!”

® Vui is proud of her new umbrella. She says, “See
my new rain-brella.”

® Mother asks, “Did you get in trouble today at
school?” Skeet answers, “Nunce. Not even once!”

e Emily reminds her grandma to take the God book
(Bible) to church with her.

e While at the beach, Carmen ran to get her parents
to come see the “walking shells” (hermit crabs).

Language is actively constructed. Children invent
words and creatively err when forming plurals or verb

Hints

® Demonstrate for children how to hold a hammer.
Young children tend to grasp the hammer near the
head. Holding the handle farther back, however,
provides greater leverage and pressure. You may
want to tap a nail to help children begin hammer-
ing. Or push the nail through an index card with
the child holding the end of the card as he or she
strikes the nail. This way, fingers and thumbs stay
clear of the hammer. When the nail is adequately
pounded, the index card can be pulled away.

©® Provide nails that are short with broad heads, such
as roofing nails. Longer nails take too long to ham-
mer in and often bend in the process.

® To help children use a saw, secure wood in a
vise or C-clamp. Help the child hold the saw at a
45-degree angle and use light pressure to rhythmi-
cally move the saw downward in a back and forth
motion.

©® Reserve the hand drill for use with school-age
children. It is difficult to operate since one hand
applies downward pressure while the other makes
it go around. Also, young children tend to turn the
handle backward, which loosens the drill bit.

® Make cleanup fun. Provide brooms and dustpans
for sweeping up sawdust and magnets for picking
up fallen nails, nuts, bolts, and screws. Always
match up tools to their outline on the peg-board.
Tools left lying around pose potential safety
problems.
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tenses. They are constructing the rules of language
and may over-generalize in the process. Knowing that
you add an s to the end of words to form plurals leads
children to talk about “geeses” and “fishes.” Because
ed is added to the end of a word to signify past tense,
children proudly announce, “I wented home,” or “I
goed to school.” Adults who have learned English as
a second language will testify that English is a com-
plex language with more exceptions than regularities.
Express interest as children creatively construct and
invent words that work and make sense to them. There
is no need to correct. Instead say, “Meatzza—that’s a
clever name for meat pizza.” In this way, McKenzie
learns that her creative expression through language
is valued but that conventional alternatives also exist.

3-3a Informal Creative Language
Activities

A child’s waking day offers a wealth of opportunities
for fostering language development (see Figure 3-5).
Children in school learn language while interacting
with peers and adults. In considering the structure of
a program for young children, adults should recog-
nize that children who are vertically grouped with a

Figure 3-5 Gisele shares her art with her teacher.
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range of ages are exposed to a wider array of vocabu-
lary and language patterns than children who are
grouped by identical chronological age. Regardless
of the grouping, teachers must model and provide
opportunities for speaking, listening, reading, and
writing. Try some of the following informal creative
language activities.

e Provide oral language props, including pup-
pets, telephones, and walkie-talkies. These props
help shy children and those beginning to learn
English.

o Tell stories in novel ways using unusual props.
Invite children to tell you stories or “read” the
pictures in books.

® Make storytelling props like felt or Pellon® (inter-
facing) pieces available to children. Tell them how
much you enjoy being at the receiving end of a
good story.

o Take creative liberty with traditional and contem-
porary literature. Add, change, or delete characters.
For example, invent new adventures for Dazzle the
Dinosaur and his friend Maia.

o Take dictation. Ask children if there are words or
a story to go along with their artwork. Carefully
listen, write, and read it back. Encourage the
child to read along with you (see Figures 3-6, 3-7,
and 3-8).

® Observe opportune times to get involved and
facilitate children’s play. For example, children
who are simply sitting in the dramatic play area
may be waiting for a good idea. Facilitate play by
suggesting that the babies appear hungry and may
want to go out to eat before their afternoon nap.
Stay involved as long as necessary but without
imposing your way of doing things.

Photo Courtesy of Robert Schirrmacher

Figure 3-6 Keara learned about the first letter of
her name.
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Figure 3-7 Curtis dictated his story to his teacher.

Figure 3-8 Joseph wrote the caption for his picture:
“I like lightning?

3-3b Literacy and Multiple Literacies

The term literacy means knowing how to read and write.
Emergent literacy explains the spontaneous and early
unfolding of reading and writing in the early years. Chil-
dren are meaning makers. They construct meaning from
spoken and printed words. As with intelligence, the single
definition of literacy is being questioned. There are many
ways to be literate. Broadly speaking, being literate means
being well educated. As with multiple intelligences, there
are multiple literacies. The concept of multiliteracy
acknowledges multimodal ways of thinking. According
to Wright (2003), a multiliteracy approach to educa-
tion views children as transformers and reshapers of
knowledge who use a range of representational resources
and multiple modes of thinking. The early experience
of young children with the computer gives credence to
the concept of technologic literacy, including comput-
ers, the Internet, and digital media as well as hypertext,
Web pages, and e-mail messages. The same holds true for

Photo Courtesy of Robert Schirrmacher
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mathematical and scientific literacies. A case can also be
made for the development of artistic literacy, because art
is a complex form of object and imagery. Constructing
insightful meaning from art requires time, focus, reflec-
tion, effort, and analysis. In summary, there are many
ways to be competent and literate in our postmodern,
rapidly changing, technologic world. Visual and media
literacy will be discussed in the next section.

@43 t5549 3-3c Visual Literacy

From an early age, children are immersed in a visual cul-
ture composed of visual images that bombard their senses
at an alarming rate, given their hours of screen time.
Children are surrounded with visual images, whether it
be pictures of new toys in a catalog or the logo on a cereal
box. Based on the idea that visual images are a language,
visual literacy can be defined as the ability to understand
and produce visual messages. Children become visually
literate by the practice of visual encoding and decoding.
Visual encoding involves expressing one’s thoughts and
ideas in visual form. Visual decoding involves translating
and understanding the meaning of visual imagery. The
importance of visual literacy is increasing because of the
ever-expanding proliferation of mass media in society.
Children live in an information environment saturated
with visual images. As more and more information and
entertainment are acquired though nonprint media,
such as television, videos, movies, video and computer
games, and the Internet, the ability to think critically
about the images presented becomes crucial.

3-3d Picture Books and Visual Literacy

Picture books develop children’s visual literacy. A pic-
ture book is any book in which the message depends
upon pictures as much as, if not more than, the text.
The pictures must be accurate and synchronized with
the text to give the reader key information regarding
the written text. A storyline, however, is not required
as is the case with ABC, counting, and single concept
books. Wordless picture books usually do tell a story,
though they have no text. A picture book conveys its
message through a series of sequential images. What is
the relationship of picture books to literacy?

Because of early exposure to picture books as first
reading experiences, children do not think only in
written language but in visual images as well. It is the
pictures young children see along with the words they
hear that help them develop a sense of story. Pictures
are the story. They give meaning to words. The child
must decode visual messages in pictures and encode
them into oral language. When children begin to retell
stories from books, their words are guided by their
individual “reading” of the illustrations. Beautifully
illustrated picture books provide a context for the
development of reading, writing, and oral language.



3-3e Media Literacy

Older children need to become not only educated produc-
ers but also critical consumers in a wide variety of media.
The goal of media literacy education is to help children
read, analyze, evaluate, and communicate in a variety of
media. According to Hesse and Lane (2003), media lit-
eracy extends the traditional concept of literacy, defined
as the ability to read and write, to electronic media.
Positive aspects of the media can be identified,
such as prosocial behavior, whereas media messages of
hate, violence, prejudice, discrimination, consumer-
ism, rejection, or intolerance must be discussed to help
develop critical awareness. The study of visual literacy
is approached from a range of disciplines, including a
study of the physical processes involved in visual per-
ception, use of technology to represent visual imagery,
and the intellectual strategies used to interpret and
understand what is seen. For example, the swastika is a
visually encoded symbol made up of a series of lines—at
a purely visual level nothing more than a simple, visu-
ally encoded form that resembles the convergence of
four “Ls.” What does it mean to you? Through visual
decoding, its underlying meaning can be perceived as
disturbing and emotionally charged in that it represents
the hateful terror of Nazi Germany’s Third Reich and
horrific images of torture and concentration camps.

Did You Get It?

What is the most essential component in acquiring
linguistic skills, knowledge, and fluency?
a. formal lessons
b. freedom to err followed by constant critique
and correction
c. meaningful interactions
d. hearing and integrating concepts and rules
before speaking

~

Take the full quiz on CourseMate.

e 5% 3.4 Children Express
Their Creativity Through
Music and Movement

Music and movement begin early in life when parents
and grandparents sing lullabies and dance with infants
in their arms. Children learn that people use music and
movement to communicate. They sing while at play,
in the bathtub, or when falling asleep, often repeating
TV jingles and familiar songs. They creatively make up
their own words to familiar tunes. See for Pica’s (2013)
Developmental Stages of Musical Experiences.

© Cengage Learning
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Figure 3-9 Children love listening to music and
moving to it.

Music and movement complement the developing
child who is naturally talkative and constantly in motion.
A child’s singing and body movement indicate mood. A
happy child will sing and actively move his or her body.
An overly quiet, sullen child with halting, limited move-
ments may signity a different mood. As with art, there is
a human need to make music and move to it (see Figure
3-9). This need crosses time and culture. People have
been making music and dancing since the days they
lived in caves. Music and movement are lifelong pursuits.
Adolescents appear addicted to music and dance, while
adults are known to hum, whistle, sing in the shower or
while driving, play an instrument, and dance. The inter-
est and love for music and movement compensate for
any perceived lack of innate talent or ability.

3-4a Why Music and Movement
Are Important

Why is music important? According to the position
paper by the National Association for Music Education
(MENC) (1994), music is a natural and important part
of young children’s growth and development. Early
interaction with music positively affects the quality of
children’s lives. Successful experiences in music help
children bond socially, emotionally, and cognitively
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Table 3-1 Developmental Stages of Musical
Experiences

As with motor development, every child progresses through
the stages of musical development at his or her own pace.
Although the sequence of developmental stages remains
the same for all children, the ages at which they reach and
pass through each stage can vary from child to child.

MUSIC EXPERIENCES FOR INFANTS AND TODDLERS

According to the National Association for Music Education
(MENC) (1991), infants and toddlers experience music
by hearing it, feeling it, and experimenting with musical
sounds and vocalizations. Very young children should ex-
perience music daily while receiving caring, physical con-
tact. Strategies for enhancing the musical development of
infants and toddlers include:

e singing and chanting to them; using a diverse selection
of songs and rhymes

e imitating the sounds infants make

e exposing the very young to a wide variety of vocal, body,
instrumental, and environmental sounds

e providing exposure to selected live and recorded music

e rocking, patting, touching, and moving with the children
to the beat, rhythm, patterns, and melody of the music
they hear

e providing safe toys that make musical sounds that the
children control

e talking about music and its relationship to feelings and
emotions

MUSIC EXPERIENCES FOR TWO-, THREE-,
AND FOUR-YEAR-OLDS

According to MENC (1991), preschoolers need an environ-
ment that includes a variety of sound sources, selected re-
corded music, and opportunities for free improvised singing
and the building of a repertoire of songs. An exploratory ap-
proach, using a wide range of appropriate materials, provides
a rich base from which conceptual understanding is gradually
constructed. A variety of individual musical experiences is
important for preschoolers, with little emphasis on activities
that require children to perform together as a unit. As a result
of their experiences with music, fouryear-olds should initiate
both independent and collaborative play with musical materi-
als. They should also demonstrate curiosity about music. For
children in kindergarten through fourth grade, National Stan-
dards for the Creative Arts are contained in Appendix D.

TWO-YEAR-OLDS
e (Can learn short, simple songs
e Show increasing ability to follow directions in songs

e Respond enthusiastically to favorite songs, often ask-
ing to hear them repeatedly

e May sing parts of songs (often not on pitch), but seldom
sing with a group

e Enjoy experimenting with sounds from everyday objects
and musical instruments

e (Can discriminate among songs

THREE-YEAR-OLDS
e Have greater rhythmic ability

e Can recognize and sing parts of familiar tunes, though
usually not on pitch

e Make up songs

e Walk, run, and jump to music
e Enjoy dramatizing songs
FOUR-YEAR-OLDS

e (Can grasp basic musical concepts like tempo, volume,
and pitch

e Show a dramatic increase in vocal range and rhythmic
ability

e Create new lyrics for songs

e Enjoy more complex songs

e Love silly songs

e Prefer “active” listening (singing, moving, doing finger
plays, accompanying music with instruments)

FIVE- TO SIX-YEAR-OLDS
e Can reproduce a melody

e Begin to synchronize movements with the music’s
rhythm

e Enjoy singing and moving with a group
e Enjoy call-and-response songs
e Have fairly established musical preferences

e Can perform two movements simultaneously (e.g.,
marching and playing a rhythm instrument)

SEVEN- TO EIGHT-YEAR-OLDS

e Are learning to read lyrics

e Can learn simple folk dances taught by adults
e Enjoy musical duets with friends

e May display a desire to study dance or play an
instrument

e Can synchronize movements to the beat of the music
e Can compare three or more sounds

From PICA, Experiences in Movement, 3E. © 2004 Cengage Learning

with others through creative expression in song, rhyth-
mic movement, and listening experiences. Music in
early childhood builds a foundation upon which future
music learning is built. Encourage children to become
active music makers rather than passively watching
others perform or entertain with their music. Music
empowers young children. They can make their own
music and construct their own meaning from musical
experiences. Both music educators and early child-
hood educators agree strongly that music should be a
valued and ongoing part of children’s experience and
learning.

Music facilitates brain growth and development.
Multisensory musical behaviors that involve oral,
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TeachSource

Preschool: Creative Development

Visit the public library to identify other books that
might be used in activities with rhythm band instru-
ments. In the video, children use their rhythm band
instruments to provide sound effects for a story.
Consider how you might use these same instruments
to teach a lesson on sound patterns and rhythm.

Watch on CourseMate.

visual, and tactile movements are concurrent with
critical growth spurts in the brain. Multisensory behav-
iors of singing, moving, playing musical instruments,
and listening activate both hemispheres of the young
child’s brain and optimize learning.

If music is vital to brain growth and development,
is the force so powerful as to increase intelligence?
This is the question surrounding the so-called “Mozart
effect.” The media have given much attention to the
notion of increasing intelligence by playing classical
music such as the works of Mozart. Although lacking
in supporting research, claims suggest that listening to
Mozart for even a few minutes on a regular basis can
increase intelligence and subsequent performance on
tests of intelligence. The claim appears simplistic and
too good to be true. In reality, music may simply serve
as a tool for warming up or getting the brain ready to
engage with and process information.

What should an early childhood music program
entail? According to the position paper by MENC
(1991), music education for young children involves
a developmentally appropriate program of singing,
moving, listening, creating, playing instruments, and
responding to visual and verbal representations of
sound. The content of such a program should represent
music of various cultures in time and place. Music is
an inclusive activity in that everyone joins in at his or
her level of comfort and competence. Musical activi-
ties can include all children in meaningful ways when
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they are designed to offer varied levels of participation.
According to Humpal and Wolf (2003), music offers
varying levels of engagement ranging from listening
or observing to joining in as an active participant. For
example, a child with autistic-like behaviors may be
comfortable listening to and sitting near other children
who are singing but not directly participating.

Creative experiences in music and movement serve
two major purposes. First, they meet the needs of the
whole child: physically, socially, emotionally, cogni-
tively, creatively, and in the area of language. Second,
they help integrate and enrich the early childhood cur-
riculum. When moving to music, children are involved
in physical activities—stretching, bending, reaching,
hopping, crawling, and leaping, to name a few (see
Figure 3-12). Small muscle and fine motor control
as well as eye-hand coordination are needed to play
musical instruments. Socially, young children may
sing and dance with others. This involves taking turns,
cooperating, and sharing musical instruments—all
important social skills. Multicultural songs and dances
extend children’s social horizons and help them see
the universality among people—all people everywhere
sing and dance. An acceptance of how children sing
and move fosters their self-acceptance and promotes
positive self-esteem. Emotionally, they are also able to
express their feelings. Music can have a calming effect
on an upset child or provide an outlet for feelings of
frustration or anger. For example, children can sing in
mad voices or use their bodies to show the anger they
are feeling. Cognitively, music helps children develop
concepts of fast-slow, high-low, colors, animals, shapes,
the alphabet, and numbers, as in counting songs.
The patterns heard in music prepare the child for the
patterning that underlies math and reading. Learn-
ing about themselves and their world can be done in
developmentally appropriate ways through the use of
music and movement, as opposed to a didactic aca-
demic approach. Adults who accept children’s attempts
at singing and dancing send a message that there is no
right or wrong way, thereby nurturing children’s cre-
ative development. The language arts, speaking, listen-
ing, reading, and writing, are also enhanced through
music and movement. Because singing is speech set to
music, children’s oral language development can also
be supported. Children practice listening and auditory
skills like discrimination and memory when learning
the words to new songs or attending to music’s rep-
etition, rhythm, and rhyme. Music is intimately con-
nected to a young child’s emerging literacy. Children
can compose and even draw-write their own songs or
dance steps. They may also want to write their own
books about a favorite song. Song charts based on
simple repetitive favorites such as “There Were Ten
in the Bed” can facilitate word recognition, reading,
and math.
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1) TeachSource
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School Age: Creative Development

The video shows the children following puppets in a
structured series of movement activities. If you were
the teacher in this classroom, how might you integrate
opportunities for creative movement?

Watch on CourseMate.

3-4b Components of Music
and Movement

There are four vital components to a comprehensive
music and movement program. These include listening
to music, singing, playing instruments, and moving to
music.

Listening to Music. Although most children are able
to hear, not all listen. Hearing is physical in that it
involves receiving auditory input. Listening involves
the brain’s perception of musical input and making
sense out of what was heard. Listening is a learned skill.
Music contributes to its development and enhancement.
Listening involves three related auditory skills: awareness,
discrimination, and sequencing. An example of each skill
follows. Children demonstrate auditory awareness when
they attend to quiet background music played during
naptime. Discriminating between sounds made by a
drum and a bell reflects auditory discrimination. Children
can identify which musical instrument made which
particular sound. Children practice auditory sequencing
when they repeat a pattern or rhythm clapped out or
played by the teacher.

Teachers should discuss music just as they dis-
cuss books and art prints. Teachers can ask children
to describe what they hear; for example, is it fast or
slow? How does it make them feel? Which instru-
ments were used? Do you like this piece of music?
As with art and language, music can lead into other
activities. For example, children may want to make
their own guitars after listening to a guitar solo. They

© 2015 Cengage Learning.

can also extend their musical experience by represent-
ing it through art by forming a clay model or painting
a picture that captures the musical mood. They can
perform their own dance or dramatic rendition of
a musical piece such as “The Nutcracker.” Listening
to a song is a good preparation for singing. It allows
children to learn the words and rhythm. Provide a
variety of music for children to listen to. Play music
throughout the day. Music with an upbeat tempo will
facilitate cleanup. Lullabies by Brahms will set a quiet,
relaxed tone for rest. Provide more than just chil-
dren’s songs. Introduce children to folk music, jazz,
classical music, and music from different cultures.
Provide a CD player with a jack and multiple headsets
for more than one child to use at a time. Color-code
instructions (e.g., green dot on play and red dot on
stop) to foster children’s independent use. Record
children’s songbooks on CDs or download them to
an MP3 player.

Children will enjoy having their individual or
small-group singing recorded for future playbacks. By
listening to a variety of music, children come to learn
that music

® can be fast or slow, just like when they walk,
march, or run

has tempo, as they compare a lullaby with a march

can be loud or soft (they can also sing in a loud or
soft voice)

® has a beat, like a clock or their hearts

STAGES OF MUSICAL DEVELOPMENT MENC (1994) iden-
tifies four stages of children’s musical skills develop-
ment that parallel those of language development.
Music and language have similar roots. First vocal-
izations such as cries, coos, and babbles are the
precursors of song and musical understanding, just
as they are the precursors of speech and language.
The musical stages include awareness, exploration
and inquiry, and utilization. First, at the musical
awareness stage, children use their senses to touch,
manipulate, and gain an initial awareness of musi-
cal sound. They do this by playing with a variety of
sound sources, including musical toys and objects
that make noise. Second, the musical exploration
stage, children’s musical play behaviors include mov-
ing, listening, playing rhythm instruments, and sing-
ing. This includes singing isolated song fragments
and “chime in” phrases. Children perform rhythm
patterns and a steady beat. They begin to discrimi-
nate basic musical ideas including same/different,
loud/soft, fast/slow, and high/low. Third, at the musi-
cal inquiry and utilization stages, children begin to
translate musical understandings through singing,
moving, and playing rhythm instruments. They also
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The parts of the brain that process music, rhyme, and
rhythm are deeply integrated with the brain functions

of perception, memory, and language (Sorgen, 1994).
Rhyme and rhythm are powerful memory aids (Rushton &
Larkin, 2001). j

can follow song pictures and puzzles and begin to
verbalize elements or characteristics of music such
as melody and rhythm. They engage in more com-
plex problem-solving processes involving music and
music making as well as translating familiar musical
ideas to unfamiliar context.

Singing. Wolf (1994) believes that children progress
from listening to tagging on, which is followed by
joining in, and culminates in independent singing.
According to this framework, children learn to sing
by first listening to songs sung to them. Toddlers
soon start to “tag on” to songs that they hear and
like. They may echo bits and catchy parts while at
play. Preschoolers join in singing as part of a group.
Eventually most young children not only enjoy singing
with a group but also are equally comfortable singing
alone. This usually occurs by kindergarten. Children
can sing alone, with others, or while listening to a
record or tape. Because music and movement are
closely related, choose songs that are accompanied
by activity. For example, children enjoy hammering
with their fists while singing “Johnny Works with
One Hammer” and the finger and hand motions that
accompany the “Itsy Bitsy Spider” or “The Wheels on
the Bus.” It is not required that the teacher be a gifted
singer. Children are more interested in an enthusiastic
model who loves to sing. Children are not critical if
you cannot sing well because they have a very limited
singing range (a few notes above and below middle
C) and often sing off-key when notes are too high
or too low. Begin by learning the song well before
presenting it to the children. When introducing a
new song, sing slowly and clearly, repeating the song.
Then invite the children to sing along. Young children
enjoy songs that are silly and involve body actions or
their names. Select short, simple, active songs with a
limited musical range, repetition, and simple rhythms.
Examples include “Do You Know the Muffin Man?”
and “If You're Happy and You Know It.” Each of these
allows for creative improvisation. Have parents teach
you songs in other languages, and help translate songs
learned in English into a second language. For four-,
five-, and six-year-olds, write the lyrics to songs on

CHAPTER 3 Creative Experiences 51

chart paper, and point to the words as the children
sing. Later, as the children come to know the words,
you might invite individual children to point to the
words as the group sings. This will reinforce literacy
skills like left-to-right and top-to-bottom orientation.
You can also ask children to point out the rhyming
words, proper nouns, or action words in the lyrics.

Sing throughout the day during transitions and
routines like arrival time, group time, play time,
cleanup time, and departure time. Continue singing
when outdoors. Plan for music but also allow for
spontaneity. Break into a song when it begins raining
or when welcoming back a child who has been hospi-
talized. Sing familiar songs but encourage children to
creatively invent their own. Work with small groups
in creatively changing the words to familiar songs just
for fun or to fit a routine or transition. For example, to
the tune of “Are You Sleeping, Brother John?” try sing-
ing “Are you cleaning, are you cleaning, Jay and Kate,
Leslie and Don?” Or, “This is the way we clean up our
room, clean up our room, clean up our room. This is
the way we clean up our room on Monday morning.”
Become familiar with a host of child-oriented popular
recordings but do not restrict children’s musical diet to
pop music, simple finger plays, and rhymes. Certainly
it is a good, familiar start, but definitely not enough.
Children need a well-balanced and diverse musical
menu. Young children will respond to the music of
great composers including Mozart, Bach, Chopin,
Beethoven, Strauss, Grieg, Ravel, Tschaikovsky, and
Prokofiev. Why classical music? It is soothing and may
also support brain development.

Find your favorite composers and identify selec-
tions for your children. Visit a children’s bookstore or
Website where CDs and songs feature classical selec-
tions that have been specifically chosen for use with
young children. Edwards (2002) recommends playing
classical music along with traditional favorites that
include:

Hap Palmer Woody Guthrie
Ella Jenkins David Jack
Greg and Steve Peter Alsop
Pete Seeger Linda Arnold
Lisa Atkinson Burl Ives

Sharon, Lois, and Sesame Street

Bram Barney

Bob McGrath Wee Sing
Jose Luis Orozco Disney

Raffi Rosenshontz

Thomas Moore

Categories for selecting children’s music include
traditional and folk songs, nursery rhymes, lullabies,
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and finger play and body action songs. You may
remember some of the traditional and folk songs
from your own childhood. The same holds true for
nursery rhymes and lullabies. You may have used
lullabies to soothe or help a baby fall asleep. When
participating in finger plays, children make finger
motions to accompany a rhyme. They use other parts
of their bodies to make actions for the rhymes. Given
the context of traditional nursery rhymes, the words
may be abstract and/or controversial. A teacher has
the option to change the objectionable wording,
avoid using the selection, or use the selection as writ-
ten along with an explanation and critique. How to
choose songs for your classroom? According to Wolf
(1994), look for in-tune singing, children’s voices,
easy-listening adult vocals, and simple instrumenta-
tion. Songs can integrate and extend into other cur-
riculum areas. Singing “Old MacDonald Had a Farm”
can tie in with a discussion of animals or life on a
farm. “The Wheels on the Bus” can introduce a unit
on transportation or vehicle safety. “Mary Had a Little
Lamb” can lead to a discussion of rough and soft,
with children decorating their own lambs with cotton
balls. This activity extends a music-based book into
the realm of art. A book-based curriculum connects
literacy with the creative arts.

STORY SONGS Rhythm is important to story songs
because it provides structure. Creative teachers can
take familiar songs and change words or ideas to
match their curriculum. Singing is also paired with
movement or visual aids that can foster multisensory
learning and the use of multiple intelligences. Begin
by modifying or borrowing elements such as the tune
from an existing song. For example, sing the words
of the book Polar Bear, Polar Bear by Bill Martin Jr. to
the tune of “Twinkle, Twinkle, Little Star.” What is
the advantage of this strategy? When a teacher sings
with children, as opposed to playing recorded music,
she or he can adjust the speed and volume to suit
the group. This is an effective strategy for use with
children with language delays, hearing loss, cogni-
tive deficits, or for those learning English as a second
language.

Making Music with Rhythm Instruments. Children
love to make music, as evidenced by the popularity of
banging on pots and pans. Do not overlook the body as
a musical instrument. Children enjoy clapping hands,
shaking body parts, stamping feet, slapping thighs, and
snapping fingers to music. There are different types of
musical instruments that are commercially available.
Include both rhythm and melodic instruments in
your selection. Drums, tambourines, sticks, triangles,
maracas, cymbals, and sandpaper blocks are examples

of percussion instruments that make a single sound
and can be used to make and keep a beat. Children
can play a tune on melodic instruments including
a xylophone, a piano, a keyboard, and tone bells.
Be sure to include other items that make sounds,
including kitchen gadgets, keys, musical toys, music
boxes, a metronome, or sound containers. Although
commercially available, rhythm instruments can be
inexpensively made. Music is integrated with art when
instruments are creatively decorated.

Children need experience with rhythm if they
are to use rhythm instruments successfully. Having
young children listen to music and clap out the beat
with their hands or tap it out with their feet is a
good introduction to rhythm instruments. Provide
ample experiences in clapping rhythm patterns to
their names, simple poems, and nursery rhymes. For
example, Ida’s name involves two claps: I (clap) da
(clap). When introducing a rhythm instrument, first
listen to the music for its rhythmic patterns and then
match the beat with the instrument. It is wise to
have multiples of rhythm instruments and introduce
them one at a time—for example, four tambourines
in a small group. This prevents children from just
creating noise by playing a group of unrelated instru-
ments with no regard for rhythm. Before distributing
rhythm band instruments to children, establish a
visual signal, like flashing the lights or holding up
your hand to use when children need to stop playing
their instruments to listen for directions. When chil-
dren have their instruments, give them a few minutes
to freely explore the sounds they can make. Know
that for those few minutes the noise will be inten-
sive, but later, when you ask the children to play the
instruments loudly or softly or to make a sound pat-
tern, they are more likely to be attentive if they have
had the opportunity for free exploration. Children
also enjoy having a parade or playing in a band. They
can take turns using the baton to lead the orchestra.
Sing “Old MacDonald had a band, ee-i-eei-o. And in
that band he had a (add instrument).” Or sing “The
Farmer in the Dell” with the instruments choosing
each other, or “This is the way we play our bells,”
and so on.

Moving to Music. What are movement skills?
According to Pica (2004), movement involves three
major skill categories: locomotor, nonlocomotor, and
manipulative. Locomotor skills involve moving the
whole body from one point to another. Walking,
running, skipping, galloping, sliding, crawling, and
climbing are examples of locomotor skills.
Nonlocomotor or stability skills are executed in
place as the axis of the body rotates around a fixed
point. Twirling, spinning, stretching, turning, twisting,



bending, and stooping are examples of nonlocomotor
skills in which children work on balance.

Manipulative skills involve either the large or
small muscle groups as well as a combination of both.
Bouncing a ball, throwing, catching or kicking a ball
and striking with a bat involve the large muscles.
Manipulative skills are usually associated with play-
ing games. Manipulative skills are more difficult than
locomotor or nonlocomotor. Because of this, Sanders
(2002) recommends frequency and repetition in an
early childhood movement program.

Children need movement experiences on a daily
basis. According to Carmichael (2007), research indi-
cates that regular physical activity improves blood flow
and releases chemicals that make the brain more recep-
tive to learning. So including movement activities in the
curriculum will support children’s learning of content
and the development of their bodies. Children will need
to periodically revisit and practice core skills to attain
mastery. Knowledge of one’s body and body parts is
also a necessary component to movement exploration.
Children need to be aware of their body and what they
can make it do along with understanding their relation-
ships to objects and others in their immediate space. As
with art, movement also has its own set of concepts or
musical elements. These include space, time, and energy
or force. Simply put, children move through space with
varying degrees of speed and with different levels of
force. Children can travel through space both indoors
and outdoors. They can also move by remaining fixed
in their own personal space. They wiggle their bodies
fast or move them slowly (time). They can tiptoe about
lightly or stomp their feet (energy or force).

Large motor actions like walking, hopping, sway-
ing, marching, and galloping can be paired with
music. Children enjoy moving like animals, vehicles,
or story characters. Model movement and dance. You
need not be a gifted dancer. It is more important to
share your enjoyment of music and the way your body
moves to music. Props help the unsure or shy child.
Include hoops, crepe paper streamers, scarves, hats,
crowns, fancy costumes, ribbons, magic wands, grass
skirts, fans, soft batons for leading the band, pom-
poms, and lengths of sheer fabric. Streamers taped
to outstretched arms make dancing wings. Creative
movement gives children an outlet for their physical
energy, encouraging them to express their feelings
and creativity in nonverbal ways. Creative movement
activities can be either totally open-ended or teacher-
guided. In open-ended activities, children move in
ways that are individually meaningful. For example,
a teacher can play a tape of Swan Lake and watch
the children dance as the music moves them (see
Figure 3-10). In teacher-guided activities, the adult
provides the stimulus or frame which subtly structures
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Figure 3-10 Creative movement provides both a
physical and emotional outlet for children.

the movement activity. Examples include asking chil-
dren to move

e creatively, like a flying car

in ways that enact a nursery rhyme like “Jack Be
Nimble” in pantomime to waking up, getting
dressed, eating, or falling asleep

e in ways that are angry, sad, happy, scared, or
surprised

e as if they were trees swaying in the wind, clothes
in a dryer, water going down the drain, or food in
a blender

e with imaginary wings and fly away
® by making their body grow very tall or shrink
very small

® Dby using their hands and arms to make rainbows
in the sky

® by becoming very crooked or very soft and squishy

Solicit children’s input on other ways to move.
In planning movement activities, keep developmental
appropriateness in mind. It will be impossible for a child
to move like a helicopter or an elevator if he or she has
never directly experienced one. Remember that images
in books or on TV are symbolic images. The symbolic
images of cows in books are small, flat, mute animals
who do not smell. As such, these vicarious experiences
do not advance a child’s knowledge of cows. You will be
more successful if you structure movement experiences
around things children know and have experienced.
Children living in rural areas may have well-developed
concepts of farm animals, whereas city children may not.

Children also need ample space, including their
own personal space, in which to move. By extending
their arms out around them, children can define their
personal space, which others must respect. Remember
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to move with the children without telling or showing
them how to move. There is more than one way to
move like a snake. Above all else, remember to provide
a psychologically safe environment in which children
feel comfortable to trust their creative impulses and
move in ways that make sense to them. As with sing-
ing, respect the right of children to refrain from par-
ticipation, especially for those who are shy or unsure.

MOVING WITH A PARACHUTE IN CREATIVE WAYS A para-
chute is a good investment and a piece of movement
apparatus that has many uses. A small parachute is best,
but if unavailable, use a tablecloth or sheet. Tie knots
at the corners and midpoints to signify places and
something to hold. Use with a small group of children
to reinforce spatial, directional, and temporal concepts.
Some parachute activities include having the children

e hold the parachute high (above their heads) or
low (down on the ground).

o lift their arms and parachute as high as possible,
release, and then watch as it floats to the ground.

move the parachute slowly and then very fast.

® bounce lightweight objects like balloons or balls
on top of the parachute (either try to keep them
on or try to have them bounce off).

© make the parachute get small by walking to the
middle and then get big by walking back to their
places.

o walk to the right and then to the left while hold-
ing the parachute waist high.

run under the parachute without getting caught.

extend arms upward and while still holding on,
turn around and sit on the ground while the para-
chute covers them up.

ES49 music AND MOVEMENT CENTER Provide a soft,
comfortable place for children to listen to and make beau-
tiful music as well as move and dance. (See Figure 3-11.)
Location is crucial. Select an area where children making
noise will not disturb those involved in quiet activities. If
inside space is very limited you may want to think about
an outdoor music and movement center. A music cart
allows you to take your music program outdoors on good
weather days.
Include:

e CD players designed for children, that are easy
to operate, along with a jack box and several
headphones.

CDs labeled with title and picture.

rhythm instruments: both percussion and melodic.
Percussion includes maracas, tambourines, castanets,
finger cymbals, and rhythm sticks. Melodic includes
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Figure 3-11 A creative place for music.

bells, small keyboards, tone bars, xylophones, and
piano (if available). Hang your rhythm instruments
on a peg-board. Draw an outline around each to
show children where to store them. Cup hooks
under a shelf are good for hanging small items like
castanets and triangles. Include homemade rhythm
instruments.

materials for making their own instruments.

a small selection of papers and writing tools for
children to make their own songbooks or sheet
music. Blank staff paper, pencils, and markers will
encourage older children to write their own music.

® books on music, musicians, and musical perfor-
mances. Include other visuals such as songs on
charts.

e multicultural picture books of the countries from
where the music and instruments come.

o Plexiglas® mirrors so children can watch them-
selves move and dance.

scarves, streamers, and lengths of fabric.

a prop box of fancy dress-up clothes that facilitate
movement and dance.

® asmall selection of mark-making materials to
encourage children to combine drawing with music.

® pictures of children and adults singing, danc-
ing, playing instruments, and listening to music.
Include male and female dancers and musicians
from many cultures.

Provide ample time for children to discover and make
music. To round out your music and movement program,
take children on field trips where they can hear music and
see dance performed. If this is not possible, invite family
members and community volunteers who sing, dance, or
play musical instruments. This is a good way to have fam-
ily members share their cultures’ music and dance.



& To make your music and movement program cul-
4 turally responsive be sure to

® integrate music from other cultures into your
daily program

learn and sing songs from different cultural groups

play and display musical instruments used by vari-
ous cultural groups

® learn the dances and rhythmic movements of cul-
tural groups represented in the wider community

@7 LS4 yeacHER’S ROLE What follows is a list of
recommended strategies and aspects of the teacher’s
role in music exploration.

® Set up a physically and psychologically safe
environment in which children can be free to
express themselves creatively through music and
movement.

@ Value music and recognize that an early intro-
duction to music is important. All children have
the potential to be music makers and music
appreciators.

Model an interest in and use of music in daily life.

Be an active participant not a passive spectator.
Your positive attitude and enthusiasm will be con-
tagious. Interest and enthusiasm are key
attributes.

e Recapture your own “musical child” and sing,
move, play, and dance without inhibition.
Children will follow your lead.

® Accept and validate children’s creative musical
expression by smiling, nodding, and joining in.

@ Be confident in one’s own level of musical ability.
Children are looking for a music partner, not a
trained singer, dancer, or musician.

© Be willing to improve your musical skill and
stretch your musical tastes.

e Seek assistance in acquiring and using appropriate
music resources. Invite parents to share aspects of
their musical heritage.

e Use developmentally appropriate songs, rhymes,
chants, singing games, and musical books, and
rhythm instruments.

e Encourage spontaneous music by singing, dancing,
and making music with the children in your class.

o Use developmentally appropriate musical materials
and teaching techniques.

e Find, create, and/or seek assistance in acquiring
and using appropriate music resources.

o Create a musical learning environment. Structure
the indoor and outdoor learning environment to
include music/movement.
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o Be sensitive and flexible when children’s interests
are diverted from your original plan.

e Sing with the children, do finger plays, and take an
active music part during transitions, center time,
and group/circle time.

e Expose children to a variety of musical forms and
compositions including folk, classical, jazz, and
alternative.

© Base activities on children’s interests. Empower
them. Let children choose their own partners,
select the songs to be played, and change the way
to use props or play a game.

® Weave music throughout your day and curricu-
lum. Extend children’s ongoing projects by adding
music and movement to their theme.

e Provide opportunities for different levels of partici-
pation to include all children.

e Provide adequate time for sustained practice and
repetition of key skills while slowly introducing
new ones.

Neely (2002) recommends the use of musical con-
versations in which teachers speak musically to children.
They sing, speak rhythmically, move expressively, and
play instruments throughout the day. They also com-
ment, foster decision making, provide choices, suggest
options, and facilitate problem solving. These scaffolding
strategies help children construct meaning from their
musical experiences.

Examples of these music-based teachable moments
include:

e modeling expressive and rhythmic speech with
children during transitions, group or circle time,
and choice time.

e encouraging children to sing, move, dramatize sto-
ries, or add instruments as they bring to life words
in a story or poem.

e improvising or making up new songs or changing
familiar ones. Sing high, then low; soft, then loud.
Change the words of a familiar song and/or change
the melody.

Did You Get It?

Generally, children around three years old )
find particular enjoyment in which song-
related activity?
a. dramatizing songs
b. altering songs
c. making up songs from scratch
d. memorizing songs
! Take the full quiz on CourseMate.
J
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@R e 3.5 Facilitating
Children’s Creative Expression

Teachers can build on children’s creative drive by
implementing the following strategies:

1. Provide ample blocks of time for creative expres-
sion. Children need large blocks of time to create
and re-create. Being pressured to begin or finish
works against the creative impulse. Children also
need time to start, change, and return to their cre-
ative processing.

2. Provide ample space indoors and outdoors for
children to express their creativity. Space should
be fluid and flexible, allowing for spontaneous
activity which may extend across learning centers.
For example, block building may extend into dra-
matic play.

3. Provide resources including open-ended toys,
props, materials, and creative junk. Children
cannot create from workbook pages.

4. Set the stage for creative expression by providing
a psychologically safe environment. Be accepting
of children’s processing. Give them permission to
be different and to do things their way, as long as
their health and safety are not at risk.

5. Play a variety of roles. Observe and record indi-
vidual children as they create. Be a player and
participant in children’s play, without taking over.

6. Comment on and interpret the content and
processes of children’s play. Provide emotional
support and facilitate negotiation and prob-
lem solving. Expand play activities by offering
suggestions and questions. Extend play into
all curriculum areas. Scaffold children’s play to
foster growth and development. Match your

Did You Get It?

Should you provide a “psychologically safe” )
environment in which children can be free

and open to express themselves creatively

and artistically?

a. The sky is the limit as long as it is not dan-
gerous or harmful and it stays within rules.

b. Yes, but within limits. The outside world is
not as tolerant of differences as your class-
room might be.

c. There should be distinct and delineated times
for freedom and openness and for being con-
formist.

d. Providing such an environment often leads
to classroowms that are chaotic, tumultuous,
and unruly.

Take the full quiz on CourseMate.
J

observations with well-timed interventions that
skillfully combine children’s present level of func-
tioning with an optimal challenge or next step.

B ie5id 3.6 Mark Making

Mark making is a term used to refer to the variety
of artistic marks that young children make. Young
children begin by making scribbles or unrecognizable
marks and progress to recognizable shapes and forms.

Scribbling is important both in itself and as prac-
tice for later printing, writing, and drawing. Scribbling
is to drawing and printing or writing as babbling is to
talking and crawling is to walking. Most young chil-
dren will have some experience with using crayons,
pencils, markers, or pens at home.

Young children need large sheets of paper to make
movements with the entire arm. Later, with practice,
they will develop hand coordination and fine motor
control. Crayons are recommended for the beginning
mark maker. Colored pencils are too long and thin
and have a soft point. They are hard to control, and
the points break easily. The advanced mark maker can
be given colored pencils for making precise drawings.
Scribblers need crayons, but not a wide array of colors.
Often, one dark color is enough. Their interest will be
in making marks and strokes rather than using a vari-
ety of colors. Crayons will be peeled and broken. Actu-
ally, scribblers need peeled crayons so that they can use
both the tips and the sides to make a variety of marks.

There is no one best position for mark making. Older
infants and toddlers enjoy sprawling on the floor on their
tummies and marking with crayons on a large piece of
paper. This setup can accommodate four mark makers at
any one time, one at each side of the paper. Others may
enjoy kneeling on the floor while marking. Easels are not
just for painting. Some children may be most comfort-
able standing while making marks. Others will prefer to
stand or sit at a table (see Figures 3-12 and 3-13). The
seated position is most appropriate for the older, experi-
enced mark maker, since it requires more-restricted small
muscle movement. Standing, reclining, and kneeling
permit greater whole body involvement and movement
while marking.

Children can make marks with a variety of tools:

e pencils
e chalk

® crayons
o markers

3-6a Pencils
colored—for advanced mark makers
drawing—#2 for making marks

erasers—to be used sparingly, not in striving for
perfection
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Figure 3-12 Being creative while sitting at the art
table.

Figure 3-13 A mural by standing mark makers.

grips—three-sided pencil holders, more important for
printing than for artistic mark making

lead—#2 for making marks
primary—thick for younger children
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3-6b Chalk
chalkboard—good for marking with long, sweeping
strokes

colored—for marking on chalkboard and on black,
white, and colored construction paper

pastels—leave a soft, smooth, velvety line; not rec-
ommended for beginners. Use to draw on cloth
or paper but not chalkboard. Pastels provide the
best of chalk and crayons. They are powdery but
do not rub off like chalk. They are not as hard as
crayons but are just as colorful and brilliant.

white—for marking on chalkboard and on black and
colored construction paper

3-6¢ Crayons and Accessories

Chunk-o-Crayon—a small, square stick of heavily
pigmented color; comes in primary colors, black,
and a rainbow of colored specks; good for wide
strokes and rubbings

Cray Away—washable crayons, water-soluble. Or dip
in water for watercolor effects.

crayon sharpener—save the colored shavings!

Easy-Grip or Chubbi Stump—Ilook like small ice cream
cones and fit tiny hands

Easy-Off—can be removed from washable surfaces,
such as walls; good for use at home

fabric—for marking directly on cloth, or use on paper
and then transfer to fabric with a hot iron

fluorescent—bright, vibrant colors
grater—for shaving crayons

hexagonal—six-sided crayons; will not roll and are a
good size for little hands

jumbo or extra large crayons—may be too big and
heavy for the youngest

nonroll—for children working on slanted surfaces
or who find the major use of crayons is for rolling

So Big—first crayons for older infants and toddlers
standard size—thin and prone to break with pressure

Patrick is a Child in Your Class of three-year-olds.
Although Patrick uses language appropriately and
effectively to communicate with you and with other
children, you are concerned because he never joins

the rest of the class in singing or movement activities.
Instead of participating, Patrick just watches the children
around him silently. When you take his hand to encourage
him in movement activities, Patrick does not resist, but

(An Opportunity for Teacher Reflection

he will return to watching the group as soon as possible.
You discuss your concern with Patrick’s father, and he is
very surprised. He tells you that every afternoon as they
drive home, Patrick sings to him all the songs the class
has sung during the school day. What is happening with
Patrick? If he knows the songs, why isn’t he participating
in class? Is he intimidated by the group? Is he too self-
conscious? Or is he just caught up in watching his friends?
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thick or large—sturdier than standard

triangular—long, three-sided; good for wide, sweeping
strokes

3-6d Markers

Markers are popular mark-making tools for young
children because they can make bright strokes with
little pressure. They come in a variety of colors and tip
styles and are indispensable to any early childhood art
program. Some drawbacks are their relative expense
compared with crayons and the fact that they dry out
and must be replaced.
Items to accompany mark-making tools include:

ruler
stencils
protractors

lids and tops (to trace)

Here are some Personally Expressive Art activities
for mark making.

Infant, Toddler, and Preschool-Age Activity:
Scribbling. Older infants, toddlers, and preschoolers
scribble. They make marks for the joy of moving a tool
across paper and seeing what happens. They need a
variety of mark-making tools and large sheets of paper.

CRAYONS Crayons are a preferred medium (see Fig-
ure 3-14). They are colorful, responsive to children’s
movements, and fairly inexpensive. They are always
ready for use and do not require mixing or special
preparation. Most young children will have experience
with them and will automatically be drawn to them.
Young children will have color preferences. Vibrant
colors, such as silver, gold, and hot pink, will quickly
lose their pointed tips. Young scribblers do well with
only the basic primary colors. (But note that yellow is
difficult to see when used on white paper.)

Crayons are composed of pigmented wax. Dark
crayons contain more wax, are softer, and will leave
an opaque mark. Light crayons contain less wax, are
harder, and will leave a transparent mark. The older
mark maker discovers that if you color dark over light,
that is, brown over yellow, the lighter color will not
show. The younger mark maker, however, will not be
that concerned with color mixing and planning.

Marking or scribbling with crayons will progress
in stages. Young scribblers push, pull, and drag their
crayons across the paper, resulting in horizontal, verti-
cal, diagonal, and circular marks. The crayons will not
be lifted off the paper, and the resulting marks will
be continuous, with little or no variation. Beginning
scribblers will often look away while marking, being
more interested in the muscular activity itself than in
the finished product. Details and small marks will be

Photo Courtesy of Robert Schirrmacher

Figure 3-14 Coffee filter art and print.

largely absent because of limited fine muscle develop-
ment and control. With time, practice, and control,
shapes and symbols begin to be included.

There is no one best way to store crayons. While
many children prefer to keep their own basic set of
eight crayons, teachers often feel that it is important
to provide a container of crayons with a broad assort-
ment of colors and encourage children to share. Maria
Montessori could have advocated grouping a mass of
crayons by color and sorting each in its own container—
for example, all the reds together. She would most likely
have provided only the primary colors and encouraged
children to mix these basic three to get all others.



Children will inevitably break crayons to hear
the pleasurable popping noise and peel the paper off.
It is a way for them to exhibit power over objects.
They can break a crayon in two with their own bare
hands! Thicker crayons are harder to break but are also
more difficult to manage. Removing the paper allows
children to use the sides in wide, sweeping strokes.
Many parts of a crayon other than the pointed tip can
be used. Children may also quickly discard the box,
because fitting the crayons back in once they have
been removed is difficult and frustrating. Never throw
away a broken crayon. They can be melted down and
made into new ones. Try one of these “recipes” for
recycling crayons (note that these activities are for the
teacher and are not appropriate for children):

Melt several small, peeled, broken crayon pieces
into a nonstick muffin tin resting in a skillet of
boiling water. Or line metal muffin tin openings
with tinfoil to eliminate sticking. Colors can be
kept separate or creatively combined in the muf-
fin tins. Let cool. Carefully remove and use as fat
crayons. Remember, never melt crayons directly
over heat; they are highly flammable.

An alternative method is to place the muffin

tin in the oven at 250° F until the crayons have
melted. Turn off the oven when crayons are com-
pletely melted. Remove the muffin tin when the
oven is cold. Remove crayon cookies by pushing
on the bottom of the muffin tin. Remind children
that these tempting cookie-type creations are made
of wax and are not to be eaten.

Layers of different melted colors can also be poured
into a film container or pill bottle. Carefully pour
from a muffin tin or use an old pot, making sure

to wipe it clean between color meltings. Let harden
between layers of color. Put it in the refrigerator

to hasten hardening. Gently tap the bottom to
remove, or quickly dip in hot water to loosen. The
result will be a lipstick-shaped crayon that produces
stripes and rainbow colors when used on its side.

Broken crayons can be slowly melted together in a
plastic egg carton placed on a cookie sheet in the
hot sun.

Pour melted crayon wax into a sturdy paper cone.
Wrap several layers of sturdy paper into an ice-
cream cone shape. Tape securely. Pour in layers of
colored wax. Carefully unwrap the paper when the
cone hardens Small colored cones fit nicely into
small hands. Remind children that these are special
crayons and not for eating.

To make a crayon egg, carefully poke a pin through
both ends of an egg. Blow out the yolk and white
of the egg. Place in the egg carton. Enlarge the
opening on the top of the egg so you can pour
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melted crayon wax into the empty egg. To melt
wax, place unwrapped, broken crayons or stubs
in an empty coffee can. Place the can in a pan of
boiling water. When melted, pour into the egg
mold. (Do not do this part with children.) When
crayon wax has hardened, peel off the eggshell.

Peeled, broken crayon stubs can be recycled into
crayon creatures. Cover the bottom of one to six
cookie cutters with two layers of heavy-duty tinfoil
to prevent leaking of melted crayon. Place on a
cookie sheet. Fill each cookie cutter with peeled,
broken crayon bits and pieces. Mixing colors is an
option. Place the cookie sheet in a warm oven for
about 10 minutes or until crayons melt and float
but are not totally liquid. Place the entire cookie
sheet with cookie cutters into the freezer for about
30 minutes. Carefully remove crayon creatures
from cookie cutters. Use like crayons. Wash cookie
cutters with hot, soapy water.

Soap crayons can be made using mild, powdered
laundry soap, food coloring or liquid watercolor,
and water. Add one cup of laundry soap to a bowl.
Add several drops of color. Slowly add water by
the teaspoon until the soap is liquid. Stir well.
Pour into ice cube trays. Set in a sunny, dry spot
for a few days. Allow crayons to harden. Great for
writing on sinks or bathtubs.

Some variations on children’s use of crayons include:

scribbling with a crayon in each hand

marking with a crayon in the nondominant
hand—for example, a righty uses crayons with the
left hand

using two or more crayons that are tied together
with a rubber band

making notches or grooves in a peeled crayon and
using it in a sideways, swirling, or up-and-down
motion

mixing colors by blending or overlaying crayons
on white paper

using crayons on colored construction paper

varying the pressure on crayons, coloring heavily
or lightly, and noticing the effects of pressure on
the types of marks

polishing crayon marks by rubbing them with a
tissue to make a shiny surface

using all sides of the crayon: the point for small
dots; the flat end for larger, round circles; the side
for sweeping, wide strokes; and holding the crayon
in the middle and rotating it to make bows or large
circles

using only dots made with a crayon to form a pic-
ture, outline, or design
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Infant, Toddler, Preschool, and Kindergarten-Age
Activity: Musical Scribbling. Children also enjoy
scribbling or mark making to music.

Make a mark or stroke that shows how the music
makes you feel. Most of the previous suggestions also
apply to musical scribbling. Make a simple doodle to
music. Stop and turn the paper in a different direc-
tion. Attempt to continue the design or to complete a
picture that the doodle suggests. For example, a mass
of looping lines might suggest a snake. A tail and head
could be added. Or it could be spaghetti, with the child
drawing a fork and plate.

Kindergarten and School-Age Activity: Drawing
or Sketching. Older children develop from random
scribbling to more purposeful drawing or sketching
that is often systematically planned in advance. Some
children may enjoy drawing or sketching

each other.
objects in the room.
a very simple display, such as two stuffed animals.

school or center experiences, such as a field trip
or outdoor play.

people, places, and things at home.
numbers, letters, and words.
using only geometric shapes.

a new animal made up of two very different ones,
for example, a “turtlephant” with a turtle’s head
and an elephant’s body.

e items brought for show-and-tell.

Kindergarten and School-Age Activity: Chalk and
Pastels. Older children will enjoy marking with chalk.
It is messy, but the colors produced are beautiful, and the
possibilities for blending are endless. Children can mark

o with light chalk on dark paper, such as white on
black for a snow scene.

with colored chalk on white paper.

with dry chalk on wet paper.

with wet chalk on dry paper.

with the tip and/or side of the chalk.

by rubbing or blending chalk dust on a cotton ball
(scrape with a dull knife or popsicle stick).

e on rough, textured paper that responds to chalk.
® by dipping the chalk in liquid starch before marking.

e with chalk sticks soaked in a solution of 1/3 cup
sugar to 1 cup water for five to 10 minutes before
use. The colors will appear more brilliant and tend
to resist smudging.

® on paper wet with buttermilk or a combination of
canned milk and liquid starch, to add sparkle.

e outdoors on sidewalk and blacktop (it washes away
with rain).

o with pastels, which provide a compromise
between crayon and chalk. They are fairly solid
and come in brilliant colors, but are slightly
expensive.

Toddler, Preschool, and Kindergarten-Age Activity:
Sidewalk Mark Making. Older infants and toddlers will
enjoy making marks with chalk on the sidewalk. Provide
large chunks of colored chalk that are easy for young
children to grip. Select a section of the sidewalk out of
the regular traffic patterns. Sit down on the sidewalk
with a container of chalk and begin to draw by yourself,
in order to draw the children’s attention. As the children
join you in mark making on the sidewalk, describe their
actions: “Ramsey, you're making a long line with the
red chalk.” Respond to the children’s vocalizations with
positive and nonverbal reinforcement.

Preschool, Kindergarten, and School-Age Activity:
Mural. Making a mural involves many social skills and
collaborative decision making. How will we share the
entire mural space? Who will make what, and where?
Murals can revolve around a theme, such as outer
space, but young children will likely include elements
from outside the theme. There may be three planet
Earths in the mural or animals floating about in space.
Often, there will be a second bottom baseline at the top
of the mural. This is to be expected. Murals can be the
focus of a group story or dictation. Provide a long strip
of paper. Place it on the floor in an out-of-the-way spot
and encourage each child to make his or her unique
contribution. Letters, names, numbers, and words can
also be added to the art picture story.

Preschool, Kindergarten, School-Age Activity:
Fence Mural. A fence mural is a good outdoor art
activity when weather permits. Several child artists can
make their marks at the same time on the same piece
of paper. Begin by securing a long, wide, heavy length
of paper to a fence. Use lots of strong tape so the paper
will not tear, blow away, or fall down. Place containers
of markers at intervals on the ground along the base
of the fence. Free end-rolls of heavy paper are often
available from newspaper printers.

Preschool, Kindergarten, and School-Age Activity:
“Me” Marks. Most young children are interested in
talking and learning about themselves. This can be part
of social studies or a unit on “me.” Some related mark
making activities include:

® a self-portrait.

e drawing, making marks, or making self-sketches
that show being happy, angry, sad, scared, hurt,
lonely, or silly.
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® a “me” book that shows things that make me feel
one of the previous ways—for example, a separate
page with happy on it.

A wall mirror will help children notice details, includ-
ing eye and hair color, clothing, and the presence or
absence of freckles and front teeth. Still, even though
young children can visually see, they will not necessar-
ily represent realistically.

Kindergarten and School-Age Activity: Crayon
Etching. Probably everyone has done at least one
crayon etching. Older children can fill up a piece of
manila paper with a crayon design. Leave no space
empty. Polish with a paper towel to help the layer of
color adhere. Next, using black crayon, color darkly
over the entire surface. Polish again. Last, use a craft
stick to etch out a design. A fairly thick etched line
will reveal a rainbow of colors beneath. This activity
is recommended only for older children who have
the patience and muscular strength to color dark over
an entire sheet of paper and stay with this activity
through its several steps.

School-Age Activity: Pass-It-On Picture. Fold a
piece of white paper into quarters with the top fourth
folded down and the bottom fourth folded up. One
child uses the top to draw a head. The paper is turned
over and passed to a second child, who draws the
middle. The third child uses the unused portion
to draw legs. When the paper is opened, a creative

Hints

® Chalk can be used wet or dry. Chalk is messy, and
older children will enjoy blending colors made with
chalk. Chalk needs a fixative.

©® Brushing liquid starch or buttermilk on the paper
first will help the chalk adhere. Chalk can also
be dipped into either of these fixatives and then
applied. Children tend to dislike the smell of butter-
milk. Spraying with hair spray will also help the chalk
adhere. Use hair spray outdoors and sparingly.

©® Chalkboard paint is available at hardware stores.
You can paint on your own chalkboard surface on
the side of a cabinet or on a wall.

© Like crayons, chalk will quickly break, especially if
loosely thrown into a box. A piece of foam rubber
can make a chalk holder. Use a scissors point to
carefully bore small holes or openings into the
foam rubber. Insert one piece of chalk into each
hole. Make sure that the chalk fits tightly in an
upright position.
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combination of head-middle-bottom appears. Children
may need to practice this activity a few times to
understand the process.

Tile Marking. Children can make marks with
permanent felt markers on a piece of ceramic tile. In
turn, these can become holiday gifts. The tiles can be
used as paperweights or trivets. Building contractors
might be willing to contribute leftover tiles. You
can also contact home improvement stores for tile
samples or surplus. Choose white or a light, solid
color. Begin by covering your work surface and have
children wear a smock, since permanent felt markers
will stain. Children should be encouraged to carefully
and quickly make their design because the ink in
permanent markers dries quickly.

Here are some Sensory Exploration activities for
mark-making:

Polished Drawings. Children who use vigorous, hard
strokes when coloring with crayons can have their
colorful marks “polished.” Use a paper towel over a
pointer finger and polish the crayon marks until they
smear together, blend, and sparkle.

Kindergarten and School-Age Activity: Object
Trace-Over. Much of the artistic junk (see Appendix
A) will have a characteristic shape and outline, often
geometric in nature. Lids, tops, caps, boxes, and
containers can be traced over. The shapes can be
creatively combined. Some can be repeated in a
sequence or pattern. Some children may prefer to make
something out of their traced objects. For example,
a series of traced-over circular lids could suggest a
caterpillar or wheels on a bulldozer.

Kindergarten and School-Age Activity: Graph Paper
Cube Design. Buy graph paper with large squares or
make a series of 1-inch squares on a sheet of paper and
photocopy it. Children can be encouraged to think of
an object that has a square or rectangular shape or is
composed of small boxes. For example, it would be
more difficult to make a round swimming pool than a
rectangular skyscraper. Sketch out the exterior outline.
Fill in the individual squares to complete the picture.

Kindergarten and School-Age Activity: Run, Mark,
Run. Children will enjoy using markers on paper
towels or thin fabric on which they will blend and run.
Place newspaper or cardboard underneath.

Preschool, Kindergarten, and School-Age Activity:
Sandpaper Art. Children can use crayons to make
heavy marks or a design on a small 4- to 6-inch square
of sandpaper. Use fine or medium grade rather than
coarse. Press hard, and make solid-colored forms.
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When the sandpaper is fairly well covered with crayon
marks, it can be heated in a warm oven at 250° F for
10 to 15 seconds until the crayon melts. The crayon
wax will harden and produce an interesting effect.
Also, this activity can be a good tie-in to discussing
the effects of heat and temperature change. What
happens if we leave crayons in the sun or on the
heater? Will the same thing happen to pencils? Who
knows why?

Kindergarten and School-Age Activity: Crayon
Shavings. Old, broken crayons can be recycled for
this activity. Carefully scrape a dull plastic knife
or Popsicle stick along the crayon and catch the
shavings. Place them on a piece of wax paper and
arrange them into a design. Add glitter, ribbon, tissue
paper, and a piece of string if a hanging is desired.
Place another piece of wax paper on top. An adult
can press with a warm iron to melt the wax and seal
it. Cut the excess wax paper off or snip it into an
interesting shape. Use black construction paper for
the outer frame. Hang it over the window and let the
light shine through.

Kindergarten and School-Age Activity: Coffee
Filter Art. Crayon shavings can also be placed
on a flattened paper coffee filter. Place a sheet of
construction paper on top. An adult can press with
a warm iron. You will get two pieces of art. The heat
will melt the crayon wax, and you will have a colored
design on a round, white background. You will also get
a print of that design on your piece of construction

paper.

Kindergarten and School-Age Activity: Iron
Art. Fold a sheet of drawing paper in half. Mark or
color dark and solid on one half. Refold the paper with

Hints

® Markers and their tops or caps get easily sepa-
rated. A marker cap keeper will also help young
children or those with physical disabilities who
may have trouble pulling off the caps. To make a
marker cap keeper, collect deep Styrofoam trays
and fill them with plaster of paris (inexpensively
purchased from hardware and craft stores). While
it is wet, press in about eight markers, caps down.
If the caps are smooth, try wrapping rubber bands
around them first. Let dry. This creates a keeper
for the markers, makes it easier for children to use
them, and avoids the problem of lost tops.

the colored design inside. An adult can press with a
warm iron to make a print. Open. A colored image or
print will appear on the other half.

Fabric crayons can be used in a similar way. Mark
with fabric crayons on white paper. Color heavily. Place
the paper face down over fabric. An adult can transfer
the picture onto the fabric by ironing the paper with a
warm iron. The wax will melt, and the heat will set the
colors into the fabric.

Fabric crayons are designed to be used with fabric.
Locate some material scraps—prewashed muslin, an
old T-shirt, or a white sheet. Staple a small square of
old sheet or muslin to cardboard to keep the fabric
from slipping. Use the fabric crayons to make heavy
marks or a design. Place paper on top and press with a
warm iron. The heat will melt the colored wax and set
the design. Individual squares could be sewn together
into a quilt.

Kindergarten and School-Age Activity: Rub-a-Dub-
Rub. Rubbing a marking tool over a textured surface
produces an interesting rubbed effect. Some people do
this over gravestones while studying family or local
history. Visitors to Washington, D.C. make rubbings
of family and friends whose names are listed on the
Vietnam Memorial.

Crayons are recommended for children, although
chalk could also be used. Hold a piece of paper in place
while rubbing. Possible textured surfaces include:

e wood grain tree bark @ signs with raised letters
e fabric e comb
e cement and concrete ® sandpaper
e flocked wallpaper ® mosaic tile
leaves and other flat e leather
nature specimens e buttons
o screens and grills brick e paper clips

School-Age Activity: Glue Design. Make a design
using a bottle of liquid white glue on wax paper.
Make thick masses, shapes, or forms. Let dry until
it’s hard and clear. Decorate the dried glue with
thin- or fine-line felt-tip pens. The dried and
decorated shapes can be carefully peeled off, laced
with thread, and hung overhead or worn as jewelry.

Preschool, Kindergarten, and School-Age Activity:
Lazy Susan Art. Find a base that revolves. Place a
round sheet of paper on the turntable or base. Gently
spin the base while holding a marker on the paper.
Children will discover that too much pressure will stop
the turntable. This is recommended for older children
with good coordination because it involves doing two
things at the same time. Children can also work in



pairs with one spinning and the other marking, and
then change jobs.

School-Age Activity: Record Player Art. An old
record player can be used with close adult supervision.
Place a paper plate on the turntable and turn on the
record player. Have the child hold a marker on the
plate as it turns around. The marker can be moved
about to create interesting line designs. The child may
want to change colors or use more than one marker at
a time, perhaps one in each hand.

School-Age Activity: Kaleidoscope Art. Accordion-
fold any white absorbent paper such as coffee filters,
white tissue paper, or one-ply paper towels. Then fold
in half. Use markers to color along the edges and then
dip in water. Squeeze out excess moisture. Let dry
before attempting to unfold and open.

School-Age Activity: Magnet Marker. You will need
a marker, a hardware nut, 1.2-inch washer, duct tape,
clear Plexiglas® magnet, and blocks for elevation.
Place an uncapped marker through a nut. Place the
nut and marker on top of the washer so that the tip

Summary

This chapter continued our discussion of creativity
and introduced the reader to three major modes

of creative expression other than art. (3-1) These
included play, language, and music and movement.
(3-2) Play was examined as an elusive term; it was
not conclusively defined. Nor could it be simply
contrasted with work, for children work very hard
at their play. Instead, criteria for characterizing play
were identified. A discussion of play in its many
forms covered physical play, constructive play,
dramatic play, play with natural materials, and
games. Ideas for creative play using cardboard boxes,

Key Terms

constructive play, 38
creative movement, 36
dramatic play, 40
games, 43 physical play, 37
literacy, 35 play, 36

mark making, 35

media literacy, 46
modes of creative expression, 35
multiple literacies, 46
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of the marker is exposed. Secure marker, washer, and
nut together with duct tape. Place Plexiglas® on top
of blocks to make a bridge. Plexiglas® needs to be
elevated high enough for a child’s hands to move easily
underneath. Tape a piece of paper to Plexiglas®. Stand
the marker up on paper. Make sure the washer lies
flat against the Plexiglas®. Slowly and carefully move
the magnet underneath the Plexiglas® to begin mark
making on paper.

Did You Get It?

Your students are engaged in “mark making,” )
and one of your students has nerve damage
in his dominant hand, limiting his ability to
apply pressure or squeeze tightly. Which
“mark making” would you recommend?
a. colored pencils
b. glue
c. magic markers
d. a computer keyboard
! Take the full quiz on CourseMate.
J

cartons, and accessories were suggested. (3-3) As with
play, information on centers, materials, and activities
in language and literacy were provided. (3-4) Music
was identified as an essential experience for children
and the four components of an early childhood
music program—Iistening to music, singing, making
music with instruments, and moving to music—were
discussed. (3-5) Providing space, time, and resources
were identified as ways adults can facilitate and
enhance children’s creative expression. (3-6) The
chapter ended with a discussion of mark making and
sample activities for children.

socio-dramatic play, 40
story songs, 52

the arts, 35

visual literacy, 46

play with natural materials, 37
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v Suggested Activities

. Observe children at play. Capture a creative

episode by writing down what transpired. Record
children’s language and actions objectively.
Analyze your observation and justify why this
episode was creative.

. Work with a small group of children in

implementing one of the following creative
activities discussed in this chapter:

a. boxes, cartons, and accessories
b. parachute

. Implement one of the water play activities

discussed in this chapter with a small group of
children.

. Work with a partner and implement one of the

movement activities discussed in this chapter.
This can be done informally during play time or
large group time.

Review

©000000000000000000000000000000000000000000000000000000000000000000000000000000000000000000000000000000000000000000000000000000000000

1.

List three modes of creative expression other
than art.

. Identify at least three criteria that characterize

play.

. Name five different categories or types of play.
. List the four components of music and

movement.

. Discuss three different ways adults can facilitate

children’s creative expression.

Additional Resources

“Trackers Kids: Woodworking for Kids,” Winter 2010,

a YouTube video on children and woodworking.

“Dramatic Play: You Be the Mommy and I'll be the

Experiences in Movement and Music, 5th edition by Rae
Pica, ©2013, Cengage Learning.

Dog” is a Web-based learning unit for pre-service
teachers by the Better Kid Care Program at Penn
State (www.betterkidcare.psu.edu).

5. In small groups, discuss your early childhood

memories. Think back to the types of play you
engaged in and play materials used. Were your
play experiences similar or different from others
in your group? Now, think about what children
play today. Has play changed since you were a
child? How so?

6. Review the Letter to Families included at the

beginning of this section. Interview the parent of
a young child about that child’s dramatic play.
What characters does the child like to be during
dramatic play? Does the child pretend while
playing alone or with others? What props does
the child like to use during dramatic play?

7. Refer to the mark-making activities in this

chapter. Select one and provide the necessary
materials for a small group of children to engage
in a mark-making art activity.

6. Stone (1995) identifies three things teachers

need to know or be able to do to become play
advocates. Identify and briefly explain each.

7. Play was given a major role in children’s

development according to Vygotsky's (1986)
sociocultural theory. Explain four major purposes
that play serves.

8. Discuss the concept of multiple literacies. Include

a discussion of picture books and visual literacy.

International Reading Association (IRA), a guide to
resources in the teaching of literacy for teachers of
all ages (www.reading.org).

Go to the Education.com Website for the article, “The

Value of Music in Early Childhood Education,” by
Carol Seefeldt and B. A. Wasik.

Visit CourseMate for this textbook to access the eBook, Did You Get It?

quizzes, Digital Downloads, TeachSource Videos, flashcards, and more. Go to

CengageBrain.com to log in, register, or purchase access.
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TeachSource Digital Download

Pre-Kindergarten—Kindergarten
Lesson Plan

Introduction to “My Body: Inside and Out”

GOAL

The student knows the basic structures and functions of the human body and how they relate to personal
health. The student is expected to name major body parts and their functions.

OBJECTIVES

Through participation in this lesson, the children will:

a. identify visible body parts and explore how those body parts move.

b. move their bodies in rhythm to music.
c. trace and cut body outlines.

MATERIALS

a. Hap Palmer’s “Shake Something”

b. Reproduction of full-length masterpiece portrait
c. Paper for body cut-outs

d. Markers and scissors for children

INTRODUCTION

Play Hap Palmer’s “Shake Something” and invite
the children to move and groove with you. After
the song, seat children on the carpet and ask
individuals the following questions:

a. Show me the part of your body that you moved
back and forth. What is that body part called?

b. Show me the part of your body that you moved
side to side. What is that body part called?

c. Show me the part of your body that you moved
round and round. What is that body part called?

DEVELOPMENT

Show children a large reproduction of a
masterpiece full-length portrait. Tell the children
the title of the painting and the name of the artist.
Ask the children to identify body parts on the
portrait.

Tell the children that over the next two weeks the
class will be studying our bodies, how to take care
of them, and the people who help us take care

of our bodies. Today we have talked about parts
of our bodies that we can see. Tomorrow we will
begin to learn about parts of our body that we
can’'t see—parts that are on the inside.

Ask children to choose partners and demonstrate
how each child will lay down on the butcher paper
while the partner traces around him or her. Each
child can cut his or her own outline and add facial
features.

CLOSURE

Help children to label body parts as they finish
cutting.

ASSESSMENT

a. Were the children able to identify body parts
throughout the activities?

b. Did the children move in rhythm to the music?

c. Did the children trace and cut out their body
outlines?

Go to cengagebrain.com for a full-size version of this lesson plan.

s e———

Download from CourseMate.
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Young Children As Artists:

A Developmental View
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What do you see happening in the photograph?

These children are painting a mural as their teacher watches.
The teacher had planned the mural painting to encourage
verbal and social interaction among the children. Each child
is free to paint whatever he or she wants, but, after some dis-
cussion, the children have decided to work together to paint
an outdoor scene. They've chosen to use green to paint the
ground at the bottom of the mural. Then, each will paint a zoo
animal in the foreground, and they will all paint the sky over-
head. The children have made decisions about the structure
and content of their mural. They have chosen their work space,
the colors, and the perspectives they will use. These decisions
are the essence of creativity.

Why is art important for young children? Is there more
to art than just enjoyment? Pretend you are teaching, and
a parent complains that there is too much emphasis on
art in your program. You show the parent your schedule,
reflecting an array and balance of activities, but she is
still not satisfied. Although her daughter loves art, the
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mother asks, “Why is art so important?” How would you
respond?

Let’s review what we know about the developing child and
connect this to art. What is the relationship between art and
child development? Does art foster the development of the
young child physically, socially, emotionally, cognitively, and
creatively?

Chapter 4, “Art and the Developing Child,” addresses
these questions. Although the development is divided into
domains for individual analysis, the focus is on an interactive
model of the whole child. Always remember that each child is
unique, and our job is to recognize, accept, value, and nurture
each child’s uniqueness.

Chapter 5, “Children’s Artistic Development,” examines
different theories and stage sequences in children’s art.
Theories provide explanations for the how, what, and why of
children’s art. Stages provide a sequence in children’s artistic
development. Over time, beginning scribbles become more
controlled, shapes are combined and detailed, and pictures
become recognizable.



A LETTER TO FAMILIES

Dear Families,

Along with this letter you will find a self-portrait drawn by your child. After looking
at self-portraits by Romare Bearden and Mary Cassatt, your child examined his or her

face in a mirror and drew a self-portrait. We will repeat this activity in June. A com-
parison of today’s drawing and the later drawing will show your child’s growth and
development.

Just as your child will grow and learn new academic skills this year, he or she will also
develop artistically. As your child grows physically, he will strengthen small muscles
in his hands and fingers, gaining control over art tools. As your child learns social
skills, she will share materials and collaborate with others. As your child discov-

ers information and new ways to investigate the environment, he will add details,
record experiences in different media, and show varying perspectives and viewpoints
through art.

As a toddler, your child experimented with art materials to see the effects that could

be achieved. Now, when your child begins a project, she usually has a specific subject

e, . . . . . . . . ’
- In mind. As this year progresses, you will see recognizable subjects in your child’s
A o art: scenes from the classroom and playground, as well as imaginary characters and
- events. Whenever we introduce new materials, however, your child will revert to
_% exploring what the materials can do, just as when she was younger. It takes time to
learn to use new materials, and this exploration will ultimately support your child’s
- learning and development.
- Y
- Sincerely,
"N
-
Your Child’s Teacher :
Y
¥ 4 |
™
r
D . 2
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-
TeachSource Digital download Jol T LN CourseMate. £ 67

| - e ———————




© Cengage Leaming

Learning Outcomes
After reading this chapter, you should be able to:

4-1 |dentify the domains of child development.

4-2 Explain the importance of considering individual

differences in planning an art curriculum.
4-3 Describe how the environment provides an interactive

context for child development.

4-4 Provide opportunities for children to process with art

materials and tools.

Art and the Developing Child

What do you see
happening in this
photograph?

What activity has the teacher
prepared? This young painter
is mixing colors and using

a variety of brush strokes:
vertical, horizontal, straight,
and curved. There is no right
or wrong way to paint, and
this boy has been creative

in exploring the many
possibilities. The boy is
developing creatively, just as
he is growing and developing
physically, socially, emotionally,
and coghnitively.

Standards addressed in this chapter

DAP Criteria
1 Creating a caring community of learners
2 Teaching to enhance development and learning
3 Planning curriculum to achieve important goals
5 Establishing reciprocal relationships with
families
NAEYC Standards
1 Relationships
2 Curriculum
3 Teaching
5 Health
NAEA Visual Arts Standards
1 Students use art materials and tools in a
safe and responsible manner



@R R 4.1 Domains of Child
Development

This chapter provides a developmental overview of
the young child: physically, socially, emotionally,
cognitively, and creatively. According to our holistic
model of child development, these aspects influence
and are influenced by one another. Ideally, we use
this knowledge in planning art activities. Our present
analysis attempts to answer the question: How does art
foster development of the whole child? Our purpose is
twofold: first, to help understand how art can support
and enhance a child’s development, and second, to
use what we know about art and child development in
planning our art program and explaining it to others.
Providing a justification is more than being defensive:
“Art is important, and that’s why we spend a lot of
time doing it!” If art is important (and it is), we must
provide a rationale for including it. Relating art to
child development provides one rationale.

One way to get a working knowledge of young
children is to build a model for studying development
in the following areas:

physical—including large muscle, or gross motor,
skills; small muscle, or fine motor, skills;
perceptual-motor skills or eye-hand coordination;
sensory development; good health; and self-care

social—including development of self and relations
with others (see Figure 4-1)

emotional—including feelings about self and emo-
tional expression as well as personality and
temperament

cognitive—including thinking, problem solving,
discovery, language, curiosity, reasoning, and
learning

creative—including original thinking, imagination,
and verbal and nonverbal expression

This model of development is depicted in Figure 4-2.
Still, this neat division is too simplistic. A pizza might
be neatly cut into five pieces, but a child’s develop-
ment cannot. Domains of development interact; they
are interdependent and interrelated. It is impossible
to study a child’s physical development in isolation.
Physical development is influenced by—and also
directly influences—social, emotional, cognitive, and
creative development. For example, five-year-old
Joey has been included midyear in a regular kinder-
garten classroom. Muscular dystrophy has left him
confined to a wheelchair. This influences what he
can and cannot do physically, but it is not the only
influence on his overall development. Joey’s physical
state affects, and is also affected by, his social, emo-
tional, cognitive, and creative functioning. Initially,
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Figure 4-1 Art can be a social experience.

Joey was ignored by his peers and misunderstood by
his teacher. Slowly, he withdrew. Emotionally, Joey
began feeling sorry for himself, wishing he were like
his peers. His self-concept suffered. Cognitively, he
began to avoid school tasks, shunned class discus-
sions, and refused to work. Creatively, however,
Joey channeled his energies into making original
pictures of outer space. Interestingly, Joey always
drew himself as a space captain, with powerful legs
and strong arms. As in Joey’s case, child development
is uneven, reflecting developmental spurts and lags.
Fortunately, Joey’s teacher recognized the problem
and her lack of knowledge and enrolled in a course
on inclusion. She worked closely with Joey, his par-
ents, his peers, and his resource teacher. The students
openly discussed special needs and how all people
have strengths and weaknesses, assets and limita-
tions. Over time, the children accepted Joey and wel-
comed him into their activities. In fact, they became
overprotective, and Joey regressed to an earlier stage
of helplessness. Continual support and encourage-
ment helped Joey become more independent. He
began to show improvement in his schoolwork and
eagerly reported to his mother what he was learning.
Joey became very well liked by his peers, and his self-
concept improved.

Providing a detailed description of child develop-
ment is beyond the scope of this chapter. Instead, a
general overview of a young child’s physical, social,
emotional, cognitive, and creative development is
presented.

4-1a Physical Development

Young children are physical beings characterized
by much activity and energy. Physical development
depends on adequate rest, exercise, sleep, and good
nutrition.
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PHYSICAL
e large muscle or gross motor
e small muscle or fine motor

, e sensory
e good health
o self-care

COGNITIVE
e thinking

e problem solving

o discovery

e language

e curiosity

e interest in learning

3

CREATIVE
e original thinking
e imagination
e verbal expression
e non verbal expression

Figure 4-2 Holistic model of child development.

Young children are intrinsically motivated to affect
their environment. They do this primarily through
motor activity and sensory exploration.

Infants develop prehension, or grasping, and a pin-
cer grasp that allows them to hold objects between their
fingers and opposing thumb. Older infants can hold
a stubby crayon and be guided into making marks on
paper. Young children are more adept with large muscle
(gross motor) skills than with small muscle (fine motor)
skills. They master easel painting with large brushes
before they can use a small brush with watercolors. By
age three, most preschoolers can hold a crayon with their
fingers, as opposed to the earlier clenched-fist grip. Young
children are good doers, talkers, and movers. They have
difficulty sitting still, listening, and remaining silent.

nae?) GEG4S ArtandPhysicalDevelopment. Art
activities provide experience and practice in developing
and refining gross motor, or large muscle, skills. Art
involves physical and manipulative activity. While
easel painting, children use their entire arms and
upper torsos in making large, sweeping motions with
paintbrushes. Large, long-handled, wide-bristle brushes
facilitate this movement. Muscles in the hands are
developed while working with clay—tearing, rolling,
twisting, coiling, pounding, pinching, and flattening
it. Whole hand and arm motions are involved in hand
painting. Children can spread and work paint with their
fingers, their whole hands, their fingernails, knuckles,

e perceptual-motor or eye-hand coordination

SOCIAL/EMOTIONAL

e self-understanding
and acceptance

e relations with others
e self-concept

e emotional expression
e personality

e temperament
e self-control

SECTION 2 Young Children As Artists: A Developmental View

fists, and the backs of their
hands.

Gross motor, or large
muscle, skills are perfected
before fine motor, or small
muscle, skills. Cutting with
scissors, painting with a
smaller watercolor brush, and
modeling with clay require
children to wuse smaller
muscle groups in the wrists,
hands, and fingers. As muscle
strength increases, so does
the child’s control of tools in
many other activities, partic-
ularly writing (Fox and Diff-
ily, 2001). Although making
children into early printers
or writers is not the purpose
of art, art does facilitate the
development of this skill.

SCISSORING Scissoring
is a physical activity that
involves a patterned open-
close rthythmical movement. Cutting with scissors on
a line fosters eye-hand coordination and visual acuity,
with the eyes and scissoring hand working together.
Children do not develop this important skill without
some guidance and practice (see Figure 4-3). Using
scissors gives children a feeling of power and mastery.
Guidelines for helping children cut and for selecting
proper equipment follow.

© Cengage Learning

1. Tearing paper is a good starting point for young
children. Torn pieces can be pasted on paper to
make a collage, as seen in Figure 4-4. Tearing
paper is itself an important skill that need not be
eliminated when a child learns to cut.

L

Figure 4-3 Cutting with scissors can be a physical
challenge for young children.

© Cengage Learning 2015
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Figure 4-4 Tearing paper is an alternative to cutting
with scissors.

. Cutting thin, pliable play dough is a good intro-

duction to using scissors.

Snipping or fringing paper is a beginning step in

using scissors with paper. Give children a narrow

1/4- or 1/2-inch-wide paper strip. Show them how

to make a single cut or snip into the paper. Children

enjoy snipping off small pieces. Small snips into a

wider 1-inch strip will produce fringe. With practice,

the young child will be able to make repeated snips
in a sequence or line. Draw a thick, straight line on
paper, and show children how to follow it while
cutting. It does not matter if children stray from the
line. The aim is to help them coordinate repeated
snips into a continuous cutting action.

. Advanced cutters can practice cutting wavy, bend-
ing, or angular lines. Children can also practice
cutting out geometric shapes.

. Cutting along interior lines, such as the eyes in
a mask or paper-bag puppet, is difficult. It is also
potentially dangerous because children tend to
begin the hole by poking with the point of the
scissors.

o Rules for the proper use of scissors should be
established, discussed, and posted in words or
pictures or both. For example: Scissors are used
only for cutting paper; walk when carrying scis-
sors; when passing scissors to someone else, hold
with the closed points down in your own hand.

. A scissors rack provides safe storage for scissors
and makes scissors easy to get and return to their
upright position. Metal stands are commercially
available at a modest cost. Scissors that are merely

Photo Courtesy of Jill Englebright Fox
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placed in a box tend to tangle together. Various

types of scissors are commercially available. Blunt

scissors have rounded ends. Clip-type scissors
have one pointed and one rounded end. Sharp
scissors have two pointed ends. There are different
scissors for different cutting needs and abilities.

For example, smaller 4-inch scissors with rounded

tips are safe for use by young children. Their

blades are fairly dull, but their metal handles may
pinch or irritate the skin.

a. Scissors with rubber-coated finger holes are
more comfortable and will not hurt.

b. Plastic safety scissors are lightweight, inexpen-
sive, comfortable, and easy to use.

. Squeeze-type scissors have an easy-grip,
continuous-loop handle. A gentle squeeze with
two hands, the fingers and palm of one hand,
or the thumb and fingers of one hand will cut.
The two blades are blunt and fairly small. They
are good for snipping and fringing. Extensive
cutting will take more squeezing and hand
activity than using scissors with longer blades.

7. Some young children, including those with special
needs and/or poor fine motor coordination, have
difficulty learning to cut. Merely observing someone
else cutting or trial-and-error practice may not be
enough. Try using double-handled training scissors
with four rubber-coated finger holes. The teacher
and child cut together as one. Over time, these chil-
dren may graduate to using scissors independently.

8. Both right- and left-handed scissors should be made
available. It is difficult and frustrating for a “lefty”
to hold and cut with scissors designed for a “righty.”

9. Children’s 5-inch pointed metal scissors are longer,
heavier, and sharper. More-skilled cutters in kin-
dergarten and the primary grades may prefer these.

10. Some young children have difficulty holding
scissors in the air and working both blades.
Children who find scissors heavy or awkward can
rest the bottom blade on the table and let only
the top finger do the work.

11. Some paper is easier to cut than others. Very
lightweight paper, including tissue and cello-
phane, are flimsy, difficult to cut, and will tear.
Cardboard, poster board, and wallpaper are too
thick and resistant for most children’s strength
and scissors. Manila, butcher paper, newspaper,
newsprint, and drawing paper are recommended
for beginning cutters. Skilled cutters can move on
to construction paper.

Practicing gross and fine motor skills makes art activi-
ties valuable for children, including those with physical
disabilities. The tactile and visual qualities of art activi-
ties make them ideal for visually or hearing-impaired
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(SOMETHING EXTRA.....

Some general guidelines for tailoring art for children with
special needs include the following:

Visual

e Verbally describe materials and the ways they may be
used.

e Engage in art activities with children while verbally
describing your actions.

e Encourage children to manipulate items as you talk.
For example, finger paint may feel cold and repulsive if
children are not prepared for the experience and have
no visual cues.

* Keep art tools within reaching distance.

e Use the buddy system; pair children with special
needs with peers who can provide support.

Auditory

* Model the process. Demonstrate precisely, especially
if several steps are involved.

* Face the children when speaking, and use facial
expressions for emphasis.

e Communicate with children about their art using
sign language and other signals and gestures they
understand.

@3 Tailoring Art for Children with Special Needs

e Combine verbal, visual, and physical cues. For
example, say, “I'm painting” while moving a brush in
an up-and-down motion at the easel.

Physical
e Allow for using materials in different ways, such as
lying on the floor over a bolster.
e Tape a group of crayons or markers together for easier
grasping.

e Apply nonskid tape, sandpaper, or corrugated cardboard
to marking instruments to ensure a better grip.

e Tape children’s papers to work surfaces to prevent
sliding.

e Encourage paper tearing for children unable to use
SCissors.

¢ Provide finger paint and soft play dough for easier
manipulation.

e Allow children to hold brushes in their mouths instead
of their hands if preferred.

¢ Model the process for children.
e Gently guide children’s hands when manipulating art
tools.

e Put children in control by asking how they want tools
to move.

)

children. Through art, children can communicate their
ideas to others without being dependent on either
oral language or visual symbols. For children with fine
or gross motor disabilities, most art activities can be
adapted for their full participation.

According to Karnes (1993), the value of art
activities for children with special needs cannot be
overemphasized. However, because art may be a new
experience for some, a good beginning is talking about
art media and modeling how to use materials. The
goal is to first make children feel comfortable and
successful. After this, provide time and space for them
to explore, discover, and create. Remain a resource and
consultant to them, offering assistance as needed.

Art Safety. No discussion of physical development
would be complete without a discussion of health
and safety. Growing up healthy and safe is a major
component of physical development.

The following information will ensure art experi-
ences that do not compromise a child’s physical health
and safety.

glitter—Glitter is not recommended. The small pieces
are sharp and can easily scratch the eye. Children
often have glitter on their fingers and then rub
their eyes. If you decide to use glitter, provide
ample supervision and use with children aged
four and older. Provide shakers for dispensing
glitter onto glue rather than using their fingers.
Remind children to wash their hands thoroughly
when finished using glitter.

knives or sharp objects—Children should not use
knives, sharp scissors, or objects such as a
compass.

electricity—Young children should not use appliances
that are plugged into the wall and generate heat.
Examples include a hot plate, electric skillet, or
iron. These may be used with older school-age
children, provided there is one adult supervisor
for each child in the activity.

hot glue gun—Liquid glue is preferred because it is
difficult for children visually to determine when
a glue gun is hot enough to use. Glue guns can



be used with school-age children, provided there
is one adult supervisor for each child. Glue guns
with a “cool” setting are also recommended but

still require supervision.

rubber cement—Rubber cement is often misused as an
inhalant and should not be provided for children.

balloons—Balloons are very dangerous for toddlers
and young children, who tend to put things in
their mouths. Pieces of popped balloon are very
inviting and may resemble candy to children with
strong oral needs.

powder paints—Paints in powder as opposed to lig-
uid form pose a threat. The fine powder granules
may either promote an allergic reaction or trigger
a respiratory condition such as asthma. They also
pollute the air. Children should neither mix nor
directly use powder paints. Adults should use a
mask when mixing.

nature items—Some flowers and leaves are poisonous
if ingested. Nature items can be used in art proj-
ects provided there is ample supervision.

Styrofoam™ trays—Styrofoam trays can be used in
many ways in early childhood programs. They
can hold collage items or become the background
for a collage. They can be used as paint contain-
ers if lined with paper towels for a printmaking
activity. They also make great frames. However,
plastic foam trays that once held any kind of raw
meat or fish may carry bacteria that cause illness.
Plastic foam meat trays are very porous and hold
more bacteria and juices than clear plastic trays.
It is strongly suggested that you use only trays
that held fruit, vegetables, or baked goods in early
childhood classrooms.

crayons—Tests conducted show that three major
brands of crayons scribbled with and nibbled on
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by millions of children worldwide contain asbes-
tos. The asbestos is most likely a contaminant of
the talc that most companies use in crayons as a
strengthener for the paraffin and coloring agents.
Because the dangers of asbestos are well known,
parents and teachers were genuinely alarmed
about the potential health risks crayons might
pose to children. Follow-up studies conducted

by the U.S. Consumer Product Safety Commis-
sion, however, concluded that the amount of
asbestos in crayons is so small it is scientifically
insignificant. The risk a child would be exposed to
the fibers either through inhalation or ingestion
is extremely low.

Art Poisoning. Many art supplies used by young
children can be toxic. Examples include rubber cement,
permanent felt-tip markers, pottery glazes, enamels,
spray paints, lead-based supplies, and wheat wallpaper
paste, among others. These toxic materials can be
inhaled, ingested, or absorbed through the skin. Young
children are at high risk for many reasons:

They are still growing and have a very rapid meta-
bolic rate. They absorb toxic materials into their
bodies more readily than adults.

Their brain, lungs, and nervous system are still
forming and thus are at risk.

They have lowered body defenses.

Their lower body weight puts them at high risk,
because a given quantity of a toxic material will be
more concentrated in their bodies.

They may be impulsive, engage in thumb sucking
and nail biting, have frequent hand-to-mouth con-
tacts, and neither understand nor follow necessary
precautions.

(SOMETHING EXTRA.....

In years past, fat pencils and crayons were standard
equipment in early childhood classrooms through the
second grade. In modern classrooms, however, these
primary-sized writing and drawing tools have virtually
disappeared. Many children are struggling to develop
control in their handwriting and drawing as a result. Fat
pencils and crayons were designed for the developmental
needs of young children. Physical development occurs in
a proximodistal direction. This means that development
begins at the center of the body and proceeds outward. The
child first gains control of the trunk of the body and then

naea, Fat Crayons or Skinny Crayons?

N

gradually develops control of the shoulders, arms, wrists,
hands, and finally fingers. Larger tools encourage children
to make larger marks (Hanline, Milton, & Phelps, 2007) with
arm and hand movements, rather than requiring them to use
fine muscles in the fingers before they are developmentally
ready to do so. Drawing and writing with skinny tools before
they have the opportunity to develop fine muscle strength
and acuity is fatiguing for young children and will limit their
engagement in these activities. For this reason, the authors
recommend the use of fat pencils and crayons for children
at least through the first grade.

J
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GEREINAeA) Art Safety Guidelines. Art can
be a safe and pleasurable experience if guidelines are
established and followed. Suggested guidelines for
teachers are on the following page.

1. Use judgment in providing staplers, staples, sharp
scissors, tin cans, glitter, spray paint, toothpicks,
hot plates, needles, pins, knives, and so on. Some
young children are responsible and can be trusted
to use these items at an early age with some
supervision. Others may be too young (in devel-
opmental age or maturity) to understand the need
for proper handling.

2. Take the time to discuss any potential hazards and
dangers. Be honest and positive without dwelling
on all the fatal possibilities. Focus on educating
rather than frightening children.

3. Try out the art activity in advance. Is it safe? Can
your particular group of children properly use the
tools involved?

4. Demonstrate and model the proper ways to use
tools: “This is the way to use a hole puncher.
Sally, now you show me how to use it.”

5. Supervise all art activities. Aides and parent vol-
unteers can assist in supervision. Some activities
will require closer and more direct supervision
than others. Remember to anticipate the level of
supervision needed when planning.

6. The Art and Crafts Materials Institute has developed
a voluntary program designed to promote safety
in children’s art materials. Look for and purchase
those art products bearing the institute’s labels: AP
for Approved Product or CP for Certified Product.

7. The label “nontoxic” is very misleading. According
to present criteria, only materials that are acutely
toxic merit a label of “toxic.” Therefore, “non-
toxic” embraces a wide range of dangers from
minimally to acutely toxic. Tests to determine
toxicity are done on adult animals. A product con-
sidered nontoxic when tested on an adult rat may
provoke a very different reaction in a young child.

8. Refuse donated art supplies unless the ingredients
are known.

9. Do not use old art supplies. Older materials may
be highly toxic. They may have been produced
when ingredients were not listed on the label and
criteria for toxicity were absent.

10. Insist that children clean up and wash their hands
after doing art.

11. Food and drinks should remain at the snack
table or kitchen area and are not taken to the art
center.

12. Children with open cuts, sores, or wounds that
are not properly covered should not do art activi-
ties that involve potentially toxic supplies.

13. Parents of children with allergies, asthma, and
other medical problems should consult their pedi-
atrician regarding any limits on their child’s use
of art supplies.

14. Post the number of your local or state poison
control center. Call your local hospital for the
number. Have the product in hand when you dial
so that you can quickly read the ingredients from
the label and take prompt action.

ER49Naeéa) what Makes an Art Material
“Safe”? Knowledge of materials and their proper use
makes them safe. Be sure to read labels on all products
so you will know they have been evaluated and are
nontoxic or need special handling to avoid possible
health hazards from misuse. Look for the ACMI seals
so you will know the product has been evaluated by a
qualified toxicologist for both acute and chronic hazards.
Or you may see other indications that the product
conforms to ASTM D 4236, the chronic hazard labeling
standard that is part of the U.S. labeling law. Follow all
safe-use instructions. Observe good work habits and
teach them to children.

Although the safety precautions noted earlier are
not necessary with ACMI-certified nontoxic products,
they are good habits to learn and practice with any
art material use. Above all, purchase art materials that
have been evaluated with children’s safety in mind,
and read and follow any label directions to safely enjoy
rewarding art, craft, and other creative activities.

@\ "5 4-1b Social Development

Infants begin life as social, egocentric beings with
little regard for the needs of others. Through socializa-
tion, they are introduced to a wider arena of family,
relatives, and significant others. Individual desires are
slowly curbed in response to the needs of others. Young
children are egocentric and may need assistance in
learning how to share; wait patiently; take turns; listen
to others; and respect the property, rights, and ideas of
others. They can also express empathy in appreciating
the plight of others who are hurt or in trouble.

According to Erikson (1963), it is important for
parents and caregivers to help:

infants develop a sense of trust rather than mistrust

toddlers develop a sense of autonomy rather than
doubt or shame

preschoolers develop a sense of initiative rather
than guilt

At times, young children will be independent and
autonomous. At other times they will be depen-
dent and seek comfort, security, and reassurance.
Young children are talkers and socializers. They learn



language and social skills from interacting with oth-
ers, observing significant models, and witnessing the
effects of their behavior upon others. For example, a
young child who constantly snatches toys from others
may find that they refuse to include her in their play.
Young children are interested in themselves: who they
are, what they look like, what they know, and what
they can do. Their interest extends to their peers and
the immediate community. They enjoy being part of
social groups other than their families.

CHAPTER 4 Art and the Developing Child 75

@ﬂi ER%I Art and Social Development. Our dis-
cussion of art thus far has focused primarily on what
happens to individual children as they engage in art.
We tend to think of art as an independent activity. But
learning through art can be a social activity (Mulcahey,
2009). Young children learn about themselves and
others. Children validate their uniqueness by making
personal statements through art. “This is my chalk
mark,” says Deidra. It is a part of her, an extension
of herself, and unlike the marks of others. Art helps

fSOMETHING EXTRA.....

Always use products appropriate for individual users.
Children in grade six and lower and adults who do not
read and understand safety labeling should use only
nontoxic materials.

¢ Do not use products that have passed their expiration
dates.

e Do not eat, drink, or smoke while using art and craft
materials.

e Wash up after use—clean yourself and your supplies.

e Never use products for skin painting or food
preparation unless it is indicated on the label that the
product is meant to be used in this way.

¢ Do not transfer art materials to other containers—you
will lose valuable safety information on the product
package.

Additional procedures to follow when using products with
cautionary labeling:

e Keep products out of reach of children.

* Keep your work area clean.

e Vacuum or wet mop dust; do not sweep it.

e Do not put your brush, pen, and so on in your mouth.

e Keep your work area well ventilated; make sure you
have an air exchange system.

e Avoid skin contact. Keep materials out of your eyes
and mouth.

e Use any and all protective equipment specified on the
label, such as gloves, safety glasses, and masks.

¢ Use a mask or gloves that are impermeable to
whatever product you are using; the wrong type of
equipment could do as much or more harm than
using no equipment at all!

* Protect any cuts or open wounds by using appropriate
gloves, and so on.

e Mix and handle certain dry materials in a locally
exhausting hood or sealed box.

iEanaea; Safety Tips: Read the Label!

™

e Spray certain materials only in a locally exhausting
spray booth with filters.

e Do not mix different food-safe glazes together
because the balance of ingredients in the mixed glaze
will be disrupted, and the resulting mixture may not be
dinnerware safe.

e Carefully follow suggested disposal methods.
Procedures to follow when a product has a flammability
warning:

¢ Do not store or use product near heat, sparks, or flame.

¢ Do not heat above the temperature specified on the
label.

¢ Use explosion-proof switches and an exhaust fan with
an explosion-proof motor, if specified on the label.

Products that are hazardous require the following on their
labels:

¢ a conformance statement to ASTM D 4236, unless
impractical and then at the point of sale (This
requirement also applies to nontoxic products.)

* a signal word, such as “Warning” or “Caution”

e a listing of the ingredients in the product that are at a
hazardous level

e a listing of how the product may hurt you if not used
properly (may cause lung cancer, may cause harm to
the developing fetus, and so on)

e instructions on how to use the product properly and
safely (do not eat, drink, or smoke; use a respirator;
wear gloves; and so on)

* an appropriate telephone number, usually the
telephone number of the manufacturer or importer

¢ a statement that the product is inappropriate for use
by children

(Reprinted with permission: The Art & Creative Materials
Institute, Inc. Hanson, MA.)
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children become comfortable with themselves, learning
what they like and dislike and what they can and cannot
do. Missy finds out that she prefers modeling with
clay over cutting and pasting paper. She likes to work
intently alone, away from noise and social interaction.
Missy is independent, yet she rarely has the art center
to herself. The classroom is a social setting, and she
is learning to interact positively with others. When
two or more children engage in social play with art
materials, they expand their imaginations, share ideas,
and develop social skills (Thompson, 2005). They
must negotiate the use of the materials, share and take
turns, and provide appropriate feedback to each other
(Sautter, 1994). The art center has rules that protect the
welfare of both the group and the equipment. In turn,
children learn responsibility for cleanup and return of
materials to their rightful places. This is difficult for
Missy, who is an only child and used to playing by
herself. Slowly, she is learning to share materials, take
turns, and wait patiently.

Clemens (1991) views art as a form of positive
child guidance. She sees artwork as a preventive mea-
sure, a benign alternative to letting emotional children
express themselves in destructive ways. Art is offered
because it makes survival in the classroom more likely.
Controlling children is not the issue. If you give chil-
dren interesting choices, your class will run smoothly.
For these reasons, Clemens believes that art should
take a prominent place in the daily classroom schedule.

4-1c Emotional Development

Most young children like themselves—who they are,
what their names are, their appearance, and their
abilities. It is our job to help these positive feelings
to continue. Self-concept is in a very formative stage
during early childhood. Young children need an abun-
dance of opportunities to experience mastery, success,
and acceptance and to witness their own competence.
Young children may transfer their parental attachment
to their teacher or caregiver. They may express love and
affection and be overly possessive. They may be jealous
of their peers and expect or demand a caregiver’s total
time, interest, attention, and praise.

'z )
Brain Connection

.............................................................................

The brain’s emotional center is tied to the ability to
learn. Emotions, learning, and memory are closely
linked as different parts of the brain are activated in the
learning process. Good learning environments build trust,
empower students, and encourage children to explore
their emotions and ideas (Rushton & Larkin, 2001).
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Figure 4-5 Through art, children can represent and
master unpleasant experiences.

@m NE5%9 Art and Emotional Development. Art
is an emotionally pleasurable experience. Most children
express happiness, joy, and pride in their art. This
results in positive mental health and an expression
of feelings. Young children are emotional beings,
and art allows intense involvement. Merely thinking
that there may be a connection between art and
emotional development, however, is simplistic and
intuitive. For more than three decades, Coles (1992)
investigated the inner lives of children through their
expressive words and pictures in a variety of settings
including hospitals, clinics, homes, schools, and places
of worship. He concluded that children disclose their
deepest convictions, feelings, and dreams with crayon,
paint, and pencil. Art helps children nonverbally
express objects, ideas, people, places, experiences,
events, and feelings that are emotionally significant.
Often, a child is unable or unwilling to verbally discuss
emotional topics or feelings about self, family, and
friends. Art, however, allows these feelings, fantasies,
fears, and frustrations to surface and be expressed
(see Figure 4-5). It allows children the opportunity to
represent in fantasy what cannot happen in reality.
Negative feelings and impulses can be released in

Photo Courtesy of Robert Schirrmacher



Figure 4-6 Art allows children to express how they feel.

a positive, acceptable way through art (Miskimon,
2011). For example, anger against another cannot be
physically expressed in the classroom, but it can be
portrayed and expressed through art (see Figure 4-6).

Not only do young children learn to express emo-
tion through art, but they also learn to recognize emo-
tions portrayed in the art of others. In their study of
children ages three to six years, Misailidi and Bonoti
(2008) found that children were increasingly able to
recognize and differentiate various emotions expressed
in drawings, particularly happiness, sadness, and fear.
The children in this study understood that drawings
express the emotions of their creators.

Art enhances self-concept. Because art guarantees
success, children experience mastery, which further
enhances a positive self-concept. Positive self-concept is

Photo Courtesy of Robert Schirrmacher
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important for children because it is a prerequisite to learn-
ing. Children who do not feel good about themselves do
not learn. Their energy and attention are focused on fear
of failure and self-doubt. It is wiser to focus our attention
on developing a positive self-concept in the early years as
a preventive measure, rather than attempting to remedi-
ate a negative self-concept in older children who may
have given up on themselves, learning, and life.

Children with attention deficits or behavioral issues
often suffer low self-esteem. Their feelings of frustration
and insecurity may emerge as negative social interactions
with peers or adults. Participation in art activities pro-
vides a positive avenue for expressing emotions and gives
a low-stress setting in which they can develop positive
social skills. Making art is emotionally satisfying because
children have control over the materials they use and the
images they create (Seefeldt, Castle, & Falconer, 2010).

Teachers can facilitate children’s participation in
art activities by:

Providing children with their own materials and
ample workspace. Avoid making children wait for
a turn to use materials.

Allowing children to explore properties of the mate-
rials and to make multiple products if they choose.

Providing materials such as play dough that can be
actively used to release energy and feelings.

Providing child-centered, open-ended activities in
which children can be successful. Avoid teacher-
directed activities that involve following directions
or multiple steps.

Limiting children to a few choices rather than
overwhelming them with permission to use any-
thing and everything in the art center.

4-1d Cognitive Development

The early years are a time of very rapid cognitive devel-
opment. By age two, the brain has reached 75 percent
of its adult weight. By age five, the brain has attained
90 percent of its adult weight. The early years provide
opportunities for mental stimulation and challenge.
Young children are self-motivated, curious explorers
who are eager to learn about themselves, others, and
the world. They need concrete materials to manipulate;
problems to solve; people, places, and events to experi-
ence; and a time to discuss and ask questions. Books
and the media may provide important vicarious infor-
mation, but they are no substitute for direct experience.

Constructivism. Piaget’s (1962, 1971) theory goes
by many names, including cognitive-developmental,
transactional, interactionist, and constructivist. Let us
examine each of these terms.

Piaget’s focus is on thinking, and his developmen-
tal stages explain how young children’s thinking or
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cognition changes over time. Changes in a child’s cogni-
tive development result from interactions with people,
places, and objects in the environment. Children are
active agents in their own development. They construct
knowledge based on their actions on objects and their
interactions with others. Children test new information
against what they already know. As a result, mental con-
structs are revisited, reworked, and refined. Therefore, a
basic premise of constructivism is that children must
actively construct knowledge. It cannot be given to
them through direct teaching. The process is similar to
constructing a building. Workers lay brick and cement
on top of each other. Over time, a building takes shape.
Similarly, the child lays brick after brick in constructing
a house of knowledge. Some bricks fit; others must be
refashioned or discarded. The process takes time (and
hard work). Piaget’s work leads teachers to critically
examine the role of direct instruction in children’s
learning. According to Piaget, much of what children
learn cannot be verbally transmitted through direct
teaching, which involves too little work from the child.

@Y TE54Y Types of Knowledge. According to
Piaget, there are three types of knowledge: physical,
social-conventional, and logical-mathematical. Each
approaches learning and teaching in a different way.
Physical knowledge includes discovering the physical
properties of objects. This includes external reality and
observable properties such as form, weight, and function.
Physical knowledge is best acquired through direct
interactions and sensory-motor experiences with objects,
and reflection on the results. Social-conventional
knowledge refers to information about daily living
accepted by society. It includes manners, acceptable
behaviors, and customs, along with the names of the days
of the week, months of the year, numerals, and alphabet
letters. Social-conventional knowledge is best learned
through social interaction. Logical-mathematical
knowledge is constructed around the relationships
between objects. Children form mental concepts about
these relationships. Logical-mathematical knowledge
is actively constructed as children sort, classify, group,
seriate, count, compare, and contrast objects.

How do the types of knowledge affect art? Chil-
dren construct physical knowledge when they discover
the properties of art materials and media. For example,
they explore the properties of paint and a paintbrush
and what they can do with them. You can try to tell a
young child that paint is wet and sticky, but most will
prefer to learn this through experience.

Adults facilitate a child’s social knowledge when,
for example, they provide names and labels for art
materials such as “paintbrush” and “paint.” The same
holds for the names of colors. Although children can
discover that paint is wet and sticky, they will not
“discover” that the color of the paint is “turquoise.”

Wet and sticky are physical properties that can be dis-
covered; turquoise is not. It is an arbitrary and abstract
term. It is easier and more appropriate to simply tell
children the color name. Logical-mathematical knowl-
edge is constructed when a child compares two paint
containers and sees, for example, that one is fuller than
the other. This relationship is constructed by the child.
More full and less full are not inherent in either of the
containers. Paint can be wet, sticky, and turquoise, but
the child’s comparison of the amount of paint in each
container constructed this more/less relationship. One
container is only less full when the child actively (men-
tally) compares it with another that holds more paint.

So, assume a hands-off teacher role and a hands-on
student role when you want children to discover the
properties of objects (physical knowledge). Encour-
age children to reflect on the results of their actions
on objects: “What do you see happening?” Teach
children in developmentally appropriate ways when
they are learning information that is arbitrary, culture-
bound, and cannot be discovered (social-conventional
knowledge). Provide children with sets of materials
and objects, and encourage them to construct relation-
ships between objects such as grouping and classifying
(logical-mathematical knowledge).

According to Piaget, young children’s thinking
is action oriented and largely nonverbal. He believed
that thinking precedes the development of language.
Language enhances thinking but is not its source.
Children understand and know more than they can
verbalize. Likewise, what a child can say or discuss may
not be an accurate indicator of intelligence. A young
child’s understanding and representation of the world
proceed through stages.

Overview of Piaget’s Stages of Development.
During Piaget’s sensory-motor stage (birth to age two),
infant thinking is limited to sensory impressions and
motoric behaviors. A toy rattle is something to be held,
shaken, dropped, stared at, listened to, smelled, and
tasted. There is no thinking about the rattle apart from
these sensory and motoric actions.

Toddlers attain significant cognitive achievements
as they leave the sensory motor stage and enter the
preoperational stage (ages two through seven). Repre-
sentation frees toddlers from a reliance on action-based
thinking. They now form mental images, symbolize, and
think about their world in the absence of direct action.
Preschoolers in Piaget’s preoperational stage are using
symbols, including objects, art, and language, to represent
their world. They continue to construct and refine con-
cepts of time, space, classification, seriation, and number.
Preschoolers in Piaget’s preoperational stage think in ways
that are qualitatively different from adult logic or reason.

Children in the primary grades have entered Piag-
et’s stage of concrete operations (ages seven through
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SOMETHING EXTRA.....

Art Therapy

When Art Materials Are Used effectively by art
therapists, it is because they were trained to understand
not only the art process but also the processes of
normal and abnormal human development as well as
theories of personality. According to Dunn-Snow and
D’Amelio (2000), art teachers have access to students’
nonverbal communications, and sometimes those graphic
expressions speak louder than words. If a child has
expressed something disturbing—either verbally or in
graphic form—alerting a counselor, teacher, or parent
about a child’s verbal or graphic depiction may be the
first step in helping to solve the problem, or at least in
addressing the issue. Art, play, music, dance, literature,
drama, and puppetry are vehicles for psychotherapy. Art
therapy is the psychotherapeutic use of art for emotional
understanding and healing. Although therapy with adults
is largely verbal, children benefit from nonverbal forms.
Qualified therapists look for some of the following in art:

e An expressive use of colors—Red, bright orange, or
black may be used repeatedly to symbolize objects
of emotional importance. Black may be used to
represent fear or death, red for rage or love.

e Personal meaning behind the repeated use of a
symbol—Art therapists try to “crack the code,” or
discover links between artistic symbols and the
unconscious. What meaning lies behind a child’s
repeated portrayal of a charging horse or a monster?

e An exaggeration, distortion, or overemphasis of
objects reflecting emotional significance—Perhaps this
is why young children first draw themselves as a large
head with protruding arms, mounted on stick legs.
They like their faces and how they look, so they draw
them big. Arms and legs help them do things and get
around, so they are also emphasized. Refer to the
self-portrait (see Figure 4-7) drawn by a four-year-old.
Note the “wound” on the face. At the time, she had
a bruise from a fall and was excited to point it out,
representing and exaggerating it in her self-portrait.

e The omission or underemphasis of objects also
provides emotional clues—For example, children with
low self-concepts often omit themselves or make
themselves tiny by comparison with others. Children
with intense sibling rivalry may simply omit that
sibling when drawing the family. Art allows children to
accomplish in fantasy what they cannot do in reality.

e Placement as clues to emotional significance—
Objects drawn large and in the center of the paper are
important. Children with low self-concepts may draw
themselves in a corner or in the far background. They
may also be hidden behind larger objects of emotional

™

significance placed in the center foreground. Painful,
fear-evoking content may also be reduced in size and
safely tucked away in a far corner of the picture.

¢ Defense mechanisms that protect the ego appear
in art—Harmful or painful thoughts and experiences
that are repressed in reality may be safely uncovered
and expressed through art. The child who has been
abused may portray herself with unusual colors or
designs on her body. Identification may be reflected
in a child’s repeated use of a symbol with which to
identify. The aggressive child identifies with the soldier
or the marauding tiger. The fearful child becomes the
scary witch on paper.

There are inherent difficulties in the use of art therapy.
First, it requires extensive training. Second, one needs
many samples of a child’s artwork over a long period

of time to recognize patterns, rather than make a rash
interpretation. For example, it would be naive to assume
that a child’s preoccupation with the color red indicates a
fixation with blood, violence, fire, or rage. There are many
possible explanations. Red may simply be the child’s
favorite color, the nearest color, or the only one available.
Even early childhood educators who are untrained in art
therapy, however, can use art to help children nonverbally
express their feelings and emotions. Our aim is to
provide a vehicle for emotional expression and release
rather than analysis or interpretation.

| wound on ehin
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Figure 4-7 Children include, distort, and
exaggerate what is personally meaningful
to them.
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eleven). An operation is an internalized action. Older
children have attained several important cognitive
operations, including reversibility, conservation, classi-
fication, and seriation, as well as addition, subtraction,
multiplication, and division, which help them think
more logically. Their thinking, however, is still bound
to the concrete. They are unable to think abstractly.

63 MER%YI Cconstructivist Education: Putting
Piaget’s Theories into Practice. DeVries and Zan
(1995), along with Chaillé and Britain (2003), wed
Piaget’s theory with developmentally appropriate
practices, resulting in constructivist education. A
constructivist approach views young children as theory
builders. They focus on physical knowledge and are
social beings who need support to develop autonomy.
The learner is actively constructing knowledge rather
than passively taking in information. Learners do not
acquire knowledge that is transmitted to them; rather,
they construct knowledge through their cognitive
activity. Children take ownership for how and what they
learn. Rather than just a set of activities, constructivist
education is an approach based on the belief that
children construct their own knowledge, intelligence,
and personality, as well as social and moral values. A
misconception about constructivist education is that,
because it values play, it does not include academics.
This is not true, for constructivist teachers are serious
about children’s construction of knowledge about
literacy, numeracy, science, social studies, and the fine
arts. According to DeVries and Zan (1995), the problem
for the constructivist teacher in approaching academics
is to distinguish what must be constructed from what
must be instructed. Piaget’s differentiation of types of
knowledge aids the teacher in making this distinction.

@3 TEGLS vygotsky. Lev Vygotsky was a Soviet
developmental psychologist who built his theories on
children’s learning and development during the early
twentieth century. Like Piaget, Vygotsky believed that
children actively construct knowledge. He also believed
that development cannot be separated from its social
context (Vygotsky, 1992). Vygotsky’s sociocultural
theory avowed that learning can lead development.
He also believed that language plays a central role in
cognitive development. Vygotsky’s theory is similar
to Piaget’s in that both believed in the importance
of play and that learning is actively constructed. A
major difference is Vygotsky’s emphasis on the role
of language and direct instruction in learning. Also
unlike Piaget, he does not propose a universal series of
developmental stages. Instead, Vygotsky believes that
development and learning are embedded in a child’s
family and cultural context. Adults teach socially
valued skills at an early age. Children’s learning is
influenced by what their social world values.

Vygotsky'’s theory challenges Piaget’s ideas of lan-
guage and thought. According to Vygotsky, language plays
a critical role in the formation of a child’s mind because
it is a major vehicle for communication. Language serves
as a means by which a child’s social experiences are men-
tally represented. So, language, even its earliest forms,
is socially based. Rather than Piaget’s concept of young
children’s speech as egocentric or immature, Vygotsky
saw it as connected to what children are thinking. Young
children talk aloud, and later this self-talk becomes inter-
nalized so that children act without having to talk aloud.
Vygotsky believed that children speak to themselves for
self-guidance and self-direction. The private speech that
helps children think about their behavior and plan for
action is also critical to self-regulation.

Because learning is considered essentially an inter-
personal and dynamic process, teachers must develop
comfortable and cooperative relationships with chil-
dren. Children need adults who act as intellectual
mediators that are readily available to observe, pose
questions or problems, challenge, model, give informa-
tion, or facilitate learning by referring a child to a more
knowledgeable or skilled peer. Teachers must know
each child’s zone of proximal development (ZPD).
This construct refers to a range of skills, tasks, or abili-
ties that a child cannot yet do alone but can accomplish
with adult and peer assistance. Cooperative learning
and group projects are highly recommended. There
are upper and lower limits to the ZPD. The lower limit
would include those skills, tasks, or abilities that have
already been accomplished by the child. The upper
range refers to those tasks that are within a child’s reach
with some degree of assistance. Assistance can range
from observing a more skilled peer to direct teaching.
Scaffolding is an important strategy for teachers work-
ing within a child’s zone. For example, a young child
has been exploring with the three primary colors and
is able to accurately name red, blue, and yellow. Let us
place this accomplishment at the lower range of color
learning. Knowing this, a teacher is able to scaffold and
help the child to the next step: possibly mixing two
primary colors and then naming the resulting color. It
appears within the child’s zone and is an assisted step
that will enhance the child’s learning about color.

Art and Cognitive Development. Brooks (2009)
makes a strong case for the relationship between art
and thought. Creating a drawing or painting involves
the child artist’s past and present experiences as
well as imagination and emergent thinking. Creating
art involves memory, experience, imagination, and
observation. Children who have directly experienced
a wide variety of people, places, and objects will have
an array of things to choose from when doing art.
Children who have neither been to a zoo nor been
exposed to pets will probably not include animals in
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Figure 4-8 A field trip to the zoo prompted this six-
year-old’s painting.

their art. Children must know about something before
they can re-create it in art (see Figure 4-8).

Translating ideas, concepts, and experiences into art
involves many thinking skills. Children must decide what
to represent and how to execute it. “To make a dinosaur,
should [ use clay, markers, or paint?” thinks Nate. He must
plan, organize, and make choices. Art involves concentra-
tion, staying with a task, and seeing it to completion—all
important work skills and habits. Nate decides to draw an
outline with pencil, trace over it with thick marker pen,
cut it out, then paint it at the easel. Art involves problem
solving. Nate needs dark paint when only the three pri-
mary colors are available. He mixes all three together into
a muddy color that he thinks is just right for a “beast.”
Nate becomes upset when the muddy color runs into the
white of the dinosaur’s eye. Using too much water has
thinned down the paint. Nate has learned about cause
and effect. He hypothesizes and gets a crumpled paper
towel to gently blot it out. It is impossible to document
all the thinking that is going on in Nate’s head while he is
doing art. By the way, Nate is a bright four-year-old who is
largely nonverbal. Art provides an opportunity for him to
symbolize what he knows but cannot discuss. Over time,
he may choose to explain with words, but for now the
artwork communicates his ideas.

Through art, Nate can communicate with himself
and others. The thinking cycle moves from planning
to implementing, evaluating, and reworking, if neces-
sary. The thinking side of art should not be neglected
in favor of identifying physical, social, emotional, and
creative ends. The major benefits of art may very well
be cognitive in nature.

Through art, children learn about the concepts
of color, shape, size, line, texture, and other artistic
elements. For example, Beth knows basic geometric
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shapes. She discovers that squares combine to form a
rectangle. Painting red over yellow makes orange. Lines
that intersect form an X or cross shape. White added to
blue lightens it and makes it the perfect color for Beth’s
sky. Difficult spatial concepts, including right, left, up,
down, over, beside, through, between, and under, are
represented in art. These spatial concepts will be vital
to reading comprehension.

Art serves as an index of a child’s thinking. We
can look at children’s artwork, particularly painting
and drawing, and find out what they know about their
world, what they consider important, and how they
choose to represent it. Detailed artwork indicates that
a child knows much about that particular subject. Chil-
dren who can express what they know about their world
will be at an advantage later when they are expected
to write and read about it. Words, spoken or in print,
must have some referent. Art gives children the oppor-
tunity to symbolize that referent and serves as a bridge
between object and sign (see Figure 4-9). This ability
to visualize ideas, concepts, and relationships can help

Figure 4-9 Young children are concrete learners. Art
helps them symbolize their experiences.



children move to higher levels of thinking (Brooks,
2009). The ability to work at a conceptual level means
that children are beyond simply repeating what adults
have told them and are truly able to understand links
and connections between concepts.

Participation in art activities may be particularly
valuable to children with special needs whose patterns
of thinking and communicating differ from those of
other children. Through art, children with special needs
may communicate thoughts and emotions through their
own visual symbols. They can participate in art activities
with peers to receive positive feedback and practice social
skills. Teachers can support participation of children
with special cognitive and communications needs by:

providing verbal directions slowly and clearly, and
adding visual cues

providing close supervision

providing child-centered, open-ended activities to
guarantee success

breaking multistep activities into small steps

building various levels of difficulty into activities,
for example, allowing children to use precut paper
shapes or to cut their own shapes in a collage

encouraging children to talk about their art, or to
dictate words or sentences to accompany their
creations

encouraging children to talk while doing art and
to share thoughts and feelings about their artistic
experiences

4-1e Creative Development

Creativity begins during infancy as babies invent solu-
tions to problems and engage in novel actions. The
term “creative” can be used to describe activities that
result in something that wasn'’t there previously. A more
appropriate use of the term “creativity,” however, would
be to describe the mental processes that guide a child’s
eyes and hands to arrange lines and shapes in a symbolic
representation (Di Leo, 2003). Young children are highly
imaginative. Imagination is strongly related to creativity.

ArtandCreative Development. AsseeninFigure4-10,
art allows children to express creativity, originality, and
individuality. Children’s artistic expressions may be
vaguely similar yet still significantly different from all
others. Their fantasy can be given form through art. Art
is an open-ended activity that encourages discovery,
exploration, experimentation, and invention. All of
these skills are vital to creativity. Gene thinks about
what will happen if he uses two paintbrushes at a
time. He tries it out and is pleased with the double-
stroked result. He asks his teacher to help him tie
a rubber band around three paintbrushes. Through
active experimentation, he invents a new way to paint.
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Figure 4-10 Art fosters creative expression.

Did You Get It?

What describes the concept that parents
and/or teachers should devise a model (or
use an existing one) for analyzing a child/
student’s development in a myriad of areas
(components), including cognitive, physical,
emotional, and creative?

a. Studying development in a vacuum effec-
tively paints a picture of the components of
the model.

b. Components of the model are distinct and
unrelated.

c. Components of the model are interdepen-
dent and interrelated.

d. Activities can easily be devised that fit neatly
into only one domain of the model and can
isolate the component more deeply.

Take the full quiz on CourseMate.

\ J

@3

Most early childhood teachers work in classroom set-
tings with groups of young children. Classroom space
is planned, curriculum is developed, and materials are
purchased with the idea that each child will participate
in the learning process as part of a larger group. It is
important, however, that teachers not lose sight of
what children as individuals will need to make their
participation meaningtul.

Photo Courtesy of Robert Schirrmacher



@ re55a 4-2a Children with Special
Needs and Inclusion Classrooms

In the past, educators referred to children with special
needs using the terms “handicapped” or “disabled.”
Both these terms promote negative images and stereo-
typing. The term “disabled” connotes not-abled. The
preferred term is “differently abled.” Other acceptable
terms include “exceptional children” and “children
with special needs.”

Since the passage of the Americans with Disabili-
ties Act (ADA) in 1992, it is against the law for public
early childhood programs to refuse to serve a child
with special needs. The following terms are often used
in discussions about children with special needs in the
public schools:

Least-restrictive environment: A setting that is appropri-
ate for the child and provides the most contact
possible with children without special needs

Mainstreaming: The placement of children with special
needs in programs that have a majority of chil-
dren who do not have special needs

Full inclusion: An approach in which children with
special needs are placed in regular classrooms and
receive individualized and appropriate services
alongside peers who have no special needs

Full inclusion is very important during the pre-
school and elementary school years. The underlying
assumption is that all children belong together, and
children with special needs should be served in the
same programs they would have attended if they did
not have such needs. A single, inclusive system of care,
intervention, and education is considered best for all
children and their families. Inclusive settings adapt the
environment with modifications to welcome children
with special needs. Special educators provide services
in the regular classroom alongside regular education
colleagues. Advocates of full inclusion believe that the
pull-out system of serving students with special needs
raises issues. Children are labeled and stigmatized,
their programming is fragmented, and regular educa-
tors assume little or no ownership for children with
special needs.

Inclusion is the law. Still, according to Allen and
Cowdery (2009), there are a number of concerns about
inclusion. One expressed by parents and teachers is that
the requirements of children with special needs may not
be adequately met in an integrated program. A second
concern is that developing children without special
needs will receive less than their share of attention. A
third concern is that children developing under typical
circumstances will learn inappropriate and bizarre behav-
iors from atypical children. Allen and Cowdery con-
cluded that the advantages of inclusion for both typically
developing young children and those with special needs
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are numerous and well documented in the research
literature. Sharing books is a good way to help young
children understand and respect special needs. Check the
book’s Website for a list of recommended books.

4-2b Individual Differences

A working knowledge of child development is very use-
tul for early childhood teachers. Knowing the needs,
interests, and abilities of young children at a given
age or stage helps us design developmentally appro-
priate art activities. Knowledge of child development,
however, will give us only a general pattern of what is
normal, typical, or average. Few children conform to the
norm or can be considered typical or average. Children
are unique individuals. Their physical, social, emo-
tional, cognitive, and creative development will reflect
individual differences resulting from both heredity
and environmental influences. Individual differences
make teaching young children fascinating and chal-
lenging. Within any age group there will be a wide
range of commonalities in terms of physical, social,
emotional, cognitive, and creative needs, interests, and
abilities. There will also be significant individual differ-
ences. Obviously, it would be simpler to work with a
group of children with identical developmental char-
acteristics. However, the aim of early childhood educa-
tion is to foster the development of unique individuals,
not to mass-produce automata.

Differences in development and learning that
result from heredity or environment or their interac-
tion are expressed in the following ways:

background: race, culture, and social class

family: family size, siblings, birth order, divorce and
remarriage, parental educational and occupational
levels, nutrition, parental teaching style, and
child abuse or neglect

individual: gender, personality and temperament, mo-
tivation, learning style, and personal interests

Although culture is typically thought of in terms of a
group’s identity, it is important to note that each of us
also develops an individual culture based on our back-
ground, family, individual characteristics, and experi-
ences. In this sense, culture can be defined as “the
necessarily unique worldview or set of understandings
that each of us has no matter what outward similarities
align us” (Davis, 2008, p. 22).

€”
@3¢ 4.2¢ Cultural Influences

Children’s backgrounds are composed of racial, ethnic,
and cultural differences. Racial differences are expressed
in skin color and other physical characteristics. Cultural
differences are expressed not only in foods, celebrations,
and dress but also, more importantly, in language, cus-
toms, and values. Language, as expressed in both words
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and art forms, is essential to cultural unity (Cronin and
Jones, 1999). Racial and cultural differences extend,
enhance, and enrich early childhood classrooms and
society in general. Artistic activities will encourage
children to appreciate diversity as they experience and
appreciate the artwork of others (Miskimon, 2011).

Early childhood teachers have the responsibility
of integrating perspectives, activities, traditions, and
values from multiple cultures into the curriculum
for two reasons. First, it is important that each child
recognize that he or she is a valued member of the
classroom community; cultural influences on learning
must be recognized and honored so that each child
learns and develops to his or her full ability. Artwork
has the capacity to share and preserve what each child
values most (Jalongo & Stamp, 1997). Second, early
childhood teachers are models. Children will imitate
their teacher’s attitudes toward and interactions with
other individuals and cultures. The following guide-
lines help teachers structure learning activities and
their interactions with children and families.

1. Accept the child as is, unconditionally, includ-
ing culture. Treat all children equally. Guidelines,
rules, and rewards should apply to all children.

2. Accept, respect, and encourage the child’s native
language and culture as strengths and expressions
of unique individual difference.

3. Help the child feel comfortable in school. Sights,
sounds, and surroundings may be unfamiliar and
overwhelming to some children who have noth-
ing to compare.

4. Discuss and study similarities and differences
among people. It is important for children to
focus on human similarities as a framework
for individual differences resulting from cul-
ture and ethnicity. Some examples include the
following.

What are some things that all people need?
We all need housing and food. Where he
came from, Lin lived on a houseboat with
his parents and grandparents. What do you
think it would be like to live on a boat? Now,
Lin lives in an apartment. How many of you
have ever lived in an apartment? I did while I
was going to school. So even though Lin talks
differently from us, he is still a lot like us. He
has his own language and a place to live, just
as we do. We are going to help Lin learn our
language, and he will teach us his.

5. Involve parents. Some immigrant parents may
have great reservations about school. Some may
be embarrassed about their lack of standard
English. Others may be ashamed of their minimal
level of education. Some will place great value on
their child’s education and have unrealistically

high expectations. All will be proud of their cul-
ture and willing to share their ethnicity if encour-
aged and invited. Help them feel comfortable.

Let them know that they have something very
special that the children and you would like to
know more about. For example, Lin’s mother was
invited to cook a rice dish with the children for

a snack. Others could come bring in cultural arti-
facts. Their presence and participation will make
their child feel good about being in school.

6. Help immigrant children be successful and experi-
ence mastery. Many are experience culture shock.
They are aware of language and cultural differ-
ences. They need an abundance of things they
can do successfully rather than an endless list of
things they need to remediate.

7. Understand that cultural differences may under-
score a child’s reluctance to participate in art
activities. Give children time to observe and
tfeel comfortable. Children who have not been
encouraged to be independent and autonomous
may seek direction and specific assistance during
art activities. They may want you to guide their
hands or do it for them.

8. Learn key art words in languages your children
speak. Ask parents to translate names of colors;
words such as “art,” “paint,” and “play”; and
phrases like “Do you want to ... ?” and “Do you
like that?” in the children’s home languages. Use
these phrases to talk to children about their art
activities. Speaking to children in their native
languages helps them to feel included in the class-
room (Freshwater et al., 2008) and emphasizes the
importance of their engagement in art.

4-2d Art and the Holidays

In early childhood programs, holidays should be
observed simply and with sensitivity to children’s
ethnic and cultural backgrounds. Young children are
often overexposed to “mainstream” holiday obser-
vances. For children whose families celebrate these
holidays, the anticipation and excitement can lead to
emotional over-stimulation and even physical exhaus-
tion. For children whose families celebrate other
holidays, or none at all, the emphasis on traditional
holidays can leave them feeling left out and uncom-
fortable. In the past, many teachers used traditional
“mainstream” holiday motifs, symbols, decorations,
and activities while excluding those that were tradi-
tional in other cultures. This created bias in children’s
thinking and view of the world. Cherry and Nielsen
(1999) recommend enriching all children’s lives by
encouraging open-ended, creative art experiences
that reflect all cultures present in your classroom and
community.



@ reR4a  4-2e Food Products in the
Creative Process

In the early childhood classroom, involving children
in food preparation or cooking activities in which they
will actually consume the healthy snacks they prepare
is a valued and developmentally appropriate learning
activity. The use of food in the creation of art or craft
products which will be displayed or discarded upon
completion, however, is not appropriate. Teachers
sometimes ask children to string breakfast cereal and
macaroni on yarn for necklaces, glue beans and popcorn
on paper, or use rice in collage. Younger children enjoy
hand painting with pudding or whipped topping. The
above activities may be enjoyable and can serve devel-
opmental and sensory ends. The authors, however,
advise against the use of food in art for several reasons:

1. Food is expensive. If parents want to donate, they
can bring in recyclable junk materials, ingredients
for cooking, or other more crucial (and perhaps
costly) supplies, such as wooden blocks, books, or
puzzles.

2. There is such a pressing need for food in
developing countries that a casual use of food
in art is questionable on moral and ethical
grounds.

3. The number of homeless people has increased
dramatically in recent years. Families with chil-
dren represent a large segment of our homeless
population. Some areas have a severe shortage of
food targeted for the homeless. It is difficult to
justify stringing pieces of breakfast cereal when
many local children go to bed hungry.

4. The use of food in an art activity may offend
some cultural groups who use that food item for
religious or ethnic celebration.

5. Adults should never use food in art activities
with toddlers because they are developing self-
regulatory skills and must learn to distinguish
between food and other objects that are not to be
eaten (Bredekamp & Copple, 1997).

6. Artwork created with food products cannot be dis-
played in the classroom or in children’s homes as
it may attract insects or rodents.

These six points do not negate the value of cooking activ-
ities in the early childhood classroom. Classroom cook-
ing activities are very developmentally appropriate and
support children’s learning in many ways. The difference
is that the children will actually eat the food they prepare
in cooking activities, while the food products used in
sensory and art activities will ultimately be thrown away.

There are many sound alternatives to the use
of food in art. Small sections of drinking straws can
replace macaroni for stringing. Sand rather than rice
can be glued. Styrofoam squiggles can replace beans in
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a collage activity. Early childhood teachers can be creative
in identifying alternatives to food in art activities.

Did You Get It?

Placing a child with special needs into a setting
with the most possible contact with children
who don't have special needs is callled

a. maximal inclusion.

b. full inclusion.

€. mainstreaming.

d. least-restrictive environment.

Take the full quiz on CourseMate.

\ J

4-3 Context: Interaction
of Child Development and
Environmental Influences

Our developmental profile neatly dissected the whole
child for the purpose of analyzing the different aspects
of development one at a time. The truth is that children
are much more than the sum of their developmental
parts: Physical + Social-Emotional + Cognitive + Lan-
guage = Whole Child. Development is not this simplis-
tic and does not occur in isolation.

Children develop within a context, and this wider
setting must be studied to understand its impact upon a
developing child. Children’s development is influenced
by home, community, and environment. Specifically,
children will be influenced by family changes, poverty,
and socioeconomic variables, including neighborhood
crime. The influences are mutual and reciprocal—chil-
dren also influence their home, community, and envi-
ronment. For example, children who are under severe
stress as a result of divorce may regress and become
dependent. In turn, parents may change their parenting
techniques, providing extra comfort and reassurance.

Did You Get It?

Young children are strongly influenced by their
surroundings, whether peers, family, education,
community, or society, and by factors such as
socioeconomic, belief-systems, etc. Yet how
do children themselves influence these same
surroundings? This relationship, comparatively
speaking, can most accurately be described as

a. negligible.

b. greater than that exerted upon children

themselves.
c. reciprocal and mutual.
d. highly dependent on the individual child.

Take the full quiz on CourseMate.

\ J
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BN &g naeq, 4-4 Processing
with Art Materials and Tools

Very young children process with art materials long
before they purposely decide to make an art product.
They enjoy tearing and taping paper, smearing and
spreading paste and glue, and using scissors and sta-
ples. It is important to allow children time to explore
materials, to develop manual dexterity and skill with
the materials before asking them to use the materials
creatively. Through this exploration, children discover
the potential of the materials and how they might be
used (Lasky and Mukerji-Bergeson, 1980; 2003). Some
very simple activities include:

o tearing paper

® cutting with scissors

e pasting and gluing

e taping and sticking

e stapling

® punching holes in paper

Each of these is not only enjoyable by itself but also a
necessary skill for other art activities.

4-4a Scissors and Cutters

Listed below are several tools for cutting to be used in
a classroom for young children. Regardless of the type
selected, scissors must cut. Nothing is more frustrating
to a young cutter than a pair of scissors that snag, tear,
or clog up with paper but do not cut it.

Fiskars®—cut most things. They come with comfort-
molded universal ring handles for right or left hand

Krazy Kut® scissors—cut papers in little and big wave,
lightning, zigzag, scallop, and zipper patterns

lefty—designed specifically for left-handed children
paper punchers—assorted shapes

safety—lightweight plastic for right- and left-handed
cutters

scissors rack—metal or wood for safely and neatly
storing scissors

Adhesives, glue, paste, tape, and accessories are
also necessary for processing activities. A list of adhe-
sives can be found in the book’s Website.

4-4b Personally Expressive Art Activities

Here are some personally expressive art activities for
processing with art materials and tools.

Toddler, Preschool, and Kindergarten-Age Activity:
Torn-Paper Picture. Torn-paper pieces are arranged
and glued onto a piece of paper to form a torn-paper
picture. Older children enjoy using construction paper.

Hints

® Mix water, white glue, and food coloring or liquid
watercolor for the young paster. Toddlers would
also enjoy placing pieces of precut or pre-torn
papers onto a piece of construction paper with
glue. Glue can be mixed with water to both extend
it and eliminate its crusty appearance when dry.
Mix water and white glue in equal parts, for exam-
ple, one cup of white glue to one cup of water.

® Add liquid watercolor to clear glue to get colored
glue that is richer in color than colored white glue.

© Tap-N-Glue® cap, has taken the mess and waste
out of gluing. Young children can easily turn the
bottle upside down and gently tap. The special
cap makes the glue come out in small drops.
There is no opening and closing of tops and no
clogs or leaks. Special caps fit bottles of white
glue. Tap-N-Glue® caps are inexpensive and make
gluing an economical art activity that can be
offered on a daily basis.

Preschool and Kindergarten-Age Activity: Folding
and Cutting. Children fold a thin piece of paper and
use scissors to snip out a piece. Refold the paper in
a different direction and continue snipping. Open
the paper, and glue it against a colored piece of
construction paper for background. This helps the
cutout design stand out.

Kindergarten and School-Age Activity: Rainbow
Glue. Add liquid watercolor to clear (not white) glue
for brilliant colors. Place in shallow bowls or squeeze
bottles. Children can also use their fingers or small
brushes to spread rainbow glue on paper.

Kindergarten and School-Age Activity: Starch and
Yarn Art. Pour liquid starch into small bowls. Discuss
that although starch is a pretty blue color, it is not to
be eaten or drunk because it will make you sick. Cut
different colors and lengths of yarn. Provide a clean
Styrofoam™ tray or sheet of wax paper for each child.
Children can dip yarn in the starch and lay it on the
surface to create a design. Closely supervise. Provide
wet paper towels for children to wipe their fingers
before touching their faces.

4-4c Sensory Exploration Activities

Here are some sensory exploration activities for pro-
cessing with art materials and tools.

Preschool and Kindergarten-Age Activity: Bleeding
Art. This is a good outdoor activity. Each child needs
a squirt bottle filled with water and a large sheet of
white paper. Provide scraps of tissue and crepe paper.
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It Is the First Week of School and Mrs. Denney is getting
to know her kindergarteners. She teaches in a rural area,
and kindergarten is the first organized group experience
for most of her students. Wednesday morning, Mrs.
Denney has planned a cut-and-paste activity. Most of the
children participate enthusiastically, but Mrs. Denney is
concerned to see Kayla sitting quietly at her table, just
watching the other children. After a while, Kayla begins
her cut-and-paste project, tearing shapes from the paper
rather than cutting. Kayla dips a craft stick into the

(An Opportunity for Teacher Reflection

container of glue at her table and carefully dabs glue

onto the pieces of paper she has torn. She lays the glue-
covered pieces on a larger piece of paper, glue side up,

and pats them carefully with her fingers. Kayla appears
perplexed that the torn pieces of paper are sticking

to her fingers, rather than to the paper. How can Mrs.
Denney best support Kayla in this vignette? Should she
intervene, or should she continue to let Kayla experiment

and problem solve? What questions might Mrs. Denney ask

to scaffold Kayla’s experimentation with glue? J

Have children place paper scraps on the white paper in
an interesting design and then squirt with water. The
colored papers will begin to “bleed,” and the colors will
run and mix. Wet scraps can be removed and discarded.
Place in the sun to dry. If done indoors, place white
paper in a large box lid to contain children’s squirting.
Eliminate squirt bottles by putting papers outside on
a rainy day. This combines art and science as children
discuss what happened and how.

Toddler and Preschool-Age Activity: Tearing Paper.
Very young artists can tear paper. Tearing paper is a
good activity for developing and finger muscles. Begin
with very thin papers like newspaper, scrap tissue, or
old phone directories. Individual pieces can be pasted
or glued to each other or onto a piece of paper.

Kindergarten and School-Age Activity: Puffy
Paint. Making puffy paint is an economical alternative
to buying it. In a bowl, mix equal parts (e.g., one cup
each) of flour, salt, and water. Add food coloring or
liquid watercolor. Mix thoroughly. Pour into condiment
squeeze bottle. Make sure tip has an opening that will
allow contents to exit when squeezed by children.

Hints

Small bottles of white glue are easy to hold and use.
Because some children feel obligated to use the whole
bottle, a smaller bottle may satisfy this need to empty
the container without wasting glue. Some teachers prefer
to pour small amounts of white glue into a small plastic
bowl or lid. This bypasses the use of individual bottles,
which dry out quickly because children forget to twist the
tops shut. Some children enjoy spreading liquid glue with
their fingers. Small sponges can also be used to dab and
apply the glue. A special glue stick is easy to make. Wrap
a piece of netting twice around a craft stick and secure it
with a rubber band at one end. The weave in the netting
holds the glue until the child is ready to apply it.

Repeat process if more colors are desired. Experiment
by varying the size of the holes in your squeeze
bottles. Look for color-coded or clear squeeze bottles
so contents are identifiable. Cover small cardboard
squares with tinfoil. Puffy paint will squeeze out like
toothpaste and sparkle. Spatulas can be provided for
smearing the puffy paint. Let dry overnight, and it will
harden on the tinfoil in three-dimensional relief. Pufty
paint cannot be saved, and containers must be cleaned
after use before contents mold or harden.

Toddler, Preschool, Kindergarten, and School-Age
Activity: Pasting and Gluing. Very young children
enjoy smearing paste or dripping glue for the sheer
pleasure of it. They enjoy the smell, cold feel, stickiness,
and texture of solid paste. It has a thick, crumbly feel
and sticks to the fingers. Liquid white glue has a very
different wet feel to it. Children enjoy squeezing glue
onto paper. Bottles filled to the brim may be quickly
emptied. You may want to add food coloring to your
paste and glue to enhance visual appeal for beginning
pasters and gluers. Very young children may not be
interested in gluing or pasting anything in particular.
Older children will combine pasting and gluing with
tearing and cutting. Papers that have been cut or torn
or both can be pasted or glued onto an art surface.
Paste and glue serve different purposes. Paste will
hold lightweight papers together, but glue is needed to
bond heavier objects, including boxes and wood.

Kindergarten and School-Age Activity: Stapling.
Staplers and stapling fascinate young children. Stapling
is more a fine motor skill than an artistic process. A
handheld stapler requires a squeezing motion with one

Hints

School Glue Gel is manufactured by the same
company that makes white glue. It is less messy than
white glue because it will not run or drip.



88 SECTION 2 Young Children As Artists: A Developmental View

hand, while a large stapler involves a gentle pounding,
or pushing action. Miniature staplers may be too small
for children to activate and control. Using a stapler
is noisy, but older children enjoy it, and the activity
exercises their finger and hand muscles. They will
staple just to get a group of staples attached to paper.
Sometimes the staples will form a design or pattern on
colored paper. At other times, they may use a stapler in
place of paste or glue for attaching small pieces of paper,
fabric, or collage material to each other or a background.

Preschool, Kindergarten, and School-Age Activity:
Sprinkle a Picture. Children can make a design with
paste or glue on paper. They can carefully sprinkle:

e confetti
paper dots (from a hole punch)
seeds
pine needles

sand

Carefully slide the excess off the paper and back into
the container.

Toddler, Preschool, and School-Age Activity: Taping
and Sticking. Very young children enjoy sticking
tape. Teachers can provide plastic or duct tape in varied
colors, widths, and lengths. Place cut or torn pieces of
tape on a nonstick surface. Children will enjoy lifting
them off and placing them on paper. Pieces of torn or
cut paper can also be taped onto an art surface.

Toddler, Preschool, and School-Age Activity:
Sticker Art. Children enjoy peeling and sticking the
colorful labels and stickers available from office supply
and stationery stores. Items could include gummed
stars and labels, colored dots, or stickers. These can also
be licked and placed in a visual arrangement.

Kindergarten and School-Age Activity: Hole and
Paper Punch Art. Older children have the muscular
strength to work a hole punch using either one or
both hands. They seem fascinated with the process.
Provide strips of paper from which to punch holes.
They may want to save the punched holes. Punched
holes can be used for gluing. Children can also make
a design outline or picture with punched holes and
paste this onto another paper. For example, a design

Hints

To make colored sand, place sand in a plastic bag.
An adult can use a craft stick to scrape colored chalk
dust into the bag. Shake well. Some teachers use a
few drops of food coloring or liquid watercolor, but this
is messier and involves drying overnight.

could be punched out of white paper and glued to a
piece of colored construction paper for a greeting card.
New versions of hole punches come in smaller squares,
which provide a variety of shapes when punched.
There is also a Dial-A-Design 6-in-1® paper punch.
Simply turn the wheel to choose one of six shapes.

Toddler and Preschool-Age Activity: Stringing
Objects. Stringing objects is a good activity for
improving eye-hand coordination. Use a shoelace or
sturdy yarn with a plastic needle. Knot the far end of
the yarn or shoelace to keep the objects from sliding
off. Children can string:

® spools

® paper reinforcements
egg carton cups
sections of plastic straws

°
°
e sections of toilet paper rolls
e buttons

°

washers

Items that have been strung can be tied into a necklace,
bracelet, or belt and proudly worn.

Toddler and Preschool-Age Activity: Contact Paper
Art. Provide various collage materials, including
colored tissue paper, yarn, paper scraps, and other
flat objects. Cut clear contact paper at least 6 inches
in diameter for each child. Remove the backing and
place sticky side up on the art table. This eliminates the
need for paste or glue. Tape four corners with masking
tape to secure. Very young children will enjoy placing
objects on contact paper and seeing them magically
stick. When done, place a larger sheet of construction
paper over the contact paper to frame.

Kindergarten and School-Age Activity: Sand
Pendulum. Punch a small hole in the center of the
bottom of the inside of a paper cup. Make three evenly
spaced holes in the rim of the cup. Cut three pieces of
string and run them through the three holes. Tie the
three ends into a knot. Set up two matching chairs
back to back and about 3 feet apart. Place a pole (e.g.,

Did You Get It?

Artistic activities which should be both
developmentally appropriate and age
appropriate. Creating starch and yarn art is
appropriate for which age group?

a. kindergarten and up

b. grades 3 and up

c. preschool

d. toddlers

Take the full quiz on CourseMate.

\ )




yardstick, thick dowel rod, or broomstick) between the
top of both chair backs. Secure with duct tape. Cut a
piece of string long enough to reach from the pole to
the floor. Tie one end of this string to the pole and the
other end to the knot in the cup’s string. Cover the
floor with newspaper. Lay black construction paper on
top of the newspaper beneath the cup. Cover the hole

Summary

(4-1) We have moved from an overview of holistic
child development to links between art and a
child’s development. This chapter explained how
art fosters a child’s physical, social, emotional,
cognitive, and creative development. Art was viewed
as a developmentally appropriate and important
activity. Knowledge of a young child’s physical
needs and abilities suggested strategies and materials
for helping the child learn to cut with scissors.
Although art is pleasurable and multisensory,
potential art hazards do exist. The relationship

Key Terms

art therapy, 79 inclusion, 83
concrete operations, 78
constructivism, 77
constructivist education, 80
cooperative learning, 80
culture, 83

differently abled, 82

group projects, 80

holistic model of child
development, 69

process, 85

v Suggested Activities

1. Observe a young child actively involved in an art
activity. Record what the child says and does. How
did this art experience help the child physically,
socially, emotionally, cognitively, and creatively?

2. Observe children aged three, four, and five using
scissors. Using the guidelines in this unit, what
recommendations can you make for each with
respect to tools, paper, activity, or teacher input?

3. Arrange to work with a difficult or troubled young
child. Ask the child to draw or paint how he or
she is feeling. Encourage the child to talk about

individual differences, 83
intellectual mediators, 80

logical-mathematical
knowledge, 78

physical knowledge, 78
preoperational stage, 78
private speech, 80
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in the cup with one finger while filling the cup with
sand. The child can swing the pendulum while you let
go of the cup. As the sand pours from the cup, it will
make a design on the black paper. Children can apply
glue to their black paper first if they want to save the
design. If not, simply refill the cup with the contents
on the black paper.

between creativity and art has long been recognized,
but the link between art and thinking may be as
strong. (4-2) It is important that teachers recognize
and support children’s individual differences as they
plan and provide art experiences in the classroom.
(4-3) Just as a child’s development is influenced by
the home, community, and environment, the child
in turn influences his or her own environment.

(4-4) The chapter concluded with a discussion of art
processing and suggested activities for children.

proximodistal development, 73
scaffolding, 80

self-talk, 80

sensory-motor stage, 78
social-conventional knowledge, 78
sociocultural theory, 80

types of knowledge, 78

zone of proximal development
(ZPD), 80

the picture. Encourage emotional expression
without formally attempting art therapy.

4. Conduct an art safety inspection of an early
childhood art center. Identify items that
compromise the health and safety of children.

5. Plan and carry out an open-ended art experience in
which children process with art materials and tools.

6. In the open-ended art experience you planned
and carried out earlier, consider ways you might
adapt the experience and/or the materials for
children with limited vision or hearing. What



7.

SECTION 2 Young Children As Artists: A Developmental View

about for children with special cognitive or
communicative needs?

Visit an early childhood classroom to observe
the children. How many expressions of

Review

1.
2.

List the five domains of child development.

At your midyear open house, a few parents
wonder why so much time is devoted to art in
your preschool program. Using the holistic model
of child development, plan your response to their
concerns.

. A parent is alarmed because her five-year-old is

always drawing ghosts and graveyards. She fears
that her child is emotionally disturbed. What are
some possible explanations for this child’s art?

. Suggest a nonfood art activity for each of the

following:
a. printing with cut vegetables

b. gluing breakfast cereal on a self-portrait for
facial features

Additional Resources

“Understanding Physical Development in Young

Go

Go

Children,” by Sean Brotherson (www.ag.ndsu.edu).

to Education.com for “Children’s Social
Development: A Checklist,” by Diane McClellan
and Lillian Katz.

to the Child Development Institute Website for
an overview of the developmental tasks involved
in the social and emotional development of

individual differences do you see and hear?
Discuss those differences and the ways in which
the teacher meets the needs of individual
children.

©000000000000000000000000000000000000000000000000000000000000000000000000000000000000000000000000000000000000000000000000000000000

c. sprinkling powdered gelatin over white glue for
sparkling lines

d. making ice cream for a snack and then finger
painting with it

. Identify 10 art materials that are potentially unsafe

or unhealthy for children.

. Explain why fat pencils and crayons encourage

young children’s fine motor development.

. Identify and briefly explain three types of

knowledge suggested by Piaget.

. Discuss Vygotsky’s sociocultural theory.

. Visit an early childhood classroom and observe the

materials used for art activities. Do the materials
follow the safety guidelines outlined in this
chapter?

children and teenagers based on the work of
Erik Erikson.

Go to Slideshare for a discussion on Lev S. Vygotsky.
“Piaget’s Theory of Cognitive Development” by W. Huitt

and J. Hummel (www.edpsycinteractive.org).

Constructivism as a Paradigm for Teaching and

Learning is an online workshop for pre-service
teachers (www.thirteen.org).

Visit CourseMate for this textbook to access the eBook, Did You Get It?
quizzes, Digital Downloads, TeachSource Videos, flashcards, and more. Go
to CengageBrain.com to log in, register, or purchase access.
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Lesson Plan for Kindergarten

Lucy’s Picture

GOAL

Scientific investigation and reasoning. The student uses age-appropriate tools and models to investigate
the natural world. The student is expected to use senses as a tool of observation to identify properties
and patterns of organisms, objects, and events in the environment.

OUTCOMES
The student will:

a. demonstrate how the sense of touch is used by visually impaired individuals.
b. use scissors on a variety of materials to create a collage.

MATERIALS

a. Lucy’s Picture by Nicola Moon
b. Manila paper, scissors, glue for each child

c. Collage materials: wall paper, ribbon, feathers, wrapping paper, fabric, etc.

INTRODUCTION

Seat the children for story time. Review with the
children the five senses. Introduce the story by
saying it is about a little girl who thinks the sense
of touch is very important. Provide a focus for
listening by telling the children that after you finish
reading you will ask them to explain why touch was
so important to the main character.

DEVELOPMENT

Read the story. Remind the children of the focus
for listening and ask for an explanation of why the
sense of touch was so important. Review with the
children some of the objects and textures that
were a part of the story. Write the word collage on
the board. Tell the children that they will be making
their own collage today, just as Lucy did in the
book.

Seat the children at their tables/desks. Collage
materials should already be on their tables/desks.

Encourage the children to explore the materials
and ask them to describe the textures they feel.
Distribute Manila paper, scissors and glue and let
the children begin.

CONCLUSION

After the glue has dried on the collages, have the
children pair and share with a friend. Have each
child close his/her eyes and explore the other
collage with his/her fingers. The children may try to
guess what materials were used on each collage.
As a group, discuss their experiences with the
children and remind them that people with visual
impairments use their fingers to “see” the world
around them.

ASSESSMENT

a. Were the children able to identify the collage
materials through their sense of touch?

b. Did the children effectively use their scissors to
cut paper, fabric, ribbon, and so on?

A full-size version of this lesson plan, and others like it, is available for digital
download.

21



Children’s Artistic
Development

What can you tell about
the child who created
this picture?

How old is this child? How does this
piece of art compare with the human
figures you have seen children make?
Children share many similarities.
They all scribble before they engage
in controlled drawing. They play with
colors before they paint recognizable
pictures. Children also draw what is
familiar. They use what they know as
the basis for their art. This is a self-
portrait drawn by a South African boy,
age seven.
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NAEYC Standards
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4 Assessment
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5-1 Explaining Children’s Art

Children’s art has a mysterious quality to it. The
lines, shapes, colors, and overall design may make
more sense to the child artist than to the adult
observer. Why do children scribble? What does their
art mean? Why do they draw stick figures when they
know people do not look that way? Theories and
stages attempt to provide answers to these questions.
This chapter surveys and critiques physical, emo-
tional, perceptual, cognitive, general developmental,
and cognitive developmental explanations for chil-
dren’s art. The authors have used stages identified by
Kellogg and by Lowenfeld and Brittain in proposing
one general sequence to account for children’s artis-
tic development.

Appreciating children’s art may be easier than
understanding or explaining it. Adults have been try-
ing to make sense of it for decades. Researchers, teach-
ers, parents, art educators, and child development
specialists are concerned with the content, motive,
process, and product. Their interest focuses on the
following:

what children include or represent (content)
how children create (process)

why children create (motive)

what they create as a result (product)

Content refers to the subject matter being represented.
This could include a pet, person, feeling, mood, wish,
dream, or impulse. The content of children’s art is
often personal or idiosyncratic. For example, a wide
stroke of black paint may represent a tree trunk. On
the other hand, it may represent a child’s creative
exploration with paint and brush and not be intended
for public communication. Too often, adults are prone
to search for public meaning where there is none.
Process refers to the actions and skills involved in
creating an art product—cutting and tearing paper,
rolling clay, painting, or marking with crayons. Not
all art processing results in the creation of a finished
product. Many young children process just for the sake
of processing. Motive refers to the reasons underlying
a child’s art. For example, adults may explore why a
child filled a paper with wide strokes of black paint.
Does the child’s preoccupation with the color black
signify some underlying emotional problem? Is the
mark characteristic of a lack of maturation? Does the
solitary mark represent social isolation? Or is the child
representing the concept of one? Product refers to the
final outcome. Examples include black paint smeared
across a papet, a clay dinosaur, a paper-bag puppet, or
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a geometric design done in watercolor. The finished
product may or may not bear any resemblance to the
subject matter. In analyzing the what, why, and how
of children’s art, there is a risk of misinterpreting or
reading too much into the art. After studying children
and their artwork for an extended period of time, how-
ever, trends and patterns do emerge. A skillful observer
can note these trends and patterns and begin to make
generalizations about what, why, and how children
create.

Did You Get It?

Content, process, , and product
represent the four generally recognized and
assessed components of examining children’s
art.

a. message

b. tools utilized

€. motive

d. cognition

Take the full quiz on CourseMate.

\ )

5-2 Theories of Artistic
Development

Theories of artistic development attempt to explain
what, why, and how children create. The theories are
similar yet different. All theories of artistic develop-
ment attempt to do the same thing—explain a child’s
artistic development. Each, however, has a differ-
ent focus. Some theories do a more complete job of
explaining than others.

Why is theory of artistic development needed?
A theory provides the overall structure or founda-
tion for what we do with children. Different theories
suggest different educational practices. For example,
there is much debate about the roles of theory and
practice in the preparation of early childhood educa-
tors. We all want teachers who are competent practi-
tioners. Someone who is long on theory but short on
practice would not do well in the classroom. Our aim
is to translate theory into practice. A theory is our
road map, steering us to developmentally appropriate
practice. Theory justifies how, why, and what we do
with children.

Theories and explanations that attempt to explain
the development of children’s art can be grouped into six
categories: physical, emotional, perceptual, cognitive,
general developmental, and cognitive developmental.
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5-2a Physical Explanation for the
Development of Child Art

A physical explanation for the development of child
art holds that the content, process, product, and style
of children’s art are indicative of their limited physical
development. The young child has limited eye-hand
coordination, fine motor control, small muscle devel-
opment, manual dexterity, and visual acuity. Young
children mark aimlessly, scribble, and draw unrecog-
nizable shapes because they are physically incapable of
anything else. Young children’s drawing often appears
immature and unintelligible.

It is obvious that the physical development of
a young child does affect artistic expression (see
Figure 5-1). For example, one cannot expect a toddler
to draw a still life in realistic fashion. Yet a child may
simply choose to scribble or explore with the medium,
just as an adult chooses to doodle. Accomplished art-
ists who have mastered techniques of realism often opt
for impressionistic, expressionistic, or abstract styles.
Adult primitive art, with its simplistic quality, conveys
purposeful intent rather than limited physical develop-
ment and lack of coordination.

5-2b Emotional Explanation for the
Development of Child Art

An emotional explanation for the development of
child art holds that the content and style of children’s
art is indicative of their emotional makeup, personal-
ity, temperament, and affective state (see Figure 5-2).
Objects, emotions, people, and events of significance
are often emphasized in children’s artwork through
an exaggerated, distorted, and expressive use of color,

Figure 5-1 A child’s artistic expression is affected by
the child’s level of physical development.
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Figure 5-2 Children explore color and texture in their art.

size, shape, line, texture, and overall treatment. For
example, when a child draws her father as a superhero
caricature with bulging muscles, a huge red heart, and
a wide smile, this may signify love, respect, admiration,
and identification rather than distortion due to limited
physical development.

5-2c Perceptual Explanation for the
Development of Child Art

A perceptual explanation for the development of
child art holds that the content and style of children’s
art reflects their perceptual development. Perception
is influenced by the neurophysiological structure,
personality, and prior learning. The perceptual expla-
nation holds that a child draws what he or she per-
ceives rather than what he or she sees. The task of art
is to create the structural equivalent of the perceived
three-dimensional object on the two-dimensional
canvas. This is a monumental task for the artist,
regardless of age.

The development of child art provides support
for a perceptual explanation. The young child’s first
attempts at drawing are scribbles with a minimum of
line and shape; they gradually increase in complexity
and clarity. Some children, however, draw or paint
less than they actually see. For example, a child may
choose to paint the stripes of a tiger with wide, sweep-
ing strokes and ignore the head or other extremities.
It is also possible that the medium can limit expres-
sion of the perceptual image. For example, using a
wide-bristle brush dipped in watered-down paint
might limit the number of details that appear in a
painting. The size of the paper also influences what
fits into the picture.

© deﬁgage Learning



Deborah Teaches First Grade in an urban public school.
For the past two weeks, her class has been studying
reptiles. Deborah has live snakes and lizards in her
science center, and the children have enjoyed observing
the animals and drawing and painting them. This
morning, the class read a nonfiction book on turtles
and then discussed their life cycles, food sources, and
habitats. One little girl in the class, Inez, is concerned
when she learns that turtles lay their eggs and then walk
away. She asks, “But who takes care of the babies?”
Inez was horrified at the answer, “Nobody. They are

on their own as soon as they hatch.” This afternoon,
Deborah notices Inez at the easel. As Deborah watches,
Inez paints a series of yellow circles on her paper. Each
time she pulls the paintbrush around the paper to make
the circle, she comments to herself, “Now there goes

4 )

Brain Connection @

..............................................................................

Miller and Cummings (2007) have estimated that the
number of dendrite connections formed in a child’s
first five years of life is over 1 billion. It may be that
this over-production of neurons enables the child to
adapt during these early years. Processing language,
adapting to cultural and social norms, and learning
to tell right from wrong requires intense neurological
growth, strengthening the connections between
neurons. This rapid growth encourages discovery, play
exploration, and connection with others (Rushton,
Juola-Rushton, and Larking, 2010).

)

@ ft&E  5.0d Cognitive Explanation
for the Development of Child Art

A cognitive explanation for the development of child
art holds that the content and style of children’s art
is indicative of general intelligence and a function of
conceptualization. According to Coles (1992), a child
drawing is a child thinking. Children can draw only
what they know. One’s concept of an object will deter-
mine how that object will be represented. For example,
when one draws an apple, one’s concept of an apple is
determined by one’s experiences with its color, taste,
size, shape, and smell, and by related experiences in
picking apples, polishing apples, planting apple seeds,
climbing apple trees, paring apples, bobbing for apples,
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a turtle egg. Now there goes a turtle egg.” Then, Inez
awkwardly picks up two paintbrushes in each hand. Using
four colors, she covers the paper in broad up-and-down
strokes, saying “Now, cover 'em up, so they’ll be safe.”
When Inez has finished her first picture, she places it in
the drying rack and puts a fresh sheet of paper on the
easel. She repeats the process of painting yellow circles
and covering them with the muddy color. Perplexed,
Deborah says to Inez, “Tell me about your picture.” Inez is
silent for a moment and then responds without looking at
Deborah, “The mama turtle lays the eggs for her babies
and covers 'em up with dirt. Then she goes away and she
never sees her babies again.” Deborah realizes Inez is
upset about the mother turtle’s desertion of her young.
How should Deborah respond to Inez? What might she say
to comfort Inez or to build Inez’s understanding?

mashing apples for cider, and baking and eating an
apple pie. Observation of young children involved in
art supports a cognitive explanation. Young children
rely on memories, images, and experiences when they
draw or paint. Detailed drawings will reflect concepts
with which the child has had extensive experience.
Drawings can also illustrate misunderstandings or gaps
in a child’s knowledge (Brooks, 2009). For example,
it would be expected that an urban child will have a
less-developed concept of a silo, tractor, and barn than
a child living on a farm. The differences will appear
when each child draws a farm scene. The child living
on a farm will likely execute a picture with greater
detail and elaboration.

Goodenough (1975) developed the Draw-a-Man
test, a nonverbal measure of intelligence, now revised
as the Draw-a-Person test. It is assumed that the
child’s drawing of the human figure is a reflection of
that child’s concept of a person. Indices of conceptual
maturity include appearance of limbs and location,
size, and relationship of body parts (see Figure 5-3). If
a child has a well-defined concept of the human figure,
reflected in an accurate drawing with properly located
body parts, this would indicate a high level of intelli-
gence on the Goodenough measure. The problem with
this normative approach is its neglect of individual
differences, experiences, and motivational, attitudinal,
and environmental factors that can either foster or
inhibit concept formation. Ears may be particularly rel-
evant to a child with pierced ears. A child living in an
area where both genders sport long hair may be oblivi-
ous to ears. A related problem with the human figure
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Figure 5-3 Realism is not a concern for this young artist.

drawing test is that some children choose to omit body
parts out of whim rather than lack of knowledge. The
human figure drawn without ears may be simply the
result of creative expression and personal preference.
It is also possible that the child may have run out of
paint, patience, or interest. Test reliability and validity
are concerns.

Concept formation and perceptual analysis are
reciprocal processes. Knowledge of an object can
improve one’s ability to accurately observe its details.
In turn, careful observation can lead to increased
knowledge of the object.

5-2¢ General Developmental
Explanation for Child Art

A fifth explanation for the development of child art
is more global. It provides a general developmental
explanation that incorporates social, cultural, person-
ality, and environmental factors as well as elements
of former explanations. General developmental expla-
nations make use of a stage sequence approach in
attempting to explain the child’s artistic expression in
holistic fashion. Theories have given us ages and stages
to help understand a child’s artistic development. Like

Photo Courtesy of Jill Englebright Fox

theories, there are many stage sequences for the devel-
opment of children’s art. Knowing stages will help us:

o understand where a child is developmentally.

e set appropriate but flexible expectations.

e plan a developmentally appropriate art program.
°

develop a framework for evaluation and for parent
conferences.

e appreciate the processes and products of art during
the early years.

Kellogg’s Theory. Like all development, artistic
expression follows a predictable sequence, shifting and
changing as children grow. Development, however,
is fluid, meaning that children may move back and
forth between stages. Development is also individual,
and children develop at their own pace. Kellogg
(1969) amassed more than a million paintings and
drawings of children from the United States and 30
other countries over three decades. Her stages appear
in Figure 5-4.

According to Kellogg, some 20 basic scribble pat-
terns make up the first stage of development. These
basic scribbles are the foundation for future graphic
art, pictorial and non-pictorial. As the child proceeds
from scribbling to picture making, he or she passes
through stages: placement, shape, design, and pic-
torial. More specifically, the 20 basic scribbles are
subsequently drawn according to some 17 different
placement patterns by the age of two. By the age
of three, these diagrams or gestalts contain shapes,
including the circle, cross, square, and rectangle. One
basic diagram, the mandala, dominates the child’s
visual thinking and serves as a basic artistic referent in
future drawing. Children use mandalas to draw people,
flowers, and sun figures (see Figure 5-5). Gestalt psy-
chology has shown the mandala of a crossed circle to
be a universal pattern that the brain is predisposed to
utilize in all visual perception.

With the ability to draw diagrams or mandalas,
the child moves into the design stage. Two diagrams
are put together to make combines, or structured
designs (see Figure 5-6). Three or more united dia-
grams constitute an aggregate. Between the ages of
four and five, most children arrive at the pictorial
stage, in which their structured designs or aggregates
begin to represent objects. Kellogg likens the devel-
opment of stages in child art with primitive art. Her
normative approach supports the position that all
children everywhere draw the same things, in the
same way, at the same age. They draw what they know
how to make and not what they actually see (Beaty,
2002). The development of artistic ability in the indi-
vidual appears to recapitulate the artistic development
of the human species.
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Scribble Stage There are 20 basic scribbles

1. Dot @ 12. Zigzag/waving line

2. Single vertical line /\/\/\/M
3. Single horizontal line  —s— 13. Single loop ”ne/Q
4. Single diagonal line /
/ 14. Multiple loop |M
5. Single curved line
n 15. Spiral line @
16. Multiple-line overlaid circle 0

8. Multiple diagonal lines / 17. Multiple-line circumference circle o

18. Circular line spread out %}
10. Roving open line
J\_/—\/‘—/ 19. Single crossed line -’G/

11. R% 20. Imperfect circle Q

Placement Stage Two-three-year-olds

6. Multiple vertical line

7. Multiple horizontal line

9. Multiple curved lines

Scribbles become more controlled and the child becomes concerned
with placement. There are 17 different placements.

Some examples:

Y| g

All over Central Bottom/top

Diagonal Right/left Top/bottom quarter
Figure 5-4 Kellogg's stages.
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Shape Stage Three-year-olds

Former scribbles drawn at two produce overall gestalts or forms.
These gestalts or forms contain the following implicit shapes:

O+ XBAD

Later, the above implied shapes are drawn as single outline forms
called diagrams.

The Six Diagrams Three-year-olds

O+ X L

Circle Cross X Square Triangle Odd form
(and oval) (and rectangle)

Design Stage Three—four-year-olds

Two diagrams are united to form a combine.

For example: X 4 D - &
Examples of combines: :p: @ l% l ]

Three or more diagrams are united to form an aggregate

For example: %:-‘- +[J+ X

Examples of aggregates:

e gra\

Figure 5-4 (Continued)

|

st



Pictorial Stage Fourfive-year-olds

Their structured designs begin to look like objects that
adults can recognize.

The pictorial stage can be divided into two phases:
1. Early pictorial
2. Later pictorial

Figure 5-4 (Continued)

Photo courtesy of Robert Schirrmacher

Figure 5-5 An early mandala figure, or mandaloid.

Photo courtesy of Robert Schirrmacher
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Figure 5-6 Shapes combined into designs become
mandala figures or mandaloids.

-

Kellogg’s (1979) stages in drawing a human figure
are depicted in Figure 5-7.

Lowenfeld and Brittain’s Theory. Lowenfeld and
Brittain (1987) were interested in the creative and
mental growth of children. Their theory and stages
of artistic development are widely recognized and
accepted. The ages, stages, and characteristics appear
in Table 5-1.

Art Moves from Manipulation to Representation.
Children’s art does become more realistic over time,
and there is a general sequence or progression to their
artistic development. Very young children are in a
manipulative stage. The younger the child, the greater
the reliance on processing, exploring, making, doing,
or playing with art materials. During the first year of
life, tools are brought to the mouth, rather than placed
on the paper. Hand-to-mouth reactions are dominant
(Di Leo, 2003). Actions on objects are repeated, and
there is little concern for making something. At this
point, children are not drawing a picture, but are
developing skill in using art tools (Beaty, 2002). For
example, a child may simply squeeze and pound play
dough without trying to make something from the play
dough. Children begin to scribble around 13 months
of age. They enjoy watching their own movements
leave marks on a surface. They combine their five
senses and motor movements to engage in pleasurable
activity (Di Leo, 2003). Around age four, children
begin to draw tadpole figures which, though lacking in
details, still communicate the basic lines of the human
figure. Over the next few years, children’s drawings are
lively and playful with a strong sense of life (Crain,
2000). School-age children become very concerned
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1. Scribbling:

2. Drawing a single shape: O ‘ \ + ><

/

3. Combining single shapes into designs: g 3 Ctj -

4. Drawing mandalas, mandaloids, and sun figures:

5. Drawing a human figure with limbs and torso:

Figure 5-7 Kellogg's stages in drawing a human figure.

Table 5-1 Stages of Artistic Development by Lowenfeld and Brittain

Age (Years) Stage and Characteristics
11/2-4: I: SCRIBBLING: THE BEGINNINGS OF SELF-EXPRESSION
Scribbling is a developmentally and artistically important kinesthetic, manipulative, and expressive
behavior.
11/2-21/2: IA: DISORDERED AND RANDOM SCRIBBLING

large muscle, whole arm movements

e Kkinesthetic pleasure, pure processing

e whole-hand grip on marking tool

e may not look at paper while marking

e Qaccidental, random motoric mark making

e haphazard lines

e swing of arm coming in contact with paper results in mark

e uses shoulder motion

e may scribble beyond confines of paper

Based on Lowenfeld, V., & Brittain, W. L. (1987). Creative and mental growth. New York: Macmillan

(Continued)
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Age (Years)
1 1/2-2 1/2:(continued)

Stage and Characteristics (continued)

1A:

DISORDERED AND RANDOM SCRIBBLING

exploration—what can | do by moving these tools on paper?

lines made with simple movements

tight grip with rigid wrist position

2,21/2-3:

minimal movement with fingers in marking

: CONTROLLED SCRIBBLING

smaller marks, better control and organization

marking motions are repeated

uses wrist motion with greater control

stays within drawing area of paper

variety of lines and direction appear

better visual and motoric control over where to make lines

watches intently while scribbling

more intricate loops and swirls appear

3,31/2-4:

wider range of scribbles

: NAMED SCRIBBLING

spends more time mark making

gives names to scribbles

relates scribbles to things in environment

name of scribble may change in the process

holds marking tools with fingers, better fine motor control

greater variety of lines

increased concentration

more intentional placement of marks

awareness and intentional use of empty space

scribbles not matching the name or label given except to child artist

4-T:

moving from sheer physical expression to making marks that stand for something else by giving
them a name

: PRESCHEMATIC

A schema is a generalized symbol that represents a specific concept. For example, a child’s stick-
figure drawing is used to represent all people.

child’s first representational attempts

symbolic representation built up from former scribbles

appearance of recognizable geometric shapes

placement and size random and out of proportion

random floating spatial arrangement

may turn or rotate paper while drawing

distortion and omission of parts in human figure drawing

(Continued)



102 SECTION 2 Young Children As Artists: A Developmental View

Age (Years)

4-T:(continued)

Stage and Characteristics (continued)
1l: PRESCHEMATIC

e head-feet representation of human figure as in Figure 5-8

e over time, arms, body, fingers, toes, clothes, hair, and other details appearing

e objects drawn as isolated entities; no relationship

e art as personal self-expression rather than for public communication

e very personal idiosyncratic symbols

e can copy a square at age four, triangle at age five

e relative size appearing at end of stage

e child learning that what is known or experienced can be symbolically represented by mark making

e children drawing how they feel or think about an object, leading to omission, exaggeration, and distortion

e color used randomly, not realistically

e schemas or symbols beginning to be recognizable to others

e children enjoying talking about their art

e drawing things that are important, relevant, or personally meaningful, such as family, pets, or friends

7-9:

e objects drawn facing forward

: SCHEMATIC: ACHIEVEMENT OF A FORM CONCEPT

e form concept developed and repeated

e drawing reflecting a child’s concept, not perception of an object

e bold, direct flat representation

e two-dimensional spatial representation

e baseline appearing to portray space

e skyline possibly also appearing at top

e drawing reflecting what a child knows

e subjective portrayal of space

e X-ray drawing appearing simultaneously, showing exterior and interior view

e representation of space showing a frontal and aerial view depicted simultaneously

e human figure made up of geometric shapes repeated and refined

e detailed and decorative

9-12:

12-14:

14-17:

e move to greater conformity or stiffness in drawing things the way they should be

IV: DAWNING REALISM: THE GANG AGE

There is a greater awareness of details. Older children are more self-conscious about their art. The
plane replaces the baseline. Objects are drawn smaller and less distorted.

V: PSEUDONATURALISTIC/REALISTIC DRAWING

Young adolescents are very self-critical of their drawing. Detailed human figures with sexual character-
istics appear. Cartoons, caricatures, and action figures are also popular. Depth and proportion appear.
End of spontaneous art.

VI: ARTISTIC DECISION: ADOLESCENT ART

For some adolescents, natural artistic development does not extend beyond the former stage unless
they are given further instruction. Some pursue naturalistic style, while others use art for a personal
statement. They may copy an artistic style in forming their own personal style.




that their art achieve photographic realism (Gardner,
1980). They are in the stage of representation and work
hard at making their art recognizable to others. It is at
this point that many children are frustrated with their
inabilities to achieve photographic realism and become
reluctant to engage in art.

In sum, developmental explanations, including
Kellogg and Lowenfeld and Brittain, use some form
of stage sequence to account for the development of
child art.

LEELY Artistic Development and the Environ-
ment. In viewing the child as a whole, developmental
explanations also recognize physical, social, emotional,
perceptual, and cognitive factors that influence artistic
expression. Yet a general developmental explanation
must also account for various factors in tracing
the development of child art. Culture and religion
may affect a child’s drawing ability, depending on
whether or not the culture values art. A child with
an unfulfilled need for acceptance may draw realistic
pictures in order to win the praise of a teacher.
Environmental factors include home and family who
may punish a child for manipulating, experimenting,
exploring, and getting messy. A normative comparison
could label this child uncreative or developmentally
delayed in artistic expression without allowing for
environmental effects.

Figure 5-8 Preschematic art: head-feet representation
of the human figure, or a sun figure, according to Kellogg.

Photo courtesy of Robert Schirrmacher
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5-2f Cognitive Developmental Explanation
for Child Art

An explanation that incorporates the best of cogni-
tive and general developmental explanations would
account comprehensively for the development of child
art. Because most early childhood educators have been
educated in Piaget’s theory, it is practical to examine
his theory and its relationship to child art. A compre-
hensive theory that explains all sectors of child devel-
opment would be more useful than separate theories
that explain different behaviors.

Piaget on Child Art. What can Piaget tell us about
children’s art? His theory and stages of intellectual
development claim to be comprehensive, encompassing,
and universal. Artistic expression is, at least in part,
a cognitive activity. It follows that a cognitive
developmental theory such as Piaget’s should explain the
development of child art. The task, however, is a difficult
one, because Piaget himself believed it is more difficult
to establish regular stages of artistic development than of
mental functions. He notes that general development is
one of progression, whereas artistic development is one
of retrogression. The artwork of the young child appears
more creative than that of the older child. In reviewing
the theories of children’s artistic development, it appears
that Piaget accounts for physical, emotional, perceptual,
cognitive, and individual factors within his cognitive
developmental framework.

Piaget’s theory is cognitive in that his interest was
in how children think. It is developmental in that his
focus was on how children’s thinking changed over
time. He believed all children progress through four
major stages of development, which proceed in invari-
ant sequence. Cognitive development proceeds from
sensory motor, concrete activity to symbolic, higher-
order conceptual functioning.

Piaget holds drawing to be a form of symbolic func-
tions and, as such, a representational activity that is
considered to be halfway between symbolic play and the
mental image. It is like play in its functional pleasure and
autotelism (assimilation), and it is like the mental image
in its effort at imitating reality (accommodation). The first
spontaneous attempts at artistic expression can be seen as
endeavors to reconcile the tendencies inherent in sym-
bolic play and those that characterize adapted behavior.
Through drawing, the child attempts to simultaneously
satisfy the need for assimilation and to adapt to objects
and others through accommodation. According to Piaget
and Inhelder (1969), the very first form of drawing does
not seem imitative but is more like pure play. It is this play
or scribbling that toddlers do when given a pencil, crayon,
or marker. Soon, however, the young child recognizes
forms in these aimless scribbles and tries to repeat them
from memory. There may be little or no likeness between
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Table 5-2 Stages of Art Compared with Piaget’s Stages of Cognitive Development

Piaget’s Stage

Sensory motor (0-2) Scribbling (2)

Kellogg's Stage

Lowenfeld and Brittain’s Stage

Preoperational: (2-7)

e Preconceptual (2-4)

Placement (2-3)

Scribbling (2-4):

e disordered and random

e controlled
e named
Shape (3):
e gestalts
e diagrams
Design (3-4):

e combines

o aggregates

e Intuitive (4-7) Pictorial (4-5)

Preschematic (4-7)

o early

e Jlate

Concrete operations (7-11)

Schematic (7-9)

Dawning realism (9-12)

Formal operations (11-adult)

Pseudorealism (12-14)

Artistic decision (14-17)
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these scribbles. As soon as this intention exists, Piaget and
Inhelder believe, drawing becomes imitation and image.

Lowenfeld and Brittain’s stages of artistic develop-
ment parallel Piaget’s stages of cognitive development.
A comparison of Piaget with Kellogg and Lowenfeld
and Brittain is found in Table 5-2.

Gardner on Child Art. Howard Gardner (1980), an
insightful observer of children’s creative development,
wondered what happens to the spontaneity of early
creativity during the elementary years. Further, he asked
what would promote continued artistic development.
Research convinced him that creativity has distinct
forms and different needs during three different
developmental phases that extend into adulthood.

In the first stage, preschoolers are instinctively cre-
ative, delighted with music, art, drama, and language.
Gardner (1980) observed that the expressiveness of
their paintings and drawings had much in common
with those of talented adults using ideas or images
in fresh, unusual ways. A child begins making marks
during the second year of life. The child at age two
grabs a marker and scribbles enthusiastically on every
surface. A three-year-old produces a vast array of geo-
metric forms. The child is establishing a vocabulary of

lines and forms, the basic building blocks of a graphic
language. The four- and five-year-old ceaselessly creates
and re-creates representations of objects, often rec-
ognizable to others. The “tadpole man” appears. The
child’s drawing of a person is seemingly represented by
a tadpole with two legs emanating from a large head.
The preschooler evolves fixed patterns, or schemas, for
example, house = square with triangle on top. A peak
of artistry is achieved at the end of the preschool years.
Drawings by preschoolers are characteristically color-
ful, balanced, rhythmic, and expressive. The drawings
of young schoolchildren are often their most striking
creations: vibrant, expressive, and exhibiting a strong
command of form and considerable beauty. Gardner
adds that children’s drawings can be said without exag-
geration to undergo a complete life cycle of their own.

During the second stage, around age seven, how-
ever, the pattern shifts. Children’s imaginations appear
to get stuck, and they stop engaging in creative process-
ing in favor of a preoccupation with language, games,
or peers. Free graphic expression is replaced by a strong
determination to achieve photographic realism in draw-
ing. Gardner observed 8- through 10-year-olds searching
for literal meanings rather than metaphors. Many prefer
to copy or collect pictures rather than create their own.



What has happened in the course of a few years?
Some blame schools and families for the strong message
children receive to conform and think convergently.
There is another explanation. The period of literal think-
ing with its emphasis on following the rules is also oper-
ating at this time. After being so imaginative during the
early years, children in this second phase think differ-
ently. Because art is a cognitive pursuit, it is not surpris-
ing that the nature of their art production also changes.

The third stage, around ages 15 to 25, brings a
convergence of abilities to plan a creative project,
implement it, and evaluate it. While most people are
mastering fixed information or skills in a chosen field,
the creative individual stands out as one who continues
to take risks, attempt new projects, and preserve indi-
viduality. By ages 30 to 35, these patterns are even more
evident. Gardner (1980) speaks of a U-shaped curve in
artistic development. This means that some important
aspects of artistry emerge early in a child’s life only to
go underground during a period of middle childhood.
It is during this period that decisions are made by the
individual either to move forward and grow artistically
through specialized training or refinement of an indi-
vidual style, or to forgo art altogether.

Did You Get It?

To understand a child’s artwork, you must
analyze several components or states. Which
measurement is influenced by the child’s
neurophysiological underpinnings?

a. emotional

b. perceptual

€. motivational

d. physical

Take the full quiz on CourseMate.
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5-3 Schirrmacher’s Stages:

A General Overview of
Artistic Development (Birth to
Age Eight)

Robert Schirrmacher has attempted to combine the
different stages of artistic development suggested by
Kellogg, Lowenfeld and Brittain, and others into one
workable general sequence. The levels or stages are
overlapping, and ages are approximate. Schirrmacher’s
sequence of early childhood art follows.

5-3a Manipulating the Media: Scribbling
and Mark Making (one to two years)

The first art experiences of very young children are
purely sensorimotor actions resulting in scribbles. They

Photo courtesy of Robert Schirrmacher
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approach crayons, markers, and play dough with the
intent of exploring their properties and discovering
what can be done. The very young child lacks fine
motor control and eye-hand coordination. Scribbles
or vague marks appear random and haphazard to the
adult but wonderfully attractive to the young artist who
made them. Scribbling is nonverbal self-expression.
Scribbling has sensory appeal in that children see the
marks they make as they move the tool across the
paper. Look what I made happen, thinks the young
artist. Toddlers move from random scribbling to mak-
ing scribbles, which are more controlled, deliberate,
and pronounced. Circular strokes are repeated, and
crayons are moved horizontally or vertically back and
forth, making lines that cross and intersect. Some lines
and circles are repeatedly traced over. Scribbles become
more purposefully placed rather than extending beyond
the paper and onto the table. Scribbles may be named,
although there may be no connection between the ver-
bal label and the graphic symbol (see Figure 5-9).

Figure 5-9 Scribling or mark making produce very
personal symbols and designs.
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5-3b Making Shapes, Outlines,
Designs, and Symbols That Have
Personal Meaning (two to four years)

Young preschoolers work at refining their circles, ovals,
lines, and attempted geometric shapes. Lines cross or
enclose space forming squares, triangles, and rectan-
gles. A cross enclosed by a circle forms a mandala. Chil-
dren progress from mandalas to suns to stick figures.
Single and repeated round and linear marks become
a circle that represents the sun. A sun with facial fea-
tures, including eyes and a mouth, becomes a face. A
circle or sun-face with radiating lines develops into a
person with arms and legs radiating from the round
face. Because infants are intrigued by the human face,
it is no surprise that the human figure is first drawn
as all face. This stick figure is a schema, a generalized
symbol or form concept that will be used to represent
any and all human figures, regardless of age, gender, or
build. Animals develop from this human figure. They
are vertically or horizontally portrayed as the human
with a tail or animal ears. A square becomes a schema
for any and all buildings. A circle atop a vertical line is
the “lollipop” schema used to portray trees and flow-
ers. Eisner (1982) would call these examples of picto-
graphs, or simplified flat, two-dimensional shapes. The
child adds, omits, distorts, exaggerates, or streamlines
these very personal symbols. The result is an abbrevi-
ated form with little concern for actual color, shape, or
size. Spatial arrangement is random, and the child may
simply rotate the paper to fit objects. The very personal
symbol or design may not be recognizable to observ-
ers. Children in this stage are still very much process
oriented. They delight in playing with colors, shapes,
and forms. They enjoy talking about their creations but
may walk away from or discard their products, indicat-
ing their relative love of processing.

5-3c Pictorial Art That Is Becoming
Recognizable to Others (four to
six years)

Older preschoolers and young school-age children
become concerned with creating art that looks like
something. They may plan their art in advance and
use details to polish their products. Pictorial art is a
stage in the development of children’s art when their
art is becoming recognizable to others, although color,
shape, size, placement, proportion, and perspective are
arbitrary. A purple dog may dwarf a green cow, both
of which appear to be floating in the sky. Colors are
used emotionally, reflecting their relationship to the
symbols rendered. Triangles and squares mastered in
the prior stage are now combined into houses, which
appear to float in space. Later they will rest at the bot-
tom of the paper or on a drawn baseline.
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Figure 5-10 An early attempt at representing the
human figure.

Over time, houses are decorated with geometric
shapes, including a rectangular door, square windows
with parted curtains, and a smoking chimney drawn
parallel to the roof line, defying gravity. Facial features,
body parts, and clothing are added to the human fig-
ure. Some personally important parts like the head,
eyes, smile, and belly button tend to be exaggerated.
If a child’s father has a beard, he may be given one in
the picture. Figure 5-10 appears distorted as a claw is
used to symbolize hands. Some children will choose
to simply eliminate body parts such as the neck and
shoulders. During this stage, some children become
interested and even obsessed with producing multiple
products. They will draw a favorite subject over and
over again. Their desire to simultaneously portray the
inside and outside of objects, for example, the exterior
of a plane in a storm and interior with pilot and pas-
sengers, leads them to make “X-ray drawings” reflecting
what the child knows rather than how it appears in
reality. Children in this stage lack the control, coordina-
tion, and skill necessary to realistically represent their
three-dimensional world on a two-dimensional canvas.

5-3d Realistic (school-age, five to
eight years)

School-age children want things to look right—to
draw and paint things the way they appear in reality.
They strive for photographic realism (see Figure 5-11)
and seem dissatisfied making abstract or nonrepresen-
tational art. Nonrealistic art is relegated to younger
children who scribble. School-age children work on
size, placement, shape, color, perspective, proportion,
depth, shading, and the use of details to capture reality.
Rather than floating in space, a house rests on a lower
baseline, and the sky and sun inhabit a top baseline.
Things in the distance are drawn smaller and set back,
giving the illusion of depth and perspective. School-
age children develop, repeat, and refine symbols that
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Figure 5-11 The older artist strives for realism.

can often be categorized by gender. Generally, boys
draw male superheroes, vehicles, and sports events.
Generally, girls draw female superheroes, princesses,
horses, and unicorns. With increasing age, children
become self-critical and succumb to peer pressure,
internalizing hurtful comments that focus on their
artistic shortcomings. The few who receive guidance
and specific instruction will continue to engage in
art. Others pursue impressionistic, expressionist, and
nonrealistic art. Unfortunately, too many will close the
door on their short-lived artistic and creative career,
concluding they are uncreative and untalented in art.

Did You Get It?

According Robert Schirmacher’s model of
artistic development, the artistic outcome
of children up to two years of age is
characterized by marking and scribbling,
primarily because of
a. undeveloped fine motor control and eye-
hand coordination.
b. emotional immaturity.
c. lack of motivation and goals.
d. inability to concentrate on anything more
detailed.

Take the full quiz on CourseMate.

R & 5-4 Painting

Painting is a pleasurable, messy, and creative art activ-
ity. It allows children to plan; to make decisions about
their subjects, colors, and placement; and to work on
their own. Not all children will have had experience
painting before coming to school. Painting will be a
popular activity. For these reasons, painting should be
made available every day. Some children panic when

Photo Courtesy of Jill Englebright Fox

© Cengage Learning

CHAPTER 5 Children’s Artistic Development 107

they see only one or two easels and fear that they will
never get a turn if painting is allowed only once a day
for a short period of time (see Figure 5-12).

Generally, painting involves the use of tempera or
watercolor paints. Tempera paints are opaque and give
a smooth, flat covering of intense color. They are water
soluble, and adding water will dilute them and dull their
intensity. Adding coffee grounds, salt, or sand along
with white glue to paint gives it a rough, coarse, gritty
texture. Adding sugar will give it a sparkling appearance
when dry. Adding sawdust will give it a thick, lumpy
texture. Adding white glue to paint thickens it.

Tempera paints come in both liquid and powder
form. The liquid form is more expensive but comes
ready to use. The powder form is more economical but
must be mixed with water. Powdered tempera paints
are not recommended for children under the age of
12 (see page 73 and the “warning” on page 109). Pow-
dered tempera creates inhalable dusts, and some colors
contain toxic pigments, preservatives, and additives.
Wear a mask when preparing the powder, and do not
mix it in the presence of children. When your supply
of powdered tempera is depleted, switch to liquid tem-
pera for the sake of child safety.

The authors suggest starting beginning painters
with the primary colors and buying red, blue, yellow,
black, and white paint in bulk. Mixing colors to pro-
duce other colors, shades, and tints adds an element

Figure 5-12 Easel painting with a friend.
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of science to painting activities. Remember to buy and
use only lead-free, nontoxic paint. Adding a little liquid
dishwashing detergent to tempera paint will make it
bubbly and easier to wash off hands and out of clothes.
It will also help paint adhere to slick or glossy surfaces.
Inexpensive plastic paint jars are a good investment
for your classroom. Look for resealable lids that open
to a second lid with an opening for dipping the paint-
brush. The lids will minimize mess and waste from spill-
age and allow you to store unused paint at the end of an
activity. Individual paint jars can be stored in a plastic
tub to keep them from tipping over. Make sure the lids
are tightly closed, and store them in a cool place.
Watercolor paints are transparent and allow for
layering colors. Children should have experience with
tempera before graduating to watercolors. Still, children
never outgrow their interest in tempera painting. There
are many different painting arrangements, including:

standing at an easel—This position allows for whole-
arm strokes and total body involvement. It allows
for the use of long-handled brushes. Easel painting,
however, does have its drawbacks. Given the slant
or angle, paint tends to run and drip down. This
frustrates some children who expect liquid paint
to defy gravity and stay put where they place it.
They expect it to act like a marker or crayon. On
the positive side, easels encourage verbalization
and socialization between painters, especially if
the easels are placed side by side.

seated at a table—Children can also paint on a flat sur-
face while seated at a table (see Figure 5-13). This
placement keeps paint from dripping and allows
layers of paint to be built up. Usually a table can ac-
commodate several painters at one time. Children
can use short-handled brushes, as in watercoloring.
Paint will be more controllable, but the amount of
arm and body movement will be restricted.

Figure 5-13 Two young painters at work.

© Cengage Learning
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standing at a table—This position allows for whole-
body movements while painting on a flat surface.
Whereas four children can sit down and paint
at the same time, only one can stand and paint
at each end of the table. This position is highly
recommended, although standing for a long pe-
riod of time while painting tires and bores some
young children.

on the floor—Painting on the floor provides a flat sur-
face, although this position also restricts whole-body
movement. It is hard to involve the bottom torso
when one is kneeling. Children, including those
who are physically challenged, enjoy sprawling on
the floor and may find this position comfortable.

outdoors—Use any of the above arrangements to
paint outdoors.

Although painting while standing at a table or easel
is highly recommended, it is wise to give children
experience painting at a variety of different angles and
placements.

WARNING
The reader has been previously warned about
using tempera powder with young children. It is
important to use up remaining tempera powder
and order only liquid paint in the future.

5-4a Brushes

There are many different types of brushes recom-
mended for painting. Long-handled brushes with flat
bristles are called “flats.” They produce wide strokes.
Brushes with rounded and pointed bristles are called
“rounds.” They produce narrow lines and strokes.
Long-handled brushes are good for easel painting,
when a child stands a short distance from the paper.
Short-handled brushes are often used for painting while
seated at a table, where the distance between artist and
paper is minimal. Children who are exposed to brushes
of varied sizes, types, and textures are more likely
to experiment with different techniques (Lasky and
Mukerji-Bergeson, 2003). Buying flats, rounds, and both
short- and long-handled brushes encourages a variety
of paint strokes. Brush tips are made of red sable, camel
hair, bristle, natural materials, and synthetic materi-
als. A moderately expensive brush with stiff bristles is
a good investment. The bristles will hold up to thick
paint and will not fall out with the first washing. Never
use a brush to mix paint. Instead, use a stick or spoon.
Consider the following for painting activities:

bath brush—for easel painting

bowl brush—new, not used, for easel painting

dish pom-pom—for a novel paintbrush (see
Figure 5-14)
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Figure 5-14 Dish pom-pom painting.

easel—long-handled for painting while standing at
the easel

feather duster—for interesting effects while easel
painting
foam-head brush—for innovative painting

household brushes—an array of inexpensive house-
hold and paintbrushes found at discount stores is
also recommended

makeup brushes—provide nice variety for the older
artist

nail brush

pastry brush—for painting while seated

scrub brush—for large, vigorous, sweeping strokes
shaving brush—stubby handle is easy to grip

short-handled brush—for painting while seated or
close up at easel

silverware sorter or tray—to sort and store brushes
spoon rest—for holding wet brush while painting

stencil brush—short-handled with stiff bristles for
dabbing and small strokes when making a stencil

toothbrush—for general painting, stencil, and spatter
printing

varnish brush—wide, inexpensive, found at discount
stores

watercolor brush—short and thin, with pointed
bristles

Brushes can also be homemade. Clamp a small sponge
with a pinch-type clothespin and use as a brush. Cot-
ton swabs can be tied with string or yarn and used for
dabbing paint.

Brushes need to be washed soon after each use,
preferably before the paint becomes dried and crusty.
Rinse out excess paint. Add a small drop of liquid deter-
gent and gently wash the bristles. Rinse thoroughly
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Hints

Add a drop or two of oil of cloves or oil of winter-
green to prevent spoilage if you mix paint days in
advance.

Finger paint can be made by:

» adding liquid laundry starch to tempera or food
coloring.

» mixing wheat paste (wallpaper paste), water,
and tempera paint until smooth.

» mixing liquid starch, soap flakes, and tempera
paint.

» adding small pieces of finely ground colored
chalk to paste. Add a few drops of water if
too stiff.

To mix powder paints: Pour powder through a
funnel into a paint container. Mix with enough
water to form a thick, creamy liquid. Aim for the
consistency of yogurt. Test on paper. It should
not run. Add more water if too thick, more pow-
der if too thin and runny. A recommended ratio

is two parts tempera powder to one part water.
Add a few squirts of liquid dishwashing detergent
to aid cleanup. Shake or mix well until smooth
and creamy.

To mix liquid paints: Place a spoonful in a container.
Slowly add water. Test on paper. Add more water if
still too thick, more liquid paint if too thin and runny.

An extender such as bentonite reduces paint cost
and gives the desired consistency. It also can

be added to tempera to make finger paint. Other
extenders can be made by mixing flour or cornstarch
with water; cornmeal will produce a different texture.
Soap or detergent powder will also thicken paint.

Liguid starch makes the paint creamy and results
in a glossy finish. Too much starch causes flaki-
ness when the paint dries.

The following procedure is recommended when
children paint at the art table: Place an absorbent
paper towel at the bottom of a Styrofoam™ tray
and add paint. The towel works as a blotter, absorb-
ing the paint but providing just enough color when
touched by a brush. It also facilitates cleanup.

Make your own no-spill paint containers. Trace the
top of a small, empty juice can onto a sponge. Cut
out the inside circle. Slide juice can through the
sponge. Cut the sponge to snugly fit inside the
easel tray. The sponge secures the paint container
and catches paint drips.
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with warm but never hot water (hot water will melt
the glue that holds the bristles in place). Squeeze out
excess water. Reshape bristles to their natural shape
(e.g., twirl a watercolor brush into a pointed shape).
Let air dry. Always store brushes with handles down
and bristles up. Tall, thin potato chip cans are ideal for
brush storage.

A brush is not the only tool for painting. Also,
there is no reason to use only one brush at a time.
Children can paint with a brush in each hand or with
two brushes tied together. Keep in mind that, although
these tools may encourage interesting effects, their
use encourages sensory exploration rather than artis-
tic self-expression. Therefore, painting with gadgets
should not be a substitute for painting with brushes
(Lasky and Mukerji-Bergeson, 2003).

5-4b Painting Surfaces

Children do most of their painting on paper. It is
important to provide paper in a variety of colors,
shapes, sizes, and textures. Children can explore paint-
ing on paper that is wet as well as dry. Painting on
damp paper will provide an effect similar to that of
watercolors. The colors will bleed and blend. The edges
will be soft, with many creative accidents as paint runs
together to form unusual shapes. Allow time before
adding too many colors, which may all run together
and form a dark blot.

5-4c Easel and Art Surfaces

art storage and easel—a long, double-sided easel with
room for four children and shelves for storage;
commercially available, but fairly expensive.

chalkboard—for use with chalk.

double- or triple-sided easel—self-standing with paint
rack.

easel clips—two clips to hold the upper corners; large
paper clips or clothespins will do. Make sure chil-
dren can work them.

messy tray—a plastic self-contained area for one fin-
ger painter. A large cookie sheet will also do.

see-through easel—acrylic, plastic or Plexiglas®, trans-
parent, see-through, wipe-off surface.

wall easel—a board attached to the wall that swings
out when in use and stores flat against the wall
the rest of the time. A real space saver and a
good project for a volunteer parent/grandparent/
carpenter.

Easels are an expensive but good investment. Stand-
ing easels allow for whole-arm sweeping strokes. Make
sure the easel is at the child’s height. Paper should be
placed in front of the child’s chest and within easy
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Hints

Trim the edges of inexpensive foam paintbrushes
into shapes and designs.

Bristles on brushes will split and spread over time.
Carefully use a razor blade to trim jagged edges or
stray bristles.

Insert a small paintbrush into a hair roller or ball of
clay. This will provide a larger, graspable surface for
the child with limited fine motor coordination and
control.

reach, neither too high nor too low. Saw off the legs
of the easel if necessary. Actually, a minimum of two
easels should be provided for a large group of children.
Having too few easels makes children anxious and con-
cerned that they will never get a turn.

Remember to use easel clips or clothespins that the
children can work by themselves. Some teachers prefer
to place several pieces of paper at each easel in the
morning. This eliminates continual restocking of paper
at the easel. Also, remember to place some form of
covering under the easel. Newspaper is easy to come by
and recyclable. An old washable throw rug, however,
not only protects the floor but also is more attractive
and comfortable to stand on.

5-4d Painting Precautions

Remember to roll up sleeves, remove sweaters, and use
smocks. Provide one brush or painting tool for each
color. Do not fill paint jars full. Full jars add to the drip-
ping and mess. Instead, fill jars less than half full and
add paint as needed. Try to use clear containers so chil-
dren can easily see the paint colors. Glass jars are clear
but potentially dangerous. Fairly large, see-through
plastic cups or containers are ideal. Encourage children
to keep paints and brushes to their left and paper to the
right. This will reinforce the left-to-right progression so
crucial to later reading and writing.

How many colors should be provided? Some
believe beginning painters need only one color until
they have learned the basic processes involved in hold-
ing a brush, dipping for paint, wiping excess, position-
ing on paper, and making strokes. Others begin with
two. The authors recommend providing the three pri-
mary colors. Additional colors will appear on the can-
vas through accidental or purposeful mixing. They can
also be mixed using the palette method. Containers of
white and black will help children lighten or darken
colors. There is no one right answer to the opening
question. Those who stress technical skills will recom-
mend only one color. Those who stress the importance



of color mixing and creative expression would provide
two or more. Five would be the maximum. More is not
necessarily better when providing colors of paint. The
same holds true for the number of crayons in a box.
Children can be as creative with the basic 8 as they can
with an overwhelming 64.

Painting is a messy activity. Remind children to
scrape the side of the brush on the inside rim of the
jar before they remove it from the paint. This will
help eliminate dripping of excess paint. Encourage
children to replace each brush or painting tool in its
designated container. Mistakes will happen. Be sure to
rinse brushes thoroughly to avoid unwanted mixing of
paints. Children should wash their hands before taking
off their smocks. This will avoid smearing of paint on
skin, hair, and clothing.

5-4e¢ Paint Palette

Children who have had some experience in color
mixing can be introduced to painting with a palette.
An aluminum pie plate, frozen dinner tray, or plastic
lid is recommended. Children take blobs of mixed
paint and mix their own colors, shades, and tints
on their palette. Always have the primary colors and
white and black available. Children need their own
brushes for color mixing on the palette. They also
need a cup of water for cleaning the brushes between
color mixings.

5-4f Personally Expressive Art
Activities

Following are some personally expressive art activities
for painting.

Infant, Toddler, Preschool, Kindergarten, and
School-Age Activity: Hand Painting. Finger painting
is an activity not usually offered at home. Finger
painting is an inaccurate term. The activity, which
involves much more than merely spreading paint
with the fingers, should more accurately be called
hand painting. The whole hand and arm should be
involved. Hand painting is messy but developmentally
appropriate. There is no brush to separate the artist
from the paint. Children enjoy the cool, slimy texture.
It gives them an opportunity to get messy without
fear of reprimand. It is an activity that should be
provided on an ongoing basis. Some children will be
reluctant. They may fear their clothes will get dirty or
their parents will be angry about the mess. They will
need time. Seeing other children and their teacher
engaging in hand painting may reassure them. A child
should not be forced to do hand painting against his
or her wishes.
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When hand painting, children should be encour-
aged to get fully involved by using the following:

front or palm of the hand—for wide strokes.
back of the hand—for wide strokes.
side of the hand—for long, thin strokes and zigzags.

fingertips and joints of the fingers—for dabbing
marks.

fingers, front and back—for long marks.
thumbs—for round marks.
knuckles—for a series of marks.

fingernails—for fine lines that etch through the
paint.

fists—for massive marks and round swirls.
wrists—for massive marks.
hand with fingers spread wide—for handprints.

whole arms, toes, and feet—best done outdoors on
a warm day.

As with brush painting, sleeves need to be rolled up and
sweaters removed to encourage freedom of movement;
smocks should be worn. Hand painting while kneeling
or sitting on the floor restricts movement. Hand paint-
ing while standing at a table is recommended. It allows
children to use large arm muscles more freely, reach all
over their papers, and have a better view of what they
are doing. Standing up also keeps one’s smock from
dangling in the wet paint. Older infants might be held
in an adult’s lap or might stand at a very low table.
Infants should be monitored carefully to ensure that
they don't attempt to taste the paint.

Music sets the mood for finger painting. Slow
music encourages lazy, smooth strokes. Fast music
encourages rapid, swirling lines.

Shaving cream can be used with older children. It
is thicker than most finger paints, and children enjoy
the texture. Remind them that it is not whipped cream
and is not edible. Squirt a glob for each child and spray
water to dilute.

Hand painting should be done on paper with a
glossy or glazed surface. Finger-paint paper is commer-
cially available but fairly expensive. Slick cardboard,
shiny shelf paper, gift boxes, magazine covers, or a
nonstick baking sheet can also be used. Add liquid
detergent to the paint and do hand painting directly
on a Formica® tabletop. Lay a sheet of paper over the
table, rub gently, and take a print of the hand painting.
This will please children who want to save what they
made. Adding vinegar to the wash water will help clean
the tables.

Begin by giving each child a piece of paper. The
papers can be laid out glossy side up and sponged
down with water first or occasionally squirted with
a pump sprayer. Begin with primary colors. Add one
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teaspoon of paint. Paint that is applied too heavily will
crack or chip when dry. It is difficult to manage hand
painting with a large group. The first child may finish
before you have given paint to the last child. It may be
easier and less stressful to do hand painting in small
groups. This allows you to observe and interact.
Encourage children to use both hands to spread the
paint. Squirt with water if the paint becomes dry. Add
a second color. Over time the colors will be thoroughly
mixed. Mixing red and blue will make purple. This
may be the time to stop. You may want to add yellow
or white to lighten it if the children want a third color.
Placing the paper flat on newspaper to dry will result
in a curled picture. When the picture is thoroughly dry,
turn it over and press it flat with a warm iron. Or place
the paper on a larger piece of newspaper before paint-
ing. Some paint will stick the paper to the newspaper,
resulting in less curling when dry. Check the book’s
Website for a list of recipes for making finger paint.

Preschool, Kindergarten, and School-Age Activity:
Whipped Soap Painting. Whipped soap is thick and
good for making snow scenes on black construction
paper, white hearts on red, or designs on wax paper.
Follow the “Whipped Soap Paint” recipe from earlier
in this chapter. A few drops of food coloring can also
be added.

Kindergarten and School-Age Activity: Etch a
Painting. Place tinfoil over a piece of cardboard. Tape
it on the back. Children enjoy working with tinfoil.
Add Ivory® soap flakes to the paint to help it adhere to
the slick surface. Use only one color of paint over the
tinfoil background. Let the paint dry. Use a craft stick
to carefully etch or scratch a picture through the dried
paint. Etching too hard will tear through the tinfoil.
The result will be an outline of a picture in shiny silver.

Preschool, Kindergarten, and School-Age Activity:
Mirror Painting. Provide handheld or full-length
mirrors. Children use tempera paints and brushes to
paint facial features and clothing. They could also draw
with water-based markers. When done, children wash
the mirror, using warm, soapy water, and towel dry for
the next person.

Toddler, Preschool, Kindergarten, and School-Age
Activity: Mural Painting. This is a good outdoor group
activity. Tape a long, wide, heavy length of butcher
paper to a fence. Use plenty of masking tape so the paper
will not tear or fall down. Place containers of paints and
brushes at intervals along the length of the fence. Small
tables or sturdy cardboard boxes work well as paint
stands. This activity allows for the participation of many
children at the same time. A variation of this activity is
to provide small paint rollers instead of brushes.
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5-4g Sensory Exploration Activities

Following are some sensory exploration activities for
painting.

Preschool, Kindergarten, and School-Age Activity:
Etched Hand Painting. Objects such as a comb,
a paper clip, a fork, a key, or a notched piece of
cardboard can be pulled and swirled through the wet
hand painting. This will produce an interesting etched
design. Still, these are merely accessories and do not
replace the active processing with both hands.

Infant, Toddler, Preschool, Kindergarten, and
School-Age Activity: Hand Painting Print. Children
who are process oriented may not need expensive
finger paint paper. They can finger paint directly on
a tabletop, tray, or cookie sheet. Older infants (9-12
months) will enjoy tabletop painting but must be
closely supervised to make sure they do not put paint
in their mouths. If children choose to save what they
have created, slowly lay a sheet of paper on top and
gently lift up. A print of their finger painting results.
This saves on the cost of buying expensive finger
paint paper. It also cleans the table. Check the book’s
Website for directions on doing this activity with
shaving cream.

Infant, Toddler, Preschool, Kindergarten, and
School-Age Activity: Water Painting: Where Did My
Picture Go? Children need something to put on their
painting tools, but not necessarily paint. Most young
children enjoy painting with water. They may have
done it at home in the bathtub, or on the pavement.
It is a good introduction to using a brush and is highly
recommended as an outdoor art activity. Provide old
household brushes and plastic pails of water. Painting
caps and old painting clothes (e.g., coveralls) may help
ease them into the role of painter. Children can paint
cement, brick, trees, outdoor non-rusting equipment,
and windows. Food coloring can be added, but it will
streak the surface being washed.

Preschool, Kindergarten, and School-Age Activity:
Roll a Line Design Painting. Find a lid from a box.
Cut paper to fit in. Mix paints. Provide items that roll
such as toy cars, small balls, or beads and marbles.
Carefully dip them in paint and place them in the
box lid. Encourage children to tilt, tip, and move the
lid to get the items rolling in different directions. Dip
them in more paint if needed. The result will be a criss-
crossed linear effect. Using a round frame such as a
Frisbee®, pie tin, or cake pan provides a contrast to the
linear design of the box lid.

Preschool, Kindergarten, and School-Age Activity:
Roll Painting. Children can use a rolling pin or brayer



Hints

©® Provide thin, disposable plastic gloves for children
with sensitive skin.

©® Shaving cream is not recommended for children
under the age of three because it can be harmful
when ingested or rubbed in the eyes. Only an adult
should handle the can of shaving cream. Because
children may confuse shaving cream with whipped
topping, provide close supervision and discuss
safety precautions. Always avoid mentholated
shaving cream because its fumes can be harmful
if inhaled. Children with skin conditions can wear
disposable gloves.

to make their paintings. Use a spoon to add different
globs of paint on one half of a large sheet of paper
that has been folded and opened. Refold. Roll over it
with the rolling pin or brayer. Roll gently from center
to sides. This will distribute the paint in different
directions. Carefully reopen to reveal mirror design
images. Add additional colors if desired.

Kindergarten and School-Age Activity: String
Painting. Fold a sheet of paper in half. Open it and
spread it flat. Place globs of paint on one half. Place a
foot-long piece of string curled up on one inside half
before refolding. Make sure one end of the string is
sticking out. Gently pull on the string while holding
the folded paper in place with the other hand.

Preschool, Kindergarten, and School-Age Activity:
Straw Painting: Blow a Blot. Children enjoy blowing
through a straw to spread blobs of paint. Young
children will need to practice holding and blowing
through a straw in preparation for this activity. Perhaps
they could blow bubbles for a science exploration.
Paint should be fairly thin. Place paint in the middle
of the paper with a small spoon. Encourage children to
hold their straws close to but not touching the paint.
Blow out, not in. Move the paint from the middle to
the sides of the paper. Add other colors. Blow the colors
into each other. Rotate the paper if necessary. The

Hints

Cut a notch near the top of the straw. If children suck
in, the paint will exit the notch rather than entering
their mouths. Remind children to use only their own
straws.
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result will be an interesting design composed of mixed
colors, weblike patterns, and intersecting lines.

Preschool, Kindergarten, and School-Age Activity:
Special Painting with Special Painters. Children
enjoy using sponges and foam as painters. Sponges or
foam of various widths can be cut into different shapes
and inserted into pinch-type clothespins. A craft stick
can also be gently inserted and glued in place. Use a
razor blade, X-Acto® knife, or scissors to cut the top
edge into a pointed, grooved, forked, notched, or wavy
pattern. This will result in a different type of stroke when
painting. Encourage children to use the special painters
in different ways. They can make dots and dabbing
motions, twirls to make circular shapes, and long
strokes, either up and down or sideways. Remember to
have the painter slightly wet before using special paints.

Toddler, Preschool, and Kindergarten-Age Activity:
Squeeze and Dribble Painting. Pour paint into
recycled squeeze bottles. Children squeeze and dribble
a design on paper. Paint can also be squeezed from a
small hole in a thick plastic bag.

Preschool, Kindergarten, and School-Age Activity:
Drip Drop a Painting. Children use an eyedropper to
make a painting. Paint is squeezed into the eyedropper
and slowly dropped in a design on a white paper towel,
a coffee filter, or white drawing paper.

Kindergarten and School-Age Activity: Dot
Painting. Children dip the end of the paintbrush
handle in paint and make a picture composed of
circular dots of paint. One finger could also be used to
produce the same effect.

Preschool, Kindergarten, and School-Age Activity:
Sensory and Texture Painting. Vary the texture of
paints you provide at the easel or painting table. Offer
thick paint one day and thin and runny the next. Try
mixing one or more of the following to your paint:
sand.

coffee grounds.

liquid starch.

herbs or spices.

baking soda.

leaves and flower petals.

shaved ice.

Encourage children to describe with sensory words.

Toddler, Preschool, Kindergarten, and School-
Age Activity: Painting in a Bag. An alternative to
the mess (and tactile experience) of hand painting
is to paint in a bag. Provide each child with a sturdy
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zip-lock bag filled with about 4 tablespoons of finger
paint or liquid tempera. Glitter could be added for
children above the age of four. Shaving cream could
also be used. Release extra air and secure with duct tape.
Children use their fingers to trace patterns and pictures
in the paint through the bag. This is a good alternative
for shy children or those with sensitive skin.

Toddler, Preschool, Kindergarten, and School-Age
Activity: Vehicle Tracks Painting. Locate cars, trucks,
planes, and other toy vehicles with two or more wheels.
Provide low but ample containers of paint. Children
roll their vehicles in paint and then onto paper.
Driving their vehicle creates a design. This activity
reinforces discussion on modes of transportation.

Preschool, Kindergarten, and School-Age Activity:
Ice-Cube Painting. Fill an ice cube tray with colored
water. Use liquid watercolor rather than food coloring.
Insert a craft stick in each cube. Sticks do not need to
be inserted vertically. Freeze overnight. Children enjoy
rubbing their ice cube painters across slick paper. Use
finger paint paper. Children love to watch the ice melt,
spreading color. This is a good activity to do outdoors
on a warm day. This activity extends discussion about
the sun or seasons.

As a variation, provide clear ice cubes and tissue
paper pieces. Freeze clear water and do not add coloring.
Children cut or tear their own pieces of tissue paper.
Pieces are laid on a white piece of paper. Children paint
over the colored pieces with their ice cube painter. The
colors from the tissue paper bleed onto the white paper.

Toddler, Preschool, Kindergarten, and School-Age
Activity: Roll a Can Painting. Find coffee cans with
lids. Measure the inside circumference and depth. Cut
papers accordingly. Provide paint and items that roll,
including marbles and golf balls. Curl and position
paper inside can. The child places one or more rolling
objects dipped in paint into the can. Securely attach lid.
Place on the floor and gently roll. Remember to create a
path that makes it safe to roll without bumping others.

Kindergarten and School-Age Activity: Oil and
Water Painting. Mix one color of paint in a cup until
thin and watery. Mix a second color of paint with
cooking oil in another cup. Place a sheet of paper in a

Summary

Children’s art has a fresh, spontaneous quality
that is easier to appreciate than to explain.

(5-1) Adults who view child art may be interested
with the content, the motive, process, or the
product. Theories attempt to explain what, why,
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baking pan or small tray. Children use eyedroppers or
spoons to drip spots of thinned paint onto paper, then
use different eyedroppers or spoons to drip spots of
the oily paint on top of the watery paint. Tip pan back
and forth to mix. Observe and discuss what happens.
Oil and water do not mix, and the oily paint floats on
the water to create unusual effects. Children are both
artists and scientists with this activity.

Kindergarten and School-Age Activity: Runaway
Paint. This is a good activity for children to observe
the effects of their actions on objects. Place a large
piece of white paper on a cookie sheet. Secure the
corners of the paper with tape. Mix three different
colors of liquid paint. Add enough water to get a thin
consistency so that the paint will run. Place a spoon in
each color and encourage the child to spoon one color
onto the paper. Have them tip the cookie sheet to make
the color run across the paper. Repeat using different
colors. Encourage the child to tip the cookie sheet in
different directions. Note how the colors run into each
other and mix.

School-Age Activity: Painting with Tissue Paper
and Glue. Mix equal amounts of white glue and
water. It will look milky but will dry clear and shiny.
Each child will need a piece of tinfoil, shiny side up.
Children tear colored tissue paper into pieces. Provide
brushes, and children paint the glue mixture onto
their piece of foil. Encourage them to lay pieces
of tissue paper down, then brush more glue over it.
The tissue paper will soak up the wet glue and works
as the paint. Pieces can be overlapped. Children create
new colors where the tissue paper overlaps. Repeat the
process by adding layers of tissue and glue.

Did You Get It?

Adults trying to make sense of children’s art
are concerned with
a. content, process, product, and materials.
b. process, product, creativity, and motive.
c. inspiration, method, material, and creativity.
d. content, process, motive, and product.

Take the full quiz on CourseMate.

\ J

and how children create. Different theories

have different explanations for the content,
motive, process, and product of children’s art.

A physical explanation holds that young children
scribble and draw unrecognizable marks because



they lack motor coordination and control. An
emotional explanation states that children
distort, add, omit, and exaggerate through art
those things that have high emotional value

to them. A perceptual explanation holds that
children rely on perception when drawing.
Young children’s perceptions lack clarity and
refinement, and their artwork will reflect this. A
cognitive explanation holds that children draw
what they know. Children who lack experience
and sensory involvement with people, places,
and things will have little to include in their art.
(5-2) A general developmental explanation using a
stage sequence approach incorporates the former
explanations while addressing the whole child

Key Terms

aggregate, 96 emotional, 94
cognitive, 95

cognitive developmental, 103 mandala, 96
combine(s), 96 motive, 93
content, 93 painting, 115
diagrams, 96 perceptual, 94

Draw-a-Person test, 95 physical, 94

v Suggested Activities

1. Collect several art samples from children (late
infancy to age eight). Attempt to sequence them
according to Kellogg’s, Lowenfeld and Brittain's,
and the authors’ general sequence. Which system
works best? Why?

2. Recall the physical explanation for children’s art.
Do an internet search on art history. Note the
similarities and differences between children’s art
and adult abstract and “primitive” art.

3. Collect several samples of art from one young
child over an extended period of time. Note
patterns or growth over time. Attempt to explain
the what, why, and how of this child’s art using
different theories of artistic development.

4. Ask children aged two, three, four, five, and six
to draw pictures of themselves using crayons or
markers. Ask their permission to keep or borrow

general developmental, 96
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and individual differences. Kellogg’s stages move
from scribbling to placement, shape, design, and
pictorial. Lowenfeld and Brittain’s stages include
scribbling, preschematic, schematic, dawning
realism, pseudonaturalism, and artistic decision.
(5-3) Schirrmacher has combined the work of
Kellogg, Lowenfeld and Brittain, and others into a
workable, general sequence of artistic development.
His stages include manipulating the media and
making shapes, outlines, designs and symbols,
pictorial art, and realistic art. (5-4) Painting as a
classroom activity supports children’s development
and learning in many ways. Teachers add variety to
painting activities by providing an assortment of
painting tools and surfaces.

pictorial stage, 96
process, 93
product, 93
scribbles, 94

sun figures, 96

theories of artistic
development, 93

U-shaped curve, 105

the pictures. Try to sequence them according to
Kellogg's stages in the development of human
figure drawing. Do your data support her stages?

5. Observe a child painting at either an easel
or seated at a table. Carefully record how
the materials are used and describe the
results. Refer to the six theories that explain
children’s artistic development. Which theory
or theories best explain what you observed?
Discuss your answer.

6. Develop a response for a parent who questions
your decision to include only primary paint colors
at the art easel.

7. Review the letter to families included with this
section of the text. Pretend you are a third-grade
teacher, and rewrite the letter to the families of
the children in your class.



116 SECTION 2 Young Children As Artists: A Developmental View

Review

©000000000000000000000000000000000000000000000000000000000000000000000000000000000000000000000000000000000000000000000000000000000000

1. Match the artistic term on the left with an

appropriate example:

__ product a. “I get so mad sometimes,
and that’s why I make
scribbles all over my
paper.”

b. Jim looks in the mirror
and smiles. He runs back
to the easel and works on
his self-portrait.

content

_____motive c. Keely paints several lines
and shapes. She says,
“See my pretty, pretty
design.”

_____process d. Amy folds, tears, and
staples a sheet of scrap
paper. She crumples it
up and tosses it in the
wastebasket on the way

a. 11/2-2,2%
b. 2,2 1/2-3
c. 3,31/2-4 Dawning realism

d. 4-7 Disordered and
random scribbling

__ Named scribbling
Schematic

e. 7-9 Preschematic

f. 9-12 Pseudonaturalistic/
realistic

g. 12-14 Controlled
scribbling

. Identify Schirrmacher’s general stages of artistic

development:

1-2 and up

2-4 and up

4-6

5-8, primary grades,

and up

to lunch. 5. Discuss Gardner’s overview of artistic

development. What does he mean by a U-shaped
curve in artistic development?

2. Identify the six major theories or explanations for
children’s art.

3. Match the age range with its appropriate stage
according to Lowenfeld and Brittain.

Additional Resources

Art Junction (www.artjunction.org) is a website that
provides an illustrated explanation of children’s
art for teachers and parents.

development in children.

Go to YouTube for a video of children’s drawing in
light of theories of children’s drawing, “Drawing
Creativity Education for Children is a blog on children Diabetes: Diabetes Through the Eyes of Children.”

and the arts, featuring an article on drawing

Visit CourseMate for this textbook to access the eBook, Did You Get It?
quizzes, Digital Downloads, TeachSource Videos, flashcards, and more. Go
to CengageBrain.com to log in, register, or purchase access.
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TeachSource Digital Download

Kindergarten Lesson Plan

MATISSE and PATTERNING

GOAL

The children will explore the environment through their senses.

OBJECTIVES

The students will:

a. identify, describe, and extend a repeating relationship (pattern) found in common objects, sounds, and

movements.
b. demonstrate comprehension of stories.

c. identify Henri Matisse as an artist who portrayed colorful patterns in his work.

MATERIALS

a. De Paolo, T. (1989). Bonjour, Mr. Satie
b. Photos of Picasso and Matisse

c. Reproductions of Matisse’s work

d. Wallpaper samples for each child

e. Drawing paper

f. Crayons

g. Paints

INTRODUCTION

Remind the children of the new concept that

was introduced yesterday during mathematics:
patterning. Review the definition of pattern
(something that repeats) and ask children to share
examples of patterns that were identified yesterday
(hand clapping patterns and patterns in fabric). Tell
the children that today we will be reading a book
about a famous artist who used many patterns

in his paintings. Introduce the book, Bonjour,

Mr. Satie. Provide a focus for listening by telling
children to listen closely and determine if this book
is fiction or non-ficition.

DEVELOPMENT

Read the book. Return to the focus for listening.
Discuss the children’s ideas and help them to see
that most parts of this story are make-believe, but
that there really were two artists named Pablo and
Henri who lived in Paris many years ago and were
very competitive in their work.

Download from CourseMate.

Write the names Pablo Picasso and Henri Matisse
on the board. Help the children to identify these
names as the artists in the story. Show the children
photographs of Picasso and Matisse. Share with
them the following information about Matisse:

Matisse did not discover that he loved to draw and
paint until he was all grown up. When he was sick
in bed, his mother brought him a paint set to help
him fill the time. Matisse played with the paints
and found that he really enjoyed painting. When

he was well, he enrolled in art school and studied
very hard. Matisse loved to use bright colors in his
paintings, and he liked to include patterns. As he
grew older, Matisse became sick again, this time
losing the use of his legs and eventually his arms.
He used a wheel chair to move around. This meant
that he couldn’t stand and hold a paintbrush.

But Matisse loved art so much he couldn’t give it
up—nhe just changed his style a little! Instead of
painting, Matisse began to express himself through
paper cut outs!
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Share with the children reproductions of
Matisse’s work. Ask the children to identify the
patterns in each.

CLOSING

Give each child a sample of wallpaper mounted on
a larger sheet of paper. Ask them to use crayons to
extend the wallpaper pattern.

Circulate around the room. Ask the children to
identify the patterns they are making and the name
of the artist who used patterns so much in his work.

Have paint and large paper available in the art
center during the next few days. Invite the children

to design their own wallpaper. When dry, hang the
wallpaper in the dramatic play center.

ASSESSMENT
Were the children able to identify patterns in the
Matisse reproductions?

Were the children able to identify and extend the
wallpaper patterns?

Were the children able to create their own patterns
in the art center?

Did the children identify Matisse as the artist who
used patterns in his work?

A full-size version of this lesson plan, and others like it, is available for digital
download.

TeachSource DI R [WAHICETC B Download from CourseMate.
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Photo Courtesy of Jill Englebright Fox

What do you see in this picture? The child has drawn the
story of The Polar Express. He made an overhead map of the
railroad but has drawn some objects from a frontal perspec-
tive. His teacher printed the title across the top of the page.
Do you get a sense of how long the railroad is? Can you feel
the twists and turns the train will make as it travels along
the tracks? Using words and pictures is one way a child can
represent understanding of the story.

Chapter 6, The Elements of Art, identifies building blocks
that artists use when making art. Artists use line, color,
shape or form, mass or volume, design or composition,
pattern, space, balance, and texture. Adult artists strive
for particular effects by consciously using one or more of
these artistic elements. Young children are less deliberate
and more spontaneous as they process with media. This
does not mean, however, that their artwork lacks artistic ele-
ments. A close look at a child’s scribbles will reveal a series
of colorful lines and shapes in space.

120

Chapter 7, Aesthetics, focuses on helping children experi-
ence and appreciate beauty in their world. Chapter 8, Sensory
Experiences, is a resource of activities for the visual, auditory,
tactile, olfactory, gustatory, chromatic, thermic, sterognostic,
baric, and kinesthetic senses. Providing sensory stimulation
helps children have aesthetic experiences. An aesthetically
pleasing classroom environment makes good use of all avail-
able space.

Is early childhood art ever more than experimentation
and exploration? Is there something more to art than scrib-
bling, handling play dough, smearing paint, and gluing things
onto a collage?

Chapter 9, The Complete Early Childhood Art Program,
provides the bigger picture. A complete art program provides
children with time, space, and materials to make art; sen-
sory experiences; an introduction to art, artists, and their
styles; and aesthetic involvement.
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A LETTER TO FAMILIES

Dear Families,

Art is an important part of your child’s learning. While art is an area of study like
mathematics or history, art is also a tool through which children can express ideas.

Although our school day includes a specific time for art, art is also a part of many
other activities.

There are four components to our art program. The first is Sensing and Experiencing.
Because children learn by taking in information through their senses, learning in our

classroom involves seeing, hearing, tasting, touching, smelling, and doing. Hands-on
activities throughout the day provide these experiences.

The second part of our art program is Aesthetics, the appreciation of beauty. Children
have an aesthetic sense that must be cultivated. In our classroom, I include objects
like flowers, sculpture, and art prints. I encourage children to look carefully at the

objects, talk about them, and decide if they are appealing. My goal is to develop chil-
dren’s aesthetic awareness.

The third part of our program is Making Art. Making art allows children to express

what they feel and know. Observing children’s art helps me to know more about each
child and each child’s learning.

The fourth part of our program is Learning about Art, Artists, and Their Styles. We

look at our own artwork and that of others. When we study geometry, we look at
Mondrian’s paintings. When we study machines, we look at Da Vinci’s mechanical
drawings. When we study weather, we look at paintings of the seasons by Grandma
Moses. We talk about artists’ styles and media. Art supports children’s learning
throughout our curriculum. Because children use art as a communicator of ideas, art
knowledge and skills are powerful tools for learning.

Sincerely,

Your Child’s Teacher

TeachSource Digital Download ol Prr RN CourseMate.

e —————




The Elements of Art

Children learn that
their world is made
up of colors, lines,

and shapes.

The boy in this photo sees
different colors, lines, and
shapes in his birthday cake.
The repeating candles and
lines of icing form patterns.
Later, he will draw pictures
of the cake and his birthday
celebration. He will include
patterns made from the same
colors, lines, and shapes.

© Cengage Leaming

After reading this chapter, you should be able to:

DAP Criteria
6-1 List and briefly explain the artistic elements 3 Planning (.:urriculum to support development
6-2 Help children make prints using stamps, stencils, spatter, and learning.
and screen prints.

NAEYC Standards
2 Curriculum

NAEA Visual Arts Standards

1 Understanding and applying media,
techniques, and processes

2 Using knowledge of structure and functions

122



60-1 Aesthetic Elements

Some people have difficulty separating whether a work
of art is good or bad from how they feel about it. Lik-
ing a work of art does not make it good. Although
artistic tastes and preferences are personal, we can use
accepted criteria to talk about, analyze, and critique art.
The artistic elements (listed below) are one accepted
criterion. A work of art can be critiqued in terms of how
the artist has used one or more of the artistic elements.
Activities to help children learn about, appreciate, and
use the artistic elements will be provided in this chapter.

What does one look for in an aesthetic experience?
How does one analyze or critique a dance, a song, or
work of art? The various expressive arts have their own
criteria. In dance, one could match up an individual
dancer’s movement with the music. Do the move-
ments flow? Evaluating a song on the basis of thythm,
tempo, and one’s emotional response is appropriate
when listening to music. The visual arts have their own
criteria or artistic elements. These include:

line

color

shape

mass or volume
design or composition
pattern

space

balance

texture

Each of these is explained and illustrated with activ-
ities. Some are discussed further in Chapter 8, Sensory
Experiences. Please refer to Appendix C for books on the
artistic elements—line, color, and shape, in particular.

naea, oc-la Line
What is a line? A line:
e is a visible mark made by an artistic tool, such as
a crayon, moved across a surface, such as paper.
is a continuation of a dot.

o usually suggests direction, movement, rhythm, or
form.

@ does not exist in nature. Nature produces edges.
Artists produce lines to represent edges.

@ helps the artist define shapes and contours or rep-
resent edges.

o is something we use to make letters, words, num-
bers, symbols, and signs.

Lines can be used in many different ways. Lines
have their own dimensions, including size, direction,
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length, width, and weight. They also have their own
personality. Lines can be:
long or short (length).
tall or short (height).
thick, fat, heavy; or thin, skinny, light (weight).
Heavy lines may convey a feeling of force, weight,

boldness, or strength. Thin lines may add a deli-
cate, light, or timid touch.

e big or little (size).

horizontal, vertical, or diagonal (direction).
Horizontal lines suggest calm, quiet, and a sleep-
ing, restful position. Vertical lines suggest stability
and strength. Think of the lighthouse in the mid-
dle of the sea, an upright steel girder, or a rocket
blasting off. Diagonal lines suggest tension and
activity, as in climbing uphill or skiing downhill.

forward or backward (direction).
to the right or the left (direction).
continuous; or broken, dotted.
open or closed.

jagged or smooth.

patterned or irregular.

straight or curved, zigzag or wiggly. Curved lines sug-
gest graceful movement, as in a dance or in nature.
Zigzag lines suggest energy, as in a bolt of lightning.

controlled, or uncontrolled and spontaneous.
dark or light.

parallel or perpendicular, intersecting or crossed.
fast or slow.

plain or fancy.

sharp or soft.

@ Nt549 Following are activities to help children
learn about lines.

Kindergarten and School-Age Activity: Line
Design. Children can make abstract line designs
using string and a frame. Secure a wooden picture
frame. Hammer small nails a few inches apart around
the frame. By pulling the string taut from nail to
nail, children create line designs. Different colors of
yarn add the element of color to the linear design. A
cardboard frame can also be used. Cut 1-inch-long slits
on all four sides. Encourage children to connect the
slits with yarn. The result will be a line design.

Preschool, Kindergarten, and School-Age Activity:
Dancing Lines. This activity is a variation of drawing to
music. Play a short passage of music, and ask the children
to respond by making a line with a marker, crayon, or
paintbrush. For example, a march could suggest a
forceful, patterned up-and-down line. A waterfall could
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suggest thick vertical lines, whereas water dripping from
a faucet could suggest a vertical dotted line. What kind
of a line is suggested by the following recorded sounds?

water boiling
thunder

rocket blasting off
hands clapping

jumping rope
sawing wood

°
°

°

°

e siren blaring
°

°

® a creaking swing in motion
°

music with a good dance beat

Toddler, Preschool, Kindergarten, and School-Age
Activity: Line Art. Children make line art by dipping
cut pieces of string into a small bowl of white glue.
Gluey string is creatively arranged in a linear design on
black construction paper. Colored yarn is glued onto
white drawing paper. Let dry.

Preschool, Kindergarten, and School-Age Activity:
Squeeze and Sprinkle. Children make a linear
design using a small bottle of white glue. Before it
dries, have them sprinkle sand, glitter, or confetti to
highlight their line design. Let dry.

Toddler, Preschool, Kindergarten, and School-Age
Activity: Lots of Lines. Children cut line strips from
construction paper. Encourage them to make some thick,
thin, wide, fat, short, and long. Provide cut strips of
paper for very young children who lack scissoring skills.
Children arrange their cut-paper lines into a design and
glue them onto a piece of colored construction paper.

Toddler, Preschool, Kindergarten, School-Age
Activity: Stick Art. Children make line designs using
toothpicks, craft sticks, or pipe cleaners. Each of these is
spread with glue and pressed onto cardboard or sturdy
paper. The arrangement is a linear design with angles.
Children bend the pipe cleaners into nonlinear forms.

naea, 6-1b Color

A world ablaze with color provides a beautiful back-
drop for our daily lives. What is color? Color:

e is based on the passage of light. It is the visual
sensation of light caused by stimulating the cones
of the retina. As the light source changes, so does
the color. With no light, there is no color.

@ comes from the sun. We see colors because of the
way certain objects reflect color rays to our eyes.
For example, we see a banana as yellow because
the banana absorbs all the color rays except yellow
and reflects the yellow rays back to our eyes.

e makes each of us respond with feeling. Most of us
have favorite colors. Children develop color prefer-
ences and palettes early in life. Preferences influ-
ence the colors used in art and in life.

Colors can be categorized as:

Primary. Red, blue, and yellow are the three primary
colors. They are called primary because they are used
to produce other colors.

Secondary. Mixing two primary colors in equal
amounts results in a secondary color. For example,

red + yellow = orange
yellow + blue = green
red + blue = purple/violet

Intermediate. Mixing an adjoining primary and
secondary color in equal amounts results in an
intermediate color. For example,

yellow + orange = yellow-orange
red + orange = red-orange

red + violet/purple = red-violet
blue + violet/purple = blue-violet
blue + green = blue-green

yellow + green = yellow-green

Complementary. Complementary colors are oppo-
site each other on the color wheel. They provide a
dramatic visual contrast. Examples include red and
green, yellow and purple, and blue and orange.

Neutral. Neutral refers to pigments that do not have
a particular color. Black and white are neutrals.
Please refer to the color wheel in Figure 6-1, which
identifies colors as primary, secondary, and intermediate.
Colors have recognizable physical properties,
including the following.

Hue. Hue refers to the color name. Hue is color in its
pure, unmixed form. For example, red and blue have
different hues.

Value. Value refers to the relative lightness or darkness
of a hue. It refers to the amount of light that a surface
reflects back to the eye. For example, the value of a hue
such as yellow is lighter than that of a darker hue such
as purple. Red and blue can have the same value (dark)
but different hues.

Intensity. Intensity refers to the purity of light
reflected from a surface. Terms like bright and dull refer
to color intensity. Pure colors are most intense or bright,
and mixing a color with others dulls its intensity.
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Color Wheel

Yellow (primary)

Yellow Green (intermediate)
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Green (secondary)

Blue Green (intermediate)

Blue (primary)

Blue Violet (intermediate)

Figure 6-1 The color wheel.

Tint. Adding white to any color lightens its value and
results in a tint. For example, adding white to red
makes pink.

Shade. Adding black to any color darkens its value
and results in a shade. For example, adding black to
red makes maroon.

Colors also have thermal qualities which elicit
different feelings from the viewer:

® Warm colors, including red, yellow, and orange,
remind us of hot or warm objects, such as the sun
or fire.

@ Cool colors, including blue, green, and purple/
violet, remind us of cold or cool objects, such as
water, ice, grass, and shade.

® Colors give the illusion of size and space. Light col-
ors make objects appear larger than they actually
are. Dark colors make objects appear smaller. For
example, painting a room off-white makes it look
larger. Painting the same room a dark tan makes it
look smaller. Light colors make objects look closer.
Dark colors make objects look farther away.

Adult artists are consciously concerned with how
the viewer is affected by their color choices. An artist
may use red, yellow, and orange to convey the sense
of heat in painting a Fourth of July picnic. Blues and
greens could be used to paint a ship adrift at sea. Light

~ = Yellow Orange (intermediate)

Orange (secondary)

Red Orange (intermediate)
' Red (primary)

Purple (intermediate)

<

u@' Violet (secondary)

colors would be used to paint a portrait. Dark colors
may be used to hint at the presence of crowds in the
far background. Color has many possibilities and per-
sonalities. Some of these are:

o light or dark (value)
o bright or dull (intensity)
e warm or cool (thermal quality)

® opaque (oils, acrylics, thick tempera) or transparent
(watercolors, thinned tempera)

e primary, secondary, or intermediate
® pure or mixed

@@ G449 Following are activities for color. Others
will be presented in sections on the visual and chro-
matic senses in Chapter 8.

Toddler, Preschool, Kindergarten, and School-
Age Activity: Color Sort. Children enjoy sorting
different objects by color. Provide a muffin tin or
egg carton. Very young children can use only a few
openings. Older children can be challenged with a
dozen openings. Cut circles of different colors and
place one in the bottom of each opening. Use pieces
of construction paper, small yarn balls, or pompoms
for the children to sort. Children use metal tongs to
pick up yarn balls or pom-poms and place them in
the matching opening. After sorting objects by color,
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Figure 6-2 Easel painting provides opportunities for color
mixing.

children can include all of those in a color of their
choice in a collage (see Figure 6-2).

Preschool, Kindergarten, and School-Age Activity:
Wheel of Colors. Use a round, clean pizza cardboard.
Glue on pie-shaped wedges of different colors, using the
color wheel in Figure 6-1 as your guide. Find as many
pinch-type clothespins as you have color wedges. Use
markers to color each clothespin a corresponding color.
For example, a red pie wedge will have a clothespin marked
with red. Encourage children to clip each clothespin to

Photo Courtesy of Jill Englebright Fox

the matching color. Older children may enjoy using a
separate set of clothespins that have color names written
on them to match with the corresponding colors.

Preschool, Kindergarten, and School-Age Activity:
Color Mixing. Children enjoy experimenting with
mixing colors. Find six plastic jars. Six sections of a
plastic egg carton can also be used. Fill three with
several drops of water. Add one of the primary colors of
food coloring to each. This leaves three empty for color
mixing. An eyedropper can be used to mix equal parts
of any two colors. What new colors result? Repeat the
process, using two different colors.

A variation on this task includes additional materi-
als. Provide a color-mixing directions card as follows:

red + blue =
blue + yellow =
red + yellow =

Provide a separate eyedropper for each of the pri-
mary colors. Label three jars red, blue, and yellow. Label
three other jars red + blue, blue + yellow, and red +
yellow. Young children need directions using actual color
swatches rather than the color words. Older children can
do the color mixing by reading the color names.

Infant, Toddler, Preschool, Kindergarten, and
School-Age Activity: Hand Painting. Finger or, more
appropriately, hand painting is a good opportunity to
learn about color mixing. Provide one primary color,
and encourage children to use their entire hands in
moving the paint about. Next, add a second primary
color. What happens when they mix? What color did
they make? This may be enough color mixing in one
sitting for young children. At a different time, repeat
this process using the primary color not originally
involved. As stated previously, infants may engage in
this activity while sitting in an adult’s lap or standing
at a low table. Infants should be closely supervised to
be sure they do not attempt to taste the paint.

~

The Four-Year-Olds in Mr. Ramon’s Class have been
creating art with their finger- and handprints. Their
paintings are drying on the cabinet in the art center.

Mr. Ramon has given Tarik, Esteban, and Germaine
magnifying glasses to study the prints in their paintings.
Tarik is now carefully inspecting his fingertips with the
magnifying glass, comparing what he sees with the prints
in his painting. Esteban offers his own hands, palms
down, for Tarik’s inspection, “Our fingerprints are all the
same color, but our hands are different colors.” Germaine
responds to Esteban, “Me and Tarik are the same color—

An Opportunity for Teacher Reflection

we're black. But you're different. You're brown.” “You're
not the same,” argues Esteban. “Tarik’s dark brown,
and you're light brown, and I'm lightest brown. We're
all brown.” “Uh-uh, we're black,” insists Germaine. Mr.
Ramon is listening carefully to the conversation between
the boys. He knows that this discussion is typical of
four-year-olds as they begin to observe similarities

and differences among their classmates. But he sees
Germaine is getting upset. How should he scaffold

this discussion to help the children understand the
relationships between ethnicity and skin color?

J




Preschool, Kindergarten, and School-Age Activity:
Color Clay. Teachers can use one of the recipes for
homemade clay or play dough listed in Chapter 11.
Start with three uncolored balls. Add a few drops of
food coloring of one of three primary colors to each
ball. Knead. Divide the primary-colored balls in half.
Use half to experiment with color mixing. What
happens if balls of red and blue, blue and yellow, or red
and yellow are mixed together? What new colors of clay
result? The result will be different-colored clay balls.

Preschool, Kindergarten, and School-Age Activity:
Made in the Shade. Children learn to make tints and
shades of a color. Individual finger paint sets or tempera
paints are used. Begin with the three primary colors. Add
a small dab of white to each. What colors result? Are
they lighter or darker than the ones you started with?
Mix the three secondary colors and repeat the process.
Repeat the process adding a very small dab of black.
Adding white will produce tints of red, yellow, blue, and
the secondary colors. Adding black will produce shades.

Toddler, Preschool, and Kindergarten-Age Activity:
Color Helpers. Discuss with children how community
helpers often wear a certain color. Police officers wear
blue. Doctors, nurses, veterinarians, ambulance drivers,
paramedics, and hospital workers wear white or green
(in surgery). Cooks and chefs also wear white.

Toddler, Preschool, and Kindergarten-Age Activity:
Color Day. Declare a day of the week to focus on a
specific color. For example, every Friday is color day.
This Friday’s color will be green. Encourage children
to wear something green. Activities, songs, stories, and
snacks can be focused on the color green.

Color Stories. Please see the Appendix C for a list of
art-related books. Adults can read books like Brown Bear,
Brown Bear or My Crayons Talk to infants and toddlers,
comparing the colors on each page to objects in the
environment. For older children, Slobodkina’s Caps for
Sale is an excellent book to read and act out. Children
will enjoy stacking the red, blue, brown, and gray caps
and taking turns being the peddler or the monkeys.

naea, o6-ic Shape

Shape is an appropriate criterion for critiquing two-
dimensional art that has length and width. Specifically,
what is a shape? Shape:

refers to the outside form of an object.

is the edge of an enclosed space.

e is defined by a line or outline, or by contrasting
color or texture in the surrounding area.

@ represents positive space or figure.
e is created by connecting lines.
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Shape has its own qualities and personalities. Some
characteristics are:

e simple or complex.
® circular or angular.

geometrical, including circle, square, rectangle, or
triangle; or nongeometrical including irregular,
free-form, organic, or amorphic.

active or quiet.

clearly defined or vaguely defined.
tall or short.

big and large, or small and little.
open or closed.

solid, heavy, massive; or open, light.
proportional or nonproportional.
concave or convex.

transparent or opaque.

hard or soft.

abstract or realistic.

symmetrical or asymmetrical.

precise or vague.

0d "t539  6-1d Shape Activities

Following are activities to help children learn about
shape (see Figure 6-3).
Infant, Toddler,

Preschool, Kindergarten, and

School-Age Activity: Sandpaper Shapes. Geometric
shapes, including circles, squares, triangles, rectangles,
and diamonds are cut from pieces of sandpaper and
mounted on sturdy cardboard. Children enjoy using
their fingers and hands to feel the shapes. Older
children progress to feeling only the outlines of shapes
done in sandpaper.

Figure 6-3 Children can explore shapes in their artwork.
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Toddler, Preschool, Kindergarten, and School-Age
Activity: Puzzling Shapes. Geometric shapes can
be carefully drawn with a ruler on poster board. Use
a different color for each shape for younger children.
Older children will not need the color clue. Cut each
shape into a number of pieces. Color-code the pieces
on the back if necessary. Laminate individual pieces,
and trim the excess. Match the number and sizes of
the pieces with your age group. For example, a square
cut in half diagonally will challenge a toddler but bore
a kindergartner.

Preschool, Kindergarten, and School-Age Activity:
Sew a Shape. Trim the raised edges off plastic foam
trays. Cut each into a different geometric shape.
Sturdy cardboard could also be used. Use a hole punch
to carefully punch an inner outline of the shape.
Encourage children to sew the shape by following
the line of holes outlining the shape. They can use a
shoelace or thick yarn rather than thread. Use a large
plastic needle, or tape the beginning end to get it
through the holes. Tie a large knot, button, or bead at
the end so that it will not pull through. Some children
will sew with an over-under, in-and-out motion as one
would do with needle and thread. Others may prefer to
loop or lace around the edge.

A piece of pegboard with the outline of a shape
drawn through the holes could also be used. The chil-
dren could use golf tees rather than yarn to complete
the shape outline.

Preschool, Kindergarten, and School-Age Activity:
Safety Shape. An awareness of shape serves many
purposes beyond mere aesthetic beauty. Different shapes
are used on signs that help people live, walk, and drive
safely. The same is true for colors. Even if one cannot
read a sign, the shape and color tell us what to do. Take a
short neighborhood walk and look for safety signs, such
as STOP. Safety shapes include the octagon, triangle,
diamond, and circle. Children may want to make red,
green, and yellow circles and paste them in the proper
order against a black background to make a traffic light.

Toddler, Preschool, Kindergarten, and School-Age
Activity: Shape Stamps. Children enjoy placing objects
on an inked stamp pad and stamping that impression on
a piece of paper. Find items that have round, square,
rectangular, and triangular shapes. The round edge of
a plastic hair roller is ideal for a round shape. Find hair
rollers in different sizes. Encourage children to creatively
combine the shapes into a design or picture.

Preschool, Kindergarten, and School-Age Activity:
Shape Spatter Paint. Cut geometric shapes out of
sturdy cardboard. Place a sheet of paper into the lid
of a box. Place one shape on the paper. Place a thin

screen over the top. Dip an old toothbrush in paint.
Carefully brush across the screen, making sure that
the paint is spattering around the edge of the shape.
Remove the screen and carefully lift up the shape. The
outline of the shape will appear on the paper. Repeat
the process, combining shapes at different sittings as
separate activities.

There are many standard activities that are appro-
priate for learning about color as well as shape. Some
are described here.

Infant, Toddler, Preschool, Kindergarten, and
School-Age Activity: Signs. Signs or displays of
colors and color names as well as shapes and their
corresponding names help children learn these
concepts. A color caterpillar can have a body made
up of different colored sections. Each circular ball of
the body is a different color. A shape train can have
a regular locomotive but cars of different geometric
shapes. The names can be neatly printed above or
below the items in each. Remember to post these at
children’s eye level rather than up high.

Kindergarten and School-Age Activity: Manipu-
lative Games. Traditional games can be specifically
designed and adapted to learn about shapes and color.
Recommended examples include the following:

bingo

lotto

dominoes

card games, including old maid, rummy, hearts,
and go fish

Browse through a toy store website or catalogue,
noting board games and manipulative materials. Then,
creatively adapt your own versions.

Preschool, Kindergarten, and School-Age Activity:
Match and Memory. Make pairs of colors or shapes
on index cards. Encourage children to match pairs.
Older children enjoy turning all the color or shape
cards face down and trying to find the matches.
Players get another turn if two matching cards are
turned up.

Kindergarten and School-Age Activity: Classify.
Children can be challenged to find different ways to
classify an array of cards. Index cards can be grouped
on the basis of color, shape, and size. Older children
will enjoy playing with a total deck of 12 cards per
color. For example,

Red: circle, square, rectangle, triangle; small, medium,
large

Using this formula for each of the three primary
colors makes a deck of 36 cards.



Preschool, Kindergarten, and School-Age Activity:
Gone Fishing. Draw an outline of a fish on a series
of index cards. Add a color or shape to each. Staple a
paper clip at the mouth of each fish shape. Use a paper
towel roll as a fishing rod. Tie a length of string to one
end and a small magnet at the other. Spread the fish
out on the floor on top of a piece of blue paper for
water. Encourage children to catch a fish, and name
the color or shape.

Preschool, Kindergarten, and School-Age Activity:
Partner Match. This is a good activity for the entire
group. Give each child an outline of a geometric shape
or color to hold. Older children may enjoy working
with shapes of different colors. Gather children in a
circle, holding their shapes. Have them carefully look
around to find someone who is holding the same
shape. Exchange and repeat.

Kindergarten and School-Age Activity: Flip-Flop
Books. Find a book of index cards bound with spiral
wire. Neatly cut each card in half. Actually, you will
have too many cards, so you may want to remove some.
Or you can include color, shape, and other concepts in
the same book. Open the book to any page. You will
have a top and bottom section on the right and left
sides, four index-card sections. For example, for the
red page in the color book, find or draw something
red in the upper half of the right page. Carefully print
the word red in red marker on the bottom half of the
right page. Find or draw something else that is red, but
divide it between the top and bottom halves of the
left side. Encourage children to flip-flop through the
various pages, top and bottom, until they find a match.
For example, the red balloon (top right) with the word
in red (lower right) matches the completed picture of a
red apple on the left.

6-1e Mass or Volume

Mass and volume are appropriate criteria for critiqu-
ing three-dimensional art, which has height, length,
and width. What a circle is to two-dimensional shape,
a sphere is to three-dimensional mass or volume. What
is mass or volume? These are terms that refer to solid
bodies. An artist such as a sculptor can portray mass or
volume in many different ways. Mass or volume can
be portrayed as:

heavy, bulky, massive; or light, delicate

solid, impenetrable, block-like; or open, penetrable
geometric or organic

static or dynamic

hard or soft

large or little, big or small

stationary or moving
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Brain Connection
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Since each child’s brain thinks, feels, and learns
differently, it is important that teachers provide skill-
level materials. When learning experiences are tuned
to the needs of individual children, all children can
celebrate successes, as well as maximize their abilities
to move on to more complex tasks (Rushton, 2011).

naea, o6-1f Design or Composition

Throughout this book, the term design has been used to
describe anything and everything young children create
in art. A scribble of lines, a splash of colors, and an array
of shapes have been referred to as designs. Adult artists
use design in a different sense, as in overall composition.
Design or composition is the overall mark of success and
the standard of achievement. Design and composition
as artistic criteria attempt to address these questions:

e Did the artist accomplish what he or she origi-
nally set out to do? Was the artist successful?

e Do line, shape, color, texture, and form blend and
work together as a unified whole? Is the arrange-
ment of these artistic elements pleasing and
satisfying?

® Does the finished work impart a sense of overall
order, coherence, equilibrium, and organization?

e Did the artist strike a balance between monotony
and chaos or unity and variety?

o Is there a focal point, center of interest, or domi-
nant spot that attracts and holds attention? Does it
make the viewer want to return and admire again
and again?

With a good design or composition, the answers
to the above would be yes. Adult artists walk a fine
line among unity, variety, and contrast. It is difficult to
create a unified work that hangs together while adding
novelty, variety, contrast, and an element of surprise
to make it interesting. Child artists, who are less con-
cerned with finished products, may have little concern
for design and composition. We can, however, use the
principles of design and composition to talk about
works of art and make children aware of the plan-
ning and energy that accompanies the making of art.
Overall design and composition, although less directly
relevant to early childhood art than other criteria, form
a backdrop for other criteria.

naea, 6-1g Pattern

Pattern surrounds us. Fence posts, steps, ladder rungs,
railroad tracks, and spokes on a wheel all suggest a
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repetitive pattern. Although children can use patterns
to enrich their artwork, skills in patterning will also
facilitate learning in the curricular areas of math and
reading. Pattern:

suggests flow, rhythm, motion, or movement.

suggests regularity and repetition.

® can be made with forms, shapes, lines, colors, tex-
tures, or symbols that move across a surface in a
recurring sequence.

Patterns have their own identity. They can be:

ornate and fancy, or plain and simple.
regular or irregular.
symmetrical or asymmetrical.

sequenced or alternating.

@ rt55a 6-1h Pattern Activities

Following are activities for learning about pattern.

Kindergarten and School-Age Activity: Sponge
Painting. Cut geometric and abstract shapes out of
household sponges. Encourage children to identify and
repeat a pattern (for example, circle-square-circle) on
their paper. The pattern can be arranged in horizontal,
vertical, or diagonal fashion (see Figure 6-4).

Kindergarten and School-Age Activity: Pattern
Printing. Provide an array of items for printing.
Examples include cookie cutters, lids, and corks.
Encourage children to verbally identify a pattern
and then to come up with different ways to repeat
their patterns horizontally, vertically, or diagonally by
dipping their items in paint and stamping on paper.

Preschool and Kindergarten-Age Pattern Picture.
Shapes cut out of wallpaper, fabric scraps, or gift wrap
can be glued in a repetitive sequence. For example, a

Figure 6-4 Making shapes with sponges dipped in paint.

Photo Courtesy of Robert Schirrmacher

pattern could consist of scraps of white burlap, foil, gift
wrap, and white burlap glued in a row.

Preschool, Kindergarten, and School-Age Activity:
String a Pattern. Children can use wooden beads
and a shoelace to create a pattern. They may repeat
a pattern that a teacher begins or copy a pattern as
it appears on an index card. Remember to tie a large
knot at one end. The lacing end should be pointed and
reinforced with tape.

Kindergarten and School-Age Activity: Extend a
Pattern. Glue small squares of patterned wallpaper
or wrapping paper to one end of a sentence strip.
Ask children to identify or read the pattern and then
use crayons or markers to extend the pattern on the
sentence strip.

naea, o6-1i Space

An artist’s ultimate space is determined by the size of
the canvas, be it paper, cardboard, or wood. Within
the overall space, the artist must deal with the problem
of arranging elements. How many shapes or symbols
will be used? Where will they be placed? How much
room will be left? How much blank space will remain?
Basically, there are two types of space:

Positive space is the space taken up by lines, colors,
shapes, and forms. Subject matter, content, and
design occupy positive space.

Negative space is the space between or surrounding
subject matter, symbols, or shapes.

Positive space refers to the shape, and negative
space is what is left empty. In Figure 6-5, the white
star occupies positive space and the black background
represents negative space.

Artists use space in different ways. Some artworks
are completely filled with vibrant colors and exciting
designs (positive space), with little white paper (nega-
tive space) showing. Others may highlight one object
or symbol by surrounding it with much negative space.

positive space

negative space

Figure 6-5 Example of positive and negative space.
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Some of the different ways artists use space include:

positive or negative.

unoccupied, empty, sparse; or occupied, filled,
dense.

vertical, horizontal, or diagonal.
symmetrical or asymmetrical.
ordered or random.

balanced or unbalanced.

g MeR%9  6-1) Space Activity

The following activity can help children learn about
space.

Kindergarten and School-Age Activity: Stencil. A
stencil can be cut out of cardboard. Use an X-Acto®
knife or safety razor blade to cut out a simple shape,
for example, a star. The cutout star is positive space.
The surrounding area is negative. Children can hold
the star securely on a piece of paper. They can mark
around the star using chalk, crayon, or paint. Chalk is
preferred because of its ability to combine with other
colors. Also, it does less damage to the stencil than
paint. Children can also use the surrounding piece
from which the star was cut. Instead of chalking away
from the star stencil, they now stroke inward.

naea, c6-1k Balance

When forms appear to be in proportion to each other,
the picture is said to have balance, equilibrium, or
harmony. Balance involves how an artist uses positive
and negative space (see Figure 6-6). Basically, there are
two ways of achieving balance.

Symmetrical (formal). With this type of balance,
the shapes are evenly or equally balanced around
some point, for example, up or down; right or left; or
horizontally, vertically, radially, or diagonally. Think of
two children of the same weight balanced on the two
ends of a seesaw. This is symmetrical or formal balance.
Symmetrical balance is often evident in the artwork of
children. For example, a house painted on the right
side symmetrically balances a large tree on the left.
This type of balance is not bad or wrong; it is merely
obvious and gets boring with repeated use.

Asymmetrical (informal). With this type of balance,
the objects are not evenly or equally balanced from a
point. For example, a house painted near the upper-left
corner can be asymmetrically balanced with half of a
large tree emerging from the right edge of the paper.
The balance is unusual and intriguing.

There are many ways to achieve balance. A dark
color may balance lighter ones. A massive shape may
be balanced with a few smaller ones.
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Figure 6-6 An example of positive and negative space
is this snowflake cut from folded paper.

An activity to help school-age children to under-
stand balance would be to show children several
reproductions of well-known paintings. Have children
identify large and small objects portrayed in the paint-
ings. Talk about placement of those objects and how
the artist has used the objects to create symmetric or
asymmetric balance in the painting.

naea, 6-1l Texture

Texture refers to the surface quality of a work of art.
How does it feel? Layers of paint, heavily applied
crayon, and a fabric collage all have texture or a cer-
tain feel to them. Texture is a term that is appropri-
ate to discussing and critiquing collage, construction,
assemblage, and other three-dimensional art activities.
Texture can be actual or implied. Young children work
with actual textures. Adult artists use both. Implied
texture involves technical proficiency in skillfully
using the medium to suggest wood grain or peeling
rust that does not actually exist on the canvas.

Some terms that relate to texture in art are:

rough, bumpy, or smooth
hard or soft

coarse or fine
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wet, sticky, or dry
raised or lowered
flat

dull or shiny
granular

rubbery, spongy

°
°
°
°
°
°
e slippery

o furry, fuzzy

@ sharp

The element of texture will be explored further in
Chapter 8.

6-1m Texture Activities

Here are two art activities to help children learn about
texture.

GIJ G54 Toddler and Preschool-Age Activity:
Texture Collage. Provide a variety of textured objects.
Encourage children to glue an array of textured items
onto a piece of sturdy paper. Encourage children to use
language to describe the textures they include in their
collages.

Preschool, Kindergarten, and School-Age Activity:
Texture Rubbings. Go on a texture hunt. Both indoor
and outdoor environments offer a wealth of textures.
For example, placing a piece of white paper over the
bark on a tree and rubbing with the side of a crayon will
produce an impression. The same thing will happen if
you rub over cement, wood grain, coins, a license
plate, corrugated cardboard, or an embossed greeting
card. Encourage children to overlap and combine their
rubbings. Older children may enjoy sketching a very
simple picture containing large objects, such as a house
and a tree. Later, they can finish their picture with
rubbed areas. For example, rub with a dark crayon over
bark in the area drawn for a tree trunk.

Did You Get It? <

A picture in which the shapes are evenly or
equally balanced around some point is said
to be

a. asymmetrical.

b. informal.

c. symmetrical.

d. composed.

Take the full quiz on CourseMate.

Q J

@ t5id naea) 6-2 Making Prints

Most young children have experienced making prints
at home. Rubbing a food-stained mouth on a napkin
leaves a print. Muddy shoes leave prints on the floor,
and touching a wall with dirty hands leaves hand prints.

Printing is an extension of painting. Painting
involves making movements with a brush or other
tool across a surface. Printing involves stamping paper
with an object dipped in paint. Printing involves less
whole-arm activity and greater concern for placement
and overall design. Discuss and show examples of pat-
terns in wallpaper, brick walls, windows, fabric, gift
wrap, flowers, and nature when introducing printing.
Tempera paints should be fairly thick for the printed
impression to show up. A variety of paper can be used.

Children may approach printing activities as
extensions of painting. They use printmaking tools as
painting tools. In turn, they smear objects over paper,
resulting in a paper covered with paint but not clear
prints. This tendency reflects a process approach to
making art and should not be interpreted as failure in
teaching printmaking.

6-2a Personally Expressive Art
Activities

Following are some personally expressive art activities
for making prints.

Preschool, Kindergarten, and School-Age Activity:
Monoprint. A pane of glass, a sheet of Plexiglas®, an
acrylic cutting board, or any nonporous surface, such as
a Formica® tabletop, can be used. Children paint their
picture or design right on the surface. Use fairly thick
paints. Place a larger piece of paper over the painted
area. Rub gently with brayer or fingertips. Carefully lift.
As the term monoprint suggests, one print is produced
off the painted surface. Designs can also be etched into
a solid mass of paint before the print is taken.

Kindergarten and School-Age Activity: Plastic
Foam Tray Print. Trim the raised edges off small
plastic foam trays so that you have a flat piece to work

Hints

® Place a thick stack of newspapers under the print-
ing paper. The thickness will help make a good,
clear print.

® To make a print pad, place a few paper towels on a
flat plate. Pour on some tempera paint. Press the
printing items on the wet pad. This will cover them
evenly with paint.



with. Draw or etch a picture or design into the tray,
using a craft stick. Press in without breaking through.
The incised line will remain white when the tray is
covered with ink or paint and printed. Ideally, a brayer
is dipped in ink and spread across the tray. Paint can
also be brushed on. Paint over the etched surface with
a single color of paint. Press a piece of paper over the
tray and gently rub with your hand over the entire
surface. Carefully lift the paper to see the print. A
second print can be taken immediately if paint is left
on the tray. Children can make a series of prints this
way. Wash the tray before changing colors.

Kindergarten and School-Age Activity: Cardboard
Print. Secure sturdy cardboard for the background. Cut
smaller pieces of cardboard or thick paper and build a
raised picture or design. Glue and let dry. Paint over the
design. Press the cardboard on paper, paint side down.
Rub gently all over with your hands. Carefully lift the
cardboard to reveal your print. Corrugated cardboard
is highly recommended for building up interesting line
designs that go in different directions.

Kindergarten and School-Age Activity: Crayon
Sandpaper Print. Children can draw a picture or
design with crayons on a piece of sandpaper. Encourage
them to press hard and fill up the sandpaper. An adult
can place a piece of white paper over the colored
sandpaper and press with a warm iron. The heat will
melt the wax from the colored sandpaper and transfer
the design or picture to the paper.

Kindergarten and School-Age Activity: Glue
Print. Use white liquid glue to draw a design or
picture on a piece of cardboard. Make sure the outline
or impression is fairly thick. Let the glue dry. Spread
the design with ink or paint. Gently press paper on it.
The paint or ink will adhere to the raised dried glue
outline. Or glue a picture cut from a magazine to your
piece of cardboard. Trace the outline with white liquid
glue. Repeat the steps involved in making a glue print.
This time you will get a print that resembles the picture
cut out of the magazine.

6-2b Sensory Exploration Activities

Following are some sensory exploration activities for
making prints.

Toddler, Preschool, Kindergarten, and School-Age
Activity: Ink-Pad Print. Children enjoy placing their
fingers on an ink pad and stamping an impression on
paper. Ink pads come in many different colors. What
does the fingerprint impression suggest? Children can
use fine-point markers to make their basic fingerprints
into something else by adding body parts, wheels, and
details. Re-ink with liquid ink when the print appears
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Figure 6-7 A print designed during a study of insects.

dull. Several thicknesses of heavy paper towels or a
washcloth soaked with tempera paint can also serve as
a stamp pad.

Toddler, Preschool, Kindergarten, and School-Age
Activity: Sponge Printing. Sponges can be creatively
cut into an array of shapes and sizes. Encourage
children to dip the shapes in paint and make stamped
prints (see Figure 6-7). Geometric shapes can be
arranged to form a picture. Or children can repeat a
sequence or pattern of printed shapes. Provide one or
more shapes for each color.

Toddler, Preschool, Kindergarten, and School-
Age Activity: Nature Print. Items collected from
a nature walk can be inked and printed. Look for
leaves, pinecones, and other nature specimens with
interesting textures and surfaces.

Kindergarten and School-Age String Printing. Find
small blocks of wood or small, sturdy gift boxes. Dip
string in white glue and wrap it around the block or
box in an interesting design. Or arrange the gluey
string in a design on only one side. Let the glue dry.
Dip the best side of the block in ink or paint. Place it on
paper and gently push down to make an impression.
Carefully remove the block to see the print. Repeat and
make a continuing series or pattern. Stay with the color
chosen rather than trying to wash the printer.

School-Age Activity: Ceramic Tile Print. Roll a
layer of ink or paint on a ceramic tile square. Etch a
picture or design, using a cotton swab or your finger.
Place a small piece of paper over the tile. Rub gently.
Carefully remove the paper to reveal your print. A tile
with raised or embossed surfaces will have a surface
ready for printing.



134 SECTION 3 Art and Aesthetics

Kindergarten and School-Age Activity: Bubble
Print. Fill a shallow container with water and tempera
paint or liquid watercolor to which dishwashing
detergent has been added. Two parts tempera paint
to one part liquid dishwashing soap is recommended.
Stir. Cut out a notch near the top of the straw. Blow
bubbles over the rim of the container using a straw.
Place white paper on top of the bubbles to get a print.
The result will be a print made up of circular designs
that can serve as a background for collage, drawing, or
other art activity.

Preschool, Kindergarten, and School-Age Activity:
Watercolor Tablet Print. Instead of using a paint
brush, children wet their fingers with water and press
them into the watercolor tablets. Gently press fingers
onto paper, making oval designs or a combination of
creative shapes.

Toddler, Preschool, Kindergarten, and School-Age
Activity: Handprint Mural. Using the hand to make
a print is one of the most basic printmaking activities.
Children dip their hands in paint and gently press it
onto a piece of paper. They can also use a brush to paint
one hand before making a print. Prints can be repeated,
and children will observe how their handprint fades
with repeated prints. For older children, this activity
lends itself to a group project. Rather than providing
individual pieces, provide a large sheet of paper and
encourage each child to add a print. Each child can make
a contribution to the handprint mural (see Figure 6-8).
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Figure 6-8 A fingerprint rainbow.
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Preschool, Kindergarten, and School-Age Activity:
Fold a Print. Encourage children to fold sheets of
paper in half. They use a spoon to drop one or more
colors of liquid tempera onto one side of their paper.
Slowly fold over and press down, using the hand to rub
all over. Carefully open to see the mirror-image print.
Older children can paint half of their desired image near
the fold, but only on one side. For example, a child who
paints half a yellow circle near the crease will have a sun
emerge when the paper is folded and then opened.

Kindergarten and School-Age Activity: Leaf and
Glue Print. Collect an array of leaves and ferns.
Children can cover one side of the leaf with glue and
press it down on paper, leaving a glue print. Carefully
lift off the leaf. Sprinkle small confetti onto the glue
print.

Kindergarten and School-Age Activity: Oil Paint
Print. Mix tempera paint and cooking oil in a cup
until creamy. Set aside. Fill a round cake pan half full
with plain water. Spoon a few drops of the oil paint
mixture on top of the water. Use a fork to gently swirl.
Next, have the child lay a piece of white paper on top
of the swirl. Let the paper float for about a minute.
Carefully lift the paper out, holding on to two corners.
Place the print elsewhere to dry. Use this process to
design greeting cards or stationery by first folding
white paper in half or quarters.

School-Age Activity: Press and Twist Print. Use a
nonporous work surface such as a table or countertop.
Fill squeeze bottles with tempera
paint and encourage children to
gently squeeze one or more small
drops of paint onto the work
surface. You may want to use
masking tape to clearly define
children’s work area. Place a piece
of paper on the drops of paint.
Children can gently press down
and twist the paper, keeping
their fingers stretched wide.
Carefully lift the paper to reveal
the design. Children can continue
experimenting with other colors
and different ways of twisting
their paper. Keep sponges and
soapy water nearby to clean work
surfaces between children. For a
more sensorial activity, forgo the
paper and encourage children to
press and twist the paint with
their bare hands. Be adventurous,
and do the same outdoors with
bare feet on a warm day.

© Cengage Learning



Preschool, Kindergarten, and School-Age Activity:
Simple Sun Print. This activity is best done in
the morning of a day that promises to be sunny. A
simplified version of this activity is to have children
collect small rocks and flat leaves. They can arrange
their leaves on a large sheet of construction paper
outdoors in the direct sun. Place one rock on each leaf
on top of the paper. Rocks secure the leaves and must
be smaller than the leaves. Keep in direct sun for at
least one hour. Carefully remove items and look for
outlines and differences in color. The sun will bleach
the surrounding area while the part under the leaf (and
hidden from the sun) will remain darker. Experiment
with shapes other than nature items. These could
include toys, puzzle pieces, stencils, keys, and utensils,
as well as alphabet letters and numerals. For example,
children can use magnetic letters to make their names.

6-2c Stencil, Splatter, and Screen
Printing

Stencil, spatter, and screen printing are fairly involved
activities that require instruction and special tools. It
is unlikely that young children will discover on their
own how to make a stencil, spatter, or screen print.

MERG4T School-Age Activity: Stencil. A stencil can
be cut from sturdy cardboard, tagboard, or poster
board. It can also be torn out of construction paper.
When you cut a stencil, you actually get two. Recall our
discussion of positive and negative space. The shape cut
out occupies positive space and is called the positive
stencil. The remaining frame or background occupies
negative space and is called the negative stencil. Each
type of stencil has its own process. Hold the stencil
with one hand and use the other hand to stroke from
the piece out when using the positive stencil. Hold the
background or frame and stroke inward when using
the negative stencil.

Stenciling can be done with crayons, paint, or
chalk. Chalk dust dabbed on with cotton balls can be
blended and does less damage to the stencil than paint.
Paint can be gently dabbed on with cotton balls, a
sponge, or a brush. Short, stiff-bristle brushes used with
an upright, gentle dabbing motion are recommended
for the skilled stenciler. Do not saturate the stencil with
paint. Be careful that the paint, chalk, or crayon does
not get under the stencil, causing smears.

It may be difficult for young children to cut their
own stencils out of cardboard. Perhaps the stencil could
be drawn by them but cut out by an adult. Encour-
age children to design simple pictures with minimal
details. An X-Acto® knife can be used by an adult to cut
out stencils. Remember not to cut through the frame to
get to the inside. Very young children can tear out an
abstract shape that will work well in a stencil activity.
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Stencils can also be painted with spray paint. This
method is best done outdoors. Place the paper in the
lid of a large box. Tape the back of the stencil in place.
Spray with paint. Let dry. Carefully remove the stencil.

Kindergarten and School-Age Activity: Paper
Plate Stencil. Put a paper plate down on a piece of
thick paper and trace around it. Cut out the circle and
fold it into a small wedge. Cut bits out of the folds to
make a stencil. Unfold the stencil and put it back on
the paper plate. Dip a sponge in tempera paint and
gently blot paint on the stencil, transferring the design
onto the paper plate.

Kindergarten and School-Age Activity: Spatter
Printing. You will need a large but not too deep
box, a screen or mesh wire (e.g., a window screen,
kitchen grease guard, or metal strainer), and an old
toothbrush. Cut or tear a stencil out of paper. Or items
with interesting shapes, such as coins, a comb, cookie
cutters, keys, and nature specimens, can be used as
positive stencils and placed on a sheet of paper inside
the box. Dip your toothbrush in paint and gently
move it across the screen, releasing a mist of paint.
Dark colors will show up best on white paper. The
paint will spatter and outline the stencil or objects.
The space taken up with the positive stencil or objects
will remain white or the color of the background paper.
Carefully move the stencil or objects and repeat with
a different color. Switch stencils and work with the
negative stencil.

Young children will need to use a large box cov-
ered with a fairly large spatter screen. Older children
may be able to use a small, handheld food strainer
and move it around the stencil. They can carefully rub
chalk across the food strainer at the same time. A small
spatter screen can also be made by carefully cutting the
top and bottom off a sturdy, small box. Attach wire or
screen to the top. Use with small stencils. Or fasten the
plastic mesh or screen into an embroidery hoop. If no
screen is available, scrape the bristles of the toothbrush
toward you with a stick. If you scrape away from you,
the spray will spatter you. The thumb can also be used
to scrape bristles.

Kindergarten and School-Age Activity: Printing.
Silk-screen printing is actually a stencil method of
printing. Paint is forced through a piece of stretched
mesh fabric that has been prepared with a design. The
paint is printed onto fabric or paper. Silk screen is a
way to create several prints of the same image and is
therefore recommended for making greeting cards or
stationery. First, a screen must be prepared.

An embroidery hoop, a picture frame, or a frame
cut from the lid of a shoe box can be used for screen
printing. Use an old nylon stocking or a piece of
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silk or cheesecloth for the silk-screen material. Cut
it larger than your frame, pull it tight, and secure it
with tacks, tape, or nails. Cut a stencil and place it on
paper. Put the silk-screen frame over the stencil. Use a
brush, tongue depressor, or cardboard strip to gently
spread thick paint on the silk screen, which will cover
the stencil. Carefully lift your silk-screen frame. Thor-
oughly rinse the silk screen after each application of
paint. Add different colors if desired. Repeat the pat-
tern while overlapping or creatively combining pieces
from different stencils.

Summary

(6-1) Artistic elements are the building blocks of
artistic expression. Artists process with line, color,
and shape until these elements are successfully
combined into a harmonious design or overall
composition. Children go through the same steps
but on a more informal and often unplanned
basis. These elements are the criteria for making,
understanding, appreciating, and critiquing art.
The categories and physical properties of color
make it the first artistic element that most children
explore. Children learn about the artistic elements

Key Terms
artistic elements, 123 line, 123
asymmetrical (informal), 131 mass, 129

balance, 131

color, 123 neutral, 124
complementary, 124 pattern, 129

cool, 125 positive space, 130
design (composition), 129 primary, 124

hue, 124 prints, 132

intensity, 125 secondary, 124

intermediate, 124 shade, 125

¥ Suggested Activities

1. Visit an art museum or an art museum
website to look at paintings and prints.
Use the artistic elements to analyze a work
of art.

2. Working with young children, implement an
art activity involving one or more of the artistic
elements.

negative space, 130

Did You Get It?

You take your students outside after it rains )
and ask each child to put his or her feet in
the mud and then place them on a sheet of
paper. This concept, printing, is a
approach to creating art.
a. goal-oriented
b. product
C. process
d. divergent
! Take the full quiz on CourseMate.
J

through developmentally appropriate art activities
for exploration and personal expression. Our intent
is not to turn children into art critics. That would
be developmentally inappropriate. Our goal is to
use the vocabulary of the artistic elements so that
children learn to value and directly participate in
the arts. They will come to know good art when
they see it and will be able to use the artistic
elements in justifying their evaluation. (6-2) Print-
making is an extension of painting and encourages a
greater concern for placement and overall design.

shape, 123

space, 130

symmetrical (formal), 131
texture, 131

thermal qualities, 125
tint, 125

value, 124

volume, 129

warm, 133

3. Facilitate a printmaking experience with children.

4. Select one of the children’s books on artistic
elements included in Appendix C. Use that book
to develop an instructional activity on one of the
artistic elements. Be sure to include opportunities
for children to experiment with the artistic
element as they create their art.



5.

Complete the following color clock activity.
a. Get white paper.
b. Use watercolors.

c. Draw a large circle.
black-in center
blob of paint

d. Fill in (with blob of paint)
12 = yellow (primary)
4 = red (primary)
8 = blue (primary)

e. Mix (secondary colors)

12 + 4 = 2 (add blob and name of color
to clock)

4 + 8 = 6 (add blob and name of color to clock)

Review

©0000000000000000000000000000000000000000000000000000000000000000000000000000000000000000000000000000000000000000000000000000000000

1.

2.

List the nine major artistic elements discussed in
this chapter.

Complete the following color equations:

a. red + = orange
b. yellow + blue =
c. + = purple

. Put the proper color term in front of each color:

P for primary
S for secondary
I for intermediate
N for neutral
blue-green
yellow-orange
__ blue
yellow-green
orange
_ red
___ green
red-violet
__ black
yellow
white
blue-violet
__ purple/violet
red-orange

i. Turn in to instructor.

a.
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8 + 12 = 10 (add blob and name of color

to clock)

. Mix (intermediate colors)

12 + 2 = 1 (add blob and name of color to clock)
2 + 4 = 3 (add blob and name of color to clock)

4 + 6 = 5 (add blob and name of color to
clock) P. S. Mathematically incorrect!

6 + 8 = 7 (add blob and name of color to clock)
8 + 10 = 9 (add blob and name of color to clock)
10 + 12 = 11 (add blob and name of color

to clock)

. Let dry.
. Refer back to Figure 6-1 to verify your color

clock is correct.

the colors that are
used to produce all
other colors

. orange, green,

and purple

. mixing a primary

and a secondary
color results in this

. these colors are

opposite each other
on the color wheel

. black and white are

examples

a pure, unmixed
color

. lightness or

darkness of a color

. brightness or

dullness of a color

. adding white will

produce this

. adding black will

produce this

. red, yellow,

and orange are
examples

blue, green, and
purple are examples

4. Match the following columns related to color.

neutral colors

complementary

hue

primary colors

warm colors
secondary colors
intensity

value

tint
intermediate

cool colors

shade
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5. Match the following columns related to artistic

elements.

a. has hue, value, and texture
intensity

b. can be symmetrical balance
or asymmetrical

c. can be positive or space
negative

d. a recurring, repeated pattern
sequence

e. refers to the mass/volume

integrated whole

Additional Resources

Go to the website, Slideshare, to see “The Elements of
Art,” a PowerPoint defining and giving examples
of the elements of art for pre-service teachers.

Understanding Formal Analysis is a website offered
by the J. Paul Getty Museum (www.getty.edu) for
educators. It includes downloadable handouts
with definitions and activities.

Go to YouTube and view “The Elements of Art” video,
designed to explain the elements to elementary
students.

f. refers to three- design/
dimensional art composition

g. a visible mark made shape/form
by moving an
artistic tool across a
surface

h. refers to the surface color
quality of a work
of art

i. refers to two- line

dimensional art

Studio Codex is a website that includes guided projects
to help visitors understand the elements of art;
includes additional resources on visiting museums
and developing your own artistic talents.

NGA Classroom: The Elements of Art (www.nga.gov)
is an on-line unit of instruction for adult students;
includes information and activities.

Visit CourseMate for this textbook to access the eBook, Did You Get It?
quizzes, Digital Downloads, TeachSource Videos, flashcards, and more. Go
to CengageBrain.com to log in, register, or purchase access.
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Second/Third Grade Lesson Plan

Sequencing with Action Jackson Pollock

GOAL

Students analyze, make inferences, and draw conclusions about and understand expository text and
provide evidence from text to support their understanding.

OUTCOMES

Upon completion of this lesson, students will:

a. describe and replicate the order of events or ideas in a text.
. identify Jackson Pollock as a twentieth century American expressionist artist.

b
c. create a splatter painting.
d. compare their process to Pollock’s process.

MATERIALS

a
b. Large sheet of butcher paper for each child
c. Tempera paint and brushes for each child
d. Paper and pencil for each child

INTRODUCTION

Show the children the picture of Pollock’s
Lavender Mist, found on pages 22 and 23 in the
book. Allow the children time to consider it and
then ask their opinions. After the children have
verbalized, explain that this painting represented
a new style of artwork introduced in 1950 by an
American artist named Jackson Pollock. Pollock
said that his painting were “Energy and motion
made visible.” Tell the children that you are going
to read a story about Jackson Pollock and how he
created his artwork. Provide a focus for listening
by telling the children that they should pay close
attention to the sequence of activities in Pollock’s
painting.

DEVELOPMENT

Read the story to the children. Ask each child to
choose a partner. Have the partners work together
to sequence the steps in Pollock’s painting
process. Allow the children to refer back to the
book if needed. Be aware that not each pair of
children will identify exactly the same steps.
That’s fine, as long as the steps identified are in
the same sequence. The children should record
their steps.

. Greenberg, J., & Jordan, S. (2002). Action Jackson. Brookfield, CT: Roaring Brook Press

As the pairs finish their steps, they can either check
themselves by reviewing the book or the teacher can
check their work. Once checked, give the children
butcher paper, paint brushes, and paint. Their task
now is to follow the steps they identified to complete
their own painting of energy and motion. (This is
best done outside.) Play jazz music as they work.

CONCLUSION

After the children have finished painting like Jackson
Pollock, ask them to write a journal entry on the
experience, addressing the following questions:

1. How did your steps differ from what Jackson
Pollock did, according to the book?

2. Compare painting energy and motion in this way
to painting at the easel or at your desk.

3. What have you learned about Jackson Pollock?

ASSESSMENT

a. Were the children able to identify and replicate
the events in Pollock’s process of painting?

b. In their journal entries, did they identify Jackson
Pollock as a twentieth century American artist?

c. In their journal entries, did they accurately
compare Pollock’s process to theirs?

d. Did they create a splatter painting?

A full-size version of this lesson plan, and others like it, is available
for digital download.
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Aesthetics

Many young children spend
much of their waking day in
an early childhood facility.

Whether a large center, a small home,
or a public school classroom, teachers
try to make it a place where children
will want to spend time productively.
The physical environment should invite
children in; it should call out to and
engage them. It should also be visually
appealing without being over-stimulating.
There can be things to stimulate the
senses without overloading them—a
vase of flowers, a display of artwork,
and soothing background music. These
aesthetic touches can transform a
room into an aesthetically pleasing
environment. Wall displays also add
aesthetic touches. In the featured photo,
a beautiful mural of a Mexican village
provides the backdrop for a dramatic

play center. The theme of the center is El Mercado. Props and activities encourage
children to dramatize buying and selling in a Mexican marketplace. The mural adds
a visually appealing aesthetic element to the center. Children enjoy looking at it,
and the pastoral scene provides a peaceful background for the often busy center.
If you were the teacher, what could you do to modify, improve, or extend this display?

After reading this chapter, you should be able to:
7-1 Define aesthetics.

7-2 Explain why aesthetics are an important part of
children’s development.

7-3 Describe how children’s understanding of art
changes as they mature.

7-4 Discuss the role of the teacher in children’s
aesthetic development.

7-5 Explain ways to support children’s development of
art appreciation.

7-6 Provide experiences using watercolors and ink.

DAP Criteria

2 Teaching to enhance development and learning

3 Planning curriculum to achieve important goals
NAEYC Standards

2 Curriculum
3 Teaching
NAEA Visual Arts Standards

2 Using knowledge of structures and functions

3 Choosing and evaluating a range of subject
matter, symbols, and ideas

5 Reflecting upon and assessing the
characteristics and merits of their work and
the work of others

6 Making connections between visual arts and
other disciplines



7-1 Defining Aesthetics

Think of a time when you found yourself in a beautiful
place. Maybe it was a cathedral or a mountaintop. How
did it make you feel? Full of awe and wonder? These
positive feelings can also happen in your classroom
when you make it an awesome, beautiful place to be.
Although taste is individual, both adults and children
appreciate beauty and beautiful things. Working in a
pleasing environment will accomplish four goals. First,
being surrounded by beauty and beautiful experiences
will help children’s aesthetic development and enrich
their lives. Second, it will make the environment a
pleasant place for you and the children to be for a large
amount of the day. Third, you will feel good about being
there and your stress level will be lower. Fourth, it will
subtly influence children’s behavior in positive ways.
What is aesthetics, and why should it be addressed
in early childhood? This chapter attempts to answer
these basic questions. Our concern for the young
child’s aesthetic development and education stems
from our wider concern for the whole child. Young
children are aesthetic experts. They demonstrate aes-
thetic attitudes in their spontaneity, wonder, and
amazement at things that adults often take for granted.
What is the teacher’s role in aesthetics? Teachers can
be aesthetic models in the way they dress, behave, and
communicate. The indoor and outdoor environments
can also be aesthetically pleasing and stimulating.
Aesthetics is an abstract concept that means
“perception” in Greek. Although we may feel it is impor-
tant that children learn something about aesthetics, we
may not be quite sure what the term entails. Aesthetics
is not synonymous with art. Aesthetics includes art, and
the other expressive arts like music and dance, but it also
goes beyond them. Just what is aesthetics? Aesthetics:

e is a nondiscursive and metaphorical way of know-
ing and experiencing

e involves the love and pursuit of beauty as found in
art, movement, music, and life

e is an awareness and appreciation of the natural
beauty found in nature and one’s surroundings

@ means being a beholder of beauty and savoring
beautiful things in the world around us

@ involves an emotional connection with one’s
experiences

o links knowing and feeling, the cognitive and
affective

For purposes of art education, Lankford (1992) defines
aesthetics as a group of concepts for understanding
the nature of art. Aesthetic concepts address virtually
all aspects of art from process to product to response.
Aesthetic inquiry may be defined as the process of
clarifying and answering questions about the nature
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of art. Some examples of aesthetic experiences are the
following:

o touching the sparkling design of frost on a window
e viewing the translucent silkiness of a spiderweb

e listening and moving to the beat of an ethnic
folk song

o stopping to savor the aroma of freshly baked bread

The type of beauty that aesthetics pursues is the type
taken for granted in our everyday lives, rather than the
artificial Hollywood definition of beauty.

Did You Get It?

What statement does not describe one of the
positive outcomes for teachers, students, and
the creative process that can be accomplished
by making the classroom a place of beauty?
a. A beautiful, aesthetic environment is proven
to lower stress levels of its occupants.
b. The lives of the occupants will be enriched.
c. Grades improve across all subject areas in a
beautiful, aesthetic environment.
d. An aesthetic environment makes a classroom
a more tolerable place to be for many hours
a day.

Take the full quiz on CourseMate.
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€872 Aesthetics and Child
Development

Why are aesthetics and aesthetic education important
in early childhood? There are five reasons. First, our
humanistic concern for the whole child motivates us to
provide for all aspects of development. Second, it is our
belief that children who marvel at beauty in the world
around them will be able to appreciate the beauty of let-
ters, words, numbers, stories, poems, formulas, books,
symbols, and other cultures. Third, children with the
aesthetic sense will develop into adults who know and
value good design and can use this as wise consumers
in choosing personal items as well as on a wider level
in planning cities, highways, and attempting to solve
problems of pollution, war, poverty, and urban blight.
Fourth, it is important for children to value the arts
and directly participate in a variety of the arts. Fifth,
aesthetic experiences foster concept development.

Aesthetics is a branch of philosophy concerned
with an individual’s pursuit of and response to beauty.
Aesthetics involves the following:

o attitude
® process/experience

® response
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7-2a Aesthetic Attitude

The aesthetic attitude involves:

openness or childlike freshness

spontaneity

intense focusing on the here and now

a sense of joy, wonder, marvel, or excitement

willingness to perceive as if experiencing some-
thing for the very first time

commitment or willingness to “stop and smell
the roses”

Young children constantly demonstrate aesthetic
attitudes. They are sensory gluttons who need to look
at, listen to, touch, smell, and taste everything they
come in contact with. This may prove embarrassing
to some adults: “Nina, please don’t touch the dai-
sies.” Over time, Nina may decide not to wonder at
flowers. She may learn to take them for granted. Or,
as her mother told her, “If you've seen one, you've
seen them all.” Unfortunately, Nina’s mother has lost
the aesthetic attitude. Author Robert Schirrmacher
observed a preschool field trip to the library. The
children were stopping to watch and listen to the
sights and sounds at a construction site. The teacher
was hurrying them along, urging them to walk faster
to get to their destination. A rich sensory experience
was lost. We live in a fast-paced world. We rush from
home to work. In the process, we may ignore rain-
bows in the sky, colorful patterns in rain puddles, or
daisies growing alongside the freeway. Di Leo (2003)
suggests that aesthetic attitudes can be encouraged in
young children by exposing them to environments
rich in opportunities for all kinds of sensory experi-
ences. This exposure, however, must be accompanied
by time for children to take advantage of those rich
environments, to observe and sense and reflect on the
experiences provided.

7-2b Aesthetic Process/Experience

The aesthetic process/experience is intrinsically moti-
vating. Children sense and perceive for the sheer joy
of it. The aesthetic process involves active engage-
ment rather than passive taking in. It means using all
the senses to ravish an object or experience, getting
completely lost or totally consumed. Examples of the
aesthetic process include:

listening attentively to music and drawing on
images, emotions, and memories, rather than
merely hearing a song

visually exploring or quietly contemplating a work
of art, processing the lines, colors, and shapes,
rather than just glancing at it

manipulating and feeling a peacock’s feather, con-
sidering the colors and textures in light of other tac-
tile experiences, rather than just quickly touching it

Aesthetic processing takes time and a commitment to
flow with the experience. Children are more aestheti-
cally proficient than adults. They thoroughly examine
their world with all their senses. Adults can learn much
about aesthetics from watching children explore the
world.

7-2c Aesthetic Response

The aesthetic attitude and process result in an appre-
ciative reaction or aesthetic response on many differ-
ent levels. Our affective response may involve a sense
of wonder, appreciation, surprise, a feeling of being
moved, awe, exhilaration, or being carried away. We
may get lost in the aesthetic experience and totally
caught up in the moment. At the physiological level,
our response may result in a smile, laugh, perspiration,
shiver, sigh, or even goose bumps.

Our reactions will also entail a mental response in
the form of a decision, judgment, or evaluation. One
may ask these questions:

Was this personally enjoyable, and why?

Did the artist, musician, or dancer exhibit skill?
What makes me think so?

Do I like it, and why?

Our intent is to help children apply simple criteria to
discuss and critique works of art. They can learn to
identify what they like or dislike and why. They can
learn that even though a piece of artwork or a perfor-
mance doesn’t appeal to them personally, it still has
aesthetic value to others. For example, a child may not
like ballet but can still appreciate the beauty and grace
of the movements. Over time, children will slowly
construct their own personal preferences and tastes.
They need not follow the crowd in believing that what
is popular or current must be good. They will come to
identify with and value the arts. Hopefully, they will
grow up reading good literature, listening to a variety
of music, and exhibiting tolerance for different artistic
styles. Life will offer them more than passive entertain-
ment by technology.

Aesthetic Value. Eaton (1998) believes the difficulty
with understanding the very nature of aesthetic activity,
experience, and judgment demands explaining how
communication is possible when key words such as
beauty or art seem to mean such different things to
different people. To our list of the three components of
aesthetics, Eaton would add aesthetic value. Aesthetic
value arises from a positive response of a person or
group of people toward something. It is obvious that,
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Toddlers: Physical Development

The toddlers in the video are quite busy exploring this
farm-themed learning center. Their teacher has provided
materials for drawing, gross and fine motor development,
social interaction, and self-help. What aesthetic
elements has the teacher included in the center?

Watch on CourseMate.

unless someone feels positively inclined toward a
thing or event, it cannot have aesthetic value. It is
the value a thing or event has because of its capacity
to evoke pleasure that is recognized as arising from
features in the object traditionally considered worthy
of attention and reflection. Aesthetics in art depends
on the traditions and culture in which we share beliefs
about what is valued.

Did You Get It?

Aesthetics fits most accurately into which
domain?

a. philosophy

b. art

c. psychology

d. sociology

Take the full quiz on CourseMate.

naea, /-3 Understanding Art

There are stages in children’s artistic development. Are
there developmental stages children go through in
their understanding of art? Gardner and Winner (1976)
conducted interviews with 121 children to identify
developmental stages of understanding art. Questions
focused on the source of art, the production of art, the
medium, style, art and the outside world, formal prop-
erties of art, and evaluation. They concluded that chil-
dren pass through three distinct developmental phases
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in their understanding. The ages and characteristics
include the following:

4 to 7 years—Young children have a simplistic un-
derstanding of art; the making of art is an easy,
mechanical activity, and judgments about the
artistic quality of a work are all equally accept-
able. Some children say that authorities, including
parents, determine what is good. Young chil-
dren emphasize the technical aspects of a work
of art, often believing that anyone can make
art—including animals. They believe decisions
involved in making art are governed by physical
limitations rather than aesthetic concerns. For
example, they would say the picture is finished
when the paper is filled.

10 years—In the middle elementary years, children
believe art should be a precise rendering of reality.
They believe there are criteria for judging quality in
works of art: the more real it looks, the better it is.

Adolescence—Teens are more sophisticated in their
understanding of art. They realize one’s opinions
and values vary; judgments in art are relative and
their opinions are valid.

Gardner and Winner (1976) add that children will
remain in an arrested state of development in their
understanding of art unless their naive opinions are
challenged. Perhaps this is the reason so many adults
find little value in contemporary art.

Rosenstiel, Morrison, Silverman, and Gardner
(1978) sought to identify developmental stages of criti-
cal judgment in art. They interviewed children ranging
in ages from 6 to 16 with questions related to how
judgments are made regarding art. They identified the
following developmental characteristics in children’s
critical judgment:

tirst graders—Children are limited to identifying sub-
ject matter and colors. They use terms such as
“good” or “pretty” when critiquing art.

third graders—Along with subject matter and color,
children now comment on the details, designs,
and shapes in the work. Third graders consider
realism “good” because it is difficult to achieve.

sixth graders—Responses parallel those of third
graders. Sixth graders tend to use a few more
terms from art history in their comments.

tenth graders—Adolescents are far less likely than
younger children to make statements without
content or substance. They tend to cite a variety
of factors when selecting and justifying their re-
sponses to works of art. They also tend to mention
formal properties, use terminology from art criti-
cism, and mention and recognize work from certain
periods in history and specific artists’ names.
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Rosenstiel and colleagues (1978) concluded that
younger children may be able to make finer aesthetic
distinctions when viewing works of art but that
their verbal responses were restricted by their limited
vocabulary.

@3 tR™%d  7-3a Expose, Not Impose

As early childhood educators, our task is to expose
rather than impose. Expose children to a wealth of
sensory experiences and variety in each of the arts.
Encourage them to critique, develop personal prefer-
ences, and value art, music, movement, dance, and
literature. Children can use accepted criteria, including
the artistic elements explored in Chapter 6, as stan-
dards in developing their own preferences. Be careful
not to impose your own preferences (see Figure 7-1).
For example, a teacher may not like abstract art, but
that does not mean that it is junk or bad, or that real-
istic art is better. Help children see that art can be high
quality in terms of design or composition even though
one may not like it.

Dobbs (1998) views children’s understanding of
aesthetics as residing along a continuum. For example,

Figure 7-1 Exposing children to a variety of art forms
and styles.

Photo Courtesy of Jill Englebright Fox

for young children, a developmentally appropriate
activity may be to learn the distinction between
expressing preference and making a judgment. They
can be assisted in understanding that, although one
may like a particular work of art, there are others who
do not. Aesthetics is not about uttering subjective pref-
erences, but about the thinking and effort involved in
figuring out why we make such choices and how best
to support and justify them. Dobbs uses the example
of flavors of ice cream, asking children which one they
like best. There is no right or wrong answer, nor is it
even a question of aesthetics. Instead, it is simply a
matter of individual preference. However, to assume
that anyone else would value one’s choice of ice cream
requires a set of reasons supporting a judgment of its
goodness. Here one needs to provide a rationale for
one’s choice, to make a reasoned judgment capable of
meeting some external standard or criterion other than
one’s own preference. This is the idea of objectivity.
Aesthetics involves teaching students how to create
such argument, how to talk about art in a manner that
validates the judgments they have made.

Aesthetic discussion conducted with younger chil-
dren should be consistent with their level of cognitive
and language development. Although younger students
may discuss art issues in a less advanced way than older
students, and without using technical jargon, they can
engage in aesthetic discussion. Simply learning to talk
and construct a reasoned argument is an important
exercise, not only for aesthetics and art education but
also for the general educational goal of schooling.

Did You Get It?

Howard Gardner and Ellen Winner (1976)
emphasize their belief that development
ceases ("is arrested”) when the child’s

" " opinions are no longer

challenged.
a. rigid
b. impulsive
c. flexible
d. naive

Take the full quiz on CourseMate.

What can early childhood educators do to foster aes-
thetic development? Aesthetics does not come neatly
packaged in a set of materials. Still, it is important
and within our reach. There are guidelines for making
teachers, children, and classrooms aesthetically alive.
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7-4a Teacher as Aesthetic Model

Becoming aesthetically responsive requires the teacher
to invest time and effort. Teachers model their own
aesthetic awareness and sensitivity in the way they
dress. First and foremost, clothing should be profes-
sional, neat, comfortable, and appropriate for stoop-
ing, moving, playing, and sitting on the floor. We can
reflect an appreciation of color and color harmony
in choosing articles of clothing and accessories. For
example, a young girl is proudly showing off her new
sweater. Her teacher asks her to identify the colors.
Nikki replies, “It has red and blue.” Her teacher replies,
“My dress has red and blue in it, too. And touch of
white. My dress has the colors in our flag.” Or, “Jim,
you mixed blue and yellow in your picture and made
green. | wore blue slacks with a yellow blouse and my
green belt. We match.”

7-4b Teacher’s Relationship
with Children

The teacher’s inner beauty can be demonstrated by
positively relating to all children and valuing their
uniqueness (see Figure 7-2). Find something unique
and beautiful in each child, and let that child know.
Convey beautiful messages. Children appreciate being
talked to in regular tones. There is no need to speak
artificially in a high-pitched voice. Refer to oneself
as “I” rather than as “Miss Jones” or “Teacher,” as in,
“Miss Jones doesn’t like it when children are not pay-
ing attention,” or “Teacher will just have to get some
more apple juice for snack, won’t she?” Talk to children
naturally rather than with a condescending tone.

Figure 7-2 Teachers communicate their inner beauty
by building loving relationships with children.
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Na€a, 7-4c Provide for Wide Variety in
the Arts

Children can be exposed to different examples within
a variety of the arts. For example, different types of
music can be introduced throughout the day: slow
lullabies or waltzes during rest, classical as back-
ground music during snack, and a march or rock-and-
roll during cleanup.

NeR5g 7-4d Aesthetic Classroom

The physical environment of the classroom signifi-
cantly influences the attitudes, behaviors, and atten-
tion spans of those who spend time in it—both
children and adults. A well-planned and aesthetically
pleasing classroom encourages a focus on learning
and opportunities for positive interaction. Uninspiring
environments can negatively affect young children’s
learning (Danko-McGhee, 2009). A cluttered classroom
can provide too much sensory stimulation and make it
difficult for children to focus on instructional activities.

The classroom should be an aesthetically pleasing
and sensory-rich environment (see Figure 7-3), but
the items displayed should have a purpose in the cur-
riculum. Do a check of your room. Are there cartoon
characters in bright, competing colors on the bulletin
board, motivational posters on the walls at heights
children cannot see, or fluorescent alphabet letters on
the carpet? How many of these things really have a
purpose in your curriculum? How many of these things
have really been a topic of discussion between you
and the children? These items should be removed and
replaced with aesthetically pleasing artwork, wall hang-
ings, posters, stained glass panels, or prints that relate

Figure 7-3 An aesthetically pleasing bulletin board
display of children’s artwork.
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to your curriculum. For example, Mondrian prints
might be displayed during a study of shapes, stained
glass for discussions on light and color, and sculpture
during a unit on the human body. Change these ele-
ments as the focus of your curriculum changes, bring-
ing back old favorites and introducing new pieces.
Most importantly, talk to the children about the aes-
thetic elements in the classroom. Encourage them to
state their opinions and explain what they like and
dislike. It is during these conversations that children
will come to understand the importance of aesthetics
and learn to respect the tastes and opinions of others.

Signs on classroom doors or learning centers should
be tastefully constructed, with care taken in the choice of
color, material, placement, and printing (see Figure 7-4).
Utilize windows and take advantage of natural light.
Hang up objects that play with the light, including
mobiles made of cellophane and children’s art. Items
suspended near windows create interesting patterns that
move and change throughout the day. Adding mirrors
gives a feeling of openness and reflects all the beauty in
your room. Mirrors can be placed in different centers
and even on the ceiling for interesting perspectives.
Have the children grow plants indoors. An outdoor
flower garden provides flowers to display throughout
the room. Think quality rather than quantity.

Figure 7-4 A welcome sign in a multilingual classroom.

© Cengage Learning

Young children can have aesthetic experiences in
familiar, ordinary places, including their classrooms,
if engaging materials are provided (Danko-McGhee,
2009). Aesthetic centers for experiencing literature,
art, music, and movement should be included in the
classroom. Aesthetically pleasing displays can be set up
with the following:

® beautiful things around a given color, shape, pat-
tern, texture, or design theme, such as things that
are square, yellow, checkered, or soft

e flowers, plants, nature specimens, or seasonal fruits
and vegetables such as harvest corn

® machine and appliance parts, gears, tools, and
mechanical things

musical instruments

postcards and souvenirs

ethnic costumes and artifacts

antique kitchen gadgets and farm tools

special collections of cookie cutters, baskets,
ceramic or stuffed animals, fans, hats, coins, music
boxes, minerals, and rocks

e an array of artwork, including drawings, paint-
ings, pottery, ceramics, sculpture, weaving,
stitchery, batik, collages, watercolors, and prints
(see Figure 7-5)

e art: books, postcards, prints, posters

Figure 7-5 An aesthetically pleasing center for literacy.

© Cengage Learning



Every Year, Before School Begins, the children and their
parents are invited to preview the classrooms of which
they will be a part during the upcoming year. This year,
Ms. Epstein has worked hard to make sure her room

is ready for the children’s visit. The bulletin boards are
covered with bright paper and cartoon figures to welcome
the children. Posters with positive captions about being
friends and working hard adorn every available wall
space. Signs identifying all the learning centers in the
classroom hang from the ceiling, and, in one corner,

Ms. Epstein has created a large papier-maché tree from
which she has hung apples with children’s names on
them. Ms. Epstein has used part of her supply budget

Did You Get It?

The foremost and possibly most visible
way a teacher can be a model for aesthetic
awareness and development is

a. a constant, unwavering smile.

b. attire.

C. a beautiful attitude.

d. a classroom door that is brightly decorated.

Take the full quiz on CourseMate.

@ &g naca,

Mulcahey (2009) points out that although making art
is a common activity in most early childhood class-
rooms, talking about art made by adults is much rarer.
Place art reproductions in classroom locations where
they relate to the children’s interests and activities. For
example, hang a painting of mothers and children by
Mary Cassatt in the house area. Add one of van Gogh'’s
sunflower paintings in the science center. A three-
dimensional, recycled junk sculpture could be placed
in the block area. An example of abstract art such as
one of Jackson Pollock’s drip paintings could be dis-
played in the art center.

Choose art prints that are high quality but simple
for children to understand and relate to. Children
tend to pay most attention to the colors and sub-
jects in works of art (Davis, 2008). Yenawine (2003)
believes that young children are satisfied with find-
ing, naming, listing, counting, and discussing as well
as making up stories about what they see in an art
print. Images should be simple and recognizable so
as not to overwhelm or confuse. Appropriate content
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to purchase a large carpet featuring different-colored
blocks with letters of the alphabet and numerals for
whole-group activities. She is pleased and excited about
the comments she receives from visiting parents. “What
a beautiful classroom!” they say. “Ms. Epstein is so
creative! The children will be so busy and happy here!”
But as Ms. Epstein circulates among the parents and
children, she is dismayed to hear seven-year-old Joseph
say to his mother, “But where is she going to put our
stuff? There’s no room for kids in here.” Ms. Epstein
looks around her classroom, trying to see it through
Joseph’s eyes. What is she seeing? What would you do if
you were Ms. Epstein?

includes children, families, pets, animals, familiar
objects, actions, and expressions. As children look
at artwork, they will make meaning of what they see
based on their personal experiences and their previ-
ous exposure to art (Mulcahey, 2009). For example,
it would be easier for most young children to relate
to a print of a laughing child holding a puppy than
a lost herder guiding a camel in a desert storm. Stick
with the familiar, and avoid art with hidden mean-
ings or requiring knowledge of history to understand
and appreciate.

@Y B9 7-5a Art in Picture Book
lllustrations

Szekely (1990) views children’s picture books as works
of art. Illustrators, like artists, use different media to
visualize their thoughts and words. A precise sketch
in ink or a realistic painting may work for one book,
while a collage or abstract watercolor may work for
another. In sharing a beautifully illustrated book with
children, you can treat each picture as an artistic cre-
ation. Children can freely explore the works in books,
in contrast to works in a museum, perhaps carefully
running their clean fingers over interesting details. By
commenting on the illustrator’s use of color, shape,
and other artistic elements, art teachers can use books
to enhance children’s art appreciation skills.

Children can be introduced to the artistic elements
by noting illustrations in picture books. Artists who
illustrate their own works are in a special position to
find the visual image that best reinforces their words. A
list of picture books that can be used to help children
notice and understand the artistic elements is included in
Appendix C. Visit your local public library and check out
books by these and other authors. Share these books with
young children. Have children notice the way illustrators
use different art media to illustrate their books. Encourage
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children to use a variety of art media when they illustrate
their stories and books. Develop your own list of favorite
children’s authors to add to the list in Appendix C.

Using Picture Book lllustrations to Support Visual
Literacy. Beautifully illustrated children’s picture
books are works of art. Many emergent readers do not
naturally focus their attention on the subtle aspects of
illustrations. Visual literacy skills can be developed by
prompting emergent readers to carefully examine story
book illustrations in the following ways:

1. Encourage children to discuss what they see in
the illustrations. Asking “What do you see in the
picture?” is a good beginning. Use the artistic ele-
ments to frame the discussion. Help children to
see how the illustrator used color, shape, and line
to make a visual statement.

2. Identify and discuss types of artistic media used.
[Mlustrators use a variety of art media including
painting, woodcut, linoleum block printing, col-
lage, photography, and drawing. For example,
Eric Carle used cut paper collage to illustrate his
classic book The Very Hungry Caterpillar. He could
have used paint or photographs, but the impact
would have been different. Painting was the
choice of Huy Voun Lee to illustrate At the Beach,
while Molly Bang used paper to tell her story of
The Paper Crane. The illustrator’s choice of media
is key to understanding and appreciating a story.

3. Identify the genre or artistic style used by the
illustrator. Illustrators also use different artistic
styles. For example, Robert McCloskey’s Make Way
for Ducklings and Judith Viorst’s Alexander and
the Terrible, Horrible, No Good, Very Bad Day both
reflect a realistic style of illustration. In Anno’s
Journey by Anno Mitsumasa and Mr. Rabbit and the
Lovely Present by Charlotte Zolotow, an impres-
sionistic artistic style is used.

This information is pivotal to understanding sto-
ries. Older readers can be guided to compare and con-
trast illustrations. Show how one illustrator can use the
same or different techniques and how a book about
families can be illustrated in a variety of ways. Encour-
age children to illustrate their own stories or books
using a variety of media.

Tar Beach by Faith Ringgold (1991) gives us the
opportunity to examine the connections between pic-
ture book illustrations, literacy, and aesthetic analysis.
Ringgold’s work is particularly noteworthy because she
combines narrative text with fabric to weave a rich story
to be read both visually and verbally. Begin by provid-
ing a visual reproduction of the artwork. Ask children to
describe what they see and how it makes them feel. Help
them identify and discuss artistic elements including

colors, shapes, borders, textures, and patterns. Next,
read the picture book in its entirety. Ask the children
to compare the art print with the picture book version.
Discuss the author’s style of illustration. At the end of
the discussion, tell the children about the author and
artist. Faith Ringgold grew up in Harlem in the 1930s.
She personally experienced the prejudices that existed
toward African-Americans during this time. This can
generate a discussion of prejudice and exclusion. The
author was confined to her home because of childhood
asthma. Rather than a hardship, she used this opportu-
nity to spend time with her mother, a fashion designer,
who taught her how to sew and to be creative with art
and fabrics. The result is a series of story quilts. Each sec-
tion written on the quilt is a page. In Tar Beach, the child
in her art symbolizes a little girl’s dream of flying and
changing circumstances for her family. It is a message of
optimism, hope, and love. The children learn that Ring-
gold is a prominent American artist who creates not only
quilts but also murals, paintings, abstract works, masks,
and soft sculptures. This personal history prompts the
children to reread the book, this time focusing on the
interplay of words and art as they reflect the details and
meanings of the author’s life and work.

7-5b Art Visitors

Invite professional artists, musicians, dancers, crafts-
people, volunteers, and parents who have interest
and skill in one of the arts. Remember to include
this when you survey parents at the beginning of
the year concerning any interests and skills that
they might volunteer. Get to know the artists, musi-
cians, and dance companies in your area. Remember
to provide brief training just as you would with any
volunteer. Some may feel more comfortable answer-
ing questions or modeling their art or craft. Others
may enjoy working directly with the children. Pre-
pare the children for art visitors by providing a little
background information. Then, help the children
brainstorm a list of questions to ask of the visitor
and his or her work. Remember to review with the
children the difference between telling a story and
asking a question.

7-5c Art Trips

In addition to having visitors come into the classroom,
it may be possible to take children on a field trip. Art
abounds in nature, and a simple outdoor walk qualifies
as a recommended field trip. Most communities have
at least one of the following to visit: museum, ballet,
art gallery, exhibit, concert, planetarium, artist’s studio,
children’s theater, or arboretum.
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Brain Connection
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With each new learning experience, a child forms new
dendrites. These dendrites branch out to connect

with hundreds, even thousands of different regions

of the brain (Whalen & Phelps, 2009). The stronger
these connections are, the stronger and quicker the
child’s reactions will be when remembering information
(Gallagher, 2005).

)

First attend by yourself to make sure that your
particular group will profit from the experience.
Field trips involve a great deal of planning, energy,
and often expense, and they need to be well thought
out. In arranging the field trip, try to match what
the experience has to offer with your group’s devel-
opmental needs, interests, and abilities. For example,
most toddlers would not sit still through an hour of
chamber music. See if there is someone on the staff
who has experience in giving tours to young chil-
dren. Some museums have special children’s rooms
and exhibits. Others have education centers that
loan collections or specific items for use in class-
rooms. Many libraries have art prints that may be
checked out.

Visiting the Art Museum. While many adults are
content to spend an afternoon viewing the various
exhibits at an art museum, young children are not
likely to be so captivated. An early childhood field
trip to the art museum requires considerable teacher
planning and preparation. First, make a pre—field trip
visit by yourself. Identify the individual works that
you want your children to view. These should be
pieces that the children have seen and talked about
in class or at least pieces by the same artists as they
have discussed in class. Also, look for artwork that has
specific connections to the current curriculum topics
in your class: one of Monet’s water lily paintings if
you are studying pond habitats, a Grandma Moses
primitive to relate to your unit on the farm, or a
jungle painting by Henri Rousseau to accent learning
about the rain forest. Note where these works are
located on a map of the museum, and plan a direct
route between the works for you and the children to
follow during your visit. For three- and four-year-old
children, a 30-minute visit to the museum is long
enough. Children ages five to eight years might be
able to handle 45 minutes. The objective, however,
should be to keep the children interested and to

Video supplied by the BBC Motion Gallery.
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\L'JQ TeachSource

The Reggio Emilia Approach (BBC
Motion Gallery Video)

After watching this video, describe what you see as key
differences between the Reggio approach and American
programs for young children.

Watch on CourseMate.

make them want to return for further experiences in
art appreciation.

Before the trip, prepare the children by telling
them that museums are for looking at artwork and
quietly discussing what they see. Remind them that
they will not be able to touch the interesting things
in the museum, but they can look, ask questions,
and share their observations in quiet voices. Even
with a reminder, however, young children are likely
to forget and give into the temptation to touch a
brightly colored piece of pottery or a sculpture with
an interesting texture. Invite other adults on your
field trip and ask them to supervise small groups of
children as you tour.

7-5d Sensory Literacy

Help children become sensory literate. This can be
done in two ways. First, help them to stop, sense, and
heighten their awareness of the experience at hand. For
example, ask a local veterinarian to visit your class with
a dog or a cat. Encourage the children to look closely at
the animal, to listen to the sounds it makes, to smell its
scent, and, with the veterinarian’s permission, to touch
its fur. Second, stimulate the senses of the children
with appropriate experiences.

In a sense, the teacher and classroom quietly whisper,
“Beauty, it is all around you. Together we will take time
to explore.”



150

SECTION 3 Art and Aesthetics

KSOMETHING EXTRA.....

The Reggio Emilia Experience

Over the past 20 years, there has been a sustained
interest in the Reggio Emilia schools reminiscent of the
fervor of open education and the British Infant Schools
during the 1970s. In our quest for developmentally
appropriate practices, an examination of the Reggio Emilia
experience should provide inspiration, insight, and direction.

The Reggio Emilia schools of northern Italy reflect
a longstanding commitment (over 60 years) to quality
education for children and support for families. Loris
Malaguzzi, founder of the Reggio Emilia schools, was
influenced by the works of Rousseau, Pestalozzi, Froebel,
Dewey, Piaget, and Vygotsky, among others. His philoso-
phy and ideology are shared by contemporary American
counterparts. Learning is viewed within an interactive-
constructivist framework. It is something that children do,
not something done to them. Based on Dewey’s concept
of progressive education, schools should promote chil-
dren’s natural curiosity and creativity as well as active
interaction with their community. Children are active
learners—exploring, inquiring, problem solving, and repre-
senting their experiences in a number of ways.

Gandini (1993) and Gandini et al. (2005) identified the
following points, which capture the Reggio Emilia experience.

1. A positive image portrays children as competent,
curious learners with prior knowledge and much
potential. This contrasts a negative image viewing
the child as deficient, disadvantaged, egocentric,
and needy. Bredekamp (1993) makes an interesting
point. Viewing children as needy permits adults to
do the very least for them, while recognizing children
as competent requires that we provide them with the
best environments and experiences possible. Children
are trusted, and respect is mutual.

2. To understand and work with children, they must be
viewed within a social context or system that includes
teachers, peers, parents, and the community.

3. Children, parents, and teachers form an important
triad. All have needs as well as rights. Children have a
right to the best education possible.

4. Parent participation is an essential component. It is
an ongoing process taking many forms.

5. The school is viewed as amiable in that it is designed
to foster communication and social interaction.
Because children learn from their peers, activities
are done in small groups. This facilitates problem
solving, negotiating, and verbal give-and-take. Each
child has a communication box in which letters and
notes written by other children are exchanged. This
gives new meaning and function to cubbies.

>

6. Time is fluid, not rigidly set by the clock. Children
stay with the same teachers and peers for three-year
cycles (infancy to three, and three to six). Each year
the group changes environments.

7. Teachers are active partners and co-constructors
in the learning process. Their role is to observe,
participate, and serve as resources to children.

8. Cooperation and organization form the foundation of
the educational system. Teachers work in pairs as
equals. Cooperative efforts between staff and families
facilitate the attainment of goals set by the Reggio
Emilia schools.

9. Rather than being planned in advance, the curriculum
is emergent, based on teachers’ observations of
children at play and at work. Ideas for projects and
possible learning experiences emerge from these
observations.

10. Children are encouraged to pursue themes and
projects. This project method originated with Dewey.
Ideas for short- and long-term study originate with the
children and not from curriculum idea books, nor from
state curriculum standards.

11. The atelierista, or artist in residence, operates
within an atelier or art studio. (See Chapter 13 for a
discussion of art centers.) The art studio is stocked
with art materials, in transparent containers on open
shelves and in bountiful supply. This enables children
to autonomously pursue their interests. Children’s
two- and three-dimensional art is attractively displayed
throughout the school.

12. Teachers take seriously their work as observers and
researchers. Documenting what children do is an
ongoing process taking many forms. Audio and video
recorders are everywhere. This strategy resembles
authentic assessment in which teachers assemble
individual portfolios.

13. Reggio schools use tools that will keep them current
with the communities in which children and families
live. Technology, in the form of cameras, audio and
video recorders, photocopy machines, and computers,
provides tools for children in the atelier.

Two more aspects that can be added to Gandini’s
(1993) list include aesthetics and the use of space, and
the concept of 100 languages, as discussed next.

Reggio Emilia schools believe the arrangement of
classroom space influences social interactions and facili-
tates creative expression. Aesthetically pleasing features
include big windows, see-through space with glass walls,
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portholes, and glass partitions for easy supervision.
Inside, there are glassed-in courtyards; outside caves
are built into playgrounds. Lofts and tiered risers provide
varied spatial viewpoints. There are mirrored structures
and fountains. There are tablecloths on the tables in
the eating area. Aesthetics is an important part of the
classroom.

The metaphor of 100 languages represents the
child’s ability to symbolize what is being learned in a
variety of ways. Multi-symbolic representation includes
drawing, painting, clay modeling, talking, using numbers,
moving, singing, dramatizing, using puppets, and using
technology, among other activities. Absent from the list
are paper-and-pencil tests, which are developmentally

inappropriate ways of finding out what children know
and can do.

The Reggio Emilia experience does not come with
a set of tricks or tips to make it happen painlessly
overnight. The American school experience operates
within a very different social and family structure and
its own geopolitical and cultural context. However, read-
ing about, discussing, and observing the Reggio Emilia
experience can lead practitioners to reflect upon their
own teaching and enhance their classroom settings.

Based on the writings of Malaguzzi (1993);
Bredekamp (1993); Gandini (1993); Edwards, Gandini,
and Forman (1993); Katz (1990); New (1990, 1993);
and Gandini et al. (2005).

Did You Get It?

Christine Mulcahey (2009) considers
adult-created art to be lacking in
the early-education classroom.
a. the attempted reproduction of
b. speaking about
c. examples of
d. visiting museums to view

Take the full quiz on CourseMate.
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8 xR 7-6 Watercolor and Ink

Tempera painting is a prerequisite to painting with
watercolor or ink (see Figure 7-6). Using watercolor
and ink requires coordination and fine motor con-
trol. These media may frustrate the very young artist
because the smaller brushes are harder to manage.

7-6a Personally Expressive Art
Activities

Following are some personally expressive art activities
for watercolor and ink.

Kindergarten and School-Age Activity: Watercolor.
Watercolors tend to be wet, runny, and transparent.
Often, they produce unintended results. The wet colors
may bleed when the artist is trying to make facial features.
Children should begin using watercolors to make lines,
colors, shapes, and abstract designs rather than attempting
realistic, detailed art. Watercolors come in their own small

Figure 7-6 Display of tempera paintings.

sets with individual semimoist cakes. Buy a medium
grade. The brushes that come with the cheapest sets have
bristles that fall out after the first washing.

Watercolors can be used on either wet or dry paper.
Watercolors on wet paper will run and bleed into very
interesting patterns and designs. Use a sponge or a pump
spray bottle to wet the paper. A sponge allows children
to blot up excess water or unwanted runs. Special spots
can be saturated with water dropped from an eyedropper
to make a bull’s-eye effect or rainbow of blended colors.

Because there is only one brush for several colors, it
is important that children wash their brushes each time
they change colors. They will need individual water con-
tainers, which should be emptied whenever they appear
muddy. When they are done, excess watercolor paint
in the set should be carefully blotted. A careful rinse
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Hints

Liquid watercolors are nontoxic and less expensive
than food coloring. They produce a range of secondary
colors and shades that cannot be matched by food
coloring. Liquid watercolors wash out of most fabrics.
The colors are intense, so they can be used in small
amounts or diluted as a liquid dye.

under the sink will remove excess paint. Be careful not
to merely rinse away the unused paints. Let the set air
dry. Sets that are closed when wet tend to get gummy.

Watercolor paper is expensive if purchased sepa-
rately by the sheet. Purchased in tablet form, it is still
moderately expensive. White drawing paper is accept-
able. Onionskin or good stock printer paper have a
good texture for watercolor. An office with outdated
letterhead stationery may have a surplus of this. You
could easily trim off the letterhead.

School-Age Activity: Ink. Even young children appre-
ciate the beauty of Chinese pen and ink drawings that
capture nature with a minimum of lines. Ink comes in
colors other than black and tends to be fairly expensive.
One bottle of black may suffice for use with older
children. Ink can be economically used on small sheets
of paper with thin brushes. It is appropriate for making
linear drawings and designs. Ink can also be used in
printing and stencil activities. It is not recommended
for use at the easel or for general painting.

7-6b Sensory Exploration Activities

Following are some sensory exploration activities for
watercolor and ink.

Kindergarten and School-Age Activity: Tissue Paper
Water Coloring. Tear tissue paper into 1-inch squares
and separate by color. Fill clear containers with water.
Add squares and use a brush to mix. The dye from the
paper will bleed into the water. Children discover that
adding more squares of the same color strengthens the
intensity of that color. Children can also creatively mix
colors. You may want to begin by providing the three
primary colors. Children can paint with the resulting
colored water (see Figure 7-7).

Preschool and Kindergarten Activity: Spray Bottle
Watercoloring. Collect child-sized clear spray bottles
with a trigger-type release. Fill each with water and add
a few drops of liquid watercolor. Show children how to
pump the release while aiming at their papers. Provide
large pieces of paper and art smocks. This is a good
activity to do outdoors. Use clothespins to attach the
papers to a fence, or tape them to the cement.

Figure 7-7 A tissue paper collage.

Kindergarten and School-Age Activity: Coffee Filter
Creations. Provide containers of water to which liquid
watercolor has been added. Children can fold a coffee
filter and dip it into one color, squeeze, and select
other colors if they choose. Open the coffee filter
and lay out flat to dry on newspaper (see Figure 7-8).
Indicate child’s name on masking tape near his or
her filter. When dry, provide a pipe cleaner for those
children who want to fashion their filters into flowers,
butterflies, bows, or creative creations. Vary the activity
by providing absorbent paper towels.

School-Age Activity: Dye (Water-Based). Tradi-
tionally, dye activities involve the use of food colors,
which tend to be expensive, limited in color-range, and
stain hands and clothing. Liquid watercolors avoid these
pitfalls and can be used as substitutes for food colors.

Kindergarten and School-Age: Dribble Dye. Provide
each child with a heavyweight, white paper towel.
Encourage him or her to fold it into squares. Provide
small bottles of food coloring or liquid watercolor.
Children very carefully squeeze small dots or dabs
of different colors on the corners, edges, or middle
section. Use just enough to bleed through. Open up to
reveal a colorful design. Let dry.

Photo Courtesy of Jill Englebright Fox
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Figure 7-8 Coffee filter art.

Kindergarten and School-Age: Dip and Dye. Provide
a white, heavyweight paper towel for each child. You
will also need different colors of dye. Place a few drops
of food coloring or liquid watercolor in a small dish
or container of water. Adding more drops will make
colors darker. Different colors can be poured into the
different openings in a muffin tin. Encourage children
to fold their paper towels into squares. Different folds
(horizontal, vertical, diagonal, and random) will
produce different effects. Carefully dip the corner or
edge into one color. Gently squeeze out the excess. Dip
a second small area into a different color. Colors can
also be mixed. For example, dip the towel in yellow
and then in red. Orange will result. Dry on layers of
newspaper. These can be taped over windows for a

Summary

(7-1) Aesthetics can be defined as an appreciation or
love of beauty. (7-2) Aesthetics and young children
go hand in hand. Babies begin by exploring and
marveling at their world. Over time, children
internalize adult “don’ts” and learn not to look, listen,
touch, taste, or smell. They take their senses and the
world of lines, shapes, colors, and design for granted.
(7-3) Children’s understanding of art also changes

as they mature. As preschoolers, they believe art is
simplistic and focus on colors and subjects. Later,

in elementary school, children believe art should

be realistic. Teenagers come to understand that

Photo Courtesy of Robert Schirrmacher
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Figure 7-9 Dip and dye.

colorful effect. They can also be carefully taped together
to form a quilt, banner, or backdrop for a bulletin board
(see Figure 7-9).

Did You Get It?

The results produced by
watercolors make them unique in comparison
to other media.

a. ambiguous

b. surreal

c. open-ended

d. unintended

Take the full quiz on CourseMate.
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judgments in art are relative and that their opinions
are valid. (7-4) Our task as early childhood teachers is
a multipurpose one. We need to stimulate children’s
senses; be aesthetic models in dress, behavior,

and communication; and set up sensory-rich and
appealing learning environments. (7-5) We can
support children’s development of art appreciation
by exposing them to art and encouraging them to
form opinions about what they see and feel. (7-6) Art
activities with watercolor and ink provide personally
expressive and sensory experiences but may be more
appropriate for older children.
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Key Terms

aesthetic attitude, 142

aesthetic process/experience, 142
aesthetic response, 142

aesthetic value, 142

aesthetics, 141
atelierista, 150
ink, 147

¥ Suggested Activities

. Reflect on your most recent or vivid aesthetic

experience. Sketch it or attempt to put it into
words. Describe how you felt and your reaction.

. Critique the use of indoor classroom space for its

aesthetic appeal. Make specific recommendations.

. Research a local library or museum to discover

available resources for teacher use in the
classroom. Consider how you might use these
resources in your own classroom.

. Set up an aesthetically pleasing display of objects

that have sensory appeal.

Review

©000000000000000000000000000000000000000000000000000000000000000000000000000000000000000000000000000000000000000000000000000000000000

1.

2.

Explain aesthetics as an attitude, process/
experience, and a response.

List five aspects of the teacher’s role as it relates
to aesthetics.

. Briefly discuss the role of art in the Reggio Emilia

experience.

. Identify and describe the developmental stages in

children’s understanding of art.

Additional Resources

Aesthetics Online (www.aesthetics-online.org/) is

the official website for the American Society for
Aesthetics.

Exploring the meaning of the term “aesthetics” is

a lesson on the website “Learning about Art: A
Multicultural Approach.”

Reggio Emilia, 150

sensory literacy, 149
watercolors, 151

. Arrange an aesthetic experience through a simple

field trip such as a nature walk.

. Begin a collection of photos depicting beautiful

learning environments. Note aesthetically
pleasing learning centers and displays. This will
serve as a resource of ideas when you have your
own classroom.

. Select a children’s picture book. Use the three

steps discussed earlier in this chapter to engage in
a discussion of illustrations.

. Facilitate a watercolor or ink activity with children.

5. Identify and describe the developmental stages

in how individuals come to make a critical
judgment of art.

6. Explain what the authors mean by “expose, not

impose” as it relates to children and art.

Go to YouTube for a brief video, “Perspectives on Art,”

from the Aesthetics and Values Film Festival.

Go to Big Think for the blog entry, “The Evolution of

Aesthetics: The Origins of Music and Visual Art.”

Visit CourseMate for this textbook to access the eBook, Did You Get It?
quizzes, Digital Downloads, TeachSource Videos, flashcards, and more. Go

to CengageBrain.com to log in, register, or purchase access.
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TeachSource Digital Download

Pre-Kindergarten Lesson Plan

The Life Cycle in Monet’s Pond

GOAL

The student knows that organisms resemble their parents and have structures and processes that help

them survive within their environments.

OUTCOMES

The student is expected to:

a. investigate how the external characteristics of an animal are related to where it lives, how it moves,

and what it eats.

b. compare ways that young animals resemble their parents.

c. paint a mural of Monet’s pond.

MATERIALS

a. Once Upon a Lily Pad by Joan Sweeney
b. Photos of the life cycle of a frog

c. Watercolor paints, brushes, and white butcher paper for a mural

INTRODUCTION

Show the cover of the book to the children and ask
them to look carefully to see what the book is about.
Tell them, today we will be studying the animals that
are on the cover (frogs). Provide a focus for listening
by telling them that you will ask them to explain how
frogs grow and change as they get older.

DEVELOPMENT

Read the book. Ask children to identify
characteristics of the pond in which the frogs live:
what plants do they see in the illustration? What
other animals? What are the frogs eating? And of
whom are the frogs afraid and why? Go through the
book a second time and ask questions about the
illustrations that show the frogs as they grow. Help
the children identify the stages as eggs, tadpoles,
pollywogs, and adult frogs. Show children photos of
the stages of the frog’s life cycle. Ask children to

put them in the right sequence and to appropriately
name each stage.

CONCLUSION

Show the children the painting of Monet’s water
lilies at the end of the book. Tell them that we will
be painting our own version of the Monet’s pond.
Distribute the watercolors and spread the chart
paper. Ask the children paint their versions of the
pond. Encourage them to include the frogs from
the story. As they finish, ask them to identify the
life cycle stage they chose to include in the mural.

ASSESSMENT

a. Did the children identify characteristics of the
frogs’ habitat?

b. Did the children identify and then sequence the
stages of the frog’s life cycle?

c. Did the children participate in painting a mural?

A full-size version of this lesson plan, and others like it, is available for digital
download.

e

Download from CourseMate.
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After reading this chapter, you should be able to:
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8-1 Discuss the relationship among sensing, perceiving,
feeling, thinking, and concept development.

8-2 List and briefly explain the different senses.

8-3 Identify three major learning styles and select the
one(s) that best describes the way you learn.

8-4 Develop a multisensory learning activity for young
children.

8-5 Provide art activities based on the process called
resist.

Sensory Experiences

Do these
boys seem to
be enjoying
themselves?

What kinds of experiences
are they having? How are
they engaged in the activity?
How many of their senses
are being stimulated?
Pretend you are the teacher
supervising this activity.
Along with providing hay
and toy animals, what

could you say to help these
children reflect on what
they are seeing, touching,
and hearing? What props
could you add to enhance
the creative potential of this
activity? Would bandanas

or wooden blocks be

appropriate?
DAP Criteria
2 Teaching to enhance development and
learning

3 Planning to achieve important goals
4 Assessing children’s development and
learning
NAEYC Standards
2 Curriculum
3 Teaching
4 Assessment
NAEA Visual Arts Standards
1 Understanding and applying media,
techniques, and processes



8-1 From Percept to Concept

Young children use their senses to process aesthetic
experiences. They are sensory gluttons who are moti-
vated to look, touch, listen to, taste, and smell every-
thing in their environment. They respond on both
the affective and cognitive levels. For example, they
not only experience pleasure in looking at and smell-
ing flowers but also construct an understanding of
what flowers are. We hope young children with well-
developed aesthetic senses will grow up to be wise con-
sumers and planners for a better future that includes
beauty and peace.

Perception is the ability to receive sensory impres-
sions from the environment and relate them to what
is known. Sensing, perceiving, thinking, and develop-
ing concepts are closely related. The aesthetic experi-
ence merges the cognitive with the affective response.
Thinking and feeling come together. For example, when
children hear bells chime in a church, they may per-
ceive the sound, smile with amazement, think about
it, and relate it to the doorbell at home. The process
can be depicted as:

Sense + Perception + Feeling + Thinking = Concepts
visual look enjoy compare color
auditory listens marvel contrast tone
tactile touch joy analyze texture
oifactory smell happy classify scent
gustatory taste amazed describe flavor

A child with a sensory special need or deficit may miss
stimuli. Often, such children develop strengths in
other areas. For example, a blind child often develops
a strong sense of touch or hearing. A child who does
not invest time in perceptual activity or who lacks
sensory stimulation is also disadvantaged. A child who
has never touched, looked at, smelled, or listened to
an elephant will be lost when asked to discuss or draw
elephants.

Did You Get It?

Perception of stimuli inherent in seeing, A
feeling, hearing, and smelling involves
the reception of information from the
environment and relating it to what is

a. real.

b. known.

c. expected.

d. supposed.
Take the full quiz on CourseMate.
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8-2 More Than Five Senses

Children use their senses to explore their environment.
Traditionally, the five senses are:

1. visual
. auditory
. tactile
. olfactory
. gustatory
To this list, Montessori (1967) adds the following
senses:
6. chromatic
7. thermic
8. sterognostic
9. baric
10. kinesthetic

Nk W N

Each of these senses will be explained and exemplified
with activities.

Did You Get It?

The five human senses are formally called
olfactory, tactile, visual, auditory, and

a. gustatory.

b. transitory.

c. auricular.

d. redolent.

Take the full quiz on CourseMate.
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R =g 8-3 Children’s
Learning Styles

Sensory integration, the way we interpret our sur-
roundings through our senses, allows us to organize
and explore our environment (Hunter, 2008). Young
children use all their senses to discover and make
meaning of their world. They also have one or more
preferred sensory modalities, favoring their visual,
auditory, or tactile-kinesthetic sense. In turn, they are
referred to as visual, auditory, or tactile-kinesthetic
learners.

Children with visual strengths tend to be holistic
thinkers. They learn the big picture, not individual
pieces. They prefer visual images such as pictures to
words. Photos, charts, and graphs give visual clues.
They like to read, write, or draw about what they learn
and are interested in the finished product.

Children with auditory strengths think analyti-
cally and are good at speaking and listening. They
enjoy discussing what they know and learn from lis-
tening to others. They easily follow oral directions and
move sequentially from task to task.
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Pat Is Preparing for a Conference with the parents

of Andrew, one of her kindergarten students. Although
Pat has been teaching for almost 30 years, she finds
Andrew be an interesting challenge. Even when he is
seated on the floor during group time, Andrew is in
constant motion, rising to his knees, leaning back on
his elbows, and waving his arms. When the class is
working at their tables, Andrew stands beside his chair,
frequently darting off to see what other classmates are
doing. Pat observes that Andrew’s writing and artwork
are messy, careless, and don’t reflect what he knows
and can do. The only time that Andrew is focused and
on-task is center time, when Andrew usually chooses
to work in either the blocks or the manipulatives
center. Pat has several photos of Andrew’s block
constructions that she believes show his ability to
concentrate, plan, and problem-solve much more
accurately than does his written or art work. She is
concerned about a possible learning disability and has

Children with tactile-kinesthetic strengths prefer
using their hands and bodies to learn. They are holistic
learners who thrive on hands-on activity to get the big
picture. They learn by doing and dislike sitting still
and listening to someone teaching them verbally. For
example, during math they may move around while
thinking, relying on their fingers and manipulatives.

g MeR59  8-3a Adult Teaching Styles

Teachers, in turn, use their own preferred learn-
ing styles when teaching. Their individual learning
strengths become their teaching styles. We teach in
ways compatible and consistent with how we learn.
For example, a teacher who is a visual learner will use
books and printed information to teach. Children will
be required to read and write. A teacher who is an audi-
tory learner will rely on teaching verbally and engaging
children in discussion. A teacher who is a tactile-
kinesthetic learner will use manipulative materials, role
playing, creative dramatics, and hands-on activity to
facilitate discovery learning.

@ 559 8-3b Matching Adult
Teaching Styles with Children’s
Learning Styles

What are the implications? First, recognize that chil-
dren learn in different ways and discover individual

children’s preferred learning styles. Are they visual,
auditory, tactile-kinesthetic, or a combination of these?

called this conference to discuss her observations with
Andrew’s parents.

During the conference, Pat shares photos, other work
samples, and her observations that much of Andrew’s
work does not reflect his knowledge or abilities. Pat and
Andrew’s mother are sitting at a table where they can
examine the work Pat collected. But Andrew’s father
moves around the room restlessly, stopping to feed car-
rots to the class pet and to pick up several display items
in the science center. He is attentive to what Pat and his
wife are saying and asks relevant questions, but he obvi-
ously isn't comfortable sitting down for this discussion.
As she interacts with Andrew’s parents, Pat begins to
rethink her concerns about Andrew in light of what she
knows about learning styles. Through this interaction with
Andrew’s parents, what is Pat learning about Andrew? What
questions might she ask Andrew’s parents to help her clar-
ify her observations? And, most importantly, how can she
best meet Andrew’s learning needs in the classroom?

Second, recognize how adults’ teaching styles are
influenced by their own learning styles. Third, capi-
talize on how individual children learn and teach to
their preferred learning styles. Fourth, teach in ways
that honor varied learning styles. For example, teach-
ing children about guinea pigs would include verbal
discussions, visual displays, and a real guinea pig
for multisensory experiences (see Figure 8-1). Fifth,
help children develop competence in weaker sensory
modalities. Lasky and Mukerji-Bergeson (2003) cau-
tion teachers that bombarding children’s sensibilities
with various media will do little to build awareness of
the differences in what they hear and see. Carefully

Figure 8-1 Learning about a guinea pig.

© Cengage Learning
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Brain Connection
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The five senses can be individually or collectively

affected by environmental factors that in turn affect

the brain’s ability to learn. Environments should be
monitored for appropriate lighting, aromas, noise, and
fresh air (Rushton and Larkin, 2001). )

designed activities that provide intriguing (but not
overwhelming) sensory stimuli are needed to help chil-
dren develop in all learning styles.

8-3c Art and Children’s Learning Styles

How does our discussion of learning styles pertain to
children’s art? Visual learners will be drawn to the visual
arts, whereas auditory learners may prefer music. Tactile-
kinesthetic learners will enjoy art activities such as finger
painting or squishing play dough. Visual learners have
no trouble imagining pictures in their heads, which they
draw upon as content for their art. They work on the
totality of their pictures rather than focusing on com-
ponent parts. For example, in making a house, they will
focus on the entire shape and then add details. These
children are interested in their finished artistic products.
Auditory learners do not rely on mental pictures. They
sequentially make pictures by mastering individual parts
and pieces. For example, they make a house by working
on parts and details like a door, windows, and chimney.
Observing children as they engage in art activities gives
teachers valuable information about learning styles.
Teachers are able to identify strengths and areas that
need to be strengthened by appropriate sensory experi-
ences through such observations (Hunter, 2008).

What can be done for children whose learning
strengths do not predispose them to seek out art? When
possible, invite these children to participate in activities
that are outside their sensory strengths. For example,
the child with auditory strengths who avoids art could
be invited to make a picture related to an audio book
or to express visual images related to a favorite song.

Did You Get It?

A young child who is adept at using her
visual abilities to see, take in, and make
interpretations of the world around her might
be considered a thinker.

a. “transfixed”

b. “composite”

c. "holistic”

d. “kinesthetic”

Take the full quiz on CourseMate.

Photo Courtesy of Jill Englebright Fox
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g & 8-4 Multisensory
Experiences

Most experiences involve more than one sense. Cooking
is a good example of a multisensory experience. Mak-
ing popcorn involves looking at and touching the kernels
before, during, and after popping; listening to the sound
of popcorn popping; smelling the scent of popcorn as
it pops; and eating popcorn. Children also enjoy mov-
ing like popcorn popping, starting off as small, compact
“kernels” that slowly expand and puff up as they heat. A
coconut has a distinctive color, shape, covering, texture,
and taste. Children look at the outside of a coconut and
discuss its color, size, shape, and covering. They open the
coconut to examine and taste the meat inside. The same
process can be done with many other food experiences.
Field trips are also good opportunities for children
to use their senses. For example, pretend it is the end of
summer. How could you begin planning for the upcom-
ing change of season and fall holidays? For some,
thoughts turn to the harvest, and images of pumpkins
come to mind. Wonderful books, songs, flannel board
stories, and fingerplays are available. For art, some
teachers provide large sheets of pumpkin-shaped paper
and have children paint them orange. But are these
activities the best introduction to the season? First,
the teacher should consider what children really know
about pumpkins. Perhaps they have seen pumpkins
at the store and think that is where pumpkins “live”
or are raised. Children may be able to explain that a
jack-o’-lantern is a pumpkin that has been carved. The
questions remain: What do children really know about
pumpkins, and what is the best way to begin a study of
pumpkins? The photo in Figure 8-2 documents a field
trip to a pumpkin patch. Here, children got a firsthand
look at where pumpkins are grown. Based on the photo,
what opportunities might children have for using their
visual, auditory, and tactile senses on this field trip?

Figure 8-2 A field trip provides multisensory experiences.
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TeachSource

Exploring Math Concepts Through
Creative Activities

After watching the video, consider the following
questions independently or as a group.

a. In this video, children engage in learning activi-
ties related to shapes. How many of the activities
were multisensory? Which senses were involved?

b. Which learning style do you think was domi-
nant in this classroom—uvisual, auditory, or
tactile-kinesthetic?

c. What shape activities might you include to
develop the chromatic sense (discussed in
Section 8-4f, The Chromatic Sense) as de-
scribed by Montessori?

d. What did you see in this classroom that you
would like to include in your classroom? Why?

Watch on CourseMate.

Yes, the children got to look at and touch the pump-
kins on the vines. The teacher called attention to the
sounds of the wind rustling and the smell of the damp
soil. Later, in the classroom, the children were involved
in carving and cleaning pumpkins, scooping pulp, and
seeds. Seeds were baked and tasted along with pump-
kin foods including bread and pie. Now, all the books,
songs, flannel board stories, fingerplays, and art activi-
ties about pumpkins make sense. The multisensory field
experience was a concrete and developmentally appro-
priate starting point for the study of pumpkins.

8-4a Visual Sense

The visual sense involves looking and seeing. Ideally, it
involves a thorough visual exploration rather than a pass-
ing glance. Visual perception and discriminating between
letters and words are required for reading and writing.
The indoor classroom should be visually rich and
appealing, with nature specimens, artifacts, and objects
to visually explore. Samples of children’s art as well as

art posters are displayed on the walls. A discovery table
displays collections of seashells, antique kitchen items,
or postcards to visually explore.
@@ 549 Recommended materials to encour-
age visual exploration include:
® prisms
e magnifying glasses: handheld and three-legged
stool or stand

o safety mirrors: handheld and full length

lenses: concave and convex (making things bigger
or smaller)

microscope and slides (see Figure 8-3)
telescope

kaleidoscope

binoculars

camera

cellophane color paddles

sunglasses

flashlight

Water play with bubbles is a simple visual activity. Pro-
vide a tub of water, liquid dishwashing soap, and rotary

Figure 8-3 A microscope in the science center will
encourage children’s visual exploration of objects.

© Cengage Learning



eggbeaters. Food coloring is optional. A related activity
is blowing bubbles outdoors. Children enjoy trying to
catch them. Encourage them to note the transparent
quality of bubbles as well as the rainbow of colors.
@m e 49 Following are more visual activities.

Toddler, Preschool, Kindergarten, and School-
Age Activity: New View. Encourage children to
view indoor and outdoor environments from new
perspectives. What do you see when you:

e lie on your back outdoors on the grass? What
appears in the sky? What shapes are in the clouds?

® climb to the top of the playscape and look down
or up?
e stand on your head?

e are swinging on the swing? What colors and
shapes appear?

Infant, Toddler, Preschool, Kindergarten, and
School-Age Activity: Nature Walk. Take children on
a nature walk. Older children might take magnifying
glasses with them, but infants and toddlers will just
need you to point out interesting things to see. Look
for interesting shapes and designs in nature. Stop to:

® look at moss, berries, insects, mushrooms, nests,
tree stumps, shadows, birds, spiderwebs, and ant
hills.

e listen to birds chirping, leaves rustling, wind blow-
ing, dogs, cats, squirrels, twigs cracking, and acorns
or nuts falling.

e touch tree bark, damp moss, dry leaves, sand, and
cold mud.

o smell evergreen trees, pinecones and needles, damp
earth, dry leaves, and crisp, cold air.

Collect specimens to bring back to the discovery table.
(Some teachers prefer to leave the natural environment
intact and not remove bugs, leaves, or twigs.)

Kindergarten and School-Age Activity: Focus
Scopes. It is sometimes difficult to notice design and
detail in an environment alive with color, shape, sound,
and movement. Children may need help focusing.
This is why magnifying glasses, cameras, binoculars,
and telescopes are recommended. An empty tissue
roll makes a good focus scope. Decorate the outside
to enhance its appeal. Encourage children to examine
indoor and outdoor environments by very slowly
exploring with the focus scopes. Pay attention to small
things that might be missed by just looking. Focus
scopes can also be covered with cellophane at one end
and used like color paddles. Children may join their
fingers to make a focus frame or use a precut mat for
framing a picture.
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LER%9 Preschool, Kindergarten, and School-Age
Activity: Art Postcards. Wolf (1988, 1990) applied
the skills of matching, pairing, and sorting using
postcards showing art masterpieces. The sequence for
using art postcards is:

Step 1. Match identical paintings. Children match
three identical pairs. Pairs are gradually added
until they can match six pairs.

Step 2. Pair similar paintings by an artist. Children
pair companion paintings, two paintings by the
same artist that are not identical but similar in
subject matter and style. An example would be
two paintings of birds by Audubon.

Step 3. Group paintings by an artist. Children begin
grouping four paintings by each of three different
artists. For example, they begin with highly con-
trasting subjects—four still lifes by Cezanne, four
abstract works by Kandinsky, and four paintings
of people by Goya.

Step 4. Children refer to control cards to match the
last name of artists with their paintings. After
repeating the exercise several times, the children
attempt to match the name cards to paintings
without using the control cards.

Step 5. Control cards are used to learn the names of
famous paintings.

Step 6. Children are introduced to paintings grouped
according to schools of art.

Step 7. Children put paintings into rows correspond-
ing to the school of art to which they belong.

Step 8. Use of a time line: A large number of paintings
of one subject—children, for example—are placed
beside a time line according to their dates. When
completed, the line graphically illustrates the de-
velopment of painting through the centuries.

Preschool, Kindergarten, and School-Age Activity:
I Spy. This activity involves both looking and listening
and can be played with a large group. Focus on an item
in the room that has a distinct color or shape. Say, for
example, “I spy something bright red. What could it
be?” Children may need additional clues. “It is bright
red only on the front. The back is white. What could
it be?” Or, “I spy something on the wall with a triangle
shape. What could it be?” Children enjoy being the
leader 