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A Note from the Editors: 
 

Welcome to our spring edition of Connections. This 
issue focuses on reflection and the need to take time 
to look back to see where we have come and what 
we have accomplished. Lynn and I were busy 
jumping from one commitment to another this 
semester like most of us and were sharing how we 
wished we had time to reflect on our work. 
Reflection allows us to contemplate and make 
deliberate and well-informed plans. Additionally, 
the loss of Bev Bos this past winter, an inspirational 
play advocate, added to our desire to stop and ‘look 
back’ at what we have accomplished as the Play, 
Policy and Practice Interest Forum.  We have used 
this issue to share an overview of all our topics in 
Connections over the past 20 years and to re-print 
some past articles that even today will inspire. A 
thank you to Sandi Waite-Stupiansky for the essay 
in remembrance of Bev Bos. Enjoy looking back on 
our past work together. We hope you each get to 
stop and reflect this summer and of course find time 
to play.  
  
Co-Managing Editors: 
Lynn-Hartle, The Pennsylvania State University at 
Brandywine 
Karen Lindeman, Edinboro University 
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Here is a list of all of the past Connections Topics 
and Themes over the last 21 years. 

 
Directory of PPP Connections Newsletters, Guest 

Editors, and Themes 

(1995-2016) 
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Issue 4 (Summer, 1996; Roberta Schomburg); 
Nonthematic 
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Issue 6 (Spring, 1997; Walter Drew); Play and 
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Volume III Issue 1 (Summer, 1997; Sandra Waite-
Stupiansky); Play in Many Settings 
Volume III Issue 2 (Fall/Winter, 1997; Lynn 
Cohen); Power of Play 
Volume III Issue 3 (Spring, 1998; Pat Nourot); Play, 
Development, and Contexts 
Volume IV Issue 1 (Fall, 1998; Ed Klugman); 
Children’s Toys and Play 
Volume IV Issue 2 (Spring/Summer, 1999; Sandra 
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Sandy Putnam-Franklin); Play and Standards 
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Volume VIII Issue 2 (Fall, 2004; Lisa Van Thiel & 
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Volume IX Issue 2 (Fall, 2005; Sandra Waite-
Stupiansky); International Perspectives on Play 
Volume X Issue 1 (Spring/Summer, 2006; Nancy 
Jenner Gabriel) Play and Literacy Development 
Volume XI Issue 1 (Spring 2008; S. Wali Abdi & 
Satomi Taylor); Playful Science 
Volume XI Issue 2 (Fall 2008; Zelda McMurty & 
Rene Crow) 
Volume XII Issue 1 (Summer 2009; Sandra Waite-
Stupiansky); Voices from the Field 
Volume XII Issue 2 (Summer 2010; Lisa Van Thiel) 
Volume XIII Issue 1 (Fall 2011; Marcia Nell & 
Walter Drew); Play, Creativity and Resilience 
Volume XIII Issue 2 (Fall 2012; Lynn Cohen); 
Tools of the Mind 
Volume XIV Issue 1 (Fall 2013; Olga Jarret); 
Recess  
Volume XV Issue 1 (Fall, 2014; Lynn Hartle & 
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2015 Awards Announced in Orlando 
 
Patricia Monighan Nourot-Marcia Nell 
 
Edgar Klugman Award- Dorothy Sluss 
 
Emerging Play Scholar Award- Lindsey Robey 
 
Nominations for 2016 Awards: Contact Jim 
Johnson at jej4@psu.edu. Award winners will be 
announced in California in November 2016.  
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Play During Recess and the Effect of 
Recess on Classroom Behavior 

Olga Jarrett, Ph.D., Georgia State University 
 

Reprinted from Volume 6, Issue 1 Spring/Summer 2001 
 

Within the past 10 years, many school systems 
have abolished recess on the basis that more 
instructional time is needed. But, what is lost by 
doing away with a play break?  My research 
conducted with several colleagues concerns the 
following areas related to recess: 
 

• Research on the effect of recess on 
classroom behavior found that children were 
less fidgety and more on task after recess 
than they were at the same time of the day 
when they had not had recess (Jarrett, 
Maxwell, Dickerson, Hoge, Davies, & 
Yetley, 1998) 

• A qualitative study of fourth graders’ views 
on recess found that children liked both PE 
and recess but considered PE a class and 
valued recess as one the few opportunities 
during the day when they could make 
choices. Some said that the opportunity to 
choose what to do and with whom involved 
respect for them as individuals (Maxwell & 
Jarrett, 1999). 

• An observational study of play during recess 
found that many children played games they 
learning in PE and also made up their own 
games, some of which were based on TV 
shows.  An assignment to learn games from 
their grandparents and older adults and 
produce a game book resulted in play of old 
games by girls but not by boys (Jarrett & 
Young, 1999).  

• Interview responses of first-, third-, and 
fifth- graders on how they liked to play 
during recess showed gender differences 
which were noted by a group of fifth-grader 
raters.  Gender differences were also 
observed on the playground, where boys 
were more involved in team sports.  Also 
observed on the playground was a 
considerable amount of cross-gender play, 
some it rough and tumble play, and very 
little fighting (Jarrett, Farokhi, Young, & 
Davies, 2000). 

• Observations on an inner-city school 
playground suggest that bullying is hard to 
detect and my require the playground 
supervisor to move among groups of 
children in order to hear their conversations. 
A survey of teachers at the same school 
indicated that most teachers like recess and 
many of the teachers play with the children.  
Having teachers supervise their own children 
may the reason for the low level of negative 
behavior on this school playground (Jarrett 
& Young, 2001). 

• A review of the literature suggests that 
recess may be the only time of the day when 
children… 

o Have a break 
o Can make choices, 
o Play outdoors, 
o Exercise leadership and resolve 

conflicts, 
o Are physically active, and  
o Can be observed by the teachers as 

they interact freely 
(Jarrett & Maxwell, 2000).  
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Observing Play: What We See When We  
Look At It Through Vygotsky’s Eyes 

Elena Bodrova and Deborah Leong, National Institute for 
Early Educational Research 

 
Reprinted from Volume 8, Issue 2 Fall 2004 

 
      Teachers have been observing play for many 
rea- sons: to see how children progress in their 
social skills or how they learn to use toys and props; 
to find out the level of their background knowledge, 
or to get a better understanding of their home life. 
 

     What we are going to discuss in this article is 
the value of observing play to determine the 
quality of the play itself. First, we will describe 
what we mean by the quality of play and present 
our rationale why high quality play is important. 
Next, we will list the characteristics of mature 
play and the observable signs of these 
characteristics to watch for. Finally, we will 
outline some of the strategies teachers can use to 
promote mature play. 
 
 
 
 
 

Congratulations! Lynn Cohen was presented 
with a Certificate of Appreciation at the annual 

meeting in November for being a founding 
member of PPPIF and for all her hard work over 

the years to our organization. 
 

Thank you, Lynn! 
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What is “mature" play? 
     In our writing about play we find ourselves 
using these terms alternatively: high quality and 
mature, although these two words signify slightly 
different aspects of what we are looking for in 
children's make-believe play. "High quality" 
means that all of the characteristics of make-
believe play are present at their highest level. 
"Mature" means that the play itself has evolved 
from its less mature form and is now adequately 
developed for four- and five-year-old children.  In 
our definition of mature play, we approach play 
from the perspective of Lev Vygotsky and his 
colleagues. (primarily Daniel Elkonin and Alexei 
Leont'ev), who identified play as the leading 
activity for preschool- and kindergarten-aged 
children, the activity that can potentially elevate 
every child’s functioning to the highest level of 
this child's Zone of Proximal Development 
(Elkonin, 1978; Leont'ev, 1977; Vygotsky, 1978). 
According to Vygotskians, only make-believe play 
qualifies as leading activity. Other play-like 
behaviors (e.g., games, manipulations, object 
exploration, etc.), however stimulating, do not hold 
the same kind of power in trans- forming child 
development. 

 
      The kind of make-believe play that becomes a 
leading activity for young children has three 
critical components: 
 

• Imaginary situation 
• Explicit roles 
• Implicit rules 

 
When children play, they create an imaginary 
situation assigning new meaning to their 
environment, to objects they use, and to each other. 
When children take on the roles that go with the 
chosen imaginary situation, they change the way 
they talk, the way they move, and the way they 
interact with each other. Usually, these changes are 
easily observed--in other words, explicit --so for a 

teacher it is easy to see when one child becomes a 
ballerina and another a firefighter. Unlike the 
imaginary situation and the roles, the rules of a 
make- believe play cannot be easily observed. 
They remain hidden--or implicit-- until one of the 
participants breaks them. You may not know that 
the rules of the "family" do not allow a "baby" to 
feed herself until you hear how the child playing 
"Mom" corrects the behavior of her playmate. 

 
     While younger children--infants and toddlers--
may demonstrate isolated elements of play, they 
do it as a part of other activities such as 
exploration of objects or communication with 
adults. As a rule, the play that integrates all three 
elements-- imaginary situation, roles, and rules--
can be observed in four- and five-year-old 
children. However, not all preschoolers and 
kindergartners demonstrate behaviors consistent 
with the definition of mature play. Some of them 
continue playing at the level more suitable for two- 
and three-year-olds. While their "immature" play 
may offer some benefits, these are negligible in 
comparison with the pro- found effect on child 
development potentially afforded through mature 
play.  
 
     Vygotsky hypothesized that it is the 
existence of the rules (along with the 
consequences for breaking them) that makes 
make-believe play the most supportive context 
for developing intentional behaviors and self-
regulation in general. Among other benefits of 
play, he listed its effects on the development of 
symbolic function and metalinguistic awareness 
which in turn contributes to children's mastery of 
written language (1997). Vygotsky's colleague 
and student Daniel Elkonin continued his mentor's 
work on play further elaborating the idea of 
make-believe play's unique contribution to 
young children's development (Elkonin, 1977; 
Elkonin, 1978). 
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      From the works of Vygotsky and Elkonin we 
can distill several principal ways for play to 
influence child development, all of them important 
for pre- paring the foundations for subsequent 
learning that takes place in primary grades: 
 
1. Play becomes the first context where young 

children demonstrate their ability to delay 
gratification, thus moving in the direction of 
gaining control of their behavior and making 
behavior more deliberate and purposeful. The 
development of deliberate- ness in play 
becomes possible due to the child's need to 
follow the rules of the play and because of 
the fact that play partners constantly monitor 
each other's following of these rules. 

2. In play, children practice cognitive "de-
centering" as they take other people's 
perspectives for coordinating multiple roles 
and for negotiating play themes and the use 
of props. Assigning different "pretend" 
functions to the same object involves 
cognitive de-centering as well. This ability 
to take and coordinate multiple perspectives 
will later enable children to coordinate their 
cognitive perspectives with those of their 
learning partners and teachers, and eventually 
will be turned inward, leading to the 
development of reflective thinking and 
metacognition. 

3. Play facilitates the development of mental 
representations as children learn to separate 
the meaning of objects from their physical 
form. First, children use replicas to substitute 
for real objects, then they proceed to use 
new objects that are different in appearance 
but can perform the same function as the 
object-prototype and, finally, most of the 
substitution takes place in child's speech with 
no objects present. This ability to use words 
to as- sign new meanings to objects was 
considered by Vygotsky to be critical for 
learning to operate with symbol systems 

comprising literacy and numeracy. For all 
these developments to take place, play it- 
self has to be evolving constantly, reaching 
its mature state by preschool and kindergarten 
years. Since not all children will reach this 
level of mature play on their own, it is 
important to accurately diagnose the level of 
play so that these children's play will be given 
appropriate and timely support. 

 
How do we know if the play is mature? 
      We all have an intuitive picture of what "real 
play" should look like. For some of us, it is 
something we remember from our own 
childhood days when we acted out scene after 
scene from the life of the "family." For others, it 
is a cumulative image supplied by children's 
books and TV shows. This picture can also come 
from observing our own children or children in 
our classroom. However, when we engage in 
daily observations it is often hard to determine 
when a particular play episode falls short of what 
we expect to see in play and exactly what this 
episode is missing. Vygotsky’s theory of make-
believe play provides a helpful framework that 
allows us to determine the overall quality of 
play as well as the quality of its individual 
components. 

 
Imaginary situations: In mature play, children 
do not need many props (and especially realistic 
props) to sustain an imaginary situation. They can 
easily substitute a new prop for a missing one, 
make their own prop, or even pretend they have 
one when in reality they do not. In contrast, 
children who are playing at an immature level can 
only sustain an imaginary situation with the help of 
multiple realistic props. When certain props are 
missing, children often stop playing altogether. 
 
      To illustrate, let us consider children playing 
in the housekeeping area. As in most early 
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childhood classrooms, this area is outfitted with 
a miniature kitchen complete with a stove, sink, 
and refrigerator. For some children it is 
relatively easy to ignore realistic reminders of 
cooking and dishwashing and to set up a 
pretend pet store where a sink can be used to 
"wash" stuffed animals and dishes can be 
turned into dog and cat bowls. For others, 
however, the very existence of stove and sink 
gets in the way of playing anything but kitchen; 
even if they agree to play "pet store," they soon 
revert back to the known script of making dinner 
and feeding family. While all   children create 
some kind of imaginary situation, the levels of 
maturity of their play are different. 
 

In mature play, children act out various 
scenarios often integrating elements of different 
themes (playing "house" may lead to playing 
"hospital" if a "baby" gets sick or it may lead to 
playing "grocery store" if "parents" run out of 
food to cook). The integration of themes makes 
children invent new uses of the props (the paper 
plate used initially in the "house" gets turned 
into the "mirror" the "doctor" uses to examine 
the "patient"). This need to assign a new 
meaning to the same object makes children use 
language extensively for communicating this 
new meaning to their partners, which in turn 
makes children conscious of the words and the 
relationships between the words and the objects 
they denote (Vygotsky, 1997). This does not 
happen when children play in an immature way 
because, in this case, the choice of scenarios is 
usually limited and the use of props is dictated by 
each scenario. With props being realistic and 
actions with these props self-explanatory (How 
many things can you do with a plastic fried egg 
when playing "house"?) the use of language in 
such a play is often minimal. 
 
Roles: When children just start playing in a 
pretend way, the roles they act out are usually 

rudimentary: each role is determined primarily 
by the props the child uses and involves several 
play actions that may be not connected with 
each other. For example, a child may be able to 
answer the question what she is playing by 
saying that she "plays store," but the play 
actions will be limited to repeated "scanning" of 
different boxes with a pretend "scanner." The 
child will not pay any attention to whether there 
are any "customers" in her store, whether 
anyone gives her the boxes, pays money, asks 
for change, and so forth. 

 
       In mature play, in contrast, roles are well-
developed, and usually involve not one or two 
actions, but the entire system of play actions 
representative of this role. In the example of the 
"store," the "cashier" will accept payment from 
the "customer," ask the "assistant" to bag the 
groceries, and call the warehouse to order more 
milk. While the play partners may be either real 
or imaginary, the very actions of players are 
shaped by the relationships that exist between 
different roles. For example, a child's actions 
involved in pretend "eating" will be different 
depending on whether this child is playing 
"restaurant," "family," or "birth- day party." 
 
      Let us consider children playing "school." Two 
children take on the role of "teacher" with stuffed 
animals being "students." While one child follows 
several steps in a "script" of being teacher: reads a 
book, calls on children, assigns them the role of 
"helpers," the other child just walks around with 
a pointer pointing to charts and posters and pre- 
tending to "read" them. Evidently, play of these 
two children is at different levels of maturity. 
 
Rules: When children play in a mature way, they 
can follow the rules that come with a particular 
role. They can stay in their roles for a long time, 
with their behaviors and language consistent with 
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the role from one play episode to the next. For 
example, a child playing "baby" will remain seated 
even when the house "catches fire" and will wait 
until firefighters come and rescue her. A child who 
has not yet reached this level of mature play is 
more likely to abandon the chosen role if another 
role comes with more attractive props or actions. 
In the above example of "fire rescue," this child 
would stop playing "baby" to join the firefighters, 
which might potentially lead to the entire play dis- 
integrating since there is no one left to be rescued. 
 
     Let us observe children playing "concert." A 
little girl is playing "conductor." She pretends to 
"con- duct" as several other children are singing. 
Finally, she makes a gesture indicating that the 
song is over. Everybody stops singing but one 
little boy. The "conductor" repeats her gesture, 
now more forcefully and finally says, "Stop 
singing!" The boy continues to sing, paying no 
attention to her directions. "You are fired!" 
announces the conductor. Again, although 
children seem to be sharing the same play 
scenario, you can see that they are at different 
levels of maturity in regard to the rules of play.  
 
     The most mature level is when children 
establish their rules before they start playing. In 
this case, subsequent discussion of rules takes 
place not to remind players of these rules but to 
change them according to the changing play 
scenario: "Now, let's pretend we landed and we 
can go outside but we all have to walk 
differently." 
 
      In conclusion, we would like to offer a list of 
signs to watch for when trying to determine if the 
play you observe is truly mature. 
 

• Are children playing a scenario and a role 
made obvious by the props chosen and the 
language used? 

 

• Do the children participate in the creation 
of the pretend scenario by describing and 
discussing what they are going to do and 
what the other child is going to do?  

 
• When children have mature play, they take 

both perspectives--that of themselves and 
that of their partner. They often restate 
what the partner says he/she wants to do 
within their own idea, giving the play 
scenario a sense of coherence, 
incorporating the new idea. In less mature 
play, children only state their own role 
without coordinating with another child 

• How many scenes within the pretend 
scenario are discussed prior to acting them 
out? Mature players will discuss a coherent 
unit of interaction, not just one action. 

 
• Are children able to adjust the theme to in- 

corporate the ideas of other themes or are 
they able to follow only one script? Do 
they easily invent twists and turns in the 
scenario or are they limited to stereotypical 
actions and behaviors? 

 
• Do children use props symbolically? For ex- 

ample, using a spoon to feed the baby is less 
mature than using the spoon to act as the key 
to a door. 

 
• Is the play "object oriented"? Children 

who have object oriented play can only 
play a role if they have the prop. Children 
who have mature play do not depend on a 
prop to keep them in a role. 

 
• Can children play more than one role? 

Mature players can have one role that is a 
combination of several roles, such as being 
the mommy who is also a doctor. They can 
play several roles in a row, being the 
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mommy and then being the baby. Finally, 
they can play several roles simultaneously, 
they are the mommy and then they change 
their voices to play the baby role-often 
talking for one object. 

 
• Can children play with objects as actors 

with- out having an overt role themselves? 
This is the highest level of symbolic prop 
use. Children no longer need to be the actor, 
but can move objects and have them act 
instead.  They can play several roles at the 
same time. They are not just one of the 
actors, but play several parts. 

 
• When you interject yourself in the play by 

making a comment or suggesting a prop, 
does this throw the play off? Can it start 
again without you? 

 
• When you interject yourself in the play by 

suggesting a prop, can children take that idea 
and use it or do they revert back to the "real" 
representation? 

 
• Does the play extend for a long period of 

time within that day and then over several 
days? Children should be able to keep 
inventing more scenarios and more roles as 
the play progresses, not tiring of the 
interaction for at least 40 minutes. The 
play may change themes and direction, but 
the play itself does not degenerate. 

 
• Does the play occur without needing any 

intervention by you to solve social 
problems in the group? Children should be 
able to find a positive solution for 
differing opinions, differing desires. There 
should be no fighting over props, roles, or 
space. Children should be able to work this 
out on their own. 

 
• Can children play with any other child in 

the classroom? Children should be able to 
negotiate the play scenario with any other 
child.  

 
• Are children having fun? Play is one of 

children's most pleasurable interactions. 
You should hear laughing and enjoyment 
in their voices. You should see smiles and 
pleasure in their faces. The only exception 
is when they play the crying baby! 
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Do We Truly Value Play? 

Joan Bangen. Casper College, Casper, WY 
 

Reprinted from Issue 3 Spring 1996 
 

I’d rather play tennis than go to the dentist. 
I’d rather play soccer than go to the doctor. 

I’d rather play Hurk than go to work. 
Hurk? Hurk? What’s Hurk? 

I don’t know, but it must be better than work. 
         ~ Shel Silverstein 
 

A number of years ago, I was in class in 
which play was defined as children’s work.  
Somehow this seemed illogical to me, so I began to 
formulate the idea that if we truly value play, why 
would we define it as work? At the Play Caucus 
session during the 1994 NAEYC conference this 
idea again emerged when we were asked to analyze 
various early childhood curriculum guides and 
policy statements to see if play was addressed, and, 
if so how frequently.  As I seem to have never 
grown beyond the four-year-old stage of playing 
with words, this exercise made me think about how 
often we use the word “work” when “play” would 
have been more suitable.  After “playing around” 
with this idea, I became extremely tuned into the 
words work and play and questioned what would 
happen if we substituted “play” for “work”.   

 
For example, why do we have homework? 

Wouldn’t it be better and more enjoyable for the 
children if we assigned home play activities? One of 
my students recently did this as a child care 
provider. She reported the parent and child 
cooperation was extremely positive.   

 
How about workshops? I would much rather 

participate in or for that matter, facilitate a playshop 
rather than a workshop, wouldn’t you? It sounds 
more fun and interesting.   

 

The 2015 Awards were announced in Orlando 
 

Edgar Klugman Award – Dorothy Sluss 
 

Patricia Monighan Nourot Award - Marcia Nell 
 

Emerging Play Scholar Award – Lindsey Robey 
 

Congratulations! 
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Many of us require that our college students 
include children’s work samples as part of their 
projects.  I am now requesting that children’s play 
samples be submitted.  The change in attitude of the 
students is remarkable.  They immediately 
understand the kinds of things that are appropriate, 
whereas when I requested work samples, they were 
often confused.   
 

Due to this play on words, I have lately 
become extremely aware (my friends say possibly 
over-conscious) of how frequently we, as early 
childhood professionals use the word work.  My 
colleagues find me writing down examples every 
time I hear “work” and trying to see if would work 
better. (Oops, play would play better?).  One 
colleague informed me that after our discussion, she 
changed the word work to play four times in an 
article she had written.   

 
Recently [ah, actually 21 years ago!] at the 

1995 NAEYC conference, I heard a presenter say 
that she “worked with toddlers.”  I thought “work 
with toddlers? Do toddlers work?” In a panel 
presentation about play, one of our foremost play 
advocates said the following: 

• “how did it work?” 
• “room to work” 
• “the way it is supposed to work.” 
• “adults who have worked with children.” 
• “working with something you really know 

about” 
•  

Do we truly value play? If language reflects 
our values, then possibly not.  I think from now on, 
instead of going to work, I will go to play.  Surely 
my attitude will change for the better, don’t you 
think?  

 
 
 
 

Reference 
 
Silverstein, S. (1994). Light in the attic. New York, 

NY: Harper and Row.   
 
 
 

Adults, Like Children Construct 
Knowledge Through Play 

A Conversation with Margie Carter (Consultant and 
Pacific Oaks Northwest), Betty Jones (Pacific Oaks 

College), and Walter Drew (Co-founder of the 
Institute for Self-Active Education) 

 
Reprinted from Issue 6 Spring 1997 

 
Note: Margie, Betty, and I, along with other 
colleagues, are engaged in an ongoing dialogue 
about the role of play in parent and teacher 
education.  Here are some selections from our 
shared thinking.  WFD 
 
MC:  It seems to me the application of play theory 
to adult learning settings is suffering from the same 
misconceptions common in children’s classrooms.  
People think play is fun, and fine for reducing stress, 
but when it’s time for learning, we should all get 
quiet and listen to the teacher. Although 
developmentally appropriate practice is based on 
play theory and constructivism, in most children’s 
programs “free play time” is seen as a break from 
the “real learning” activities.   
 
BJ: “Covering the curriculum content” seems to be 
THE criterion for being a GOOD teacher, from 
college on down.  And “covering” generally means 
“telling”. But we know from constructivist theory 
that real learning happens as knowledge is 
UNCOVERED, in David Hawkins’ words, as 
learners discover connections among their 
experiences. 
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MC:  How can we re-think teacher education to 
address this?  
 
WD:  If teacher education is a primary influence on 
how teachers teach, then it is imperative to make it a 
garden of hands-on, open-ended play experiences, 
thinking ahead to the garden of learning experiences 
those same teachers will turn provide for their 
children.  What we recall and understand most 
clearly, and in fact what we practice later on, is that 
what we have experienced directly, first hand, 
sensorily.  Let us work together to provide teachers 
with more opportunities to practice play, to 
investigate and reflect on the content and meaning 
of their own experience of play, as we ask them to 
do with children! Is it not through sensory 
exploration that the individual child or adult 
experiences excitement and comes closer to making 
the connection between the outer form and inner 
meaning?  
 
BJ:  The play of young children includes 
dramatization and construction and language—all of 
which are forms of REPRESENTATION of 
experience.  Human beings of any age use materials, 
their own bodies, words, and music to create 
patterns and images and ideas that help them 
organize their experience, in order to understand it.  
Learners need access to a “hundred languages” to 
capitalize on their multiple intelligences and 
communicate with other learners.   
 
WD:  Yes, enjoyable play experiences for teachers 
and parents as well as for children, are the actual 
concrete representation of the constructivist process.  
Each new physical pattern or structure created using 
three dimensional materials is a unique expression 
of content and meaning, a story waiting to be told.   
 
MC:  Yet, time and time again I see college 
classrooms, conference seminars, and in-service 
training programs teaching teachers in ways we 
would never want them to teaching children.  

Ignoring, if not defying, the implication of 
constructivist theory.  Teacher educators appear to 
believe that all adults are the stage of formal 
operations.   
 
BJ: And they’re not.  Even adult learners need to 
make informal, concrete connections.  To 
understand child development theory, say, I need to 
act out, talk about, make a visual representation of, 
go back into my memory of examples of such key 
concepts as separation, autonomy, classification, 
regression.  I must realize that developmental theory 
applies to real children, including myself as a child.  
I need to discover that other people’s experiences 
may be different from my own.  I need to construct 
understanding for myself, arguing with some these 
others.  That implies a different learning format than 
listening to a lecture or memorizing answers to test 
questions.   
 
In my experience there is a clear teaching strategy 
for enabling adults to construct theory for 
themselves.  The steps for the teacher or trainer are: 
1) identify the concept to be learned, 2) design an 
ACTIVITY to enable learners to PLAY with the 
concept, individually and in interaction with peers, 
3) guide discussion of the experience, and 4) do it 
again, with modification or quite different activity 
(Selma Wasserman, writing about primary school 
children, calls this process play-debrief-replay) 
 
MC: Many teachers have trouble building a real 
curriculum for children around play, not only 
because they don’t fully understand the theory, but 
because they lack much experience with engaged 
play in their own life history.  Indeed, our larger 
culture is squeezing it out altogether, replacing play 
with acute stress, boredom, or commercial 
recreation and entertainment.  If we want teachers to 
build their work with children around play, we have 
to build our adult pedagogy around it.  What might 
this look like?  
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BJ:  Ingrid Chalufour has described the “circular 
process of playing and processing, going deeper and 
asking new questions.” If adults haven’t experienced 
(and recognized) that for themselves, they won’t 
notice when children are doing it.  They’ll just 
assume it should be interrupted to teach a lesson 
about shapes and colors. To be a good teacher of 
children is to be a skilled observer.  Teaching in 
process need to observe themselves, as well as 
children, as active learners.   
 
The most important thing I do as a teacher of young 
children is to create a rich physical environment 
because children learn with their whole selves.  
Adults, however, use words more than other modes 
of learning and so the most important thing I do as a 
teacher of adults is to invent questions and grab 
people.  Stimulating their memories and their 
thinking to new discoveries – “aha’s”. How did you 
play as a child and what did you learn by playing?  
Were you a thriver in school – why or why not?  
When you were a child were your wishes and 
desires acknowledged by adults, and was this good 
for you or bad for you? What’s something you do 
well – and how did you learn it?  I ask learners to 
engage with such questions by writing, by talking 
with a partner or in a group of four, by making a 
non-verbal presentation to the rest of the class, by 
engaging in teacher-led discussion, by going out to 
observe children and making connections with what 
they see.  Find a child who reminds you of yourself. 
Si this classroom good “fit” for this child? How do 
you know?  
 
MC:  I’ve noticed that it has become quite common 
to start a class or workshop with an ice-breaker and 
sometimes there are even some “active Learning” 
exercises tossed in. But more often than not, these 
activities have little relationship to the construction 
of understanding of the ideas at hand. At best, they 
loosen up the group and add a bit of playfulness to 
the learning session.  At worst, these little games 
seem trivial and unrelated to why people have come 

together, leaving participants feeling foolish if not 
annoyed.  This is not a good way to convince people 
of the value of play.   
 
To me constructivist activities are of a very different 
nature. They are designed to uncover what we know 
and how we think about something in a playful way, 
yet with serious intent and content in mind.  They 
move participants to deeper levels of complexity 
through problem posing and possibilities for 
divergent thinking.   
 
WD:  Let us offer teachers and parents the 
opportunity to explore, to investigate, to create, and 
to discover for themselves using a provocative array 
of open-ended materials.  Not simply as an “ice 
breaker”, but as the essential core of instruction, as a 
way of centering inward and constructing real, 
meaningful knowledge.  The discards, or recycled 
and reusable materials given freely by local 
businesses make perfect resources, such as fabric 
and yarn, mylar, wooden spoons, plastic caps, wire, 
foam circles, oaktag strips, large sheets of paper, 
along with sand and clay and paint and blocks!  The 
materials and the processes are so simple and 
important, yet so easy to overlook their essential 
relevance.   
 

I have repeatedly observed a startling and 
magical relationship between the pedagogy of play 
for adults and the pedagogy of play for children.  
This is, if we provide a unified and continuous 
hands-on play experience for adults, that core 
experience will enable the adult to provide the same 
opportunity for children.   
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Since we were just discussing this at the annual 
meeting, we thought it would be valuable to look 
back at this discussion from 2000. A benefit of 
reflection is finding work we already accomplished 
and can add to it.  
 
Draft of Platform of the Play, Policy, and 

Practice Caucus 
James E. Johnson, The Pennsylvania State University 

James Christie, Arizona State University 
 

Reprinted from Volume 5, Issue 1 Summer 2000 
 

Play is for all children as sun and water are 
to seedlings. Play nourishes a child’s sense of 
wonder wit the world and all of its physical social 
offerings.  Good play experiences during childhood 

carry over into later life and help adults be more 
creative and playful in their approach to life and 
work.  Moreover, playing well and developing well 
are two sides of the same coin; theory and research 
link play with a host of developmental virtues 
including imagination, creativity, problem solving, 
social competence, emotional well-being, and 
literacy development.   
 

Members of the Play, Policy, and Practice 
Caucus of the National Association for the 
Education of Young Children believe that adults, 
parents, and teachers have important roles in 
fostering play during the early childhood years. It is 
the purpose of this Play Platform to articulate the 
BENEFITS of play, as well as PROFESSIONAL 
ROLES of early childhood educators with respect to 
children’s play in formal and informal educational 
settings from infancy through eight years of age.   
 

This Play Platform is concerned with 
developmental play, defined as play that reflects or 
generates a child’s well-being and/or learning and 
development.  This covers the types of play one 
typically finds in informal and formal educational 
settings, including exploratory play, functional 
(motor) play, constructive play, dramatic (symbolic) 
play, and games with rules.  These types of play 
share the common characteristics of all play 
behavior:   

• Intrinsic motivation 
• Free choice 
• Joy and pleasure 
• Non-literality (pretense) 
• Active engagement 

 
Play, is by its very nature, a child-centered 

activity. Accordingly, the motivation for authentic 
play activity resides within children.  Children’s 
purposes for playing are always more important than 
adults’ motivations for play.  Yet, adults have 
important roles to play as they provide support and 

appearing in 
Play, Policy, & Practice 

Connections 
are those of the authors and not of 

NAEYC. 
 

Please address any questions,  
comments, or concerns to the  

Managing Editors, Lynn Hartle 
(lch1@psu.edu) and Karen Lindeman 

(klindeman@edinboro.edu). 



 
 
 
 

Page 15 
 
 
 
 

resources for children to engage in healthy, creative 
play.   
 

BENEFITS OF PLAY 
 

Research and theory support many benefits 
of play.  These benefits can be classified as 
Expressive Values, Developmental Values, and 
Educational Values.  Many of the specific values are 
summarized as follows:  
 
Expressive Values include… 

• Enjoyment, fun, love of life 
• Relaxation, release of energy, tension 

reduction 
• Self-expression 

 
Developmental Values include… 
 

Cognitive Development: 
• Creativity 
• Abstract thinking 
• Imagination 
• Problem-solving 
• Social cognition, empathy, perspective 

taking 
• Mastering new concepts 

 
Affective Development: 

• Self-confidence 
• Self-esteem 
• Anxiety reduction 
• Therapeutic effects 

 
Social Development: 

• Cooperation 
• Sharing 
• Turn-taking 
• Conflict resolution 
• Leadership skill development 

 
Physical Development: 

• Gross motor development 
• Fine motor experiences 
• Physical challenges 
• Self-help skills 

 
Attentional Development: 

• Attention regulation 
• Concentration 
• persistence 

 
Language Development: 

• communication skills 
• vocabulary 
• story telling 
• emergent literacy 

 
Educational Values include… 

• Providing a meaningful context for children 
to learn concepts and skills;  

• Making learning fun and enjoyable; 
• Encouraging children to extend what they 

are learning; 
• Encouraging children to experiment and take 

risks; 
• Providing opportunities for collaborative 

learning with adults and peers;  
• Allowing for the practice of skills. 

 
PROFESSIONAL ROLES 

 
NAEYC endorses developmentally 

appropriate practices (DAP) in early childhood 
education.  Accordingly, the performance of 
professional roles connected with children’s play is 
predicated upon an awareness and concern with each 
individual child’s needs and interests. Cultural and 
social backgrounds, individual personalities, and the 
presence of special educational needs are all 
important.  Early childhood professionals need to be 
aware of and sensitive to each child’s perspective 
and contributions to play experiences.  Adult 
expectations and plans for children’s play must also 
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take into account children’s ages and developmental 
maturity, based on current theories of child 
development.   
 
There are many roles for the early childhood 
professional to perform with respect to children’s 
play.   
Several overarching roles include… 

• Valuing play and giving it high priority in 
the curriculum; 

• Communicating the value of play to parents; 
• Showing an interest in play as a matter of 

public or educational policy;  
• Lobbying and advocating on behalf of 

children’s right to play as an integral part of 
childhood. 

 
Other roles in the early childhood profession 

with respect to children’s play pertain to the daily 
life in the classroom, child development center, or 
child care setting. These include… 
 

• Providing preparatory experiences for play 
such as bringing in guest visitors, taking 
children on field trips, reading books relating 
to play themes. 

• Being a careful and systematic observer 
including making instructional decisions 
based on observations, documenting the play 
process and products, and assessing 
children’s development through their play.   

• Acting as a stage manager by setting up 
positive and attractive environments, 
providing appropriate materials and play 
objects, space, storage areas, and time for 
play. 

• Allow children choices in their play 
• Supervising play by making sure that all 

children are safe monitoring activities, 
mediating conflicts, enforcing rules, and 
helping children negotiate.   

• Facilitating play by asking questions, 
offering comments, suggestions, and ideas 
for play; entering into children’s play as a 
co-player or role model, and providing 
challenges to extend the play. 

 
In conclusion, play is imperative to the healthy 

development of learning of all children in every 
early childhood setting.  It is the ethical and 
professional responsibility of adults who care for 
young children to provide safe and valuable play 
opportunities every day for every child.   
 
 
 

Remembering Bev Bos 
Sandra Waite- Stupiansky, Professor Emeritus, Edinboro 

University 
 

“Doesn’t everything die at last, and too soon? 
Tell me what is it you plan to do with your one wild and 

precious life?”     Mary Oliver 
 

Sometimes, in life, we cross paths with persons who 
change us.  Maybe the changes are minor and hardly 
recognizable. . . but they are there and they stick 
with us as we continue on our own paths with 
family, career, and life.  There was such a person in 
my life, and her name was Bev Bos.  When I heard 
of her passing, I paused and reflected on how Bev 
affected me, inspired me, and, most importantly, 
made me love my profession as an early childhood 
educator.  And she did this in the few times when 
our paths intersected, which leaves me in awe.  How 
did this amazing woman who spent her wild and 
precious life teaching children--and those who teach 
children—make such an impact on everyone who 
met her? 
 
Almost thirty years ago, our small NAEYC affiliate 
in northern New York found out that Bev was going 
to be close doing a workshop for another affiliate.  
We decided to call her and see if she would take a 
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side trip to our small city and do a workshop for the 
little bit of money we had.  Of course, she said, 
“Yes!”  This was right after she had been featured in 
a national television program, so she was gaining 
fame as a force in early childhood education.  We 
couldn’t believe that she was going to spend a day 
with us! 
 
When the day came for her to arrive, I volunteered 
to pick her up at the airport and transport her to the 
hotel.  She greeted me as if we were lifelong friends, 
although she didn’t know me at all.  We talked and 
laughed on the car trip, then she asked if we could 
stop at a grocery store.  I thought this was a little 
odd, but said that would be fine.  She zoomed into 
the grocery store and in a matter of a minute or two 
picked up some interesting items.  I remember that 
she instructed me to find “blue Dawn dishwashing 
detergent” and she went to find bendable straws.  I 
found out the next day why she needed these items 
as we learned to blow bubbles with our hands and a 
50/50 mixture of Dawn and water—something I still 
do to this day.  And we learned to talk into our ears 
with the bendable straws.  A trick I use when I get 
bored or have a child to entertain!   It’s actually 
quite amazing. 
 
The workshop was better than we had hoped.  The 
large multipurpose room at a local university was 
filled with practicing and future early childhood 
educators, quite a feat for our fledgling affiliate of 
about 20 members.  We laughed together as Bev 
held up her handwritten signs with messages like, 
“Children don’t have walking feet,” and “Children 
don’t have inside voices.”  How true!  We cried 
when she read Bob Munsch’s book, Love You 
Forever, because most of us were hearing it for the 
first time, but certainly not the last.  We all fell in 
love with that book that day. 
 
Why do I remember these fine details?  I think it’s 
because Bev made an indelible impression on me 
with her simple, honest message about loving 

children for who they are, not who we want them to 
be.  And she did this in a way that made us love who 
were are as well.  She used humor, music, children’s 
literature, simple activities, and more to keep our 
attention.  The day flew by in an instant. 
 
But then, something else happened.  After the 
workshop, I hosted a reception for Bev and the 
board members of the NAEYC affiliate at my home.  
My own children, who were around six and nine 
years old at the time, came to greet Bev when she 
arrived.  She immediately turned her full attention to 
them and asked them about themselves, what they 
liked to do, and so on.  The she told my daughter 
(the six-year-old) to go get a hand towel from the 
bathroom.  Bev took the hand towel and folded it 
into something that looked like a dead chicken.  My 
daughter is in her 30s now, and she still remembers 
how to make that silly chicken.  Then, Bev turned to 
my son (the nine-year-old) and gave him the biggest 
horseshoe magnet I’ve ever seen.  When she handed 
it to him, she gave him one direction:  “Whatever 
you do, don’t put this by the television screen.”  Of 
course, he did. . . and that television had a purple 
mark on the screen for as long as we owned it.  
That’s okay, we always thought of Bev and her 
magnet when we watched our purple-spotted screen.  
It made us smile. 
 
Yet, it was what Bev gave to me that really made an 
impact.  The next time I saw her was at the Annual 
Conference for NAEYC.  I, along with hundreds of 
other folks, attended her workshop.  It was at this 
workshop that she read a poem by Mary Oliver 
called “The Summer Day.”  It ended with the line, 
“tell me what is it you plan to do with your one wild 
and precious life.”  I fell in love with the poem (and 
Mary Oliver’s poetry) that day.  When I saw Bev 
later at her booth in the exhibit hall, I told her how 
much I loved the poem she read.  “Wait a minute,” 
she said as she reached into her bag.  “This is 
yours,” and she gave me the book of poetry by Mary 
Oliver that she had used in the workshop.   If she 
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only knew what a special gift that was for someone 
who hadn’t really spent much time with poetry. 
 
As I prepared to write this tribute, I took the book 
down from my bookshelf and read some of the 
poems with tears in my eyes as I remembered a very 
special woman who led a very special “wild and 
precious life.”  We are all better for having crossed 
paths with Bev Bos.  Thank you, Bev, we already 
miss you. Please know that you impacted us in so 
many ways, and we will love YOU forever. 
 

The Summer Day 
Who made the world? 
Who made the swan, and the black bear? 
Who made the grasshopper, I mean-- 
the one who has flung herself out of the grass, 
the one who is eating sugar out of my hand, 
who is moving her jaws back and forth instead of up and 
down— 
who is gazing around with her enormous and 
complicated eyes. 
Now she lifts her pale forearms and thoroughly washes 
her face. 
Now she snaps her wings open, and floats away. 
I don’t know exactly what a prayer is. 
I do know how to pay attention, how to fall down 
Into the grass, how to kneel down in the grass, 
How to be idle and blessed, how to stroll through the 
fields, 
Which is what I have been doing all day. 
Tell me, what else should I have done? 
Doesn’t everything die at last, and too soon? 
Tell me, what is it you plan to do 
With your one wild and precious life? 

--Mary Oliver 
 
 
 

 
 
 
 
 
 

 
 
 
 
 
 
 

 

Please send nominations for 2016 Awards 
 to  Jim Johnson at jej4@psu.edu.  

 
Award winners will be announced in Los 

Angeles, CA in November 2016. 
 


