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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



Jody M. Pirtle and C. June Maker 146

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 I. 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 I: 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,
1 stay at home to play with my sister” (Figure 1).

Figure I: Family Drawing

“My mother and daddy are going to the store. They would not let me go,
1 stay at home to play with my sister.”



Jody M. Pirtle and C. June Maker 152

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, “A4 game that goes like this...” (Figure 2) and “4 house, then
numbers, stories, windows.”

Figure 2: Inanimate Objects/Personal

“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. “/ was going on the bus.
Then [ 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.”



153 A qualitative analysis of kindergarteners’ open-ended drawing

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
1 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 [ killed him again.”

Figure 4: Fantasy Drawing

T

Ly

“One time there was a principal in a castle. And the princess lowered her hair.
1t 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, “/ 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, “4 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 Females

f % f %
Family 15 23% 10 20%
Igrilzrglismate Objects/Personal  Belon- 10 15% ] 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, “/ 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, “4 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, “4 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, ‘4 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, “/ 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 (A frican-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

African % % Mexican %

Themes . Caucasian American
American

Family 8 23% 6 28% 9 19%
Inanimate
Objects/Personal 6 17% 2 10% 9 19%
Belongings
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 mama 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]. ‘4 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, “/t 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, “4 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, “/ 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. [ 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, “4 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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Llogu M. TTuptn u Cu [lyn Mejkep
KBAJIUTATUBHA AHAJIU3A LIPTEXA U ITPUYA
JEIE IMTPEJIIKOJICKOI" Y3PACTA
Ancmpaxm

{np OBOT HCTpaXXUBama je 1a ce NACHTHU(PHUKY)Y 1 aHAIH3UPAjy TEME KOje Ce jaBJba-
jy y mucaHoj mpoayKiuju kox 114 nerera mpeqmKoiICKor y3pacTta. Y UCTPaKUBAY
Cy y4ecTBOBaJIa Jielia U3 JABE IIKOJIE U3 pa3IuyuTHX peruoHa CjequmbeHnx Amepuy-
kux /IpxaBa, KOjuMa je 1aTo Jia HalpTajy, a 3aTUM U U3AUKTHPAjy IpUYy. AHAIN30M
cajJprkaja M3BOjEHO je MIecT TeMa: (a) mopoauna, (0) He)KHBU 00jeKTH/IIMYHE CTBa-
pH, (B) aktuBHOCTH/Moralaju, (T) haHTACTHYHE TIpHYE, (1) TOBOP O ceOn/pa3MUIILIba-
we, u () mpupona/ceet Ban kyhe. KoMmmapatuBHa aHanm3a n3BpIICHA j€ TIpeMa IOy
Y €THUYKO] MPUIIAJHOCTH U YTBPhEeHo je na noctoje oxpehene paznuke y npuyama
Jledaka 1 JIeBOjUnIIa, Kao U JIele ca pa3IndMuTOM eTHUYKOM IpunaaHomhy. ¥ pany
Ce HaCTaBHMIIMMA U TIOPOIHIIY Jajy Mpernopyke na 6u miahoj neru Tpedaio oMory-
hutu na ce y Behoj Mmepu kpeaTuBHO n3pakaBajy. [Ipenopyka ce oqHocH 1 Ha ayTOpe
Oynyhux mcTpaxkmBama koja he ce 0aBUTH aHAIM30M JACUHJUX LPTEKA U MpUYa y
Pa3IMYUTUM OJeJbCEHUMa U pa3peuma.

Kwyune peuu: mptexu, npude, 00JaHUIITE, KBaTUTaTUBHA aHANN3a, mpojexat DI-
SCOVER.
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Jxonu M. IMuptn u Cu xxyn Meiikep
KAYECTBEHHBII AHAJIN3 BJIATOIIPUSITHBIX OBCTOSITEJILCTB
JUISL PUCOBAHU S 1 PACCKA3O0B B JIOIIKOJIbBHOM BO3PACTE
Pesiome

Lenp HACTOSAIIETO MCCIEIOBAHNS — BBIIBUTH M IIPOAHATH3UPOBATH TEMBI, KOTOPHIE
MOSIBIISAIOTCS. B MIMCbMEHHOM IPONYKIUHU Yy AETEH NOIIKOJBHOTO Bo3pacrta. B uccie-
JIOBaHWH y4yacTBOBaM 114 nmeTeit u3 ABYX JACTCKUX CaJIOB M3 Pa3IUYHBIX 00nacTel
Coenunennbix IlITatoB AMepuku, KOTOPBIM OBLIO 33JJaHO HAPUCOBATH, a TIOTOM U
MIPOJUKTOBATE paccka3. Ha ocHOBaHWM aHanmm3a CoepKaHUS BBHISBICHO IIECTh TEM:
(a) cemps, (0) HE)KMBBIC 0OBEKTHI/THYHBIC BEIH, (B) TOCTYIKH/COOBITHA, (T) haHTa-
CTHYECKHUE pacckassl, (1) becena o cebe/pa3MbIlIeHHE, U (€) PUPOaa/OK Py KAIOIII-
uit Mup. COnoCcTaBUTEIBHBIN aHATN3 MPOBEIEH MO KPUTEPHIO M0JIa M ITHUYECKON
MPUHAIJICKHOCTH, U BBISIBJICHO HAJTMYHUE OMPEICICHHBIX pa3Inyuil B paccKka3ax mMa-
JIBYMKOB U JIEBOYCK, a TAKXKE JE€TEeH HEOJAMHAKOBOM ATHUUECKON MPUHAJICKHOCTH.
B paboTte BocmiuTaTeIsIM M ceMbe MPEIIararoTcsi pEKOMEHIAINHN O HEOOXOAMMOCTH
CO3JJaHUsl YCJIIOBUN I TBOPUECTBA JIETEH B MAKCHUMaJbHOW BO3MOXHOW CTENEHH.
PexoMmeHganuy OTHOCATCA M K aBTOpaM OyIyIIMX HCCIEIOBaHUI, KOTOphIEe OyIyT
3aHMMATHCS AHATU30M JIETCKUX PUCYHKOB U Pacaka3oB B pa3HbIX KJaccax.
Knrouegvie cnosa: pucyHkH, pacckasbl, JeTCKUI cajl, KAYECTBEHHBIN aHalIN3, MPO-
ekt DISCOVER.



