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Ab­stract. The purpose of this study was to identify and exami­ne the the­mes in the 
writ­ten producti­ons of 114 kindergarten stu­dents. Parti­ci­pants we­re from two schools 
in diffe­rent re­gi­ons in the Uni­ted States and we­re gi­ven an open-ended opportu­nity 
to draw and subse­qu­ently dictate a story. Content analysis was performed and six 
the­mes emerged: (a) family, (b) inani­mate objects/personal be­longings, (c) acti­vi­ti­es/
events, (d) fantasy stori­es, (e) self-talk/re­flection, and (f) natu­re/out­doors. Compara
ti­ve analysis was performed for both gender and et­hni­city and few diffe­rences we­re 
found bet­we­en boys’ and girls’ stori­es or across et­hni­ci­ti­es. Re­commendati­ons we­re 
inclu­ded for te­achers and fami­li­es to allow young children more open-ended li­te­racy 
opportu­ni­ti­es and fu­tu­re re­se­arch to analyze children’s drawings and stori­es bet­we­en 
classrooms and across grade le­vels we­re inclu­ded. 
Keywords: drawings, stori­es, kindergarten, qu­ali­tati­ve analysis, DISCOVER project.

Pictu­re for a moment a kindergarten classroom equ­ipped with an extensi­ve ar
ray of wri­ting tools and mate­ri­als with children free to draw what they would 
li­ke and asked to de­scri­be the­ir cre­ati­ons upon comple­tion. Take for example, 
a child who drew a dragon and when asked about his cre­ation, he re­plied, 
“My dragon can make everything frozen.” Anot­her child drew ice cre­am, 
Poke­mon [children’s cartoon character], a shark and two Bi­onicles [children’s 
toy] (Wu, 2009: 72). When asked about his drawing, he stated, “The­se are my 
favori­te things.” A young girl drew a pictu­re and dictated, “This is Shelby wri
ting lots. It is at her hou­se. She has lots of books” (Kendrick & Mckay, 2004: 
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122). Drawing has allowed children to re­pre­sent the­ir thoughts, fe­e­lings, and 
interpre­tati­ons of the­ir li­ved or imagi­ned expe­ri­ences (Sylla et al., 2009).

Social Development and Inter­actions

Lev Vygotsky (1962) emphasi­zed the importance of parent-child talk in the 
home for the child’s later cogni­ti­ve de­ve­lopment and success in soci­ali­za
tion with pe­ers. Vygotsky affirmed that langu­age was linked to the brain’s 
construction of knowledge wit­hin a social context. According to Vygotsky, 
in his social de­ve­lopment the­ory, hu­mans have used tools that de­ve­lop from 
a cultu­re, such as spe­ech and wri­ting, to me­di­ate the­ir social envi­ronments 
(Yellin, Blake & De­Vri­es, 2000). The transmission and acqu­i­si­ti­on of cul
tu­ral knowledge such as li­te­racy has taken place on an inter­per­sonal le­vel 
bet­we­en indi­vi­du­als be­fore it was internali­zed on an intraper­sonal le­vel 
(Kendrick & McKay, 2004). Le­arning first occurred on the social le­vel; the 
child observed the adult or the adult instructed the child. Then, le­arning 
occurred on the psychologi­cal le­vel; the le­arning be­came part of the child 
(Wat­son, 2002).

One of the most fru­it­ful expe­ri­ences in a child’s edu­cation has been his 
or her collaboration with more skilled part­ners. A key concept in Vygotsky’s 
the­ory has been the notion of the zone of proximal development (ZPD). The 
ZPD was de­fi­ned as the gap bet­we­en what the child knows and can express on 
his or her own and how the adult or more skilled part­ner can ‘bridge’ that gap 
through information or expli­cit instruction. Wertsch (1985) explai­ned that the 
more expe­ri­enced part­ner provi­des help in the way of an intellectual scaffold, 
which allowed the less expe­ri­enced le­arner to accomplish more complex tasks 
than may have been possi­ble alone. Wit­hin a kindergarten classroom, many 
opportu­ni­ti­es have been found for interaction bet­we­en adults and children 
of diffe­rent expe­ri­ences and de­ve­lopmental le­vels. Wi­thin a social constru
ct­ivist learning context, e­xpe­rt­ise has been shared as a way to negot­i­ate and 
construct me­aning (Brooks, 2004). The child would bring prior knowle­dge to 
the classroom and combine it with new knowle­dge through his or her i­nte­ract
ions with others. Knowle­dge would then be co-constru­cted. 

Je­rome Bru­ner (1966) observed that the process of constructing knowled
ge of the world was not done in isolation, but rat­her wit­hin a social context. 
Children have always been social be­ings and, through social li­fe, they acqu
i­red a frame­work for interpre­ting expe­ri­ences (Bru­ner & We­inre­ich-Haste, 
1987). Bru­ner (1966) noted that no uni­que se­qu­ence exi­sted for all le­arners, 
and the opti­mum in any parti­cu­lar case de­pended upon a vari­ety of factors, 
inclu­ding past le­arning, stage of de­ve­lopment, natu­re of the mate­rial, and in
di­vi­dual diffe­rences. Le­arning could be de­scri­bed as an acti­ve, social process 
in which stu­dents construct new ide­as or concepts based on current knowled
ge. Effecti­ve kindergarten te­achers, then, must provi­de many opportu­ni­ti­es 
and choi­ces for children (Anderson & Pavan, 1993). When varied te­aching 
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met­hods have been used in the pri­mary classroom, children have had opportu
ni­ti­es to construct knowledge in a multi­tu­de of ways.

Drawing as Commu­nication

Vygoytsky (1985) re­cogni­zed if children we­re not pre­pared to express them
selves through tradi­ti­onal forms of wri­ting, they would use drawing to ex
press the­ir fe­e­lings or tell a story. Children in the emergent wri­ting stage 
have writ­ten in pre-conventi­onal forms such as scribbling, drawing, non-
phone­tic let­ters, and invented or cre­ati­ve spelling be­fore they wrote con
venti­onally (Epstein, 2001). Forms of commu­ni­cation might have inclu­ded 
symbols, alge­braic systems, art, wri­ting, di­agrams, and langu­age (Vygotsky 
1962). 

Children’s first pictorial symbols have consi­sted of objects that we­re me­a
ningful to them – pe­ople, hou­ses, pets, tre­es, and flowers (Dyson, 1983). Chil
dren have used drawing to sort out re­lati­onships, expe­ri­ment with abstract 
concepts, and commu­ni­cate what they think (Epstein, 2001). Kendrick and 
Mckay (2004) di­scove­red that analysis of drawings gave them a glimpse in
to the ‘spontane­ous concepts’ be­ing de­ve­loped by children, both insi­de and 
out­si­de of school. Children’s drawings have helped them commu­ni­cate the 
di­verse ways in which they see themselves and ot­hers as li­te­rate be­ings across 
contexts such as home, school, and commu­nity. In kindergarten, children’s 
drawings have been used to assess what they have le­arned after a parti­cu­lar 
acti­vity. Children’s drawings have been a form of commu­ni­cation, a de­mon
stration of acqu­i­red knowledge, and qu­i­te possibly, a social and cultu­ral me­a
ning-making tool.

Storytelling

Storytellers, edu­cators, and re­se­archers have advocated that storytelling was 
moti­vating to young children and could contri­bu­te signi­fi­cantly to early li­te
racy de­ve­lopment (Mallan & Jennings, 1991). Mallan and Jennings de­scri­bed 
storytelling as a social expe­ri­ence, with oral narrati­ve incorporating lingu­i
stic fe­atu­res that displayed sophi­sti­cation beyond the le­vel of conversation. 
Using Vygotsky’s the­ory of de­ve­lopment, McNamee (1985) explored the sig
ni­fi­cance of storytelling and dramati­zation acti­vi­ti­es in the intellectual and 
emoti­onal de­ve­lopment of young children and found that when children dra
mati­zed the­ir stori­es, the­ir storytelling, and ulti­mately, the­ir li­te­racy skills, 
we­re enhanced. Children have been able to think in more sophi­sti­cated ways, 
such as recre­ating images and ide­as from pre­vi­ous expe­ri­ences, when they ha
ve play-li­ke opportu­ni­ti­es for dramati­zing stori­es. Adults have been provi­ded 
with important insights into the way children see, think, and interact with the 
world by exami­ning the­ir drawings and dictated stori­es. Wright, Baci­galu­pa, 
Black, and Burton (2008) noted four- and fi­ve-year-olds “take ele­ments they 
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have expe­ri­enced in the­ir real li­ves and the me­dia, and we­ave those ele­ments 
into ori­gi­nal, and some­ti­mes qu­i­te fantastic, new accounts” (p. 367). Li­te­racy 
has been de­fi­ned as a se­cond order langu­age system that re­qu­i­res oral compe
tency as a pre­re­qu­i­si­te (Dyson, 1988).

Gender Differentiation in Young Children

Boyat­zis and Eades (1999) noted the exi­stence of stri­king diffe­rences bet­we­en 
boys’ and girls’ art du­ring later ele­mentary years and re­cogni­zed the gap in 
the li­te­ratu­re about arti­stic gender diffe­rences in preschool and kindergarten. 
They te­sted 20 preschoolers and 29 kindergarte­ners on three tasks to assess 
gender-ste­re­otypi­cality in the­ir drawing skills and pre­fe­rences for pictu­res. 
They found boys chose ste­re­otypi­cally mascu­li­ne colors (blue, brown, black) 
when drawing and girls chose ste­re­otypi­cally fe­mi­ni­ne colors (pink and pur
ple). They di­scove­red boys and girls also chose gender-ste­re­otypi­cal pictu­res 
and conclu­ded that gender diffe­rences in arti­stic producti­ons and pre­fe­rences 
emerged in the preschool and kindergarten years. 

Chen and Kant­ner (1996) re­cogni­zed that by 4 years of age, children’s 
social aware­ness of diffe­renti­ation be­gan expanding rapidly as they le­arned 
to di­stingu­ish the roles that vari­ous pe­ople played and the­ir re­lati­onships 
to the­se roles. The re­se­archers inve­sti­gated kindergarten and third grade 
children’s drawings to see whet­her gender diffe­renti­ation was shown in the 
drawings when the young children we­re asked to draw a pictu­re about pe
ople. The children we­re gi­ven the option of choosing the sex of the fi­gu­re 
and the content of the drawing. They found that girls we­re su­peri­or to boys 
in drawing skills and that children pre­ferred to draw the­ir own sex when 
drawing pe­ople.

Ethnic Identity and Differentiation 
in Young Children

Et­hnic identi­fi­cation has implied a consci­ou­sness of self wit­hin a parti­cu­lar 
group (Spencer & Markstrom-Adams, 1990). A commonly used proce­du­re in 
studying et­hnic identi­fi­cation in young children has been to pre­sent the child 
with dolls and pictu­res that we­re re­pre­sentati­ve of his or her own group and of 
the majority group. Qu­e­sti­ons we­re then posed to parti­ci­pants re­lated to the­ir 
pre­fe­rences toward and identi­fi­cation with the diffe­rent dolls. When studying 
Cau­casian, Ame­ri­can Indian, and Afri­can Ame­ri­can children, Spencer (1986) 
sugge­sted aware­ness of et­hnic diffe­rences appe­ared in early childhood. Ho
we­ver, Ausdale and Fe­agin (1996) argued that children’s et­hnic percepti­ons 
“ari­se force­fully wit­hin the context of the­ir interacti­ons with ot­hers” (p. 790). 
Addi­ti­onally, Hirst (2005) re­ported that a compari­son of Japane­se and Ame
ri­can children’s drawings re­ve­aled that by the first grade, the Japane­se chil
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dren’s spatial re­pre­sentati­ons we­re already more advanced than those of the­ir 
Ame­ri­can counterparts. 

Pur­pose of the Study

The purpose of this study was to identify the the­mes found in the drawings 
and dictated stori­es of 114 kindergarten stu­dents and then exami­ne gender 
and et­hnic diffe­rences bet­we­en the identi­fied the­mes. Stu­dents from Sout­hwe
stern and Sout­he­astern Uni­ted States classrooms we­re gi­ven an open-ended 
wri­ting prompt du­ring the DISCOVER writ­ten langu­age assessment. The fol
lowing three re­se­arch qu­e­sti­ons helped structu­re this study: 

1.	 What the­mes we­re found in the children’s drawings and stori­es?
2.	 We­re the the­mes in boys’ and girls’ drawings and stori­es diffe­rent? 

If so, what we­re the diffe­rences? 
3.	 We­re the the­mes in the drawings and stori­es of children from diffe

rent cultu­ral and et­hnic backgrounds diffe­rent? If so, what we­re the 
diffe­rences?� 

Method

Data Collection

Data for this study we­re writ­ten stori­es (one for each parti­ci­pant) de­ve­loped 
by children as part of a larger study of DISCOVER imple­mentation. DISCO
VER was a performance-based assessment de­signed to me­asu­re a broad spec
trum of “problem solving strate­gi­es” used by vari­ous age groups of diffe­ring 
et­hnic, economic, and cultu­ral backgrounds (Maker, 2005). Indi­vi­du­als we­re 
assessed across 7 cate­gori­es: Spatial Arti­stic, Spatial Analyti­cal, Logi­cal Mat
he­mati­cal, Oral Lingu­i­stic, Writ­ten Lingu­i­stic, Interpersonal, and Intraperso
nal. For the purpose of this study, only the Writ­ten Lingu­i­stic domain was 
consi­de­red.

Par­ticipants and Setting. The parti­ci­pants in this study we­re 114 kinder
garten stu­dents from two ele­mentary schools – one located in the Sout­he­a
stern Uni­ted States and the ot­her in the Sout­hwe­stern portion of the country. 
Parti­ci­pants inclu­ded a total of 65 boys and 49 girls when schools we­re combi
ned. Characte­ri­stics of the sample have been inclu­ded in Table 1.
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Table 1: Characteristics of the Sample 
and United States Popu­lation

       Sample Uni­ted States

Characte­ri­stic N %

Gender

Male 65 58% 49%

Fe­male 49 42% 51%

Total 114 100% 100%

Et­hni­city

Afri­can-Ame­ri­can 35 31% 13%

Cau­casian 21 19% 64%

Me­xi­can-Ame­ri­can 47 42% 17%

Ot­her 11 8% 6%

Total 114 100% 100%

Note. Percentage of males and fe­males was de­termi­ned by di­vi­ding the number of children 
wit­hin each gender by the total number of stu­dents. Et­hni­city percentages we­re de­termi­ned by 
di­vi­ding the number of children wit­hin each et­hni­city by the total number of stu­dents. Uni­ted 
States fi­gu­res re­tri­e­ved from U.S. Census Bu­re­au (www.census.gov).

Procedu­res. All children we­re assessed in the­ir classroom set­ting by the­ir te­ac
hers or by the trai­ned indi­vi­du­als who observed and re­corded the­ir problem-sol
ving strate­gi­es. The re­se­archers did not have access to indi­vi­dual parti­ci­pants’ 
soci­oe­conomic, di­sabi­lity, or immi­grant status; howe­ver, gender and et­hnic dif
fe­rences we­re re­corded. The assessments we­re conducted in two schools loca
ted in low soci­oe­conomic are­as, in the children’s nati­ve langu­ages.

The DISCOVER Assessment inclu­ded a vari­ety of data collection met
hods. The following di­recti­ons we­re gi­ven to the children du­ring the Writ­ten 
Lingu­i­stic portion of the DISCOVER assessment (Maker, 2005):  

(For K-1) Administered by the Teacher
1.  After the Observers have gone, gi­ve each stu­dent a she­et of paper.
Say:  Draw a pictu­re that tells a story. You may draw any pictu­re you would like 
to draw. Please put your name on your paper. Let me know if you need help with 
your name. 
Do not suggest pictu­res or stori­es, but encou­rage everyone to draw somet­hing.
2.  After each stu­dent has comple­ted his or her drawing,
Say:  Tell me about your pictu­re.
Wri­te exactly what the stu­dent says on the back of the pictu­re.  Make su­re the stu
dent’s name is on the pictu­re. 
3.  Give stu­dents as much time as they need to finish their pictu­res. 
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Research Design and Analysis. The drawings we­re part of a set of as
sessments performed wit­hin an ove­rall DISCOVER assessment of stu­dents’ 
strengths in problem solving and multi­ple domains of abi­lity. Each child was 
invi­ted to draw about anything he or she would li­ke to draw about, and we­re 
told they would not be graded.  Re­se­archers and te­achers who admi­ni­ste­red 
the assessment also assu­red children that only the­ir ide­as we­re important, not 
the­ir spelling, punctu­ation, or story form. Te­achers and scorers kept this mate
rial for rating and analyses. 

To de­termi­ne the the­mes found in young children’s drawings and re­lated 
stori­es, content and comparati­ve analyses we­re used. Content analysis has 
been used by re­se­archers to study hu­man be­havi­or in an indi­rect way, thro
ugh an analysis of the­ir commu­ni­cati­ons (Frankel & Wallen, 2009). Young 
children’s drawings re­pre­sented the­ir commu­ni­cati­ons and the re­se­archers 
used content analysis to organi­ze syste­mati­cally the the­mes found wit­hin the 
children’s producti­ons. Only in the last thirty years has se­ri­ous consi­de­ration 
been gi­ven to the use of images as a vi­able way of understanding aspects of 
hu­manity (Kendrick & Mckay, 2004). Comparati­ve analysis has been a se
condary techni­que that allowed the construction of infe­rential hi­stori­es and 
explanati­ons of certain processes (Peel, 1987). This techni­que also allowed 
re­se­archers to compare and contrast diffe­rent vari­ables based on a spe­ci­fic 
cri­te­rion.

 The analysis was compri­sed of four steps: (a) drawings and stori­es we­re 
exami­ned by the pri­mary re­se­archer a mi­ni­mum of three ti­mes to identify the 
the­mes, (b) inve­sti­gator tri­angu­lation was performed bet­we­en three re­se­ar
chers conducting si­mi­lar inve­sti­gati­ons to re­ach 100% agre­e­ment on the­mes 
(Gomez & Maker, 2011), (c) drawings and stori­es we­re coded, and (d) compa
rati­ve analyses of children’s gender and et­hnic diffe­rences found wit­hin the 
drawings and dictated stori­es was comple­ted. To re­du­ce bi­ases du­ring the 
pri­mary analysis, the re­se­archers did not have access to the children’s names, 
genders, or et­hni­ci­ti­es. Gi­ven the di­versity and small ove­rall number of chil
dren wit­hin the ‘ot­her’ et­hni­city cate­gory (11 in sample), only Afri­can Ame­ri
can, Cau­casian, and Me­xi­can-Ame­ri­can children’s drawings we­re consi­de­red 
for analysis of et­hnic diffe­rences. The fi­nal data analysis proce­du­re consi­sted 
of a qu­anti­tati­ve component to account for the fre­qu­ency of the­mes and identi
fied gender and et­hnic diffe­rences di­scove­red wit­hin the children’s drawings 
and re­lated stori­es. 

Results

Research Qu­estion 1: What themes were found in the children’s drawings and 
stories? Six the­mes we­re found in children’s drawings and dictated stori­es: 
Family, Inani­mate Objects/Personal Be­longings, Acti­vi­ti­es/Events, Fantasy 
Stori­es, Self-Talk/Re­flecti­ons, and Natu­re/Out­doors (Table 2). 
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Table 2: Frequ­ency of Themes in Children’s 
Drawings and Stories

The­mes f %

Family 25 22%

Inani­mate Objects/Personal Be­longings 18 16%

Acti­vi­ti­es/Events 24 21%

Fantasy Stori­es 24 21%

Self-Talk/Re­flection 20 17%

Natu­re/Out­doors 3 3%

Total 114 100%

Note. Percentage was de­termi­ned by di­vi­ding the number of stori­es in each the­me by the total 
number of stori­es.

Family. Children in this sample produ­ced 25 drawings about the­ir fami­li­es 
(22% of the total). Drawings and stori­es wit­hin this the­me often inclu­ded 
stick-fi­gu­re persons and hou­ses. One child illu­strated his story and then dicta
ted, “My mother and daddy are going to the store. They would not let me go, 
I stay at home to play with my sister” (Fi­gu­re 1). 

Figu­re 1: Family Drawing

“My mother and daddy are going to the store. They would not let me go, 
I stay at home to play with my sister.” 
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Inanimate ob­jects/per­sonal belongings. Approxi­mately 16% of the chil
dren (18 children) drew or told stori­es about inani­mate objects and/or personal 
be­longings. Drawings and stori­es in this cate­gory inclu­ded toys, te­le­vi­sion 
characters, and random objects (e.g. hou­se, star, Christ­mas tree). Two children 
told the­ir stori­es, “A game that goes like this…” (Fi­gu­re 2) and “A hou­se, then 
numbers, stories, windows.”

Figu­re 2: Inanimate Ob­jects/Per­sonal  
Belongings Drawing

“A game that goes like this…”

Activities/events/places. Anot­her common the­me found in the children’s dra
wings was acti­vi­ti­es, events, and places (21% of the total). Children drew and 
de­scri­bed simple, everyday acti­vi­ti­es and events. “I was going on the bus. 
Then I was happy. Then we were very qu­iet on the bus” (Fi­gu­re 3). Anot­her 
young child drew and commented, “Santa Claus at Christmas.” 

Figu­re 3: Activity/Event Drawing

“I was going on the bus. Then I was happy. 
Then we were very qu­iet on the bus.”
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Fantasy stories. Twenty-four fantasy stori­es we­re drawn and de­scri­bed by 
children wit­hin the sample (21% of the total). As indi­cated by the ti­tle of the 
cate­gory, all drawings and stori­es we­re make-be­li­e­ve. As shown in Fi­gu­re 4, 
“One time there was a principal in a castle. And the princess lowered her ha
ir. It had no place to go inside, the princess listened to the prince.” Anot­her 
child drew and dictated, “I have seen a Goosebump and he attacked me and 
I runned to my room and I hide under my bed and he saw me, then I went to 
throw stuff at them and then I threw a yogurt and hot Kool-aid at him. I put a 
chain on him so he could go to the pumpkin patch. Then he came back alive 
and went to my hou­se and I killed him again.”

Figu­re 4: Fantasy Drawing

“One time there was a principal in a castle. And the princess lowered her hair. 
It had no place to go inside, the princess listened to the prince.”

Self-talk/reflection. The combi­ned sample of children produ­ced 20 drawings 
in this cate­gory (17% of the total). This cate­gory inclu­ded cre­ati­ons by the 
children about themselves. That is, all dictated stori­es we­re in first person. As 
shown in Fi­gu­re 5, one child drew and then dictated, “I was a baby and I had 
four bows on my hair and my hair was big”.
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Figu­re 5: Self-Talk/Reflection Drawing

“I was a baby and I had four bows on my hair and my hair was big.”

Natu­re/outdoors. This the­me had only 3 drawings from the enti­re sample (3% 
of the total), with all stori­es de­picting items found out­doors. One child drew 
and then dictated, “A pictu­re about cater­pillar looking for food” (Fi­gu­re 6). 

Figu­re 6: Natu­re/Outdoors Drawing

“A pictu­re about cater­pillar looking for food.”

Research Qu­estion 2: Were the themes in boys’ and girls’ drawings and stori
es different? If so, what were the differences? Lit­tle diffe­rence was di­scove­red 
bet­we­en the the­mes found in boys’ and girls’ drawings and dictated stori­es. 
In Table 3, the comparati­ve analysis of the­mes for the enti­re sample diffe­renti
ated by gender has been displayed. 
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Table 3: Themes in Children’s Drawings and Stories 
Differentiated by Gender

The­mes Males
f %

Fe­males
f %

Family 15 23% 10 20%

Inani­mate Objects/Personal Be­lon
gings 10 15% 8 16%

Acti­vi­ti­es/Events 12 19% 12 25%

Fantasy Stori­es 15 23% 9 19%

Self-Talk/Re­flection 12 19% 8 16%

Natu­re/Out­doors 1 1% 2 4%

Total 65 100% 49 100%

Note. Percentage was de­termi­ned by di­vi­ding the number of stori­es wit­hin the­me by the total 
number of stori­es for each gender. 

Family. Wit­hin this sample, 23% of boys’ drawings and 20% of girls’ dra
wings we­re about family. One boy told the story of his drawing, “Stu­art and 
his brother John compare to see who has the biggest Christmas trees.” Anot
her boy shared, “My mother and I are walking in the park. Having so much 
fun.” After drawing his pictu­re, anot­her boy stated, “I am about to slide on my 
sliding board. I fell. Then my momma called the doctor. The doctor said, “No 
more skating.” Then me and my momma lived happily ever after.” A young 
girl dictated, “A pictu­re of the family playing together.”

Inanimate ob­jects/per­sonal belongings. Boys and girls drew equ­ally abo
ut inani­mate objects and personal be­longings (15% and 16% re­specti­vely). 
One young boy drew and told the story of his pictu­re, “A pictu­re of a flying 
toy” and a young girl stated, “There was a hou­se. It had a Christmas tree and 
nothing else.” 

Activities/Events/Places. This was the third largest cate­gory for young 
boys (19%) and the largest cate­gory of drawings for young girls (25%). A 
young girl told the story of her outing at a base­ball game, “I was at the Dia
mond Backs game and I saw a monster man who said they were beginning the 
game.” A young boy told about playing with his fri­end, “Me and my friend, 
we went inside my hou­se and we played with my toys. And we saw T.V. And we 
saw car­toons and my friend had to go home. I asked my mom if I could go to 
AJ’s hou­se and she said yes.”

Fantasy. In addi­tion to stori­es of the­ir fami­li­es, fantasy was the most 
fre­qu­ent the­me among young boys’ drawings (23%) and the third largest for 
young girls (19%). A young boy told the story of his pictu­re, “It’s about Spi
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der­man,” and a young girl stated, “A bird and a lady just met. They are both 
so sweet, but they don’t know their color words but when night came they had 
a party.”  

Self-talk/re­flection. Young boys wit­hin this sample produ­ced 12 stori­es 
about themselves (19%) and young girls cre­ated 8 drawings wit­hin this the­me 
(16%).  “I was playing baseball. I broke the window,” de­scri­bed one young 
boy and a young girl stated, “I want to be a cat woman.”

Natu­re/outdoors.  Young girls produ­ced 2 of the 3 drawings in this cate
gory. A young girl de­scri­bed her drawing, “A pictu­re about flower.” 

Research Qu­estion 3: Were the themes in the drawings and stories of chil
dren from different cultu­ral and ethnic backgrounds different? If so, what were 
the differences? When consi­de­ring et­hni­city as a vari­able, the largest diffe­rence 
emerged wit­hin the Fantasy the­me. The comparati­ve analysis bet­we­en children 
of diffe­rent et­hni­ci­ti­es (Afri­can-Ame­ri­can, Cau­casian, and Me­xi­can-Ame­ri­can) 
across the­mes wit­hin the sample has been displayed in Table 4.

Table 4: Themes in Children’s Drawings and Stories Differentiated 
by Ethnicity

Themes African
American

% Caucasian % Me­xi­can 
Ame­ri­can %

Family 8 23% 6 28% 9 19%

Inani­mate
Objects/Personal
Be­longings

6 17% 2 10% 9 19%

Acti­vi­ti­es/Events 9 26% 5 24% 9 19%

Fantasy Stori­es 5 14% 4 19% 15 32%

Self-Talk/Re­flection 7 20% 1 5% 5 11%

Natu­re/Out­doors 0 0% 3 14% 0 0%

Total 35 100% 21 100% 47 100%

Note. Number of the­mes less than total number of parti­ci­pants as 11 parti­ci­pants’ et­hni­city 
coded other and we­re not inclu­ded in this portion of analysis.

Family and activities/events. Wit­hin the drawings and stori­es of the Afri­can 
Ame­ri­can children, 23% of them we­re about the­ir fami­li­es. “That’s my mama 
and she’s laying in bed” [Afri­can Ame­ri­can boy]. Me­xi­can-Ame­ri­can chil
dren produ­ced 28% of the­ir drawings and re­lated stori­es about the­ir fami­li­es. 
“My mamá she’s gonna get ice cream” [Me­xi­can-Ame­ri­can girl].  Wit­hin 
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the sample, Cau­casian children produ­ced 19% of the­ir stori­es about the­ir fa
mily.“That’s me and my mom pretending” [Cau­casian boy]. 

Inanimate ob­jects/per­sonal belongings. Me­xi­can-Ame­ri­can children pro
du­ced 19% of the drawings, Afri­can Ame­ri­can children produ­ced 17% of 
the drawings and Cau­casian children produ­ced 10% of the drawings. A few 
examples we­re “This is my bunny. This is my squ­are and this is my squ­are and 
this is my squ­are” [Me­xi­can-Ame­ri­can child]. “A wrote a Christmas tree and 
a stocking and a pumpkin and a star,” [Afri­can Ame­ri­can child], and “Pump
kin” [Cau­casian child].

Fantasy stories. More fantasy stori­es we­re ge­ne­rated from Me­xi­can-Ame
ri­can children (32%) than from Afri­can Ame­ri­can (14%) or Cau­casian (19%) 
children. One Me­xi­can-Ame­ri­can boy said, “It was driving in the night, Mon
ster Truck, it was practicing. Then he ran out of gas. Then when is was sunny 
time he went to go put some.” A young Afri­can Ame­ri­can child stated, “Little 
Red Riding Hood ran around the clock. She ate ice cream and cake. It was 
her mom’s birthday” and a Cau­casian child commented, “A pictu­re of a magic 
man.” 

Self-talk/reflection. Afri­can Ame­ri­can and Me­xi­can-Ame­ri­can children 
both produ­ced gre­ater numbers of Self-Talk/Re­flection drawings than the­ir 
Cau­casian counterparts (20% and 11% versus 5%, re­specti­vely). One young 
fe­male Me­xi­can-Ame­ri­can stu­dent dictated, “I want to be a teacher” and an 
Afri­can Ame­ri­can child told the story of his drawing, “When I woke up it was 
raining. And I was mad.” A young Cau­casian stu­dent de­scri­bed her drawing, 
“I had ladybug and papers. I read a book. I draw a chicken and a per­son.” 

Natu­re/out­doors. Cau­casian children produ­ced the only 3 Natu­re/Out­do
or stori­es wit­hin the sample (3%). One child dictated, “A little girl planted all 
the seeds in the big yard until there were no more seeds.” 

Discussion

Cle­arly, young children will produ­ce a vari­ety of cre­ati­ons when gi­ven an 
open-ended opportu­nity to draw and then dictate a story. Drawing has allo
wed young children to be able to make the­ir ide­as vi­si­ble (Brooks, 2004). 
Support, ti­me, and opportu­ni­ti­es for children to pursue comple­xity in the­ir 
drawings must be consi­de­red an inte­gral part of the classroom envi­ronment. 
To de­termi­ne the commu­ni­cati­ve intent of children’s drawings, the focus of 
di­scussi­ons bet­we­en edu­cators and the­ir stu­dents about drawings should be 
on the me­aning and information the drawings contain rat­her than on drawing 
skills and aest­he­tic qu­ali­ti­es. Most children wit­hin this age group used emer
gent forms of wri­ting and few, if any, had made the transi­tion to conventi­onal 
wri­ting (Dyson, 1988).

Wri­ters and re­se­archers have focu­sed on the de­ve­lopmental stages of con
venti­onal wri­ting and analysis of the mechanics of young children’s drawings. 
This le­aves three gaps in the li­te­ratu­re: (a) identi­fi­cation and analysis of the
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mes in young children’s drawings, (b) compari­son of the gender diffe­rences 
bet­we­en the drawings of young children, and (c) analysis of diffe­rences in 
the­mes wit­hin drawings of young children from varied et­hni­ci­ti­es. Be­cau­se 
of the­se gaps, comparing and contrasting the re­sults of this study to exi­sting 
re­se­arch is diffi­cult. 

When all stori­es we­re combi­ned, they we­re di­vi­ded si­mi­larly bet­we­en the
mes with the excepti­on of the natu­re/out­door the­me. Si­mi­lar to the findings of 
Wright, Baci­galu­pa, Black, and Burton (2008), young children in this sample 
drew and told the largest number of stori­es about the­ir fami­li­es (22% of the 
drawings). Acti­vi­ti­es/Events and Fantasy stori­es we­re the se­cond most fre­qu
ent cate­gori­es (each 21% of the drawings). Gi­ven the chronologi­cal ages of the 
children in the sample, the­se findings are not surpri­sing. Kindergarten often 
is the first school set­ting children expe­ri­ence out­si­de the home and natu­rally, 
they will draw pictu­res and tell stori­es of the­ir most re­cent social si­tu­ati­ons 
– the­ir family and re­cent events. Fantasy stori­es we­re cente­red on children’s 
toys and cartoon shows found on te­le­vi­sion. Drawings and stori­es about ina
ni­mate objects and personal be­longings compri­sed 16% of the sample. Inte­re
stingly, the 3 drawings (3% of the sample) cate­gori­zed in the Natu­re/Out­doors 
the­me we­re produ­ced solely from the school in the Sout­he­ast portion of the 
Uni­ted States. 

Boys and girls produ­ced si­mi­lar numbers of drawings for each the­me and 
de­monstrated few gender diffe­renti­ati­ons wit­hin drawings and re­lated stori­es. 
This is in contrast to the findings of Anning and Ring (2004) who observed 
girls playing out the fe­male roles of the­ir mot­hers and boys playing out the 
male roles of fighters and adventu­rers wit­hin the­ir drawings. Howe­ver, the 
drawings consi­de­red for this study we­re produ­ced by children in kindergar
ten and Anning and Ring (2004) analyzed the drawings of se­ven-year-old 
children. The re­sults of both the­se stu­di­es can be explai­ned as Yee and Brown 
(1992) sugge­sted, the “apparently cri­ti­cal pe­riod at around age 5 in which 
children de­monstrate self-este­em and group [gender] identi­fi­cation” (p. 626). 
Furt­her analysis of gender diffe­rences in young children’s drawings is re­com
mended. 

The schools in this study we­re stri­kingly diffe­rent in the­ir et­hnic make-
up, howe­ver, children of diffe­rent et­hni­ci­ti­es wit­hin this sample showed few 
ove­rall diffe­rences in what they drew and the stori­es they told. One excepti­on 
to this was that Me­xi­can-Ame­ri­can children drew far more fantasy pictu­res 
than the­ir Afri­can-Ame­ri­can and Cau­casian counterparts. One-half of the sto
ri­es in the fantasy the­me came from one of the classrooms in the school in the 
Sout­hwest whe­re 90% of the Me­xi­can-Ame­ri­can children at­tended school. 
Cau­ti­ous consi­de­ration ne­eds to be gi­ven to the ge­ographic locati­ons of the 
schools. A possi­ble explanati­on for the diffe­rence in number of fantasy stori­es 
could be that the children in the Sout­he­ast have more natu­ral opportu­ni­ti­es to 
play out­doors, whe­re­as the children in the Sout­hwest may spend gre­ater ti­me 
indoors, allowing for more opportu­nity to watch te­le­vi­sion. Inte­re­stingly, mo
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re Cau­casian children we­re in the Sout­he­astern school (41%) than in the Sout
hwe­stern school (5%) and the Cau­casian children produ­ced all of the Natu­re/
Out­doors drawings and stori­es. To exami­ne the impact of diffe­rent te­aching 
styles and curri­cu­lum choi­ces, fu­tu­re analyses of si­mi­lari­ti­es and diffe­rences 
bet­we­en same-grade le­vel classrooms wit­hin a school is re­commended.

A strong point of this study is the in-depth analyses and de­scription, which 
assists in filling identi­fied gaps in the li­te­ratu­re. A li­mi­tation, howe­ver, is the 
inabi­lity to ge­ne­rali­ze the re­sults due to the qu­ali­tati­ve natu­re of the study. The 
children’s cre­ati­ons that we­re analyzed we­re from two schools in stri­kingly dif
fe­rent re­gi­ons of the country and the producti­ons we­re a single de­monstration 
of children’s open-ended opportu­ni­ti­es to draw and tell a story. 

Drawings and stori­es analyzed in this study we­re part of an open-ended 
task for children to draw and subse­qu­ently narrate wit­hout re­stricti­ons. Often, 
wri­ting be­comes a mechani­cal task in which children must adhe­re to certain 
instructi­ons and parame­ters and then produ­ce a spe­ci­fic product. When chil
dren are allowed to express the­ir percepti­ons through open-ended drawings 
and stori­es, wit­hout ri­gid structu­re from the envi­ronment, they can express 
themselves more cre­ati­vely and openly. In addi­tion to ce­le­brating acade­mic ac
hi­e­ve­ment, parents and edu­cators must value the cre­ati­vity and we­alth of infor
mation avai­lable in young children’s drawings and re­lated stori­es. The­re­fore, 
open-ended drawing and storytelling opportu­ni­ti­es should be encou­raged in 
both school and family set­tings to help children express themselves. 

Family members and edu­cators should acknowledge and re­spect the di
verse perspecti­ves found in young children’s drawings and subse­qu­ent stori
es. By valu­ing young children’s drawings and li­ste­ning to the­ir stori­es, impli
citly, we appre­ci­ate young le­arners as acti­ve members of soci­ety (Gomez & 
Maker, 2011). Re­specting children’s cultu­ral and et­hnic di­versity is an impor
tant aspect of any edu­cati­onal set­ting. This me­ans re­specting cultu­ral valu­es, 
be­li­efs, and tradi­ti­ons of young le­arners and the­ir fami­li­es. 

Addi­ti­onally, fu­tu­re re­se­arch focu­sed on analyzing the content of young 
children’s drawings and dictated stori­es across grade le­vels has the potential 
to provi­de broader perspecti­ves of the dynamic and evolu­ti­onary natu­re of chil
dren’s li­te­racy de­ve­lopment. The use of children’s drawings and the­ir re­lated 
stori­es in this study is li­mi­ted to ‘snapshots’ of the­ir li­te­racy expe­ri­ence. A com
parati­ve, longi­tu­di­nal study that involves collecting and analyzing a se­ri­es of 
images and stori­es over an extended pe­riod would have the potential to provi­de 
uni­que insights into how young boys and girls from di­verse backgrounds re­pre
sent themselves and the­ir li­te­racy expe­ri­ences across ti­mes and places. 
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Џоди М. Пиртл и Си Џун Мејкер 
КВАЛИТАТИВНА АНАЛИЗА ЦРТЕЖА И ПРИЧА 

ДЕЦЕ ПРЕДШКОЛСКОГ УЗРАСТА 
Апстракт

Циљ овог ис­траживања је да се идентификују и анализирају те­ме које се јавља
ју у писаној продукцији код 114 де­те­та предшколског узраста. У ис­траживању 
су уче­ствовала де­ца из две школе из различитих ре­гиона Сје­диње­них Аме­рич
ких Држава, којима је дато да нацртају, а затим и издиктирају причу. Анализом 
садржаја издвоје­но је шест те­ма: (а) породица, (б) не­живи објекти/личне ства
ри, (в) активности/догађаји, (г) фантастичне приче, (д) говор о се­би/размишља
ње, и (ђ) природа/свет ван куће. Компаративна анализа изврше­на је пре­ма полу 
и етничкој припадности и утврђе­но је да постоје одре­ђе­не разлике у причама 
де­чака и де­војчица, као и де­це са различитом етничком припадношћу. У раду 
се наставницима и породици дају пре­поруке да би млађој де­ци тре­бало омогу
ћити да се у ве­ћој ме­ри кре­ативно изражавају. Пре­порука се односи и на ауторе 
будућих ис­траживања која ће се бавити анализом дечијих црте­жа и прича у 
различитим оде­ље­њима и разре­дима.
Кључ­не речи: црте­жи, приче, обданиште, квалитативна анализа, проје­кат DI
SCOVER.
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Джоди М. Пиртл и Си Джун Ме­й­кер 
КАЧЕСТВЕННЫЙ АНАЛИЗ БЛАГОПРИЯТНЫХ ОБСТОЯТЕЛЬСТВ 

ДЛЯ РИСОВАНИЯ И РАССКАЗОВ В ДОШКОЛЬНОМ ВОЗРАСТЕ 
Резю­ме

Це­ль настоя­щ­е­го ис­сле­дования – вы­я­вить и проанализировать те­мы, которые 
поя­вля­ются в письменной продукции у де­тей дошкольного возраста. В ис­сле
довании участвовали 114 де­тей из двух детских садов из различных областей 
Сое­диненных Штатов Аме­рики, которым бы­ло задано нарисовать, а потом и 
продиктовать рас­сказ. На основании анализа содержания вы­я­вле­но ше­сть тем: 
(а) се­мья, (б) не­живые объ­екты/личные ве­щи, (в) поступки/собы­тия, (г) фанта
стиче­ские рас­сказы, (д) бе­се­да о се­бе/размы­шле­ние, и (е) природа/окружающ
ий мир. Сопоставите­льный анализ прове­ден по крите­рию пола и этниче­ской 
принадле­жности, и вы­я­вле­но наличие опре­де­ленных различий в рас­сказах ма
льчиков и де­вочек, а также де­тей неодинаковой этниче­ской принадле­жности. 
В работе вос­питате­лям и се­мье предлагаются ре­комендации о необходимости 
создания условий для творче­ства де­тей в максимальной возможной сте­пе­ни. 
Ре­комендации относятся и к авторам будущ­их ис­сле­дований, которые будут 
заниматься анализом детских рисунков и расаказов в разных клас­сах.
Клю­чевые слова: рисунки, рас­сказы, детский сад, каче­ственный анализ, про
ект DISCOVER.


