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CHAPTER 7 

ANALYSIS, FINDINGS AND DISCUSSION 
 

7.1 Introduction 

In Chapter Six, I discussed in-depth Luke’s case study.  I analysed the other two cases 

in a similar way, and in this chapter I bring together the data and findings of the three 

children.  Structuring this chapter around my four research questions, I begin by 

briefly discussing Thea’s and Bertly’s use of simple-complex modes and themes while 

associating them with Luke’s.  I review the modes the three children used as a way to 

identify their respective semiotic styles.  Discussing the children’s configuration 

styles, or in other words, their choice of simple-complex themes, which I combine 

with their drawer patterns and types of drawing, I argue that these help define what I 

termed as the children’s drawer identity. I then examine and analyse the prevailing 

themes and meaning-making strands that emerged across all the three children’s 

graphic representations.  I also identify possible influences that could have affected 

the children’s drawings.  Subsequently, I critically discuss and evaluate 

commonalities and idiosyncrasies within and across the three cases.    

 

In this chapter, I shall mainly portray drawings from Thea’s and Bertly’s case studies, 

as many of Luke’s drawings were included in Chapter Six. For ease of reference, I 

included a copy of all of the three children’s drawings, which can be accessed from 

the SD (memory card) presented at the back of this thesis, under each child’s 

respective folder.  

 

7.2  The Form and Content of the Children’s Drawings 

This study shall demonstrate that each child had a unique and personal “drawing 

style” (Watson and Schwartz, 2000, p. 50), by which I mean having specific choices 

for the use of preferable modes and media, distinctive semiotic and configuration 

styles, patterns of drawing, and recurring connotations for meaning-making.  These 

personal preferences, choices and styles of what and how to draw, can define what 

Pahl (2007b) calls, “producer’s identities” (p. 388).  I propose that by analysing the 

children’s use of simple-complex modes and the inferred simple-complex themes, the 

children’s drawings can be interpreted “as a component of intersemiotic meaning 
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7.2.1 Thea’s use of simple-complex modes and themes  

Thea’s Data Cross-grid (Figure 7.2) shows that she drew a total of eighty-four 

drawings; forty, done at home and forty-four done at school.  The school drawings, 

letter-coded TS (Thea School) and colour-coded in purple, are plotted at the upper 

part of each section of the grid, while the home drawings letter-coded TH (Thea 

Home) and colour coded in orange, are plotted in the lower part of each section.  The 

duration of her drawings varied from thirty-three seconds to over fifty-eight minutes. 

The bottom, right corner of Thea’s Data Cross-grid and its summary (Figure 7.4), 

clearly show that, with thirty-eight drawings (seventeen done at home and twenty-one 

done at school), Thea’s preferred style of drawing was of using a complex-mode and a 

complex-theme (marked with a purple circle).  She used the remaining styles 

relatively equally, where she drew eighteen drawings in her second favoured style, 

that of simple mode and simple theme (top, left corner), fourteen drawings in a simple 

mode and a complex theme (top, right corner), and fourteen drawings where she used 

a complex mode and a simple theme (bottom, left corner). 

 

Figure 7.4 

A summary of Thea’s Data Cross-grid.  

 

 

 

Simple mode 

Simple theme 

 

TS9, TH9 

Total = 18 drawings 
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Simple mode 

Complex theme 

 

TS2, TH12  

Total = 14 drawings 

  Theme 

 

Complex mode 

Simple theme 

 

TS12, BH2 

Total = 14 drawings 

  

Complex mode 

Complex theme 

 

TS21, TH17 

Total = 38 drawings 

 

 

 

 

Figure 7.5 below illustrates a montage of a sample of Thea’s drawings that 

correspond to and exemplify each section of her grid.  

Simple theme  = 32 drawings Complex theme = 52 drawings 

Complex mode = 52 drawings 

Simple mode = 32 drawings 

S C 

S 

C 
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7.2.2 Bertly’s use of simple-complex modes and themes  

Bertly’s Data Cross-grid (Figure 7.3) shows that he drew a total of fifty-nine 

drawings: thirty-nine at home and twenty at school.  The school drawings, which I 

letter-coded BS (Bertly School) and colour-coded in green, are plotted at the upper 

part of each section of the grid, while the home drawings, letter-coded BH (Bertly 

Home) and colour coded in red, are plotted in the lower parts of each section.  

Comparing the thirty-nine drawings Bertly did at home with the twenty he did at 

school, it appeared that he felt more at ease to draw in the former setting.  The 

duration of Bertly’s drawings varied from less than a minute to over thirty-three 

minutes each.   

 

The Data Cross-grid and its summary (Figure 7.6), exemplify that, in the main, with 

thirty-four graphic representations (marked with a red circle), Bertly’s drawings were, 

simple in mode and simple in theme.  His second favoured style was to use a simple 

mode and complex theme (Figure 7.6, top, right corner).  Bertly drew seventeen 

drawings within this category; eleven at home and six at school.  The use of complex 

modes featured in only eight drawings, with seven of them done at school.  Five of 

these drawings, which he did one at home and four at school, involved the 

representation of simple themes (bottom, left corner), while  three of his drawings 

(bottom, right corner), which were all done at school, were a representation of 

complex themes.   
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Figure 7.6  

A summary of Bertly’s Data Cross-grid.  
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Figure 7.7 below, illustrates a montage of a sample of Bertly’s drawings that 

correspond and exemplify each section of his Data Cross-grid.  

 

    

 

 

 

 

 

 

 

 

Simple theme  = 39 drawings Complex theme = 20 drawings 

Complex mode = 8 drawings 

Simple mode = 51 drawings 
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7.3 The Children’s Semiotic Styles: The Use of Modes to Draw  

To answer my first research question, that of evaluating the modes the three children   

used, I analysed Luke’s, Thea’s and Bertly’s drawings and the data as represented on 

their respective Data Logs and Data Cross-grids.  These findings show that each 

child had a personalised pattern of using simple-complex modes to create their 

drawings.  It was apparent that with the majority of the drawings plotted at the top 

part of the Data Cross-grid, both Luke (Figure 7.1) and Bertly (Figure 7.3), preferred 

to use a simple mode. Contrastingly, with the preponderance of drawings plotted in 

the lower part of the grid, Thea’s Data Cross-grid (Figure 7.2), signified that she 

preferred to use a complex mode. 

 

As this study focused on drawing, it was palpable that the most prominent mode to 

feature in all the three children’s graphic representations would be that of drawing.  

Both Luke and Bertly relied heavily on this mode.  Bertly’s preferred medium to 

draw was pencil-colours (Figure 7.9):  he did forty of his drawings using exclusively 

this medium.   It was also a relatively common occurrence for him to use only one or 

a limited number of colours to draw.  

Figure 7.8 

A representation of the three children’s drawing preferences. 
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Like Bertly, Luke’s dominant mode was drawing, which he exclusively used in 

twenty-seven of his depictions.  He preferred to draw either using crayons or gem-

markers or a combination of both.   While he regularly restricted his sketchy, simple 

mode drawings to the use of one medium and one colour, occasionally, he 

experimented with using multiple media within the same simple mode text.   Over 

time, and after considerable exposure and observation of their peers, especially girls, 

who constantly made use of complex modes, it appeared that both boys began to show 

interest in trying relatively innovative semiotic resources.  Figure 7.10 shows Bertly 

observing Thea (who does not show in the photograph) drawing and subsequently 

using the same media to create his drawing; a phenomenon also observed by 

Thompson (1999) with the children in her study.  On those occasions when they 

opted to use multiple modes, both Bertly and Luke employed a significant amount of 

time exploring the related material at hand.  This engaged them in a process where 

they moved from simply “doing” (p.159) a drawing to “making” (Thompson, 1999, p. 

159) a representation.  

 

 

 

 

 

Figure 7.9 

Bertly using the simple mode of drawing with his favourite medium, pencil colours.  
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In contrast to the boys, Thea’s semiotic style was dominated by a complex mode.  

With her dexterous and “mastery-oriented” (Dweck, 1986, p. 1040), attitude, and an 

innate motivation to draw and experiment with new material, she could be considered 

as an “experienced maker of signs in any medium that is to hand” (Kress, 1997, p. 8).  

While the mode of drawing featured highly in her graphic representations, so did 

other modes. For most of the time she acted multimodally, frequently moving within 

the same and across modes and signs: from drawing to writing, to talking, cutting and 

pasting, tracing and colouring, in “interplay of the different ways of meaning-

making” (Cox, 2005, p. 122) (Figure 7.11).  In a process of “transduction” (Kress, 

1997, p. 29) she effectually made use of the aptness of the media available and 

through “successive transitions” (Kress, 1997, p. 29), she fluidly shifted across a 

multiplicity of modes and semiotic resources to “increase the meaning-making 

potential of [her] text” (Hull and Nelson, 2005, p. 225) while maintaining “constancy 

of meaning” (Mavers and Newfield, 2012).  

 

 

 

 

 

Figure 7.10 

Bertly observing Thea [not showing in the picture] drawing and imitating her use of media.   
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Repeating Dyson’s (1986) claim, that children’s semiotic styles and preferences 

emanate from personal and social reasons, I suggest that Thea’s innate love for 

drawing, together with her familiarity with a diversity of media she acquired at home, 

coupled up with her inquisitiveness to try new ones, together with the kinaesthetic 

enjoyment she experienced when she used the semiotic resources available and the 

inspiration that sometimes the material evoked, drove her to overbearingly adopt a 

complex mode. Even when she kept to the use of one mode, such as, when she used 

the mode of drawing, she frequently changed the medium from crayons, to pencil-

colours, to markers, gel pens or coloured pens, while constantly changing colours. 

 

While I cannot make generalisations due to the small number of participants, I 

question whether the choice of a simple mode by Bertly and Luke, and a complex 

mode by Thea, could have been gender related. Blaise and Taylor (2012) and Millard 

and Marsh (2001), contend that the form and aesthetic appearance of a text can be 

gender specific.  Anning and Ring (2004) and Hall (2008), suggest that boys, tend to 

resort to quick and sketchily drawing, as adopted by both Bertly and Luke.  They also 

 

Figure 7.11 

Thea at school using multiple modes to create a complex drawing.   



  Analysis, Findings and Discussion 

 

____________________________________________________________________ 

290 

 

argued that boys tend to be inclined, although not exclusively, to develop action 

representations and scenarios that are often actuated through an over-reliance of dark 

colours, a drawing preference illustrated in Luke’s drawings.  Millard and Marsh 

(2001) also assert that, in disparity, girls tend to spend considerable time in 

embellishing and decorating their text through the use of various media and modes, 

such as drawing with a broad array of colours, and gluing and attaching glitters, 

stickers and sequins.  This statement purports that girls are inclined to use complex 

modes, as preferred by Thea.  

 

7.3.1 The availability of modes as an influential factor  

Basing her studies on socio-cultural theory, Pahl (2001b) states that, “text-making is 

shaped by the environment” (p.1), where the availability and suitability of the 

semiotic resources is influential for meaning-making (Bezemer and Kress, 2008; 

Halliday, 1978).     The lack of a variety of semiotic resources and experiences at 

school prior to the study, could have delineated the boys’ aptitude towards drawing, 

generated a sense of hesitancy in experimenting with new media, hindered the 

attainment of drawing skills, and limited them to use a simple mode, a conclusion also 

supported by findings from other studies (Frisch, 2006; Hull and Nelson, 2005; Kress, 

2004; Rowsell and Pahl, 2007). While I endorse the influence of the environment in 

shaping meaning, I also argue that even if children are exposed to a variety of 

resources, they might choose not to use them, simply because, using complex modes 

does not meet their distinctive modal preferences or their current modal need.      

 

During the study I provided the children with a variety of drawing material, and 

observed some new interest and experimentation on Bertly’s and Luke’s side; 

however, both boys’ preferred semiotic style remained that of drawing in a simple 

mode.  This was not the case with Thea, who immediately shifted to draw mainly in 

complex mode.  While drawing in complex mode could have been Thea’s preferred 

semiotic style, it is important to note that at home she regularly used a variety of 

drawing resources.  Even if Thea preferred to use a complex mode, and she had ample 

material available to do so, she still occasionally designed drawings in simple mode.  

Thus, my findings support conclusions by Hall (2008), and Gardner (1980), which 

similarly reveal that even when children have a broad choice of resources at their 
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disposal, they show particular modal preferences and embrace the style that is 

relevant to them, as directed by their interests, the content of the text, the aptness of 

the modes available and the attributed meaning they want to convey at that particular 

moment. In my view and agreeing with Pahl (2007b), the children’s choice of 

semiotic style reflected their personal drawing preferences as well as their character, 

disposition, social positioning and various aspects of identity formation.  In 

conclusion I suggest that irrespective of their prevailing semiotic style, the children 

still shifted between simple-complex modal forms. While, in the main, Luke and 

Bertly seemed to prefer drawing in a simple mode, occasionally they still made use of 

complex modes while Thea, who seemed to prefer drawing in complex modes, at 

times opted to use simple forms. 

 

My findings also show that, using a simple mode did not hamper the children from 

creating complex themes and meanings.  In fact, using a simple mode and complex 

theme, was Luke’s dominant drawing pattern and style.  The use of a simple mode 

represented in his sketchy, monochrome drawings, possibly allowed him more 

flexibility and opportunity to focus his attention on the complexity of the theme and 

the creation of intricate “graphic-narratives” (Wright, 2007, p.1).  Rather than 

diversifying his attention in orchestrating and synchronising the interplay between 

modes, in such instances, Luke seemed more focused in “bring[ing] meaning into 

being” (Kress, et al., 2001, p.70), where the simple mode of drawing served as an 

appropriate and efficient channel to create his particular complex theme graphic 

representations.   While, as Kress et al. (2001) and Mavers (2011) suggest, the lack of 

interaction with different resources could result in limited acuity in the use of modes, 

simultaneously and as argued by other scholars (Halliday and Hasan, 1985; Kress, 

2010, 2004; Kress and Jewitt, 2003) it can also create unique opportunities for 

meaning-making; in this case, it allowed Luke the possibility to develop complex 

themes in his texts.   

 

7.3.2  The potential of modes in creating meaning 

The three children seemed open to use a variety of modes which, in interplay between 

media and meaning, they manipulated, juxtaposed and translated in both their simple 

and complex forms.  Sometimes, it seemed that specific modes were chosen for their 

potentialities to design the intended meaning, while on other occasions the choice of 
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resources” (Kress, 2010, p.74) acted as an inspiring factor; the catalyst media that 

were used as an integral part of the process of sign-making.  

 

7.4   The Children’s Thematic Preferences: Forming a Drawer  

   Identity 

Referring once again to the Data Cross-grids, I now discuss the three children’s 

drawings, from what I termed as configuration style, that is, their choice of drawing 

in simple or complex themes. I then combine these configuration styles with their 

semiotic styles or in other words, with their choice of modes as discussed above, 

which together with what I called their types of drawings and their drawer patterns, 

help define their drawer identity.  While the data about the children’s semiotic styles 

and configurations were obtained from the Data Cross-grid, it was not possible to 

identify and interpret the types and patterns of drawings from the same grid; such 

information was collated from the direct observation and analysis of the product and 

process of drawing.   

 

7.4.1 Luke’s drawer identity  

Luke did fifty-four out of his eighty-one drawings in complex themes configuration, 

which shows that he preferred to draw multiple objects to create scenes and 

narratives. I define his complex theme drawings as a tableau of fact and fiction that 

drew on “imaginative themes” (Thompson, 1999, p. 155), where he was highly 

influenced by elements from popular media conveyed through active mythical 

characters.  The Data Cross-grid represents a visual representation of part of Luke’s 

drawer identity which portrayed a drawer who, in the main used simple modes to 

draw his complex theme drawings.   

 

Luke’s types of drawings differed considerably.  With eighty-two drawings 

illustrating people, I define him as a “person-centred” (Gardner, 1982, p.118) type of 

drawer, where predominantly, his drawings underscored the importance of 

relationships for him. Other drawings, mainly those pursued at home, tended to be 

“autobiographical” (Thompson, 1999, p.155), in content that frequently revolved 

around past events he experienced with his immediate family members. A good 

number of other of Luke’s drawings were of the graphic-narrative type, where he 

frequently, although not exclusively, used a simple mode to draw complex action 



  Analysis, Findings and Discussion 

 

____________________________________________________________________ 

298 

 

stories.   Primarily influenced by superhero characters, these person-centred drawings 

were fuelled with “personal fantasy-based” (Wright, 2007, p. 1) storylines, that were 

impregnated with imagination and character and plot development which he 

borrowed from popular media.  Often, such narratives were full of adventure and 

tension which he embellished with mythical and fictional chronicles. Referring to 

Adams’ (2004) key functions of drawing, I regard, that Luke mainly used his 

drawings “as perception” (p. 6), or in other words, as “a tool for thought and action” 

(p. 221), to process a miscellany of abstract, moral and ethical values of power, 

justice and mortality, which according to Boyatzis and Albertini (2000) and Golomb 

(2004), are commonly evidenced in boys’ drawings.    

 

When drawing, Luke often disassociated himself from others and engaged into a 

“continual dialogue” (Coates and Coates, 2006, p. 223) with himself, whereby, 

“cross(ing) channels of communication” (Wright, 2008, p. 1), he endowed his images 

with a strong sense of narrative.  Through his dynamic descriptions, Luke explained 

the actions, told the enfolding stories or acted out a scene while bringing out moral 

and life enigmatic dilemmas.  Taking on the role of an “inveterate verbaliser” 

(Gardner, 1982, p. 117), he frequently went in and out of the drawing, oscillating 

between the real and pretend components, while working fluidly and intensely to 

provide extensive narratives.   Such one example is the animated narration that 

accompanied LS11: The lobster story (Figure 6.19, Chapter Six, p. 211): 

           Psht! Psht! Psht! … The bad guys are shooting at the lobster.  

No, the good guys are… Then they eat the lobster…I am 

shooting the lobster…. Puff!  They will put it in the pot and 

cook it. I am going to put on some purple glitter glue on it so 

that he will surely die…It is killing him.  He is dying. 

               (Luke, 16
th

 February, 2012). 

 

Thus, as he frequently accompanied his drawings with dramatic elaborations, I 

consider Luke’s drawer pattern as a “dramatist” (Gardner, 1980, p. 47) or verbaliser.  

Although, Luke often seemed compelled to draw, he seldom manifested intrinsic 

enthusiasm to get started on a drawing. Especially at school, Luke habitually 

exhibited reluctance,   but like a “completer” (Gardner, 1980, p. 117), once he started 

a drawing, he got totally immersed in it, and transformed himself into a producer, 

scripter, actor and audience of his own graphic representation, which he adorned with 

energy, verbalisations and inventive plots. 
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7.4.2 Thea’s drawer identity  

With fifty-two of her eighty-four drawings largely plotted on the right side of her 

Data Cross-grid (Figure 7.2), it was easy to deduce that Thea predominantly drew in 

complex themes configuration.  The Data Cross-grid, portrayed a visual 

representation of Thea’s drawer identity, which effectively showed a child who 

principally chose to use complex modes to draw her complex theme drawings.  The 

drawings frequently included home and outdoor scenes with images of animals, 

people or objects.  She also drew narratives which appeared to be an amalgamation of 

real-life episodes and imaginary stories of fairies, princesses as well as monsters, 

giants and witches.   

 

Thea’s complex theme drawings mainly distinguished her as a “subject matter 

generalist” (Thompson, 1999, p. 155) as she often dominated her drawings with 

objects or persons; hence, I considered her types of drawings as both “person-

centred” (Gardner, 1982, p. 118) and “object-centred” (Gardner, 1982, p. 118).  Her 

person-centred drawings were dominated by drawings of different members of her 

family; however, in such drawings she frequently also included other objects to create 

a home or an outdoor scene.   Her consistency in object-centred drawings emerged in 

a number of her graphic representations, where, for example, she repeatedly drew the 

same type of vehicle, such as aeroplanes, with a variance in complexity. Using all her 

related knowledge, she improved, added new elements and elaborated on the details 

in her drawing, while simultaneously retaining the “initial, visual schemas and 

distinctive qualities” (Watson and Schwartz, 2000, p. 50).  Examples of repeated 

drawings of objects by Thea include, TH7 (Figure 7.17, Image 1) and TH20 (Image 2) 

where Thea drew her house, first from the outside emphasising the skylight, 

illustrated by the brown triangle, and then on the inside where, on drawing her dad 

returning from work, she depicted the two doors of her house: the front door and the 

apartment door together with the connecting staircase in pink.  
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Thea seemed almost always motivated to draw. She was full of contrasts and did not 

follow a particular pattern, where her drawer patterns appeared to be fluid.  At times 

she drew in complete silence, and entranced by her creation, she focused on creating 

drawings full of patterns, decorations, sequins and detail; usually a characteristic of 

“patterners” (Gardner, 1982, p. 118) and “visualisers” (p. 117).  At other times, she 

took a dramatist stance, where she enthusiastically accompanied her drawings with 

fantasy narrations that frequently took her on a journey of imagination. Occasionally, 

she began her drawings with a definite and clear idea of what to draw, which she 

seemed to meticulously plan beforehand. At other times she began drawing with no 

apparent idea of the topic.   Conversely, she was never rigid in her approach but went 

with the flow of thoughts and changed her ideas to construct new meanings 

accordingly. She could have been described by Gardner (1982) as a “self-starter” (p. 

117) as she rarely, needed any prompting to draw, and once she began a drawing she 

spent considerable time, carefully developing, elaborating and decorating it, in a 

fluent, flexible and engrossed way, while giving attention to particular details.  At the 

same time, she demonstrated ephemeral interest in what she drew, frequently shifting 

her attention from one section of her drawing to another to express different thoughts.  

Some of her drawings lost their permanence after a few days and she did not always 

remember what she drew; once the drawing was finished and talked about, it 

frequently lost its significance to her.  What seemed to matter most to Thea was the 

pleasure she derived in creating an aesthetically appeasing picture at that particular 

moment.  

 

Referring to Adams’ (2002) identification of children’s ways of using drawings, Thea 

often seemed to use her graphic representations, “as manipulation … [or] invention” 

(p. 222) where she played with ideas and made connections to invent new ways of 

how things worked, a keen interest of hers.  One such example is TS23 (Figure 7.19 

and the SD card for a video-clip of the drawing under the Folder Thea’s Video-

recordings), where Thea, drew a complex drawing of an aeroplane, with its main 

components such as passengers’ seats, wings, a fuel tank and a start and stop switch, 

symbolised by the orange and blue paper balls in the middle of the drawing.    Other 

examples of Thea’s drawing as invention will be discussed later. 
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Using the castle analogy to represent her house, the zebra-king and his bug-wife 

perhaps signifiying her parents, and the animals to represent the cat she wished for, 

Thea attached a lollipop stick to represent a catapult that launches animals to enter 

the castle through a window, explaining: 

When you press here [the left end of the lollipop stick], he [one of the 

animals] goes up in the castle. .. He presses this with his legs and keeps 

on going [in a downward arch movement] and enters the castle from the 

window.  He breaks the window to enter…  They [the other animals] 

will still go in … from the window instead from the door. 

      (Thea, 14
th

 March, 2012) 

 

Thus, Thea used the drawing as a “visual metaphor for ideas in the head” (Hope, 

2008, p. 11), and exploited it to represent her denied wish, by finding a way for the 

animals to access the castle.  This drawing builds on Wright’s (2010b) perception that 

children’s representations are innocuous places where, through their agency, they 

shape the story in any way that enables them to come to terms with their hopes, 

wishes, and disappointments.   

 

7.4.3 Bertly’s drawer identity.  

With a preponderance of thirty-nine drawings out of a total of fifty-nine that were 

plotted on the left side of the grid, Bertly’s Data  Cross-grid (Figure 7.3), revealed a 

child who preferred to draw simple themes; the only participant with such a 

configuration style.  In the main he often adopted a simple mode semiotic style. Bertly 

mainly drew single objects, such as animals, people or weather-related drawings.  

These celebrated a collation of autobiographical drawings that represented a snapshot 

of his everyday experiences.  They epitomised a bricolage of real world imagery that 

derived from a tableau of “memories of events experienced at first hand” (Coates and 

Coates, 2011, p. 100), which at times, intertwined with elements of his imagination.  

An example of such a drawing in simple theme configuration and in simple mode 

semiotic style is BS16 (Figure 7.21).  This drawing which was dominated by mark-

making that represented fireworks, reflected a past episode of Bertly, when one 

summer evening, he went to an open-air restaurant with his family and saw fireworks 

in the sky.  The drawing also represented his insider’s view of fireworks, where he 

made connections between his father’s avid interest of detonating fireworks and his 

similar hobby of shooting target plates with a gun as indicated by this conversation 
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chimneys and the story of The three little pigs, where he continued:   

Bertly:   But we do not have a chimney. 

J:   Why would you want a chimney? 

Bertly:   To go in it. 

J:   Oh my! Would you like to go in a chimney?  It will be hot! 

Bertly:   It will have fire in it. 

J:   Yes, it will have fire in it. And then what? 

Bertly:   But the wolf went in the chimney. 

J:   And what happened to the wolf when he went down the  

              chimney? 

Bertly:   He went up. 

J:   Right.  Why did he go up? What happened to the wolf? 

Shaun:   He burned his bottom. 

J:   Exactly so.  He burnt his bottom.  And he ran out of the  

              chimney because it was hurting him a lot. 

Bertly:   Even if he falls in the pot, he will still get burned …His tail  

              gets burned. 

                                                                                                                 (23
rd

 March, 2012) 

 

Bertly’s interconnections and “inferential processes” (Danesi, 2007, p.133) blended 

with his experiences and social conventions, which materialised in his drawing, 

provided a glimpse into his mental connections, as well as reflected his reality, 

knowledge, socio-cultural context and family background.   

 

BS7 (Figure 7.22) (Refer to SD card for an edited video-clip of the drawing under the 

Folder Bertly’s Video-recordings) which Bertly drew at school, was another 

autobiographic memoire of his, which was drawn in complex mode, but within the 

same simple theme configuration.  While at the denotation level the drawing simply 

illustrated an octopus, at the connotation level it carried complex meanings and 

connections: it was a representation of a summer day when Bertly was at the beach 

and saw a man coming ashore with an octopus in hand – an experience which 

triggered a lot of interest in Bertly to learn more about octopuses.   This drawing 

reflects that Bertly was “attuned” (Dyson, 1993, p. 109) to and was flexible in 

constructing links between past and present experiences, events and knowledge, as 

well as move across the home-school boundaries, which according to Wright (2011) 

is a concrete way through which I could observe Bertly’s quality thinking.   
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Gardner’s (1980) dichotomous descriptors, in the main, I considered Bertly as a 

patterner or a visualiser.  Contrastingly, on those rare and atypical occasions when he 

drew complex themes of “visual narratives” (Wright, 2010b, p.45), experienced 

events, actions and fantasy tales, he appeared to be a dramatist, and an inveterate 

verbaliser, where using a lot of energy and enthusiasm in describing his drawings, he 

engaged in “joint involvement episodes” (Schaffer, 1992, p.101), mainly with his 

mother, where together they reconstructed narrations based on shared experiences 

(Anning, 2002; Flewitt, 2005b).  

 

Bertly could be described as an unpredictable and episodic drawer. When there were 

interesting things happening in his life, he was eager to transfer his experiences to the 

text and draw what came to mind, producing more than one drawing at a time. On 

other days he seemed unmotivated, uninspired, or indifferent towards drawing.  This 

likely occurred when there was nothing interesting happening that instilled enough 

excitement to want to share his experience and meriting representation.  Thompson 

(1999) argued that children, who like Bertly rely on real life experiences as a source 

of inspiration to draw, tend to experience uncreative and apathetic moments. On such 

occurrences, most frequently it was the materials, an artefact or his interaction with 

his peers or his mother and sister, which stimulated him to draw.  

 

7.4.4 The three drawers 

Summarising the information obtained from the Data Cross-grids coupled with my 

observations, it seemed that Luke’s drawings preferences were reflected in his choice 

of a simple mode semiotic style and complex theme configuration style, where his 

main focus was more on the content than on the form and complexity of the theme.  

Thea largely opted to draw in a complex mode and complex theme where she highly 

experimented with the form of the drawing while at the same time valued the content 

and meaning she wanted to convey.  On the other hand, Bertly mainly chose to draw 

in simple mode and simple theme where his aim was to be able to have the content of 

his drawing understood by others where complexity at either form or content was not 

a priority for him.  Influenced by past and present experiences, their gender and 

personal characteristics, as well as the need of the moment in time, I argue that opting 

for simple or complex modes and themes worked in different ways for the children. 
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It must be noted, that my classification of the children’s types and patterns of 

drawings, is simplistic as I am only considering them in relation to the children’s 

preferred styles.  All three children experienced shifts from patterners to dramatists, 

sometimes in different drawings and sometimes even within the same drawing, 

depending on the purpose, mood, time and context.  I am therefore, reluctant to 

classify a child under one distinct pattern, as in my view, children tend to move 

between patterns, even if they frequently favour one pattern over the other.  

Consequently, I hold the tenet that while such categorisations can be useful for the 

development of a drawer identity, yet they should only be used as guidelines, as 

otherwise, they can be considered as too rigid, limiting and insufficient, eschewing 

the whole aim of this study, that is, to bring out the intricate complexities, uniqueness 

and distinctiveness of each child’s drawer identity.   

 

 

Figure 7.23 

The interplay between semiotic style, configuration, types of drawing and drawer patterns to form 

the drawer identity. 
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7.5 Content Themes Arising from the Data 

To address the second research question about the themes represented in young 

children’s texts, I created an Inventory of Content which, based on Barthes (1977) 

level of denotation, and as I explained in Chapter Four, itemised the three children’s 

drawings into thirteen, most common, content themes. My intention to highlight a 

quantifiable aspect of the drawings was to show the richness of the data and to 

establish a link between form and meaning, while providing a supporting analysis to 

the case studies.  However, as I explicated in Chapter Five, classifying the drawings 

under specific headings proved to be challenging and problematic as frequently 

children drew drawings with multiple objects, scenes or stories that corresponded to 

different themes.  Here, I join Coates and Coates (2006) and Hall (2010b), who state 

that a process of categorisation underscores the shortcomings and limitations of 

organising children’s drawings under neat classifications and titles.  I also emphasise 

that children’s drawings are extremely complex, carefully composed and rich with a 

sense of visual acuity.  As I clarified in Chapter Four, to overcome this limitation, 

sometimes I classified the same drawing under different thematic headings and sub-

categories according to the variety in the objects depicted.    

 

The theme most commonly depicted by all three children, was that of People (142 out 

of 624 occurrences; 22.8%), mainly drawn by Luke.  The preference of such a theme 

in children’s drawings is also identified in Cox’s (1993) Hall’s (2010b) and Machón’s 

(2013) studies.  Family-members featured prominently in this category, thus 

corroborating data from other studies (Machón, 2013; Coates and Coates, 2011). The 

second most popular theme was that of Animals, (90 occurrences; 14.4%) were 

children mainly drew pets, wild and farm animals, as well as fantasy creatures.  The 

third most depicted theme was that of Weather and Sky Features (85 occurrences; 

13.6%), mainly drawn by Bertly and Luke, where rainbows and rain, featured 

significantly; this is a common theme also identified in children’s drawings by Coates 

and Coates (2006) and Hall (2010b).   The themes of Manufactured Objects (17 

occurrences; 2.7%), Buildings (10 occurrences; 1.6%) and Elements (6 occurrence; 

0.9%) were the least depicted.  This conclusion differs from Machón (2013), who 

claims that the themes of houses and natural elements were the second and third 

preferred subjects drawn by children in his study.  Depictions of objects from these 

last three themes, together with drawings which I categorised under Miscellaneous 
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objects (64 occurrences; 10.3%), Natural features (60 occurrences; 9.6%), Writing 

(35 occurrences; 5.6%), Abstract symbols (30 occurrences; 4.8%), Food (29 

occurrences; 4.7%) and Toys and Play Equipment (20 occurrences; 3.2%) were 

usually included by the children as part of a complex scenery with the aim to add 

detail and enrich meaning in their graphic representations. The theme of Vehicles (36 

occurrences; 5.8%), was mainly illustrated in Thea’s drawings:  an idiosyncrasy I 

discuss later. The Inventory of Content shows that the children had their own 

individual preferences for drawing particular themes.  In the main, Luke drew people, 

while Thea and Bertly preferred to draw animals, although the latter also liked to 

draw people and weather and sky features with almost the same frequency.  

 

Table 7.4 provides a summary of the emerging themes in order of popularity together 

with the frequency and percentage of their occurrence across the three children’s 

drawings.   Figure 7.24 represents a pie-chart that visually represents the different 

categories and the respective percentages of each occurring theme. 
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children worldwide, they also represent cultural variations with specific content that 

is unique to each child and his context. 

 

 7.5.1 Commonalities, idiosyncrasies and the gender factor 

Analysing the corpus of the 223 drawings, it became apparent that the content could 

have been influenced by gender, a finding which is confirmed by other studies 

(Dyson, 1986; Kendrick and McKay, 2002; Nicolopoulou, et al., 1994).  It appeared 

that some themes, patterns and ways of drawings were favoured by Thea, while 

others were preferred by the two boys.  However, while I could denote apposite 

gender-related differences, I do not deem them as absolute, because the children’s 

drawings could be driven by individual traits, preferences and interests as well as 

influenced by the surrounding social interactions and the environment.  I also 

consider the gender differences highlighted, as rather specific to the three participant 

children, as the sample is too small to allow me to draw specific conclusions in 

relation to gender. 

 

Consistent with findings from other studies, (see for example, Anning and Ring, 

2004; Cherney, Seiwert, Dickey and Flichtbeil, 2006; Golomb, 2004; Hall, 2008; 

Millard and Marsh, 2001; Nicolopoulou, 1997; Wright, 2010b), in general, the 

themes in Thea’s drawings epitomised girls’ stereotypical preferences that evolved 

around stable family scenes, social relationships and fairy tales of kings and queens.  

They also included soft adornments such as hearts that conveyed elements of 

romance, and flowers and butterflies that show the soft side of nature (Figure 7.25, 

Image 1). While both Bertly and Luke drew kisses and hearts, these were sporadic 

and limited in quantity.  Moreover, none of them drew flowers as a mode of 

decoration.  Thea’s interests in flowers probably emanated from two main 

components: the material she had available, such as the self-adhesive flower shapes, 

flower stickers, and flower wrapping paper; as well as the stereotypical flowers she 

was exposed to through children’s television programmes and internet sites.   Several 

studies suggest that social and cultural texts that emanate from mass media and 

popular culture products transmit strong stereotyped gendered messages about girls’ 

and boys’ identities and positions in society, which is reflected in the apparent 

influence in the dichotomous content of their drawings and their choices of what and 

how they draw (Albers, 2007; Coates and Coates, 2006; Dyson, 1986; Kendrick and 
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suggested that boys, more than girls, tend to use drawing as a means of superhero 

storytelling.  Conversely, while both boys drew action representational drawings, 

there were differences between them.  Luke’s drawings seemed to be more archetypal 

of boys’ drawings than Bertly’s, and tended to be more dominated by warfare scenes 

of conflict, violence and destruction; characteristics in boys’ drawings that were also 

observed in other studies (Boyatzis and Albertini, 2000; Millard and Marsh, 2001; 

Nicolopoulou, 1997; Nicolopoulou, et al., 1994).  On the other hand, Bertly’s 

drawings rarely depicted violence and combat, and focused on action as inspired by 

powerful imagined animals and positive cartoon characters such as Fireman Sam, 

who, as illustrated in Figure 7.25, (Image 3), and as indicated in the episode, 

“Fireman Sam: Stranded baby whale” (Prism Art and Design Limited, 2014)

15
, saved a stranded whale on the beach. 

 

In accord with Nicolopoulou et al.’s (1994) conclusions, I suggest that while all three 

children copied and incorporated images from popular culture, they did so selectively, 

in ways that met their character and gender inclinations.  At the same time, I 

challenge suggestions from the same study and, as argued above claim that, whereas 

in the main, Thea’s drawings included girls’ stereotypical preferences such as the 

drawing of family scenes and soft adornments, she also drew graphic-narratives, 

which Nicolopoulou et al. (1994), identified as stereotypical of boys’.  However, such 

drawings, which included fairies, princesses, kings and queens who fought monsters, 

giants and witches with pixie dust, differed from the boys’, who drew superheroes 

fighting bad guys with weapons, knives and guns.  Likewise, both Bertly’s and 

Luke’s drawings included family-related drawings that revolved on placid kinship 

relations, with Luke having the largest number of drawings of family members 

amongst all three children.  My finding contrasts with conclusions from other studies 

(Boyatzis and Albertini, 2000; Golomb, 2004; Hall, 2010b; Nicolopoulou, 1997; 

Nicolopoulou et al., 1994), who proposed that boys do not usually draw family 

members and relations, which are more archetypal of girls.  However, although most 

of Luke’s drawings were based on stable family relationships, many of these also 

portrayed his typical fascination with violence and disorder, where, for example he 

                                                           
15

 This episode can be accessed from Yourcartoons.net (http://www.yourcartoons.net/fireman-sam-

stranded-whale). 
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negaged in a fight with his family fought The Blue Lady (LH24), discussed in Chapter 

Six (p.196). 

 

A particular gender-related idiosyncrasy was that in connection to the drawing of 

vehicles.  Out of the total of thirty-six drawings of vehicles which the three children 

drew, seventeen were drawn by Thea, fifteen by Luke and only four by Bertly. I 

considered this as highly unconventional, especially when studies (see for example, 

Anning and Ring, 2004; Boyatzis and Albertini, 2000; Dyson, 1986; Hall, 2010b; 

Thompson, 1999) indicate that vehicles are predominantly drawn by boys.  My 

findings, as well as those by Wright (2010b), contradict this, though I acknowledge 

that it is not possible to draw a conclusion on this, due to the small sample size.   

 

7.6 The Meanings Communicated 

In addressing the third research question, based on Barthes (1977) connotation level 

of representation, I uncovered the layers of symbolic meaning that the three children 

conveyed through their drawings.  This was problematic not only because meanings 

are complex, unpredictable and ambiguous, but also because of the “spontaneous 

imagework” (Edgar, 2004, p.7) that characterises children’s drawings.  Children 

modified, elaborated or adapted their narratives according to their understanding and 

interpretations, which at times, were dynamic and fluid, and thus, changing 

instantaneously; an observation also noted by other researchers (see for example, 

Cox, 2005; Flewitt, 2006, 2005b; Jewitt, 2009b, 2008; Kress and Jewitt, 2003; Kress 

et al., 2001; Kress and Van Leeuwen, 2001; Wright, 2008). In this section, I discuss 

the main conclusions and connotative associations I drew from the findings of the 

three case studies.  

 

Findings from this study support conclusions from others (Kress, 1997; Lancaster, 

2007) and indicate that children use semiotic signs with intention, reasoned purposes 

and meaning.   Analysing the three children’s drawings and uncovering the meanings 

that lay beneath them, I identified four main “functional use of drawing” (Atkinson, 

2009, p.41), which include, drawing as: 
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 a constructor of identity; 

 a communicator of the self;  

 a processor of knowledge; 

 a play process;  

Although I describe these four functions separately, it was challenging to keep them 

distinct from each other.  As Hall (2010b) and Mavers (2011) claim, the construction 

and interpretation of meanings is not a straightforward or transparent process; rather, 

it a complex transaction where “meanings are not necessarily definitive” (p. 47) and 

connotations intertwine, overlap and intersect incessantly with each other through the 

drawing process, while simultaneously supporting the development of the same 

functions of the drawing.    For example, the children’s drawings that focused on 

drawing as a play process or as a processor of knowledge simultaneously aided and 

helped them in their construction of identity and to communicate the self.   I 

acknowledge that although there are commonalities with the views, categories and 

purposes of drawings as identified by other researchers (see for example, Adams, 

2004, 2002; Hall, 2010b; Wright, 2010b), I developed this conceptual framework 

based on my subjective perceptions, analysis and summaries of the three children’s 

drawings.   

 

7.6.1 Drawing as a constructor of identity 

Borrowing Brockmeier’s (2001) intertextual notion, that identity is developed 

through continuous cultural construction, where texts act as symbolic and semiotic 

spaces, I argue that the children’s layering of meaning which hybridised across their 

multimodal drawings, were a way of convening, interpreting, reinterpreting and 

mediating their voices and their “identity construction” (Hall, 2010b, p. 359). 

Therefore, my study relates to those of Edmiston (2008), Hall (2010b), and Hawkins 

(2002), where I similarly argue in favour of perceiving children’s drawings as “tools 

of identity” (Holland et al., 1998, p. 43) that they use to reveal their ways of being, 

doing and becoming (Miller, Potts, Fung, Hoogstra, and Mintz, 1990).  Analysing the 

three children’s drawings, I concluded that they appeared to be using drawing to 

explore five different perspectives of their identity which I discuss with some depth 

hereunder:  
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 The self in the present: Who am I? 

 The self in the past: Where and who was I before I was born? 

 The self (in real roles) in the future: Who I might become? 

 The self in fantasy roles: Who can I transform myself into?  

 The self in relation to others: How do others perceive me? Where do I 

belong?   

Each of the three children drew themselves in various past, present or “imagined 

identities” (Kendrick and McKay, 2004, p.122) in the future.  When the children drew 

themselves in the past or present, they frequently did so in relation to their family 

members, where, as Ahn and Filipenko, (2007), Cherney et al. (2006), Miller and 

Mehler (1994) and Nicolopoulou (2008) suggest, children seemed to be in pursuit of 

understanding family dynamics, hierarchy functions and their place within the family. 

For example, Thea’s TH22 (Figure 7.26, Image 1), where she drew herself and her 

family returning home on a windy day, and Bertly’s BH23 (Figure 7.26, Image 2, 

refer also to SD card for a video-clip of the drawing under the Folder Bertly’s Video-

recordings) where he drew himself with his mother, sister and grandmother on a 

tourist train tour, were examples of present life experiences.  In her drawing, Thea 

drew her mother with her distinctive curly hairstyle, above her sister, while on the 

other side she drew herself above her father.  This drawing appeared to be illustrating 

the relationships within her family, where she could have been emphasising the 

strong relationship and common past times she enjoyed with her father, while 

simultaneously highlighting the close bond her sister enjoyed with her mother. On the 

other hand, Bertly’s drawing showed the close relationship he had with his mother, 

sister and maternal grandmother.  In LH1 (Figure 7.26, Image 3), Luke drew himself 

in his mother’s tummy, “Let me draw myself in your tummy because you [to his 

mother] are going to marry daddy and Matthias will be in your tummy as well” (16
th

 

February, 2012).  Here, he seemed to be processing the development of his family, 

while situating himself in the past to understand where and who he was before he was 

born; a concept which Thea too illustrated in TH8 (Figure 7.16, p. 296).  The children 

seemed to use these drawings as a way to capture, share, celebrate and document real-

life experiences that helped them understand who they were, while evaluating their 

position in relation to other family members.   

 







  Analysis, Findings and Discussion 

 

____________________________________________________________________ 

324 

 

and ingrained inner emotions.  On several occasions, the children used the drawing to 

convey a specific message to a known or unknown audience; at other times, their 

communication was done in a subtle way where they used their drawings to “portray 

meaningful and personally important things” (Lowenfeld and Brittain, 1947/1987, p. 

59) to their parents. For instance, in separate drawings, Luke transmitted his wish to 

go to a local children’s fun park, to have a set of roller skates, and to eat a lot of 

candy and ice-cream.  Bertly on the other hand communicated his wish to swim and 

to have a piano for his sister, while Thea wished for a tie and to travel to different 

places.   Another application used by both Bertly and Thea was to create cards for 

significant others so as to communicate particular wishes.  Bertly drew a birthday 

card for his grandmother, “I did it for Grandma Guza … It is for her birthday” (15
th

 

March, 2012), while Thea drew birthday cards for her friends.  She also drew a well-

wishing card for her cousin Romina, a thank you card for me, and depicted other 

drawings where she expressed her affection towards her peers. Luke had several 

drawings where he specifically conveyed his affection towards his mother. One 

common wish which all three children communicated through their drawings was that 

of having a pet (Figure 7.28).  In LH51 (Image 1), Luke drew his cousin with a dog, 

explaining that both his cousin and himself would like to have one.  By drawing a dog 

in a box in BH11 (Image 3), Bertly communicated his wish for a dog, while using her 

drawing as a metaphor in TH 37 (Image 2), Thea communicated her disappointment 

for not being allowed to have a pet cat by drawing a number of animals which were 

not allowed to enter a castle.   
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(LH28) he communicated his anger towards himself.  On the other hand, Thea and 

Bertly used some of their drawings to convey feelings of fear.  Thea expressed her 

fear from monsters and witches (TH35, TS21, TS28, TS31), while Bertly used his 

drawings to convey his fear of sharks (BH14, BH21).   

 

7.6.3 Drawing as a processor of knowledge 

One of the perceptions of drawing that emerged in this study is in line with Kress’ 

(2003b, 2000b, 1997) and Kress and Van Leeuwen’s (1996) assertion that children’s 

drawings are a way for them to construct, mediate and communicate their knowledge. 

Here I build on Adams’ (2002) notion of “drawing as manipulation” (p.222) or as 

“invention” (Adams, 2004, p. 6) where I regard children’s ways of using drawings, 

“as an aid to thinking” (Adams, 2002, p.222), that helps them inquire, try, discard, 

refine and develop their evolving hypothesis about concepts that are of particular 

interest to them.   

 

Examples from the three children’s drawings show that they combined, transformed 

and made use of their personal “funds of knowledge” (Gonzales, et al., p.3) in 

complex, meaningful ways.  The children’s depictions varied from drawings of 

animals, to drawings that carried information about the weather, to others that dealt 

with how vehicles worked.  One of Luke’s drawings (LS16), already discussed in 

Chapter Six (p. 224), provides an example of this, where he developed and 

communicated his knowledge about the physiology of a worm.  Through this design 

he conveyed his construed knowledge of worms, by drawing a worm with many legs, 

long fur, a head and a brain inside.  He used his visual text as a platform to mediate 

his experiential, cultural and cognitive knowledge, which he combined with his 

imaginative abilities to create a plausible and realistic form of a worm.  Similarly, 

Thea and Bertly each drew a series of pictures where they communicated their 

knowledge about sea creatures.  Thea drew fish and shrimps in well-lit aquaria 

(TH20, TH24) while Bertly drew sharks (Figure 7.29, Images 1 and 3), whales (Image 

2) and octopuses (Images 4 and 5), conveying also concepts of size, strength and 

perspective.   He showed that octopuses have many ‘legs’ while sharks are big, black 

and strong, and live in deep, dark waters.  He also communicated his knowledge that, 

“a shark is bigger than us”, and it could be dangerous by asking, “Will it do like this 

[opens mouth action] and eats me? … If he wakes up, do I have to swim faster?” (23
rd
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To fully understand this conversation, one has to have experienced the Maltese 

weather and its peculiarities.  There are days in Autumn when we get southern 

storms.  With wind blowing brown particles from the Sahara desert, these storms 

bring about a sticky atmosphere, low clouds, murky rain and sometimes thunder.  The 

sun hides behind a thin layer of grey clouds, turning its bright yellow colour into a 

shady green that changes the bright Maltese skies into a dull atmosphere. The 

dialogue that ensued between mother and son provides an insight into Bertly’s frame 

of mind, his interpretation, and his reasoning and understanding of the weather.  

Using his drawing and narrative as a way of reorganising and reconstructing meaning, 

he developed his theory to explain the unusual dull, greenish colour of the sun and the 

surrounding atmosphere, which included the hypothesis that the sun got dirty with the 

wind and was being washed with the rain, leaving a lot of ‘dirt’ behind: a very 

plausible and complex conjecture for a four-year old.   

 

I now move to Thea’s drawings that reflected her ways of constructing knowledge.  

She repeatedly made multiple drawings (Figure 7.31) where she played with ideas 

and made connections to invent, hypothesise and theorise how things work. In TS40 

(Figure 7.31, Image 1), Thea explains how pressing the gas pedal makes a car work. 

TS30 (Image 2), shows her invention of how an aeroplane is made on the inside, with 

wooden sticks for wings, pink lines to denote the entrance and blue corrugated paper 

to signifcy the seats. TS18 (Image 3), TS23 (Image 4)  and TS26 (Image 5) assisted 

Thea in her development of thought and concepts of how aeroplanes fly, where she 

explored, refined and practised different possibilities and alternatives that made sense 

to her.  In TS18 which was Thea’s first drawing of an aeroplane, she drew glitters at 

the back to denote pixie dust, concluding that aeroplanes fly with the help of fairies, 

who “scatter the pixie dust [on the aeroplane], and on themselves to make it fly” 

(Thea, 24
th

 February, 2012). Drawing on her cultural practice, and using ideas and 

knowledge she obtained from her network of exchange, she used magic to explicate 

what to her appeared to be a mystery.  This confirms Egan’s (1998) assumption that 

for young children, the use of magic is acceptable in the construction of reality. 
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This hypothesis was dissipated in TS23 (Image 4) and in TS26 (Image 5) where the 

idea of making an aeroplane fly with pixie dust was overtaken by the notion of 

pressing switches. In TS23 Thea attached two paper balls in the middle of the paper, 

where she explained that, pressing the blue one makes the aeroplane fly while 

pressing the orange one, makes it land.  Interestingly, in TS26, which she drew on the 

day her father was coming back from abroad, Thea attached only one paper ball, to 

represent the only switch needed to make the aeroplane land.  It was patent, that there 

was a progression in her reasoning of how aeroplanes fly:  from being helped by 

fairies and pixie dust, in less than two weeks she changed her theory to embrace the 

idea that a pilot makes a plane goes up and down by pressing switches.   It appeared 

that the drawings became Thea’s “‘vehicle’ for invention … and possibility” 

(Hawkins, 2002, p. 215), where she used the drawings to meet her “urge to actualise” 

(Knight, 2009, p. 15), and to develop her own emerging concepts.  She made 

connections between the aeroplane, its flying movement and the use of switches from 

everyday life, that enabled her to extend her thoughts and try possible solutions.  

 

Thea had other examples of drawing as invention where she provided other 

remarkable constructions of knowledge:  from how a ship’s horn can hoot (the green 

rectangular shape at the back in Figure 7.32, TS38, Image 1); to how a see-saw can be 

used as a catapult to launch animals (the green wooden stick in TH37, Image 2); to 

how her body works (TS44, Image 3) by illustrating what happens to the food that 

goes inside her tummy; and how a butterfly comes out of his cocoon (TS28, Image 4).   

 

 

 

 

 

 

 

 

 

 

 

 





  Analysis, Findings and Discussion 

 

____________________________________________________________________ 

333 

 

7.6.4 Drawing as a play process   

Another function of drawing which emerged during the study was its use by children 

as “an inherently playful activity” (Wood and Hall, 2011, p. 279). Habitually, the 

children seemed to consider their drawings as “imagined spaces of play” (Edmiston, 

2008. p. 6), or what Wood and Hall (2011) defined as “spaces for intellectual play” 

(p. 267), where they concocted, pretended and transformed meaning to create the 

world as they liked it to be.   I hereby draw on notions of play-based drawings as 

identified by Wood and Hall (2011), confirming their categorised three main forms of 

“playing at drawing”, “playing in drawings” and “playing with drawings” (p. 267), 

discussed in Chapter Three.  

 

 Playing at drawing. 

Playing at the physical level of drawing, which can involve the use of the drawing as 

a prop combined with vocalisations and sound effects to enhance the narrative, 

occurred for example, when Bertly was drawing a train (BH23: The choo-choo train, 

Figure 7.26, Image 2, p. 322; refer also to SD card for a video-clip of the drawing 

under the Folder Bertly’s Video-recordings).  Holding the image in a vertical position 

facing towards him, he moved it forward on the table (Figure 7.33), animating it with 

sound-effects and stating, “Then we did, Nee-no, nee-no, nee-no. And then someone 

else got on the train” (1
st
 March, 2012).  This example reflects Bertly’s kinaesthetic 

and oral enjoyment in transforming his static, rigid and flat drawing into a 2D prop 

for play by moving it and chanting.   Luke also engaged in similar physical play at 

drawings where he frequently accompanied his drawings with gestures and 

vocalisations to animate his narrative, which at times also included banging the 

drawing media to simulate shooting like in LS11: The lobster story (Figure 6.19, p. 

211) described in Chapter Six. 
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Luke and Thea, often resorted to another form of playing at drawing, that of social 

play, where they engaged in “playful social interactions” (Wood and Hall, 2011, p. 

274) with their peers.  When Luke drew next to Shaun, such as when he drew LS6: 

My friend Shaun (Figure 6.38, p. 250), the two often ended up copying from each 

other, adding marks on each other’s drawings and extending each other’s narratives 

and representation, playfully joking about them. Similarly, when Thea drew TS40 

(Figure 7.34, Image 1), in collaboration with her friend Neil16, they depicted a very 

similar drawing to each other (Figure 6.34, Image 2 shows Neil’s drawing).  Engaged 

in depicting a super vehicle that could transform itself into a car, boat or aeroplane as 

the need arises, they focused on creating a mutually interesting text, based on 

reciprocity, affinity and synergy between them. 

 

 

 

 

 

 

 

                                                           
16

 Neil is another classmate of the three children.  I used a pseudonym to protect the child’s identity. 

 

Figure 7.33 

Playing at drawing: Bertly holding and moving the image forward on the table while animating it 

with sound-effects.   
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Copying from each other, Thea and Neil interacted playfully as they entered in and 

out of play to share colours, ideas, humorous anecdotes and concerted discussions to 

create a very similar vehicle (Figure 7.35, Images 1 - 4).  This helped them develop 

their drawing into a “socially meaningful activity” (Cox, 2005, p.123), while 

simultaneously shape their friendship; a use of drawing which was also observed in 

other studies (Coates, 2002; Coates and Coates, 2006; Dyson, 2010, 1997, 1993b, 

1989; Hopperstad, 2008a).   When, for example, Neil pointed that “mine [my car] has 

a gas pedal” (16
th

 April, 2012), Thea retorted that, “even I have one like it”, while 

signalling at her protruding oval shape at the bottom of her drawing (Figure 7.35, 

Image 5).  This highlights an example of “complementary relation” (Dyson, 2010, 

p.18), that of composing in playful reciprocity.  A similar episode of mutual exchange 

occurred when Neil described Sonic the Hedgehog (Sega Corporation, 2013) 

character, while drawing three knives on his head, presumably, instead of spikes on 

his back, explaining, “I am going to be Sonic … because I love Sonic. A knife … 

another knife here … and another one here” (16
th

 April, 2012). Thea did likewise to 

her ‘Fuel’ character, stating that, “I am going to draw a knife on his head.  I am going 

to draw it up here” (Image 6).  I suggest that the most significant aspect of the two 

drawings was that through their shared processes, collaborative interaction and a 

similarly-constructed text, the two children gave their drawing a “social value” 

(Frisch, 2006, p. 82), where they used their representation as a way to access, 

establish and reflect their “social relations and contextual conditions” (p. 81) in a 

playful way.   
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ropes.  Subsequently, he put her in prison. Treating his drawing as an enfolding role-

play, Luke manipulated the characters and text where he positioned himself in an 

imagined identity (Kendrick and McKay, 2004); that of a witty superhero with super 

powers who captured and won over the wicked Blue Lady. The narrative which 

interweaved between elements of imagination, mythical narrative, wishful thinking 

and real-life scenario, was partly depicted on paper and partly occurred as dramatic 

play outside the text, where Luke became one with his narrative text.  

 

While generally speaking Bertly preferred more the autobiographical type of 

representations, he too had drawings in which he engaged in active “visual 

narratives” (Wright, 2007, p. 1), where he became the hero of his drawing.  BS17: 

When a dragon came to school, (Figure 7.38), is one such example, where using 

mark-making as his mode of drawing, Bertly drew himself with his friend Shaun 

fighting a monster.  Projecting himself as the hero of the text, Bertly specified that he 

threw the dragon in the water, shot and killed him. The drawing, which is dominated 

by action lines, captured a complex story packed with fear and acts of conflict and 

heroism where reality and myth interweaved with concepts of friendship.  I consider 

that Bertly could have possibly tried to use this drawing, which was very atypical for 

him, as “a means of entry” (Dyson, 1997, p. 47) into his friends’ social world where, 

by representing himself as “powerful in a [pretend] danger-filled world” (p. 14), he 

saved them from a dangerous dragon. 
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integrated what Wright (2008) defines a “graphic-verbal telling of events” (p. 39), to 

demonstrate to his mother and myself, his audience, the meaning of his drawing.  

 

In playing with drawings through storytelling, children used drawing as a narrative 

function to explain the imaginary words they depicted on paper: a commonly used 

type of play amongst the three children of my study. Inspired by imaginative content, 

familiar stories, and sometimes real life experiences, they used the drawing as a 

springboard to tell a story through which they communicated their emotions, 

thoughts, concern and actions to others (Wood and Hall, 2011).  One such drawing 

was Thea’s TH23: The aquarium shop (Figure 7.39), where she drew two aquaria 

with shrimp and fish.  This drawing was inspired by a recent visit to a pet shop which 

she regularly visited with her father, and the buying of some shrimps for their kitchen 

aquarium.  As Thea explained, “These are two aquariums… these are the fish… the 

shrimps are here. The shrimps are large because they have grown up. The yellow is 

the light. We are at the pet shop.” (28
th

 February, 2012).  However, Thea also 

included an imaginary aspect to her narrative claiming, “But here [in the drawing] our 

shrimps have died… But our shrimps did not die. Our shrimps did not die for real.  

They died in the picture only”.  The drawing narrates a story based on a real-life 

event intermingled with imagination, where Thea conveyed her concern about the 

shrimps which they had just bought: the possibility that the shrimps might die; a 

situation which the whole family dreaded 
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characters fighting in action.    To represent the action that unfolded in such drawings, 

he often drew an array of chaotic straight and circular lines from and between his 

characters.  In drawings such as LS17: The good guy and the bad guy (Figure 6.13, p. 

198), LS18: Ben Ten Fight (Figure 6.15, p. 200), LS11: The lobster story (Figure 

6.19, p. 211), and LS1: The good and the evil (Figure 6.37, p. 248), all discussed in 

detail in Chapter Six, Luke described, modified, enacted, located and relocated his 

characters while shifting in and out of the drawing to explain what was happening.  

Such drawing narratives, that usually contained a range of “evolving ideas, fluid 

themes, [that were] free-form composition” (Wright, 2010b, p. 45) frequently 

originated from “secondary sources” (Coates and Coates, 2011, p. 102) such as books 

and animated cartoon episodes where Luke blended ideas, scenarios, actions and 

characters with personal events to create a playful running narrative with unifying 

immortal themes of good and evil  (Danesi, 2007; Edmiston, 2008; Egan, 1998; 

Jones, n.d.; Wright, n.d.).  Similar to findings from Wright’s (2007) study, such 

narratives had “fluid structures” (p. 2), and “fleeting moments” (p. 2) that evolved 

through and from fantasy, without adhering to conventional, sequential or rational 

storytelling.    

 

While, in their analysis, Wood and Hall (2011) kept these three forms of drawing as 

play relatively distinct, at times I found this challenging as the children moved 

between the three forms intermittently even within the same drawings.  Such 

exemplars include two of Luke’s drawings, LS17:The good guy and the bad guy 

(Figure, 6.13, p. 198) LS18: Ben Ten Fight (Figure 6.15, p. 200), which he did 

immediately after and at the back of each other.  Engaging in playing in drawings, in 

LS17 Luke drew the good guy and the bad guy in action, with the former running and 

the latter flying while simultaneously shooting each other (Figure 7.42, Image 1).  

Moving to playing with drawings, which he merged with playing at drawing (Figure 

7.42, Images 2 and 3), Luke developed a narrative which he accompanied with sound 

effects to signify the shooting. 

A man is running … because he [the bad guy] is firing at his head … 

This one [the guy at the top] is the bad guy … here he is flying … 

Pum! Pum! He will die … 

I will put him [the bad guy] in cage because he is naughty. 

        (Luke, 1
st
 March, 2012) 
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Analogously, Luke began LS18, by playing at the physical form in drawings where he 

drew Ben Ten in action flying and firing at the video-cameras (refer to Figure 6.15, p. 

200 for still images from the video-recording).  He then moved to playing at drawing 

which he amalgamated with playing with drawings where he developed a drawing-

narrative accompanied with vocalisations and sound effects while banging forcefully 

to represent the shooting. 

 

I suggest that, “mediated by their senses and sensitivities” (Edmiston, 2008, p. 98) the 

children regularly transformed their drawings into spaces for play, which enabled 

them to create a fusion of real-life experiences merged with elements of fantasy. 

 

7.7 The Role of Talk and Narrative in Creating Meaning 

Talk emerged as a result of collective interaction during the drawing process.   These 

examples of talk were a crucial part of the semiotic process, which acted as a catalyst 

to uncover their meanings (Danesi, 2007; Kangas et al., 2011; Maybin, 2006). It 

helped the children to overcome the limitations of a static drawing in order to present 

a comprehensive narrative.  Had I grounded my analysis only on my subjective 

interpretation of the drawings, without considering the children’s perspectives and 

those of their parents, my understandings would have been limited and lacking in 

accuracy, richness and significance for the children (Hall, 2010b).  These apparent 

unsystematic, informal, improvised and ad hoc conversations and narratives, which 

developed as needed on the onset, during or after the depiction, evolved, altered, 

shaped and re-shaped the intended meaning to consequently provide a deeper, more 

analytical and coherent understanding.   Drawing on Ring and Anning’s (2004) study, 

it is clear that Luke, Thea and Bertly used the power of talk and narrative to construct, 

represent and allude to their values, attitudes, intentions and meanings in a fluid and 

effective way.     

 

The level, extent and necessity of talk during the children’s drawing processes varied.  

At times, they talked at intermittent intervals, while on other occasions they talked 

incessantly throughout their drawing, to themselves or to their peers who happened to 

be close by.  The talk varied according to the children’s personality, mood, the 

content of the drawing, the media to hand, and the aura in the surrounding 
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environment at that particular time.  Similar patterns of talk were also confirmed by 

Hopperstad (2008b), Van Oers (1997), Coates and Coates (2006; 2011) and Coates 

(2002). The use of talk was complex in that it was used by the children to develop the 

drawing in various ways: to share and describe the content, to voice the process of 

drawing and to seek advice about technical aspects of their drawings.  The children 

also used talk to internalise and verbalise their intentions and plans; to engage in 

“complex dialogues which encapsulated a complete remembered experience” (Coates 

and Coates, 2011, p. 99); to elaborate or attribute meaning to their drawing; to use as 

“word play” (Wright, 2007, p. 17) and include a playful  and amusing twist to their 

narrative; to use as a “narrative function” (Hopperstad, 2008b, p. 136), typifying a 

transformation in the drawing or a change in meaning; to create an invigorating story 

or to use it as instance of social interaction (Coates and Coates, 2006).  In keeping 

with other studies (Ahn and Filipenko, 2007; Anning and Ring, 2004; Dyson, 1989; 

Coates, 2002; Wright, 2011) I identified evidence that the three children’s interaction 

with other children enabled them to use talk as a tool for conceptual thinking, to 

process abstract ideas and to develop their knowledge. Before, during and after the 

drawings, the children also talked with an adult, (their parents and/or myself) while 

declaring their plans, to communicate the subject matter, to ask for help, to seek 

encouragmenet or to ask for a different perspective. Ultimately, as Chandler (2007), 

Edmiston (2008), Rowsell and Pahl (2007) and Wright (2010b) exemplify, the talk 

and the storytelling that ensued, discursively formed part of the children’s process of 

constructing, mediating and authoring the self.  The three children in my study told 

stories about who they were and also communicated their emotions, wishes, dreams, 

and interests, and portrayed an image of how they would like to be. 

 

7.8 Influences on Children’s Drawings 

Children’s drawings can be seen as socio-cultural activities that are influenced, 

shaped and reflect the contexts in which they occur (Anning, 2002; Ivashkevich, 

2009; Rowsell and Pahl, 2007).  The attitudes, rituals, beliefs and practices of parents, 

siblings and peers as well as the events that the children experienced on a daily basis, 

together with influences from popular culture and the wider world, affected what and 

how they drew. Echoing Hall’s (2010b) and Malchiodi’s (1998) assertions, that 

children’s drawings are complex representations composed of different elements and 
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experiences that make them difficult to explain and interpret, I acknowledge that 

there were inexorable overlapping influences which intertwined and interweaved in a 

complex web of evocative meaning. From this standpoint, I draw on Kress and Van 

Leeuwen’s (2001), Penn’s (2000), Rowsell and Pahl’s (2007), and Walsh’s (n.d.) 

claim that to better understand the meaning behind a text and be able to interpret it, 

one has to know the context and its purpose, and should have further procedural, 

cultural and contextual knowledge.  However, I recognise that, even if I spent 

considerable time with the children and got to know their home and school 

environments more deeply, some of the influences might still not have been so 

apparent to me.  Similarly, I might have lacked full familiarity with the children’s 

socio-cultural context that went beyond the home-school environments and the 

limited timeframe of my observations.  Hence, in my analysis, I only refer to the most 

palpable and demarked influences, which I was aware of and informed about.   

 

7.8.1 Influences of the home environment  

I now summarise and draw conclusions about the possible home influences that 

affected the children’s drawings.   

The influence of parents and the extended family. 

My conclusions show that the parents had a direct influence in shaping the three 

children’s drawings (Rose et al., 2006), where, echoing Ring’s (2006) claim, I 

recognise that the mothers had a particular effect on the children’s ways of meaning-

making, that differed from the fathers’ or from other members of the extended family.  

All three mothers regarded it as their role to provide materials and engage in 

conversations with their children during the process of drawing.  They regularly 

stayed within close proximity, asked questions, suggested topics, shared ideas, made 

links, provided advice and encouraged and supported their children’s endeavours.  

Such interactions enabled the three children to develop their thoughts and extend their 

drawings in a process of co-construction of meanings.   Rose et al. (2006) similarly 

suggest that children often seek verbal instruction and positive reinforcement from 

more knowledgeable others.  At other times the mothers modelled the use of 

particular media, modes, techniques and drawing behaviour for their children to copy; 

a practice which was also observed in other studies (Anning, 2002, 1999; Anning and 
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Ring, 2004; Hall, 2008).  In line with Pahl (1999b), my findings also indicate that 

generally speaking, the mothers “valued visually realistic drawings over an abstract or 

expressive style” (Rose et al., 2006, p. 347). I also found that while the mothers 

attentively followed the process of drawing and sometimes even attempted to 

structure and determine its outcome, an observation which is also congruent with 

findings from Pahl’s (1999b) study, they also allowed for some freedom of choice 

and decision-making; thus, for most of the times, the drawings were mainly child-led.    

 

All three children drew their mothers in everyday routines and family experiences, 

both in past and present situations.  Thea and Luke drew their mothers pregnant with 

them or with one of their siblings; Bertly drew his mother driving him and his sister 

around, and Luke drew his mother sharing special moments with him: all reflecting 

traces of their everyday practice and family habitus (Rowsell and Pahl, 2007).  It was 

interesting to note that most of the children’s drawings of their mothers occurred at 

home, presumably influenced by her presence and the current dynamics within the 

context.  When at school, rather than drawing their mothers, all three children made 

drawings as gifts for them.  Examples include Bertly’s BS20 (Figure 7.43, Image 1) 

drawing of a scene of their kitchen to give to his mother, Luke’s LS19 (Image 2) 

drawing of a cake and party celebration for his mother, and Thea’s insertion of a red 

rose in TS6 (Image 3), as gift for her mother.   
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not only described the whole process from detonating them to watching them open in 

the sky, but he was also able to link them, albeit considering them different, to the 

shooting of target plates with guns.  This interest confirmed the father’s influence on 

Bertly’s drawings as well as on his passions and knowledge.  In contrast, Luke’s 

drawing did not show a particular admiration towards his father’s job or his interests 

but he mostly portrayed his father in a caring role spending time with his family 

(LH24, LH15).  It was only in one drawing that Luke drew his father by himself 

(LH10, Figure 7.44, Image 3).  

 

The extended family, mainly the grandparents, all played a significant role in the 

children’s lives.  However, it was only in Thea’s case that the maternal grandparents 

were present during some of the drawing sessions.  On such instances, the 

grandparents acted like the mother and assisted, guided, prompted and conversed with 

Thea about the topic of the drawing.  Both of Thea’s grandfathers had a love for the 

outdoors and their shared interest in birds seemed to inspire many of Thea’s drawings 

(TH9, TH14, TH3, Figure 7.45, Image 1).  Surprisingly, Thea never drew her 

grandmother even if she was very present in her life. Bertly’s grandparents were 

never present during the drawing; however, Bertly drew his grandmother several 

times.  One drawing featured a particular occasion where, together with his mother 

and sister he went on a train tour with his grandmother (BH23).  As indicated above, 

Bertly also drew a card to celebrate his grandmother’s birthday (BH34), which was 

immediately followed with a drawing of balloons as a gift for her (BH35, Figure 7.45, 

Image 2).  Luke seemed to have a positive affiliation with his grandparents who were 

present during one drawing session; yet, they did not seem to influence his drawings; 

rather, it was more his cousins who featured in his graphic represnetations (LH51, 

LH2, Figure 7.45, Image 3), where he depicted them on a family outing to Gozo; 

reflecting a family’s ritual, that of regularly going out with a number of aunts, uncles 

and cousins. 
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The influence of siblings. 

Sometimes, Luke’s, Thea’s and Bertly’s siblings drew beside them, where the older 

brother and sisters provided ideas, questioned and were critical of their younger 

siblings’ drawings.  Such an attitude was strongly evoked by Jael and Erica, Bertly’s 

and Thea’s older sisters respectively. They tended to take on a role similar to that of 

their mothers and likewise guided, inspired, prompted and encouraged their young 

siblings in “joint involvement episodes” (Anning, 2002, p. 198).  In my informal 

conversations with Bertly and Thea, they made it clear that while there were times 

where they shared and adopted notions from their siblings, their drawings were 

different, original and unique in style and agentive decision-making.  Luke’s elder 

and younger brothers, Matthias and Jacob, seemed to take the drawing process  more 

lightly and considered it as a playful arena.  The three of them joked and teased each 

other about the content of the drawings, while simultaneously, albeit contrastingly, 

appreciated the subject and the effort it entailed to complete a drawing.  Whilst it is 

not possible to generalise or draw even a tentative conclusion about gender here, it is 

interesting to note that the older sisters tried to exert more influence than Luke’s 

brothers.  

 

Bertly and Thea had each depicted their older sisters in two drawings, mainly with 

other family members.  Such examples included Thea’s drawing of Erica with her 

mother and in another, as part of a family portrait (TH32, Figure 7.46, Image 1) and 

Bertly’s drawing of his sister Jael in a Carnival costume (BH19, Figure 7.46, Image 

3). Luke included drawings of his brothers in various graphic representations.  He 

drew Matthias, his older brother, by himself (LS24, Figure 7.46, Image 2), as a pilot 

(LH46), playing swordfight together with Wii (LH53), and also in a cage (LH20), 

which Luke explained was a way to punish his brother for not being fair and share his 

toys with him. Contrastingly, he drew Jacob, his younger brother, in mischievous 

situations where his aim seemed to tease him (LH26, LH27, LH31).  My general 

conclusion of the three children’s drawings of their siblings is that they reflected the 

relationship they had with them and the experiences they shared.    
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The influence of home practices, rites and rituals.  

Similar to the findings of Anning and Ring (2004), Hall (2008) and Pahl (2002), the 

family culture, including rites, rituals and practices as well as the impact of shared 

experiences and popular culture were aspects which influenced them and were 

represented in the three children’s drawings. These mirrored the families’ respective 

and specific attitudes, histories, dynamics and socio-economic statuses. In their 

studies, Anning and Ring (2004), and Pahl (2002), also took into consideration the 

effect of the drawing materials children had at home.  From my observations, Thea’s 

home environment was more conducive to drawing, and she had more exposure and 

access to drawing materials than Bertly and Luke.  This seemed to have helped her 

become more fluent and develop mastery orientation and flexibility in the use of a 

variety of media. 

 

Drawing on Bourdieu’s (1990), concept of the habitus, Rowsell and Pahl (2007) 

suggest that there is a “complex relationship between the author of a text and the 

environment in which it was made” (p.402).  The three children’s drawings provided 

multifaceted perspectives of their respective home scenarios, where their ways of 

being, doing and acting were influenced by all that happened around them. This 

resulted in the development of drawings that reflected the ordinary and familiar. All 

three children drew everyday objects and areas in their homes; however, such 

drawings were preferred by Bertly and Thea.  Bertly drew their kitchen table (BH22, 

Figure 7.47, Image 1), and a duck ornament (BH39, Figure 7.41) they had at home.  

Thea drew several drawings of her house from the outside (TH7), and detailed areas 

inside the house, such as the kitchen (TH20), including the shrimp and fish aquarium 

(TH24, Figure 7.47, Image 2) of which she was very proud.   With less frequency, 

Luke also drew some objects from his home environment, including LH13: Black 

fruit (Figure 7.47, Image 3), which he observed on their kitchen counter. 
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abroad for work and her cousin Romina was returning from the UK after treatment, 

together with her past journey to Sweden to visit her aunt, seemed to influence Thea 

to make several drawings featuring aeroplanes.  Other family events and experiences, 

such as an outing to the circus, catching crabs at the beach in summer and attending a 

strawberry fest, also featured in her drawings.   Likewise, Bertly’s family experiences 

of birthday celebrations, swimming at the beach and spending long weekends at his 

father’s field were represented in his drawings.  Luke’s home experiences which had 

an effect on his drawings, focused on particular family picnics, visits to a local castle 

and a boat trip.  The drawings, with emblematic objects such as fireworks, churches, 

typical food, summer festas, days at the beach, and castle-touring, signified personal 

experiences, and epitomised the local, Maltese scenario.  Anning and Ring’s (2004) 

and Pahl’s (2002) studiesalso showed that significant events and the strong feelings 

that emanate from their micro and macro contexts tend to be reflected in the 

children’s drawings.   

 

Several studies show that popular culture is a dominant influence on children’s 

drawings (Coates and Coates, 2011, 2006; Danesi, 2007; Kress, 2000b; Marsh, 2006, 

2005, 2003; Marsh and Millard, 2000; Pahl, 2003b), and in this study all three 

children included popular culture as particular and distinctive semiotic meaning-

making.   Similarly, Coates and Coates (2011), and Pahl (2003) claim that popular 

culture is constantly memorised and portrayed by children in their creations.  As with 

other studies (Anning and Ring, 2004; Hall, 2010b), all three children in this study 

were interested in and subsequently memorised and portrayed particular cartoon 

characters in their drawings or merged within their concocted storylines.   Some of 

Bertly’s drawings were influenced by and represented scenes from Walt Disney’s 

films such as Jack and the Beanstalk ((2015) BH7) and Pinocchio (2015), (BH26), 

Metro-Goldwyn-Mayer’s Pink Panther (1965) (BH27 and BH32, Figure 7.48, Image 

1) and BBC’s Fireman Sam (BH18) (Prism Art and Design Limited, 2014). Thea’s 

drawings were filled with themes of witches and fairy tales adorned with pixie dust 

magic (TS14, TS16, TS25, and TS10, Figure 7.48, Image 2), which seemed mainly 

inspired by traditional tales such as Hansel and Gretel (TS21) and also by Walt 

Disney’s animated cartoon series, Jake and the Never Land Pirates (2015) 

respectively.   Luke’s drawings were inundated with his favourite superhero character 
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The three children’s media-inspired drawings helped me to understand how, they 

interpreted and selectively internalised the images they watched on TV to reproduce 

personally meaningful ones.  As was the case with children in Thompson’s (1999) 

study, the text became a process of “intertextuality” (Wright, 2011, p. 167), where, 

engaged in a process of transformation (Pahl, 1999b; Ring, 2006), the children moved  

between texts, mingling facts with popular culture, knowledge of the world, and 

notions they learned from television with their own “internal structures and ideas” 

(Kress, 1997, p. 58).  For Coates and Coates (2011), and Wright (2011), text makers 

rarely represent a whole object but as is also pointed out by Kress (1997), they 

include only specific selected and “criterial aspects” (p. 11).  This was the case of the 

three children of my study where, through a process of “externalisation” (Pahl, 

1999b, p.30) they produced “hybridised texts” (Marsh, 2002, p. 6), that mirrored 

excerpts from media narratives which they flawlessly integrated with their particular 

experiences.  

 

7.8.2 Influences of the school environment  

I now draw conclusions and discuss the possible school influences on the children’s 

drawings, that were mainly prompted by their peers, the activities and topic discussed 

at school.  

 

The influence of the kindergarten assistant.  

Drawing was perceived by the KGA as a “transitory affair” (Coates, 2002, p. 26), a 

time-filler to occupy children who finish the teacher-structured activities, while 

waiting for others.  The KGA showed minimal recognition and appreciation towards 

drawing as a mode of meaning-making; a common characteristic in teachers which 

was also highlighted by Anning (1997).  From my observations and analysis of the 

drawings, the KGA had minimal influence on the children’s drawings.  It was only 

Luke who drew her in two of his drawings, which both were a documentation of a 

school outing. 
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The influence of peers. 

Being “pervasive and profound” (Thompson, 1995, p. 8), the influence of peers 

proved to be one of the most noteworthy effects on the three children’s drawings: also 

a finding of other studies (Anning and Ring, 2004; Hall, 2010b; Pahl, 1999b).  Peers 

offered each other “multiple forms of mutual influence” (Boytazis and Albertini, 

2000, p.44), that varied from drawing each other, prompting and suggesting changes 

to their respective drawings, copying, and describing and explaining their drawings 

through “collegial talk” (Dyson, 2010, p. 18).    

 

All three children drew at least one drawing of their peers.  Luke and Bertly drew 

their common friend Shaun in action.  Luke drew LS4 and LS6 (Figure 7.49, Image 1) 

while Bertly included Shaun in his fight against a dragon in BS4 (Image 2). Thea on 

the other hand drew a picture of Luke (TH29, Image 3), presumably communicating 

her likeness to him.  She also drew another drawing for Darren (TH16), with rings, 

hearts and flowers to signify her love for him. In agreement with Ahn and Filipenko 

(2007) and Kendrick and McKay (2004) I suggest that when children include their 

friends in their drawings or create a representation with the intention of giving it to 

them as a gift, this defines and confirms the importance of ascertaining and sustaining 

friendships among children.  
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The modal use of taping lollipop sticks puts into context Frisch’s (2006) statement 

that children are influenced by their peers and learn to draw by observing each other.   

Simultaneously, it echoes Hope’s (2008) suggestion that “once a technique appears 

within a group or class of children, the others quickly copy, and the new technique is 

tried out and explored by all.” (p. 79).  The modes and media available as used by 

Sandra, proved to be a stimulus and an inspiration for both Thea and Bertly, enabling 

them to encode her idea of the lollipop-stick-transformed-into-a-hanger and decode it 

to represent a fan and an octopus respectively.  So while the modes (gluing, taping), 

the media (the lollipop sticks) and the form of the drawing were similar to all three 

children, yet each child “redesigned” (Mavers, 2011, p. 21) modified and transformed 

the text “into schemes of their making” (Kress, 1997, p. 38), attributing their own, 

new, distinctive meaning.    In each case, the outcome was a graphic artefact, marked 

with each child’s particular interest and personal significance.  Thus, it seems that the 

influence of Sandra did not hinder Thea and Bertly from creating unique drawings 

where, notwithstanding similarities between their use of modes, each acted on their 

own agency to give a particular form and meaning to their drawing.  I therefore agree 

with Mavers (2011) that “copying” (p. 15) is not a “mindless” (Mavers, 2011, p. 15) 

replication but it entails a “process of resemioticization” (Mavers, 2011, p. 15) where 

the existing modes and themes are reconfigured.   

 

Children use different forms of copying for different reasons, or according to Mavers 

(2011), would have a different ideological framing.  The children’s types of copying 

varied: sometimes they copied each other in their use of novel modes, media and 

material available (for example, the use of lollipop sticks discussed above and the use 

of glitter by Bertly in BS6), on other occasions they used copying to shape and 

maintain their friendships (for example, Thea’s TS40 and Neil’s drawing example of 

drawing a car, discussed above), while yet, on other instances they copied the form 

and content of the drawing from each other (for example, Luke’s LS23 and Thea’s 

TS30 drawing of an aeroplane discussed in Chapter Six).  However, frequently, the 

three elements of copying were not so linear and merged together and emanated in the 

same drawing.  
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The influence of the current topic discussed in class.  

The topics that the children were discussing in class at the time of the study, seemed 

to carry some influence on their drawings (Hall, 2010b).    The topic of animals, 

which was being discussed in class during the study, for example, emerged strongly.  

Nonetheless, I found no evidence to suggest that the children’s drawings were 

exclusively influenced by the theme discussed in class.  It appears that influences 

about the theme of animals, for example, could have also emanated from other 

sources including exposure to popular culture, the children’s play and talk, and their 

personal experiences.    

 

Here I consider some particular drawings which could have been directly influenced 

by the activities done at school.  Bertly’s BS15 (Figure 7.51, Image 1) which he drew 

in class, was presumably inspired by the colouring-in of a frog-themed worksheet that 

was a teacher-led class activity, and which he did immediately before. It seemed that, 

in his drawing, Bertly drew the frogs as monsters splashing in the water.   
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observation also made by Coates and Coates (2011). Perhaps, even more palpable 

was the direct influence of a school outing on three of Luke’s drawings LH34, LH35, 

(Figure 7.51, Image 2) and LS20.  Drawing himself and his peers playing a football 

match, and in one adding also the parents and the KGA, Luke documented and 

celebrated the school outing.  Possibly, what was more significant was the fact that he 

represented this experience in drawings done both at school and at home.  This 

indicates a transfer of the experiences and knowledge between the two contexts, 

where Luke communicated and shared the school outing experience with his family. 

Two of Thea’s drawings were influenced by the activities that occurred in class.  

TS43 (Figure 7.51, Image 3) represented her visual, albeit abstract image of the class 

where she drew herself eating at school.  In the same drawing she included a snake 

that signified a craft she saw displayed in the adjoining class, and the letter C to 

symbolise the emphasis on letter-learning.  Similarly, as explained above, TS31 

signified the interactive whiteboard with the letter m written on it, representing that 

morning’s activity. In other drawings the children drew shapes or wrote numbers as 

part of their depictions, possibly reflecting some of the topics and content knowledge 

which they learned at school.  Notably, in line with Anning and Ring’s (2004) 

conclusions, I claim that through their drawings, the three children demonstrated 

personalised ways to show how they experienced, processed and appropriated the 

different activities they pursued in class. 

 

        7.8.3 Other influences  

In this section I discuss my findings in what I term ‘other influences’ that go beyond 

the immediate contexts of the home and the school, to include other contexts and 

experiences, including celebratory, and community and cultural events. 

 

Influences from other contexts and experiences. 

The three children’s drawings appeared to be influenced by lived experiences that 

were important to them.  For example, Bertly, but also to lesser extents, Thea and 

Luke, were influenced by the weather outside. It was relatively common for Bertly to 

draw a graphic representation that reflected the weather of the day, while Thea and 

Luke frequently drew pictures which included different weather conditions.  
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Celebratory, community and cultural influences.  

Acting as both “conservators and innovators of cultural traditions” (Dyson, 2001b, 

p.13), the children’s home and school drawings carried celebratory, and community 

and cultural influences.  Christmas was the children’s favourite time of the year, and 

even though I collected data for the study between January and April, they were still 

drawing Christmas-themed representations, especially at school.  A Father Christmas 

sack which the children located in the role-play area, and the Christmas wrapping 

paper that I introduced in the drawing table, helped to maintain this interest.  In one of 

his home drawings, Luke drew himself carrying a bag full of candy (LH49) while 

imitating Father Christmas going round with presents as dramatised at school.  

Similarly, Thea drew a graphic representation of presents and fruit (TS19) while in 

one of his home drawings Bertly drew himself dressed as Father Christmas with Jael 

wearing a Carnival costume as queen of hearts (BH24).  Drawing Carnival and 

Easter-related representations (two much celebrated events in Malta) was very much 

in line with the time of the year of the study, where the children celebrated both 

events at school.  In one of his home drawings, Bertly drew his sister Jael as an Easter 

witch (BH19); whereas, replicating the costume she wore for Carnival, Thea drew 

herself as a flower (TH28).  Easter was also reflected in other drawings where both 

Bertly (BH29) and Luke drew an Easter egg (LH32, Figure 7.53, Image 1) in separate 

home drawings.  Valentine’s day influenced one of Bertly’s home drawings where he 

drew his parents connected with a line which I took to signify the close bond between 

them (Figure 7.53, Image 2).   
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showed that they were able to adapt and improvise their texts to create, reconfigure 

and rearticulate cross-cultural understandings that were meaningful to them.   

 

Personal celebrations such as birthdays seemed to have been influential in the 

children’s home drawings.  Bertly drew several drawings that marked his 

grandmother’s birthday.  Thea drew two birthday cards, one for her friend Eman 

(TH5) and the other for her cousin (TH28).  In one of her school drawings, Thea also 

drew a picture of her fourth birthday party (TS11). When at school, Luke drew a party 

and cake for his mother (LS19), combining his grandmother’s birthday celebration 

with his mother’s admission to hospital. These drawings not only provided insights 

into the children’s everyday lived cultures, but as Coates and Coates (2011) 

identified, they documented noteworthy celebrations and memoirs that were 

considered as landmarks in the three children’s lives.   

 

In conclusion and in line with several other studies (Barroqueiro, 2010; Dyson, 1988; 

Matthews, 2003, 1999; Thompson, 1999; Wood and Hall, 2011), I suggest that these 

influences helped the children process their perspectives, knowledge and 

understanding of their everyday factual and fictional worlds.  There were numerous 

instances where Bertly, Thea and Luke “transport[ed] representational resources 

between home and school” (Mavers, 2011, p. 5).  Recontextualising experiences 

(Bernstein, 1996; Bezemer and Kress, 2008) as lived in their diverse micro and macro 

worlds, the three children produced “hybrid” (Dyson, 2001b, p. 20) texts that 

comprised discursive content, composition and associations, which as Gregory (2005) 

maintains, enabled them to create powerful links between the two contexts of the 

home and the school.  These reflected the transferrability and continuities of their 

trains of thought, experiences and learning processes between the two domains.   

Therefore, I echo Pahl’s (2001b), and Pahl and Rowsell’s (2005) claims that, 

children’s interests emanate from and are shaped by the home and school settings, 

which interact, cross sites and influence their drawings to provide “intertextual 

threads” (Dyson, 2001b, p. 9). These reflect the obvious links and transference of the 

children’s experiences between the home and school settings. 
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7.9 Summary of Chapter 

In this chapter I have provided an analysis of the findings where I discussed the three 

case studies, to bring out the uniqueness of each child’s drawings.  I began by 

providing a summary of the number of drawings each child did, where I examined the 

form and content of the three children’s drawings across their Data Cross-grids to 

identify their personal drawing style.  Then I analysed how children used simple-

complex modes, or what I termed as their semiotic styles, to create their drawings. 

Subsequently, I concluded that the children’s intentions of what to draw sometimes 

determined the choice of mode according to its aptness and semiotic potentialities.  

On other occasions it was the mode, through its materiality, which generated intention 

and meaning. I then discussed the children’s configuration style, that is, their choice 

of using simple-complex themes in their drawings.  I then classified their drawings 

under thirteen headings, which I compiled in an Inventory of Content.  Supporting my 

arguments with reference to literature, I discussed some identified commonalities and 

idiosyncrasies between the three children’s drawings and examined how gender 

inclinations could have played a role in the choice of subject matter.  I concluded that 

the children’s choice of semiotic style (simple-complex mode), together with their 

configuration style (simple-complex themes), types of drawing and preferred drawing 

patterns represent the child’s drawer identity.  I then discussed the meanings the 

children communicated through their drawings, which I categorised under four main 

headings: drawing as constructor of identity, drawing as communicator of the self, 

drawing as process of knowledge, drawing as a play process.  In the last section, I 

investigated the influences that affected the children’s drawings where I elaborated on 

home, school and other influences. 

 

In Chapter Eight I bring my thesis to a conclusion with a summary of my findings in 

relation to the research questions.   

 

 

 

 

 



 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

  

 

 

 

 

 

 

 

 

 

 

“Drawing thus becomes a constructive process of thinking in action,  

rather than a developing ability to make visual reference to objects in the world.” 

- Susan Cox (2005, p. 123) 

 

Monsters splashing in a pond – by Bertly 
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CHAPTER 8 

CONCLUSION 
 

8.1 Introduction 

The aim of this thesis was to examine the drawings of three, four-year old children, 

and analyse the modes they used, and the themes, meanings and influences that 

permeated their drawings.  In this chapter, I reflect on and summarise the study, 

bringing together my findings to reiterate my position.  As discussed in Chapters One 

and Two, I considered drawing as one of “the hundred languages” (Edwards, et al., 

1998, p. 12) of children; a “semiotic unit” (Wright, 2011, p.160) composed from an 

interplay between multiple modes, that transforms itself into a visual language that 

‘gives voice’ to children to communicate their knowledge, thoughts and meaning 

(Brooks, 2005; Hall, 2010b; Kress, 1997).   

 

I begin this chapter by addressing the four research questions, where I also reflect on 

the role of talk in creating meaning.  Subsequently, I explain the originality of my 

research and how it differs from other studies which similarly investigated children’s 

drawings.  I conclude this chapter by reflecting on the limitations of the study and 

proposing implications for further research.    

   

8.2 The Use of Modes 

My first research question was:   

What modes do young children use to create their drawings at home and 

at school?   

To answer this question I investigated the type of modes the three children used to 

create a cohesive, meaningful drawing.  Analysing the drawings, I demonstrated the 

individual and personal preferences of each child in terms of their use of modes.  My 

findings show that Bertly and Luke preferred to use a simple mode, while Thea 

preferred to use a complex mode.  Drawing featured as the most prominent mode used 

especially by the boys.  Contrastingly, Thea made equal use of other modes, which 

reflected her competency and skilfulness in using different media.  
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An important finding was that the availability of modes had a significant influence on 

the form, content and meaning of the drawings, a conclusion which is also supported 

by other studies (Bezemer and Kress, 2008; Halliday, 1978; Pahl, 2001b).  The more 

the children were exposed to different semiotic resources, in terms of quantity, quality 

and duration, the more they were ready to experiment with different and complex 

modes.  My study differs from others on the topic (Anning and Ring, 2004; Frisch, 

2006; Hall, 2010b; Rowsell and Pahl, 2007) both in focus and methodology, in that I 

observed a small number of children in considerable depth, which provided me with 

detailed descriptions and in-depth analysis. The richness of data enabled me to 

examine how different children use modes in various different ways to form their 

drawings and communicate their unique and intended meanings.  My analysis in 

Chapter Seven revealed that the children’s use of mode was largely intentional.  

Sometimes, it was the intention of meaning that determined their choice of mode 

where, having a clear idea of what they wanted to draw, the children specifically 

chose the modes for their suitability and affordance to develop their envisioned 

meaning; a finding which echoes the work of other scholars (Cox, 2005; Hopperstad, 

2008a; Kress, 2010, 2004, 1997; Kress and Jewitt, 2003; Mavers, 2011, Ormerod, and 

Ivanic, 2002; Pahl, 2006a).  At other times, and as corroborated by Anning (1999) 

and Pahl (1999b), the choice of mode, with its function and materiality helped the 

children to generate ideas which gave form and meaning to the drawing.  My analysis 

also led to the finding that, even if the three children had the possibility to use a 

variety of modes, in the main, Bertly and Luke still opted to use a simple mode, which 

seemed to be their modal preference and semiotic style of creating meaning.  

Conversely, Thea, who in the main preferred to use complex mode, at times still drew 

in simple mode.  In line with Anning and Ring (2004), and Hall (2008), my findings 

suggest that the three children’s drawings tended to reflect their unique personality, 

drawing preferences and style, and hence, their unique drawer identity.  Thus, I 

conclude that at times children were guided or inspired by their peers’ use of media 

and by the novelty and materiality of the modes, which influenced the form and 

meaning of their drawings.  This in turn saw children shift between the use of simple 

and complex modes, yet, still most of their drawings were dominated by their 

respective semiotic style, that is, their preferred use of simple or complex modes.   
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8.3 The Themes that Emerged in the Children’s Drawings 

My second research question was:   

What themes emerge from young children’s drawings at home and at 

school?   

To answer this question I analysed the subjects of children’s drawings, even though 

they have long been studied and continue to be a matter of interest for researchers 

(Anning and Ring, 2004; Coates and Coates, 2006;   Dyson, 1993a, 1986; Hall, 

2010b, 2008; Hopperstad, 2008b; Kellogg, 1969; Lowenfeld and Brittain, 1947; 

Luquet, 1927/2001; Matthews, 2003, 1999, 1997, 1994).  The content themes of the 

three children’s drawings were striking in that they included the “unremarkable … 

[and] ordinariness” (Mavers, 2011, p.1), of their lives: family members, home scenes, 

animals, vehicles and objects, routine activities and mundane experiences that 

mirrored a situation they experienced, which they integrated with their knowledge 

and fantasy characters borrowed from contemporary popular culture.    While in most 

instances my results supported findings from the studies mentioned above, there were 

also other times where idiosyncrasies were identified.  What was evident from my 

analysis was that while some content themes such as People and Animals are 

common across studies of young children’s drawings (Coates and Coates, 2011; Cox, 

1993; Hall, 2010b), there were other subjects which, were specific and typical of the 

children’s lives and the social, historical and cultural local context they lived in, 

which were unique to this study.   

 

Analysing the content themes of the three children’s drawings, I concluded that while 

the children’s thematic preferences seemed to be influenced by their personalities, 

experiences and individual inclinations, gender could also have played a factor.  

Thea’s drawings, for example, were characterised by stereotypical girls’ thematic 

preferences, that typically focused on family scenes, relationships, and soft 

decorations with hearts, flowers and butterflies. Contrastingly, the boys preferred to 

draw action pictures of superhero drawings; findings which are also corroborated by 

several scholars (Cherney, et al., 2006; Dyson, 1986; Hall, 2008; Millard and Marsh, 

2001; Thompson, 1999; Wright, 2010b).   However, whilst I acknowledge the small 

sample with reference to my own data, I suggest that these gender dichotomies are 

not absolute.  Contradicting findings from Boyatzis and Albertini (2000), Golomb 
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(2004), Hall (2010b), Nicolopoulou (1997), and Nicolopoulou et al.’s (1994), I have 

shown that Thea’s catalogue of drawings included also action representations, while 

Bertly and Luke had depictions of family members and home scenes, with Luke 

having the largest number of such drawings from among the three children; a 

phenomenon which is considered a rarity according to these studies.  Another 

anomaly resided in Thea’s depictions of vehicles, which according to Anning and 

Ring, (2004), Dyson, (1986), Hall, (2010b), and Thompson, (1999) is a theme usually 

prominent in boys’ drawings.  

 

8.4 The Meanings the Children Conveyed Through Their Drawings  

My third research question was:  

What meanings do young children create and communicate through their 

home and school drawings?   

This concept was also explored by several researchers (Anning and Ring, 2004; 

Coates and Coates, 2011; Hall, 2010b); however, my study is different, because the 

depth of analysis was fundamental. Luke’s case study conveys the intensity and 

complexity with which I investigated the three cases.  Subsequently, I also identified 

and categorised the children’s meaning-making under four distinctive functions, 

which included drawing as: 

 a constructor of identity,  

 a communicator of the self,  

 a processor of knowledge,  

 a play process.   

 

The first key function of drawing used by the children of the study was that of a 

constructor of identity; a concept which was also identified in other studies (for 

example, Ahn and Filipenko, 2007; Hall, 2010b; Rowsell and Pahl, 2007).  Through 

their texts, the three children created and explored “a range of alternative identities” 

(Hall, 2011, p.108) and perspectives of themselves, where they used their drawings 

not only to convey who they were but also who they liked to be (Nicolopoulou, 2008; 

Pahl and Rowsell, 2005; Wright, 2011).  Intertwining constructions of reality and 

identity, the children used drawings to make sense of past and present experiences 

and to explore and establish future realities, which helped them to get a better 
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understanding of themselves.  It could also be argued, that through their drawings, the 

three children developed a “sense of self” (Holland and Leander, 2004, p. 127), that 

was mediated by personal and cultural experiences as they positioned themselves in 

the world as they understood it (Ahn and Filipenko, 2007; Egan, 1998).  While the 

children were actively involved in their own negotiation, construction and 

reconstruction of the self (Wright, 2011), they were simultaneously influenced by 

socio-cultural practices, relations and discourses (De Ruyter and Conroy, 2002; 

Edmiston, 2008; Hawkins, 2002).  The people in their lives, mainly the parents but 

also siblings, peers and even cartoon characters, played a crucial part in helping them 

construe their “ideas and ideals” (De Ruyter and Conroy, 2002, p. 510) and change 

their perceptions of the self.  

 

In the second function, children used their drawings as a communicator of the self, as 

a way to convey their inner thoughts, feelings and wishes to themselves and others.  

My findings echo those of Ahn and Filipenko (2007), and Wood and Hall (2011), 

who claim that the children’s texts mirror a combination of fact, fiction and emotions 

that facilitate the understanding of the socio-cultural worlds in which they reside.   

 

The third function of drawing used by the three children was to make sense of the 

world around them, and use drawing as a processor of knowledge.  Some of the 

drawings were therefore, a form of  “cultural transmission of their everyday 

knowledge” (Wood and Hall, 2011, p. 270), which they acquired, interpreted and 

restructured from their everyday worlds to create their own, personal and meaningful 

understandings. On different occasions and at different levels, degrees and ways, they 

postulated, tested and concluded how things worked, and organised and explained 

their learned knowledge, concepts and experiences to actively define and create their 

unique reality.   

 

The fourth function of drawing that emerged from the children’s meaning-making 

was that of using drawing as a play process. To do so, I drew on Wood and Hall’s 

(2011) three categories of “playing at drawing”, “playing in drawings”, and “playing 

with drawings” (p. 267). It was relatively common for the boys to play at the physical 

level of drawings and accompany their narratives with animations and vocalisations.  

All three children, but mainly, Thea and Luke, also played at the social level of 
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drawing, where they playfully interacted with others both during and in relation to 

their drawings while simultaneously developing their relationships. The second type 

of drawing as a play process involved playing in drawings.  It was Luke who 

favoured playing at the physical level in drawings where he liked to draw people 

engaged in action.  Imaginative playing in drawings was mainly preferred by the 

boys.  This involved the drawing of real and fantasy characters engaged in life 

experiences and episodes borrowed from popular culture where, ascertaining 

imagined identities, the children became the hero of their narrative.  Playing with 

drawings at the physical level, which involved using gesticulation and action to 

explain movement and action occurring in the drawings was not very much practiced 

by the children.  It was Luke, who in one of his drawings physically marched away as 

a way to explain his picture.  Storytelling, which is another form of playing with 

drawings, was Luke’s favourite modus operandi of drawing, where he frequently 

engaged in graphic-narrative play and drew fantasy-based drawings of superheroes 

fighting bad guys.  Although less often, Bertly and Thea too drew drawing narratives, 

where they enhanced their stories with familiar texts merged with imaginary 

scenarios.  Through these meaningful narratives, the children considered their 

drawings as an arena for play, where they communicated intimate emotions and their 

own hypothesised and factual knowledge that, in different ways, contributed to their 

identity construction and authoring process. 

 

8.5 Influences on Children’s Drawings 

My fourth research question was:  

What influences young children’s home and school drawings?   

Echoing findings of Hall (2008), Ivashkevich (2009) and Roswell and Pahl (2007), I 

suggest that the context in which the children lived, that is, their social interactions 

and cultural practices, influenced what and how they drew, that is, the modes they 

used, the choice of themes, and the meanings they attributed to their drawings.  

Investigating the influences in children’s drawings, is again, a widely researched 

topic (Ahn and Filipenko, 2007; Anning, 2002, 1999; Anning and Ring, 2004; Coates 

2002; Coates and Coates, 2011, 2006; Cox, 2005; Hall, 2010b; Hopperstad, 2010, 

2008a, 2008b; Kress, 1997; Lancaster, 2007; Nicolopoulou, 1997).  I identified three 

main factors that affected the subject and meanings of the three children’s drawings.   

The home environment which included influences from parents, siblings and 
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members of the extended family as well as the events that they experienced on a daily 

basis, together with influences from popular culture and the wider world that 

permeated the home through digital technology.   The school environment, which was 

less influential when compared to the home context, mainly included influences by 

peers and the topic discussed in class.  The third, I broadly defined as other influences 

which included those experiences from other contexts as well as celebratory and 

community and cultural ones, that are broader than home or school, where the 

Maltese context, with its typical weather conditions, traditional festas with fireworks, 

folk music and local delicacies, the sea, fish and boat trips, emerged as particularly 

influential.    It was also interesting to conclude that the children’s home, school and 

other influences interacted and cross sites, providing transference of knowledge, 

experiences and meaning.  

 

8.6 The Originality of the Study and my Contribution to the Field  

The originality of my study stems from several aspects.  As shown in my critical 

review of the literature (Chapter Two) and in subsequent chapters of my findings 

(Chapters Six and Seven), many studies have previously focused on the meaning-

making aspect of young children’s drawings.  However, my study is unique in that it 

provides distinctive insights about three children and brings out the uniqueness of 

each child as an individual, a drawer and a meaning-maker. To my knowledge, this is 

the first study that investigated young children’s drawings by applying Barthes (1977) 

semiotic processing of denotation and connotation to uncover their meanings both at 

the surface level and at the symbolic level.  Another unique contribution of the study 

to knowledge in the field is found in the rich data which detailed episodes of 

meaning-making that emerged from the drawings and my conversations with the 

children.  These reflected particular local practices, traditions, current events and 

experiences within a particular timeframe, which make the study unique, and in that 

sense, “incapable of replication” (Coates and Coates, 2006, p. 226) 

  

The principal original characteristic of my study, which is also my contribution to the 

field, is methodological.  As discussed in Chapter Four, to analyse the children’s 

drawings from a social semiotics way, I developed a Data Cross-grid.  This original 

methodological tool provides a different way of looking and interpreting young 

children’s drawings.  It generates a graphical representation of the children’s incipient 
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semiotic styles (simple-complex modes), and drawing configuration styles (simple-

complex themes), which combined with their drawer patterns and the types of 

drawings, reflects each child’s unique personality and identity as a drawer.  Such a 

tool could be used by practitioners to understand the children’s preferred ways of 

drawing, their unique ways of being and doing, and their interests, aptitudes and 

individualities, which I suggest, is crucial information that facilitates the development 

of relationships and the learning process. 

 

8.7 Limitations of the Research  

Intentionally focusing my attention on investigating the drawings of three children in 

detail, as it fitted my interpretive paradigm, the nature of my research questions and 

the design of my study, provided me with a rich catalogue of qualitative data that 

helped me achieve “depth and specification” (Clough and Nutbrown, 2012, p. 177), 

whilst sacrificing breadth.  This meant that the findings of my study are particular to 

the three children and therefore, are not generalisable and cannot be claimed to be a 

definitive reflection of all young children’s drawings.  However, while the analysis, 

findings and conclusions from the three cases should be considered as only valid to 

the specific context, time and participants of my study (Roberts-Holmes, 2005), they 

provide useful archetypes of the ways children use to create and make meaning, 

where the distinctiveness of each case could be considered as an “example of a 

broader class of things” (Denscombe, 2010, p. 60).  Subsequently, parallels, 

comparisons and transfer of understandings could be applied to a larger sample of 

children that “share the same characteristics of the cases” (Mukherji and Albon, 2010, 

p. 85), where common semiotic and configuration styles as well as patterns and types 

of drawing and developmental ways of meaning-making might be identified.  

Comparing my findings to those of scholars who have also studied children’s 

drawings has been a useful check of originality and distinctiveness as well as 

similarity present in my own study.   

 

Another limitation lies in the fact that the selection of the children was done by the 

school administration, and so turned out to be very homogeneous: all three children 

were second-born children in their families, attended the same school and class, lived 

in the same village, and all came from families that enjoyed a harmonious upbringing 

and a secure socio-economic background. However, this potential limitation could 
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also be a strength because influenced by the same school context, similar culture, 

traditions, experiences and comparable lifestyles, could have resulted in analogous 

themes, that offered depth in analysis of the similar ways in which the three children 

created meanings.  Acknowledging that different social and cultural ideas and 

influences are reflected in children’s drawings, and impact on children’s meaning-

making and sense of self in different ways (Anning and Ring, 2004; Pahl and 

Rowsell, 2005; Ring, 2006; Wright, 2011) I suggest, that if I had deliberately opted 

for a more heterogeneous group by selecting children from different schools and 

possibly from varied socio-economic and cultural backgrounds, the results would 

have probably been different.  Such a sample could have probably provided a broader 

spectrum of themes, and a wider range of influences and ways of making meaning.  

 

From the first days of my data collection, I anticipated the study would generate a 

manageable number of drawings.  By the end of the study I had 223, an amount 

which by far, surpassed my initial predictions and needs of the study.  As I valued 

every drawing, and believed that each formed part of the children’s meaning-making 

and drawer identity, I made a conscientious choice to incorporate them all, rather than 

select a sample.  While it was possible to include all the drawings in the Inventory of 

Content, it was impossible for me to discuss each and every drawing in depth. Guided 

by the first two research questions that sought to analyse the form and content of each 

drawing as represented in the Data Cross-grids, for each child I opted to analyse with 

more depth only four drawings that best represented each of the four areas of the grid.   

This decision was also influenced by the interpretive design of the study as I chose 

specificity over generalisation.  As some of the semiotic and configuration styles were 

preferred by the children, this meant that particular sections from each grid, which 

corresponded to their drawing styles, were over-populated, while others were sparse.  

This was a limitation, in that, in some sections, where I had a prevailing amount of 

drawings, I found myself omitting particular drawings which I wished I could analyse 

at more length, while in other sections, where the choice was limited, I had no option 

but to discuss the only drawings represented.  However, I am confident, that this 

limitation did not compromise the findings of the study.  All the drawings I discussed 

in detail could eloquently be considered as exemplars that reflected the children’s 

drawing styles and patterns as well as their ways of making meaning.  
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Another limitation of the study, which resulted due to the limitation in word-count 

was the fact that I was restricted to write about only one case study in detail, that of 

Luke, sacrificing some of the data.  Rather than representing three cases in a 

superficial way, I preferred to present one case in-depth, to show the richness of the 

children’s drawing and serve as a prototype of the way I analysed the drawings. I 

analysed all three case studies in the way I analysed Luke’s and then drew on those 

analyses for the comparative chapter (Chapter Seven). 

 

8.8 Areas for Further Investigation 

My thesis has shown that the three children used the mode of drawing in various 

ways to make sense of the world around them: as a way to create, recreate and 

represent their identities; to communicate their thoughts, emotions and perceptions; to 

process, hypothesise and construct their own knowledge; and as a space to play. 

Further research could explore other multimodal ways children use to create meaning 

including different forms of play such as dramatic and construction play as well as 

story-telling, which could be used as a “research strategy” (Mukherji and Albon, 

2010, p. 176) to understand children’s meaning-making.  I suggest that the Data 

Cross-grid, which I developed as a tool to analyse the form and content of children’s 

drawings, might be adapted to examine such other modes that children use.     

 

A follow-up study could be developed on a larger scale to evaluate the adults’ 

perceptions of children’s drawing, how they respond to them, and to what extent they 

understand what the children are communicating.  Such a study could also provide 

practitioners with broad, objective data where generalisations could be drawn in a bid 

to help them value the importance of children’s drawings.  The findings from such a 

study could then be used as a starting point for practitioners to explore how they 

could incorporate the modes children use, as tools for generating and evaluating 

knowledge and meaning in the classroom. 

 

As the choice of the participant children turned out to be very homogeneous, in line 

with the socio-cultural underpinnings of this research, another study could 

intentionally opt to choose children from different socio-economic backgrounds, 

settings and contexts, or even take the study to a European or international level, 

where the participant children are selected from different countries.  The aim would 
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be to present insights into the multifaceted cultural, social and economic dimensions, 

and analyse how the context and experiences impact on the children’s ways of 

meaning-making.  Such a study could also bring out the probable differences in the 

themes that emerge, and the children’s diverse and broader ways of communication 

through drawing.   

 

The study reported in this thesis provided a detailed insight of the three children’s 

drawing lives, their perceptions of themselves, and the way they made sense of 

knowledge, in the here and now.  Developing a longitudinal study, could prove to be 

valuable in bringing out the differences in form and content of children’s drawings, 

over time, as their ideas and identities grow.  The findings could reflect a cross-

section of the children’s evolving cultural worlds and experiences, changing interests, 

and hence, a possible change in the themes they draw, their modification in the use of 

modes and varying ways of concocting meaning across different ages.   This 

investigation could be extended to test and elaborate whether there are plausible 

connections between the level of exposure to a variety of materials and everyday 

experiences, with the use of more complex modes, and the complexities of their 

drawings.  Such a study could also investigate whether the children’s semiotic styles, 

drawing configurations, types of drawing and patterns, and therefore their drawer 

identity are permanent or whether they evolve with age, change in the context, 

interest, and experience.   Further, it would be interesting if a future study, designed 

on a larger scale and in multiple contexts, considers making an audit of children’s 

drawing environments, and draw correlations between the richness of the 

environment and its impact on children’s meaning-making.  Such a study could then 

be able to draw implications for practice.   

 

Another area which merits further exploration is the influence of gender on the form 

and content of the drawings.  In line with previous research (see for example, Albers, 

2007; Boyatzis and Albertini, 2000; Cherney, et al., 2006; Coates and Coates, 2006; 

Dyson, 1986; Golomb, 2004; Hall, 2008; Millard and Marsh, 2001; Nicolopoulou, 

1997; Wright, 2010a), my  study suggests that while it is indisputable that there are 

stereotypical commonalities in children’s drawings (for example, Thea, like most 

girls, liked to decorate her texts with hearts and flowers, while the boys resorted to 

sketchy type of drawings that focused on action stories), there were also some 
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variances (for example, Thea drew vehicles more than the boys while Luke drew 

family-based pictures more than Thea).  However, the sample was too small to 

confirm this; therefore, it would be insightful if, using a bigger sample, a new study 

could use the previous research mentioned above as a starting point and challenges 

the findings by exploring whether gender archetypes and influences remain as 

absolute or whether they loose permanency over time.  It could also be interesting if 

such a study would be able to explore if or how “children can do gender in multiple 

ways” (Blaise and Taylor, 2012).  It would also be helpful if such a study identified 

the degree with which personal interests, developmental changes, and social and 

cultural contexts and experiences outweigh, are in synergy with or are undermined by 

gender factors in the children’s construction of meaning and identity. 

 

8.9 Summary of the Study   

The aim of this study was to investigate the multiple layers of meaning-making young 

children create and communicate through their drawings.   It contributes to 

understanding the richness of young children’s unique meaning-making process 

through a semiotic perspective.  This analysis helped me identify the modes children 

used to draw, the themes that emerged in their texts and the influences that affected 

their texts.  By listening to the children’s personal narratives, subjective 

interpretations and ways of meaning-making, my study led me to conclude that the 

three children used drawing as a meaningful semiotic space to voice their emotions, 

ideas and to communicate their knowledge and theories in transformative and 

agentive processes that abetted them to construct and mediate their identity.   The 

significance of this study to the field knowledge is two-fold: I created an original, 

methodological approach to analyse children’s drawings, and I brought to the 

forefront the importance and value of children’s drawings, and hence, the potential 

role and function of drawing as a language of communication. This contributes to the 

field of study and adds to other research discussed in this thesis to suggest the need 

for a wider acknowledgement, understanding and appreciation by adults of children’s 

drawings, and consequently, more research in this area of inquiry. 

 

In Chapter One I provided an overview of the study, where I specified my research 

questions and positionality.  In Chapter Two I elaborated on the main theoretical 

framework that underpins this study, that of social semiotics.  In Chapter Three, I 
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provided a critical review of literature, where I recognised the validity and provided 

arguments in favour of analysing children’s drawings as a language through which 

children communicate.  In Chapter Four, I discussed the design of the study, the data 

collection process and my approach to data analysis. Holding that children are active 

participants and agents of their own life and learning, I maintained that children’s 

drawings are a form of sign-making that carry meaning which is significant to them.  

Such meanings, are influenced and should be exclusively interpreted and understood 

within the socio-cultural context in which they occur. In Chapter Five I discussed the 

data analysis process, while in Chapter Six I discussed in detail Luke’s case study.  I 

analysed the modes and media he used in his home and school drawings.  

Investigating his Data Cross-grid, I categorised each drawing according to its 

denotation inventory, that is the simple-complex modes and themes used. The data 

obtained from the Data Cross-grid shed light and provided me with ways to analyse 

Luke’s distinctive preferences, drawing skills, personality traits as well as his 

semiotic style of drawing.  I also created an Inventory of Content, in which I 

categorised the subject of Luke’s drawings under thirteen content themes.  In my 

analysis of Luke’s texts and accompanying narratives, I examined the main meanings 

that he communicated. I also discussed some of the most significant influences that 

affected his drawings to include, the home, school and other community and cultural 

influences.  In Chapter Seven, I brought together the most important findings of the 

three cases to answer my four research questions.  I also distinguished some gender-

related commonalities and idiosyncrasies and considered the role of talk and narrative 

in creating meaning during drawing.   My findings indicated that in the main, the 

three children used the drawings as a constructor of identity, as a communicator of the 

self, as a processor of knowledge and as a play process.  In Chapter Eight I concluded 

my thesis by discussing its limitations together with my recommendations for further 

research.  I have suggested that evidence from this study indicates that children’s 

drawings should not only be considered as a merely matter of mark-making, as a 

developmental foundation to the teaching of literacy, as a process of self-expression, 

or as an artistic representation of form and content.  Rather, in agreement with 

Anning and Ring (2004) and Wood and Hall (2011) I consider children’s drawings as 

transformative mechanisms that are instrumental in shaping and converting the 

children’s meaning, knowledge, and attitudes, as well as a means of developing their 

relationships and constructing their personal and social identities.   
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8.10 Epilogue 

Conducting the study reported in this thesis was also a personal journey for me where 

my view of ‘the child’ changed. I learned to listen to children and understand their 

worlds and their apparent sporadic and hybrid ways of meaning-making.  I learned to 

capture the children’s simple moments in the here and now and value their 

importance. I learned to appreciate the remarkable in the ordinariness of children’s 

everyday experiences.  I learned to believe in children, to trust them more, respect 

their ideas and value the significance of what they say and do.  I learned that children 

have multiple modes and different ways to communicate with, and they do so with 

commitment and intent.  I learned that the themes children represent in their drawings 

are a reflection of their current real-life experiences, interests, thoughts and 

knowledge, and therefore are significant. I learned that children’s drawings can be 

complex and meaningful, and their words often laden with sense that is specific to 

their situations and contexts.  I learned that the social and cultural contexts in which 

children live, are connected to, influence and are reflected in their drawings.  I 

learned to appreciate their ways of sign-making and to understand their meaning-

making from their perspective. I learned that children use their drawings in multiple 

ways: to create and recreate who they are, to communicate and epitomise their inner 

and outer worlds, to understand concepts and to play.  I feel privileged that this study 

granted me with access into the three children’s lives, their minds and their ways of 

thinking, while “enabling them to grow in confidence and discover their own voice” 

(Coates and Coates, 2011, p. 108).  In these ways I developed (and still feel) 

connected to them.  My journey to listening and understanding children’s meanings 

through their multimodal ways of communication has only begun.  

 

 

 

 



 

 

 

 

 

 

 

 

 

 

 

 

___________________________________________________ 

Reference 

List 
 

 

 

 

 

 

 

 

 

 

 

 

 

 



  Reference List 

 

____________________________________________________________________ 

392 

 

REFERENCE LIST 

 

Abbs, P. (2003). Against the flow: Education, the arts and postmodern culture. 

London: Routledge Falmer. 

 

Achterberg, R. A. (2007). Photographs as primary sources for historical research 

and teaching in education: The Albert W. Achterberg photographic collection. 

(Unpublished doctoral thesis, University of Texas, Austin.  

 

Adams, E. (2002).  Power drawing. International Journal of Art and Design 

Education, 21(3), 220-233. 

 

Adams, E. (2004). Power drawing: Space and place. London: The Campaign for 

Drawing. 

 

Ahn, J. (2006). Learning through representation: Young children’s meaning-making 

via narratives.  (Doctoral thesis, University of British Columbia, Vancouver, 

Canada).  Retrieved from https://circle.ubc.ca/handle/2429/18227. 

 

Ahn, J., & Filipenko, M. (2007).  Narrative, imaginary play, art and self: Intersecting 

worlds. Early Childhood Education Journal, 34(4), 279 – 289. 

 

Albers, P.  (2007). Finding the artist within: Creating and reading visual texts in the 

English language arts classroom. Newark, USA: International Reading 

Association. 

 

Alderson, P. (2004). Ethics. In S. Fraser, V. Lewis, S. Ding, M. Kellett & C. 

Robinson (Eds.), Doing research with children and young people. (pp.97 – 112) 

London: Sage. 

 

Alderson, P. (2005). Designing ethical research with children.  In A. Farrell (Ed.), 

Ethical research with children. (pp. 27-48). Maidenhead, Berkshire: Open 

University. 

 

Alderson, P. (2008). Young children's rights: Exploring beliefs, principles and 

practice. (2nd Ed.)., London: Save the Children. 

 

Alderson, P. (2014). Ethics.  In A. Clark, R. Flewitt, M. Hammersley & M. Robb, 

(Eds.), Understanding research with children and young people. (pp. 85 - 102). 

London:Sage. 

 

Alderson, P., & Morrow, V. (2004). Ethics, social research and consulting with 

children and young People. (2
nd

 Ed.), Essex: Barnardo. 

 

Alderson P., & Morrow, V. (2011). The ethics of research with children and young 

people: A practical handbook. London: Sage Publications.  

 

Allen, G. (2005). Research ethics in a culture of risk.  In A. Farrell (Ed.), Ethical 

research with children. (pp.15 - 26). Maidenhead, Berkshire: Open University. 



  Reference List 

 

____________________________________________________________________ 

393 

 

      

Amanti, C. (2005). Beyond a beads and feathers approach.  In N. Gonzales, C. L. 

Moll & C. Amanti. (Eds.), Funds of knowledge: Theorising practices in 

households, communities and classrooms. (pp. 131–142). Mahwah, NJ: 

Lawrence Erlbaum Associates. 

 

Amato, C., & Genovese, M. C. (2009).  Supporting literacy development through 

play activities: A case study in a local kindergarten settings.  (Unpublished 

undergraduate dissertation). University of Malta, Malta. 

 

Angelides, P., & Michaelidou, A. (2009). The deafening silence: Discussing 

children’s drawings for understanding and addressing marginalization.  Journal 

of Early Childhood Research, 7(1), 27 – 45. 

 

Anning, A. (1997). Drawing out ideas: Graphicacy and young children.  International 

Journal of Technology and Design Education, 7, 219-239. 

 

Anning, A. (1999). Learning to draw and drawing to learn. International Journal of 

Art & Design in Education, 18(2), 163-172. 

 

Anning, A. (2002). Conversations around young children’s drawing: The impact of 

the beliefs of significant others at home and school. International Journal of Art 

& Design in Education, 21(3), 197-208. 

 

Anning, A. (2003). Pathways to the graphicacy club: the crossroad of home and pre- 

           school. Journal of Early Childhood Literacy, 3(5), 5 – 35. 

 

Anning, A., & Ring, K. (2004). Making sense of children’s drawings. England: Open 

University. 

 

Anstey, M., & Bull, G. (2006). Teaching and learning multiliteracies: Changing 

times, changing literacies.  Australia: International Reading Association & The 

Australian Literacy Educators’ Association. 

 

Atkinson, D. (2002). Arts in education: Identity and practice. Landscapes: The arts, 

aesthetics, and education. The Netherlands: Kluwer Academic Publishers. 

 

Atkinson, D. (2009).  How children use drawing. In S. Hearne, S. Cox & R. Watts 

(2009) (Eds.), Readings in primary art education. (pp. 139-152).  Bristol: 

Intellect Books.  

 

Aubrey, C., David, T., Godfrey, R., & Thompson, L. (2000). Early childhood 

educational research: Issues in methodology and ethics.  London: Routledge 

Taylor & Francis Group. 

 

Bakhtin, M. M. (1981). The dialogic imagination: Four essays.  (C. Emerson & M. 

Holquist, Trans.). In M. Holquist (Ed.), United States of America: University of 

Texas Press. 

 



  Reference List 

 

____________________________________________________________________ 

394 

 

Bahktin, M. M. (1986).  Speech genres and other late essays.  (V.W. McGee, Trans.). 

In C. Emerson & M. Holquist, (Eds.), United State of America: University of 

Texas. 

 

Balen, R., Blyth, E., Calabretto, H., Fraser, C., Horrocks, C., & Manby, M. (2006).  

Involving children in health and social research: ‘Human becomings’ or ‘active 

beings’? Childhood, 13(1), 29 – 48. DOI: 10.1177/0907568206059962. 

 

Banković, I. (2012). English as a second language in early childhood: A case study of 

a Maltese ECEC setting. (Unpublished Master’s thesis). University of Malta, 

Malta. 

 

Banks, M. (2001). Visual methods in social research.  London: Sage. 

 

Barbour, R. (2008). Introducing qualitative research: A student guide to the craft of 

doing qualitative research. London: Sage. 

 

Barrett, M. D., & Light, P. H. (1976). Symbolism and intellectual realism in 

children's drawings. British Journal of Educational Psychology, 46(2), 198-202. 

Retrieved from 

http://search.proquest.com/docview/57945442?accountid=13828. 

 

Barroqueiro, R. (2010). Language and art in early childhood: An examination of 

form, content and social context. International Art in Early Childhood. 2(1), 1-

16. 

 

Barrs, M. (1988). Drawing a story: Transitions between drawing and writing.  In M. 

Lightfoot, & N. Martin (Eds.), The word for teaching is learning.  Oxford: 

Heinemann. 

 

Barthes, R. (1964). Elements of semiology.  (A. Lavers & C. Smith, Trans.). New 

York: Hill and Wang. 

 

Barthes, R. (1977). The rhetoric of the image. (S. Heath, Trans.). In R. Barthes (Ed.), 

Image, music, text. (pp. 32 – 51), New York: Hill & Wang. 

 

Baszanger, I., & Dodier, N. (2004).  Ethnography: Relating the part to the whole.  In 

D. Silverman (Ed.), Qualitative Research: Theory, Method and Practice (2
nd

 

Ed.), (pp. 9 – 34). London: Sage. 

 

Bearne, E. (2003). Rethinking literacy: communication, representation and text. 

Reading, Literacy and Language, 37(3), 98 - 103. 

 

Bearne, E. (2009). Multimodality, literacy and texts: Developing a discourse. Journal 

of Early Childhood Literacy. 9(2), 156-187. 

 

Bearne, E. & Wolstencroft, H. (2007). Visual approaches to teaching writing: 

Multimodal literacy 5–11. London: Paul Chapman.   

 



  Reference List 

 

____________________________________________________________________ 

395 

 

Bernstein, B. (1996). Pedagogy, symbolic control and identity.  Theory, research, 

critique.  London: Taylor & Francis. 

 

Berthelsen, D. (2009).  Participatory learning: Issues for research and practice. In D. 

Berthelsen, J. Brownlee & E. Johansson (Eds.), Participatory learning in the 

early years: Research and pedagogy. (pp. 1 – 11). New York: Routledge Taylor 

& Francis. 

 

Bezemer, J. & Kress, G. (2008).  Writing in multimodal texts: A social semiotic 

account of designs for learning.  Written Communication.  25(2), 166 – 195. 

DOI: 10.1177/0741088307313177. 

 

Bezemer, J. & Mavers, D. (2011). Multimodal transcription as academic practice: A 

social semiotic perspective. International Journal of Social Research 

Methodology. 14(3), 191-207. 

 

Birbeck, D. J., & Drummond, M. J. N. (2007). Research with young children: 

Contemplating methods and ethics.  Journal of Educational Enquiry, 7(2), 21 – 

31. 

 

Bitou, A., & Waller, T. (2011). Researching the rights of children under three years 

old to participate in the curriculum in early years education and care. In D. 

Harcourt, B. Perry, & T. Waller (Eds.), Researching young children’s 

perspectives: Debating the ethics and dilemmas of educational research with 

children. (p. 52 - 67).  London: Routledge Taylor & Francis. 

 

Blaise, M., & Taylor, A. (2012). Using Queer Theory to Rethink Gender Equity in 

Early Childhood Education. Young Children, 67(1), 88-97. 

 

Bleiker, C. A. (1999).  The development of self through art: A case for early art 

education.  Art Education, 52(3), 48 – 53. 

 

Bloor, M., & Wood, F. (2006). Keywords in qualitative methods. London: Sage. 

 

Bourdieu, P. (1990). The logic of practice. (R. Nice, Trans.). Stanford, CA: Stanford 

University Press. 

 

Bourne, J., & Jewitt, C. (2003). Orchestrating debate: a multimodal analysis of 

classroom interaction.  Reading: Literacy and Language, 37(2), 64 – 72. 

 

Boyatzis, C. & Albertini, G. (2000). A naturalistic observation of children drawing: 

Peer collaboration processes and influences in children’s art.  New Directions 

for Child and Adolescent Development, 90, 31 – 48. DOI: 

10.1002/cd.23220009003. 

 

British Educational Research Association, BERA, (2011).  Ethical Guidelines for 

Educational Research.  Retrieved from 

http://www.bera.ac.uk/publications/Ethical%20Guidelines 

 



  Reference List 

 

____________________________________________________________________ 

396 

 

Brockmeier, J. (2001). Texts and other symbolic spaces. Mind, Culture, and Activity, 

8(3), 215-232.  

 

Brooker, L. (2001).  Interviewing children. In G. Mac Naughton, S. A. Rolfe, & I. 

Siraj-Blatchford (Eds.), Doing early childhood research: International 

perspectives on theory and practice. (pp. 162-177). Berkshire: Open University. 

 

Brooks, M. (2003). Drawing to Learn. Beyond the journal: Young children on the 

web.  The National Association of Education of Young Children. Retrieved 

from www.naeyc.org/resources/journal. 

 

Brooks, M. (2004). Drawing: The social construction of knowledge. Australian 

Journal of Early Childhood, 29(2), 41-49. 

 

Brooks, M. (2005). Drawing to learn. Drawing as a unique mental development tool 

for young children: Interpersonal and intrapersonal dialogues, Contemporary 

Issues in Early Childhood, 6(1), 80-91. 

 

Brooks, M. (2009a). Drawing to learn. In M. Narey (Ed.), Making meaning: 

Constructing multimodal perspective of language, literacy and learning 

through arts-based early childhood education.  (pp. 9 - 30). Pittsburgh: 

Springer. 

 

Brooks, M. (2009b). What Vygotsky can teach us about young children drawing. 

International Art in Early Childhood Research Journal, 1(1), 1 – 13. 

 

Bruner, J. (1986). Actual minds, possible worlds. United States of America: Harvard 

College. 

 

Bruner, J. (1992). Narrative as the construction of reality.  In H. Beilin & P. B. Pufall 

(Eds.), Piaget’s theory: Prospects and possibilities. (pp. 229 – 248). New 

Jersey. Lawrence Erlbaum.  

 

Bruner, J. (1996). The culture of education. Cambridge: Harvard University. 

 

Bryman, A. (2012). Social research methods. (4
th

 Ed.), Oxford: Oxford University. 

 

Buckham, J. (1994). Teacher’s understanding of children’s drawing. In C. Aubrey, 

(Ed.), The role of subject knowledge in the early years of school. (pp.133-167), 

London: Falmer. 

 

Buckingham, D. (2009). ‘Creative’ visual methods in media research: Possibilities, 

problems and proposals.  Media, Culture & Society, 31(4), 633–652.  DOI: 

10.1177/0163443709335280. 

 

Bucknall, S. (2014). Doing qualitative research with children and young people.  In 

A. Clark, R. Flewitt, M. Hammersley & M. Robb, (Eds.), Understanding 

research with children and young people. (pp. 69 – 84). London: Sage. 

 

 



  Reference List 

 

____________________________________________________________________ 

397 

 

Carey, R. F., McKechnie, L., & McKenzie, P. J. (2001). Gaining access to everyday 

life information seeking. Library & Information Science Research, 23 (4), 319–

334. 

 

Carson, T., Pearson, M., Johnston, I., Mangat, J., Tupper, J., & Warburton, T. (2005). 

‘Semiotic approaches to image-based research’. In B. Somekh and C. Lewin 

(Eds), Research methods in the social sciences. (pp. 164 – 171). London: Sage. 

 

Cartoon Network, (2013). Cartoonito. Turner sports & Entertainment digital network. 

 

Case, C. (2006). Observations of children cutting up, cutting out and sticking down.  

International Journal of Art Therapy, 10(2), 53 – 62. 

 

Cbeebies, (1996). Nina and the neurons.  Retrieved from 

http://www.cbeebies.com/global/nina-and-the-neurons/ 

 

Chandler, D. (2007). Semiotics: The basics. (2
nd

 Ed.) London: Routledge. 

 

Cherney, I. D., Seiwert, C. S., Dickey, T. M. & Flichtbeil, J. D. (2006).  Children’s 

drawings: A mirror to their minds. Educational Psychology, 26(1), 127-142. 

 

Christensen, P. (2004). Children’s participation in ethnographic research: Issues of 

power and representation.  Children & Society, 18, 165 – 176. 

 

Christensen, P., & James, A. (2000a). Childhood diversity and commonality: Some 

methodological insights. In P. Christensen, & A. James, (Eds.), Research with 

children: Perspectives and practices. London: RoutledgeFalmer. 

 

Christensen, P., & James, A. (2000b).  Introduction: Researching children and 

childhood: Cultures of communication. In P. Christensen & A. James, (Eds.), 

Research with children: Perspectives and practices. (pp. 1 – 8). London: 

Falmer Press.  

 

Christians, C. G. (2005). Ethics and politics in qualitative research. In N. K. Denzin 

& Y. S. Lincoln (Eds.), The Sage handbook of qualitative research (3rd ed.), 

(pp. 139 – 164). London: Sage. 

 

Christmann, G. B. (2008). The power of photographs of buildings in the Dresden 

urban discourse. Towards a visual discourse analysis.  Qualitative Social 

Research, 9(3), Art 11, 1 – 18. Retrieved from http://www.qualitative-

research.net/fqs/ 

 

Clark, A. (2005a). Listening to and involving young children: A review of research 

and practice.   Early Child Development and Care. 175(6), 489-505. 

 

Clark, A. (2005b). Ways of seeing: Using the Mosaic approach to listen to young 

children’s perspectives. In A. Clark, A. T. Kjørholt & P. Moss (Eds.), Beyond 

Listening: Children’s perspectives on early childhood services.  (pp 29 - 49). 

Bristol: Policy Press. 

 



  Reference List 

 

____________________________________________________________________ 

398 

 

Clark, A. (2007).  A hundred ways of listening: Gathering children’s perspectives of 

their early childhood environment.  Young Children. 62(3), 76 – 81. 

 

Clark, A., & Moss, P. (2001).  Listening to young children: The Mosaic Approach.  

London: National Children’s Bureau and Joseph Rowntree Foundation. 

 

Clark, A., & Moss, P. (2005). Spaces to play: More listening to young children Using 

the Mosaic Approach. London: National Children’s Bureau and Joseph 

Rowntree Foundation.   

 

Clark, A., McQuail, S., & Moss, P. (2003). Exploring the field of listening to and 

consulting with young children. Research Report 445.  London: Department for 

Education and Skills. Retrieved from 

http://www.ness.bbk.ac.uk/support/GuidanceReports/documents/172.pdf 

 

Clough, P. (1999). Crises of schooling and the “crisis of representation”: The story of 

Rob. Qualitative Inquiry, 5(3), 428-448. DOI: 10.1177/107780049900500308. 

 

Clough, P., & Nutbrown, C. (2012). A student’s guide to methodology.  (3
rd

 Ed.). 

London: Sage. 

 

Coady, M. M. (2001).  Ethics in early childhood research. In G. Mac Naughton, S. A. 

Rolfe, & I. Siraj-Blatchford (Eds.), Doing early childhood research: 

International perspectives on theory and practice. (pp. 64-74). Berkshire: Open 

University. 

 

Coates, E. (2002). ‘I forgot the Sky!’ Children’s stories contained within their 

drawings. International Journal of Early Years Education, 10(1), 21-35. 

 

Coates, E., & Coates, A. (2006). Young children talking and drawing. International 

Journal of Early Years Education, 14(3), 221 — 241. DOI: 

10.1080/09669760600879961.  

 

Coates, E., & Coates, A. (2011). The subjects and meanings of young children’s 

drawings. In D. Faulkner & E. Coates (Eds.), Exploring children’s creative 

narratives. (pp. 86 – 110). Oxon: Routledge. 

 

Cocks, A. J. (2006). The ethical maze: Finding an inclusive path towards gaining 

children’s agreement to research participation.  Childhood, 13(2), 247-266.  

DOI: 10.1177/0907568206062942. 

 

Coffey, A. (1999). The Ethnographic self: Fieldwork and the representation of 

identity.  London: Sage. 

 

Cohen, L. Manion, L. & Morrison, K. (2007).  Research methods in education. (6
th

 

Ed.). London: Routledge, Taylor & Francis. 

 

Cohen, L., Manion, L. & Morrison, K. (2013). Research methods in education.  (7
th

 

Ed.). London: Routledge, Taylor & Francis. 

 



  Reference List 

 

____________________________________________________________________ 

399 

 

Connelly, J. (2008). Symbolic constructions in global public visuals: A pedagogic 

framework for critical visual literacy. In L. Unsworth (Ed.), Multimodal 

semiotics: Functional analysis in contexts of education. (pp. 159 – 252).  London: 

Continuum. 

 

Cope, B. & Kalantzi, M. (2000). Introduction. Multiliteracies: The beginnings of an 

idea. In B. Cope, & M. Kalantzis, (Eds.), Multiliteracies: Literacy learning and 

the design of social futures. (pp. 3 – 8). London: Routledge Taylor & Francis. 

  

Coppock, V. (2010). Children as peer researchers: Reflections on a journey of mutual 

discovery.  Children & Society. National Children’s Bureau: Blackwell. (1 – 

12). DOI: 10.1111/j.1099-0860.2010.00296.x 

 

Cordes, S. (2009, August). Broad horizons: The role of multimodal litearcy in 21
st
 

century library instruction.  Paper presented at the World Library and 

Information Congress: 75
th

 IFLA General Conference and Council.  Milan, 

Italy.   

 

Correa-Chávez, M. (2005).  Cultural research has transformed our ideas of cognitive 

development. International society for the study of behavioural development 

Newsletter, 47(1), 7–10. Retrieved from 

http://www.issbd.org/resources/files/newsletter_0505.pdf.  

 

Corsaro, W. A. (2005a). Collective action and agency in young children’s peer 

cultures. In J. Qvortrup (Ed.), Studies in modern childhood: Society, agency, 

culture.  (pp. 231 - 247). London: Plagrave Macmillan. 

 

Corsaro, W. A. (2005b). The sociology of childhood (2
nd

 Ed.). Thousand Oaks: Pine 

Forge Press. 

 

Côté, J. E., &  Levine, C. G.  (2002). Identity, formation, agency and culture : A 

Social Psychological Synthesis. New Jersey: Lawrence Erlbaum. 

 

Cousins, J. (1999). Listening to four year olds: How they can help us plan their 

education and care. London: The National Early Years Network. 

 

Cox, M. (1997).  Drawings of people by the under-5s.  London: Falmer Press. 

 

Cox, M. V. (1993).  Children’s drawings of the human figure.  UK: Lawrence 

Erlbaum. 

 

Cox, S. (2005). Intention and meaning in young children’s drawing. International 

Journal of Art & Design Education, 24(2), 115 – 125. 

 

Coyne, I. (2010). Research with children and young people: The issue of parental 

(proxy) consent.  Children & Society, 24, 227 – 237.  DOI:10.1111/j.1099-

0860.2009.00216.x 

 

Cresswell, J. W. (2013).  Qualitative Inquiry and Research Design: Choosing Among 

Five Approaches.  London: Sage. 



  Reference List 

 

____________________________________________________________________ 

400 

 

Crotty, M. (1998). The Foundation of social research: Meaning and the perspective 

in the research process. London: Sage. 

 

Crotty, M. (2005). The Foundations of Social Research: Meaning and Perspective in 

the Research Process. London: Sage. 

 

Cruddas, L. (2007). Engaged voices—dialogic interaction and the construction of 

shared social meanings. Educational Action Research, 15(3), 479-488, 

DOI:10.1080/09650790701514937. 

 

Dahl, K. L. (1995). Challenges in understanding the learner's perspective. Theory into 

Practice, 34(2), 124-130. 

 

Dahlberg, G. & Moss, P. (2005).  Ethics and politics in early childhood education.  

London: Routledge Falmer. 

 

Dahlberg, G., & Moss, P. (2006). Introduction: Our Reggio Emilia. In C. Rinaldi 

(Ed.), In dialogue with Reggio Emilia: Listening, researching and learning. 

(pp. 1 – 22). London: Routledge. 

 

Dahlberg, G., Moss, P., & Pence, A., (2007). Beyond quality in early childhood 

education and care: Languages of evaluation. (2
nd

 Ed.).  London: Routledge 

Taylor& Frances. 

 

Danby, S. & Farrell, A. (2005).  Opening the research conversation. In A. Farrell 

(Ed.), Ethical research with children. (pp.49 - 67). Maidenhead, Berkshire: 

Open University. 

 

Danesi, M. (2007). The quest for meaning: A guide to semiotic theory and practice. 

Toronto: University of Toronto. 

 

Dant, T., & Bowles, D.  (2003).  Dealing with Dirt: Servicing and Repairing Cars. 

Sociological Research Online, 8(2).  Available from 

http://www.socresonline.org.uk/8/2/dant.html 

 

Darbyshire, P., MacDougall, C. & Schiller, W. (2005). Methods in qualitative 

research with children: more insight or just more? Qualitative Research, 5(4), 

417 – 436.  

 

David, M., Edwards, R., & Alldred, P. (2001). Children and school-based research: 

‘informed consent’ or ‘educated consent’? British Educational Research 

Journal, 27(3), 347-365. 

 

David, T., Tonkin, J., Powell, S., & Anderson, C. (2005). Ethical aspects of power in 

research with children.  In A. Farrell (Ed.), Ethical research with children. 

(pp.112 - 123). Maidenhead, Berkshire: Open University. 

 

 

 

 



  Reference List 

 

____________________________________________________________________ 

401 

 

Davidson, C. (2010). Transcription matters: Transcribing talk and interaction to 

facilitate conversation analysis of the taken-for-granted in young children’s 

interactions.  Journal of Early Childhood Research, 8(2), 115-131. DOI: 

10.1177/1476718X09345516. 

 

Davis J. H. (2005). Framing education as art: The octopus has a good day.  New 

York: Teachers’ College Press. 

 

Davis, J. M. (1998). Understanding the meanings of children: A reflexive process. 

Children & Society, 12, 325 – 335. 

 

Dawson, C. (2009). Introduction to research methods: A practical guide for anyone 

undertaking a research project. (4
th

 Ed.), UK: How to Books. 

 

De Ruyter, D., & Conroy, J. (2002). The Formation of Identity: The importance of 

ideals. Oxford Review of Education, 28(4), 509-522. 

 

Deguara, J. (2009). Towards developing an early years curriculum framework for the 

Maltese context.  (Unpublished Master’s thesis). University of Malta, Malta. 

 

Denscombe, M. (2003). The good research guide for small-scale social research 

projects. (2
nd

  Ed.), Berkshire: Open University. 

 

Denscombe, M. (2010). The good research guide for small-scale social research 

projects. (4
th

  Ed.), Berkshire: Open University. 

 

Denzin, N. K., & Lincoln, Y. S. (2005). Introduction: The discipline and practice of 

Qualitative Research. In N. K. Denzin & Y. S. Lincoln (Eds.), The Sage 

handbook of qualitative research (3
rd

 Ed.), (pp. 1 – 33). London: Sage. 

 

Directorate of Education, Research & Planning, (2003). Request for research in state 

schools form. Malta: Directorate of Education. 

 

Disney. (2015). Pinocchio.  Retrieved from http://disney.co.uk/ 

 

Dockett, S., & Perry, B. (2005). Children's drawings: Experiences and expectations of 

school. International Journal of Innovation and Equity in Early Childhood, 

3(2), 77-89.  

 

Dockett, S. & Perry, B. (2007).  Trusting children's accounts in research. Journal of 

Early Childhood Research, 5(1),47-63. 

 

Dockett, S., Einarsdóttir, J. & Perry, B. (2009). Researching with children: Ethical 

tensions.  Journal of Early Childhood Research.  7(3), 283-298. 

 

Dockrell, J., Lewis, A., & Lindsay, G. (2000). Researching children’s perspectives: A 

psychological dimension. In A. Lewis & G. Lindsay (Eds.), Researching 

children’s perspectives (pp. 46 – 58). Buckingham: Open University. 

 



  Reference List 

 

____________________________________________________________________ 

402 

 

Douglas, M. (1991). ‘The idea of a home: A kind of space’, Social Research, 58(1), 

287–307. 

 

Dowdall, C. (2006). Ben and his army scenes: a consideration of one child’s out-of-

school text production. English in Education, 40(3), 39-54.: DOI: 

10.1111/j.1754-8845.2006.tb00799.x 

 

Dweck, C. S. (1986).  Motivational processes affecting learning.  American 

Psychologist, 41(10), 1040-1048. 

 

Dyson, A. H. (1986). Transitions and tensions: interrelationshisp between the 

drawing, talking and dictating of young children. Research into the Teaching of 

English, 20(4), 379-409. 

 

Dyson, A. H. (1988). Negotiating among multiple worlds: The space/time dimensions 

of young children’s composing.  Technical report 15. Research into the 

Teaching of English, 22(4), 355-390. 

 

Dyson, A. H. (1989). Multiple worlds of child writers: Friends learning to write. 

New York: Teachers’ College. 

 

Dyson, A. H. (1990).  Weaving possibilities: Rethinking metaphors for early literacy 

development.  The Reading Teacher, 44 (3), 202-213. 

 

Dyson, A. H. (1993a). From prop to mediator: The changing role of written language 

in children’s symbolic repertoires.  In B. Spodek & O. N. Saracho (Eds.), 

Yearbook in early childhood education Volume 4: Language and literacy in 

early childhood education. (pp. 21 – 41). New York: Teachers’ College. 

 

Dyson, A. H. (1993b). Social worlds of children learning to write in an urban 

primary school. Teachers College, Columbia University: New York. 

 

Dyson, A. H. (1995). Writing children: Reinventing the development of childhood 

literacy.  Written Communication, 12(1), 4-46. 

DOI:10.1177/0741088395012001002. 

 

Dyson, A.H. (1996). Cultural constellations and childhood identities: On Greek gods, 

cartoon heroes, and the social lives of school children.  Harvard Educational 

Review, 66(3), 471-495. 

 

Dyson, A. H. (1997).  Writing superheroes, contemporary childhood, popular culture 

and classroom literacy.  New York: Teachers College. 

 

Dyson, A. H. (1998). Folk process and media creatures: Reflections on popular 

culture for literacy educators. The Reading Teacher, 51(5), 392 – 402. 

 

Dyson, A. H. (2000). On reframing children's words: The perils, promises, and 

pleasures of writing children. Research in the Teaching of English, 34(3), 352 – 

367. 

 



  Reference List 

 

____________________________________________________________________ 

403 

 

Dyson, A. H. (2001a). Donkey Kong in Little Bear country: A first grader’s 

composing developing m the media spotlight.  The Elementary School Journal, 

101(4), 417-433.  

 

Dyson, A. H. (2001b). Where are the childhoods in childhood literacy? An 

exploration in outer (school) space. Journal of Early Childhood Literacy. 1(1), 

9 - 39. DOI: 10.1177/14687984010011002 

 

Dyson, A. H. (2002).The drinking God factor: A writing development remix for “all” 

children. Written Communication, 19(4), 545–577. 

DOI:10.1177/074108802238009 

 

Dyson, A. H. (2003a). Popular literacies and the “All” children: Rethinking literacy 

development for contemporary childhoods. Language Arts. 81(2), 100 - 109. 

 

Dyson, A. H. (2010). Writing childhoods under construction: Re-visioning ‘copying’ 

in early childhood. Journal of Early Childhood Literacy, 10(1), 7 – 31. 

 

Ebersöhn, L., & Eloff, I. (2007). Lessons from postgraduate studies employing 

photographic methodology.  In N. de Lange, C. Mitchell, J. Stuart, (Eds.), 

Putting people in the picture: Visual methodologies for social change.  (pp. 203 

- 220) Rotterdam: Sense. 

 

Edgar, I. R. (2004). Guide to imagework: Imagination-based research methods. 

London: Routledge, Taylor & Francis. 

 

Edminston, B. (2008).  Forming ethical identities in early childhood play.  Oxon: 

Routledge Talylor & Francis Group. 

 

Edmiston, B. (2010). Playing with children, answering with our lives: A Bakhtinian 

approach to coauthoring ethical identities in early childhood. British Journal of 

Educational Studies, 58(2), 197-211. DOI: 10.1080/00071000903522484.  

 

Edwards, A. (2001). Qualitative designs and analysis. In G. MacNaughton, S. A. 

Rolfe & I. Siraj-Blatchford, (Eds.), Doing early childhood research: 

International perspectives on theory and practice. (pp.117 – 135).  Berkshire: 

Open University. 

 

Edwards, C., Gandini, L., & Forman, G. (1998).  Introduction: Background and 

starting points. In C. Edwards, L. Gandini, & G. Forman (Eds.), The hundred 

languages of children: The Reggio Emilia approach –advanced reflections (2
nd

 

ed).  (pp. 5 – 25). Connecticut: Ablex. 

 

Edwards, S. (2003). New directions: Charting the paths for the role of sociocultural 

theory in early childhood education and curriculum. Contemporary Issues in 

Early Childhood, 4(3), 251 – 265. 

 

 

 



  Reference List 

 

____________________________________________________________________ 

404 

 

Egan, B. A. (1995). How do children perceive the activity of drawing? Some initial 

observations of children in an infant school. IDATER: International conference 

on design and technology educational research and curriculum development.  

Retrieved from https://dspace.lboro.ac.uk/dspace-

jspui/bitstream/2134/1505/3/egan95.pdf 

 

Egan, K. (1998). The educated mind: How cognitive tools shape our understanding.  

London: University of Chicago. 

 

Einarsdottir, J. (2005). Playschool in pictures: Children’s photographs as research 

methods.  Early Child Development and Care.  175(6), 523-541. 

 

Einarsdottir, J., Dockett, S., & Perry, B. (2009). Making meaning: children’s 

perspectives expressed through drawings. Early Child Development and Care, 

179(2), 217. 

 

Eisner, E. W. (2004).  What can education learn from the arts about the practice of 

education?  International Journal of Education & the Arts, 5(4), 1 – 11. 

 

Eisner, E. W. (2013). Forward: The development of Graphic Representation.  In A. 

Machón, Children’s drawings: The genesis and nature of graphic 

representation.  A developmental study. (pp. 13 – 15). Spain: Fibulas. 

 

Emond, R. (2005). Ethnographic research methods with children and young people.  

In S. Greene, & H. Diane (Eds.), Researching children’s experience:  

Approaches and Mmethods.  (pp. 123 – 140).  London: Sage. 

 

Engeström, Y., & Miettinen, R. (1999). Introduction.  In Y. Engeström, R. Miettinen, 

& R. Punamäki (Eds.), Perspectives on activity theory: Learning in doing: 

social, cognitive and computational perspectives. (pp. 1 – 18).  Cambridge: 

Cambridge University. 

 

Ewards, A. (2001). Qualitative designs and analysis. In G. Mac Naughton, S. A. 

Rolfe, & I. Siraj-Blatchford (Eds.), Doing early childhood research: 

International perspectives on theory and practice. (pp. 117 - 135). Berkshire: 

Open University. 

 

Fairclough, N. (2000). Multiliteracies and language: Orders of discourse and 

intertextuality. In B. Cope, & M. Kalantzis, (Eds.), Multiliteracies: Literacy 

learning and the design of social futures. (pp. 162 – 181). London: Routledge 

Taylor & Francis.  

 

Fargas-Malet, M., McSherry, D., Larkin, E., & Robinson, C. (2010). Research with 

children: methodological issues and innovative techniques.  Journal of Early 

Childhood Research, 8(2), 175-192. DOI:10.1177/1476718X09345412. 

 

Farrell, A. (2005). New times in ethical research with children.  In A. Farrell (Ed.), 

Ethical research with children. (pp.166 - 175). Maidenhead, Berkshire: Open 

University. 

 



  Reference List 

 

____________________________________________________________________ 

405 

 

Fawcett, B., & Hearn, H. (2004). Researching others: epistemology, experience, 

standpoints and participation. International Journal of Social Research 

Methodology, 7(3), 201 – 218. 

 

Flewitt, R. (2005a).  Conducting research with young children: some ethical 

considerations.  Early Child Development and Care, 175(6), 553 – 565.  DOI: 

10.1080/03004430500131338 

 

Flewitt, R. (2005b). Is every child’s voice heard? Researching the different ways 3-

year-old children communicate and make meaning at home and in a preschool 

playgroup.  Early Years, 25(3), 207-222. DOI: 10.1080/09575140500251558 

 

Flewitt, R. (2006). Using video to investigate preschool classroom interaction: 

education research assumptions and methodological practices. Visual 

Communication. 5,(1), 25 – 50. 

 

Flewitt, R. (2008). Multimodal literacies.  In J. Marsh & E. Hallet (Eds.), Desirable 

literacies: Approaches to language & literacy in the early years. (2
nd

 Ed.), (pp. 

122 – 139). London: Sage. 

 

Forman, G. (1994). Different media, different languages. In L. G. Katz & B. 

Cesarone (Eds.), Reflections on the Reggio Emilia approach. Perspectives from 

ERIC/EECE: A Monograph Series, No. 6. (pp. 41 – 61). Pennsylvania: Eric 

Clearinghouse on Elementary & Early Childhood Education. Catalogue No. 

215. Retrieved from http://www.eric.ed.gov/PDFS/ED375986.pdf 

 

Franks, A., & Jewitt, C. (2001). The meaning of action in learning and teaching. 

British Educational Research Journal. 27(2), 201 – 218. 

 

Frascara, J. (2004). Communication design: Principles, methods, and practice. New 

York: Alloworth. 

 

Fraser, S., Flewitt, R., & Hammersley, M. (2014).  What is research with children and 

young people?  In A. Clark, R. Flewitt, M. Hammersley & M. Robb (Eds.), 

Understanding research with children and young people. (pp. 34 - 50).  

London: Sage. 

 

Frisch, N. S. (2006). Drawing in preschools: A didactic experience.  International 

Journal of Art & Design Education, 25(1), 74-85.  

 

Fulková, M., & Tipton, T. M. (2011). Diversifying discourse: the influence of visual 

culture on children’s perception and creation of art. In D. Faulkner & E. Coates 

(Eds.), Exploring children’s creative narratives. (pp. 132 – 156). Oxon: 

Routledge. 

 

Gallacher, L.A., & Gallagher, M. (2008). Methodological immaturity in childhood 

research?: Thinking through ‘participatory methods’. Childhood, 15(4), 499-

516. DOI:10.1177/0907568208091672. 

 



  Reference List 

 

____________________________________________________________________ 

406 

 

Gallagher, M., Haywood, S. L., Jones, M. W. & Milne, S. (2009). Negotiating 

informed consent with children in school-based research: A critical review.  

Children & Society, 1 – 12. DOI: 10.1111/j.1099-0860.2009.00240.x 

 

Gallas, K. (1994). The languages of learning: How children talk, write, dance, draw, 

and sing their understanding of the world. New York: Teachers College. 

 

Galman. S. A. C. (2009). The truthful messenger: visual methods and representation 

in qualitative research in education.  Qualitative Research, 9(2), 197 – 217. 

DOI: 10.1177/1468794108099321. 

 

Gardner, H. (1980).  Artful scribbles: The significance of children’s drawings.  

United States of America: Basic Books. 

 

Gardner, H. (1982).  Art, mind and brain: A cognitive approach to creativity. United 

States of America: Basic Books. 

 

Gee, J. P. (2000). New people in new worlds: networks, the new capitalism and 

schools. In B. Cope, & M. Kalantzis, (Eds.), Multiliteracies: Literacy learning 

and the design of social futures. (pp. 43 – 68). London: Routledge Taylor & 

Francis.  

 

Geertz, C. (1973). The interpretation of cultures.  New York: Basic Books. 

 

Gentle, K. (1985). Children and Art Teaching. Great Britain: Croom Helm. 

 

Gillick V., West Norfolk and Wisbech Area Health Authority. (1985). 3 All ER 402. 

Gillick V West Norfolk and Wisbech area health authority.  Retrieved from: 

http://www.hrcr.org/safrica/childrens_rights/Gillick_WestNorfolk.htm  

 

Goldbart, J., & Hustler, D. (2005). Ethnography.  In B. Somekh & C. Lewin (Eds.), 

Research methods in the social sciences. (pp. 16 – 23). London: Sage. 

 

Golomb, C. (1974). Young children’s sculpture and drawing. Cambridge, MA: 

Harvard.  

 

Golomb, C. (2004). The child’s creation of a pictorial world. New Jersey: Lawrence 

Erlbaum. 

 

Gonzales, N. (2005). Beyond culture: The hybridity of funds of knowledge. In N. 

Gonzales, C. L. Moll & C. Amanti. (Eds.), Funds of knowledge: Theorising 

practices in households, communities and classrooms. (pp. 29 – 46). Mahwah, 

NJ: Lawrence Erlbaum Associates. 

 

Gonzales, N., Moll, C. L. & Amanti, C. (2005). Introduction: Theorising practices.  In 

N. Gonzales, C. L. Moll & C. Amanti. (Eds.), Funds of knowledge: Theorising 

practices in households, communities and classrooms. (pp. 1 – 24). Mahwah, 

NJ: Lawrence Erlbaum Associates. 

 

Goodman, N. (1976).  Languages of art.  Indianapolis, IN: Hackett Publishing. 



  Reference List 

 

____________________________________________________________________ 

407 

 

Goodwin, C. (2000). Action and embodiment within situated human interaction. 

Journal of Pragmatics, 32, 1489 – 1522. 

 

Graham, M. S. & Benson, S. (2010). A springboard rather than a bridge: diving into 

multimodal literacy. English Journal. 100(2), 93 – 97. 

 

Gray, C., & Winter, E. (2011). The ethics of participatory research involving young 

children with special needs. In D. Harcourt, B. Perry, & T. Waller (Eds.), 

Researching young children’s perspectives: Debating the ethics and dilemmas 

of educational research with children. (p. 26 - 37).  London: Routledge Taylor 

& Frances. 

 

Greene, S., & Hill, M. (2005). Researching children’s experiences, methods and 

methodological issues.  In S. Green & D. Hogan (Eds.), Researching children’s 

experience: approaches and methods. (pp. 1 – 21). London: Sage. 

 

Gregory, E. (2005). Playful talk: The interspace between home and school discourse.  

Early Years. 25(3), 223 – 235. 

 

Greig, A., Taylor, J., MacKay, T. (2007). Doing research with children. (2
nd

 Ed.). 

London: Sage. 

 

Guba, E. G., & Lincoln, Y. S. (2005). Paradigmatic controversies, contradictions, and 

emerging confluence. In N. K. Denzin & Y. S. Lincoln (Eds.), The Sage 

handbook of qualitative research (3
rd

 Ed.). (pp. 191 - 216). London: Sage. 

 

Haggerty, M., & Mitchell, L. (2010). Exploring curriculum implications of 

multimodal literacy in a New Zealand early childhood setting. European Early 

Childhood Education Research Journal. 18(3), 327 – 339. 

 

Hagood, M. C. (2008). Intersections of popular culture, identities and new literacies 

research.  In J. Cairo, M. Knobel, C. Lankshear & D. J. Leu (Eds.), Handbook 

of research on new literacies. (pp. 531 – 551). Oxon: Lawrence Erlbaum. 

 

Hall, E. (2008). “My brain printed it out!” Drawing, communication, and young 

children: a discussion.  Paper presented at the British Educational Research 

Association Annual Conference, Heriot-Watt University, Edinburgh, 3 – 6 

September, 2008. 

 

Hall, E. (2009). Mixed messages: the role and value of drawing in early education, 

International Journal of Early Years Education, 17(3), 179-190. 

 

Hall, E. (2010a). Identity and young children’s drawings: Power, agency, control and 

transformation. In P. Broadhead, J. Howard & E. Wood (Eds.), Play and 

learning in the early years. (pp. 95 – 111).  London: Sage. 

 

Hall, E. (2010b). The communicative potential of young children’s drawings. 

(Doctoral Thesis, University of Exeter, United Kingdom). Retrieved from 

https://eric.exeter.ac.uk/repository/handle/10036/105041 

 



  Reference List 

 

____________________________________________________________________ 

408 

 

Hall, E. (2011). Identity and young children’s drawings: Power, agency, control and 

transformation. In P. Broadhead, J. Howard & E. Wood. (Eds.), Play and 

learning in the early years. (pp. 95 – 112).  London: Sage. 

 

Hall, S. (1997a). Introduction.  In S. Hall (Ed.), Representation: Cultural 

representations and signifying practices.  (p. 1- 11). London: Sage. 

 

Hall, S. (1997b). Representation, meaning and language.  In S. Hall (Ed.), 

Representation: Cultural representations and signifying practices. (16 – 29).  

London: Sage. 

 

Halliday, M. A. K. (1978). Language as social semiotic: The social interpretation of 

language and meaning. London: Edward Arnold. 

 

Halliday, M. A. K. (1994). Language as social semiotic. In J. Maybin (Ed.), 

Language and literacy in social practice. Great Britain: The Open University. 

 

Halliday, M. A. K., & Hasan, R. (1985). Language, context and text: Aspects of 

language in a social-semiotic perspective. Geelong: Deakin University Press. 

 

Hammersly, M. (2006). Progressive focusing. In V. Jupp (Ed.), The SAGE dictionary 

of social research methods. (pp. 240 – 241). London: Sage. 

 

Hammond, H. (2009). Graphic novels and multimodal literacy: A reader response 

study.  Saarbrücken: Lap Lambert Academic Publishing. 

 

Han, S. (2011). Education, semiotics, and the virtual world of second life. The 

International Journal of Arts Education, 9(2), p. 53 – 73. Retrieved from 

http://klee.cittastudi.di.unimi.it/~dan/FCD/doc/semio-second_life.pdf 

 

Haney, W., Russell, M., & Bebell, D., (2004).  Drawing on education: Using 

drawings to document schooling and support change. Harvard Educational 

Review, 74(3), 241 – 272. 

 

Harcourt, D. (2011). A phased approach to researching with young children: Lessons 

from Singapore and beyond. Early education and development, 22(5), 818-838, 

DOI: 10.1080/10409289.2011.596462 

 

Harcourt, D. & Conroy, H. (2011) Informed consent: Processes and procedures 

seeking research partnerships with young children.   In D. Harcourt, B. Perry, & 

T. Waller (Eds.), Researching young children’s perspectives: Debating the 

ethics and dilemmas of educational research with children. (p. 38 - 51).  

London: Routledge Taylor & Frances. 

 

Harcourt, D., & Einarsdottir, J. (2011). Introducing children’s perspecitves and 

participation in research.  European Early Childhood Education Research 

Journal, 19(3), 301 – 308. 

 

Harcourt, D., & Sargeant, J. (2011). The challenges of conducting ethical research 

with children. Education Inquiry, 2(3), 421-436. 



  Reference List 

 

____________________________________________________________________ 

409 

 

Hart, R. (1997). Children’s participation: The theory and practice of involving young 

citizens in community development and environmental care. London: Unicef. 

 

Hartle, L., & Jaruszewicz, C. (2009). Rewiring and networking language, literacy and 

learning through the arts: Developing fluencies in technology. In M. Narey 

(Ed.), Making meaning: Constructing multimodal perspectives of language, 

literacy and learning through arts-based early childhood education. (pp. 187-

206). Pittsburgh: Springer. 

 

Haw, K., & Hadfield, M. (2011). Video in social science research: Functions and 

forms.  London: Routledge, Taylor & Francis. 

 

Hawkins, B. (2002). Children’s drawing, self-expression, identity and imagination. 

International Journal of Art and Design Education, 21(3), 209-219. 

 

Hearn, H., & Thomson, P. (2014). Working with texts, images and artefacts.  In A. 

Clark, R. Flewitt, M. Hammersley & M. Robb, (Eds.), Understanding research 

with children and young people. (pp. 154-168). London: Sage. 

 

Heath, C., Hindmarsh, J., & Luff, P. (2010).  Video in Qualitative Research: 

Analysing Social Interaction in Everyday Life.  London: Sage. 

 

Heath, S., Charles, V., Crow, G., & Wiles, R. (2007).  Informed consent, gatekeepers 

and go-betweens: negotiating consent in child- and youth-oriented institutions.  

British Educational Research Journal, 33(3), 403 – 417. 

 

Heritage, J. & Atkinson, J. M. (1984). Introduction. In J. M. Atkinson & J. Heritage 

(Eds.), Structures of social action: Studies in conversation analysis (pp.1-15). 

Cambridge: Cambridge University. 

 

Heydon, R. M. (2007). Making meaning together: multimodal literacy leraning 

opportunities in an inter-generational art programme. Journal of Curriculum 

Studies. 39(1), 35 - 62. 

 

Hibbert, M. (2013). Video production and multimodal play. In L. Vasudevan & T. 

Dejaynes, (Eds.), Arts, media, and justice: Multimodal explorations with youth. 

New York: Peter Lang. 

 

Hill, M., Davis, J., Prout, A., & Tisdall, K. (2004). Moving the participation agenda 

forward. Children & Society. 18, 77 – 96. 

 

Hodge, R., & Kress, G. (1988). Social semiotics. Cambridge: Polity Press. 

 

Hoffman Davis, J. H. (2005). Framing education as art: The octopus has a good day.  

New York: Teachers’ College. 

 

Holland, D., Lachicotte, W., Skinner, D., & Cain, C. (1998). Identity and agency in 

cultural worlds. Cambridge, Massachusetts, Harvard University. 

 



  Reference List 

 

____________________________________________________________________ 

410 

 

Holland, D., & Leander, K. (2004).  Ethnographic Studies of Positioning and 

Subjectivity: An Introduction.  Ethos, 32(2), 127 – 139. 

 

Holliday, R. (2004). Reflecting the self.  In C. Knowles, & P. Sweetman (Eds.), 

Picturing the social landscape: Visual methods and the sociological 

imagination. (pp. 49 – 64).  London: Routledge, Taylor & Francis. 

 

Hope, G. (2008). Thinking and learning through drawing in primary classrooms. 

London: Sage. 

 

Hopperstad, M. H. (2008a).  How children make meaning through drawing and play.  

Visual Communication, 7(1), 77 – 96. 

 

Hopperstad, M. H. (2008b). Relationships between children’s drawing and 

accompanying peer interaction in teacher-initiated drawing sessions. 

International Journal of Early Years Education. 16(2), 133-150. 

 

Hopperstad, M. H. (2010). Studying meaning in children's drawings.  Journal of 

Early Childhood Literacy, 10(4), 430-452. DOI: 10.1177/1468798410383251. 

 

Hughes, P. (2001). Paradigms, methods and knowledge.  In G. MacNaughton, S.A. 

Rolfe, & I. Siraj-Blatchford (Eds.), Doing early childhood research: 

International perspective on theory and practice. (pp. 31 – 55). Berkshire: 

Open University. 

 

Hull, G. A. & Nelson, M. E. (2005). Locating the semiotic power of multimodality. 

Written Communication, 22(2), 224-261. 

 

Hutchby, I. & Wooffitt, R. (2008). Conversation analysis: Principles, practices and 

applications. (2
nd

 Ed.), Oxford: Polity Press. 

 

Iedema, R. (2003). Multimodality, resemiotization: extending the analysis of 

discourse as multi-semiotic practice. Visual Communication. 2(1), 29 – 57. 

 

International Management Group. (IMG). (2014). The world’s strongest man. New 

York. 

 

International Visual Sociology Association (IVSA, 2009). Code of research ethics 

and guidelines. Visual Studies, 24(3), 250 – 257.  Retrieved from 

http://visualsociology.org/images/stories/about/IVSA-Ethics-and-

Guidelines.pdf 

 

Ivashkevich, O. (2009). Children’s drawing as a sociocultural practice: Remaking 

gender and popular culture.  Studies in Art Education: A Journal of Issues and 

Research, 51(1), 50-63.  Retrieved from 

http://www.academia.edu/2551828/Childrens_Drawing_as_a_Sociocultural_Pr

actice_Remaking_Gender_and_Popular_Culture 

 



  Reference List 

 

____________________________________________________________________ 

411 

 

Jackson, E. (2013).  Choosing a methodology: Philosophical underpinning. 

Practitioner Research in Higher Education Journal, 7(1), 49 – 62.  Retrieved 

from http://194.81.189.19/ojs/index.php/prhe/article/viewFile/154/268 

 

James, A. & James, A. (2004). Constructing childhood: Theory, policy and social 

practice. London: Palgrave Macmillan. 

 

James, A., & Prout, A. (1997). Introduction. In A. James & A. Prout (Eds.), 

Constructing and reconstructing childhood: Contemporary issues in the 

sociological study of childhood (2
nd

 Ed.), (pp. 1 – 6). Oxon: RoutledgeFalmer. 

 

James, A., Jenks, C., & Prout, A. (1998). Theorizing childhood.  Cambridge: Polity 

Press. 

 

Jenkins, A. J. (2010).  The rainbow colours song. Retrieved from 

http://www.youtube.com/watch?v=tRNy2i75tCc 

 

Jewitt, C. (2002). The move from page to screen: the multimodal reshaping of school 

English. Visual Communication. 1(2), 171 – 195. 

 

Jewitt, C. (2003). Computer-mediated learning: The multimodal construction of 

mathematical entities on screen. In C. Jewitt & G. Kress (Eds.), Multimodal 

Literacy. (New Literacies and Digital Epistemologies, 4). (pp. 34-55) New 

York: Peter Lang.  

 

Jewitt, C. (2006). Technology, literacy, learning: A multimodal approach. London: 

Routledge Taylor & Francis. 

 

Jewitt, C. (2008). Multimodality and literacy in school classrooms.  Review or 

Research in Education. 32, 241-267. 

 

Jewitt, C. (2009a). An introduction to multimodality. In C. Jewitt (Ed.), The 

Routledge handbook of multimodal analysis. (pp. 14 – 27). London: Routledge 

Taylor & Francis. 

 

Jewitt, C. (2009b). Different approaches to multimodality. In C. Jewitt (Ed.), The 

Routledge handbook of multimodal analysis. (pp. 28 – 39). London: Routledge 

Taylor & Francis. 

 

Jewitt, C. (2009c). Introduction: Handbook rationale, scope and structure. In C. Jewitt 

(Ed.), The Routledge handbook of multimodal analysis. (pp. 1 – 7). London: 

Routledge Taylor & Francis. 

 

Jewitt, C. & Forceville, C. (2012). Metaphor. Glossary of multimodal terms. MODE. 

Retrieved from http://multimodalityglossary.wordpress.com/.  

 

Jewitt, C., Kress, G., Ogborn, J., & C. Tsatsarelis, (2000), Teaching and learning: 

Beyond language.  Teaching Education, 11(3), 327 – 341.  DOI: 

10.1080/713698977. 

 



  Reference List 

 

____________________________________________________________________ 

412 

 

 

Jewitt, C., & Oyama, R. (2001). Visual social semiotics.  In T. Van Leeuwen & c. 

Jewitt, (Eds.), A handbook of visual analysis (pp. 134 – 156). London: Sage. 

 

Jolley, R. P. (2010). Children and pictures: Drawing and understanding.  United 

Kingdom. Wiley-Blackwell. 

 

Jones, G., & Ponton, L. (2002).  Killing monsters: Why children need fantasy, super 

heroes, and make-believe violence. USA: Perseus Books. 

 

Jones, L., & Somekh, B. (2005). Observation. In B. Somekh & C. Lewin (Eds.), 

Research methods in the social sciences. (pp. 138 - 145). London: Sage. 

 

Jones, S. (n.d.). Superheroes and children’s culture.  Retrieved from 

http://wordandimage.files.wordpress.com/2007/08/jones-superheroes-and-

children.pdf 

 

Jordan, B. (2004) Scaffolding learning and co-constructing understandings.  In A. 

Anning, J. Cullen & M. Fleer (Eds.), Early childhood education: Society and 

culture.  (pp. 31 – 42). London: Sage. 

 

Kalantzi, M. & Cope, B. (2000). A  Multiliteracies pedagogy: a pedagogical 

supplement. In B. Cope, & M. Kalantzis, (Eds.), Multiliteracies: Literacy 

learning and the design of social futures. (pp. 239 – 248). London: Routledge 

Taylor & Francis.  

 

Kangas, M., Kultima, A., & Ruokamo, H. (2011). Children’s creative collaboration – 

a view of narrativity. In D. Faulkner & E. Coates (Eds.), Exploring children’s 

creative narratives. (pp. 63 - 85). Oxon: Routledge. 

 

Kaplan, I. & Howes, A. (2004) “Seeing through different eyes”: Exploring the value 

of participative research using images in schools. Cambridge Journal of 

Education, 34(2), 143–55. 

 

Katz, L. G., & Cesarone, B. (1994). Reflections on the Reggio Emilia approach. 

Perspectives from ERIC/EECE: A monograph series No.6. Washington: ERIC 

Clearinghouse on Elementary and Early Childhood Education. Office of 

Educational Research and Improvement. Retrieved from 

http://files.eric.ed.gov/fulltext/ED375986.pdf 

 

Keddie, A. (2000). Research with young children: Some ethical considerations.  

Journal of Educational Enquiry, 1(2), 72 – 81. 

 

Keller, H. (2005).  Commentary: The dynamic interplay of culture and development. 

International society for the study of behavioural development Newsletter, 47 

(1), 19 – 20.  Retrieved from 

http://www.issbd.org/resources/files/newsletter_0505.pdf 

 



  Reference List 

 

____________________________________________________________________ 

413 

 

Kellet, M. (2014).  Images of childhood and their influence on research.  In A. Clark, 

R. Flewitt, M. Hammersley & M. Robb (Eds.), Understanding research with 

children and young people. (pp. 15 – 33).  London: Sage. 

 

Kellogg, R. (1959). What children scribble and why. California: N. P. Publications. 

 

Kellogg, R. (1969). Analyzing children’s art. California: Mayfield Publishing. 

 

Kellogg, R. (1979). Children’s drawings / Children’s minds. USA: Avon. 

 

Kendrick, M. & McKay, R. (2002).  Uncovering literacy narratives through children’s 

drawings.  Canadian Journal of Education, 27(1), 45 – 60. 

 

Kendrick, M., & McKay, R. (2004). Drawings as an alternative way of understanding 

young children’s constructions of literacy.  Journal of Early Childhood 

Literacy, 4(1), 109-128. DOI:10.117/1468798404041458. 

 

Kennedy, A., & Surman, L. (2007). Literacy transitions.  In L. Makin, C. Jones Diaz, 

& C. MCLachlan. (Eds.), Literacies in childhood: Changing views, challenging 

practice (2
nd

 Ed.), (pp. 104 – 117). London: MacLennan & Letty.  

 

Kenner, C. (2000). Home pages: Literacy links for bilingual children. Staffordshire: 

Trentham Books. 

 

Kernan, M. (2005). Using digital photography to listen to young children’s 

perspectives of their outdoor play experiences in early childhood education 

settings.  Paper presented at the Childhoods 2005 International Conference, 

University of Oslo, June 29 – July 3, 2005. 

 

Kincheloe, J. L. & McLaren, P. (2005). Rethinking critical theory and qualitative 

research.  In N. K. Denzin & Y. S. Lincoln, (Eds.), The Sage handbook of 

qualitative research (3
rd

 Ed.), (pp. 303 – 342). London: Sage. 

 

Kjørholt, A. T., Moss, P., & Clark, A. (2005). Beyond listening: future prospects. In 

A. Clark, A. T. Kjørholt & P. Moss (Eds.), Beyond listening: Children’s 

perspectives on early childhood services.  (pp 175 – 187). Bristol: Policy Press. 

 

Knight, L. (2009) Dreaming of other spaces: What do we think about when we draw? 

The Psychology of Educational Review, 33(1), 10-17.  

 

Komulainen, S. (2007). The ambiguity of the child’s ‘Voice’ in social research. 

Childhood.  14, 11. 

 

Kramsch, C. (2000). Language and culture: A social semiotic perspective. 

Presentation in the forum “Foreign Languages, Foreign Cultures” at the 2000 

MLA convention in Washington, DC.  Retrieved from http://www.semio-

educ.com/image/users/109067/ftp/my_files.pdf 

 

Krauss, S. E. (2005). Research paradigms and meaning making: A primer. The 

Qualitative Report, 10(4), 758-770. 



  Reference List 

 

____________________________________________________________________ 

414 

 

 

Kress, G. (1993). Against arbitrariness: The social production of the sign as a 

foundational issue in critical discourse analysis. Discourse & Society, 4(2), 169-

191. 

 

Kress, G. (1997). Before writing: Rethinking the paths to literacy. London: 

Routledge. 

 

Kress, G. (2000a). Design and transformation: new theories of meaning. In B. Cope, 

& M. Kalantzis, (Eds.), Multiliteracies: Literacy learning and the design of 

social futures. (pp. 153 – 161). London: Routledge Taylor & Francis.  

 

Kress, G. (2000b). Multimodality. In B. Cope, & M. Kalantzis, (Eds.), 

Multiliteracies: Literacy learning and the design of social futures. (pp. 182 – 

202). London: Routledge Taylor & Francis.  

 

Kress, G. (2003a). Literacy in the New Media age. London: Routledge, Taylor & 

Francis. 

 

Kress, G. (2003b). Perspectives on making meaning: The differential principles and 

means of adults and children. In N. Hall, J. Larson, & J. Marsh (Eds.), 

Handbook of early childhood literacy. (pp. 154 – 166).  London: Sage. 

 

Kress, G. (2004). Reading images: Multimodality, representation and the New Media.  

IIID Conference: Expert Forum for Knowledge: Preparing for the Future of 

Knowledge Presentation.  Institute of Design, IIT Chicago, IL, May 30-31, 

2003. Retrieved from 

http://www.knowledgepresentation.org/BuildingTheFuture/Kress2/Kress2Quic

ktime/Kress2Movie.html 

 

Kress, G. (2005). Gains and losses: New forms of texts, knowledge, and learning.  

Computers and composition, 22, 5 – 22.   

 

Kress, G. (2008). “Literacy” in a multimodal environment of communication. In J. 

Flood, S. B. Heath, Lapp, D. (Eds.), Handbook of research on teaching literacy 

through the communicative and visual arts, Volume II. (pp. 91 – 100). New 

York: Lawrence Erlbaum Associates, Taylor & Francis, International Reading 

Association. 

 

Kress, G. (2009). What is mode? In C. Jewitt (Ed.), The Routledge handbook of 

multimodal analysis. (pp. 54 - 67). London: Routledge Taylor & Francis. 

 

Kress, G. (2010). Multimodality: A social semiotic approach to contemporary  

communication.  Oxon: Routledge.  

 

Kress, G., & Jewitt, C. (2003). Introduction. In C. Jewitt & G. Kress (Eds.), 

Multimodal literacy. (New Literacies and Digital Epistemologies, 4). (pp. 1-18). 

New York: Peter Lang.  

 



  Reference List 

 

____________________________________________________________________ 

415 

 

Kress, G., Jewitt, C., Ogborn J., & Tsatsarelis, C. (2001). Multimodal teaching and 

learning: The rhetorics of the science classroom. London: Continuum. 

 

Kress, G. & Mavers, D. (2005). 'Social semiotics and multimodal texts' In B. Somekh 

and C. Lewin (Eds.), Research methods in the social sciences. (pp. 172 – 179). 

London: Sage. 

 

Kress, G., & Street, B.  (2006). Forward. In K. Pahl & J. Rowsell (Eds.), Travel notes 

from the New Literacy studies: Instances of practice. (pp. vii – x). Clevedon: 

Multilingual Matters. 

 

Kress, G., & Van Leeuwen, T. (1996). Reading images: A grammar of visual design. 

London: Routledge. 

 

Kress, G., & Van Leeuwen, T. (2001). Multimodal discourse: The modes and media 

of contemporary communication. UK: Hodder Education. 

 

Kress, G., & Van Leeuwen, T. (2002). Colour as a semiotic mode: Notes for a 

grammar of colour.  Visual Communication, 1(3), 343-368. 

 

Lahman, M. K. E. (2008). Always Othered: Ethical research with children.  Journal 

of Early Childhood Research, 6,(3), 281 – 300.  DOI: 

10.1177/1476718X08094451 

 

Lakoff, G.& Johnson, M. (1980). Metaphors we live by. London: The University of 

Chicago. 

 

Lancaster, L. (2003). Moving into literacy: How it all begins.  In N. Hall, J. Larson & 

J. Marsh (Eds.), Handbook of early childhood literacy. (pp. 145 - 153).  

London: Sage. 

 

Lancaster, L. (2007). Representing the ways of the world: How children under three 

start to use syntax in graphic signs.  Journal of Early Childhood Literacy, 

7(2),123 – 154.  DOI: 10.1177/1468798407079284. 

 

Lancaster, L. (2013). Opening it all up: Using multimodal analysis to investigate 

early literacy.  International Journal of Qualitative Research. 6(3), 395-423. 

 

Lancaster, L., & Roberts, R. (2006). Grammaticisation in early mark making: A 

multimodal investigation (RES-000-22-0599). Swindon, UK: Economic and 

Social Research Council.  Retrieved from http://www.esrc.ac.uk/my-

esrc/grants/RES-000-22-0599/read 

 

Lansdown, G. (2005a). ‘Can you hear me? The right of young children to participate 

in decisions affecting them’. Working paper 36 in Early Childhood 

Development. The Hague: Bernard Van Leer Foundation.  

 

Lansdown, G. (2005b).  The evolving capacities of children: Implications for the 

Exercise of rights.  Italy: Unicef Innocenti Research Centre. 

 



  Reference List 

 

____________________________________________________________________ 

416 

 

Leander, K. M. (2001). “This is our freedom bus going home right now”: Producing 

and hybridizing space-time contexts in pedagogical discourse. Journal of 

Literacy Research, 33(4), 637-679. DOI: 10.1080/10862960109548128 

 

Leander, K. M. (2002). Locating Latanya: The situated production of identity artifacts 

in classroom interaction. Research in the teaching of English.  37(2), 198 – 250. 

 

Leander, K. M. & Vasudevan, L. (2009). Multimodality and mobile culture. In C. 

Jewitt (Ed.), The Routledge handbook of multimodal analysis. (pp. 127 – 139). 

London: Routledge Taylor & Francis. 

 

Leavitt, R. L.(1995). The emotional culture of infant-toddler day care. In J. A. Hatch 

(Ed.), Qualitative research in early childhood settings. (pp. 3 – 22)  United 

States of America: Praeger Publishers. 

 

Leigh, R. S., & Heid, K. A. (2008).  First graders constructing meaning through 

drawing and writing.  Journal for Learning through the Arts, 4(1), 1-12. 

 

Leitch, R. (2008). Creatively researching children’s narratives through images and 

drawings.  In P. Thomson (Ed.), Doing visual research with children and young 

people. (pp. 37 – 58).  London: Routledge, Taylor and Francis. 

 

Leland, C. H., & Harste, J. C. (1994). Multiple ways of knowing: Curriculum in a 

new key.  Language Arts.  71(5), 337 - 344. 

 

Lemke, J. (2009). Multimodality, identity and time. In C. Jewitt (Ed.), The Routledge 

handbook of multimodal analysis.  (pp. 140 – 150). London: Routledge Taylor 

& Francis. 

 

Lemke, J. (n.d.). Across the scales of time: Artifacts, activities, and meanings in 

ecosocial Systems. A paper based on a presentation at the 1998 ISCRAT 

Congress in Aarhus, Denmark. Retrieved from http://www-

personal.umich.edu/~jaylemke/papers/across_the_scales_of_time.htm. 

 

Levy, R. (2009). ‘You have to understand words … but not read them’: young 

children becoming readers in a digital age. Journal of Research in Reading, 

32(1), 75 – 91. 

 

Lewis, C. (1998). Rock ‘n’ roll and horror stories: Students, teachers, and popular 

culture. Journal of Adolescent & Adult Literacy, 42(2), 116 – 120. 

 

Lewis, C., Enciso, P., & Moje, E. B. (2007). Introduction: Reframing sociocultural 

research on literacy. In C. Lewis, P. Enciso, & E. B. Moje, (Eds.), Reframing 

sociocultural research on literacy: Identity, agency and power. (pp 1 – 14). 

Mahwah, New Jersey: Lawrence Erlbaum Associates.  

 

Liebenberg, L. (2009). The visual image as discussion point: increasing validity in 

boundary crossing research.  Qualitative Research, 9(4), 441–467. DOI: 

10.1177/1468794109337877. 

 



  Reference List 

 

____________________________________________________________________ 

417 

 

Lindqvist, G. (2001). When small children play: How adults dramatise and children 

create meaning. Early Years, 21(1), 7-14. 

 

Löfdahl, A. (2006). Grounds for values and attitudes: Children’s play and peer-

cultures in pre-school.  Journal of Early Childhood Research, 4(1), 77 – 88. 

DOI: 10.1177/1476718X06059791  

 

Loizos, P. (2000). Video, film and photographs as research documents.  In Bauer, M., 

& G. Gaskell (Eds.), Qualitative researching with text, image and sound: A 

practical handbook, (pp. 93 - 107). London: Sage. 

 

Lomax, H. & Casey, N. (1998). Recording Social Life: Reflexivity and Video 

Methodology. Sociological Research Online, 3(2).  Retrieved from 

http://www.socresonline.org.uk/3/2/1.html 

 

Lowenfeld, V. & Brittain, L. (1947/1987). Creative and mental growth. (8
th

 Ed.).  

New York: Prentice Hall.  

 

Lundy, L. (2007).  ‘Voice’ is not enough: conceptualising Article 12 of the United 

Nations Convention on the Rights of the Child. British Educational Research 

Journal. 33 (6), 927–942. 

 

Luquet, G. H. (2001). Children's drawings [Le dessin enfantin]. (A. Vostall, Trans.). 

(1927).   London: Free Associations Press.  

 

Luria, A. R. (1987). Afterward to the Russian edition. In R. W. Rieber, & A. C. 

Carton (Eds.), The collected works of L.S. Vygotsky: Vol 1. Problems of general 

psychology. (pp. 359 – 374).  New York: Plenum. 

 

Machón, A. (2013). Children’s drawings: The genesis and nature of graphic 

representation.  A developmental study. Spain: Fibulas. 

 

MacNaughton, G. (2004).  Exploring critical constructivist perspectives on learning.  

In A. Anning, J. Cullen & M. Fleer (Eds.), Early childhood education: Society 

and culture (pp. 43-54).  London: Sage. 

 

MacNaughton, G., Hughes, P., & Smith, K. (2007). Young children’s rights and 

public policy: Practices and possibilities for citizenship in the early years. 

Children & Society, 21, 458-469. 

 

MacNaughton, G., & Smith, K. (2005). Transforming research ethics: The choices 

and challenges of researching with children.  In A. Farrell (Eds.), Ethical 

research with children.  (pp. 112 - 123). Maidenhead: Open University. 

 

Makin, L. (2007). Surveying the landscape. In L. Makin, C. Jones Díaz, & C. 

McLachlan, (Eds.), Literacies in childhood: Changing views, challenging 

practice. (2nd Ed.), pp. 3 – 14. Australia: MacLennan & Petty. 

 

 



  Reference List 

 

____________________________________________________________________ 

418 

 

Malaguzzi, L. (1998).  History, ideas and basic philosophy: An interview with Lella 

Gandini. In C. Edwards, L. Gandini, & G. Forman (Eds.), The hundred 

languages of children: The Reggio Emilia approach – Advanced reflections.  

(2
nd

 ed.).  (pp. 49 – 97). Connecticut: Ablex. 

 

Malchiodi, C. A. (1998). Understanding children’s drawings.  New York: The 

Guilford Press. 

 

Mannion, G. (2007). Going spatial, going relational: Why ‘listening to children’ and 

children’s participation needs reframing.  Discourse: Studies in the Cultural 

Politics of Education, 28(3), 405-420. 

 

Marion, J. S., & Crowder, J. W. (2013). Visual research: A concise introduction to 

thinking visually.  London: Bloomsbury. 

 

Marsh, J. (2000).  'But I want to fly too!': Girls and superhero play in the infant 

classroom .  Gender and Education, 12(2), 209 – 220. 

 

Marsh, J. (2002). The sound of silence: Emergent technoliteracies and the early 

learning goals. Paper presented at the Annual Conference of the British 

Educational Research Association, University of Exeter, 12-14 September. 

 

Marsh, J. (2003). Early childhood literacy and popular culture.  In N. Hall, J. Larson 

& J. Marsh (Eds.), Handbook of early childhood literacy. (pp. 112 - 125).  

London: Sage. 

 

Marsh, J. (2005).  Ritual, performance and identity construction: Young children’s 

engagement with popular cultural and media texts. In J. Marsh (Ed.), Popular 

culture, New media and digital literacy in early childhood. (pp. 28 – 50). 

London: Routledge Taylor & Francis. 

 

Marsh, J. (2006). Global, local/ public, private: Young children’s engagement in 

digital literacy practices in the home. In J. Rowsell, & K. Pahl, (Eds.), Travel 

notes from the New Literacy studies: Case studies in practice. (pp. 19 – 38). 

Clevedon: Multilingual Matters. 

 

Marsh, J., & Millard, E. (2000).  Literacy and popular culture: Using children’s 

culture in the classroom.  London: Paul Chapman. 

 

Marvel Comics, (2015). Iron Man. Retrieved from 

http://marvel.com/characters/29/iron_man. 

 

Matthews, J. (1994). Helping children to draw and paint in early childhood: Children 

and visual representation. London: Hodder & Stoughton. 

 

Matthews, J. (1997). The 4 dimensional language of infancy: the interpersonal basis 

of art practice. International Journal of Art & Design, 16(3), 285-293.  

 



  Reference List 

 

____________________________________________________________________ 

419 

 

Matthews, J. (1998). The representation of events and objects in the drawing of young 

children from Singapore and London: Implication for the curriculum.  Early 

Years, 19(1), 90-109.  

 

Matthews, J. (1999).  The art of childhood and adolescence: The construction of 

meaning. London: Falmer Press Taylor & Francis Group. 

 

Matthews, J. (2003). Drawing and painting: Children and visual representation. (2
nd

 

ed.). London: Sage. 

 

Mavers, D. (2003). Communicating meanings through image composition, spatial 

arrangement and links in primary school student mind maps.  In C. Jewitt & G. 

Kress (Eds.), Multimodal literacy. (New Literacies and Digital Epistemologies, 

4). (pp. 19 - 33) New York: Peter Lang. 

 

Mavers, D. (2007a). Investigating how children make meaning in multimodal maps. 

Reflecting Education. 3(1), 24-28.   

 

Mavers, D. (2007b). Semiotic resourcefulness: A young child’s email exchange as 

design. Journal of Early Childhood Literacy, 7(2), 155-176.   

 

Mavers, D. (2009a). Image in the multimodal ensemble: Children’s drawings. In C. 

Jewitt (Ed.), The Routledge handbook of multimodal analysis. (pp. 263 – 271). 

London: Routledge Taylor & Francis. 

 

Mavers, D. (2009b). Student text-making as semiotic work. Journal of Early 

Childhood Literacy. 9(2), 141-155.  

 

Mavers, D. (2011).  Children’s drawing and writing: The remarkable in the 

unremarkable. London: Routledge, Taylor & Francis. 

 

Mavers, D., & Newfield, D. (2012). Transduction. Glossary of multimodal terms. 

MODE. Retrieved from http://multimodalityglossary.wordpress.com/.  

 

Mayall, B. (2000a). Conversations with children: working with generational issues. In 

P. Christensen, & A. James, (Eds.), Research with children: Perspectives and 

practices. (pp. 120 – 135). London: RoutledgeFalmer. 

 

Mayall, B. (2000b). The sociology of childhood in relation to children’s rights. 

International Journal of Children’s Rights, 8, 243 –259. 

 

Mayall, B. (2002). Towards a sociology for childhood: Thinking from children’s 

lives. Buckingham: Open University. 

 

Maybin, J. (2006). Children’s voices: Talk, knowledge and identity.  London: 

Palgrave Macmillan.  

 

McCarthey, S. J. (2000).  Home-school connections: A review of literature. The 

Journal of Educational Research, 93(3), 145 – 153. 

 



  Reference List 

 

____________________________________________________________________ 

420 

 

McDonnell, K. (1994). Kid culture: Children and adults and popular culture. 

Ontario: Second Story. 

 

McIntosh, N., Bates, P., Brykczynska, G., Dunstan, G., Goldman, A., Harvey, D., 

Larcher, V., McCrae, D., McKinnon, A., Patton, M., Saunders, J., Shelley, P. 

(2000). Guidelines for the ethical conduct of medical research involving 

children. Royal College of paediatrics and child health: Ethics advisory 

Committee. Archives of Disease in Childhood 82, 177–182.  DOI: 

10.1136/adc.82.2.177 

 

McKechnie, L. (2006). Observations of babies and toddlers in library settings. 

Library Trends, 55(1), 190-201 DOI: 10.1353/lib.2006.0043 

 

Merriam, S. B. (2009). Qualitative research: A guide to design and implementation.  

(2
nd

 Ed.), San Francisco: John Wiley & Sons. 

 

Metro-Goldwyn-Mayer. (1965). Pink Panther: The inspector cartoons.  Retrieved 

from http://www.mgm.com/#/results/pink+panther 

 

Miles, M. B. & Huberman, M. A. & Saldana, J. (2014).  Qualitative data analysis: A 

methods sourcebook. (3
rd

 Ed.), London: Sage. 

 

Millard, E., & Marsh, J. (2001). Words with pictures: The role of visual literacy in 

writing and its implication for school.  Reading: Literacy and Language, 35(2), 

54-61. 

 

Miller, P. J. & Mehler, R. J. (1994).  The power of personal storytelling in families 

and kindergartens. In A. H. Dyson & C. Genishi (Eds.), The need for story. 

Cultural diversity in classroom and community (pp. 38 - 54).  Urbana: National 

Council of Teachers. Retrieved from 

http://www.eric.ed.gov/PDFS/ED365991.pdf 

 

Miller, P.J., Potts, R., Fung, H., Hoogstra, L., & Mintz, J. (1990).  Narrative practices 

and the social construction of self in childhood.  American Ethnologist, 17(2), 

292-311. 

 

Miller, S. (2007). English teacher learning for new times: digital video composing as 

multimodal literacy practice. English Education. 40(1), 61 – 83. 

 

Mills, K. A. (2009). Multiliteracies: interrogating competing discourses.  Language 

and Education. 23(2), 103-116. 

 

Ministry for Education and Employment (n.d.). Early childhood education & care in 

Malta: The way forward. Malta: Ministry for Education and Employment.  

Retrieved from: 

http://education.gov.mt/en/Documents/Public%20Consultations/White%20Pape

r.pdf 

 

Ministry of Education and Employment (2012).  National curriculum framework for 

all.  Malta: Salesian Press. 



  Reference List 

 

____________________________________________________________________ 

421 

 

 

Mitchell, C., Theron, L. Smith, A., & Stuart, J. (2011).  Picturing research: An 

introduction.  In L. Theron, C. Mitchell, A. Smith & J. Stuart, (Eds.), Picturing 

research: Drawing as visual methodology. (pp. 1 – 16).  Rotterdam: Sense. 

 

Montgomery, H. (2014). Participant Observation. In A. Clark, R. Flewitt, M. 

Hammersley & M. Robb (Eds.),  Understanding research with children and 

young people. (pp.122 – 135). London: Sage. 

 

Moriarty, S. (2005). Visual semiotics theory. In K.Smith, S. Moriarty, G. Barbatsis, 

& K. Kenney (Eds.), Handbook of visual communication theory, methods, and 

media  (pp. 227-242). Mahwah: Erlbaum.  

 

Morrow, V. (1996). The ethics of social research with children and young people: An 

overview.  Children  Society, 10, 90 – 105. 

 

Morrow, V. (2005). Ethical issues in collaborative research with children.  In A. 

Farrell (Ed.), Ethical research with children. (pp.150 – 165). Maidenhead, 

Berkshire: Open University. 

 

Morrow, V., & Richards, M. (1996). The ethics of social research with children: An 

overview.  Children & Society, 10, 90-105. 

 

Moss, P. (2006). Listening to young children – Beyond rights to ethics. In Teaching 

and Learning Scotland (Eds.), Let’s talk about listening to children: Towards a 

shared understanding for early years education in Scotland. (pp. 17 – 23). 

Scotland. 

 

Moss, P., Clark, A., & Kjørholt, T. (2005). Introduction. In A. Clark, A. T. Kjørholt, 

& P. Moss (Eds.), Beyond listening: Children’s perspectives on early childhood 

services.  (pp.1 - 16).  UK: Polity Press. 

 

Moss, P., & Petrie, P. (2002). From children’s services to children’s spaces: Public 

policy, children and childhood. London: Routledge Falmer. 

 

Mr Bean – The animated series, (2002). Restaurant. Hungary: Varga Studio. 

Retrieved from 

http://www.google.com.mt/url?sa=t&rct=j&q=&esrc=s&source=web&cd=4&v

ed=0CDMQtwIwAw&url=http%3A%2F%2Fwww.youtube.com%2Fwatch%3F

v%3DC-

vLi3b1Ta4&ei=JvR0VLi1GaL9ygPXmoKYDQ&usg=AFQjCNHdaPKGEdgA

e-ml25X0DFrUYWcHsA 

 

Mukherji, P., & Albon, D. (2010). Research methods in early childhood: An 

introductory guide. London: Sage. 

 

National Children’s Bureau (2003).  Guidelines for research.  Retrieved from 

http://www.worcester.ac.uk/graduateschool/documents/NCB_Ethics.pdf 

 



  Reference List 

 

____________________________________________________________________ 

422 

 

National Council of Teachers of English (NCTE). (1998-2008). NCTE position 

statement: A statement on an education issue approved by the NCTE Board of 

Directors or the NCTE Executive Committee.   Illinois: The National Council of 

Teachers of English.  Retrieved from 

http://www.ncte.org/positions/statements/multimodalliteracies 

 

Nicolopoulou, A. (1997). Worldmaking and identity formation in children’s narrative 

play-acting.  In B. D. Cox & C. Lightfoot (Eds.), Sociogenetic perspective on 

internalisation. (pp. 157 – 187). New Jersey: Lawrence Elbraum Associates. 

 

Nicolopoulou, A. (2008). The elementary forms of narrative coherence in young 

children's storytelling. Narrative Inquiry, 18, 299-325. 

 

Nicolopoulou, A., Barbosa de Sà, A., Ilgaz, H., & Brockmeyer, C. (2010).  Using the 

transformative power of play to educate hearts and minds: From Vygotsky to 

Vivian Paley and Beyond.  Mind, Culture and Activity, 17, 42-58. 

 

Nicolopoulou, A., Scales, B., & Weintraub, J. (1994). Gender differences and 

symbolic imagination in the stories of four-year-olds. In A. H. Dyson, & C. 

Genishi (Eds.), The need for story: Cultural diversity in classroom and 

community. (pp. 102–123). Urbana, IL: National Council of Teachers of 

English. 

 

Nielsen, C. S. (2009). Children’s embodied voices: Approaching children’s 

experiences through multi-modal interviewing.  Phenomenology & Practice, 

3(1), 80-93. 

 

Norris, S. (2004). Analysing multimodal interaction: A methodological framework. 

Oxon: Routledge, Taylor & Francis. 

 

Norris, N., & Walker, R. (2005). Naturalistic Inquiry. In B. Somekh & C. Lewin 

(Eds.), Research methods in the social sciences. (pp. 131 – 137). London: Sage. 

 

Nöth, W. (1990). Handbook of semiotics. Bloomington, Indiana: Indiana University. 

 

Nutbrown, C. (1996). Wide eyes and open minds – observing, assessing and 

respecting children’s early achievements. In C. Nutbrown (Ed.), Children’s 

rights and early education: Respectful educators: Capable learners. (pp. 44 – 

55). London: Paul Chapman. 

 

Nutbrown, C. (2006). Threads of thinking: young children learning and the role of 

early education. (3
rd

 Ed.), London: Sage. 

 

Nutbrown, C. (2011). Naked by the pool? Blurring the image? Ethical issues in the 

portrayal of young children in arts-based educational research.  Qualitative 

Inquiry, 17(3), 3 -14. 

 

 

 

 



  Reference List 

 

____________________________________________________________________ 

423 

 

Nyland, B. (2009). The guiding principles of participation: Infant, toddler groups and 

the United Nations Convention on the rights of the child. In D. Berthelsen, J. 

Brownlee & E. Johansson, (Eds.), Participatory learning in the early years: 

Research and pedagogy. (pp. 26 – 43). New York: Routledge, Taylor & 

Francis. 

 

O’Halloran, K. L. (2009). Historical changes in the semiotic landscape: From 

calculation to computation.  In C. Jewitt (Ed.), The Routledge handbook of 

multimodal analysis. (pp. 98 – 113). London: Routledge Taylor  & Francis. 

 

O’Kane, C. (2000). The development of participatory techniques: facilitating 

children’s views about decisions which affect them. In P. Christensen, & A. 

James, (Eds.), Research with children: Perspectives and practices. (pp. 136 – 

159). London: RoutledgeFalmer. 

 

Oksanen, U. (2008). Picturing the landscape of the knowledge society: A semiotic 

point of view on adolescents’ pictorial metaphors. In L. Unsworth (Ed.), 

Multimodal semiotics: Functional analysis in contexts of education. (pp 237 – 

252).  London: Continuum. 

 

Ormerod, F., & Ivanic, R. (2002). Materiality in children’s meaning-making 

practices.  Visual Communication, 1, 65.  DOI: 10.1177/147035720200100106 

 

Pahl, K. (1999a). Making models as a communicative practice – observing meaning 

making in a nursery. Reading, 33(3), 114-119. 

 

Pahl, K. (1999b).  Transformations: Meaning-making in nursery education. 

Staffordshire: Trentham Books. 

 

Pahl, K. (2001a). Texts as artefacts crossing sites: map making at home and at school. 

Reading: Literacy and language. 35(3), 120-125. 

 

Pahl, K. (2001b, July). Texts in homes and communities.  Paper presented at the 

United Kingdom Reading Association’s International Conference: 37
th

 

Canterbury, England. Retrieved from 

http://www.eric.ed.gov/PDFS/ED456450.pdf.  

 

Pahl, K. (2002). Ephemera, mess and miscellaneous piles: Texts and practices in 

families.  Journal of Early Childhood Literacy, 2(2), 145 – 166.  

DOI:10.1177/14687984020022002. 

 

Pahl, K. (2003a). Artefacts, timescales and kinetic design: The semiotic affordances 

of popular culture in children’s home communicative practices.  ESRC 

Research seminar series: Children’s literacy and popular culture, University of 

Sheffield, 2002 – 2004, 4
th

 November, 2003.   

 

Pahl, K. (2003b). Children’s text-making at home: transforming meaning across 

modes. In C. Jewitt & G. Kress (Eds.), Multimodal literacy. (New Literacies 

and Digital Epistemologies, 4). (pp. 139 - 154) New York: Peter Lang.  

 



  Reference List 

 

____________________________________________________________________ 

424 

 

Pahl, K. (2003c). Communicating meanings through image composition, spatial 

arrangement and links in primary school student mind maps. In C. Jewitt & G. 

Kress (Eds.), Multimodal literacy. (New Literacies and Digital Epistemologies, 

4). (pp. 19-33) New York: Peter Lang.  

 

Pahl, K. (2006a). An inventory of traces: children’s photographs of their toys in three 

London homes. Visual Communication. 5(1), 95 – 114. 

 

Pahl, K. (2006b). Birds, frogs, blue skies and sheep: an investigation into the cultural 

notion of affordance in children’s meaning making.  English in Education, 

40(1), 20 – 35.  

 

Pahl, K. (2007a). Creativity in events and practices: A lens for understanding 

children’s  multimodal texts.  Literacy, 41(2), 86 – 92. 

 

Pahl, K. (2007b). Sedimented identities in texts: Instances of practices.  Reading 

Research Quarterly, 42(3), 388-404. 

 

Pahl, K. (2009). Interactions, intersections and improvisations: Studying the 

multimodal texts and classroom talk of six- to seven-year-old.  Journal of Early 

Childhood Literacy, 9(2), 188-210. DOI:10.1177/1468798409105586. 

 

Pahl, K. & Rowsell, J. (2005). Literacy and education: The new literacy studies in the 

classroom. London: Paul Chapman.  

 

Pahl, K. & Rowsell, J. (2010). Artifactual literacies: Every object tells a story. New 

York: Teachers College Press. 

 

Paine, S. (1981). Introduction.  In S.Paine (Ed.), Six children draw (pp. 1-8).  

London: Academic Press.  

 

Paine, S. (1997).  Early obsessive drawings and personal development. Journal of Art 

& Design Education, 16(2), 147-156. 

 

Paley, V. G. (1986). On listening to what the children say. Harvard Educational 

Review, 56(2), 122 – 131. Retrieved from 

http://www.brandeis.edu/mandel/questcase/Documents/Readings/V.%20Paley

%201986%20On%20Listening%20to%20What%20the%20Children%20Say.pd

f 

 

Paley, V. G. (1988).  Bad Guys don’t have birthdays: Fantasy play at four.  Chicago: 

University of Chicago.  

 

Papatheodorou, T. (2002). How we like our school to be … pupil’s voices.  European 

Educational Research Journal, 1(3), 445 – 467. 

 

Pariser, D. (1995). Not under the Lamppost: Piagetian and Neo-Piagetian Research in 

the Arts.  Journal of Aesthetic Education, 29(3), 93-108. 

 



  Reference List 

 

____________________________________________________________________ 

425 

 

Patton, M. Q. (2015). Qualitative evaluation and research methods. (4
th

 Ed.).  

London: Sage.  

 

Payne, G. & Payne, J. (2004). Key concepts in social research. London: Sage. 

 

Penn, G. (2000). Semiotic analysis of still images.  In M. W. Bauer, & G. Gaskell 

(Eds.), Qualitative researching with text, image and sound: A practical 

handbook. (pp. 227 – 245). London: Sage. 

 

Pink, S. (2004). Visual methods. In C. Seale, G. Gobo, J. F. Gubrium & D. Silverman 

(Eds.), Qualitative research practice. (pp. 361 – 376). London: Sage. 

 

Pink, S. (2007). Doing visual ethnography. (2
nd

 Ed.) London: Sage. 

 

Prain, V. (1997). Multi(national) literacies and globalising discourses.  Discourse: 

Studies in the Cultural Politics of Education. 18(3), 453-467. 

 

Price, S., Björkvall, A., & Kress, G. (2012).  Materiality.  Glossary of multimodal 

terms. MODE. Retrieved from 

http://www.multimodalityglossary.wordpress.com  

 

Prism Art & Design Ltd (2014). Fireman Sam. Retrieved from 

http://www.firemansam.com/en-us/index.html 

 

Procidis. (2015). Once up a time … life. Retrieved from 

http://www.hellomaestro.fr/once-upon-a-time-life.html 

 

Prosser, J. (2004).  The status of image-based research.  In J. Prosser (Ed.), Image-

based research: A sourcebook for qualitative researchers. (pp. 97 – 112). 

London: Routledge, Taylor & Francis. 

 

Prosser, J.  & Burke, C. (2008).  Image-based Educational Research: Childlike 

Perspectives.  In J. G. Knowles & A. L. Cole (Eds.), Handbook of the Arts in 

Qualitative Research. (pp. 407 – 420). London: Sage. 

 

Prosser, J., & Loxley, A. (2010). The application of visual methodology in the 

exploration of the visual culture of schools.  In D. Hartas (Ed.), Educational 

research and inquiry: Qualitative and quantitative approaches. (pp. 199 – 220). 

London: Continuum. 

 

Psaila, K. (2009). Understanding quality issues in early childhood education and 

care. (Unpublished Master’s thesis). University of Malta, Malta. 

 

Punch, K. F. (2005). Introduction to social research: Quantitative and qualitative 

approaches. (2
nd

 Ed.), London: Sage. 

 

Ranker, J. (2009). Redesigning and transforming: A case study of the role of semiotic 

import in early composing processes. Journal of Early Childhood 

Literacy,9,(3), 319-347. DOI: 10.1177/1468798409345111. 

 



  Reference List 

 

____________________________________________________________________ 

426 

 

Reinharz, S.  (1997).  Who am I? The need for a variety of selves in the field. In R. 

Hertz (Ed.), Reflexivity & Voice. (pp. 3 – 20). London: Sage.  

 

Richardson, L., & St. Pierre, E. A. (2005). Writing: A method of Inquiry. In N. K. 

Denzin & Y. S. Lincoln (Eds.), The Sage handbook of qualitative research (3rd 

ed.), (pp. 933 - 958). London: Sage. 

 

Rinaldi, C. (2001).  A pedagogy of listening: A perspective of listening from Reggio 

Emilia. Exploring issues, celebrating diversity: Children in Europe.  (1), 2 - 5.  

Edinburgh: Children in Europe. 

 

Rinaldi, C. (2005). Documentation and assessment: What is the relationship?  In A. 

Clark, A. Kjørholt & P. Moss (Eds.), Beyond listening: Children’s perspectives 

on early childhood services. (pp. 17–28). Bristol: Policy Press. 

 

Rinaldi, C. (2006a). In dialogue with Reggio Emilia: Listening, researching and 

learning. London: Routledge. 

 

Rinaldi, C. (2006b). The child is the “first citizen”. In Reggio crossing boundaries: 

Ideas and experiences in dialogue for a new culture of education of children 

and adults. (pp. 101-105). Proceedings from the International Conference 

Reggio Emilia, Italy, ‘Crossing Borders’, 2004. Italy: Edizioni Junior. 

 

Ring, K. (2001). Young children drawing: the significance of the context. Paper 

presented at the British Educational Research Association, Annual Conferences, 

University of Leeds, 13 – 15 September, 2001. 

 

Ring, K. (2006). What mothers do: Everyday routines and rituals and their impact 

upon young children’s use of drawing for meaning making.  International 

Journal of Early Years Education, 14(1), 63 – 84. DOI: 

http://dx.doi.org/10.1080/09669760500446416 

 

Ring, K. (2010). Drawing with seven-year olds: Assuming the role of teacher.  

International Art in Early Childhood Research Journal, 2(1), 1 – 19.  Retrieved 

from 

.http://artinearlychildhood.org/artec/images/article/ARTEC_2010_Research_Jo

urnal_1_Article_3.pdf 

 

Ring, K., & Anning, A. (2004, Sept). Early childhood narratives through drawing. 

Tracey: Drawing and visual research. Loughborough University.  Retrieved 

from http://www.lboro.ac.uk/departments/sota/tracey/journal/narr/ring.html 

 

Roberts-Holmes, G. (2005). Doing your early years research project: A Step-by-step 

guide. London: Paul Chapman. 

 

Robson, C. (2002). Real world research. (2
nd

 Ed.), Oxford: Blackwell. 

 

Rogoff, B. (1990). Apprenticeship in thinking: Cognitive development in social 

context. New York: Oxford University Press. 

 



  Reference List 

 

____________________________________________________________________ 

427 

 

Rogoff, B. (1995). Observing sociocultural activity on three planes: Participatory 

appropriation, guided participation, and apprenticeship. In J. V. Wertsch, P. del 

Rio, & A. Alvares (Eds.), Sociocultural studies of mind. (pp. 139 – 164). 

Cambridge, UK: Cambridge University Press. 

 

Rogoff, B. (1997). Evaluation development in the process of participation: Theory, 

methods and practice building on each other. In E. Amsel & K. A. Renninger 

(Eds.), Change and development: Issues of theory, method and application. (pp 

265 – 286). New Jersey: Lawrence Erlbaum.  

 

Rogoff, B. (2003). The cultural nature of human development. Oxford: Oxford 

University. 

 

Rose, G. (2012). Visual methodologies: An introduction to researching with visual 

materials. (3
rd

 Ed.), London: Sage. 

 

Rose, S. E., Jolley, R. P., & Burkitt, E. (2006). A review of children’s teachers’ and 

parents’ influences on children’s drawing experiences.  International Journal of 

Art & Design Education, 25(3), 341 – 349. 

 

Rowsell, J. & Pahl, K. (2007). Sedimented identities in texts: instances of practice. 

Reading Research Quarterly. 42(3), 388 – 404. 

 

Ryan, S. & Campbell, S. (2001).  Doing research for the first time.  In G. 

MacNaughton, S. A. Rolfe & I. Siraj-Blatchford (Eds.), Doing early childhood 

research: International perspectives on theory and practice (pp. 55 - 63).  

Maidenhead: Open University Press. 

 

Santos Pais, M. (2000). Child participation. New York: Unicef. Retrieved from 

http://www.gddc.pt/actividade-editorial/pdfs-publicacoes/8182MartaPais.pdf. 

 

Sato, K. (2007). Children’s drawing as act of expression and its developmental 

meaning. Retrieved from 

http://eprints.lib.hokudai.ac.jp/dspace/bitstream/2115/28225/1/29_1-9.pdf.   

 

Saussure, F. de (1974). Course in general linguistics. (W. Baskin, Trans.). London: 

Fontana. 

 

Schaffer, H. R. (1992).  Joint involvement episodes as contexts for cognitive 

development.  In H. McGurk (Ed.), Childhood and social development: 

Contemporary perspective.  (pp. 99 – 130). Hove: Lawrence Erlbaum. 

 

Schnettler, B., & Raab, J. (2008). Interpretative visual analysis Developments, State 

of the art and pending problems. Qualitative Social Research, 9(3), Art.31, 1-

28. 

 

 

 

 



  Reference List 

 

____________________________________________________________________ 

428 

 

Schoeman, J. (2014). Qualitative interviewing: uncovering truth or 

constructing knowledge? Sturt's Notebook: Research, opinion and news from 

graduate students at the School of Environmental Science, Charles Sturt 

University. Retrieved from 

http://sturtsnotebook.wordpress.com/2014/07/30/qualitative-interviewing-

uncovering-truth-or-constructing-knowledge/ 

 

Schulz, R., Schroeder, D., & Brody, C. M. (1997). Collaborative narrative inquiry: 

Fidelity and the ethics of caring in teacher research. International Journal of 

Qualitative Studies in Education, 10(4), 473-485, DOI: 

10.1080/095183997237052 

 

Schwandt, T. A. (2000). Three epistemological stances for qualitative inquiry: 

Interpretitivism, hermeneutics and social constructivism.  In N. K. Denzin & Y. 

S. Lincoln (Eds.), Handbook of qualitative research. (2
nd

. Ed.). (pp. 189 – 213). 

London: Sage.  

 

Schwartz, D. (1989). Visual ethnography: Using photography in qualitative research.  

Qualitative Sociology, 12(2), 119 – 154. 

 

Scott, J. (2000). Children as respondents: The challenge for quantitative methods. In 

P. Christensen, & A. James, (Eds.), Research with children: Perspectives and 

practices. (p. 98 – 119). London: RoutledgeFalmer. 

 

Sega Corporation, (2013). Sonic the Hedgehog.  Retrieved from 

http://www.sonicthehedgehog.com/en/ 

 

Semali, L. M. (2002). Transmediation: Why study the semiotics of  representation? In 

L. M. Semali (Ed.), Transmediation in the classroom: A semiotics-based media 

literacy framework. (pp. 1-20). New York: Peter Lang. 

 

Sharp, J. (2009).  Success with your education research project.  Great Britain: 

Learning Matters. 

 

Sheridan, S. & Pramling Samuelsson, I. (2001). Children’s conceptions of 

participation and influence in pre-school: A perspective on pedagogical quality.  

Contemporary Issues in Early Childhood, 2(2), 169 – 194. 

 

Short, K. G., Kaufman, G., & Kahn, L. H. (2000).  “I just need to draw”: Responding 

to literature across multiple sign systems. The Reading Teacher, 54(2), 160-

171. 

 

Siegel, M. (2006). Rereading the signs: multimodal transformation in the field of 

literacy education.  Language Arts. 84(1), 65 – 77.  

 

Siegel, M., Kontovourki, S., Schmier, S., & Enriquez, G. (2008).  Literacy in motion: 

A case study of a shape-shifting kindergartener. Language Arts, 86(2), 89 – 98.  

 



  Reference List 

 

____________________________________________________________________ 

429 

 

Sikes, P. (2004). Methodology procedures and ethical concerns. In C. Opie (Ed.), 

Doing educational research: A guide to first time researchers. (pp. 15 – 33). 

London: Sage. 

 

Silverman, D. (2010). Doing qualitative research. (3
rd

 Ed.), London: Sage. 

 

Siraj-Blatchford, I., & Siraj-Blatchford, J. (2001). An ethnographic approach to 

researching young children’s learning. In G. Mac Naughton, S. A. Rolfe, & I. 

Siraj-Blatchford (Eds.), Doing early childhood research: International 

perspectives on theory and practice. (pp. 193 - 207). Berkshire: Open 

University. 

 

Skånfors, L. (2009). Ethics in child research: Children’s agency and researchers’ 

‘Ethical radar’. Childhoods Today, 3 (1), 1 – 22. 

 

Skattebol, J. (2006).  Playing boys: The body, identity and belonging in the early 

years.  Gender and education, 18(5), 507-522. 

 

Skivenes, M. & Astrid Strandbu (2006). “A child perspective and children’s 

participation.” Children, youth and environments 16(2), 10-27. Last accessed 

on 20
th

 September, 2010. Retrieved from http://www.colorado.edu/journals/cye. 

 

Smith, A. B. (2002). Interpreting and supporting participation rights: Contributions 

from sociocultural theory. International Journal of Children’s Rights. 10, 73 – 

88. 

 

Smith, A. B. (2007a). Children and young people’s participation rights in education. 

International Journal of Children’s Rights, 15, 147 – 164.  DOI: 

10.1163/092755607X181739 

 

Smith, A. B. (2007b). Children’s rights and early childhood education: Links to 

theory and advocacy.   Australian Journal of Early Childhood.  32 (3), 

Retrieved from  

http://www.earlychildhoodaustralia.org.au/australian_journal_of_early_childho

od/ajec_index_abstracts/childrens_rights_and_early_childhood_education.html. 

 

Smith, A. B. (2011). Respecting children’s rights and agency: Theoretical insights 

into ethical research procedures.  In D. Harcourt, B. Perry & T. Waller (Eds.), 

Research young children’s perspectives: Debating the ethics and dilemmas of 

educational research with children. (pp. 11 – 25). Oxon: Routledge. 

 

Smith, L. T.  (2005). On tricky ground :Researching the native in the age of 

uncertainty. In N. K. Denzin & Y. S. Lincoln (Eds.), The Sage handbook of 

qualitative research (3
rd

 Ed.), (pp. 85 - 108). London: Sage. 

 

Snape, D. & Spencer, L. (2003). The foundations of qualitative research.  In J. Richie 

& J. Lewis, (Eds.), Qualitative research practice. (pp. 1 - 23). London: Sage.  

 



  Reference List 

 

____________________________________________________________________ 

430 

 

Spencer, H. (1854/1929). Education: Intellectual, moral and physical. New York: 

Hurst & Company Publishers. 

 

Stake, R. E. (2005). Qualitative case studies. In N. K. Denzin & Y. S. Lincoln (Eds.), 

The Sage handbook of qualitative research (3rd ed.). (pp. 443 – 466). London: 

Sage. 

 

Stamatoglou, M. (2004).  Listening to young children’s voices: An ethnographic 

study on nursery play. Paper presented at the 30th BERA (British Educational 

Research Association) Annual Conference, UMIST, Manchester, September 

2004. 

 

Staples New, R. & Cochran, M. (2007). Early childhood education: An international  

           encyclopaedia, Volume 1.  USA: Praeger Publishers.  

 

Stark, S., & Torrance, H. (2005). Case study.  In B. Somekh & C. Lewin (Eds.), 

Research methods in the social sciences. (pp. 33 – 40). London: Sage. 

 

Stein, P. (2003). The Olifantsvlei fresh stories project: Multimodality, creativity and 

fixing in the semiotic chain. In C. Jewitt & G. Kress (Eds.), Multimodal 

literacy. (New Literacies and Digital Epistemologies, 4). (pp. 123-138). New 

York: Peter Lang.  

 

Stein, P. (2008). Multimodal pedagogies in diverse classrooms: Representation, 

rights and resources.  Routledge, Taylor & Francis. 

 

Stein, P., & Slonimsky, L.  (2006). An eye on the text and an eye on the future: 

multimodal literacy in three Johannesburg families. In K. Pahl & J. Rowsell 

(Eds.), Travel notes from the New literacy studies: Instances of practice. (pp. 

118 – 146). Clevedon: Multilingual Matters. 

 

Stevenson, A. 2010). Oxford dictionary of English. (3
rd

 Ed.), Oxford: Oxford 

University Press. 

 

Strauss, M. (1976; 2007). Understanding children’s drawings: Tracing the path of 

incarnation.  (P. Wehrle, Trans.).  [Von der Zeichensprache des kleinen Kindes 

by Verlag Freies Geistesleben, Stuttgart, 1978.] Stuttgart: Forest Row: Rudolf 

Steiner Press. 

 

Suad Nasir, N., & Hand, V. M. (2006). Exploring sociocultural perspectives on race, 

culture, and learning.  Review of Educational Research. 76(4), 449–475. 

 

Tay-Lim, J. & Lim, S. (2013). Privileging young children’s voices in research: Use of 

drawings and a co-construction process. International Journal of Qualitative 

Methods, 12, 65 – 83. 

 

The New London Group (Cazden, C., Cope, B., Fairclough, N., Gee, J., Kress, G., 

Luke, A. et al.). (1996). A Pedagogy of Multiliteracies: Designing Social 

Futures. Harvard Educational Review, 66(1), 60–92. 

 



  Reference List 

 

____________________________________________________________________ 

431 

 

The New London Group. (2000). A pedagogy of multiliteracies: Designing social 

futures. In B. Cope, & M. Kalantzis, (Eds.), Multiliteracies: Literacy learning 

and the design of social futures. (pp. 9 – 38). London: Routledge Taylor & 

Francis.  

 

The University of Sheffield. (2014).  Research ethics: General principles and 

statements.  Retrieved from: 

http://www.shef.ac.uk/polopoly_fs/1.112655!/file/General-Principles-and-

Statements.pdf 

 

Thomas, G. (2011). How to do your case study: A guide for students & researchers. 

London: Sage. 

 

Thomas, N. & O’Kane, C. (1998).  The ethics of participatory research with children.  

Children & Society, 12(5), 336 – 348. DOI:  10.1111/j.1099-

0860.1998.tb00090.x 

 

Thompson, M. C. (1995). “What should I draw today?” Sketchbooks in early 

childhood. Art Education, 48(5), 6-11. 

 

Thompson, M. C. (1999). Action, autobiography and aesthetics in young children’s 

self-initiated drawings.  International Journal of Art & Design Education, 

18(2), 155-161. 

 

Thomson, P. (2008). Children and young people: Voices in visual research.  In P. 

Thomson (Ed.), Doing visual research with children and young people. (pp. 1 – 

19).  London: Routledge, Taylor and Francis. 

 

Toren, C. (2007). Sunday lunch in Fiji: Continuity and transformation in ideas of the 

household. American Anthropologist, 109(2), 285-295. DOI: 

10.1525/AA.2007.109.2.285. 

 

Turvey, A., Brady, M. Carpenter, A., & Yandell, J. (2006). The many voices of the 

English classroom. English in Education, 40(1), 51-63. DOI: 10.1111/j.1754-

8845.2006.tb00782.x 

 

TV Tropes Foundation, (n.d.).  Western animation: Ben 10.  Retrieved from 

http://tvtropes.org/pmwiki/pmwiki.php/WesternAnimation/Ben10. 

 

United Nations Convention on the Rights of the Child. (1989). The UN Convention 

on the rights of the child. Retrieved at 

http://www.midnightbeach.com/jon/UNCRC.htm. 

 

Unsworth, L. (2001). Teaching multiliteracies across the curriculum: Changing 

contexts of text and image in classroom practice. Buckingham: Open 

University. 

 

Unsworth, L. (2002). Changing dimensions of school literacies. Australian Journal of 

Language and Literacy. 25(1), 62-77. 

 



  Reference List 

 

____________________________________________________________________ 

432 

 

Uprichard, E. (2010). Questioning research with children: Discrepancy between 

theory and practice?  Children and Society, 24 (1), 3 – 13. 

 

Van Leeuwen, T. (2005). Introducing social semiotics. London: Routledge, Taylor & 

Francis. 

 

Van Oers, B. (1997). On the narrative nature of young children's iconic 

representations: Some evidence and implications. International Journal of 

Early Years Education, 5(3), 237-245, DOI: 10.1080/0966976970050305. 

 

Vasquez, V. (2005). Resistance, power-tricky and colorless energy.  In J. Marsh, 

(Ed.), Popular culture, new media and digital literacy in early childhood. (pp. 

201 – 217). Oxon: Routledge Falmer, Taylor & Francis. 

 

Vasudevan, L. (2011). Re-imagining pedagogies for multimodal selves. Society for 

the Study of Education, 110(1), 88 – 108. 

 

Veale, A. (2005). Creative methodologies in participatory research with children. In 

S. Greene & D. Hogan (Eds.), Researching children’s experience: Approaches 

and methods. (pp. 253 – 272). London: Sage. 

 

Viacom International Incorporation. (2015). Go Diego, Go! Nick Junior. Retrieved 

from http://www.nickjr.com/go-diego-go/ 

 

Vincent, J. (2006). Children writing: multimodality and assessment in the writing 

classroom.  Literacy. 40(1), 51 – 57. 

 

Vygotsky, L. S. (1997). The collected works of L. S. Vygotsky, Vol. 4: The history of 

the development of higher mental functions. In R. W. Rieber, (Ed.), (M. J. Hall, 

Trans.). (1941). New York: Plenum Press.  

 

Vygotsky, L. S. (2012). Thought and language. (A. Kozulin, Trans.). (1962)  USA: 

The Massachusetts Institute of Technology.  

 

Waller, T., & Bitou, A. (2011). Research with children: Three challenges for 

participatory research in early childhood.  European Early Childhood 

Education Research Journal, 19(1), 5 – 20). 

 

Walsh, M. (2008). Worlds have collided and modes have merged: classroom evidence 

of changed literacy practices.  Literacy. 42(2), 101 – 108. 

 

Walsh, M. (2009). Pedagogic potentials of multimodal literacy. In L. T. W. Hin, & R. 

Subramaniam (Eds.), Handbook of research on new media literacy at the K-12 

level: Issues and challenges. (pp. 32 – 47). US: IG Global. 

 

Walsh, M. (n.d.). Reading visual and multimodal texts: how is ‘reading’ different? 

Retrieved from 

http://www.literacyeducators.com.au/docs/Reading%20multimodal%20texts.pd

f. 

 



  Reference List 

 

____________________________________________________________________ 

433 

 

Walt Disney. (2014). The new adventures of Winnie the Pooh. Retrieved from 

http://www.disney.co.uk/winnie-the-pooh/characters/ 

 

Walt Disney. (2015). Jack and the beanstalk. Retrieved from 

http://search.disney.co.uk/search?o=home&q=jack+and+the+beanstalk 

 

Walt Disney. (2015). Jake and the Never Land pirates.  Retrieved from 

http://www.disney.co.uk/disney-junior/jake-and-the-never-land-

pirates/index.jsp 

 

Warming, H. (2005). Participant observation: a way to learn about children’s 

perspectives In A. Clark, A. T. Kjørholt, & P. Moss (Eds.), Beyond listening: 

Children’s perspectives on early childhood Services. (pp. 51 – 70).  UK: Polity 

Press. 

 

Watson, M. W. & Schwartz, S. N. (2000).  The development of individual styles in 

children’s drawing.  New directions for child and adolescent development,  90, 

49-63. DOI: 10.1002/cd.23220009005. 

 

Weber, S. (2008). Visual images in research.  In J. G. Knowles & A. L. Cole (Eds.), 

Handbook of the arts in qualitative research.  (pp. 41 – 54). London: Sage. 

 

Weinstein, D., & Weinstein, M. A. (1991). Georg Simmel: Sociological flâneur 

bricoleur. Theory, Culture & Society, 8, 151-168. DOI: 

10.1177/026327691008003011. 

 

Whitehead, M. (2010). Language & literacy in the early years 0-7. (4
th

  ed.), London: 

Sage. 

 

Wiles, R., Crow, G., Heath, S., & Charles, V. (2008a). The Management of 

Confidentiality and Anonymity in Social Research.  International Journal of 

Social Research Methodology, 11(5), 417 – 428. DOI: 

10.1080/13645570701622231 

 

Wiles, R., Prosser, J., Bagnoli, A., Clark, A., Davies, K., Holland, S., & Renold, E. 

(2008b).  Visual ethics : Ethical issues in visual research. ESRC National 

Centre for research methods Review Paper. National Centre for Research 

Methods, NCRM/011 Retrieved from 

http://eprints.ncrm.ac.uk/421/1/MethodsReviewPaperNCRM-011.pdf 

 

Williams, M., Dicks, B., Coffey, A. & Mason, B. (n.d.). Methodological issues in 

qualitative data sharing and archiving. Briefing paper 2. Qualitative data 

archiving and reuse: mapping the ethical terrain.  Retrieved from 

http://www.cardiff.ac.uk/socsi/hyper/QUADS/Briefing%20paper%20ethics.pdf 

 

Wilson, B. (1974). The Superheroes of J. C. Holz: Plus an Outline of a Theory of 

Child Art. Art Education, 27(8), 2-9. 

 

Wohlwend, K. (2008). Play as a literacy of possibilities: expanding meanings in 

practices, materials, and spaces. Language Arts. 86(2), 127 – 136. 



  Reference List 

 

____________________________________________________________________ 

434 

 

 

Wohlwend, K. (2009). Early adopters: playing new literacies and pretending new 

technologies in print-centric classrooms. Journal of Early Childhood Literacy. 

9(2), 117 – 140. 

 

Wood, E., & Attfield, J. (2005). Play, learning and the early childhood curriculum.  

(2
nd

 Ed.). London: Paul Chapman. 

 

Wood, E., & Hall, E. (2011). Drawings as spaces for intellectual play. International 

Journal of Early Years Education, 19(3-4), 267-281. 

 

World Health Organisation, (2001).  Declaration of Helsinki, World medication 

association Declaration of Helsinki: Ethical principles for medical research 

Involving Human Subjects.  Bullettin of the World Health Organisation, 79(4), 

373 – 374. Retrieved from 

http://www.who.int/bulletin/archives/79%284%29373.pdf 

 

Wright, S. (2003). Ways of knowing in the arts. In S. Wright (Ed.).  Children, 

meaning-making and the arts. (pp. 1 – 31). Australia: Pearson Education.  

 

Wright, S. (2006). Graphic-narrative play: Authoring through multiple texts.  Paper 

presented at the American Educational Research Association Annual 

Conference, San Francisco. URI: http://hdl.handle.net/10497/3319 Project 

Number: CRP 9/04 SW.  Retrieved 

from:  http://repository.nie.edu.sg/jspui/bitstream/10497/3319/1/CRP9_04SW_

Conf06%28AERA%29_Wright.pdf. Last accessed, 2
nd

 September, 2011.   

 

Wright, S. (2007). Graphic-narrative play: Young children’s authoring through 

drawing and telling.  International Journal of Education and the Arts, 8(8), 1 – 

27. 

 

Wright, S. (2008). Young children’s meaning-making through drawing and ‘telling’: 

Analogies to filmic textual features.  Australian Journal of Early Childhood, 

32(4).  Retrieved from http://www.earlychildhoodaustralia.org.au. 

 

Wright, S. (2010a). Children's meaning-making through graphic-narrative play. Arts-

based research in early childhood education Forum, (11
th

 May, 2010). Unesco – 

National Institute of Education, Singapore: Centre for arts research in 

Education. Retrieved from http://www.unesco-care.nie.edu.sg/events/arts-

based-research-early-childhood-education.   

 

Wright, S. (2010b). Understanding creativity in early childhood: meaning-making 

and children’s drawings. London: Sage. 

 

Wright, S. (2011). Meaning, mediation and mythology.  In D. Faulkner & E. Coates 

(Eds.), Exploring children’s creative narratives. (pp. 157-176). London: 

Routledge Taylor & Francis. 

 

 



  Reference List 

 

____________________________________________________________________ 

435 

 

Wright, S. (n.d.). Graphic-narrative play: Authoring through multiple texts. 

Singapore National Institute of Education, Centre for Research in Pedagogy and 

Practice.  Retrieved from: 

http://repository.nie.edu.sg/jspui/bitstream/10497/3319/1/CRP9_04SW_Conf06

%28AERA%29_Wright.pdf 

 

Yamada-Rice, D. (2010). Beyond words: An enquiry into children’s home visual 

communication practices. Journal of Early Childhood Literacy, 10(3), 341–363. 

 

Yamada-Rice, D. (2013). The semiotic landscape and three-year-olds’ emerging 

understanding of multimodal communication practices.  Journal of Early 

Childhood Research, 11(1), 1-31. DOI: 10.1177/1476718X12463913 

 

Yelland, N., Lee, L., O'Rourke, M., & Harrison C. (2008). Rethinking learning in 

early childhood. England: Open University.  

 

Yin, R. K. (1993). Applications of case study research. Newbury Park, CA: Sage 

Publishing. 

 

Yin, R. K. (2009). Case study research: Design and methods. (4
th

 Ed.), London: 

Sage. 

 

Yin, R. K. (2014). Case study research: Design and methods. (5
th

 Ed.) London: Sage. 

 

Zweifel, C., & Van Wezemale, J.(2012). Drawing as a qualitative research tool: An 

approach to field work from a social complexity perspective.  Drawing 

Knowledge.  Retrieved from 

www.lboro.ac.uk/departments/sota/tracey/tracey@lboro.ac.uk 

 

 



 

 

 

 

 

 

 

 

 

 

 

 

_______________________________ 

Appendices 
 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 



 

 

 

 

 

 

 

 

 

 

 

 

_______________________________ 

Appendix 1 
 

 

 

 

 

 

 

 

 

 

 

 



 

  Appendix 1 

 

____________________________________________________________________ 

438 

 

Appendix 1 

Luke’s profile 

Luke, was outspoken, assertive and extrovert, albeit shy at times.  He was the second-

born of three boys. Luke was four years six months old, his older brother Matthias 

was nine years old, while his younger brother Jacob was three years old at the time of 

the study.   The three siblings got on really well together.  Jacob attended the same 

school as Luke, and Matthias attended an all-boys’ school, where eventually, the 

younger siblings would follow.  Together with their parents, they lived in a relatively 

large, well-furnished, terraced house in a different, but close town from the school.  

The house enjoyed a formal sitting room, a playroom for the boys and a living area 

comprising of a big kitchen and adjoining dining and lounge room, with bedrooms 

upstairs.  While organised, the house appeared to be child-friendly and lived in.  The 

kitchen fridge was adorned with the children’s drawings and photographs.   A tricycle 

and a pushchair lay underneath the main stairs while the playroom was left open with 

an array of toys ready to be played with.   Similar to reports from Marsh’s (2002) 

study, the living area, established the children’s space to entertain themselves, where 

they ate, read, watched television or played with the Nintendo Wii.  The latter 

appeared to be enjoyed and played by all family members, with tennis, sword fights 

and basketball games being Luke’s favourite Wii games.  Alternatively they played 

with toys they brought from the playroom or used the sofa as play equipment to jump 

on and from.  This acceptance for freedom of movement and tolerance for the 

children to take over the living area as a play space even if they had a designated 

playroom, without undue pressure to tidy away their toys was evident throughout the 

house.   

 

Both of Luke’s parents worked as pharmacists.  The mother was also in-charge of the 

daily house routines and of taking the children to and from school and extra-

curricular activities.  The parents also found considerable support from their extended 

family, with whom they enjoyed a close bond.  The father seemed to work longer 

hours, but both parents were present in the children’s life, where they regularly spent 

time, helped, and played with them.  Luke had a very close and affectionate bond 

with his mother, with whom he frequently demonstrated his soft, caring, tender self.   
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He regarded her as his role model, a person to simultaneously emulate, pamper and 

protect.  Luke’s relationship with his father was somewhat contrasting where he 

adopted a competitive rapport, while concurrently acted in complicity and reciprocity 

with him.  At the time of the study, Luke’s mother underwent surgery: it was an 

episode which created due tension and concern, and which influenced Luke 

considerably.  During that week, Luke was nervous, tense and worried: feelings 

which he manifested in class and at home through his restlessness, inability to focus, 

his temperamental interaction with others as well as in his lack of interest in drawing.   

 

Luke was described by both his mother and KGA as inquisitive, energetic, and 

dynamic.  He was constantly engaged in an activity, moving from one thing to 

another, and liked to be in control of the situation.  His father considered Luke as 

intelligent and witty, who knew how to manipulate situations to his own advantage. 

In my view, Luke was a good communicator, very outspoken, who displayed an 

assertive and extrovert character; attributes which were abetted by his fluency in both 

Maltese and English languages. His outgoing and humorous personality, where he 

cracked jokes, teased his friends, and narrated dramatic stories, helped him assume 

“interactional control” (Dyson, 1993b, p.72), over his peers in a light-hearted way, 

and earned him popularity, respectful attention and friendship.  

 

Both at home and at school, Luke liked to play with all types of construction material.   

His choices of toys frequently rested on fast moving cars, motorcycles and guns. He 

also enjoyed singing songs, and it was quite common to hear him hum or sing in an 

undertone.   He loved exploring outdoor play spaces where he could engage in 

physical play with his siblings.  Once a week he attended an extra-curricular sport 

program where he participated in different sport activities.  He had a passion for 

adventure, action, destruction, power and victory, that was reflected in his dramatic 

play, as well as in his drawings, interests which Golomb (2004, 1974) and Wood and 

Hall (2011) noted as being commonly appealing to boys.  This interest in warfare and 

aggression was likely influenced by his swordfights play on the Wii and by watching 

superhero films such as Iron Man and Buzz Light Year of the Toy Story series, with 

his favourite character being Ben Ten.  Like children in Dyson’s (1996) study, Luke 

liked Ben Ten because he experienced a sense of affinity and identification with him.  
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Like Ben Ten, he enjoyed the attention of others and had a feisty character which 

sometimes verged on the arrogance.  This was balanced with positive qualities, 

manifested through his smartness, good-hearted character and a sincere wish to help 

others.      

 

Both parents took it as their responsibility to video-record Luke, even if these were 

outnumbered by the mother.   Sometimes, Luke drew alone, while his brothers were 

away at different extra-curricular activities; at other times, one or both brothers were 

present.  On such occasions, all three brothers would be in the living area where 

Matthias would probably be doing his homework, and Jacob would want to draw like 

Luke, using his same material and be video-recorded as well.  Combined with Luke’s 

teasing, the observation sessions were sometimes a task for either parent to equally 

share the attention between the three siblings.  Luke was rarely eager to draw and 

sometimes he appeared clueless as what to draw. While he enjoyed experimenting 

with new drawing material, he seemed to prefer to engage in more active pursuits.  

This meant that occasionally he needed to be prompted by his parents to draw.  It was 

apparent that while the father’s occasional involvement in Luke’s drawing and play 

processes was exemplified by direct involvement such as habitually playing Wii
©
 

swordfights with him or questioning him about the subject of his drawing, it was the 

mother who through her introduction and modelling of “functional graphical 

behaviours”  (Anning, 1999, p. 164), and the organisation of the home space, routines 

and time, created a conducive environment that inspired Luke to use drawing as a 

socio-cultural activity and a meaning-making process (Anning, 2002). Valuing 

drawing as a way for Luke to communicate his understandings and as a process of 

learning and development (Wood & Hall, 2011), the mother “tuned in” (Ring, 2006, 

p.74) to his interests, requests and activities.  Using a playful tone, she constantly 

encouraged her son to communicate his thoughts and to try new drawing skills.  She 

also supported his narratives which emanated from his drawings, even if at times, she 

struggled to understand his trail of thought and sense-making.  Somewhat in contrast, 

when Luke asked his mother to make use of the various resources provided, which 

admittedly some were a bit messy, she limited their utilisation; an action, likely 

compelled by the need to keep the activity under control, especially when all three 

brothers were present.  This, somehow constrained the prerequisite for Luke to use a  
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variety of modes at home to enable him to create connections and make meaning, as 

home-scenario also predicted by Kress (1997).    
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Appendix 2 

Thea’s profile 

Thea was the younger of two siblings.  She was four years, three months old, while 

her sister Erica, was six.  They lived in a comfortable and spacious, first-floor 

apartment with their parents.  Aunts and uncles on the mother’s side lived in 

adjoining residences.  Located in a small, quiet, rural hamlet, outside the main town, 

the apartment was situated in a cul-de-sac with limited access to traffic and 

overlooking an unspoilt valley.  Every day, Thea took the transport to school, which 

was a mere ten minutes’ drive away.  The apartment, which was warm and 

welcoming, looked very well-organised and neat.  The well-equipped kitchen, with a 

big table in the middle and a television on one side, was used as the family room.  A 

well-maintained fish tank with shrimps and small fish, situated by the kitchen door, 

was a shared family pursuit.  The kitchen area was regarded by the family as a “site 

for ritual performance and the family’s social practices” (Marsh, 2005, p.42), where 

they spent considerable time together.  During the video-recordings, irrespective of 

whether I was present or not, the television was always switched off, except when it 

was time for the local news, which was a must for the father to watch.  Thea and 

Erica shared a bedroom and a separate play room which was the children’s contained 

space to entertain themselves.  

 

Thea was described by her mother as being very caring, affectionate and sensitive. 

While she had a good sense of humour, she was also short-tempered and did not like 

being laughed at.   The mother also described Thea as very creative, in that, she liked 

dancing, acting and painting.   Thea seemed very outgoing, jolly and funny, a child 

who loved to act, joke and make others laugh. She had a love for nature where she 

enjoyed playing outside and loved animals. The KGA portrayed Thea as “a very 

smart child, versatile and precise in her work … a good leader and communicator 

with an unassuming attitude” (Miss Anna, 26
th

 January, 2012). Thea seemed to love 

learning; at school she seemed confident and perhaps even somewhat superior to her 

peers; however she used this in a subtle way by eagerly sharing what she knew with 

her friends without dominating them.  This feeling of superiority could either be 

because she had more letter and number recognition than most of her peers,
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something which was valued at school, or because  a couple of months prior to the 

study, her mother, spent one of her Teaching Practices as a student-teacher in the 

class next door.   Thea was also very organised; a trait she very likely acquired from 

her mother. Thea had an unexplainable fear of witches, which emerged in several of 

her drawings.   

 

At the time of the study, Thea’s mother was following a part-time, undergraduate 

course.  For four to five times a week, when the mother had lectures in the evening, 

she drove Thea and Erica to their grandparents’ house to stay with them until their 

father picked them up after work.  Paying a quick visit to his parents, the father then 

headed home together with the children to cook for the family and settle them for the 

day. Thus, the family tasks were shared by both parents in a complementary way.    

On the other evening, when the mother did not have lectures, the parental 

grandparents visited and had supper with the family.  Thea and Erica were their only 

grandchildren and this explains the attention and time they spent doting on them.  

Whereas, like in many households it was the mother who established the home’s 

main “routines, rites and rituals as she organised the pattern of the day” (Ring, 2006, 

p.82), in her absence, it was the father or the grandparents who established the 

evening practices.   Using Anning’s (2003) words, I observed a “strong sense of inter-

and cross-generational support within the extended family” (p.15), where the adults, 

including the grandparents, were in-sync, supporting and balancing each other to 

provide a harmonious, affectionate and calm family environment for the children.  

Whereas the children had an understandable close and strong bond with the parental 

grandparents this did not appear to be the case with the maternal grandfather.  The 

maternal grandmother had passed away several years prior, while the grandfather 

seemed to lead a solitary lifestyle albeit in close proximity of his children; however, 

the relationship between him and Thea’s family did not appear as close.  

 

The mother adopted a relatively business-like approach with Erica, the elder sister, 

when it came to helping her with her homework.  She regularly gave her extra written 

work and frequently directed their conversations towards letter sounding and spelling, 

which Thea frequently listened to.  Contrastingly, one of the mother’s past-times, was 

to engage in artistic and creative activities, an interest which she encouraged her  
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children to follow.  She accepted and saw the need for her children to engage in what 

Pahl (1999b), describes as, “purposeful mess” (p.104).  She provided copious open-

ended art resources readily available and accessible in a neat and organised way, 

where the children could cut, draw and glue on their own.  Both siblings were very 

able at using such resources in a flexible and creative manner, mirroring the fact that 

they were allowed to use these materials regularly.  The “mess” was however, 

confined to the kitchen table and frequently contained by a plastic sheet.   

 

Thea’s father was a bank manager.  He was articulate, knowledgeable and very 

composed.  Thea had a strong bond with her father and shared many commonalities: 

they both liked fish, like him she liked technical things, and was passionate about his 

favourite TV show, “The world's strongest man” (IMG, 2014).  It came as no surprise 

that her father featured in many of her drawings.   Half-way through the study, Thea’s 

father went abroad on a business trip, an episode which highly influenced her, both 

emotionally and cognitively, urging her to draw different aeroplanes.  Thea also 

appeared to have a good relationship with her sister Erica, albeit at times complaining 

of her as being domineering.  

 

Both parents and the paternal grandparents were involved in the study and took 

shared responsibility in video-recording Thea while drawing.  Most frequently, Thea 

drew at the kitchen table.  Sometimes she drew on her own; at other times she drew in 

the presence of either parents or grandparents, or in the company of her sister when 

she happened to be at home.   Thea was, in my view, an independent and determined 

child. Most of the times she drew silently, engaged in her work, talking only to 

communicate her intention rather than to seek advice.  She also had a sense of 

drawing for an audience, and was all the time aware that she was drawing for “others 

in the video-camera” (Thea, 20
th

 February, 2012).  At times, she sought to explain 

and involve the viewer about how and what she was going to draw, “I am talking to 

the people in the camera, who are watching me” (Thea, 20
th

 February, 2012).  On 

such occasions she intermittently stopped drawing to show her progress to the 

camera; a finding also noted by Coates (2002) with one of her participants. When 

Thea was in the presence of either one of her parents, they frequently busied 
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themselves with attending to other things around the house, while keeping an eye on 

her and suggesting and prompting  

 

accordingly.  Whereas the father adopted a more relaxed and supportive approach in 

relation to her activities, where he encouraged creativity, independence and self-

expression, the mother was keener to ask what, why and how Thea was drawing and 

to link her answers to content knowledge, letter and number recognition.  As Anning 

(1999) claims, this emphasis on academic content might have reflected the mother’s 

philosophy, of adopting the role of the more knowledgeable one, while 

simultaneously, communicating that letters and numbers were of a higher status than 

the medium of drawing. Concurrently, the mother frequently discussed the drawings 

with Thea, shared ideas, suggested the topic, tried to predict the outcome, or modelled 

how to draw a particular object; traits, which, as recognised by Pahl (1999b), are 

values embraced by some parents.  Sometimes this interfered with Thea’s planning, 

perception, and meaning-making and generated hints of perfectionism.  

Concomitantly, the mother encouraged and supported Thea’s endeavours and 

narratives that enabled her to voice her connections in her thinking, answered her 

questions in a humorous way, valued her drawings and encouraged her to coalesce 

and try new material and skills in a process where she fostered a positive disposition 

towards visual and creative representation.  
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Appendix 3 

Bertly’s profile 

Bertly was the younger of two siblings.  He was four years, five months old at the 

beginning of the study, while his sister Jael was six years.  They both attended the 

same school, which was a walking distance from their home.  The central, entrance 

area of their first-floor apartment, which was used by the family as a combination of a 

kitchen-dining-living room, appeared a bit crammed but organised.  Similar to reports 

from Marsh’s (2002) study, the use of the living area, that included the space around 

the television, was evidently established as the children’s space to entertain 

themselves where they watched television programmes and DVDs, store their toys 

and books, as well as draw, play and eat.  Both a television and a laptop situated in 

the same area were switched on for a good part of the afternoon when the siblings 

were home from school.  

 

According to his mother, Bertly was a very sensitive, shy and withdrawn child.  She 

also described him as very organised and possessive.   He took his time to do things 

and to get to know people.  This corresponds with the way teacher described him, as 

a, “reserved child who becomes very self-conscious when given special attention … 

It takes him a while to trust and become confident” (Miss Anna, 26
th

 January, 2012).  

I experienced this first-hand as it took me quite some weeks to build a friendship with 

Bertly and sufficiently gain his trust so that he would talk about his drawings; 

something he seemed to find challenging.  Bertly did not seem to have a best friend at 

school and he did not talk or interact much with his peers, especially the boisterous 

ones.  He was often silent and seemed to feel out of place in the chaotic and noisy 

class environment.  His demeanor at school contrasted considerably with that at home 

where he was very outspoken and ‘bubbly’.  In the peaceful home environment, 

Bertly seemed to feel more accepted, and could function better.  

 

At home and at school, Bertly liked to play with construction toys, play dough and 

dramatic play.  His pastimes included riding his bicycle, going to the playground, 

playing computer games and watching cartoons on television.  Disney’s Pinocchio, 

Metro-Goldwyn Mayer’s Pink Panther and BBC’s Fireman Sam were amongst his 

favourites media characters.  Bertly spent a considerable amount of time watching 
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television programmes or videos, or playing at the computer everyday.  He was very 

able at switching on the video-recorder and the television and change channels.  He 

also knew how to switch on the computer, access the internet, find his way around 

new gadgets and download video-clips from his favourite cartoon films.   This made 

me perceive Bertly as IT savvy. 

 

At the beginning of the study both his mother and Miss Anna, the classroom teacher, 

said that Bertly did not like to draw.    When he drew, his drawings were dominated 

by mark-making, with him saying that, “I don’t know how to draw.  I only know how 

to scribble” (16
th

 February, 2012)    His mother explained that this was due to his lack 

of self-confidence in drawing that resulted from a negative experience the previous 

year.  The previous year’s Kindergarten Assistant labelled him as “unable to draw” 

and “as only knowing how to scribble” (Mother, 9
th

 February, 2012),  phrases which 

she repeatedly said in front of his peers and which some still repeated at the time of 

the study.  Observing Bertly, I wondered if he took this study as a challenge, to prove 

to himself and others that he could draw.  During the development of the study, I saw 

his self-esteem and confidence levels increase.  He seemed to believe that his 

drawings were good and worthy of an adult’s attention and observation.    His voice 

could be heard more in class.  When the other children teased him about his 

scribbling, he stood up and refused to call it thus.   

 

Bertly had a very close bond with his mother and sister, where they spent a lot of time 

together watching television, visiting relatives, shopping, going to the playground, 

and public gardens.  His mother dedicated all her time taking care of the house and 

the children.  She organised the space and time in the home, exerting her control over 

the availability and turn-taking of watching the television and the use of a laptop 

between Bertly and his sister. As is argued by Ring (2006), the mother’s organisation 

of the daily routines, rites and rituals, her interests in their endeavours, and the time 

she dedicated to answering their questions and positively encouraging them, 

supported the children in their activities.  The mother actively involved herself in the 

school’s Parents-Teachers-Association and helped with the school’s extra-curricular 

activities.  She was very much present in her children’s life.  Bertly’s father was a 

construction worker.   Due to his long hours at work, the father was not constantly 

present in Bertly’s life, with the consequence that sometimes the bond between them 
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suffered.  The father liked to spend his week-ends at his field, which  Bertly loved 

and frequently visited to play and see his pet rabbit, Max.  Bertly also seemed to have 

a high regard for his sister who was warm, caring, protective and nurturing towards 

him.  They were accomplices in play and in each other’s endeavours, where they 

shared ideas, thoughts, and skills.  Bertly also had a close relationship with his 

extended family, where his uncles played an important role in his life as did the 

maternal grandmother whom he visited frequently.   

 

The mother and Jael helped Bertly with the video-recording of the study.  While 

Bertly drew at the kitchen table, both his mother and his sister were almost always 

close by his side, coaching him and actively interacting with him.  There was 

remarkable reciprocity in their interactions, which Bertly did not find at school.  He 

frequently asked for his mother’s advice when he was drawing and sometimes he 

even asked her to draw things for him.  Both his mother and his sister, who 

encouraged realistic drawings influenced Bertly in what and how to draw.  Such 

response from parents and other family members who model drawing behaviour 

emerges in other studies by Anning, (2002, 1999). While this showed the high regard 

Bertly had towards his mother, it sometimes also showed elements of dependency, or 

what Dweck (1986) defines as “challenge avoidance … low persistence … [or] 

helpless orientation” (p. 1040).     
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Appendix 4 

Personal Data Sheet 

  

                   Personal Data Sheet 
 

Name & Surname of Child: __________________________________ 

 

Date of birth:                     __________________________________ 

 

Parents’/guardians’ names:__________________________________ 

 

Other family members:     ___________________________________ 

 

                                          ___________________________________ 

 

                                          ___________________________________ 

 

Address:           ________________________________________ 

 

                                 ________________________________________ 

 

                                ________________________________________ 

 

    Telephone No:         ________________________________________ 

 

Mobile No:  ________________________________________ 

 

E-mail address:       ________________________________________ 
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Appendix 5 

Project Information Sheet (to parents pg 1/2) 

 

Project Information Sheet 

 

Getting to know your child  

 
  

Dear parents,  
An important part of the study is to learn about the influences that can affect your 

child’s drawings.  Therefore, I would be very grateful if you can complete this form 

to help me get to know your child and your family better.  Please leave sections blank 

where they are not relevant.  

About your Child 

Name:         ________________________________________________ 

 

Date of birth: ________________________________________________ 

 

Interests, hobbies, dis/likes: ____________________________________________ 

 

_______________________________________________________________________ 

 

_______________________________________________________________________ 

 

Describe your child: ____________________________________________________ 

 

_______________________________________________________________________ 

 

____________________________________________________________________ 
 

About his/her siblings  
Brothers:                        _______________________   __________________ 
 

Age:                            ________________________     ___________________ 

 

Interests, hobbies, dis/likes:  _______________________ ___________________ 
 
 _____________________________________________________________________ 
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Project Information Sheet (to parents pg 2/2) 

 

 

 

About his/her siblings  
Sister/s:    ______________________     _____________________ 

 

Age:     ______________________     _____________________ 

 

Interests, hobbies, dis/likes: ___________________________________________ 

 

____________________________________________________________________ 

 
_______________________________________________________________________ 

 

About parents  

Mother’s Occupation:___________________________________________________ 

 

Interests, hobbies:______________________________________________________ 

 

____________________________________________________________________ 

 

Father’s Occupation:____________________________________________________ 

 

Interests, hobbies:______________________________________________________ 

 

____________________________________________________________________ 
 

Other family members  

Family member:_______________________________________________________ 

 

Interests, hobbies:  _______________________________________________________ 

 
_______________________________________________________________________ 

Pets 

Name/s:            ________________________     _____________________ 

Type/s: ________________________    ______________________ 
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Project Information Sheet (to teacher pg 1/2) 

Project Information Sheet 

Getting to know the child  

Dear teacher,  

An important part of the study is to learn about the influences that can affect a child’s 

drawings.  Therefore, I would be very grateful if you can complete this form to help 

me get to know the child better.  Please leave sections blank where they are not 

relevant.  

 

About the Child 
Name:  __________________________________________ 

 

Interests, hobbies, dis/likes:  __________________________________________ 

 

____________________________________________________________________ 

 

____________________________________________________________________ 

 

Describe the child: __________________________________________ 

 

_______________________________________________________________________ 

 

_______________________________________________________________________ 

 

About his friends    

Friend’s name:  _______________________________________      

 

Interests, hobbies, dis/likes: __________________________________________ 
 
_______________________________________________________________________ 
 
_______________________________________________________________________ 
 

_______________________________________________________________________ 

 

_________________________________________________________________ 
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About his friends   

Friend’s name:           _____________________________      

 

Interests, hobbies, dis/likes:    _______________________________________ 

 

_______________________________________________________________ 

 

_______________________________________________________________ 

 

_______________________________________________________________ 

 

_______________________________________________________________ 

 

About his friends    

 

 

Project Information Sheet (to teacher pg 2/2) 

 

 

  

 

 

 

 

 

 

 

Friend’s name:           _____________________________      

 

Interests, hobbies, dis/likes:    _______________________________________ 

 

_______________________________________________________________ 

 

_______________________________________________________________ 

 

_______________________________________________________________ 

 

_______________________________________________________________ 

 

About his friends 

Friend’s name:           _____________________________      

 

Interests, hobbies, dis/likes:    _______________________________________ 

 

_______________________________________________________________ 

 

_______________________________________________________________ 

 

_______________________________________________________________ 

 

_______________________________________________________________ 
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Appendix 6 

Research diary Sample 
 

Week 5 Main study 

School visits: Monday 12th, Thursday 15th, Friday 16th 

Classroom environment 

Space or the lack of it is an important factor in local classrooms.  Classrooms are 

relatively small and this hinders the type of activities that occur.  For example, the 

drawing area which I created could take only between 2 - 4 children depending also 

on the space provided by the KGA.  This was limiting.  Frequently, I had to refuse 

children to draw and direct them to another activity.  For example, on Monday, 

Bertly wanted to draw but there was not enough space in the drawing area.  So I 

asked him to come later.  When there was some space available later on, he did not 

want to draw.  In my opinion, this was an opportunity lost.  This is simply against 

my principles.  At times, I was so desperate to provide children with the space to 

draw when they wanted that I suggested that they sit at one of the main three 

tables, which were not being used; but this was against the normal classroom 

practice.  Some children wanted to draw so much, that they decided to draw during 

their break time.  They finished eating their lunch quickly so that they would have 

time to draw when there was no-one at the drawing area.  This was encouraging 

and sad at the same time.  Encouraging because it was good to see children wanting 

to draw so much that they made time for it; at the same time it was sad to observe 

that there was not enough space and opportunities for children to follow their 

interests so they had to make time.   I believe that a class should be spacious enough 

and offer enough experiences for children to do wherever their interests take them.   

Besides, the academics are still seen as very important.  Activities that focus on the 

learning of numbers, shapes and letters (by rote) still dominate the day.   
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Luke and Bertly did not feel like drawing this week; they preferred to play in the 

role play area and use the computer.  Of course I did not force them to draw and 

allowed them to follow their interests.   I consider role-play as an experience which 

children should be exposed to as much as possible.  It is another mode which children 

use to communicate.  So how could I refuse when it is something I believe in? 

 

Time is another factor which I am struggling with.  This goes hand in hand with the 

methodology being used in class. The KGA presents children with a similar format 

of activities, where every week she introduces a letter a week, a (flat or 3D) shape a 

week, new vocabulary, two numbers, and a series of structured ‘art’ activities where 

children are asked to follow instructions to create a predetermined end product.  She 

calls a small group of children (5/6 children at a time) and conducts the activity 

with them.  The other children are expected to play at the centres.  This would have 

been acceptable if children were provided with an array of resources and interesting 

material to experiment with.  Moreover, the structured activity took only 10 

minutes where other children are then called to the table.  They are expected to stop 

their play and join the KGA.  This happened even to the children in the drawing 

area.  For example, one day, Bertly was drawing a picture which he wanted to 

continue after he was called.  But when he came back (after 10mins of activity with 

the KGA and an hour of break) he simply forgot what it was about.  Meaning was 

lost.  And he did not want to continue drawing or talk about it.   

 

Home environment 

 The experiences at the homes are more positive.  My visits are also helping me to 

empathise more with parents in understanding the frustrations and level of juggling 

they have to do every day.  I am developing a close bond with the parents.  Parents 

are very trustworthy people.  They trust us educators.  And at times I feel that they 

consider me as almost family – where they share their daily concerns and joys with 

me, something which I fully appreciate and value.  For example, Luke’s mother 

shall undergo surgery soon. She is very concerned about it and the toll it was going 
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to have on the family … and then I visit such a house to collect data! And all of a 

sudden my data collection, which is very important for me, looks very irrelevant, 

almost ridiculous when compared to this family’s concern.  During this week, Thea’s 

mother too had a lot to juggle with.  The father went abroad for work, which meant 

that she had to tend to the family’s needs on her own.    With all this happening, 

the mother had limited time to encourage the child to draw.   Thea’s family also 

shared the good news that her cousin was coming back from England after several 

months for medication.  It was a bit of good news which the family shared with me.  

And I felt honoured, really, that they did.  Getting to know the families and their 

everyday experiences helped me with understanding the children’s contexts, the 

family’s dynamics and what the children were experiencing, which frequently 

influenced and emerged in their drawings. 

 

Unpredictable events 

Fieldwork will not go as planned.  It is never a straightforward process.  It is 

challenging and unpredictable; where every episode, every incident becomes part of 

the story.  This is what I am learning from this process.  This week Bertly got sick 

and did not go to school. Initially I was going to panic, afraid that I will not be 

able to finalise my research on time.  But then I decided that I could always extend 

the duration of my study. S episodes are teaching me to be flexible and not rigid, to 

be humane and not theoretical, to be practical and not impractical.  At the end I am 

understanding that this is the story of my children, the story of my study … this is 

the story which makes my study unique, the story which makes my study 

irreproducible.  This is the story I have to write, about real children, real parents, 

real life that will make me study real.  This is my study.  This is the story I have to 

tell.  I have to be as truthful and as honest as I can while respecting the people in it 

and the trust they endowed me with. 
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Appendix 7 

Record Sheet: Pilot study 
 

Introducing the data collection process to parents 
 

Dear parents, 

I am interested to learn about how your child makes sense of the world around 

him through his drawings.  Therefore, together with your son I would like to 

ask you to collect and take note of his drawings.  It would be great if you can 

also manage to video-record the drawing activity on the flip-camera provided.  

Some things to remember: 

 You are to collect a minimum of 2 and a maximum of 5 drawings per 

week. 

 Your child can draw on the drawing paper provided or on any other type of 

paper. 

 Your child can draw anything he likes using the material provided but he is 

also encouraged to use any other material found at home (ex, recycled 

material, buttons, stickers, etc.).  He can draw, mark, ‘write’, cut, glue, 

paste, etc. on the same paper. 

 If your child draws a picture or a card which he would like to give to 

someone else, I would appreciate if you video-record or take a photo of 

that drawing. 

 I would appreciate if you can help your child video-record the drawing 

process.  Please take extra care to put the video-camera facing the child to 

capture his face and the drawing process (as shown during my visit).  

  Please video-tape the final picture.  

  If you do not manage to video-record the drawing, I would appreciate if 

you take note (on the provided attached sheet). 

 

  Thank You!  
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Record Sheet of the child’s drawing: Pilot Study 
(to be filled by parents when the drawing is NOT video-recorded) 

 

Name:   __________________  Date: ___________________ 

Duration:  __________________ 

Other people involved: ______________________________ 

Who initiated the drawing?___________________________ 

What materials / resources did your son use? 

_________________________________________________ 

After the child finishes the drawing ask him to describe what he drew:  

____________________________________________

____________________________________________

____________________________________________

____________________________________________

____________________________________________

____________________________________________

____________________________________________

____________________________________________

____________________________________________

____________________________________________

____________________________________________

____________________________________________

____________________________________________

____________________________________________

____________________________________________

____________________________________________ 
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Introducing the data collection process to the KGA: 

Pilot Study 

I am interested to learn how young children make sense of the world around 

them through their drawings.  Together with one child in your class, who was 

chosen to participate in this pilot study, I would like to ask you to collect and 

take note of his drawings in the display book provided.  It would be great if 

you also manage to video-record the drawing activity on the flip-camera 

provided.  Some things to remember: 

 

 You are to collect a minimum of 2 and a maximum of 5 drawings per 

week. 

 The child can draw on the drawing paper provided or on any other type of 

paper. 

 The child can draw anything he likes using the material provided but he is 

also encouraged to use any other material found at school (ex, recycled 

material, buttons, stickers, etc.).  He can draw, mark, ‘write’, cut, glue, 

paste, etc. on the same paper. 

 If the child draws a picture or a card which he would like to give to 

someone else, I would appreciate if you video-record or take a photo of 

that drawing. 

 I would appreciate if you could help the child video-record the drawing 

process.  Please take extra care to put the video-camera facing the child to 

capture his face and the drawing process (as shown during my visit).  

  Please video-tape the final picture.  

  If you do not manage to video-record the drawing, I would appreciate if 

you take note (on the provided attached sheet). 

 

                    Thank You!  
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Record Sheet of the child’s drawing: Pilot Study 
(to be filled by KGA) 

 

Name:     ________________   Date:     _______________ 

Location:  ________________   Duration:     _________________ 

Observed by:    ___________________Video-recorded:  Yes    No 

  

Other people involved:            

___________________________________________________________  

What was the child doing before drawing? 

___________________________________________________________ 

Who initiated the drawing?_____________________________________ 

What led to the drawing?   _____________________________________ 

What did the child do after drawing? 

___________________________________________________________ 

Theme of the Week:__________________________________________ 

Materials / resources used by the child:  __________________________ 

___________________________________________________________ 

After the child finishes the drawing ask him to describe what he drew. 

Please write in short the child’s narration:   

___________________________________________________________

___________________________________________________________

___________________________________________________________

___________________________________________________________

___________________________________________________________

___________________________________________________________

___________________________________________________________

___________________________________________________________

___________________________________________________________ 
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Appendix 9 

Research Project Information Letter: Head of School 

 

   

 

           

          

           

 

           

         

           

 

        12
th

 May, 2011 

 

 

Dear  , 

 

I am currently reading for a PhD degree in early childhood education at the 

University of Sheffield under the supervision of Professor Cathy Nutbrown. My 

studies are funded by the Malta Government Scholarship Scheme (MGSS) and 

the University of Malta. 

 

As part of my studies I have to conduct a research project where, I will be 

investigating three young children’s meaning-making experiences in one local 

kindergarten class.  The title of my thesis is: ‘Listening to children: Investigating 

young children’s drawings’. I would like to carry my study at your school during the 

scholastic year October 2011 – June 2012.   

 

My research study, will involve a multi-method approach of data collection.  Through 

a case-study approach, which will mainly be carried over the second term of the 

scholastic year, I intend to observe three children from the same class, during their 

daily learning experiences both at home and at school.  The children will be chosen in 
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Appendix 10 

Research Project Information Letter: 

Classroom Kindergarten Assistant 
 

Research Project Title 

Listening to children: Exploring young children’s drawings  

20
th

 June, 2011 

Dear  , 

First of all I would like to thank you for considering taking part in this project.  I 

understand that the head of school has talked to you about my research study.   She 

suggested that we get in contact to further discuss my study project. 

I am currently doing a research degree at the University of Sheffield in the UK.  

As part of my studies I will be carrying a research project which involves 

children. The study will focus on children’s drawings as a form of meaning-

making. The Head of School has agreed to take part in this project, which is 

funded by the Malta Government Scholarship Scheme and the University of 

Malta. At the end of the project I will be submitting a write-up of my findings.  

The purpose of the project  

Through my project, I am interested to learn how young children make and 

communicate their meanings through their drawings at home and at school.  

Moreover, I am also interested in how significant others, events and the context affect 

what and how children draw. This will help me to obtain better understanding of how 

young children use drawing to make connections between the home and school 

environments to create new meanings.   The purpose of collecting drawings both from 

the home and the school is to analyse if there are any similarities or differences 

between the two.  

 

Through this study I aim to: 

 give ‘voice’ to children and listen to their perspectives through their drawings; 

 use a participatory approach to involve children as important informants;   
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 identify what modes children use to create their drawings and communicate 

their meanings 

 explore what themes children communicate through their home-school 

drawings 

 analyse what influences children’s drawings in the contexts of the home and 

in school and the interplay between the two settings; 

 

Invitation to take part in a research project 

You are being invited to take part in this research project. Before you decide it is 

important for you to understand why the research is being done and what it will 

involve. Please take time to read the following information carefully and discuss 

it with the Head of School if you wish. Feel free to ask me any questions if there 

is anything that is not clear or if you would like more information. Take time to 

decide whether or not you wish to take part.  

 

Why have you been chosen? 

Your school and class will be the only one taking part in this project.  The Head of 

School has agreed that the school will be involved.  You were suggested by the Head 

of School to participate in this project.  The main reasons for such a choice rested on 

the enthusiasm and positive attitude you show towards teaching and learning.   

 

Participation in the project 

Participation in the research is entirely voluntary and therefore, the final decision 

whether or not to take part is entirely yours.  If you decide to take part you will be 

asked to sign the attached consent form.  The consent form will be then presented to 

the Ethics Review Panel to ensure that necessary ethical procedures have been 

observed.  You can always withdraw from the project at any time.  This will not, in 

any way, affect any of your benefits or entitlements.   

 

Your role in the research project  

The study will be carried through a case-study approach conducted with three, 4-year 

old children from your class, who will be chosen in consultation with the school 

administration.  Late in the first term (around December, 2011), I would like to 

visit your class roughly a few times to get to know the other children and learn 



   Appendix 10 

___________________________________________________________________ 

476 

 

more about the daily routine.  In the second term between January and April, 

2012, the actual study will take place where I will visit your classroom once a 

week to observe and record the three children during their drawing activities at 

school. On my first visit I would like to ask the three children to separately take 

photographs of objects they like in the class (a V-tech digital camera will be 

provided).  The aim of such photographs is to get to know the three children and 

their interests.  During my weekly visits at school I will:  

 Ask the three children to take photographs of objects they like (this will 

occur only in the first session);   

 Observe and video-record the three children while drawing; 

 Take photographs/scan copies of the three children’s drawings; 

 Audio record conversations I have with the three children; 

 Audio record conversations with you. 

 

Together with the children, you will be the main data collector when I am not present 

in class. I will provide you with a Flip (video) camera and the necessary training to 

use it prior to the commencement of the study.   

Your role includes: 

 Collecting the three children’s drawings in a provided Display Folder, one 

for each child; 

 Video-recording the three children while drawing; 

 Holding and audio-recording informal conversations with you where I will be 

asking you some questions that will provide more information about the 

children’s drawings.   

 

Audio and visual recordings and photographs 

The use of photographs and audio and video recordings of activities made during 

this research will be used only for analysis and for the publication of this study in 

form of a dissertation and related presentations. No other use will be made of 

them without your written permission, and no one outside the project will be 

allowed access to the original recordings. 
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Appendix 11 

Research Project Information Letter to Parents 

Title of Research Project 

Listening to children: Exploring young children’s drawings  

 

Dear    , 

First of all I would like to thank you for considering taking part in this project.  I 

understand that the head of school has talked to you about my research study.   She 

suggested that we get in contact to further discuss my study project. 

 

I am currently doing a research degree at the University of Sheffield in the UK.  

As part of my studies I will be carrying a research project which involves 

children. The study will focus on children’s drawings as a form of meaning-

making. The Head of School and classroom teacher have agreed to take part in 

this project. At the end of the project I will be submitting a write-up of my 

findings. 

 

The purpose of the project  

Through my project, I am interested to learn how young children make and 

communicate their meanings through their drawings at home and at school.  

Moreover, I am also interested in how significant others, events and the context affect 

what and how children draw. This will help me obtain better understanding of how 

young children use drawing to make connections between the home and school 

environments to create new meanings.    

 

Through this study I aim to: 

 give ‘voice’ to children and listen to their perspectives through their drawings; 

 use a participatory approach to involve children as important informants;   

 identify what modes children use to create their drawings and communicate 

their meanings 

 explore what themes children communicate through their home-school 

drawings 
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 analyse what influences children’s drawings in the contexts of the home and 

in school and the interplay between the two settings; 

 

Invitation to take part in a research project 

I would like to invite both you as parents and your son to take part in this 

research project. Before you decide it is important for you to understand what the 

research will involve. Please take time to read the following information 

carefully and to decide whether or not you wish to take part. Feel free to ask me 

any questions if there is anything that is not clear or if you would like more 

information.  

 

Why have you been chosen? 

The school and class of your child is the only one taking part in this project.  The 

Head of School and the classroom teacher have agreed that the school will be 

involved in this project.  Your child was chosen in consultation with the Head of 

School and the Assistant Head as he shows willingness to communicate clearly.   

 

Participation in the project 

Participation in the research is entirely voluntary and therefore, the final decision 

whether or not to take part is entirely yours and your child’s.  If you decide to take 

part you will be asked to sign a consent form (which you can find hereunder).  Your 

child will be given a separate information sheet and consent form. I will explain this 

sheet to your son; however, you collaboration in this process will be appreciated.  The 

consent forms will be then presented to the Ethics Review Panel to ensure that 

necessary ethical procedures have been observed.  You and your son are free to stop 

taking part in this project at any time without giving a reason.    

 

Your role in the research project  

The study will be conducted with three, 4-year old children from the same class. Your 

son is one of these three children.    I will be analysing your son’s drawings and 

how he uses drawing to communicate his understandings.   Late in the first term, 

I will visit your son at school to get to know him and his daily classroom routine.  

During the same period, I would like to visit your son once at home, to get to 

know him, discuss the project further with you and start collecting preliminary 
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data about your son’s interests. In the second term, when the actual study takes 

place I will visit your son’s classroom once a week  for four months to observe 

him during his drawing activities at school between January and April, 2012.  

With your permission and a prior appointment, during the same time I would like 

to visit your son at home once every weeks for five weeks to observe him and 

talk to him about his drawings.   

 

The study involves the teacher at school and you as parents at home.  As adults 

you will be asked to help your child video-record himself while drawing.  You 

will be provided with a Flip-camera to conduct your recordings.  Training of how 

to use this camera, which is very simple, will be given to you prior to the project.  

You and the teacher will be asked to help your son collect his drawings and file 

them in a provided Display Folder.  I would also like to hold conversations with 

you and your son so that together we will discuss his drawings and the totality of 

the project.  On my first visit I would like to ask your son to take photographs of 

objects he likes in the home (a V-tech digital camera will be provided).  The aim 

of such photographs is to get to know your son and his interests.  During my 

visits both at home and at school I will: 

 

 Ask your son to take photographs of objects he likes;   

 Observe and video-record your son while drawing; 

 Take photographs/scan copies of your son’s drawings;  

 Audio record conversations I have with your son; 

 Audio record conversations with you. 

 

Together with your son, you will be the main data collector when I am not 

present. Your role includes: 

 

 Helping your son collect his drawing in a provided Display Folder; 

 Helping your son video-record himself while drawing; 
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 Holding and audio-recording informal conversations with you where I will be 

asking you some questions that will give me more information about your 

son’s  drawings   

 

Audio and visual recordings and photographs 

The use of photographs and audio and video recordings of your son’s drawings 

made during this research will be used only for analysis and for illustration in the 

writing of my thesis and related presentations. No other use will be made of them 

without your written permission, and no one outside the project will be allowed 

access to the original recordings.   

 

The benefits 

I hope that this project will prove to be a learning experience for you where you will 

be able to learn more about your child, and how he uses drawing as a way to 

communicate his understanding. Throughout the study your son will be encouraged to 

share his opinion and analyse the videos of his drawing.  In the process your son will 

develop reflective and analytical skills, will understand that his opinion is valuable to 

others and consequently will learn how to voice and communicate his perspective.   

 

After the study your son will be given a V-tech camera to keep for his personal use.  

Moreover, you will keep all the drawings and be given a copy of the audio and video-

recordings.  Regard this as a way to show my gratitude towards your collaboration.   

 

Any disadvantages 

I will attempt to minimise any disruption to the school and home routines as possible.  

Your child will not be withdrawn from class for data collection.  I will be respectful 

of the school’s, the teacher’s and the home’s priorities and routines and will respond 

to any requests accordingly. 
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Research Project Information Letter to Parents 

(Maltese version) 

Ittra ta’ Informazzjoni lill-Genituri 

 

Isem tar-Ricerka: 

Nisimgħu l-perspettivi tat-tfal: Ninvestigaw it-tpengijiet tat-tfal żgħar 

 

 

Għeżież , 

 

Nifhem li l-kap tal-iskola tkellmet maghkom dwar studju li ser naghmel fil-klassi tat-

tifel taghkom.  Qed niktiblek biex naghtikom iktar informazzjoni dwar dan il-progett. 

 

Bħalissa qed nagħmel l-istudju tiegħi fil-livell ta’ Dottorot  fl-Università ta' Sheffield 

fl-Ingilterra. Bħala parti mill-istudji tiegħi ser nagħmel proġett ta riċerka li jinvolvi 

tfal żgħar.  Jiena nteressata insir naf iktar dwar it-tpengijiet tat-tfal u kif dawn iservu 

biex it-tfal jikkomunikaw x’jafu.  Il-kap tal-iskola u l-ghalliema tal-klassi accettaw li 

jiehdu sehem f’dan il-progett.  Fl-ahhar tal-progett ser nikteb tezi. 

 

Stedina biex tieħdu sehem f’dan il-proġett  

Nixtieq nistiedinkom bħala ġenituri u lil binkom biex tieħdu sehem f'dan il-proġett ta’ 

riċerka. Qabel ma tiddeċiedu huwa importanti li tifhmu x’ser tinvolvi din ir-riċerka. 

Hudu l-ħin mehtieg biex taqraw l-informazzjoni li ġejja b'attenzjoni u biex flimkien 

tiddeċiedu jekk tixtiqux li it-tifel jiehu sehem. Jekk hemm xi ħaġa li mhix ċara jew 

tixtiequ aktar informazzjoni dwarha, ħossukom liberi li tistaqsuni. 

 

L-għan tar-ricerka  

Permezz tal-proġett tiegħi, nixtieq nirricerka kif tfal żgħar jikkomunikaw dak li qed 

jifhmu bit-tpengijiet li jaghmlu kemm meta jkun d-dar kif ukoll fl-iskola.  Interessata 

wkoll li nsir naf ki nies vicin it-tifel, bhal membri tal-familja, hbieb u l-ghalliema 

jinfluwenzawh kif u xi jpengi.  Dan l-istudju ser jghinni biex nifhem ahjar kif it-tfal 

jaghmlu konnessjonijiet bejn dak li jitghallmu d-dar u l-iskola.   
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Kif ġejtu magħżulin?  

Il-klassi tat-tifel taghkom hija l-unika klassi li ser tieħu sehem f'dan il-proġett ta’ 

ricerka. Il-Kap ta’ l-iskola accetta li l-iskola tkun involuta. It-tifel taghkom ġie 

magħżul b'konsultazzjoni mal Kap tal-Iskola, L-Assistent Kap u l-ghalliema 

minhabba l-kapacitaijiet li ghandu biex jikkomunika ma’ l-ohrajn. 

 

Parteċipazzjoni fil-proġett  

Il-parteċipazzjoni taghkom f’dan il-progett hija kompletament volontarja u għalhekk, 

id-deċiżjoni finali jekk tiehdux sehem hija taghkom u tat-tifel tagħkom. Jekk intom 

tiddeċiedu li tieħdu sehem, intom mitluba timlew u tiffirmaw l-formola ta' kunsens li 

tinsab mehmuza. Kemm intom  kif ukoll it-tifel taghkom tistgħu tieqfu tieħdu sehem 

f'dan il-proġett meta tridu mingħajr ma tagħtu raġuni. 

 

Ir-rwol tagħkom f’dan il-proġett  

Ir-ricerka ser issir permezz ta' studju ma’ tlitt it-tfal mill-istess klassi. It-tifel taghkom 

huwa wieħed minn dawn it-tlitt itfal. Waqt ir-ricerka ser inkun qed nigbor 

informazzjoni dwar ix-xogħol tat-tpengija tat-tifel.  Dan ser nagħmlu billi mmur fil-

klassi tat-tifel tiegħek darba fil-ġimgħa. Bil-permess tiegħek u b’appuntament minn 

qabel, nixtieq ukoll li nosserva lit-tifel tieghek waqt li jkun qed ipengi d-dar. Nixtieq 

li jkolli l-possibilita li nzur id-dar taghkom darba kull tliet ġimgħat għal tul ta’ tliet 

xhur. Matul iż-żjarat tiegħi kemm fid-dar u fl-iskola ser inkun qed:  

 

• Nosserva lit-tifel waqt li qed ipengi; 

• Nigbor u niehu ritratti tat-tpengijiet tat-tifel taghkom; 

•Nirrekordja xi diskussjonijiet li jkolli mat-tifel dwar it-tpengijiet tieghu; 

• Nirrekordja b’mod vizwali lit-tifel waqt li qed ipengi; 

• Nirrekordja d-diskussjonijiet li jkolli maghkom dwar it-tpengija tat-tifel. 

 

Flimkien mat-tifel intom mitluba li tigbru t-tpengijiet meta jien ma nkux id-dar 

taghkom u tirrekordjaw lit-tifel meta qed ipengi.  Ser naghtikom Flip camera u t-

tahrig li ghandkom bzonn biex tuzaw  din il-kamera.  Ir-rwol taghkom jikludi li: 

• Tigbru t-tpengijiet tat-tifel u tpogguhom f’Display Folders li ser naghtikom; 

 Tghinu lit-tifel jirrekordja lilu nnifsu b’mod awdjo-vizwali waqt li qed ipengi; 
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• Nitkellem u nirrekordja id-diskussjonijiet informali li jista’ jkolli mieghek dwar it- 

   tpengijiet tat-tifel.   

 

L-istudju se jsir bejn Jannar u April 2012.  Ghall-ahhar tal-ewwel term pero, jien ser 

mmur l-iskola fejn niltaqa’ mat-tifel taghkom biex insir nafu ahjar u nsir naf ftit it-tip 

ta’ attivitajiet li jaghmlu fil-klassi.  Fl-istess perjodu nixtieq li nzur lit-tifel id-dar 

taghkom biex insir naf lil familja, niddiskuti l-progett maghkom u nibda nigbor 

informazzjoni preliminarja dwar it-tifel u l-interessi tieghu.  Fit-tieni term, meta ser 

isir l-istudju propja, ser nżur il-klassi tat-tifel taghkom darba f'ġimgħa biex nosservah 

matul l-attivitajiet tat-tpengija.   Matul l-istess perjodu nixtieq li nżur lit-tifel fid-dar, 

darba kull tliet ġimgħat biex nifhem l-rabtiet bejn it-tpengijiet li jaghmel id-dar u 

dawk ta’ l-iskola.  

 

L-uzu ta’ taghmir awdjo-viziv u ritratti  

L-użu ta' ritratti u reġistrazzjonijiet awdjo-vizivi li jittiehdu matul din ir-riċerka ser 

ikunu użati biss għall-analiżi u għall-illustrazzjoni ta’ din ir-ricerka f’forma ta’ tezi, u 

preżentazzjonijiet. Ebda użu ieħor mhu ser isir minnhom mingħajr permess specifiku 

mingħandkom. Hadd mhu ser ikollu aċċess għall-reġistrazzjonijiet oriġinali ’l barra 

mill-progett. Kull darba li jkun hemm bzonn li jintuza ritratt jew registrazzjoni awdjo-

viziva, ser jintalab  permess speċifiku u separat kemm minghandkom kif ukoll mit-

tifel taghkom. 

 

Xi benefiċċji tal-progett 

Nittama li dan il-proġett se jkun esperjenza ta' tagħlim għalik  fejn titghallmu aktar 

dwar it-tifel taghkom, u kif it-tpengijiet tieghu jurukom aktar dwar dak li qed 

jitghallem.   

 

Matul il-progett, it-tifel ser jitghallem jesprimi lilu nnifsu iktar. Ser jigi mħeġġeġ biex 

jaghti l-opinjoni tiegħu u janalizza registrazzjonijiet vizivi dwaru jew dwar it-

tpengijiet tieghu.  Permezz ta’ dan il-proċess it-tifel jiżviluppa il-ħiliet riflessivi u 

analitiċi, ser jifhem li l-opinjoni tiegħu hija ta' valur ghal oħrajn u għalhekk ser
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Appendix 12 

Directorate of Education, Video-recording Consent Form - 

Data Subjects-Minors (English version) 
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Appendix 13 

Research Project Information Letter: College Principal 
 

 ,  

           

 

The College Principal         

  

           

           

          

 .       12
th

 May, 2011 

          

Dear  , 

 

I am currently reading for a PhD degree in early childhood education at the 

University of Sheffield under the supervision of  Professor  Cathy Nutbrown.  

 

As part of my studies, I have to carry out a small-scale research where, I will be 

investigating three young children’s meaning-making experiences in one local 

kindergarten class.  The title of my thesis is: ‘Listening to children’s perspectives: 

Investigating young children’s representations through a multimodal approach’.  I 

would like to carry my study at  Primary School , which forms part of  

 College, during the scholastic year October 2011 – June 2012.   

 

My study, which will take form of an ethnographic project, will involve a multi-

method approach of data collection.  Through a case-study approach I intend to 

observe three children from the same class, during their daily activities both at home 

and at school.  The children will be chosen in consultation with the kindergarten 

assistant. During my observation I will make use of field notes together with micro-

ethnographic methodology, where I will record the children’s experiences  through a 

combination of different tools which include the use of photographs and audio and 

video-recordings.  Other methods of data collection include informally holding 

conversations with the children.   Participatory methods will also be used where 
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Consent Form: College Principal 

 

The College Principal 

   

Directorate for Quality Standards in Education                                         

  

Floriana                                                                                                                

  

VLT 2000                                                                                                                       

   

         

 

                                                                                                                25
th

 May, 2011 

 

  

To whom it may concern, 

 

 

I, hereby give my consent to Josephine Deguara, to conduct her PhD studies at  

Primary School  as per attached information sheet and after all ethical consents are 

obtained.    

 

 

 

 

 

 

_____________________ 

   

College Principal 

  College 
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Appendix 14 

Research Project Information Letter Directorate of 

Education 

   

           

Directorate for Quality Standards of Educ             Dept of Primary Education  

Department of Planning & Development  Faculty of Education  

Room 401,       University of Malta 

Floriana    

       31
st 

May, 2011
 

 

Dear   

 

I am studying for a PhD degree in Early Childhood Education at the University of 

Sheffield under the supervision of Professor Cathy Nutbrown.  My studies are 

funded by the Malta Government Scholarship Scheme (MGSS) and the 

University of Malta. 

 

As part of my study, I have to carry out a small-scale research where, I will be 

investigating three young children’s representations in one local kindergarten class.  

The title of my thesis is: ‘Listening to children’s perspectives: Investigating young 

children’s representations through a multimodal approach’.  I intend to carry my 

study at    , which forms part of    

during the scholastic year October 2011 – June 2012. 

   

My study which will take form of an ethnographic project, will involve a multi-

method approach of data collection.  Through a case-study approach, which will 

mainly be carried over the second term of the scholastic year, I intend to observe 

three children during their daily art and craft activities both at home and at school.  

My observations will be carried once a week to an average total of 12 – 14 visits.  

During my observations I will make use of field notes together with micro-

ethnographic methodology, where I will record the children’s experiences  through a 

combination of different tools, such as taking photographs and audio and video-
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recordings.  Other methods of data collection include informally interviewing the 

kindergarten assistant and parents and holding short conversations with the children.   

Participatory methods will also be used where children can take photographs or 

video-record their artwork. The study will also involve alternate visits at the 

children’s homes where a data collection process, similar to the one carried in school, 

will be held. Before the commencement of the study, around November, 2011, I will 

also hold a Pilot study to help me with developing further my research tools and 

methodology.  

 

I am therefore asking for your consent to conduct my research in the above-

mentioned school.  Throughout my study I will seek to meet and respect all ethical 

requisites as stipulated by your institution, that is, the Directorate for Quality 

Standards of Education as well the Ethical Guidelines of the University of Sheffield.  

Informed consent will be sought by all the involved stakeholders, the College 

Principal, the Head of School, the Kindergarten Assistant, the parents / guardians and 

the children themselves.  The identity of the School, the College, as well as that of all 

participants will be kept confidential throughout the study.   

 

Attached please find the related documents, which will be translated to Maltese as 

necessary: 

 Request for Research in State Schools Form  

 Statement of Consent 

 Information letter to College Principal 

 Consent form – College Principal 

 Information letter to Head of School 

 Signed consent form – Head of School 

 Information letter Kindergarten Assistant 

 Consent form - Kindergarten Assistant 

 Information letter to the Parents/Guardians  

 Consent form – Parents/Guardians of the three participating children 

 Information letter to the Parents/Guardians of the child of the Pilot Study 

 Consent form – Parents/Guardians of the child of the Pilot Study 

 Information letter to all Parents/Guardians of non-participant children 









 

 

 

 

 

 

 

 

 

 

 

_______________________________ 

Appendix 15 
 

 

 

 

 

 

 

 

 

 

 

 

 

 



  Appendix 15 

____________________________________________________________________ 

504 

 

 

Appendix 15 

Children’s Consent Booklet 

Cover & page 

 

 

 

 

 

 

 

 

 

 

 

 

Pages 1 & 2 
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Children’s consent booklet 

Pages 3 & 4 

 

 

 

 

 

 

 

 

 

 

 

 

 

Pages 5 & 6 
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Children’s consent booklet 

Pages 7 & 8 

 

 

 

 

 

 

 

 

 

 

 

 

                   

Pages 9 & Back (consent) page 
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Appendix 16 

Specific Consent to Use the Children’s Real Names and  

Show their Faces in Video-recordings  

 

 



  Appendix 16 

____________________________________________________________________ 

509 

 

Specific consent to use the children’s real names and  

show their faces in video-recordings  
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L Because Ben 10 is fighting the bad guys… 

I am going to draw Ben Ten flying. 

J What are you doing to Ben Ten? 

L I am making him fly. 

J Is he flying? And where is he going? 

Is he flying also on the desk? 

L Ben Ten did not come out very good. 

J Who is that? 

L Ben Ten. 

J Ben Ten as well. 

L I drew him again because the first one did not come out very well. 

I am going to draw his tummy. 

I am going to draw his hair spikey. 

Now the hat. 

Now I am going to draw him …  

J What are you drawing there? What are those lines? (coming out from Ben Ten?) 

L He is flying with them 

J He is flying with them? 

L The guns are firing from his pockets. 

His guns are firing at the video-cameras. 

J Who is firing? 

L Ben 10 is firing at the video-cameras. 

J Why is he firing at the video cameras? 

L Because they are naughty. 

J The video cameras are naughty? Poor things! Did you draw hands as well for the video 

cameras? 

L Now they are firing.  Pcho! Pcho. 

J What is that Luke? 

L They are firing at each other.  Wragh! 

Vmmm. Vmmmmmm. 

Wragh! Wragh!  

Pvummm.Pvummm. 

Pum! Pum! Puv! 

J What is happening there Luke? 

L They are firing at each other. 

J Who is firing at whom? 

L This one is shooting at Ben 10 and Ben 10 is shooting at this one, and to this and this. 

Gish. Gish. 
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J Is that all firing? 

L Yes. They are all firing at each other. 

This one is firing at this one. 

Gish! Gish! 

It is ready! 

Post-drawing 

conversation 

Immediately afterwards at school 

 J Luke, so here we have Ben 10 shoot at the video cameras, am I right? 

L Yes, and there is another Ben 10 who is shooting at the Ben 10 he loves, who is his friend. 

J Ben Ten … 

L The other Ben Ten is shooting at Ben Ten, his friend. 

J The other Ben Ten is shooting at Ben Ten, his friend. 

And at the cameras as well, no? 

L Yes. 

 At home, days later. 

J Did you forget about this? You drew this, no? This is a whole story. 

L Yes. They were firing. A BEN TEN story. 

J Yes BEN TEN.  You still remember it then. 

L They fired with the cameras Ben Ten.  

A monster came here but was running and he made a lot of .. PFttt Pfttt … bombs. 

J This is a story fight of Ben Ten...the bad guy and the evil guy fighting each other…we have a whole story here…this is all fighting here. 

  
Influences Popular culture: Ben ten cartoon character. 

Resource :The video camera. 
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J Check in the scissors container.  There are only few. 

Luke There is only one. 

Thea We can share it. 

Luke No. 

Thea I need the tapey, tape. 

Luke Why do you need the tape?  I need it as well. 

Thea (kept on sticking tape using a dispenser)  It is very difficult. 

I am going to take this picture at home 

Luke Even I. 

Thea (was called to join another activity outside the class) 

 Thea back in class 

J What did you draw? 

Thea Grass.  No, that is an aeroplane. 

J What is this? 

Thea An aeroplane. 

J And this? 

Thea An aeroplane. 

J But why did you draw this circle? 

Thea That is the aeroplane.   

J Where are the people? 

Thea They are going to the airport.  

J So like daddy.  He went to the airport today. 

Thea We went to the airport to see him. 

J And where did daddy go? 

Thea I do not know the name of the place. 

J Did you forget? 

Thea It is not that I forgot … I do not know. 

J Why did daddy go abroad?  

Thea I do not know. 

J Didn’t he go on work? 

Thea He went abroad to work. 

J Right.  He went to work.  Instead of working in Malta he went to work somewhere else.  

And he needed the aeroplane to travel. 

Thea No. 

J No? 

Thea He did not go to work.  When it is time for him to sleep, he will not come home, he will go to a hotel. 

J Yes, of course.  But he will come to Malta.  

Thea It will be a Sunday.  

J So he is going to stay abroad for exactly a whole week. 

Thea In the morning. 

J And where is daddy on this aeroplane? 

Thea He is here on these seats. 

J Are there seats over here? 
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Thea Yes.  But this is the other seat.  And the one next to him is Daddy’s seat.  He is sitting on it. 

J Ok.  And what is this (leaf)? 

Thea That is the petrol. 

J That is the fuel tank? And what about this glitters?  

Thea That is the petrol.   

J And what are these (the green outline with red and orange switches). 

Thea Those are the aeroplane.   

J And what are these? (the orange & blue crumbled paper) 

Thea This blue button is for the plane to start and this orange one is for it to get down.  

J Oh! So by pressing this blue button the aeroplane starts and goes up in the sky and pressing this (orange switch) will make the aeroplane go 

down? 

So the pilot first has to press the blue button so that the aeroplane can go up in the sky, and then presses this (orange button) to get it down? 

Interesting! Have you ever seen an aeroplane going up and down? 

Thea Yes. Today. 

J So did you wait to see daddy to fly? 

Thea Yes. 

J Wow.   

Thea With the aeroplane. 

J And how did it feel when you saw daddy flying away? 

Thea My sister saw him but I did not see him. 

J Ok. And what is this in the aeroplane (blue corrugated paper). 

Thea Those are the wings. 

J The wings! And what about this red over here. 

Thea Those are the wings as well. 

J Ok.   

Thea But those wings are broken. 

J That is bad if they broke down.  How did it break down? 

Thea Because there was another aeroplane and they crashed in each other. 

J So what do we need to fix it? 

Thea I do not know. 

J A mechanic.  A plane’s mechanic. 

Thea Not a mechanic.  

J What then? 

Thea They take it somewhere to mend it. 

J Right.  They take it somewhere in the airport.  

There would be mechanics to fix it.  

Thea It goes back in its place. The pilot presses this (the orange button).  It goes down and then, it takes petrol. 

J Have you seen the aeroplane getting petrol? 

Thea No. 

J Do you know how they fill it with petrol? 

Thea No.  

J There would be a big truck filled with petrol.  It goes next to the aeroplane and it gives him petrol through a big hose. 

Thea I know.  Mummy told me. 

J Mummy told you, good. That is how you know about aeroplane’s petrol. 
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What else did mummy tell you about the aeroplane? 

Thea There will be that big truck filled with petrol and once I saw it giving fuel to the aeroplane.  

J Very good. So you are thinking of daddy today. 

Thea Yes. 

J I think he got to his destination, what do you think?  The pilot pressed this button (orange) for the plane to go down. 

Thea No, I saw him pressing the (blue) button and I saw it fly.  

J What will happen when the plane gets to destination? 

Thea He presses this (orange) button and it goes down. 

J I think the pilot has pressed the orange button by now.  Daddy got off the plane … 

Thea No.   

J No?   

Thea Daddy will not be coming home today. 

J No, the aeroplane will not get down here, in Malta. It will get down in the other place he went. 

And he is going to the hotel. 

Thea But that is not today.  

J Yes.  Today daddy will go in the hotel to sleep there. 

Thea I know.  

J Then he gets again on the aeroplane.  The pilot presses this blue button again to start it off, then he pushes the orange button to make it go 

down again and it comes to Malta.  And he sees Thea.  And he says, ‘Thank God, I am back home in Malta’.  

Thea But he is not coming home tomorrow. 

J No, when will he be back? 

Thea On Sunday. 

J But he will be back.  Sometimes I go abroad with the aeroplane on my own and came back. 

Thea Even I did so. 

J Right. It is a bit far away. 

Thea Even daddy was with me then. 

J Right. 

  

Post-drawing 

conversation 

Some days later at home. 

Thea I do not remember what it was. 

J How come you do not remember this?  

Mother What is this? Do you remember what this is? 

Thea That is a leaf. 

J But what is this picture showing us? Do you remember what you drew?  

Thea No. 

J What happened last Monday? Where did mummy take you on Monday? What happened on Monday? 

Mother Look at Erica’s drawing over there, maybe it will help you remember.  

Thea Went to see daddy. 

Mother So what is that then? 

J Did you forget that this is an aeroplane? And these are the wings. 

Thea I forgot. 

J This is a switch to start it off. 

Thea Yes. 
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J Ok, you talk now.  You seem to have remembered what you drew. 

Thea This is a switch to put it on (the blue paper) and this is for the plane to land (the orange switch). 

J Yes, that is a switch to make it fly and the other is a switch to make the plane land. 

Thea (making an Innnnnnnnnnnnnnnnnn sound imitating the sound of a plane).  I am going up (while pressing the blue switch). 

J In fact, while you were drawing, I told you, that I think that the pilot pressed this orange switch (implying that her father would have landed 

in France by that time but Thea did not see it like that.  She thought that the pilot would press the orange switch when the plane landed back 

in Malta). You told me, ‘No….’ 

Thea The pilot will press the orange switch tomorrow (The day of her father’s arrival). 

J Ok, the pilot will press the orange switch tomorrow … 

Mother Because he is still there … 

Thea And yesterday …. 

Mother Last time …  

Thea He pressed this one (the blue one to fly). 

J Yes.  She did not understand the concept that the plane will land in France, daddy will get down somewhere, and then gets back on plane 

again.  Even if she talked about the hotel but for her, the pilot had only pressed the blue button (for the plane to fly away).  

Mother He went up. 

J Yes, the plane flew away.  Now for him to come back, the pilot has to press this orange button. 

Mother So what is this leaf?  What is it doing here in this aeroplane’s picture?  

Thea Now this became the seats where they (the passengers) sit down.  

J Ok, so this became the seats, now.  But you had something else … I’m not sure what it was … it could be these …. What did you see when 

you were at the airport? What do they do to the plane?  

Mother What do they do to the plane? They do a lot of things to the plane. 

J What did mummy tell you about the plane?  

Mother What did they do to it? 

Thea I forgot. 

Mother Put on the luggage? 

J No. 

Mother So, they give it fuel? 

Thea Yes. 

Mother Ok. 

J I think, at the time she was drawing, that was one of the things that she remembered most. 

Mother So which is the fuel? 

Thea These (referring to the glitter glue). 

J Yes. 

Mother Is that the fuel?  They are giving it the fuel right? 

Thea Yes. And what is this circle, because I forgot what it was. 

J That is the aeroplane. That’s what you told me. 

Thea And these are the wings.  

J Yes.  But this (the switches) is the most interesting part.  

Influences 

(family, school, 

popular cultures, 

local cultures) 

Family event: Daddy went abroad. 

Peers: Thea copied Sandra’s idea of circling paper in a ball to make a switch – an idea which Sandra shared with Thea on the 13.2.12 

Experience: Thea went to the airport and saw the vehicles giving fuel to the aeroplane.  Her father went abroad.  

Mother: Gave her info about aeroplanes and fuel filling. 
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Bertly gave some thought even in the way he stuck the lollipop sticks.) 

 

Thea Look at what I did! 

J What did you do? Wow! 

Thea It’s like Sandra’s. 

J It’s like Sandra’s, right. 

It looks like Sandra’s. 

Shall we show it to Sandra. 

Thea Yes. 

J Do you know why Sandra does that lollipop stick up there? 

Thea To hang it from there. 

J Right, to hang it to the wall. 

J What’s that Thea? 

Thea A fan. 

J A fan. 

Thea I want to hang it at home. 

When I open the door, it will move. 

J It will fan. 

Thea Yes. 

Bertly (Bertly kept on looking at Thea’s drawing and imitating her even in the way he positioned the 

sticks.) 

Thea Tape, t-t-t- tape, tape, tape, t-t-t-tape, tape. 

Bertly t-t-t-Tape. 

(Bertly kept on sticking lollipop sticks with glue & tape.) 

Thea Look how strong I am! 

J Do you need tape? 

Bertly (When he thought he was ready,  

Bertly put the drawing up but some of the lollipop sticks fell.) 

J Wow! Do you like it? It’s nice, isn’t it? 

Bertly (Nodded yes) 

Tape please. 

(He attached more sticks trying to securing it with tape.  Bertly was finding difficulties in attaching 

the sticks and kept on gluing (with glue stick) and tape. He did not try PVA glue even if it was 

available.  He looked at Thea’s drawing.) 

Bertly At home I drew our table. 

J You drew your table at home?   

You drew the table yesterday? 

Bertly (nodded yes) 

J And what did you draw here? 

Are you ready or would you like to continue? 

Bertly That is an octopus. 

J An octopus? Let me see. Show me the octopus. Show me. 
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Bertly These are its legs. (the five sticks on top) 

J Those are its legs? 

Bertly And these are its hands. 

J Which are the hands, show me. 

Bertly (Pointing towards the sticks at the bottom) 

J Those two are the hands. Wow! 

And where is its head and its tummy? 

Bertly (Bertly pointed to the central drawing) 

J That’s it. And what is this (referring to the line at the bottom) 

What is that? 

Bertly That is the ceiling.  

J And what did you tell me that these were (referring to the lollipop sticks at the top)? 

Bertly Its legs. 

J Its legs.  Have you ever seen a real octopus? 

Bertly I saw it in the deep sea. 

J Does mummy cook the octopus in the oven? 

Bertly (nodded no) 

J So where did you see it? 

Bertly In the deep sea. 

J Oh! In the deep seas! 

Bertly (Bertly nodded a yes) 

 Post-drawing talk  AT HOME 
 Bertly Because Thea did one like it. 

J Yes, Thea did one like it.  But she used the same things but it was a bit different. 

Mother What did you do?  Tell me what you did. 

Here you have something (referring to the bottom line) 

What is this? Grass? 

Bertly That’s an octopus. 

Mother An octopus?  Is this an octopus? 

Bertly Those are its legs. 

Mother Ok, because an octopus has a lot of fingers. 

Influences His peers – Thea’s use of lollipop sticks stuck with tape inspired him to use the lollipop sticks.  He kept on referring to Thea’s drawing and imitate it but then 

gave it his interpretation. 

The resource -  Attaching lollipop sticks next to each other reminded him of an octopus which has many legs. 

Previous experience: Family events – He saw the octopus one day last summer when a friend of theirs caught one.   

On that day he met and swam with his friend Alexander. 
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NVivo Data Log Sample: Thea 
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NVivo Data Log Sample: Bertly 
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NVivo Data Log Sample: 

Nodes of modes and themes 

 
 



  Appendix 18 

 

____________________________________________________________________ 

                                                                                                                            527 

NVivo Data Log Sample: 

Nodes of meanings and influences
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A Sample of Thea’s Separate Home Drawing Grids 
Drawing 

Code 

Drawing Name Drawing picture 

TH1: A 

man in the 

rain 

S:C 
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A Sample of Bertly’s Separate Home Drawing Grids 
Drawing 

Code 

Drawing Name Drawing picture 

BH1: Pizza 
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A Sample of Bertly’s Separate School Drawing Grids 

Drawing 

Code 

Grid Drawing  

BS1: 

Five children 
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