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ABSTRACT

This  paper  presents  several  theoretical  explanations  of  the emotional  reality  of

young  children.  Its focus  is the  influential  first  relationship  between  the young  child  and

his  caregiver  and how  his emotional  development  is shaped  within  the confines  of  this

relationship.  It then  examines  what  meanings  the first  relationship  holds  for  the child's

emotional  reality  during  the toddler  stage,  defined  as roughly  18 months  to 3 years  of  age.

The  paper  turns  then  to a discussion  of  the  particular  emotional  reality  of  a toddler

in  the childcare  setting.  What  follows  is an argument  about  the  importance  of

acknowledging  and labeling  young  children's  present  emotional  reality  in the childcare

setting.  Among  other  strategies,  it  discusses  how  bibliotherapy  in  particular  can  be used

to address  the emotional  needs  of  young  children  in  the child  care  setting.

Leading  from  the  discussion  of  bibliotherapy,  the  paper  examines  the usefulness

of  teacher-made  books  versus  ready-made  store  bought  books  for  use with  children  in  the

classroom.  The  paper  hypothesizes  that  teacher-made  books  are particularly  effective

because  they  can be tailored  to best  fit  any  situation  in the classroom  and  to reflect  the

children's  present  emotional  reality..

Lastly,  the paper  describes  the creation  of  a picture  book  for  infants  and toddlers

in  direct  response  to their  emotional  reality  at naptime  and  shares  the children's  responses

to the  book.  Because  of  considerations  of  confidentiality,  the  book  itself  is available

upon  request  at the Bank  Street  Family  Center.
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I Theoretical  Considerations

Section  A

What  are the emotional  realities  of  young  children?

In  order  to understand  the emotional  realities  of  young  children  one  must

necessarily  look  at their  first  relationships.  It is the contention  of  various  theorists  that

the nature  of  first  relationship  between  the infant  and caregiver  is crucial  for  all  aspects  of

hisl  development.

First  we  tum  to Stern  (1977)  who  believes  that  the  infant  is occupied  with

learning  about  things  human  during  the first  six  months  of  his  life.  The  infant  learns

about  how  to be with  humans  by  engaging  in  many  repeated  social  interactions  with  his

primary  caxegivcr.  Stern  believes  that  the  infant  and  caregiver  both  come  to these

interactions  with  a set of  behaviors  that  enable  them  to regulate  themselves  mutually

during  the  ongoing  interaction.

Some  of  the  behaviors  the infant  comes  with  include  a mature  visual-motor

system  at birth  so he is able  to focus  well  on objects  close  to his  face. Emde  (1989)  adds

that  the  infant  also comes  with  a propensity  to engage  in  eye to eye contact  and  to show

prolonged  alert  attentiveness  to the stimulus  features  of  the  human  face  and  voice.  The

infant  is able  to be organized  and soothed  by  human  holding  touching  and  rocking.

(Emde,  p.38)  Then  there  is the smile.  From  about  6 weeks  to 4 months  the smile  moves

from  a reflexive  activity  internally  motivated,  to a social  response  and  then  to

instnimental  behavior.  (Stern,  p.45)

' The  male  pronoun  is used  throughout  the  paper  to avoid  the awkwardness  of  using  hisfher  and  he/she.  In

all  cases,  it  refers  to both  the  male  and  female  experience.
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The  caregiver  (often  the  mother)  brings  to their  interactions  a set of  discrete  facial

expressions,  often  overtly  exaggerated,  some  particular  vocalization  patterns  adapted  to

the  particular  needs  of  the infant  (e.g.  high-pitched  speech),  prolonged  gaze and  a variety

of  face  presentations  and head  movements.  It  is this  combination  of  both  mother's  and

infant's  propensities  which  facilitates  their  interactions.

With  this  set of  behaviors  and  propensities  the caregiver  and infant  engage  in  their

daily  interactions  during  which  the infant  learns  how  to initiate,  maintain,  terminate  and

avoid  interactions.  He  also  begins  to develop  schemas  for  the  human  face,  voice,  touch

and  movements,  specific  to his  primary  caregiver.  (Stern,  p.5)

At  about  6 months  the infant  shifts  from  his  primary  focus  on  learning  about  the

basic  nature  of  humans  to an increased  interest  in learning  about  objects.  This  shift  in

infant  focus  changes  the shape  of  caregiver-infant  interactions.  Now  the goal  of  these

interactions  becomes  learning  about  an object.

Piaget  contends  that  at this  age the infant  is only  able  to know  an object  in  relation

to himself  and  his acts on the object.  The  object  ceases  to exist  absent  from  his

perception  of  it. During  this  period  the infant  engages  in  active  sense-making  of  the

world  of  objects  in  a sensorimotor  manner.  With  repeated  sensory  motor  experiences

with  the  object  (such  as mouthing,  waving  or  banging),  the  infant  begins  to form  a

schema  of  the object.  The  schema  is later  modified  and  expanded  with  new  experiences

to include  more  sophisticated  definitions  and  understanding  of  that  particular  object.

For  example,  during  the child's  first  experiences  with  a rattle,  there  are particular

sensory  experiences  of  the  rattle  and  motor  experiences  of  perhaps  reaching  for,  grasping

and  shaking  the  rattle  that  form  the  foundation  of  a working  schema  of  the  rattle.  Through
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specific  sensorimotor  affective  experiences  of  being  with  the significant  attachment

figure  that  the  child  finds  reassuring.

To  summarize,  toddlers  are struggling  with  what  Lieberman  (1993)  calls  the  most

important  emotional  accomplishment  of  the  toddler  years,  the  reconciliation  of  the  urge

to become  competent  and self-reliant  with  the longing  for  parental  love  and  protection.

They  are undergoing  a process  of  rapid  physical  and  psychical  growth.  They  are leaming

to walk,  talk  and are beginning  to appreciate  their  separateness  from  their  primary

attachment  figures.  With  these  new  skills  and increasing  awareness  comes  separation

anxiety.  They  also  work  to better  internalize  the  concepts  of  object  permanence  and

object  constancy.

Given  our  knowledge  of  the emotional  realities  of  the  young  child,  let  us turn  now

to a discussion  of  why  it would  be important  to acknowledge  their  experiences  and

feelings.
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Section  B

Why  is it important  to acknowledze  and label children's  present emotional  reality?

Acknowledging  and  labeling  the children's  feelings  gives  them  knowledge  about

themselves  and  lets  them  know  that  we  care  and are here  to help  and support  them.  This

belief  is clearly  demonstrated  by  the common  arrangement  of  books  one finds  in  the

children's  section  of  a bookstore  or library,  books  organized  by  theme.  These  themes  are

often  separation,  starting  school,  moving,  toilet  leaming,  the death  of  a loved

person/animal  and the celebration  of  traditions  and  holidays.  This  pattern  is also repeated

in  the adult  section  with  books  organized  by  how  to cope  with  various  life  events.  What

is this  practice?

Grindler,  Stratton  &  McKenna,  (1997)  term  this  practice  bibliotherapy  and  define

it  as the  use of  books  to help  people  work  through  their  problems.  There  are several

waysbooksaresupposedtohelppeopleworkthroughtheirproblems.  Schultheis(1972)

contends  that  through  identification  with  a character  in the  book,  whom  has the same

problem  or struggles  with  a similar  issue,  the reader  better  understands  himself  and gains

new  insight  and  la'iowledge  about  his  problem/issue  after  having  read  the  book.  An

added  benefit  is that  the child  might  become  aware  of  problems  of  other  children  and

may  begin  to develop  empathy.

Fassler  (1978)  discusses  several  ways  in  which  books  help  children  cope  with

stressful  situations:

*  Books  can serve  a labeling  function.

*  Reading  books  together  offer  children  and adults  excellent  opportunities  to share

their  feelings  and air  their  inner  concems.
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*  Books  can also help  because  they  may  suggest  ways  to deal  with  the source  of

stress  and arixiety.

*  Children  gain  comfort  from  seeing  another  child  feeling  the same  way  in the same

situation.  They  gain  comfort  from  the fact  that  just  as the child  in  the story

gradually  masters  these  feelings  so too  will  they.

Books serve a labeling  furgctiorx.

From  teaching  experience,  we  know  that  children  in  general  and  infants  and

toddlers  in  particular  need  help  identifying  and labeling  their  emotions.  They  need  help

knowing  that  the feelings  they  have  when  mommy/daddy  says goodbye  might  be sadness,

longing,  anger,  confusion,  and  fear. They  need  help  with  the language  to know  that  the

heavy  feeling  in their  chest  might  be sadness  or that  the agitation  in  their  body  might  be

the anger  they  feel  at being  left.  The  labels  we  offer  them  give  them  an increased

ownership  over  those  feelings.  The  symbolic  function  of  labels  serves  to distance  the

child  from  the  actual  present  experience  of  the  emotion.

Lieberman  (1993)  argues  that  for  the pre-verbal  child,  talking  about  their

experience  helps  him  contain  his  negative  feelings,  puts  some  order  into  chaos  and  makes

the feelings  bearable.  Toddlers  particularly  find  it reassuring  to hear  a sympathetic

description  of  what  they  are feeling  but  as yet  are unable  to put  into  their  own  words.

This  is true  because  it gives  them  the sense  of  being  understood,  cared  for  and

empathized  with.

Certainly  in  my  teaching  experience  this  has been  the  case. There  are many

examples of  mornings  when I have approached a morose-looking  toddler  sitting  on the



14

sofa  sucking  on his  special  transitional  object  and offered  the words  that  they  might  be

missing  mommy/daddy  when  they've  turned  to me with  this  look  of  "you  understand."

From  this  promising  start,  I often  further  explore  his  feelings  with  him  and I am then  able

to provide  further  words  of  empathy,  comfort  and reassurance

Once  children  have  the language  to discuss  their  emotions  they  relish  their  ability

to decipher  a character's  emotion  from  his/her  general  affect.  For  example  when  reading

You Go  Away,  the children  like  to form  hypotheses  as to why  the  character  is feeling

sad/mad/angry.  But  perhaps  what  they  enjoy  most  of  all  are the coru'iections  the teachers

make  between  how  the characters  in  the book  feel  in  certain  situations  and  how  they  feel

in  those  same  situations.

Reading books together offer children and adults excellent opporturxities to share their

feelings and air their irmer concerns.

There  have  been  many  times  in a group  reading  activity  when  I have  looked  up to

see the  rapt  faces  of  the  toddlers  in  my  classroom  as I discussed  how  some  hypothetical

character  in  a book  was feeling.  0.ttentimes  I don't  even  have  to ask leading  questions

about  how  the  character  was  feeling  as they  jump  right  in  with  suggestions  that  are close

to their  hearts.  This  often  clues  me  in  to how  they  are feeling  themselves,  which  in  turns

informs  my  interactions  with  them.  With  familiar  texts  that  we  have  shared  time  and

time  again,  the  children  in  my  classroom  like  to ask questions  about  how  the character  is

feeling  and are often  times  able  to answer  for  themselves.  This  is because  from  very

early  on in  the year,  teachers  model  talking  about  one's  feelings.  Reading  books  about

emotions  just  naturally  lead  to such  discussions.
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Partly  due  to our  modeling,  parents  also  begin  to feel  comfortable  sharing  their

emotions  with  their  children  and  begin  to verbally  express  their  own  feelings  about

leaving  the  child.  They  begin  to make  statements  such  as "I  miss  you  too  when  I'm  at

work"  and  "It's  hard  to say goodbye  to you."

Such  statements  illustrate  to the  children  that  the experience  of  separation  is

difficult  not  only  for  them  but  also  for  their  parents.  They  also  inform  the statements

teachers  make  later  on in the day  after  their  departure  when  the child  perhaps  begins  to

really  yearn  for  his  parents.  With  this  knowledge  we  are able  to say confidently  "You  are

really  missing  mornmy  and  mornmy  is missing  and  thinking  about  you  too."  This  can

sometimes  be a reassuring  message  for  the  toddlers  in  my  classroom  to hear.

Books can also help because they may suggest ways to deal with the source of  stress and

anxgety.

Aiiother  benefit  of  using  books  to help  children  cope  with  stressful  situations  is

that  often  times  several  concrete  coping  strategies  are suggested  or depicted.  For  instance

in  a typical  separation  story,  we  might  see that  after  the  initial  tears  at goodbye,  the

character  might  snuggle  with  a special  dolly  to self-soothe,  cuddle  with  an adult,  suck  his

finger  or even  find  something  to play  with  whilst  thinking  about  the  missing  parent.

hi  the classroom  we  make  use of  such  stories  to reflect  back  to the children  the various

ways  they  react  and  respond  to separation.  This  often  leads  into  a discussion  in  which  we

accentuate  the  similarities  between  the character  in  the  book  and  our  children  and  reflect

back  to them  their  own  unique  coping  strategies.
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For  example,  if  the character  in  the  book  sucks  his  thumb  to help  him  feel  better,

we  might  then  talk  of  Billy2  who  does  the same  thing.  If  the character  is shown  reading

with  a caregiver  we  might  then  refer  to how  teachers  read  books  with  children  to help

them  feel  better.

Reflecting  back  has certainly  proved  successful  with  the group  of  children  I work

with.  They  are very  emotionally  attuned,  attending  to each  other's  cries  and accurately

labeling  basic  emotions.  They  will  also  often  (or  at least  try  to)  help  each  other  feel

better  when  in  distress.  For  example,  everyone  knows  that  when  Bob  feels  sad, sucking

on his  blanket  makes  him  feel  better.  There  have  been  many  occasions  when  Bob  was

crying  and  his  classmates  have  scrambled  to find  his  blanket  to offer  it to him  in  empathy

and also with  the knowledge  that  this  is what  helps  him.  In addition  to talking  explicitly

about  emotions,  other  coping  strategies  we  encourage  the  children  to make  use of  include

dramatic  play  and  the  use of  sensory  materials  such  as sand,  water,  playdough  and  paint.

With  the  use of  open-ended  and unstructured  materials  the children  are freed  from

the frustration  inherent  in  trying  to figure  out  the  right  way  to use the materials.  There  is

no right  way  to use these  materials  so they  are able  to use the  materials  to nonverbally

express  their  felt  emotions.  For  example,  they  can express  their  anger  at being  left  by

pounding  away  at the dough  and  knead  out  their  frustrations.  The  children  also  find  the

sensory  experience  of  these  materials  calming.  For  example,  the  physical  act of  running

their  hands  through  the water  can  be soothing  and relaxing  just  as the  silkiness  of  shaving

cream  can  be comforting.

2 All  children's  names  have  been  changed.
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Children gain comfort form seeing another child  feeling the same way in the same

situation. They gain comfort from the fact that just as the child in the stoiy gradually

masters these feelings so too will  they.

Identification  with  the character  provides  comfort  because  the children  understand

that  they  are not  the only  ones  that  feel  this  way  when  saying  goodbye  to a parent.  In  my

classroom  however,  I don't  believe  that  it is so much  their  understanding  of  aruiety  being

a shared  experience  that  makes  it easier  for  them  as it  is the depiction  of  the  process  of

gradually  mastering  the feelings.  I believe  it helps  the children  to know  that  there  are

ways  to cope  with  these  feelings  and  one  does  not  have  to merely  be overwhelmed  by

them.  It is reassuring  to see in a book  and understand  that  you  can feel  sad and  then  you

can  feel  happy  again.

In  addition  to the reasons  Fassler  (1978)  offers  for  using  books,  we  often

encourage  parents  to incorporate  book-reading  with  their  child  into  their  goodbye

routines  because  we  understand  that  the act of  sharing  a book  with  a loved

parent/caregiver  is a cherished  moment.  The  memory  of  the moment  is something  a child

can  hold  on to and remember  later  on in  the day. The  intimacy  of  the  moment,  sitting  on

mornmy's/daddy's  lap,  turning  the  pages  together  and the experience  of  attending  to the

same  thing  all  make  the experience  pleasurable.  It  is our  contention  that  memory  of  this

moment  later  on in  the day  could  possibly  be reassuring  to the  child  after  parent/caregiver

has left. We  also believe  that  sharing  a book  with  a teacher  evokes  images  of  reading

with  momrny/daddy.  It is also  true  that  physical  intimacy  in and  of  itself  can  be

comforting  for  some  children.
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Furthermore,  while  books  can emphasize  the universality  of  an experience,  they

can also help  to personalize  that  shared  experience.  For  example,  with  the You Go Away

book,  the children  are shown  that  while  we  all  share  the experience  of  having  to say

goodbye  to a much-loved  person,  there  are many  different  ways  in  which  we  react.  This

point  is illustrated  in  the  different  pictures  that  depict  children  coping  by  thumb-sucking,

crying,  playing,  making  use of  an available  adult  or  by  taking  control  of  the leave-taking.

Another  reason  we  use  books  to help  children  cope  in  the  classroom  is because  it

provides  them  with  an optimal  distance.  A  discussion  of  a hypothetical  character's

feelings  is safer  and  less threatening  than  a discussion  of  one's  own  feelings.  So while

we  make  use of  books  to serve  a labeling  function  and  hope  to engender  discussions

about  the  children's  own  feelings,  we  also  recognize  that  for  some  children  and at some

times  it  is the distance  from  those  emotions  that  the children  seek  and  which  might  be

optimal  at that  moment.

Thus  fully  convinced  of  the  usefulness  of  books  in  helping  children  cope  with

their  present  emotional  reality,  we  stock  our  classroom  bookshelves  with  ready-made

books  that  address  various  topics  pertinent  to the children's  developmental  needs  such  as

books  about  dealing  separation,  expressions  of  autonomy,  the  leaing  of  new  skills  such

as toileting,  etc.

However  Koplow  (1996)  argues  that  "while  the  use of  available  children's

literature  can  be an effective  means  of  reflecting  and  addressing  children's  issues,

teachers  and therapists  may  want  to make  books  for  children  in  order  to address  the

particulars  of  their  unique  issues  and  circumstances."  (Koplow,  92-93)  Ostensibly  this  is

because  a teacher-made  book  could  better  fit  the situation  as it is able  to directly  address
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the specific  concerns  of  the children.  She offers  the example  of  a teacher  making  a book

when  she was  about  to go on matemity  leave.

Dr.  Ziegler  (1992)  writes  of  three  types  of  books  that  can  be written  for  children:

books  that  describe  the situation,  define  the child's  feelings  and  books  that  make  a

general  empathic  statement.  (Ziegler,  p.3) While  arguing  for  the making  the book

realistic  and  based  on the child's  true  experience,  he cautions  against  making  the

character  too  similar  to the child.  He  states  that  the  books  and  the discussion  (that

hopefully  ensues)  can  momentarily  evoke  the very  feelings  raised  in  the talked  about

experience.  However  it  is important  to realize  that  discussion  of  these  difficult  emotions

can  only  ultimately  create  understanding  and a sense of  being  understood  and cared  for.

Something  along  the lines  of  "Wow  you  teachers  really  do know  how  I'm  feeling,"  "you

made  a book  about  me,, you  must  really  care about  my  feelings."  He  adds that  one good

thing  about  a book  is that  if  the emotions  evoked  by  the  book  threaten  to become

overwhelming the book can be closed and the associated emotions turned off  before the

child  is overwhelmed.  (Ziegler,  p.5)

For  the  reasons  described  by  Koplow  and Ziegler  above,  we  regularly  create

books  for  the children  at the Family  Center  that  better  reflect  their  present  emotional

reality.  For  example,  at the end  of  last  year  I created  a classroom  holiday  book  for  the

children.  It  was  specifically  tailored  to the developmental  needs  of  the children,  using

appropriate  language  and  talked  about  specific  holidays  and giving  pictorial  and  concrete

descriptions  of  how  each  child  celebrated  that  holiday.  At  the end of  the every  school

year  we  also create  goodbye  books  for  the children  to help  them  cope  with  the one-month

summer  break  and  all  the emotions  entailed.
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Now  let  us turn  to a discussion  of  the  particular  emotional  reality  of  a young  child

in  daycare.  What  is this  experience  like  for  him  and  how  do teachers  at the  Bank  Street

Family  center  address  his  emotional  needs?
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II Practical  application  of  theoretical  knowledge  in  the  infant-

toddler  classroom.

Section  A

Emotional  realities  in  a Bank  Street  Family  Center  classroom.

The  staff  at the  Bank  Street  Family  Center  is concerned  with  the social  emotional

well-being  of  the child.  We  believe  that  no leaming  can  occur  if  the child's  socio-

emotional  needs  are not  being  met. We  are attuned  to the  developmental  emotional  tasks

of  the  infant  toddler  age group  and endeavor  to help  the children  develop  and  cope  in

various  ways.  We  make  use of  many  direct  and indirect  methods  to help  children  cope

with  lengthy  separations  from  their  parents.

First,  we  have  an extended  phase-in  period  at the  beginning  of  the  school  year,

during  which  children  are afforded  to opportunity  to become  accustomed  to the  idea  of

spending  time  in  the  center  away  from  their  parents.  The  teachers  slowly  begin  to

establish  relationships  with  them  in  the  presence  of  their  primary  attachment  figures.  We

slowly  introduce  saying  goodbye  and  begin  to develop  ways  to help  the children  cope.

Because  he is working  to internalize  the concepts  of  object  pernnanence  and  object

constancy,  we  assist  him  by  placing  visual  images  of  his  family  on the classroom  wall  at

his eye level.  We  believe  photographic  representations  of  the  primary  attachment  figures

will  better  evoke  the experience  of  mommy  or daddy  rather  than  talking  about  them  alone.

We  also  find  it important  to talk  to him  about  momrny  and daddy  after  they  have  left.

Because  without  such  strategies  he might  believe  they  cease to exist  when  out  of  his  sight.

His  fear  is then  who  takes  care  of  him  and  what  happens  to him.  We  also  help  the child

become  aware  of  the particular  coping  mechanisms  he has developed  to deal  with  the
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separations.  For  example,  we  might  reflect  back  to him  and say  "Sometimes  holding  on

to teddy  helps  you  not  miss  mommy  so much."

Because  our  children  are still  in  the sensorimotor  stage  of  cognitive  development

during  which  they  leam  by  doing,  we  furnish  the classroom  with  materials  for  symbolic

play,  pop-up  toys  and also play  hide-and-seek  and peek-a-boo  games  with  the children.

All  these  activities  provide  them  with  the  opportunity  to actively  engage  their  bodies  as

they  explore  themes  of  separation.

For  example,  through  the use of  pop-up  toys  and  the  playing  of  peek-a-boo  and

hide-and-seek  games,  children  reassure  themselves  that  things  that  go away  can  come

back.  Through  symbolic  play,  they  can  recreate  the  scenario  of  saying  goodbye,  with

dolls  and  other  items  and actively  explore  their  feelings  about  having  been  left. An  added

bonus  of  these  activities  is that  the  children  exercise  control  over  the  leave-taking  and

return  of  the figures  in  the  pop-up  toys  and  in  the symbolic  play  episodes,  a control  they

lack  in  their  real  separations  from  their  primary  attachment  figures.

We  also believe  as Liebernnan  (1993)  does,  that  acknowledging  and talking  about

separation  feelings  directly  and sympathetically  is the best  way  to cope  with  them.

So we  ensure  that  there  are plenty  of  opportunities  in  the  classroom  for  discussion  of  such

feelings. Because we know that children understand language long before they can speak

it,  while  helping  children  with  their  moming  goodbyes  and  throughout  the  day,  we  talk  to

them  explicitly  about  missing  mommy  or daddy  and  reassure  them  of  their  retum.  We

hypothesize  and  talk  to them  about  their  feelings  of  sadness,  anger,  longing,  frustration,

and fear  about  being  abandoned.  This  gives  them  the appropriate  labels  for  the

amorphous  feelings  invading  their  bodies.
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However,  Koplow  (1993)  contends  "that  young  children  cannot  rely  on language

alone  to clarify  abstract  and complex  issues  and  believes  the  use of  reflective  techniques

that  include  a visual  representation  of  the content  [such  as books]  are highly  effective."

(p.93)  hi  agreement  with  Koplow,  we  share  books  with  the children  that  directly  or

indirectly  address  feelings  about  separation.  The  reading  and sharing  of  such  books

reflect  that  the  teacliers  understand  and are sensitive  to their  anxiety.  We  use books  in

this  way  because  we  believe  it sets the  tone  for  frank  discussions  about  their  process.  We

also use books  to address  their  difficult  emotional  experiences  because  of  the  distance

afforded.  Books  are symbolic  and talking  about  a hypothetical  character's  feelings  can

seem  less threatening  and easier  to do for  a child  than  talking  about  his  own  feelings

directly.  For  example,we  make  use of  the You Go Away  book  because  the children  are

exposed  to several  definitions  of  "away"  and  "back."  The  most  powerful  emotional

message  of  the  book  however,  are the  reassuring  depictions  of  the  parents  coming  back.

Books  such  as You Go  Away  and  Runaway  Bunny  are left  on  the  shelf  throughout  the  year

as we  understand  separation  anxiety  and  attachment  are ever-evolving  lifelong  processes.
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Section  B

The  emotional  reality  of  naptime  at school.

We  know  that  the main  source  of  anxiety  for  the toddler  is being  separated  from

the parent,  the fear  of  losing  a parent's  love  and  being  abandoned.  (Lieberman,  1993)

We  also understand  the  toddler  is moving  between  the sensorimotor  and  preoperational

modes  of  thinking.  This  means  his sense-making  of  the world  still  depends  largely  on

what  he takes  in through  his  senses as he directly  interacts  with  the environment.

The  toddler's  full-time  attendance  at a day  care  center  necessitates  daily,  stressful,

repeated  separations  from  primary  attachment  figures  just  as the child  is most  threatened

about  being  away  from  these  figures.  His  fear  of  being  abandoned  certainly  seems  more

real  when  he begins  daycare  and  he is left  in  the care  of  others  for  long  periods  of  time.

This  fear  of  abandonment  is evident  in  the demonstrated  distress  at and aversion  to

separation  from  the primary  attachment  figure.  It is only  through  the use of  good

substitute  care-giving  and repeated  separations  and  reunions  that  the child  begins  to leam

that  mom/dad/caregiver  will  retum  dependably,  and  that  they  can  cope  with  their  absence.

Many  children  in  my  classroom  also make  use transitional  objects  to cope  with  separation

anxiety.

From  experience,  it  is my  contention  that  naptime  at school  evokes  much  of  the

same  feelings  aroused  at the initial  separation.  One  reason  this  is so is because  naptime

can  be seen as a type  of  saying  goodbye,  one that  reminds  the children  of  the earlier

goodbye  with  the  parent.

Another  reason  is the  difficulty  in  and of  itself  in  saying  goodbye  to significant

secondary  attachment  figures.  In a good  childcare  setting  that  is exactly  what  the
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teachers  have  become  for  the child.  When  quality  care-giving  has been  practiced,  the

children  are able  to connect  with  the caregivers  in  meaningful  ways.  They  have  learned

to make  use of  their  teachers  to sustain  and  support  their  emotional  development.

Teachers  are the ones that  help  them  live  the day  away  from  the cherished  parent.  If  the

teachers  have  been  loving,  consistent,  responsive,  and available,  saying  goodbye  at

naptime  them  becomes  as difficult  as it is to say to goodbye  to the  parent  in  the  morning

because  of  the  attachments  that  have  been  formed.

Falling  asleep  also means  letting  go of  the physical  world  as one loses

consciousness.  The  letting  go heightens  the  toddler's  sense  of  'aloneness'  and

vulnerability.  This  can  be a scary  proposition  for  some  children  even  in  the  relative

safety  and familiarity  of  their  own  beds  at home.  Naptime  at school  can be more  anxiety

provoking  because  the setting  and  the  nature  of  going  to sleep  at school  is strikingly

different.  One  difference  of  course  is the absence  of  a parent.  Another  difference  is the

communal  nature  of  naptime  at scliool,  something  some  children  might  not  be

accustomed  to.

Another  reason,  separation  anxiety  is demonstrated  at naptime  is that  in  following

the steps  of  going  to bed  the child  is reminded  of  another  time  they  engage  in  this  routine

-at  home  with  their  parents.  This  recognition  of  the similarity  of  the  two  experiences,

naptime  at school  and going  to bed  at home  makes  the  parent's  absence  glaringly

apparent  and evokes  the same  feelings  and corresponding  behaviors.  The  behaviors  I

refer  to are crying,  clinging  to the attachment  figure  and other  expressions  of  upset,  the

same  response  observed  before,  during  and  after  the  morning  goodbye  with  their  parents.
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Section  C

Description  of  the process  of  creating  the How  we nap  at  school  book.

How  did  the idea  come  about?

The  idea  for  the  book  came  to me when  I looked  around  the darkened  classroom

and  noticed  the  children's  individual  expressions  of  separation  anxiety  and the ways  in

which  they  have  learned  to cope  and subsequently  fall  asleep. Each  child  seemed  to deal

with  missing  mornrny/daddy  and  having  to "say  goodbye"  to teacher  in a unique  way.

Some  make  use of  transitional  objects  like  blankets  or engage  in  thumb  sucking.  Some

have  mini-meltdowns  involving  inconsolable  crying  just  as we  begin  to get  ready  for  nap

and some  are able  to make  use of  a familiar  caregiver.  Some  seem  to have  no difficulty

following  the  routine  while  others  have  the  hardest  time  relaxing  their  bodies  enough  to

fall  asleep. Yet  others  did  not  fall  asleep  at all.

The  idea  for  the book  also came  from  the fact  that  I was  unable  to find  any  books

about napping at school. Many of  the books, such as No rtap for  Benjamin Badger or The

#appingj'%ouse'dealtwithnappingathome.  SofollowingKoplow's(1996)suggestion

it seemed  an opportune  time  to create  a book  about  how  children  napped  at school.  The

labeling  of  the  child's  feelings  should  pave  the  way  for  a discussion  of  the child's

innermost  concerns.  I was  interested  in how  the  use of  a teacher-made  self-referential

book  about  naptime,  the associated  emotions,  and a description  of  the coping  strategies

employed  would  impact  the children.  Would  it, as bibliotherapy  claims,  serve  a useful

labeling  function,  highlight  the universality  of  the experience,  teach  coping  strategies  and

engender  a discussion  of  previously  misunderstood  or frightening  feelings?
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J'That is the book  about?

The focus  was to be on children  that  nap at school  and the individual  ways  of

coping  they  had developed.  Another  goal  of  creating  the book  was to talk  about  the

emotional  reality  of  naptime  at school,  specifically  that  it reminds  them  of  saying

goodbye  in the morning.  Lastly,  the book  was to focus  on how  teachers  supported  the

children  as they  experienced  emotional  stress. It was my  hope  that  the reflecting  back  of

their  individual  experiences  will  give  them  increased  knowledge  about  themselves.

In response  to the knowledge  that children  this  age are still  taking  in information

about  their  world  in a concrete  manner  through  their  senses, I decided  to create  a picture

book  with  simple  though  powerful  text,  in the form  of  short  simple  sentences. I decided

on the use of  photographs  of  the children  because  while  they  are symbolic  representations

they  present  a more  tangible  depiction  of  their  experiences  than  text  alone. I felt  that  this

was a level  of  abstraction  once  removed  that  would  make  it easier  for  the toddlers  in  my

classroom  to grasp  the material  presented.  Lastly  I felt  creating  and sharing  a book  about

naptime  with  the children  made  several  general  empathic  statements,  that  we know  and

understand  how  they  feel and that  we are here to help  them.

How  and  when  do I  envision  using  the book  in the classroom?

I didn't  feel  it was advisable  to use the book  just  before  naptime.  Perhaps  reading

a book  about  the difficult  emotions  of  naptime  might  evoke  those  very  feelings.  I wanted

to read  the book  in as non-threatening  a situation  as possible,  when  they  are slightly

distanced  from  those  arixious  feelings  and can look  at the book  and ask questions.  I

envisioned  reading  the books  with  children  in small  groups  of  two  and three.  I was
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interested  in  the impact  it might  have,  wondering  if,  as Ziegler  (1992)  points  out,  that  the

teacher  made  book  might  create  an opportunity  for  the  children  to ask questions  that  I had

not  anticipated.  The  children  were  separated  into  four  groups  according  to how  much

time  and  effort  it took  to help  them  fall  asleep. The  four  groups  were  the difficult  to fall

asleep,  the  medium  to difficult,  medium  and  easy  to fall  asleep.

Description of  the text.

The  book  How  we nap  at school  describes  the children's  daily  experience  of

taking  a nap at the  Family  Center.  It  follows  the steps  of  the  routine  as it flows  from

lunchtime.  Some  children  say goodbye  and go home  while  other  stay  to nap  at school.

Some  children  read  books  with  teachers  or individually,  while  others  are toileting.

Finally,  the  windows  blinds  are lowered,  the  main  overhead  lights  are turned  off  and  the

naptime  music  is turned  on.

The  book  has two  parts.  The  first  part  describes  the steps  from  lunchtime  to the

children  lying  on their  cots  or cribs.  It also  talks  explicitly  about  the child's  feelings,

"sometimes  when  it's  naptime  you  miss  mommy  and/or  daddy  and  remember  saying

goodbye  to them."  It shows  images  of  teachers  providing  comfort  and reassures  the

children  that  parents  always  come  back.  In  the second  part  every  child  has two  pages.

On  the left  are 3-4 lines  of  text  that  describes  how  they  fall  asleep  and on the  right  are 1-2

pictures  of  them  in  the  process  of  falling  asleep  and  of  them  asleep.  The  last  two  pages

present  a collage  of  all  the children  fast  asleep3.

3 The  actual  book  can  be found  at the Bank  Street  Family  Center.
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III  How  was  the  book  received?

Section  A

The d@cu(t  to fa((  as(eep group.

This  group  consisted  of  Jay  and Sara. Jay  is a 3.2 years  old  boy  and Sara  is a 2.6

years  old  girl.  They  are in  the  difficult  to fall  asleep  group  for  different  reasons.

Jay

Jay  is in this  group  because  he rarely  falls  asleep;  though  tired,  he often  fights

sleeps  by  bucking  on his cot  and  by  rolling  his  head  from  side  to side. It is also at

naptime  that  he displays  separation  anxiety  from  his father  who  is his  primary  caregiver.

Their  moming  goodbyes  are often  rushed  and disjointed.  The  father  sometimes  leaves

without  saying  goodbye  or returns  several  times  soon  after  having  said  goodbye.  They

also  often  arrive  at the end  of  the free  play  period  just  as we  are cleaning  up for  snack.

Not  only  is it  hard  for  a child  to enter  the  room  while  the  group  is gathered  together  as a

whole  but  it  is also often  disappointing  to him  as he doesn't  get to play  with  much  loved

toys  until  later  on in  the day. Jay  and  his  father  both  display  avoidant  behaviors  when  it

comes  to saying  goodbye  in  the  morning.  Dad  occupies  himself  with  housekeeping  tasks

like  putting  Jay's  lunch  away  while  Jay  wanders  about  until  a teacher  helps  him.  One  has

to be persistent  to get  him  to attend  to Dad  actually  saying  goodbye  and  when  this  occurs

he typically  displays  bland  affect,  (or  a little  furrowed  brow)  and avoids  eye contact.  He

does  not  cry  or cling  to daddy.

It  was  interesting  then  for  us to see the different  behaviors  that  manifest

separation  anxiety  demonstrated  later  on at naptime.  At  the  beginning  of  the school  year,

naptime  would  begin  quietly  for  him  during  which,  with  some  teacher  support,  he would
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get ready  for  nap. Once  on  his  cot,  he did  not  relax  his  body  but  instead  lay  in a crouched

position  and attempt  to engage  the teacher  in conversation.

After  some  time,  the  teachers  would  remind  him  it was  time  to be quiet  now  and

time  to take  a nap. At  tliis  statement  he would  often  begin  to shout  and agitate  himself

into  a state  of  crying.  When  the  teachers  would  ask  him  why  he was  crying  he would

then  reply  that  he missed  his  daddy.  The  teachers  would  comfort  im,  rock  him  and

reassure  him  that  his  daddy  will  be back  to pick  him  up. If  the  morning  goodbye  had

been  rushed  and possibly  unsatisfactory  for  Jay,  we  might  also  say things  like  "Daddy

wasn't  able  to stay  and play  before  saying  goodbye  today.  That  made  you  feel  sad.

Maybe  when  he comes  to pick  you  up he can stay  to play  a little  bit."  After  such

exchanges,  the  teacher  would  once  again  attempt  to rub  his  back  to help  him  fall  asleep.

There  would  be a five  minute  period  during  which  it seemed  likely  but  just  as he was

about  to drop  off,  he would  rub  his  eyes  persistently  and  buck  on his  cot  and attempt  to

engage  the teacher  in  dialogue  about  the whereabouts  of  the other  classroom  teachers.

This  seems  to be a language-based  example  of  the shadowing  behavior  that  Mahler  (1975)

and her  colleagues  described.  He  is demonstrating  his  separation  anxiety  from  his

teachers  through  his  persistent  questioning  of  their  whereabouts.

Sara

Sara  is in  the  difficult  to fall  asleep  group  because  she goes  through  two  distinct

stages  of  falling  asleep. One  is the anticipatory  stage,  just  after  lunch  when  she becomes

emotionally  fragile  and  incidents  that  she had  been  able  to cope  with  earlier  on in  the day

now  easily  overwhelm  her. This  of  course  could  be because  she is exhausted.  She will

often  begin  to cry  "Mommy!  Mornmy!"  and require  lengthy  holding  and reassuring  of
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her  mother's  return.  Oftentimes,  she could  be comforted  by  a teacher,  but  the  next  little

incident  would  set her  off. This  pattern  is similar  to what  happens  with  the initial

goodbye  in  the  morning.  She will  cry  as she anticipates  mornmy's  impending  departure,

cry  at the actual  leave-taking  and cry  after  her  mother  has left. For  a period  after  the

goodbye,  she would  be very  fragile,  and  be set off  into  lengthy  bouts  of  crying  by  the

slightest  thing.  Ultimately,  with  teacher  support  she is usually  able  to settle  down  and

actively  engage  with  the materials  in  the classroom.

The  second  stage  is the actual  falling  asleep  stage  when  she slowly  winds  down

while  lying  on  her  cot. At  first  there  is non-stop  motion  of  her  body,  she wriggles  and

contorts  lier  body  around  in  the manner  of  a budding  gymnast.  She fusses  with  her  dolly

and special  blanket,  transitional  objects  that  she uses only  at naptime.  While  fiddling

with  these  objects  she engages  in self-talk  during  which  she recounts  past  events.  She

recalls  events  from  earlier  in  the  day  or from  days  long  past. For  example,  she might

retell  a story  that  was  read  at book  time  or sing  a snatch  of  song  shared  at circle  time.

Her  movements  decrease  only  slightly  and are interspersed  with  sudden  and  lengthy

bouts  of  crying  for  "mommy!"  Teachers  are with  her  during  the entire  process,  rubbing

her  back  or  just  sitting  next  to her  to provide  needed  support.  Then  almost  suddenly,  her

eyes  become  droopy,  her  body  relaxes  on the  cot  and she is fast  asleep.

Reading  How  we nap  at school.

One  morning  after  snack  time,  I stayed  in the classroom  with  Jay  and Sara  and

told  them  I had  a book  I had  made  for  us to read. They  were  very  curious  and  watched

me  as I took  the book  out  of  the  bag. I sat down  on the rug  with  them  and  both  sat on my
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lap while  we  took  a moment  to read  the title  page. I started  a tape  recording  machine  and

another  teacher  was  also  present  to write  down  any  comments  the children  made  in  direct

response  to the  reading.  I started  to read  the  book  with  no further  introduction.  They

responded  immediately  to the pictures  of  their  friends  and  I believe  missed  the first  two

lines  of  the  text,  so I gave  them  the  time  to look  at the  pictures  and then  started  to read

the  book  again.  They  listened  attentively  while  they  scanned  the  pictures.

Jay  's response

From  the onset,  Jay  was  full  of  questions.  "Where  is Lisa  going?"  referring  to a

picture  of  one  of  the  classmates  that  went  home  after  lunch.  "Who's  that?"  On  the  page

that  talks  about  missing  mornmies  and daddies  at naptime,  he was  at first  silent,  then

asked  "Where's  the  work?"  This  was  in response  to the symbol  showing  a figure  saying

goodbye  and  then  going  far  away.  On  each  individual  child's  page,  he sought  out  the

teacher  in  each  picture  and said  "Look  Diana  that's  you!"  or "That's  Pam!"  or  he asked

"What's  Heather  doing?"  or "What  you  doing  Diana?"  Throughout  the reading  Jay

attended  to the  pictures  of  his  friends  and  looked  at his  own  picture.  On  the last  page,  a

collage  of  all  the children  sleeping,  he said  "That's  the  napping  story"  and got  up to go to

a teacher  that  had  just  entered  the  room.  He  began  to play  with  some  playdough  tools.

Sara  s response

Sara  listened  and looked  at every  picture  and  did  not  have  anything  to say until

we  got  to the second  individual  child  picture  page  when  she said  "There's  dolly!"

refening  to a classmates  transitional  object.  When  I turned  to her  page  and read  the
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words,  she looked  at the picture  and said  "One  time  Pam  rubbed  my  back."  'Tm

thinking  about  my  nap."  When  we  turned  to the page  of  another  classmate  who

sometimes  slept  with  his  Thomas  train,  Sara  asked  "Where's  my  Thomas  the  tank

engine?"  She noticed  the teacher  rubbing  his  back  and said  "There's  Caralin."  Sara

listened  quietly  for  the  rest  of  the story  and got  up at the end  of  the  reading.  She

meandered  in  a roundabout  fashion  while  twirling  her  hair  and  said  "Sometimes  I miss

my  mornmy  at nap."  She then  said  'Tm  going  home  after  lunch.  After  outing  time  Alex

comes."  Alex  is a high  school  student  who  helps  to care  for  the  children  three  afternoons

a week  after  naptime.

Interpretation  of  Group  1 's response.

The  following  interpretation  is based  on  my  long-term  knowledge  of  the  children.

This  is my  second  year  as one  of  Sara's  teachers  and  I am confident  in  my  knowledge  of

her  emotional  development.  I have  known  Jay  for  seven  months  now  and I am able  to

draw  some  hypotheses  about  his  emotional  reality  based  on our  daily  interactions.  My

interpretation  is also infornned  by  the  theorists  cited  in  this  paper.

Jay  found  the  pictures  fascinating  but  was  uncomfortable  with  the  text.  The

reference  to missing  mornrny  and daddy  at naptime  was  too  close  for  comfort,  as Ziegler

(1992)  had  pointed  out. He  chose  not  to attend  to the  text  because  the same  feelings  of

perhaps  sadness,  anger  and fear  of  abandonment  evoked  at naptime  were  evoked  by  the

reading  of  those  words.  His  avoidant  response  to the  piece  of  text  that  provoked  the  most

emotion  is reflective  of  his  avoidant  response  to the  morning  goodbyes  with  his  father.

Because  fear  and  other  difficult  emotions  threatened  to overwhelm  him,  he did  what  he
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always  did,  focus  on the concrete.  For  example,  asking  "Where  the work?"  instead  of

responding  to the statement  about  missing  mommies  and daddies.  Tis  is similar  to his

response  to the  impending  departure  of  his  father  in  the  mornings  when  he occupies

himself  with  the concrete  (toys)  and avoids  the emotion.  Dad  also does  the same  thing,

occupies  himself  with  housekeeping  tasks  and avoids  the emotion.  This  seems  to

illustrate  the idea  that  children  learn  how  to react  and  manage  difficult  emotions  from

significant  adults  in  their  lives.  Jay's  father's  response  has been  avoidant  and

consequently  so has Jay's.

Another  interesting  piece  to Jay's  response  was  his  persistent  focus  on images  of

his  teachers.  In  this  response,  he seemed  to be demonstrating  his  awareness  that  teachers

have  been  the ones  to help  him  when  difficult  emotions  have  threatened  to overwhelm

him.  Just  as teachers  help  him  with  the actual  goodbyes  in  the  morning,  so does  referring

to and seeking  out  the  images  of  the  teachers  in  the  book,  help  him  manage  the  emotions

provoked  by  the reading  of  that  text.

That  he actively  seeks  out  the  images  of  the  teachers  to cope  is interesting  given

the fact  that  he seems  unable  to do this  with  pictures  of  his  father  we  have  available  in  the

classroom.  It  seems  the  image  of  teacher  in addition  to the  physical  presence  of  the

teacher  is more  reassuring  in  times  of  emotional  stress  than  a lone  picture  of  the absent

father.  It  perhaps  speaks  to the  fact  that  teachers  have  been  the  ones label  and  discuss  his

feelings  with  him  something  his  father  has yet  been  unable  to do. It also  speaks  to the

state  of  toddler  affairs,  the flux  that  they  are in  between  the  sensorimotor  and

preoccupational  stages  of  cognitive  development.  Jay  seems  to make  sense  of  the  world

in  a sensorimotor  manner  giving  his  more  adaptive  response  and ability  to manage  with
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the  more  helpful  sensory  experience  of  the  present  teacher.  The  present  teacher  is able  to

hold  him,  speak  with  him  of  his  deepest  un-nameable  fears  and  reassure  him  of  daddy's

eventual  return.

One  way  we  have  responded  to Jay's  continued  use of  sensorimotor  learning  to

help  him  cope  with  separation  aruiety  has been  through  the use of  sensory  materials  at

naptime  time.  After  a period  of  trying  to help  him  fall  asleep,  the teachers  have  taken  to

providing  him  with  some  sensory  material  to work  with  on his  cot. For  example,  we

might  supply  him  with  some  playdough  and mini  teddy  bears. By  hiding  and recovering

the teddy  bears  in  the playdough,  he can actively  explore  his  feelings  about  being  left  and

hopefully  reassure  himself  that  things  (or  people)  that  go away  can  come  back.  Most

importantly  he is in  charge  of  the appearing  and  disappearing.

His  level  of  object  constancy  also does not  seem  to be in  place  where  he can

summon  positive  images  of  his  father  to reassure  himself  during  their  separations.

Perhaps  he has been  unable  to form  an integrated  image  of  daddy  that  can  provide

comfort  during  separation  due  to the inconsistency,  unpredictability,  and avoidant

tendencies  of  the  morning  goodbyes.  His  persistent  referrals  to the  images  of  his  teacher

might  have  also  been  Jay's  way  of  establishing  his  teacher's  presence  as they  are the  ones

that  will  immediately  disappear  if  he were  to fall  asleep.  He does  not  attempt  this  task

with  images  of  his  father  because  daddy  is already  absent.  He  focuses  on the concrete

instead,  the present  teacher.

Sara's  response  to the  text  was  also telling  in  several  ways.  She really  seemed

able  to use the images  and  the  text  to think  about  her  separation  experience.  For  example,

she was able  to hold  on to the  words  "sometimes  I miss  my  mommy  at nap"  and  was
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even  able  to link  it  with  "After  outing  Alex  comes."  This  is Sara's  way  of  reassuring

herself  of  her  mother's  eventual  return  because  mom  often  comes  to pick  her  up soon

after  Alex's  arrival.  She wasn't  immediately  able  to make  use of  these  words  however.  I

believe  she found  the  text  that  referred  to missing  mornmy  and  daddy  at naptime  just  as

threatening  as Ray  had  found  it. It seemed  that  attending  to the  rest  of  text  gave  her  the

time  and  distance  necessary  for  her  to look  objectively  at those  separation  feelings

without  being  consumed  by  them.  Attending  to the concrete  ways  each  child  fell  asleep

on the subsequent  pages  gave  her  distance  from  the emotions.

In  Sara's  response  I was  able  to see that  given  the label  and  language  to talk  about

difficult  emotion,  she was  able  to cope  very  well.  Her  use of  explicit  language  to address

difficult  emotion  is a consequence  of  her  mother's  modeled  use of  explicit  language  to

help  with  their  morning  separations.  Often  times,  her  mother  is the one  to first  refer  to

Alex's  arrival  because  she recognizes  that  separate  from  her  attachment  to Alex,  Sara  has

been  able  to make  the  connection  between  Alex's  arrival  and  mommy's  arrival.  This

gives  her  a concrete  way  in  which  she can  know  when  Mommy  will  return.

Sara's  response  was  also  similar  to Jay's  response  in  that  they  both  made  use of

similar  strategies  to cope  with  emotional  Stress evoked  duig  the actual  naptime  and  the

feelings  evoked  by  reading  the book  about  naptime.  One  of  her  ways  to cope  with

separation  anxiety  at naptime  has been  through  the use of  transitional  objects.  Twice

during  the  reading,  she made  comments  referig  to the  transitional  objects.  They

seemed  to help  her  manage  the  feelings  provoked  by  reading  the  too  close  for  comfort

text.
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Sara's  focus  on  the transitional  objects  that  her  peers  used  at naptime  also seems

to demonstrate  some  awareness  of  the  usefulness  of  these  objects.  Perhaps  she

recognized  "Hey  I use a dolly  too!"  Her  focus  on the transitional  objects  also seems  to

illustrate  a sense of  coru'iectedness  to and shared  experience  with  some  of  her  peers. She

really  seemed  to be noticing  that  some  of  her  friends  used  similar  methods  to cope  with

comments  like  "There's  dolly!"  and "Where's  my  Thomas  the  tank  engine?"  It is telling

that  she didn't  identify  with  peers  who  sucked  their  thumbs  or sucked  on  their  blankets

but  only  peers  with  whom  she shared  a dolly  or Thomas  the tank  engine  in common.

Another  interesting  piece  to Sara's  response  was  her  recognition  of  the support

provided  by  teachers  during  difficult  times  with  the comment  "One  time  Pam  rubbed  my

back."

h'i this  sense I feel  the  book  was  successful  in  its  reflective  intent.  It  made  both

Sara  and  Jay  more  aware  of  themselves  and  their  methods  of  coping,  which  they  made

active  use of  while  responding  to the  text.  For  Jay  the  book  was  successful  in  providing

another  opportunity  to label  his  emotions  and  perhaps  with  subsequent  readings  he will

be able  to talk  more  about  those  feelings  without  experiencing  them  over  again.  For

Sara,  the  book  gave  her  more  language  with  which  to think  and  manage  her  separation

arutety.

Conclusion

The  writing  of  this  independent  study  has been  an exercise  in good  reflective

teaching  practice.  It  gave  me  the opportunity  to integrate  my  theoretical  knowledge

about  the emotional  development  of  young  children  with  my  practice  as an infant-toddler

teacher.  In  examining  the meanings  of  various  classroom  practices  (such  as reading
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books  with  the  children,  family  collages,  etc),  I was  able  to reflect  on  how  theory  has

infornned  those  practices.

Reflective  practice  for  me means  actively  thinking  about  the  work  I do with

young  children.  This  can only  lead  to a more  sensitive  understanding  of  the needs  of  the

children  and the ways  in which  I can  best  support  their  growth.

Looking  on the  classroom  practices  and  reflecting  on theories  of  emotional

development  led  to this  culminating  project.  The  creation  of  a book  about  naptime  at

school  is in  direct  response  to the emotional  needs  of  the  children  in  my  classroom  and

demonstrates  a sensitive  response  to those  needs.
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